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PREFACE
tut

Widespread belief in past decades that leisure activities are a way to just pass 

the time, especially for children, has recently given way to much criticism. 

Now, discourse on these leisure activities – listening to music, watching films 

and TV series, playing video games, and using social media, such as Instagram 

or TikTok – seems to focus on their potential educational benefits, too. When 

it comes to listening to music, people have come to perceive it as a way to 

distance themselves from one another by putting on their headphones on 

public transport and tuning out their surroundings. In the case of films and 

TV series, “binge watching” has become popularly thought of as harming hu-

man relationships, disconnecting and siloing people from shared entertainment. 

Similarly, it is common to hear how video games turn children into aggressive 

and anti-social young adults. In the starkest example of recent social backlash 

to digital media, Instagram and TikTok have been dismissed as useless apps 

that alienate people from one another and that create no social value other 

than driving the gears of techno-capitalism. There is some truth in these state-

ments. However, efforts to push back against the spread of digital and social 

media have only seemed to speed up the pace at which it spreads. Therefore, 

it is worth reading into how they can benefit us.

These leisure time activities are frequently pursued by an overwhelming 

majority of “gen Z” and young adults. If such activities are done in English (or 

any other foreign language), they may prove excellent resources for learning 

English as a Foreign Language (EFL). The opinion that it is impossible to learn 

English just from social media, TV series, and video games must be reexamined. 

One source of inspiration for this research comes from my own childhood 

when I learned many English words and phrases from playing video games 

with my friends. We had no choice but to somehow understand the menu of 

video games. In order to understand the gameplay and figure out what was 

going on, it was essential to know the language in ways we could not learn 

from entry-level textbooks. We had no idea even how to pronounce or use the 

words correctly, but we had a lot of vocabulary stuck in our heads that I still 

remember to this very day. Years later, I started learning English in secondary 

school, and after finishing my secondary school studies, I ended up majoring 

in English. I eventually became an English as a Foreign Language teacher and 

I have been teaching English ever since.
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The present research, and thus this book, was ultimately inspired by my 

own example. I was able to expand both my English vocabulary and my desire 

to keep learning the language so that I could understand and keep diving deeper 

into the video games that I so enthusiastically played. Video games and other 

online leisure activities in English have a great potential to help others learn 

the language, too. In my own teaching experience, I have also found that the 

EFL learners who are more successful in the long term are those who regularly 

engage in different leisure time activities in English and have a “real” connection 

with the (authentic) language. We, EFL teachers, probably agree that no one 

has ever learned English solely from a coursebook. I hope that the present 

research can bring about a change of attitude in English as a Foreign Language 

learning and teaching in different educational contexts.
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Chapter 1

INTRODUCTION
tut

Traditionally, research investigating second language acquisition has been 

classroom-centered; however, recently, there has been a growing interest and 

research in the fields of language pedagogy and applied linguistics in everything 

happening outside the classroom, too. One of the reasons is that owing to 

English language media (films, series, songs, video games, news, etc.) becom-

ing widely accessible to a wider audience, English as a Foreign Language (EFL) 

learners can now be exposed to the English language outside the classroom as 

well, thus they are surrounded by a wide array of authentic content without 

having to travel or relocate to a target language country. What is more, as 

Sundqvist and Olin-Scheller (2013) underscore, young learners and thus teen-

agers are prosumers (both producers and consumers) of L2, usually English 

language content (Lam 2000, Thorne et al. 2009, Yi 2008). This prosumer 

phenomenon means that learners are often required to compose texts, consume 

content, and communicate with others in their digital environment. This com-

munication often occurs through the English language. As a result, leisure 

time activities may be closely associated with a possible L2 development 

(Sundqvist 2009) and, therefore, may be considered an important resource for 

EFL learning and teaching, which also necessitates the investigation of learn-

ers’ leisure time interests.

Research in different countries and regions, such as Scandinavia (Piirainen-

Marsh–Tainio 2009, Simensen 2010, Sundqvist–Sylvén 2016), Belgium (Kuppens 

2010), Germany (Grau 2009), and Hungary (Józsa–Imre 2013) has shown that 

there is a positive relationship between primary and secondary school students’ 

L2 English proficiency and their English out-of-school activities, or in other 

words extramural English activities (henceforth EE activities). 

In addition, as learners mainly but not exclusively engage in EE activities 

for entertainment, EE activities may also be closely associated with L2 learn-

ing motivation as learners may develop a positive attitude towards the English 

language and wish to make more effort to acquire it. Since individual learner 

differences, such as L2 learning motivation, play a crucial role in second lan-

guage acquisition and determine the ultimate success of L2 acquisition (Dörnyei 

2005), there is a great deal of research (e.g., Dörnyei 2005, Dörnyei–Ryan 2015, 

Mercer et al. 2012, Pawlak 2012) on the relationship between classroom-based 
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L2 learning and other individual learner differences. Even though previous 

research has found that in the short run, classroom-based L2 learning may 

prove more effective than out-of-school L2 learning contexts (Norris–Ortega 

2000, Spada–Tomita 2010), extramural L2 learning may provide learners with 

L2 learning opportunities in the long run, too. Nevertheless, the impact of 

out-of-school (extramural) contexts on individual learner differences is a rel-

atively under-researched field within second language acquisition, let alone in 

the Hungarian context (for an exception, see Lajtai, 2020).

A large-scale, nationwide survey by Öveges and Csizér (2018) in Hungary 

investigated Hungarian secondary school foreign language teachers’ perceptions 

of Hungarian secondary school students’ foreign language learning motivation 

and compared these results with Hungarian secondary school students’ self-re-

ported foreign language learning motivation. The results of this major large-

scale study show that secondary school students’ (self-reported) motivation 

(M=3.84 on a 5-point Likert scale) was higher than their foreign language 

learning motivation perceived by foreign language teachers (M=3.46 on a 

5-point Likert scale). It also becomes apparent from the data that most students 

engage in EE activities (M=3.71 on a 5-point Likert scale). The study, however, 

as it was not the main aim of it, does not investigate whether there is a con-

nection between engagement in EE and foreign language learning motivation 

and whether the former may impact the latter. 

As Lajtai (2020) points out, the contradiction between teachers’ and students’ 

answers may result from students’ attitudes towards classroom-based foreign 

language learning. Based on this, it is hypothesized that the discrepancy be-

tween students’ and teachers’ perceptions lies in the different foreign language 

contexts, as classroom-based instruction may be less interesting for learners 

than the English they encounter outside school, which Henry (2013) calls the 

authenticity gap. 

The rationale, therefore, in carrying out this research project is to fill this 

niche in the literature and investigate Hungarian secondary school students’ 

extramural interests and the potential impact of these activities on students’ 

individual learner differences. In light of these objectives, this book may be 

considered relatively unique in the Hungarian context, as recent research in-

vestigating the niche outlined above is virtually nonexistent. Accordingly, the 

outcomes of this research project may contribute to a better understanding of 

Hungarian secondary school students’ extramural interests and individual 

learner differences.

This book consists of 7 chapters. Chapter 1 presents the background of the 

research along with the research gap the present research project attempts to 

fill. The aim of Chapter 2 is to first explain the use of the main term extramu-

ral English activities in this research project, and to describe the meaning of 
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extramural English activities in the scope of the present research project and 

how it is possible to learn an L2 by engaging in EE activities. Consequently, as 

learners usually pursue these activities without any external obligation and 

EFL teachers, the kind of EFL learning taking place by doing them requires a 

certain degree of learner autonomy; therefore, the notion of learner autonomy 

is also addressed. This is followed by an overview on how it is possible to learn 

English almost unknowingly from extramural English activities, which includes 

a detailed overview of the relevant second language acquisition theories of (un)

conscious L2 acquisition. In addition, as learners’ engagement in extramural 

English activities occurs for the sake of the learners’ own entertainment, the 

kind of EFL learning taking place when doing extramural English activities 

involves L2 learning motivation (or the lack thereof), too, because learners may 

(or may not) feel more motivated to learn English in order to be able to under-

stand content in the English language more easily. Besides, as extramural 

English activities provide a relatively stress-free environment, as opposed to 

the EFL classroom, the lack of teacher correction and grading may result in a 

decreased level of L2 anxiety and an increased level of L2 willingness to com-

municate (WTC). As a result, individual learner differences, such as L2 learn-

ing motivation and two related other variables, namely L2 anxiety and L2 

willingness to communicate, are discussed in more detail. In the case of these 

individual learner differences, L2 anxiety and L2 WTC were also chosen to be 

part of this research because, as previous research shows, these latter two 

variables correlate negatively (Teimouri et al. 2019, Zhang 2019) and posi-

tively (Hashimoto 2002, MacIntyre et al. 2001, Peng 2007, Peng–Woodrow 

2010, Yashima 2002), respectively, with L2 learning motivation. What is more, 

L2 anxiety and L2 WTC were found to correlate with each other negatively, 

too (Chu 2008, MacIntyre 1999, MacIntyre et al. 1999, Sallinen-Kuparinen et 

al. 1991, Yildiz–Piniel 2020); therefore, it may be concluded that these three 

individual learner variables are closely-related and may play an important role 

in describing Hungarian secondary school students’ L2 learning motivation 

in the extramural context, too.

Chapter 3 presents a detailed description of the research methods of this 

research project. This chapter elucidates why the so-called mixed methodol-

ogy is adopted and how the different research methods are mixed. First and 

foremost, to map the extramural interest of Hungarian secondary school 

students, a previously unknown domain, at the beginning of the project, 

qualitative methods were required. Based on the qualitative results, students’ 

extramural interests and individual learner differences are investigated in 

two additional quantitative questionnaire studies. The questionnaire method 

was adopted because it provides an opportunity to run both descriptive and 

inferential statistical methods and allows for pointing out general trends. In 
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addition, quality assurance and ethical considerations are elucidated in Chap-

ter 3.

Then, Chapters 4, 5, and 6 present three studies conducted during the re-

search. In each case, first the research questions, then the participants, and 

finally the research instrument are introduced, and only then are the methods 

of data collection and data analysis discussed. This is followed by the presen-

tation of the results and discussion of each study.

Finally, Chapter 7 summarizes the main results of the present research 

project; additionally, the pedagogical implications and potential future research 

areas are also elaborated on. The end of the book discusses the limitations of 

the research.
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Chapter 

THEORETICAL BACKGROUND
tut

There are several major issues in second language acquisition (SLA), and two 

key issues are: what external conditions to which learners are exposed aid in 

L2 learning (Norris–Ortega 2000, Spada–Tomita 2010) and how these condi-

tions interact with individual differences in learners (Dörnyei 2005). The 

former issue is centered on second language input conditions and the effect of 

these conditions on the second language learning process. One of these condi-

tions is the explicit context (e.g., classroom), where learners are exposed to 

explicit grammatical rules or equivalents of vocabulary items of a given second 

language. On the other hand, in the implicit, extramural context, learners are 

exposed to L2 input, but there is a lack of exposure to explicit grammatical 

rules or vocabulary explanations. The second issue – the interaction of indi-

vidual learner differences with the implicit and explicit contexts – focuses on 

individual learner differences in a classroom setting and in the extramural 

context.

As for the first issue, previous research has found that explicit teaching 

contexts are more effective in the short run than implicit learning contexts 

(Norris–Ortega 2000, Spada–Tomita 2010). Nevertheless, Grey et al. (2015) 

point out that these findings are not surprising as explicit conditions nor-

mally yield more comprehensible L2 input than implicit conditions (Ellis et al. 

2009, Norris–Ortega 2000, Sanz 2005), i.e., in a classroom, L2 learners may 

be exposed to comprehensible input, a kind of input which is relatively close 

to and is only somewhat above the current level of proficiency of the learner 

(Krashen 1982, 2009) more frequently than in a non-classroom setting. It is 

important to underline, however, that this may create the somewhat mis-

guided belief that implicit exposure conditions are less important. On the 

contrary, implicit exposure conditions, such as EE activities where learners 

can encounter a particular L2, English in this case, are equally important 

because they provide meaningful contextualized opportunities for encounter-

ing the given L2. Consequently, for effective L2 learning, implicit and ex-

plicit exposure contexts should be combined (Nunan–Richards 2015, Richards 

2015). It is equally important, therefore, to investigate how second language 

acquisition takes place in the extramural L2 learning context.

As for the second issue, little research investigates learners’ individual 

learner differences in the implicit, extramural context (for an exception, see 
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Lajtai, 2020). As the sense of enjoyment is an important aspect of EE activities, 

learners tend to derive satisfaction from the engagement in EE activities (Ar-

nold 2009, Chik–Breidbach 2011, Lamb 2004, Purushotma 2005); therefore, 

as previously explained, L2 learning motivation and motivated language learn-

ing behavior are important aspects of extramural English activities. Not only 

L2 learning motivation, however, but also additional closely related components 

of motivation, such as L2 anxiety, cultural interest, friendship orientation, and 

intercultural contact, perceived importance of the English language, and will-

ingness to communicate in an L2 are variables to have a potential impact on 

learners’ L2 learning motivation in the extramural context.

The main aim of this chapter is to elaborate on the extramural context of 

L2 learning through EE activities. In the first part of this chapter, the underly-

ing term extramural English activities used within the scope of this research 

project is defined, and then the context of language learning through EE ac-

tivities is introduced. First, as EE activities are pursued in learners’ leisure time 

after school, it is important to address how this may occur, i.e., how such ac-

tivities may contribute to L2 development. As no formal instruction (e.g., 

school) is involved in these activities, such engagement certainly involves 

learner autonomy, too, as learners are – to some extent – required to take 

control of their own learning. Consequently, the role of learner autonomy in 

learning through EE activities is also discussed in this chapter. Then, an over-

view of how learning through EE activities (e.g., mainly incidental learning) 

may occur is described; therefore, the second language acquisition processes 

involved in learning through EE activities are discussed. Then, because engage-

ment in EE activities mainly but not exclusively happens for entertainment 

purposes, L2 learning motivation and its closely related individual learner 

variables are also elaborated on. Finally, previous research on the benefits of 

EE activities is presented.

2.1 Extramural English (EE) activities

The term extramural English (EE) was first introduced by Sundqvist (2009). 

From an etymological point of view, the word extramural is an adjectival 

compound where extra means outside and mural means wall; thus, the term 

literally translates as outside the walls of something. Hence, extramural English 

means English outside the walls, where the walls refer to the walls of EFL 

classrooms and educational institutions, mostly schools. In this book, therefore, 

extramural English refers to all situations and activities where learners en-

counter and come in contact with the English language outside the classroom 

and school.
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The term extramural English (EE) activities may be similar to the term 

extracurricular English activities. Sundqvist and Sylvén (2016: 221) defined 

extracurricular activities as activities where learning occurs “in the pursuit of 

reaching higher levels of L2 proficiency”, usually connected to an educational 

setting, for example, English-language film clubs, or different games or ac-

tivities organized by the school which a learner attends, where the emphasis 

is placed on language learning or teaching. On the other hand, activities where 

learners encounter the English language outside of an educational institution, 

and teaching or learning is not emphasized, are categorized as EE activities. 

These terms and their attributes are summarized in Table 1 below.

Table 1. An overview of the concepts of extracurricular activities  

and extramural activities

Extracurricular 

Activities

Extramural 

Activities

Part of formal education yes no

Initiated by the teacher yes no

Purpose pleasure / learning pleasure / learning

Consciousness yes yes / no

As Table 1 shows, both types of activities may be pursued for seeking pleas-

ure as well as for learning purposes. The fundamental difference between them 

lies in whether they are initiated by the learner themselves or the learner’s 

teacher, and whether the particular activity takes place within the framework 

of formal education or not. Finally, in the case of extracurricular activities, 

learners are most likely to be well aware of the language learning purposes of 

the event or program; their attendance and engagement in said activities are 

normally consciously planned. In contrast, the pursuit of EE activities may be 

solely for entertainment purposes, yet learners may consciously decide to 

engage in EE activities to improve their general foreign language proficiency. 

Involvement in either extracurricular or extramural or even both types of 

English activities may accelerate the second language learning speed (Nunan–

Richards 2015). Moreover, such activities may also promote the functional 

practice of a particular L2 (Bialystok 1981) when learners can learn an L2 by 

using it, which is an important aspect of the language learning process.
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2.2 The context of second language acquisition  

through EE activities

Even though there is a positive relationship between learners’ L2 proficiency 

and their engagement in EE activities (Grau 2009, Józsa–Imre 2013, Kuppens 

2010, Piirainen-Marsh–Tainio 2009, Simensen 2010, Sundqvist–Sylvén 2016), 

the context of how second language acquisition may take place through them 

still requires elaboration. The aim of this and subsequent sections is to shed 

light on these contextual aspects of EFL learning through EE activities, which 

may involve learners’ conscious choice (or the lack thereof) of taking charge 

of their own L2 learning when engaging in EE activities. Thus, the role of 

learner autonomy in the extramural L2 learning context is discussed first, 

followed by a discussion of the different conscious or unconscious SLA pro-

cesses involved in learning English through EE activities.

2.2.1 Learner autonomy and extramural English activities

Since the emergence of the term of learner autonomy in the 1980s, scholars 

have defined autonomy in several ways. One of the most widely cited defini-

tions of learner autonomy is that of Holec (1981: 3), which defines autonomy 

as “the ability to take charge of one’s own learning”. In the literature on 

learner autonomy, Holec’s (1981) original definition has been considered as a 

basis for the discourse on learner autonomy (Benson 2011b, Benson–Voller 

1997, Nunan 2003) and even relatively recently, Benson (2011c: 16) refers to 

Holec’s definition and concurs that “on the basic definition of learner auton-

omy, there has been a remarkable degree of consensus around the idea that 

autonomy involves learners taking more control over their learning.” Simi-

larly, Littlewood (1996) claims that learner autonomy is the ability and willing-

ness to learn, i.e., learners’ capability of making conscious decisions on setting 

goals, making plans on further language learning progression, choosing what 

materials and methods to adopt, and monitoring and evaluating their own 

learning process. This definition does not exclude teacher-led classroom in-

struction from the learning process; it simply means that learners are willing 

to consciously take charge of their own learning by avoiding overreliance upon 

their course instructor or teacher. Krashen (2006: 2) also claims that an au-

tonomous language acquirer is someone who has an understanding of how 

language is acquired and “is able to get the input necessary for language ac-

quisition, whether formal programs are available or not.” In his interpretation, 

language teachers and language courses should not exclusively aim to develop 

proficient L2 speakers. Instead, they should support learners in becoming 

competent users who understand how a certain L2 works, what the governing 
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rules of it are, and how it is possible to further acquire it once a given foreign 

language course is over as then there will be no teacher who can provide help 

to the learner. 

Besides traditional classroom research investigating EFL learning in EFL 

classes, a growing body of literature discusses foreign language teaching and 

learning beyond the classroom (Benson 2011b, Benson–Reinders 2011, Murray 

2017, Nunan–Richards 2015, Reinders–Benson 2017, Richards 2015). Benson 

(2011a, 2011b) uses the term out-of-class learning when referring to activities 

with no direct relationship to an educational institution. Benson (2011b: 139) 

also adds that out-of-school learning is “typically initiated by the learner, makes 

use of authentic resources, and involves pleasure and interest, as well as lan-

guage learning.” This aligns with the definition of extramural activities by 

Sundqvist (2009). Moreover, according to Benson (2001: 69), out-of-school 

learning refers to “any kind of learning that takes place outside the classroom 

and involves self-instruction, naturalistic learning or self-directed naturalistic 

learning.” These types of learning are adopted by Sundqvist (2009), who claims 

that learning through extramural English activities may involve any of these 

types of learning. Therefore, the next sections define these terms, more spe-

cifically self-instruction, naturalistic learning and self-directed naturalistic 

learning and their relationship with extramural English activities.

2.2.1.1 Self-instruction

The first type of out-of-class learning is self-instruction. According to Jones 

(1998: 378), self-instruction is “a deliberate long-term learning project insti-

gated, planned, and carried out by the learner alone, without teacher interven-

tion.” Self-instruction in L2 learning, therefore, means that learners deliber-

ately and knowingly decide to improve their L2 skills by exploiting and making 

use of various resources. These resources may be designed specifically for 

self-instruction, but learners can also use coursebooks originally designed for 

classroom use.

Self-instruction may be divided into a strong and a weak form (Dickinson 

1987). The former posits that learners study alone with no or only little contact 

with teachers. In contrast, the latter holds that self-instruction may be epi-

sodic, i.e., it occurs periodically and can take place in a classroom setting as 

well as outside the classroom. Such episodic instances of self-instruction may 

include watching a tutorial video on the Internet at home on how to use a 

certain grammatical structure or even doing homework set by the teacher of 

the given learner. Graham et al. (1992) claim that self-instruction requires the 

learner to internalize the self-instructional process, which means that during 

formal instruction, teachers should continuously have their students 
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encounter opportunities to exploit self-instruction; as autonomous learning, 

to some extent, involves the ability and willingness to engage in the weaker 

form of self-instruction.

2.2.1.2 Naturalistic language learning

The second category in Benson’s (2001) classification is naturalistic language 

learning, which takes place through “direct communication with users of the 

target language” (Benson 2011b: 77). The term naturalistic is used because 

this kind of learning imitates how children naturally acquire their L1 through 

communication and constant feedback. Communication in this respect would 

require mutuality and at least two real-time parties; however, offline single-

player video games in the target language offer opportunities for learners to 

come into contact with a given L2, and here, there are no “real” L2 users, even 

though there may be “communication” or at least interaction, to some extent, 

between the parties involved. In contrast, films in the L2 of a learner provide 

stimulus. However, there is only one-way communication. That is, the learner 

or viewer watches and receives information but obviously there is no interac-

tion between the learner and the movie. Benson (2011b: 78) therefore points 

out that “it could also be extended to situations in which learning takes place 

mainly through interaction with target language texts.” The notion that natu-

ralistic learning is of key significance for successful foreign language acquisi-

tion is supported by Krashen (1982), who holds that interaction with speakers 

of an L2 offers access to comprehensible L2 input, which is an important 

component of language acquisition as it can facilitate it by extending learners’ 

L2 knowledge.

2.2.1.3 Self-directed naturalistic language learning

The third category of out-of-class language learning is self-directed natural-

istic language learning, which is a blend of self-instruction and naturalistic 

language learning. Tekkol and Demirel (2018) refer to Knowles (1975: 2) when 

he defines self-directed learning as the 

[I]ndividuals’ ability to taking initiative to identify their own learning needs, their 

ability to determine their learning goals, their ability to define the sources they 

need in order to learn, their ability to choose/use appropriate learning strategies 

and evaluate learning outcomes with or without help from an outsider. 

This means that learners plan, carry out and evaluate their own learning pro-

cess as well as learning experiences (Merriam et al. 2007). Naturalistic 
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self-directed learning, on the other hand, occurs when “the learner engages in 

language use for pleasure or interest, but also with the broader intention of 

learning” (Benson 2011b: 139). In this kind of learning, learners knowingly 

pursue opportunities for L2 exposure with the intention of learning from them. 

Similarly, Lee (2019b) connected digital environments with naturalistic self-

directed learning and claimed that EE activities might enable learners to acquire 

L2 linguistic elements from them. This is also emphazised by Boyer and 

Usinger (2015) and Grover (2015), who claim that control and active involve-

ment from the learner is a prerequisite for this type of learning. 

However, it is important to emphasize that Benson’s (2011b) three concepts 

of autonomous learning, namely self-instruction, naturalistic learning, and 

self-directed naturalistic language learning, are all incorporated in the term 

extramural activities. Self-instruction occurs when the learner wishes to learn, 

naturalistic learning may occur without the learner’s conscious attention, and 

self-directed naturalistic learning, the combination of the former two, may 

occur when a learner consciously engages in EE activities with hopes of learn-

ing English. Consequently, extramural activities serve as an umbrella term for 

all activities taking place outside the classroom and independent of a classroom 

setting where learners are exposed to a particular L2. 

All in all, these three types of learning may involve a certain degree of in-

tention and consciousness (or a lack thereof) from the learner’s perspective, 

so the following section aims to investigate the role of intention and conscious-

ness in the foreign language processes when learning through EE activities. 

2.2.2 Learning processes in SLA through extramural  

English activities

Conscious and unconscious language learning has been a long-debated issue 

in the field of second language acquisition (SLA). Krashen (1982) argued that 

these were separate processes, thus the two learning processes are distinct, 

and the knowledge gained through them results in conscious and unconscious 

knowledge. Krashen (1982) calls the conscious learning process learning and 

the unconscious learning process acquisition. The former involves explicit, 

formal instruction, while the latter resembles the way children acquire their 

first language (L1), i.e., implicitly, with no formal instruction involved. How-

ever, it is difficult to test Krashen’s (1982) acquisition vs learning hypothesis. 

For instance, Ellis and Shintani (2014: 176) point out that Krashen’s theory “no 

longer figures in current thinking in SLA” because attention to linguistic form 

is needed even in incidental and implicit learning. In this book, therefore, 

similarly to most researchers in the field, I use the terms learning and acquisi-

tion interchangeably because the fundamental difference between conscious 
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and unconscious language learning is a more complex phenomenon and can-

not be captured solely through the learning vs acquisition dichotomy. Addi-

tionally, several further issues should be considered, such as noticing and the 

role of awareness as well as intention, which are more suitable to better capture 

the essence of the learning processes taking place in second language acquisi-

tion through EE activities.

Krashen (1982) also claimed that explicit language teaching and metalin-

guistic awareness have a negligible impact on the success of second language 

acquisition. Most researchers in the field now agree that the opposite is true 

and that explicit language teaching, as well as a higher level of metalinguistic 

awareness, largely contribute to the success of second language acquisition 

(Alanen 1995, Brooks–Kempe 2013, DeKeyser 1995, Hama–Leow 2010, Leow 

1997, 2001, Rebuschat–Williams 2012, Rosa–Leow 2004, Rosa–O’Neill 1999). 

Even though there is consensus among researchers that awareness is important, 

there is still debate concerning the extent of its significance in the implicit and 

explicit processes in their impact on language acquisition (Hama–Leow 2010, 

Leow 2015a, 2015b, Williams 2005). Recent research in the field, therefore, 

focuses on two major dimensions characterizing the learning process (Rein-

ders–Benson 2017: 563):

1. intention, i.e., whether learning in extramural English contexts is intentional 

(with learners’ attention focused on language learning) or incidental (with learners’ 

attention focused elsewhere and language learning as a by-product) (DeKeyser 

2008);

2. consciousness, i.e., whether learning in extramural English contexts is explicit 

(adding to the learner’s conscious knowledge) or implicit (adding to abilities or skills 

that lie below the level of conscious awareness) (Ellis 2008).

The following sections aim to provide an overview of the concepts highlighted 

by Reinders and Benson (2017). First, the role of intention in learning through 

extramural English activities is discussed, followed by an overview of explicit 

and implicit learning theories. 

2.2.2.1 The role of intention in SLA: incidental  

and intentional learning

According to DeKeyser (2008), intention to learn an L2 is a key factor in second 

language acquisition. Learners may decide to learn certain grammatical rules 

and vocabulary or they simply acquire them unknowingly, i.e., foreign language 

acquisition may occur through intentional or incidental learning. The Inciden-

tal Learning Hypothesis holds that learners may acquire new linguistic forms 
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without the intention of learning. Schmidt (1990) posits that incidental learn-

ing occurs only as the by-product of communication or engagement in any 

activity where the main goal is not language learning. Consequently, it is pos-

sible for learners to unknowingly acquire L2 forms, mainly but not only vo-

cabulary items, through exposure to L2 input. In contrast, intentional learning 

occurs when a learner decides to learn the vocabulary or the grammar of an 

L2. In the case of the English language, extramural English activities may serve 

the purpose of providing learners with such input. In contrast, in a classroom 

context, learners usually do tasks with the intention of learning the vocabulary 

or the grammar of the given L2, which is called intentional learning. 

Incidental learning, however, is not restricted to extramural contexts, just 

as intentional learning is not restricted to classroom learning, either. Schmidt 

(1994) posited that incidental learning may occur in class, too, when learners, 

for instance, learn about a certain grammatical structure or do a reading 

comprehension task in a coursebook and their attention is centered on one 

phenomenon, be they vocabulary items or grammatical structures, but simul-

taneously, they acquire another linguistic form on which their attention was 

not originally focused. An example of this would be a reading comprehension 

text with specific vocabulary items, such as environmental protection, where 

the main intentional goal of the learning, or in this case reading, process is to 

learn related vocabulary items. Nevertheless, learners may incidentally pay 

attention to other vocabulary items unrelated to environmental protection 

and may infer the meaning of the item from the context.

Furthermore, incidental learning may happen with or without conscious-

ness, depending on the extent to which the learner’s attention is allocated to 

the given L2 forms (Ellis–Shintani 2014). Incidental learning, in this respect, 

basically does not involve consciousness, but “impromptu conscious attention 

to some features of the L2” may also take place (Loewen et al. 2009: 263). Ellis 

and Shintani (2014: 174) emphasize that even though it would be logical to 

assume that incidental learning, by nature, is an unconscious or subconscious 

process, they point out that “allocating primary attention to one feature or to 

comprehending the input does not preclude the possibility of peripheral at-

tention being paid to some other linguistic feature,” which means that inten-

tional and incidental learning both require at least a certain degree of con-

sciousness. 

2.2.2.2 The role of consciousness in SLA:  

implicit and explicit learning

There is an ongoing debate in SLA about the possibility of learning without 

any consciousness at all (Ellis 2008). When taking consciousness into account, 

Nick Ellis (1994) distinguishes between two ways of second language learning; 
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based on this distinction, he formed the implicit and the explicit learning 

hypotheses. He claims that implicit learning hypothesis “would hold that the 

meaning of a new word is acquired totally unconsciously as a result of abstrac-

tion from repeated exposures in a range of activated contexts” (N. Ellis 1994: 

219). So, in the case of implicit learning, learners are not aware that learning 

has taken place and, for this reason, cannot verbalize what they have learned 

and how they have learned it. In contrast, explicit learning refers to the kind 

of learning which takes place consciously, i.e., the learner is aware of the fact 

that they are learning and is able to verbalize what linguistic element they have 

learned and how. 

The distinction between implicit learning (and knowledge) and explicit 

learning (and knowledge) is explained by the interface issue (Ellis 2009). The 

interface issue aims to determine to what extent and how implicit and ex-

plicit knowledge are related; how explicit knowledge becomes and facilitates 

the acquisition of implicit knowledge if it does at all; and finally, to what extent 

explicit instruction facilitates the acquisition of implicit and explicit knowledge. 

There have been three propositions for finding answers to these problems (El-

lis 2009): the non-interface position, the strong interface position and the weak 

interface position. 

The non-interface position is based on research findings showing the differ-

ent inquisitional mechanisms taking place when acquiring implicit and ex-

plicit knowledge in a second language (Hulstijn 2002, Krashen 1982). Research 

shows that these different types of knowledge are stored in different parts of 

the brain (Paradis 2009), and are retrieved through different processes, sug-

gesting that they may be retrieved automatically or in a controlled manner 

(Ellis 1993). The non-interface position, therefore, holds that explicit knowledge 

cannot be directly turned into implicit knowledge, and implicit knowledge 

cannot be turned into explicit knowledge either. Based on this notion, in com-

municative language teaching, for instance, fluency was preferred over accu-

racy because, based on the non-interface position, it was assumed that knowl-

edge learned implicitly, rather than explicitly, can contribute to general 

fluency more (Krashen 1982), i.e., explicitly acquiring the grammatical rules 

of an L2 can never result in a learner being able to communicate fluently with-

out spending an excessive amount of time finding the correct grammatical 

structures to be able to express themselves. Therefore, content-based and L2 

immersion programs emphasized fluency rather than accuracy in the given L2 

(Harley–Swain 1984, Swain 1985), as explicit grammatical rules were consid-

ered less important. In the extramural English context, however, extramural 

English activities may provide a great deal of input, similar to L2 immersion 

programs where learners are exposed to a particular L2 excessively with hopes 

of acquiring as much of it as possible. Here, even if a learner acquires 
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implicit knowledge, it can only be transformed into explicit knowledge through 

conscious reflection on one’s implicit knowledge.

The main argument against the non-interface position was the overempha-

sis on fluency, as even though learners in immersion programs are exposed to 

a plethora of L2 input which enables them to improve their fluency, accuracy 

is also of great importance when it comes to communication because learners 

also need to produce comprehensible output, which ultimately requires a 

certain degree of accuracy (Swain 1985). Furthermore, Schmidt (2001), in his 

noticing hypothesis, underlined the role of attention to form in SLA and claimed 

that “SLA is largely driven by what learners pay attention to and what they 

understand of the significance of the noticed input to be” (Schmidt 2001: 3–4). 

This is one of the reasons the non-interface position is no longer supported by 

most researchers, as attention plays a significant role in second language ac-

quisition.

As opposed to the non-interface position, the strong interface position holds 

that explicit knowledge can be derived from implicit knowledge and can also 

be turned into implicit knowledge (Ellis 2009). Ellis explains this by pointing 

out that 

[l]earners can first learn a rule as a declarative fact and, then, by dint of practising 

the use of this rule, can convert it into an implicit representation, although this 

need not entail (initially, at least) the loss of the original explicit representation. 

(Ellis 2009: 21)

The strong interface position – as opposed to the weak interface position – also 

intends to develop conscious knowledge of L2, which means that the different 

linguistic forms should be learned and, more importantly, taught explicitly 

(Schwartz 1993). This position assumes that there is direct interaction between 

explicit and implicit learning and thus between implicit and explicit knowledge, 

too, and L2 learning takes place through a conscious and explicit focus on L2 

linguistic forms. The strong interface position promotes the so-called PPP 

(present–practice–produce) method, where 1) the targeted structure is pre-

sented through explicit instruction, then 2) the structure is practiced by the 

learners, and this is followed by 3) the producing stage of the structure, when 

learners can put their knowledge into practice (cf. Hedge 2000, Ur 1996). Pro-

ponents of this position claim that through practice and drills, successful 

learning may be achieved (DeKeyser 1998). However, similarly to the non-

interface position, the strong interface position has also received criticism over 

the years, mainly because of its strong emphasis on form and giving little room 

for fluency. As for extramural English activities, this position is not necessar-

ily a viable option, as this position assumes formal instruction, which is not 

necessarily involved when learning L2 through EE activities. 
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The weak interface position, however, offers a compromise between the two 

extremes. It holds that there is a possibility of explicit knowledge becoming 

implicit (Ellis 2009: 207) and that “explicit knowledge facilitates the develop-

ment of implicit knowledge through promoting other processes (e.g., noticing) 

that aid acquisition.” According to Schmidt (1993, 1995, 2001), noticing helps 

learners spot certain linguistic features they can acquire. Nassaji (2017) points 

out that the significance of the interface position lies in the fact that it raises 

learners’ awareness by channeling their attention to linguistic elements “in 

meaning-focused contexts.” In the case of EE activities, for instance, it is not 

necessarily enough to be exposed to the given L2, but a certain degree of notic-

ing is required for the input to become intake, even if it occurs implicitly, i.e., 

if a certain linguistic element is not noticed, it is not likely to be registered by 

the learner. This is what Gass (1988) calls noticing the gap: when learners 

compare and contrast the L2 linguistic feature in the input with their existing 

knowledge. In this respect, both form and meaning are simultaneously at-

tended to, by which criticism of the non-interface and the strong interface 

position is tackled as the weak interface position does not overemphasize 

neither the importance of meaning nor form; it claims that both are equally 

important. 

Implicit learning and incidental learning are closely related concepts and 

may indeed seem, at first glance, to describe the same process. However, it is 

vital to distinguish between the two as they address different dimensions of 

learning, and though there may be a significant overlap between them, this 

overlap is incomplete. Hulstijn (2003: 360) points out that incidental learning 

and implicit learning are not synonyms, as the latter “entails more than what 

is meant by incidental learning.” Therefore, it is important to address this 

terminological issue and distinguish between incidental and implicit learning. 

2.2.2.3 Distinguishing between incidental/intentional  

and implicit/explicit learning

When determining and identifying the kind of learning taking place when 

engaging in EE activities, intentional and incidental learning, as well as ex-

plicit and implicit learning, may be taken into consideration. Ellis (2009) claims 

that intentional and explicit learning and incidental and implicit learning are 

similar concepts. On the one hand, in the case of both intentional and ex-

plicit learning, there is an attempt of the learner to “understand” what is to be 

acquired. On the other hand, incidental and implicit learning “both involve 

the absence of intentionality (Ellis 2009: 263). However, researchers such as 

Hulstijn (2003) and Dörnyei (2009b) defined incidental learning through test-

ing. In their interpretation, incidental learning occurs when learners do not 
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know that there is an upcoming posttest measuring how much they have 

learned from a certain activity. Were they to know that there would be an 

upcoming posttest, they might channel their attention to certain linguistic 

elements and simply alter their “natural behavior” as they wish to achieve bet-

ter scores on the upcoming test. This certainly does not happen in the pursuit 

of EE activities.

Ellis (2009), with reference to testing, offers a compromise on how these 

concepts can be distinguished. He suggests that they should be separated based 

on how they can be investigated methodologically, i.e., what methods teachers 

or researchers may use when exploiting and measuring these types of learning. 

Table 2 provides a visual illustration of the different types. 

Table 2. Typical tasks for investigating the four types of learning

Approach Typical task

Incidental 

learning

(1) learners are given a task but not told that they will be tested later

(2) they are given a task that focuses their attention on one aspect of the 

L2 and, without being warned, tested on some other aspect of the task 

(e.g., they are taught a specific grammatical feature and then tested on 

whether they have learned a different grammatical feature which they 

were exposed to but not taught)

Intentional 

learning

(1) learners are given a task and are told that they will be tested afterwards 

and then tested on the task as set

Implicit 

learning

(1) learners are simply exposed to input data, asked to process it for 

meaning and then tested (without warning) to examine what they have 

learned (e.g., they are exposed to input that contains plentiful exemplars 

of a particular grammatical feature but do not have their attention focused 

on this feature)

Explicit 

learning

(1) learners are either given an explicit rule relating to a specific feature 

which they can apply later in practice activities (deductive explicit learn-

ing) or 

(2) learners are asked to find an explicit rule from the data provided 

(inductive explicit learning)

(adapted from Ellis 2009: 264)

Ortega (2009: 94) claims that “it is unanimously agreed in SLA that inci-

dental learning is possible,” which means that acquiring linguistic elements 

from EE activities is possible. Completely implicit learning, however, as it was 

pointed out with reference to the Interface Issue, may not occur at all, as a 

certain degree of attention is needed for learning to take place. Consequently, 

incidental learning is used in the present research project when describing the 

kind of learning through which learning through EE may take place. In the 
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scope of the present research project, it is defined, based on Ellis (2009) and 

Schmidt (1994), as a kind of learning which occurs as a by-product of engaging 

in another activity, in this case, a particular EE activity, and involves at least 

a certain degree of consciousness. On the other hand, intentional learning is 

also possible when engaging in EE activities, as learners may knowingly decide 

to engage in such activities to acquire English. Explicit learning, however, is 

less likely to occur in this context as it often involves teacher-led instruction, 

and EE activities are initiated by the learners, not their teachers. 

2.3 EE activities and second language learning motivation

It is important to highlight again that teenagers (and even adults) engage in 

EE activities for the purpose of being entertained or for the sake of pursuing 

a pastime activity; therefore, even though it is not excluded, when engaging in 

EE activities, learners place less emphasis on learning English than deriving 

satisfaction from these activities (Sundqvist, 2009). They spend hours watch-

ing their favorite TV series, such as Game of Thrones, or playing their favorite 

video games, such as World of Warcraft, where incidentally or intentionally, 

in a naturalistic environment, they learn English. 

As explained earlier, Henry (2013) points out that, as opposed to a classroom 

setting, extramural English activities provide more authentic and more inter-

esting English content than the English encountered in a classroom, which 

Henry (2013) refers to as the authenticity gap. Learners will find the English 

encountered outside the classroom (cf. extramural English) more interesting 

and relatable than the English used inside a classroom, and, as previously 

underlined, this kind of engagement does not primarily happen for the purpose 

of language learning. As a consequence, learners may feel more motivated to 

learn English due to heavy engagement in extramural English activities, as 

they realize their understanding of a series or video game, or the news, etc., 

especially, when there is no translation of them into the L1 of the learners. 

Learners’ degree of enjoyment is highly dependent on their L2 competence, 

which may ultimately result in their being more motivated to learn English, 

i.e., the more proficient they are, the more motivated they may be to learn 

English. Moreover, as explained previously, extensive exposure to L2 is a key 

factor in incidental (and even intentional) learning, and EE activities create 

and cater to this naturalistic learning environment.

The positive effect of EE activities on motivation has been demonstrated by 

an extensive body of research in the case of, for instance, reading (Al-Homoud–

Schmitt 2009, Feld-Knapp–Perge 2019, Kim–Hwang 2006), video games 

(Dickey 2011, Gee 2007, Molins-Ruano et al. 2014, Schrader et al. 2010, Van 
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Eck 2009), films (Lin 2002, Seferoğlu 2008), and listening to music (Chou 2014, 

Macancela et al. 2016, Tegge 2018). However, empirical research (cf. Lajtai 

2020) investigating the impact of EE activities on learners’ L2 learning moti-

vation in the Hungarian context is scarce. 

The aim of this and the subsequent sections is to provide an overview of 

Dörnyei’s (2005) second language motivational theory, namely the Motivation-

al Self System Theory, which was chosen as the main motivational theoretical 

framework for this research. The reason for choosing this theory lies in the 

fact that it is one of the most cited L2 motivational theories and has been 

empirically validated by several researchers in several contexts, including the 

Hungarian one; therefore, it was found to be adequately describing the L2 

learning motivation of Hungarian secondary school students.

Following this, the second part of Section 2.3 presents some of the further 

key predictors of L2 motivation, such as L2 anxiety, L2 willingness to commu-

nicate, cultural interests, intercultural orientation, perceived importance of 

the English language, which are believed to have an impact on learners’ mo-

tivation in the context of extramural activities. Finally, several studies address-

ing the impact of these components on motivation in the context of EE activ-

ities are also presented.

2.3.1 Dörnyei’s L2 Motivational Self System

In the field of applied linguistics and Second Language Acquisition, second 

language motivation (L2 motivation) was first characterized by the work of 

Lambert and Gardner and their associates in the early ’70s. In their research, 

Gardner and Lambert (1972) examined the Canadian social situation, where 

two major communities live together, namely the Anglophone-speaking Eng-

lish and the Francophone-speaking French. They investigated the motivations 

of the members of these communities to learn one another’s L1. Henry (2012) 

asserts that Gardner’s subsequent research led to the realization that interest 

in the other community’s L1 and positive attitudes to the other community 

indicated one’s strong desire to be part of the other community, which Gard-

ner (1985) called integrative motivation. However, there is another, utilitarian 

dimension associated with Gardner’s (1985) theory, in which motivation to 

learn the other community’s L1 is centered around the benefits that speaking 

a language may ensure for an individual (a better job or position, a better sal-

ary, etc.), which is called instrumental motivation.

The importance of the English language is continuously growing due to 

globalization processes, which results in the English language becoming a 

required skill (Ushioda–Dörnyei 2017) in the labor market and in everyday 
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life, too. This increased importance ultimately leads both to a shift from a 

foreign language status of English to a second language status (Graddol 2006) 

and to English becoming a global lingua franca. As a consequence, with the 

emergence of English as a global lingua franca around the millennium, a 

number of researchers (Coetzee-Van Rooy 2006, Dörnyei et al. 2006, Irie 2003, 

Lamb 2004, Ushioda 2006, Warden–Lin 2000, Yashima 2000) started to ques-

tion Gardner’s original theory and claimed that it may be applicable to a 

specific context (e.g., Canada), but it cannot necessarily be universally trans-

ferred to other contexts. This is particularly true for the English language, 

which, as a global lingua franca, has no specific language community into 

which a learner could integrate.

As a response to this, Dörnyei (2005) developed his L2 Motivational Self 

System, which draws on Markus and Nurius’ (1986) Possible Selves Theory and 

Higgins’ (1996) Self-discrepancy Theory. Dörnyei’s (2005) theory is centered 

on students’ learning behavior and how this behavior is affected by three di-

mensions, namely the Ideal L2 Self, the Ought-to L2 Self, and the L2 Learning 

Experience. The next sections, therefore, introduce the three dimensions of 

the theory. 

2.3.1.1 The Ideal L2 Self

Dörnyei (2005: 106) defines the Ideal L2 Self as “the L2-specific aspect of one’s 

ideal self”, which refers to the ideal future image of the learner about them-

selves. Papi (2010) points out that if someone wishes to be a competent and 

fluent L2 user who is able to hold a conversation with their friends in the 

particular L2, this person creates this image in themselves. This self-perceived 

image could serve as a strong motivator to achieve their goals, which is to 

“reduce the discrepancy between the here-and-now or actual self and this 

ideal image” (Papi 2010: 468–469), i.e., since the learner is not yet as competent 

a speaker as they wish to be, the desire to close that gap can drive their SLA 

motivation. With an EE example, if a video game player wants to converse with 

their international friends using the English language, and as they are not 

necessarily proficient enough to do this, they are more likely to be motivated 

to put more effort into learning English. 

The Ideal L2 Self is based on the Gardnerian (1985) concept of integrative-

ness, and even though empirical research conducted by Taguchi et al. (2009) 

and Ryan (2009) found that this dimension of the Motivational Self System 

may be interpreted as the integrativeness put forth by Gardner (1985); in the 

case of English, however, which has become a global lingua franca, there is no 

point talking about a specific language community. This is because there are 

several countries with native English speakers (USA, UK, Australia, etc.) and 
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it is impossible to create an imaginary blend of these communities represent-

ing a homogeneous anglophone culture (Jenkins 2009, Widdowson 2004). Also, 

native speakers of English are outnumbered by non-native speakers of English 

by a third (Crystal 2003); as a consequence, learners of English cannot iden-

tify with speakers of English the same way French speakers did in Canada in 

the Gardnerian (1985) model. 

A possible solution to this problem was the extension of the original Gard-

nerian (1985) model, as integrativeness in a globalized world “is not so much 

related to any actual, or metaphorical, integration into an L2 community as 

to some more basic identification process within the individual’s self-concept” 

(Dörnyei–Csizér 2002: 456). In order to justify this claim and to provide em-

pirical support for the concept, Dörnyei et al. (2006) conducted a large-scale 

longitudinal study in Hungary that extended over a 12-year period and involved 

more than 13,000 Hungarian students. The findings reinforced the importance 

of integrativeness supported by positive attitudes towards L2 speakers and the 

positive impact of instrumentality, i.e., the practical benefits of knowing an 

L2, such as a higher salary or better position in the labor market. However, 

direct communication with members of the L2 community and “real” integra-

tion with the L2 community was not possible since most students learned 

English in an educational setting without direct contact with the target com-

munity. Csizér and Dörnyei (2005) explained these findings by pointing out 

that integrativeness in this sense is different from that of Gardner (1985) and 

should, therefore, be treated as a different concept, especially because there is 

no specific L2 community in the case of English; rather, learners may develop 

a globalized world identity. In light of these findings, Dörnyei and Csizér (2002) 

claimed that integrativeness, on the one hand, refers to the learners’ desire to 

become part of the L2 community; on the other hand, it also involves “identi-

fication with the values that knowledge of the L2 could bring them” (Csizér 

2019: 72). 

The Ideal L2 Self was chosen to be part of the present research project be-

cause, in various contexts, numerous other large-scale studies have yielded 

results supporting the Ideal L2 Self dimension of Dörnyei’s (2005) theory. 

Studies conducted in Germany (Busse–Walter 2013, Busse–Williams 2010); 

Hungary (Csizér–Lukács 2010, Kormos–Csizér 2008); Indonesia (Lamb 2012); 

Japan, China, and Iran (Ryan 2009, Taguchi et al. 2009); Pakistan (Islam et al. 

2013); Saudi Arabia (Al-Shehri 2009, Moskovsky et al. 2016); and Sweden 

(Henry 2009, 2010) validated the L2 Motivation Self System, and Dörnyei and 

Ryan (2015) add that the studies using both the Ideal L2 Self and Integrative-

ness found that the two variables correlate (correlation coefficient r=.50), which 

reinforces the previous assumption that they are related. 
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2.3.1.2 The Ought-to L2 Self

The second component of the Motivational Self System is the so-called Ought-

to L2 Self. According to Higgins (1987: 320-321), the Ought-to Self is the 

“representation of the attributes that someone (yourself or another) believes 

you should or ought-to possess (i.e., a representation of someone’s sense of 

your duty, obligation, or responsibilities)”. As opposed to the ideal L2 Self, the 

Ought-to L2 Self is a much less internalized aspect of the L2 Self (Papi 2010), 

which Dörnyei (2005) explained as the attributes and qualities that learners 

believe they should have from an external perspective (i.e., what their parents, 

teachers, and other authorities expect them to possess) (Dörnyei 2005). For 

example, a learner may study for the school tests in their EFL lessons to achieve 

excellent grades as this is one of the expectations of their parents and teacher. 

Learners become motivated through the Ought-to L2 Self by realizing the 

discrepancy between their current abilities and the abilities required from 

them by their parents, teachers, etc. 

Csizér (2019) explains that originally instrumentality and instrumental 

motives were believed to belong to the Ought-to L2 Self but they turned out 

to have both intrinsic and extrinsic aspects. As a consequence, Dörnyei (2005) 

distinguished between promotional instrumentality, which is internalized and 

part of the Ideal L2 Self, and preventive instrumentality, which is related to 

external motivation and belongs to the Ought-to L2 Self. This means that the 

Ought-to L2 Self is activated, as previously explained, when wishing to avoid 

negative outcomes, such as punishments or meeting the expectations of others 

whom the learner regards highly. 

As for the validity of the Ought-to L2 Self dimension, most empirical stud-

ies found that, as opposed to the Ideal L2 Self, the Ought-to L2 Self has a 

lower impact on the L2 learning process (Busse–Williams 2010, Dörnyei et al. 

2006, Eid 2008, Kormos–Csizér 2008, Kormos et al. 2011, Lamb 2012). In the 

Hungarian context, a study by Dörnyei et al. (2006) found that the Ought-to 

L2 Self is not significantly prominent in the case of Hungarian students. Sim-

ilarly, Kormos and Csizér (2008) found that the Ideal L2 Self plays a significant 

role in the motivation of Hungarian EFL learners, but the presence of the 

Ought-to L2 Self could not be identified in the research. Busse and Williams 

(2010) had similar results in the German context, and the findings of this study 

show that the Ought-to L2 Self does not play an important role. Lamb (2012) 

compared the L2 learning motivation of learners in rural and urban areas and 

found that the Ought-to L2 Self is less dominant in motivating learners than 

the Ideal L2 Self and the L2 learning experience. Eid (2008) also found that in 

the case of the L2 learning motivation of Cypriot students, the Ought-to L2 

Self was not present. Kormos et al. (2011) conducted a study in Chile, where 

they found that the Ought-to L2 Self was not a significant construct for the L2 
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learning motivation of secondary school learners. Csizér and Lukács (2010) 

drew the same conclusion in their study, in which they investigated Hungar-

ian learners. They hypothesized that secondary school students are not old 

enough to develop their Ought-to L2 selves, which can successfully motivate 

them.

However, as opposed to the findings of previous research on the Ought-to 

L2 Self, my hypothesis is that in the Hungarian context, it may be an import-

ant factor in the L2 learning motivation of secondary school students for two 

reasons. First, from the academic year 2019/2020, it would have been compul-

sory for students to obtain at least a B2 level exam to be admitted to a higher 

educational program, but the Hungarian government withdrew the introduc-

tion of this regulation (Öveges–Kálmán 2019). Also, further foreign language 

exam certificates provide learners with extra points required to be admitted 

to several higher educational programs. Second, at the time when this research 

project was started (in 2020), in order to obtain the degree certificate at the 

end of one’s studies in a higher education program in Hungary, one had to 

possess a foreign language certificate proving a certain level of foreign language 

knowledge. The most common prerequisite for obtaining a degree certificate 

was possessing at least a B2 level exam; however, this could vary according to 

different higher education programs in Hungary. It could be concluded that 

at the time I started this research project, the above-detailed regulations could 

have encouraged Hungarian students to obtain a foreign language certificate, 

which may have ultimately impacted their Ought-to L2 Self. In 2022, however, 

this regulation was abolished, leaving universities the discretion to decide 

whether or not to require their students to obtain a foreign language exam 

certificate (for more details see Fajt et al. 2022a, 2022b). Nevertheless, at the 

time of data collection (in 2020), obtaining a foreign language exam certificate 

was still an important motivating factor for EFL learners, so I decided to keep 

the data pertaining foreign language exams and include them in the upcoming 

analysis (e.g., Chapter 5).

2.3.1.3 L2 learning experience

The third and last dimension of the L2 Motivational Self System is the L2 

Learning Experience, which Dörnyei (2005: 29) defines as the “immediate 

learning environment and experience.” This dimension differs from the other 

two components, which are situated at the self-level. Csizér (2019) points out 

that even though this dimension is fundamentally different from the other two 

self-related concepts, which are based on Markus and Nurius’s (1986) possible 

selves theory, the L2 Learning Experience is an integral part of Dörnyei’s (2005) 

theory, as this component emphasizes the importance of context in language 

learning. 
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Previous research found that the L2 Learning Experience of learners is 

strongly connected to motivated language learning behavior, and several stud-

ies found that it is the strongest motivator (Csizér–Kormos 2009, Islam et al. 

2013, Kormos–Csizér 2008, Lamb 2012, Papi 2010, Papi–Teimouri 2012, Ta-

guchi et al. 2009). In the Hungarian context, Csizér and Kormos (2009) con-

cluded that the Ideal L2 Self and Learning Experience are the strongest predic-

tors of motivated behavior among Hungarian EFL learners. Yet, even though 

Dörnyei (2009a: 29) himself claimed that “this component is conceptualized 

at a different level from the two self-guides and future research will hopefully 

elaborate on the ‘self’ aspects of this bottom-up process”, the connection be-

tween the L2 Learning Experience and second language learning motivation 

is an under-researched component (Csizér 2019). Dörnyei (2019: 20) claims 

that the reason behind this is that while the Ideal L2 Self and the Ought-to L2 

Self are based on a well-established theoretical basis (cf. Markus–Nurius 1986), 

the L2 Learning Experience is relatively under-theorized and, therefore, it is 

more difficult to “integrate it into broader theories in a way it has been done 

with the Ideal and the Ought-to Selves.”

Moreover, Csizér (2019) points out that there have been terminological is-

sues related to the L2 Learning Experience. You and Dörnyei (2016) and You 

et al. (2016), for instance, did not use L2 Learning Experience but denoted the 

same dimension as Attitudes to L2 Learning. Based on You et al. (2016: 96-97), 

these differences in terms of labeling the concept are summarized in Table 3. 

Table 3. Terms denoting L2 learning experience used in research papers

Name of the concept Research paper(s)

Attitudes to learning English Taguchi (2013); Taguchi et al. (2009)

L2 learning attitude Kormos et al. (2011)

L2 learning experience Csizér and Kormos (2009)

English learning experience Papi (2010)

However, despite terminological variations, the way of measuring this di-

mension (questionnaire items) demonstrates similarities across the studies. 

That is, all these scales, to some extent, aimed to measure learners’ attitudes 

towards L2 learning (Csizér 2019, Dörnyei 2019, You et al. 2016). 

Csizér (2019) refers to Al-Hoorie’s (2018) meta-analysis, which shows that 

the L2 Learning Experience strongly correlates with L2 motivation. As a con-

sequence, Dörnyei (2019: 20) recently claimed that the L2 Learning Experience 

should be reconceptualized and defined as “the perceived quality of the learn-

er’s engagement with various aspects of the learning process”. By engagement, 

Dörnyei (2019: 24) refers to the use of the term in educational psychology, where 

it is understood as “active participation and involvement in certain behaviors.” 
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The term engagement is crucial here, as with engagement (through the func-

tional practice of an L2) learners may learn an L2 through using it (Bialystok 

1981). Mercer and Dörnyei (2020) consider learner engagement as an important 

prerequisite for motivated behavior, too, because this way lINTearners’ engage-

ment can be made measurable (i.e., motivated learning behavior as a criterion 

measure), and this way, empirically investigated. In another paper, besides 

defining L2 Learning Experience, Dörnyei and Ryan (2015: 88) list some of the 

key aspects of the conceptualization of the L2 Learning Experience; here, they 

define it as a dimension that “focuses on the learner’s present experience, cov-

ering a range of situated, ‘executive’ motives related to the immediate learning 

environment (e.g., the impact of the L2 teacher, the curriculum, the peer group, 

and the experience of success).” Recently, however, Csizér and Kálmán (2019: 

16) redefined the L2 Learning Experience and added the extramural component 

(cf. “outside the classroom”) too and claimed that 

[t]he L2 Learning Experience is the perception of internal cognitive and emotional 

processes, as well as external stimuli and circumstances that the learner experiences 

during the course of learning a foreign language in and outside the classroom; it is 

shaped and determined by attributions stemming from past L2 learning and L2 use 

experiences that continually evolve after the actual language learning and language 

use has taken place. 

Similar to previous research designs (Csizér–Kormos 2009, Ryan 2009), the 

L2 Learning Experience was also included in this study because it seems to 

shape Hungarian secondary school students’ L2 learning motivation. It is 

hypothesized that the L2 Learning eExperience of EE activities impacts Hun-

garian secondary school students’ L2 learning motivation. 

2.3.2 Predictors of second language learning motivation

As Piniel and Csizér (2013) point out, different individual learner differences, 

such as L2 anxiety, L2 willingness to communicate, may impact L2 learning 

motivation. Consequently, such predictors (i.e., other individual learner dif-

ferences) of L2 learning motivation are also discussed in detail. The reason for 

the inclusion of these predictors is that I hypothesized that these predictors, 

namely L2 anxiety, willingness to communicate in an L2, L2 cultural interest, 

L2 friendship orientation, L2 intercultural contact, and perceived importance 

of the English language have an impact on Hungarian EFL learners’ L2 learn-

ing motivation not only in the classroom but in the extramural English contexts, 

too. Since research in the Hungarian context on the impact of these individ-

ual differences on L2 learning motivation outside the class is virtually 
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non-existent, they were chosen to be adopted in this research project. The next 

sections thus provide an overview of these concepts.

2.3.2.1 Foreign language anxiety

Foreign language anxiety is considered to be one of the most important affec-

tive factors, first proposed in the affective filter hypothesis by Krashen (1982), 

where he claimed that certain affective variables, such as motivation, self-

confidence, and anxiety, determine the ultimate success of second language 

acquisition. Horwitz et al. (1986: 128) created a theoretical model that defined 

foreign language anxiety as “a distinct complex of self-perceptions, beliefs, 

feelings, and behaviors related to classroom language learning arising from 

the uniqueness of the language learning processes.” In this theoretical model, 

Horwitz et al. (1986) differentiated foreign language classroom anxiety from 

other forms of anxiety. 

The previous empirical studies investigating the foreign language anxiety 

model developed by Horwitz et al. (1986) found that anxiety may have either 

a positive or a negative effect on foreign language learning. A smaller propor-

tion of these studies found that anxiety has a positive impact on foreign language 

learning (Brown 2000, Ewald 2007, Kitano 2001, Marcos-Llinas–Garau 2009); 

this is known as facilitating anxiety. A larger body of these empirical studies, 

however, found that anxiety has a negative impact on foreign language learn-

ing (Horwitz 2001, 2010, MacIntyre–Gardner 1991, MacIntyre–Gardner 1994, 

Liu 2016, Liu–Zhang 2008, Onwuegbuzie et al. 1999, Sparks et al. 1997, Tóth 

2008, 2009, 2011), which is known as debilitating anxiety. These findings are 

further supported by two relatively recent meta-analyses by Zhang (2019) and 

 Teimouri et al. (2019), who also found a negative correlation between foreign 

language anxiety and L2 performance. 

As for its relation to motivation, Gardner et al. (1997) found that anxiety 

correlates negatively with L2 motivation as well. In the Hungarian context, 

Csizér and Piniel (2016) conducted a questionnaire study with secondary school 

EFL learners and obtained the same results. Similarly, Papi (2010) found in his 

study that the Ideal L2 Self and the L2 Learning Experience have a positive 

impact on foreign language anxiety, i.e., they can reduce L2 anxiety; however, 

the Ought-to L2 self may make learners more anxious. In their interview study, 

Kormos and Dörnyei (2004) identified a strong negative correlation between L2 

use anxiety and lexical variety; therefore, they concluded that low anxiety enables 

learners to use a more varied vocabulary, thus expressing themselves in a more 

varied manner. In the extramural L2 context, previous research found that 

extramural L2 activities may create a low-anxiety or even anxiety-free learning 

environment. Piniel and Albert (2018), for instance, carried out a qualitative 
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study and found that the location of language use (i.e., inside or outside class) 

has an impact on learners’ emotions and that learners had more positive feelings 

in connection with language learning situations outside the classroom than 

classroom-based L2 learning situations. As EE, by definition, involves situations 

outside the classroom, L2 anxiety was also chosen to be an individual learner 

difference to be examined in the scope of the present research project.

2.3.2.2 Willingness to communicate

Another important variable is willingness to communicate (WTC), which is 

conceptualized in several ways. First, WTC may be considered a personality 

trait that does not change over time or in different communication situations; 

this conceptualization focuses on individual factors (e.g., self-confidence) 

(Yashima 2002). WTC may also be conceptualized as a situation-specific phe-

nomenon that is not considered stable but subject to change based on certain 

factors (e.g., whether the speaker knows the interlocutor) (Cao–Philip 2006). 

Finally, WTC may also be examined from dynamic and situated perspectives 

(e.g., both situational and personal factors) (Kang 2005). 

The concept of WTC has been applied to foreign language teaching as well, 

in the context of which MacIntyre et al. (1998: 547) define WTC as “a readiness 

to enter into the discourse at a particular time with a specific person or persons, 

using an L2”. Later, Kang (2005: 291) elaborated on the dynamic nature of 

WTC and claimed that it “can vary according to interlocutor(s), topic, and 

conversational context, among other potential situational variables.” In Mac-

Intyre and his associates’ (1998) model, WTC is conceptualized as a “pyramid” 

consisting of six layers (i.e., social and individual context, affective-cognitive 

context, motivational propensities, situated antecedents, behavioral intention 

and communication behavior). In this model, the bottom three layers consist-

ing of several components, such as personality, communicative competence, 

social situation, self-confidence, etc., are considered stable and trait-like vari-

ables which affect L2 WTC independently of the communication context. On 

the other hand, the top three layers, comprising components such as L2 use, 

desire to communicate with a specific person, etc., are more dynamic and 

situation-specific in nature; therefore, these layers, as opposed to the ones at 

the bottom, are more likely to change over time and in different contexts. 

Cao (2011) found that certain factors, such as teachers’ error correction, 

particular topics, and teacher support (or the lack thereof), have an impact on 

learners’ WTC; at the same time, EE activities, where learners can use and 

practice English, create a less stressful environment catering to English WTC 

(Lee 2019a). In addition, previous research on L2 WTC found that there is a 

negative correlation between L2 WTC and L2 anxiety (Chu 2008, MacIntyre 
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1999, MacIntyre et al. 1999, Sallinen-Kuparinen et al. 1991, Yildiz–Piniel 2020), 

i.e., learners experiencing high levels of foreign language anxiety are less will-

ing to communicate in the particular L2. Besides low foreign language anxi-

ety, learners’ L2 motivation may also contribute to a higher rate of L2 WTC. 

Previous research shows that the more motivated learners are, the more will-

ing they are to interact with others in a particular L2 (Hashimoto 2002, Mac-

Intyre et al. 2001, Peng 2007, Peng–Woodrow 2010, Yashima 2002). There is a 

body of empirical research on the impact of digital technology on WTC in 

different online environments, too, more specifically online chatting and social 

media (Freiermuth–Jarrell 2006, Malyndra et al. 2020), online courses (Kissau 

et al. 2010), films (Mirvan 2013, Seferoğlu 2008), and digital games (Horowitz 

2019, Reinders–Wattana 2014, 2015). These studies found that digital technol-

ogy has a positive effect on L2 WTC. 

WTC was chosen to be another component of the present investigation 

because, on the one hand, it impacts L2 learning motivation; on the other hand, 

in the Hungarian context, there is no research on the impact of engagement 

in EE activities on learners’ L2 WTC.

2.3.2.3 Cultural interest

Csizér and Dörnyei (2005) claim that cultural interest refers to the apprecia-

tion of cultural products associated with a certain L2 and usually portrayed 

in the media (e.g., films, TV series, music, video games, etc.). This dimension 

of motivation was first identified by Clément and Kruidenier (1983: 285), who 

defined it as “an interest in the way of life and the artistic production of the 

target language group”. Csizér and Dörnyei (2005) refer to Clément et al. (1994), 

who examined motivational orientations in the Hungarian context and found 

that English language media, thus English cultural products have an impact 

on Hungarian secondary school learners’ attitudes to the English language and 

anglophone culture. This was further supported by the findings of the research 

carried out by Csizér and Kormos (2008: 13), who claimed “that in a foreign 

language setting, both direct and indirect contact have the potential to raise 

students’ interest in using the L2 through L2 cultural products and various 

means of L2 speaking media”. 

EE activities are excellent examples of both American and British content 

as well as other content associated with anglophone culture. These cultural 

products, as opposed to regular EFL coursebooks, do not overemphasize the 

British variety of the English language and enable learners to opt for the content 

they are genuinely interested in. This is important because, as Csizér and Lukács 

(2010) pointed out, that English-language media products coming from the 

USA are preferred over products originating in other English-speaking regions. 
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EE activities, therefore, may serve the purpose of motivating learners to 

learn English by affecting their Ideal L2 Self. Weger (2013) refers to Yashima 

(2002) when claiming that English language films, film series, and video games, 

for instance, may provide learners with a feeling of integrativeness; thus, to 

some extent, learners gain “access to international communities” (Weger 2013: 

89), where English has an important role. Mori and Gobel (2006: 205) also 

claimed that integrativeness in the case of English encompasses the “interest 

in traveling and studying overseas, rather than a desire to integrate into the 

target language community.” These findings led to cultural interest being one 

of the dimensions of motivation, which required the reformation of the concept 

of integrativeness, ultimately resulting in Dörnyei (2005) reconceptualizing 

L2 learning motivation into his L2 Motivational Self System. 

Cultural interest is included in the present research project as it is believed 

that learners partly consume EE for their cultural interest in anglophone cul-

ture as well as the intercultural communities using the English language, thus 

motivating Hungarian EFL learners to learn English. 

2.3.2.4 Friendship orientation and intercultural contact

There is consensus in the literature that the influence of friends, peers and 

acquaintances on learners’ attitudes to language learning has an important 

impact on learners’ motivation (Dörnyei 2001). Young (1994: 86), for instance, 

held the view that “learner perceptions and experience of peer attitudes con-

cerning school, education, foreign language learning in general or the learning 

of a particular language in question may exert considerable influence on the 

individual’s own L2 learning orientation, attitudes and motivation.” In addi-

tion, Clément and Kruidenier (1983) point out that the idea that the knowledge 

of a particular L2 may enable a learner to make new connections and friends 

is a motivating factor for learning the given L2. Root (1999) carried out a lon-

gitudinal study where it was found that peers and, more precisely, friends can 

maintain learners’ motivation to learn a particular L2.

Kormos and Csizér (2007) point out that as Hungary is a predominantly 

monolingual country, the most common type of contact with the target lan-

guage and culture was not in person but through the Internet and media. 

Similarly, Sundqvist and Olin-Scheller (2013) underline that in extramural 

contexts, such as online video games, learners engage in authentic learner–

learner interactions and collaborate with one another (e.g., fighting a common 

enemy), and they emphasize that these environments differ from the classroom 

context. In a classroom, there is a less authentic environment for learners, 

where even if they follow the teacher’s instruction and cooperate with their 

peers, such interactions are not initiated by the learners themselves; rather, 
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they are encouraged to do so by their teacher. Black (2009), for instance, points 

out that research has shown that EFL learners in the USA are developing and 

improving their foreign language skills by using different technological tools, 

such as smartphones, personal computers, and the Internet, to communicate 

and share information and content in English with others. Such activities 

cater not only to the notion of functional practice advocated by Bialystok (1981) 

but also provide an environment for L2 learning through digital environments 

(Barton–Potts 2013). This is particularly true for social media (e.g., blogs, vlogs, 

Facebook, etc.) and video games where learners of English are, in fact, real 

users of English when engaging in different EE activities, as they consume and 

compose content and interact with others in English. 

Learners of English use English as a lingua franca when interacting with 

friends and other people with different L1s (Crystal 2003, De Wilde et al. 2019, 

Djigunovic 2018, Sauer–Ellis 2019, Sayer–Ban 2014, Sundqvist–Sylvén 2014, 

Sylvén–Sundqvist 2012). Such interactions are important sources of extramu-

ral English and may motivate learners to invest more effort into learning 

English. As a consequence, friendship orientation and intercultural contact 

were chosen to be a component of this investigation because they are hypoth-

esized to have an impact on EFL learners’ L2 learning motivation in the ex-

tramural context, and there is virtually no such recent empirical investigation 

in the EE context.

2.3.2.5 Perceived importance of the language

As Hungary is a relatively small country and the Hungarian language is spoken 

by around 13 million people as the L1, the perceived importance of the given 

L2 may play a significant role in the L2 learning motivation of Hungarian 

people (Csizér–Lukács 2010). Speakers are most likely to learn English as they 

consider it an important asset in today’s globalized world. Widdowson (1997) 

also highlights that English as an international language has gained more 

significance than smaller local languages. Weger (2013: 89) pointed out that 

through English language products, learners have the opportunity to “gain 

access to international communities.” However, even though, in most cases, 

the English language is not directly accessible in the learners’ immediate en-

vironment, i.e., it is not spoken (Ryan 2006), it is often available through 

English-language media products. 

Csizér and Lukács (2010) reported that Hungarian learners are aware of the 

global and international role of English and the regional importance of German. 

This increased importance of the English language is exemplified by the num-

ber of Hungarians living in the United Kingdom, too. The number of Hungar-

ian people residing and working in the UK in 2015 was around 86,000 (Moreh 
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2015), while the number of Hungarian people living in the UK in 2020 was 

96,000 (Office for National Statistics 2020). This means that working abroad 

may be another reason Hungarian people start learning English. 

Furthermore, from the academic year 2019/2020, obtaining at least a level 

B2 language exam certificate was going to be a prerequisite for students to be 

admitted to any higher education programs (Öveges–Kálmán 2019), and even 

though this law was then repealed (cf. Fajt et al. 2022a, 2022b), students can 

still obtain extra points enabling them to become admitted to university more 

easily by possessing at least a B2 level language exam certificate. In addition, 

at the time when this research project was started, in order to obtain a BA or 

an MA degree certificate, it was predominantly a prerequisite to already have 

at least a B2 level foreign language exam certificate. All these factors considered, 

the perceived importance of the language, in this case the English language, 

was chosen to be another predictor measuring the L2 learning motivation of 

Hungarian learners.

2.4 A model for learning English through EE activities

Sundqvist and Sylvén (2016) proposed a theoretical framework for learning 

English, which also involves learning English through EE activities. The visu-

al representation of the model is presented in Figure 1 (adopted from Sundqvist–

Sylvén 2016: 10). 

Learner far away
from their desk and from 

their home country

Learner at a desk
in an English classroom
in their home country

100% other-initiated
English activity

100% learner-initiated
English activity

G

H

E

C

F

D

B

A

Figure 1. A model for EFL learning
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The model is set up along two axes. The horizontal axis shows to what extent 

the learner initiated a certain activity independently. If the activity is closer 

to the right end of the horizontal axis, it means that the learner engages in an 

activity with more independence on their own than in the case of another 

activity lies closer to the left end of the horizontal axis. An example of this 

would be when a teacher tells their students to watch a movie and take notes 

on the new vocabulary items. This would be positioned on the left-hand side 

of the horizontal axis at “100% other-initiated English activity”, and it involves 

predominantly intentional learning, where learners’ attention is focused on 

language learning. On the other hand, if a student decides to watch a movie 

in their free time at home, it is on the other end of the axis at “100% learner-

initiated English activity”, involving potentially incidental learning with the 

learner’s attention focused elsewhere and with language learning as a by-

product (cf. DeKeyser 2008, Ellis 2008). 

The vertical axis shows the learner’s physical location. At one end of the 

vertical axis, the learner is at their desk in their English classroom in their 

home country, whereas at the other end of the same axis, the learner is as far 

from their desk as possible, for example, a Hungarian secondary school student 

spending a school year in a secondary school in the USA (cf. naturalistic learn-

ing). When an activity is located in the middle on both axes, it is, for instance, 

an extracurricular activity in the learner’s school (Sundqvist–Sylvén 2016).

Depending on whether the learner is aware of their own learning, we may 

call it incidental learning (the learner is not aware of the learning process) or 

intentional learning (the learner is aware of the learning process). Most other-

initiated English activities involve intentional learning since learners know 

that they are involved in learning, especially because the activity they engage 

in is initiated by someone else. On the other hand, learner-initiated activities 

are more likely to be connected to incidental learning because they are not 

necessarily initiated because of pressure or external motivation but very often 

for pleasure (Sundqvist–Sylvén 2016). Based on these two variables (axes), 

Sundqvist and Sylvén (2016: 12-13) identify eight different kinds of activities:

A. Learner-initiated English activity outside the classroom; learner alone; for 

the purpose of entertainment;

B. Learner-initiated English activity in the home; learner alone; for the purpose 

of entertainment;

C. Learner-initiated English activity in the home; learner alone; for the purpose 

of learning English;

D. Learner-initiated English activity in the home; learner and others online; 

for the purpose of entertainment;

E. Teacher-initiated English activity in the home; learner alone; accessing the 

Internet for the purpose of learning English;
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F. Teacher-initiated English activity but with strong learner input; at the school 

but outside the classroom; learner and other peers; for the purpose of learning 

English;

G. Teacher-initiated English activity in the classroom at the desk; learner alone; 

for the purpose of learning English;

H. Learner-and-teacher-initiated English activity in the classroom but not at 

the desk; learner and one peer; for the purpose of learning English (Sundqvist–

Sylvén 2016: 12–13).

There are certain complex activities, such as studying abroad, which may 

not be considered a single activity and may involve activities carried out in a 

classroom and activities carried out outside of school. In Sundqvist and Sylvén’s 

(2016) model, even these activities are treated as a “single” activity where the 

most dominant dimensions of them are taken into consideration when placing 

them on the axes in the model. Studying abroad, for instance, would be placed 

at the left top corner of the model covering a larger area as such activity is 

usually not initiated by a learner, especially in the secondary context, so sev-

eral factors should be considered. It should be noted that the vertical axis 

showing the learner’s physical location may also be rather misleading in the 

case of internet-based activities. An MMORPG (Massively Multiplayer Online 

Role-Playing Game) player, for instance, physically may be sitting at home, but 

psychologically could be in a distant English-speaking digital world, which 

can also be considered a “complex activity” and would be difficult to place on 

the vertical axis. It would be important, therefore, to fine-tune this model so 

that such complex activities could be better placed into the model.

From the visual representation and the descriptions, it transpires that ac-

tivities A-B-C-D are EE activities because they are all learner-initiated and are 

pursued outside of school. As in this research project, the main focus is placed 

on EE activities and Hungarian secondary school learners’ engagement in them. 

Only these types of activities (A-B-C-D) are included in the investigation.

In the context of EFL learning through EE activities, it may be concluded 

that learners may acquire the different elements (e.g., grammar and vocabulary) 

of a particular L2 provided that they are exposed to comprehensible input 

(Krashen et al. 2018). Krashen (2003: 81) explains that “we acquire language 

and develop literacy when we understand messages, that is, when we understand 

what we hear and what we read, when we receive comprehensible input.” By 

comprehensible input, Krashen (1982, 2009) means the kind of L2 input the 

learner can acquire and which is not much above their current L2 proficiency. 

Consequently, learners often engage in EE activities that they can understand; 

in other words, they will not necessarily start watching a series that is over-

whelmingly difficult to comprehend.
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Recently, however, Krashen et al. (2018) refined the original comprehensible 

input hypothesis of Krashen (1982) and explained that “input must be at least 

interesting so that acquirers will pay attention to it” (Krashen et al. 2018: 2). 

By attention, Krashen et al. (2018) do not mean that learners need to pay con-

scious attention to the L2 input; they mean, rather, that the L2 input learners 

are exposed to should be of interest and relevance to them. Coursebooks, for 

instance, often contain outdated reading texts, which are less interesting for 

learners than the English learners encounter outside the classroom (cf. au-

thenticity gap underlined by Henry (2013). Krashen et al. (2018) assert that 

ideally, L2 input should be “compelling”, creating a state of “flow” outlined by 

Csíkszentmihályi (1990) for learners where they do not perceive the learning 

process as real learning but immerse themselves into the experience and remain 

motivated to learn the particular L2 (Piniel–Albert 2017). To reflect on this 

flow experience, Krashen et al. (2018) proposed the theory of Compelling Input 

Hypothesis, which means that because of being interested in certain L2 content, 

learners feel motivated and “compelled” to be exposed to it, which can ulti-

mately lead to incidental learning. This theory describes the type of learning 

taking place when learning English through extramural English activities, 

particularly because, as Grabe (2009) underlines, that learning through inci-

dental (or implicit) learning requires a large amount of time and L2 input as 

well. This means that extensive engagement in different extramural L2 ac-

tivities is a prerequisite for such learning to take place.

2.5 Previous research on learning English through EE activities

As the term extramural English activity originates in Scandinavia, more spe-

cifically, in Sweden, there is an abundance of research in the area investigating 

the benefits of EE activities (Piirainen-Marsh–Tainio 2009, Simensen 2010, 

Sylvén–Sundqvist 2015). In addition to these, previous research in different 

countries indicates that primary and secondary school EFL learners engage 

heavily in EE activities in their free time (Besser–Chik 2014, De Wilde et al. 

2019, Grau 2009, Kuppens 2010, Lindgren–Munoz 2013, Piirainen-Marsh–

Tainio 2009, Simensen 2010, Sundqvist–Sylvén 2012, 2014, Sylvén–Sundqvist 

2016). De Wilde et al. (2019) even found that if extensive exposure to English 

begins at an early age it may be so significant that students can acquire a com-

mand of English up to an A2 level before starting to participate in formal EFL 

instruction.

The findings of previous research show that learners devote a large amount 

of their time to extramural English activities and this engagement heavily 

contributes to the improvement of their foreign language skills. Along with 
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these findings, research in Belgium (Kuppens 2010) and Germany (Grau 2009) 

drew the same conclusions. In Hungary, there is a scarcity of research on the 

topic (cf. Józsa–Imre 2013, Novák–Fónai 2020); however, these studies all found 

that, similarly to students in other countries, Hungarian students also like to 

pursue EE activities in their free time, and their most common EE activities 

were reading, playing video games, watching films and television series, listen-

ing to music and using social media. 

Learners may engage in several EE activities depending on their interests. 

English-language entertainment multimedia content, for instance, is popular 

amongst EFL learners. An instance of this is watching television shows, which 

provide auditory and visual stimuli to learners. Other media elements, includ-

ing playing English-language video games both offline and online, listening to 

English-language music, and using social media in English (e.g., Facebook, 

Instagram, YouTube, TikTok, Tumblr, WhatsApp) are also excellent examples 

of popular EE activities which can contribute to English vocabulary develop-

ment, reading, and listening comprehension, speaking skills and writing skills, 

too (De Wilde et al. 2019, Lindgren–Munoz 2013, Puimége–Peters 2019, Syl-

vén–Sundqvist 2012). Reading English-language books, magazines, newspapers 

and blogs is also an example of popular EE activities (Besser–Chik 2014, De 

Wilde–Eyckmans 2017, Sayer–Ban 2014, Sundqvist–Sylvén 2012, Sylvén–

Sundqvist 2014). In addition, students also use English when keeping in touch 

with relatives and friends (Crystal 2003, De Wilde et al. 2019, Djigunovic 2018, 

Sayer–Ban 2014, Sundqvist–Sylvén 2012, 2014). The next sections, therefore, 

provide insights into some of the relevant previous research investigating the 

benefits of specific types of EE in EFL learning.

2.5.1 Reading

Researchers claim that reading may prove an excellent resource for second 

language acquisition (Day–Bamford 2002, Day et al. 1991, Krashen 2004, 2011, 

Nation–Waring 2020). In the foreign language learning and teaching context, 

there are two main types of reading: intensive and extensive. Intensive reading 

entails reading to comprehend every single detail and word in a text (and intent 

to acquire L2 from the text), whereas extensive reading entails reading for 

pleasure with no intent to acquire L2 elements (and presumably less focus on 

linguistic elements). The former is usually associated with formal, classroom-

based instruction, whereas the latter may be considered an extramural activ-

ity, therefore, the focus of this section is extensive reading and its benefits on 

the L2 learning process.

Previous meta-analyses by Nakanishi (2015) and Jeon and Day (2016) found 

that extensive reading positively effects L2 proficiency. Research on the 
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benefits of extensive reading identified that extensive reading may inciden-

tally but gradually improve learners’ L2 proficiency both in terms of grammar 

(Aka 2020, Elley–Mangubhai 1983, Lee et al. 2015, Shintani–Ellis 2010, Song–

Sardegna 2014) and vocabulary (Brown et al. 2008, Horst 2005, McQuillan 

2019, Nation–Waring 2020, Pigada–Schmitt 2006, Rott 1999, Suk 2017, War-

ing–Takaki 2003, Webb–Chang 2015), and even writing skills (Im et al. 2010, 

Mermelstein 2015, Park 2016). In addition, extensive reading, by definition, 

improves reading speed and reading skills in general (Beglar et al. 2012, Be-

glar–Hunt 2014, Huffman 2014, McLean–Rouault 2017, Nakanishi 2015, Suk 

2017). The key significance of extensive reading lies in the fact that learners 

encounter linguistic elements repeatedly in meaningful contexts catering to 

incidental learning. 

Webb (2015) points out that besides grammar, one of the biggest chal-

lenges in foreign language learning is vocabulary development. He argues that 

after acquiring the 2000 most frequent words, which, according to Nation 

(2001), need to be learned in an explicit and direct way, i.e., intentionally, it is 

much more difficult to learn less common and frequent words, especially be-

cause in many learning contexts (e.g., classroom lessons) there is not enough 

L2 input providing enough encounters for successful acquisition. However, 

there is no consensus in the literature on how many times it is necessary to 

encounter a linguistic element for a language learner to successfully acquire 

it. Table 4 provides an overview of the number of required encounters sug-

gested by different studies. 

Table 4. The number of encounters required for the acquisition  

of vocabulary items in extensive reading

Number of required encounters Research article

 6 Rott (1999)

 8 Horst et al. (1998)

10 Webb (2007)

12 Elgort and Warren (2014)

20 Herman et al. (1987)

more than 20 Waring and Takaki (2003)

As demonstrated in Table 4, the number of required encounters is between 

6 and 20. Webb (2015) theorizes that the reason behind such inconsistent 

research results may lie in the individual differences of language learners (e.g., 

their working memory). Even though there is no consensus on the exact num-

ber of required encounters, researchers agree that the more a learner is exposed 

to a linguistic element, such as a vocabulary item, the more likely they acquire 
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it. Extensive reading provides countless opportunities for such encounters, 

making it a useful method of SLA through EE. 

2.5.2 Watching films, series and videos

Watching films, television series, and online videos in an L2 are additional 

popular EE activities that benefit L2 learners (Chapple–Curtis 2000, Keene 

2006, King 2002, Liando et al. 2018, Lin–Siyanova-Chanturia 2014, Qiang et 

al. 2007). King (2002), for example, points out that one of the greatest benefits 

of films is that they provide learners with a plethora of L2 input in context 

catering to incidental learning; in addition, films often address issues that are 

also relevant to the lives of learners. Similarly, Lin and Siyanova-Chanturia 

(2014) also found that through films, L2 learners gain access to authentic L2 

input in context, allowing for incidental learning. In Hong Kong, Chapple and 

Curtis (2000) concluded in their research that viewing English-language films 

helped learners develop their English speaking and listening comprehension 

skills, and additionally, it also boosted learners’ self-confidence. Keene (2006) 

found that while watching a movie, besides hearing dialogues, viewers see 

various gestures and facial reactions, which can facilitate the comprehension 

process so that when learners do not understand something, they are able to 

more easily infer the meaning of a word or phrase from the situation. Liando 

et al. (2018) investigated EFL university students. Their results show that stu-

dents majoring in English are aware that watching films in English may con-

tribute to the improvement of their listening comprehension. Qiang et al. 

(2007) examined Chinese EFL learners and found that watching films in 

English has four important benefits for language learners: learners can improve 

L2 pronunciation and intonation, encounter authentic and idiomatic language 

use, become acquainted with English sentence structure, and finally, familiar-

ize themselves with the target language culture.

Research investigating the benefits of films in second language acquisition 

examined the use of both L1 an L2 subtitles and their impact on the second 

language learning process as well (Ashcroft et al. 2018, Baranowska 2020, 

Mitterer–McQueen 2009, Murshidi 2020, Pujadas–Muñoz 2019, Rodgers–Webb 

2017, Vandergrift–Goh 2021, Wang 2019, Winke et al. 2010). Mitterer and 

McQueen (2009), for instance, point out that the use of subtitles helps learners 

understand different L2 accents. In her research, Baranowska (2020) examined 

Polish EFL learners and divided them into three groups: one group watched 

videos with Polish subtitles, the second group with English subtitles, while the 

third group was not allowed to use any subtitles. The results of the research 

show that L2 subtitles (intralingual subtitles) support vocabulary acquisition 
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more than subtitles in learners’ L1 (interlingual subtitles). The study also found 

that, regardless of language, the subtitles reduce the cognitive burden on lan-

guage learners, meaning that the comprehension of the content of the videos 

is easier when using subtitles. In their mixed-methodology research, Winke 

et al. (2010) examined the effect of using L2 subtitles or no subtitles on learn-

ers’ L2 proficiency. Participants watched three short videos in the L2, followed 

by a vocabulary and comprehension test. The results of the research show that 

participants who watched videos with L2 subtitles outperformed those who 

watched videos without subtitles significantly on the vocabulary and compre-

hension tests. In the second half of the research, learners’ use of subtitles was 

investigated in a qualitative manner through interviews. The main finding of 

the qualitative part of the study was that learners find it useful to involve 

multiple modalities (visual and auditory) in the learning process by using 

subtitles, especially because subtitles may be used as a “linguistic crutch” if 

learners do not hear the dialogue well. In a quantitative study, Wang (2019) 

examined Chinese EFL university students and found that the groups using 

subtitles when watching videos yielded statistically significantly better results 

than the group in which no subtitles were used. When investigating EFL learn-

ers, similar results were obtained in the Japanese (Ashcroft et al. 2018, Rodg-

ers–Webb 2017), the Arabic (Murshidi 2020) and the French (Guichon– 

McLornan 2008) contexts, too. Studies investigating L2 learners other than 

EFL, such as Spanish as a Foreign Language (Markham et al. 2001) and French 

as a Foreign Language (Montero Perez et al. 2014) had similar findings to that 

of studies investigating EFL learners, which leads us to the conclusion that 

films and movies, particularly with subtitles, and even more specifically, L2 

subtitles, may prove beneficial for both EFL and other L2 learners, too. 

Longitudinal studies were also carried out to investigate the long-term 

effect of video subtitles on the vocabulary of language learners (Bianchi– 

Ciabattoni 2008, Pujadas–Muñoz 2019). In Pujadas and Muñoz’s (2019) study, 

for instance, there were two groups of EFL learners who were exposed to 

videos in class on a regular basis. In one of the groups, vocabulary items were 

taught in advance, followed by videos in English, while in the other, there was 

no pre-taught vocabulary; learners only watched the videos in English. Later, 

learners were tested on their vocabulary knowledge, and the results show that 

the group where vocabulary items were pre-taught to learners outperformed 

groups in which vocabulary items were taught only after watching videos. The 

study conducted by Bianchi and Ciabattoni (2008) also confirms the findings 

of Pujadas and Muñoz (2019). In the Italian context, they examined the short- 

and long-term impact of subtitles among students learning English as a foreign 

language and found that students who watched English-language films with 

Italian subtitles performed better in comprehension tasks in the short term 

than learners using no subtitles. 
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Vandergrift and Goh (2021), however, point out that when watching films 

in an L2, it is not entirely known whether L2 development is the result of 

solely L2 listening or (subtitle) reading, i.e., which of the different forms of 

linguistic input (auditory and visual) has a stronger effect on the language 

learner. Nevertheless, the benefits of films, series, and videos in second language 

acquisition are uncontroversial (Fajt 2022b), and there is a consensus in the 

literature that the use of subtitles greatly contributes to language learners’ 

vocabulary acquisition and also supports comprehension (Guichon–McLornan 

2008, Markham et al. 2001, Montero Perez et al. 2014, Winke et al. 2010).

2.5.3 Video games

Playing video games in an L2, English in this case, is another popular EE activ-

ity that may also present an important resource for L2 acquisition (Benson–Chik 

2011, Li 2020, Sykes 2013, Sykes et al. 2008, Sykes–Reinhardt 2012, Reinders–

Wattana 2012, Reinhardt–Sykes 2012). Studies have investigated the possi-

bilities of both game-enhanced and game-based learning. The former refers 

to learning a language through the use of commercial video games, whereas 

the latter means the use of digital games designed for teaching and learning 

purposes (Sykes 2018). Most empirical studies investigating the potentials of 

video games in L2 learning focus on the former, i.e., commercial video games. 

Neville et al. (2009), in their mixed method study, for instance, found that EFL 

learners who were exposed to video games outperformed learners who used 

printed learning materials in vocabulary retention. Sundqvist and Wilkström 

(2015) found a positive relationship between the time spent playing video games 

and essay writing and vocabulary test results, with learners who play more 

than five hours a week outperforming those who play less or do not play video 

games at all. Sundqvist (2019), in another study, found that video game players 

achieved better results on vocabulary tests than non-gamers. 

In a quantitative study, Suh et al. (2010) investigated Korean students who 

play Massively Multiplayer Online Role-Playing Games (MMORPGs), i.e., 

online role-playing video games where players need to interact with each oth-

er as well as other non-player characters (characters controlled by the video 

game). The findings of the study show that learners who played MMORPGs 

achieved higher scores in listening, reading, and writing skill tests. As 

MMORPGs are excellent resources for online communication through the use 

of English, they can improve learners’ general English proficiency, too (Chik 

2014, Ryu 2011, 2013). In line with these results, research has also shown that 

video games help learners find or create a learning community (Peterson 2012, 

Reinhardt–Zander 2011), provide access to both written and spoken discourse 

(Liang 2012, Thorne et al. 2012), as well as to authentic L2 texts (Reinhardt 
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2013, Squire 2008), and facilitate willingness to communicate (Reinders–Wat-

tana, 2012). Furthermore, and most importantly, video games also foster the 

socio-cognitive process of learning and language socialization (e.g., Piiranen-

Marsh–Tainio 2009, Zheng et al. 2009), and vocabulary development as a 

by-product of playing video games (Fajt–Vékási 2022a, 2022b, Hitosugi et al. 

2014, Neville 2010, Sundqvist–Sylvén 2012) or even communicating with oth-

er players online (Sundqvist 2015). Similarly to other EE activities, video games 

also provide contextualized environments for learners to comprehend and 

process L2 input and transform it into intake through noticing, catering to 

incidental learning to take place (Schmidt 1990, 1994, 1995). Finally, research 

has also shown that commercial video games may contribute to learners’ L2 

learning motivation (Bytheway 2015, Ebrahimzadeh–Sepideh 2017).

2.5.4 Listening to music

Another popular EE activity is listening to music in English. This is an enter-

taining pastime activity for most students, and connecting it to language 

learning subsequently creates an enjoyable EE activity (Fonseca-Mora et al. 

2011, Sundqvist 2009), providing learners with an extensive amount of L2 

input (Schwarz 2013) catering to incidental learning. One of the most impor-

tant benefits of listening to songs in an L2 is that if one likes a particular song, 

they tend to listen to the same song multiple times (Abbott 2002, Kerekes 2015, 

Pavia et al. 2019, Tegge 2017, 2018), and this kind of repeated exposure in itself 

is an important factor in incidental learning (Beasley–Chuang 2008, Falk et 

al. 2014, Sundqvist 2009, Webb–Chang 2012a, 2012b) since the more often 

one encounters a word or phrase, the more likely it is that they will remember 

it in later stages. In addition, Murphy (1992) underlines that the benefits of 

listening to L2 songs lie in the fact that songs, especially pop songs, consist of 

short texts using simple and repetitive vocabulary. Pavia et al. (2019) also refer 

to Murphy’s (1992) seminal paper in which he examined 50 pop songs and 

found that 25% of these songs used just 10 different words, such as “you” and 

“I”. This repeated exposure can support the acquisition of the most frequent 

English words.

2.6 Conclusion

In this chapter, the term extramural English activities was defined, and the 

related terminology was clarified. In this book, extramural English activities 

is an umbrella term referring to anything learners do in English in their leisure 

time, whereas out-of-class learning refers to the kind of informal learning 

taking place outside the walls of a classroom. Another related concept is the 
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authenticity gap related to second language learning and it means that learn-

ers find extramural English activities more enjoyable than activities in the EFL 

classroom.

In addition, this chapter demonstrated why learner autonomy is important 

when learners engage in EE activities: its relevance lies in the fact that these 

activities are simply done by learners without a teacher or any formal educa-

tional setting. In addition, the different learning processes that can take place 

when engaging in EE activities were addressed; here, it was concluded that 

intentional and incidental learning are the most common forms of learning in 

extramural contexts. Furthermore, since students pursue these activities for 

their own entertainment, L2 learning motivation is also an important factor 

in L2 learning through EE activities. In addition to L2 learning motivation, 

other additional predictors related to it, e.g., foreign language anxiety, L2 WTC, 

intercultural orientation, and the importance of the English language, were 

discussed. Finally, the results of previous research also demonstrated that EE 

activities play an important and useful role in EFL language learning.

As much of previous research focuses on incidental learning and the acqui-

sition of L2 elements, there is a need for more research examining individual 

language learner differences and their role in EFL learning through EE activ-

ities, particularly in the Hungarian context (cf. Lajtai 2020). Consequently, the 

main goal of the present research project is to map Hungarian secondary school 

students’ EE activities and to examine Hungarian secondary school students’ 

individual learner differences in the extramural learning context. The next 

chapter presents the research methods of the research project. 
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RESEARCH METHODS
tut

After reviewing the context of EFL learning through EE activities as well as 

the relevant literature and in line with the main aims of the research project, 

the following research questions (RQs) were formulated:

RQ1 What extramural English activities do Hungarian secondary school 

EFL learners engage in?

RQ2 What are Hungarian secondary school students’ perceptions of 

extramural English activities in EFL learning?

RQ3 What are Hungarian secondary school EFL teachers’ perceptions 

of extramural English activities in EFL learning?

RQ4 How do extramural English activities affect Hungarian secondary 

school EFL learners’ various individual learner differences?

RQ4.1 What characterizes Hungarian secondary school students’ L2 

learning motivation?

RQ4.2 What characterizes Hungarian secondary school students’ L2 

anxiety?

RQ4.3 What characterizes Hungarian secondary school students’ L2 

willingness to communicate?

RQ5 What are Hungarian secondary school EFL teachers’ and students’ 

perceptions of EFL students’ various individual differences?

RQ6 What impact do the various EE activities and various individual 

differences have on Hungarian secondary school students’ in-school 

motivated learning behavior and extramural motivated language 

use?

As EFL learning through EE activities is a rather complex phenomenon to 

investigate, a mixed-methods research design was adopted because, as Creswell 

and Creswell (2018) point out, such research design enables the researcher to 

examine a phenomenon from multiple perspectives. This view is supported by 

Dörnyei (2007: 36), who claims that a mixed-methods research design is “ide-

al for the analysis of complex issues.” In addition, even though the above six 

main research questions could be answered by using solely the qualitative 

research paradigm, as Dörnyei (2007) asserts, it is impossible to generalize the 
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findings of a research project that only uses the qualitative research paradigm. 

Furthermore, the findings of a qualitative study are not suitable for compari-

son with the findings of other qualitative, let alone quantitative studies.

Another reason for choosing the mixed-methods research paradigm was 

that it includes both qualitative and quantitative research methods. The former, 

suitable for the exploratory nature of this research project and based on the 

“tabula rasa” approach, enables the researcher to map a previously unknown 

domain, Hungarian secondary school EE interests. This approach means that 

the researcher aims to investigate a phenomenon without any (or as few as 

possible) preconceptions allowing for a real investigative approach where data 

emerges on its own, thus explaining the phenomenon (Richards–Morse 2013), 

which can later enable the researcher to develop theories and generate hypoth-

eses; thus, the data collected through qualitative methods can later serve as a 

basis for further qualitative or quantitative research (Cohen et al. 2018). 

Finally, another reason for mixing methods was to ensure data source and 

method triangulation, which in social sciences means using more than one 

data source and one method to gather data, such as interviews and question-

naires. This guarantees a deeper understanding of the issue investigated. 

According to Cohen et al. (2018: 265), triangulation is an “attempt to map out, 

or explain more fully, the richness and complexity of human behaviour by 

studying it from more than one standpoint.” This was achieved by combining 

data sources: qualitative and quantitative methods were used to investigate 

Hungarian secondary school students’ EE interests. This combination of qual-

itative and quantitative methods also helps maximize the research’s internal 

and external validity (in the qualitative paradigm, credibility, and transfer-

ability, respectively) (Dörnyei 2007). 

The next sections outline possible methods to map Hungarian EFL learners’ 

EE interests. The two research methods introduced are subsequently examined 

from the point of view of researchers as well as EFL teachers, providing an 

account of both the advantages and disadvantages of using them to collect 

data for research purposes and for mapping EFL interests for teaching pur-

poses.

3.1 Mapping learners’ EE interests

Exploring and, therefore, obtaining a better understanding of learners’ EE 

interests can be beneficial for researchers and, more importantly, for practic-

ing EFL teachers. First of all, from EFL teachers’ perspective, they will be able 

to hold more interesting and motivating EFL lessons catering to the needs of 

their students as EFL teachers will be able to include their students’ EE inter-

ests in their teaching; as Sundqvist and Sylvén (2016: 154) point out: “students’ 

spare-time activities are no longer unknown territory, but rather something 
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the teacher can take advantage of in the day-to-day classroom work.” Besides 

teachers being able to create better and more up-to-date EFL lessons, students 

can also feel that their leisure time English activities are acknowledged as 

useful and crucial for foreign language improvement. From the students’ per-

spective, teachers’ encouragement to engage in EE activities could lead to an 

increased frequency of these activities. In addition, if students are made aware 

of the foreign language learning potentials of such EE activities, their foreign 

language awareness could be raised. In the next sections, therefore, some of 

the most efficient tools for investigating learners’ interests are discussed, and 

their advantages and disadvantages are addressed. 

3.1.1 Questionnaires

Questionnaires are one of the most popular methods of collecting quantitative 

data in applied linguistics and can also be used to collect data on language 

learners’ extramural interests. Sundqvist and Sylvén (2016) point out that 

questionnaires can be more flexible and open than language diaries because 

questionnaires may contain open-ended questions and closed-ended questions, 

too, and learners are left with the freedom to answer the questions that are 

relevant to them and leave out the irrelevant ones. For instance, some students 

might not play video games or read English-language books; therefore, ques-

tionnaires are ideal as students can leave sections blank if they do not engage 

in certain activities. As in the case of the language diary, Sundqvist and Sylvén 

(2016) emphasize the importance of tailoring the questionnaire to the learners’ 

ages as well. 

In the context of EE activities, data collection through questionnaires has 

plenty of benefits. Teachers and researchers can save a great deal of time and 

effort by administering questionnaires to explore learners’ EE interests. If the 

questionnaire is well constructed, a plethora of information may be gathered, 

and the processing and statistical analysis of the data also do not require as 

much time as opposed to other methods (cf. language diaries, interviews, 

language portfolios). More importantly, this method can ensure the anonym-

ity of the students, which may reduce the effect of the social desirability bias 

(i.e., survey respondents’ tendency to answer survey questions in a way that 

will be viewed favorably by others). 

Questionnaires, however, have limitations, too. Overly long questionnaires 

can ultimately yield unreliable data since students can easily get bored and 

tired if they have to fill in long questionnaires (Denscombe 2014). No single 

universal questionnaire covering all EE interests can be created and therefore, 

they should always be modified and fine-tuned so that we can measure 
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whatever we would like to measure. A questionnaire for young learners should 

contain more simplified questions than one for adult learners, and the content 

should also be different. Furthermore, as opposed to interviews, questionnaires 

are unsuitable for investigating EE activities in-depth as we need to have cer-

tain preconceptions to compile the questions. Questionnaires, therefore, do 

not allow for an emerging research design, and as such, new activities may only 

be explored through the use of open-ended questions. 

3.1.2 Interviews

Another possible tool for investigating learners’ interests is to conduct inter-

views, which are one-to-one “professional conversations” (Kvale 1996: 5). 

Dörnyei (2007) states that interviews are quite common in everyday life, i.e., 

interviews appear on television, can be listened to through the radio or on the 

Internet and most people are interviewed when applying for a position at a 

workplace. He points out that this familiarity with interviews allows for the 

frequent use of interviews as a qualitative research technique. In addition, the 

interview can do what questionnaire surveys cannot, i.e., it is suitable for an 

in-depth investigation of an issue.

Interviews have different types based on the extent they are structured 

(Wellington 2015), but for mapping learner interests, semi-structured inter-

views may prove to be an excellent tool for several reasons. Semi-structured 

interviews are a compromise between heavily structured and unstructured 

interviews. There is a set of questions that the interviewer uses; however, with 

open-ended questions and probes (i.e., detail-oriented or clarification ques-

tions), the interviewer can guide and stir the flow of the interview session 

toward certain directions around which the investigation is centered (Bog-

dan–Biklen 2007). Also, as opposed to questionnaires, there is an opportuni-

ty for follow-up questions and in-depth elaborations from interviewees. An-

other feature of interviews is that interview guides are used during the 

interviewing process so that no important details are left out and to ensure 

that all important areas are covered. Interviews are often voice-recorded so 

that they can be analyzed more carefully in the future.

Dörnyei (2007) lists some of the advantages and disadvantages of interviews. 

The main advantage of using interviews is their aforementioned familiarity 

for most people. For instance, the interviewees may feel more comfortable 

being interviewed than being video recorded. The interviewer’s presence in 

the interviewing process can also contribute to better coverage of the subject 

of investigation and allows for the use of probes. Emerging patterns may also 

shape the interview itself and shape subsequent interviews with further 
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interviewees too (cf. exploratory studies). On the other hand, interviews are 

rather time-consuming both to set up and to conduct. Often, since they are 

voice-recorded, participants may feel that there are certain answers that the 

interviewers expect them to give (due to social desirability bias). Some partic-

ipants may simply be too timid; therefore, the data collected may not be as rich 

as previously anticipated and hoped for. Finally, for an in-depth analysis, in-

terviews need to be transcribed verbatim, which is an extremely time-con-

suming endeavor. 

3.2 Overview of the studies

In order to find answers to the research questions of the present research 

project, three closely related studies were carried out. Table 5 provides an 

overview of the different stages, that is, the studies of this book, with the data 

sources and methods of data analysis, and Table 6 provides a visual represen-

tation of which study aims to find answers to which research question.

Table 5. An overview of data sources and data analysis

Study Data sources Methods of analysis

Study One Interview sessions with 12 stu-

dents in secondary education

semi-structured interview study

(content analysis)

Study Two A questionnaire filled in by 325 

EFL students in secondary edu-

cation

statistical analysis

(descriptive and inferential sta-

tistics)

Study 

Three

A questionnaire filled in by 60 

EFL teachers in secondary edu-

cation

statistical analysis

(descriptive and inferential sta-

tistics)

Study One is an interview study that aimed to collect data on Hungarian 

secondary school students’ EE interests by conducting semi-structured inter-

views with Hungarian secondary school students from different high schools 

in Hungary. Based on the findings of the interview sessions, in Study Two, a 

large-scale questionnaire study was conducted with Hungarian secondary 

school students to investigate the popularity and frequency of engagement in 

EE activities as well as students’ perceptions of them. In the same questionnaire, 

students’ L2 learning motivation and the closely related concepts (e.g., inter-

cultural orientation), as well as L2 anxiety and L2 willingness to communicate, 

were investigated.
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Table 6. Correspondences between research questions and studies

Research questions
Which study helps 

answer the RQ?

RQ1  What extramural English activities do Hungarian 

secondary school EFL learners engage in?

Study One (Chapter 4)

Study Two (Chapter 5)

RQ2  What are Hungarian secondary school students’ 

perceptions of extramural English activities in EFL 

learning?

Study Two (Chapter 5)

Study Three (Chapter 6)

RQ3  What are Hungarian secondary school EFL teachers’ 

perceptions of extramural English activities in EFL 

learning?

Study Three (Chapter 6)

RQ4  How do extramural English activities affect Hungar-

ian secondary school EFL learners’ various individ-

ual learner differences?

RQ4.1  What characterizes Hungarian secondary school 

students’ L2 learning motivation?

RQ4.2  What characterizes Hungarian secondary school 

students’ L2 anxiety?

RQ4.3  What characterizes Hungarian secondary school 

students’ L2 willingness to communicate?

Study Two (Chapter 5)

RQ5  What are Hungarian secondary school EFL teachers’ 

and students’ perceptions of EFL students’ various 

individual differences?

Study Two (Chapter 5)

Study Three (Chapter 6)

RQ6  What impact do the various EE activities and various 

individual differences have on Hungarian secondary 

school students’ in-school motivated learning be-

havior and extramural motivated language use?

Study Two (Chapter 5)

Finally, in Study Three, a large-scale questionnaire study aimed to gather 

data on Hungarian secondary school EFL teachers’ opinions and beliefs on 

how often Hungarian secondary school students engage in the different EE 

activities. In this study, Hungarian secondary school EFL teachers’ perceptions 

of the benefits of incorporating EE activities into EFL lessons were investigat-

ed. Furthermore, it is important to point out that the research design was 

evolving in nature, meaning that each study and its results and findings shaped 

and formed the subsequent studies. Thus, the findings of the interview sessions 

in Study One contributed to both the student (Study Two) and the teacher 

questionnaires (Study Three). 
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3.3 Quality criteria in the research project

Quality control in all studies was ensured based on the measures detailed in 

the literature (Cohen et al. 2018, Creswell–Creswell 2018, Dörnyei 2007, Wel-

lington 2015). An overview of these measures is outlined below.

Lincoln and Guba (1985) assert that the key quality criteria of qualitative 

research are: credibility, dependability, transferability, and conformability. 

First, credibility is the truth value of the research, meaning that the results of 

the research are believable. In order to ensure the credibility of the qualitative 

study (Study One) of the research project, several measures were taken. In line 

with Cohen et al.’s (2018) recommendations, the first measure was the involve-

ment of other researchers (co-coders) in the coding and analysis of the gathered 

data, and the codes were intermittently compared and fine-tuned until agree-

ment on the final coding system was reached; periodically, my own under-

standing of what the participants said during the interview was ensured by 

paraphrasing and summarizing to participants what they had said and asking 

for more clarification (respondent validation). Second, dependability means 

that the findings of the research are consistent and can be repeated. Third, 

transferability means the extent to which the research can be transferred to 

other contexts. Both dependability and transferability were ensured by pro-

viding thick descriptions and high detail on important aspects of the research 

(e.g., rich description of the methods, findings, etc.) so that other researchers 

could replicate the study. Finally, confirmability concerns to what extent the 

findings are supported by the collected data (Dörnyei 2007), which was ensured 

by involving co-coders in the case of Study One.

On the other hand, the key quality criteria of quantitative research are 

internal validity, external validity, reliability, and objectivity (Cohen et al. 

2018). Internal validity refers to the soundness of the research (Creswell–Cre-

swell 2018), and it is the quantitative counterpart of the qualitative term 

credibility. Internal validity was ensured by adopting the mixed-methods re-

search design (cf. method and data source triangulation), where the quantita-

tive questionnaire survey is preceded by a qualitative interview study. External 

validity means the extent to which the results of the study can be generalized 

to a population (Wellington 2015), and it is the quantitative counterpart of 

transferability. The external validity of the quantitative studies in the scope of 

this research project was ensured by extending the sample size and making 

an attempt to involve secondary school students and secondary school EFL 

teachers from all types of secondary schools and all regions in Hungary. Ob-

viously, this does not allow for a representative sample, but the research proj-

ect being exploratory in nature, the original aim of the research was not to 

produce completely generalizable results that may be transferable to the whole 

population of Hungarian secondary school students and secondary school EFL 
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teachers. Reliability in quantitative research refers to whether the item scores 

of an instrument are internally consistent, meaning the item responses are 

consistent across constructs (Creswell–Creswell 2018); it is the quantitative 

counterpart of dependability. In order to ensure reliability in the quantitative 

studies (questionnaires), the Cronbach’s alpha coefficient was calculated to 

ensure the reliability of the questionnaires; in addition, earlier theoretical and 

validated empirical studies were also consulted, and certain constructs were 

adopted from these empirical studies. Last but not least, objectivity in quan-

titative research refers to what extent the analysis is affected by the research-

er’s personal beliefs and feelings (Cohen et al. 2018); this is the quantitative 

counterpart of confirmability. Objectivity was ensured by involving external 

researchers in the research at the stage when the obtained results were inter-

preted.

3.4 Ethical considerations

Ethical issues concerning this research project include the problem of the 

amount of shared information about the research, the anonymity of the par-

ticipants, the issue of potentially sensitive information, data storage, and the 

consent of students’ parents and teachers to participate in the research (Cohen 

et al. 2018, Dörnyei 2007). 

Firstly, the issue of the amount of shared information was addressed. It is 

important to share some information with the participants about the research 

project; however, too little shared information is unethical, and too much 

information shared could result in response bias or non-participation. There-

fore, participants were informed about the purpose of the study and its signif-

icance with the possible pedagogical pay-off, too.

Another important aspect was to ensure the anonymity of the participants 

throughout the whole research project (Cohen et al. 2018). The questionnaires 

were anonymous, and pseudonyms were used in the interview study so that 

the identity of the participants could not be traced back. A closely related issue 

was the handling of the collected data. The voice recordings with their tran-

scripts were stored on a separate USB stick to which only I had access. The 

data was stored until June 2022; then, the USB stick was formatted, i.e., all 

information was deleted. Any sensitive information I learned about the par-

ticipants in the research process is kept confidential in the future as well and 

will not be shared with a third party.

Last but not least, Study Two was conducted with secondary school students 

but was a questionnaire study; therefore, there was no need for individual 

parental consent as the data to be collected were not sensitive (cf. Johnson–

Christensen 2019). However, headmasters and form teachers were consulted, 
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and data collection started only after being granted permission; additionally, 

all obtained data were handled and collected according to the GDPR rules. 

As opposed to Study Two, Study One investigated the views and perceptions 

of secondary school students, and since it was an interview study, parental 

consent was asked from the potential minor participants’ parents. For obtain-

ing the consent, a written consent form was used and was based on Cohen et 

al. (2018), Creswell and Creswell (2018), and Johnson and Christensen (2019). 

The written parental consent form contained an explanation of the purpose 

of the research project and all the procedures of the research as well as a state-

ment about the confidentiality of the recordings and the personal data (Graham 

et al. 2013). It also described how long the voice recordings were kept (until 

June 2022), and who had access to the data and the recordings (the researcher 

and his supervisors, as well as some of the co-coders who provided assistance 

with the coding). The form also indicated that participation in the research 

project was voluntary, and each participant had the right to withdraw from 

participation at any time without any further consequences. Furthermore, the 

form contained a section for the signature of the participants’ parents to con-

firm they agreed to the provisions described above. Finally, in the case of the 

interview study (Study One), after starting the recording device, both the adult 

and minor participants’ oral consent was asked before starting the actual in-

terview.
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STUDY ONE
tut

This section provides an overview of the methods used for Study One. For 

readers’ convenience, the first research question is repeated below.

RQ1  What extramural English activities do Hungarian secondary school EFL 

learners engage in?

For the first study, semi-structured interviews were chosen as the method for 

investigating Hungarian secondary school students’ EE interests because, as 

Sundqvist and Sylvén (2016: 157) explain, semi-structured interviews are “the 

best way to get to know one’s students and what they do and appreciate in their 

extramural lives.” Furthermore, in order to explore and collect as much data 

as possible about a previously unknown domain as well as obtain insights into 

Hungarian secondary school students’ EE interests, the qualitative research 

paradigm was chosen. The EE interests of secondary school students may be 

an unknown field for researchers; therefore, a qualitative research design may 

prove useful because it can provide rich data for a start and for further (quan-

titative) investigation (Richards–Morse 2013). Also, qualitative interview 

studies do not “limit the depth and breadth of the respondent’s story” (Dörnyei 

2007: 120), allowing for the exploratory nature of the study at this stage. 

4.1 Participants

Study One aimed to examine Hungarian secondary school students’ EE inter-

ests. For the recruitment of the participants, purposive sampling was used 

since the qualitative nature of this study was not concerned with the repre-

sentativeness of the sample acquired but, rather, aimed to find individuals and 

participants who could provide rich and varied data (Johnson–Christensen 

2019). Therefore, my professional acquaintances working in secondary educa-

tion in Hungary were asked to refer me to some of their potential secondary 

school students who they thought were engaging heavily in EE activities. 
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Table 7. Background information on the participants of Study One

Pseudonyms Age Gender Grade
Type of 
school

Language(s) spoken
(besides their native 

Hungarian)

English 
learned 

for

Ben 16 male 9th

bilingual 
 (German)
secondary 

school

German, English 1 year

Beatrice 18 female 11th

secondary 
school
(with 6 
grades)*

English, German 11 years

Charlie 17 male 11th secondary 
school

English, German, 
Swedish

9 years

Christian 16 male 10th

secondary 
school
(with 8 
grades)*

English, French 8 years

Lucas 18 male 12th

secondary 
school,
(with 8 
grades)*

English, German 8 years

Lina 18 female 11th secondary 
school

English, Spanish 4 years

Luna 16 female 10th secondary 
school

English, German 6 years

Paul 17 male 11th

secondary 
school

(vocational 
school)

English, German 3 years

Sandra 17 female 11th secondary 
school

English, German, 
Spanish

11 years

Vera 18 female 12th

secondary 
school (voca-
tional school)

English, German 8 years

Victor 15 male 10th

secondary 
school
(with 6 
grades)*

French, English 4 years

Valentina 15 female 9th

bilingual 
 (Hebrew)
secondary 

school
from 1st grade

English, Hebrew 5 years

* In the Hungarian compulsory public education system, students first go to primary 

school (8 years), which is followed by their secondary school studies (4 years). After 

leaving the 4th (or the 6th) grade in primary school, however, there is an opportunity 

for students with excellent academic results to continue their studies in eight-year (or 

six-year) secondary schools provided that these students take an entry exam. 
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Additionally, my former students were also contacted and asked to partici-

pate in the interviews. Based on snowball sampling, all these participants were 

then asked to find other secondary school students who could potentially 

participate in the interview study. The selection of schools was mainly based 

on the few initial participants, but attention was paid to evenly choosing learn-

ers from secondary schools both in Budapest and other major towns across 

the country to enrich the data and ensure maximum diversity of participants. 

Altogether 12 participants were recruited for Study One, and there were 6 

female and 6 male participants in the study. Table 7 summarizes the most 

important information about the background of the participants, and par-

ticipants are referred to by pseudonyms to ensure anonymity. 

Besides indicating basic demographic data, participants’ age, gender, grade, 

and the types of schools they attend are also described. Participants’ foreign 

language skills are also listed, and the order of languages reflects the chrono-

logical order in which the students started to learn each foreign language. The 

first two are compulsory, and the third languages, where relevant, are chosen 

as extra foreign languages learned either in high school or privately, e.g., in a 

language school or through a private tutor, etc. Finally, Table 7 also includes 

the length of their learning English.

4.2 The instrument and the pilot process

The interview guide was designed based on Corbin and Strauss’s (2015: 78) 

approach, which may be summarized as “having insights as well as being tuned 

into and being able to pick up on relevant issues, events, and happenings dur-

ing collection and analysis of the data.” This approach was chosen for a simple 

reason: as opposed to Glaser and Strauss (1967), who claim that qualitative 

inquiries should be conducted in a manner where the researchers have no 

previous expectations in terms of the results of the investigation and where 

themes and patterns emerge naturally, Corbin and Strauss (2015) point out 

that research is always conducted in a manner where researchers have at least 

a few ideas on the phenomenon in question. 

For the validation of the research instrument, Prescott’s (2011: 21) steps 

were used; however, only the relevant steps were used in the validation process 

of this research instrument:

1. Review of the literature on EE activities

2. Self-reflection and brainstorming

3. First draft of the interview guide

4. Expert judgment and the expert-reviewed draft

5. Pilot interviews
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6.  Asking for feedback on the schedule from participants in the pilot inter-

views

7. Final version

The first step in creating the instrument was to consult the theoretical and 

empirical literature on EE activities. After consulting the literature and through 

several brainstorming sessions, the initial draft of the interview guide was 

created. As the next step, a first draft and an initial interview guide were cre-

ated consisting of two separate parts. The first part of the interview guide 

contained a few warm-up questions, the purpose of which was to obtain in-

formation on the backgrounds of the participants as well as to break the ice 

and create rapport. The second part of the guide contained questions aiming 

to gather information about the EE interests of the participants.

This first draft of the interview guide went through a reviewing process 

(expert judgment) by two separate professionals in the field. Some of the ques-

tions were subsequently modified, and a few additional ones were added to the 

interview guide. Only after the expert judgment did the pilot interviews take 

place. After the pilot interviews (see Fajt 2021a), some minor adjustments (e.g., 

changes in the wording of some of the questions) were implemented, and then 

the instrument was used to conduct the interviews that formed the basis of 

the present study.

As indicated before, due to the exploratory nature of this inquiry, each and 

every interview shaped the interview guide; that is, new categories and, there-

fore, questions were added upon the emergence of new themes and patterns. 

The final interview guide is included in the Appendices (see Appendix A).

4.3 Data collection

The interview sessions took place in Spring 2020 and had the following struc-

ture. After receiving prior parental consent, participants were assured that 

their answers and the whole interview session would be highly confidential. It 

was also clarified that since it was not an exam, I was interested in their views 

and ideas and was not looking for “right” answers. Then, participants were 

asked to provide their verbal consent so that the sessions could be tape-re-

corded. In order to break the ice at the beginning of the interview sessions, 

the sessions started with warm-up questions. These ice-breaker questions were 

related to the previous English studies of participants. Then the main part of 

the interviews focused on the participants’ extramural interests and attempt-

ed to find out as much as possible about participants’ EE interests by using 

follow-up questions and probes. Each time a new theme or topic emerged, they 

were added to the initial version of the interview guide.
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The interviews were conducted in Hungarian, the mother tongue of all the 

participants, and the length of the interviews was approx. 15-20 minutes. The 

reason behind the preference for Hungarian was that it is wiser to carry out 

interviews in the mother tongue of the participants as they are not limited by 

their English language proficiency (Dörnyei 2007). The instrument used for 

data collection was also devised in Hungarian, although the interview proto-

col provided in Appendix A has been translated into English. 

4.4 Methods of data analysis

The reason for the number of interviews (12 interview sessions altogether) was 

that in qualitative research and, therefore, in interview studies, two key con-

cepts have to be taken into consideration. One of these concepts is iteration, 

and the other one is saturation (Dörnyei 2007). Iteration refers to the cyclical 

process of collecting data (conducting interviews) and analyzing the obtained 

data and doing this repeatedly until data saturation is achieved. This means 

that data collection lasts as long as the newly conducted interviews reveal new 

patterns and themes. As soon as the interviews start yielding data that simply 

repeats what previous participants have already shared in the previous inter-

views, data is saturated, i.e., new themes do not emerge (Corbin–Strauss 2015). 

The data analysis was conducted based on the Constant Comparative Meth-

od of the Grounded Theory (Corbin–Strauss 2015, Glaser–Strauss 1967). 

After reaching data saturation, all recordings were transcribed verbatim, and 

the transcriptions were read through, followed by the initial coding of the 

texts. At this stage, emerging themes were searched for, and when all possible 

new themes had emerged, all transcripts were reread and checked in order to 

ensure that no important information was left out. Initial coding was followed 

by second-level coding, wherein the transcripts were read again, the codes 

were compared, and similar or closely related codes were clustered together 

under a new label. Furthermore, in order to ensure quality control, two of my 

colleagues were asked to take the role of co-coders and code certain segments 

of the transcript. Finally, participants’ utterances provided as quotations in 

this chapter were translated into English.

4.5 The findings of Study One

After the final (axial) coding, all of the codes were collected and resulted in 

the following emerging main themes summarized in Table 8.
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Table 8. The main emerging themes in Study One

Theme Description of the theme

Number of 
participants 
mentioning 
the theme

Strategies used when 
studying English at 
home or preparing for 
EFL lessons

What learning strategies are employed by stu-
dents to do their homework and prepare for EFL 
lessons at school and how they prepare for quiz-
zes and tests

12

Traveling abroad and 
using English

The situations in which students are required 
to use the English language abroad (e.g., order-
ing food in a restaurant abroad)

12

Watching television, 
movies and series in 
English

The English-language television shows, movies 
and series students watch in their leisure time

12

Watching videos in En-
glish

The English-language videos students watch on 
different video sharing websites (e.g., YouTube), 
excluding TV shows, movies and series

12

Listening to music in 
English

The English-language songs students listen to 12

Reading blogs in English The English-language blogs students read 4

Reading text-based tra-
ditional media in En-
glish

The English-language text-based traditional 
media (books, novels, short stories, magazines, 
etc.) students read

6

Reading and checking 
news in English

The English-language news students read on the 
Internet

7

Using social media in 
English

The English-language social media consumption 
habits of students, excluding videos (even those 
on social media websites, such as Instagram)

12

Playing video games in 
English

The English-language video games students play 
and the intercultural communication taking 
place in English when engaging in online video 
games

5

Exposure to native 
speakers of English or 
speakers with different 
L1s than that of the 
participants

Engaging in everyday conversations with people 
whose L1 or L2 is English (e.g., tourists asking 
for directions, friends or acquaintances whose 
L1s are different from Hungarian)

10

Communicating in En-
glish while doing sports

Doing sports and using English as a lingua fran-
ca for intercultural communication; this may 
be common for students who are professional 
or semi-professional sportspeople

1

Using English at school 
in classes other than 
EFL

Using English as a means to gather information 
about a topic

4
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Other patterns were also found, but these were related to one of the catego-

ries above; therefore, after the final coding, the closely related themes, if they 

could be appropriately connected, were merged. There were activities, how-

ever, which were similar but were not merged. For instance, the difference 

between ‘watching videos’ and ‘using social media in English (excluding vid-

eos, even those on social media such as Instagram)’ could appear vague at first 

as it is virtually impossible to use Instagram and TikTok without videos. The 

reason for creating separate categories for them was that they are done on 

different smart device applications and are, therefore, worth measuring the 

engagement in these EE activities separately (cf. Study Two). In this section, 

the patterns are discussed in detail.

4.5.1 Different techniques and strategies  

when studying English at home

The first theme concerned the techniques and strategies students apply when 

preparing for their in-school English lessons, as all students were asked to 

elaborate on their habits of preparing for EFL lessons (e.g., doing homework) 

and preparing for EFL tests at school. The reason for eliciting such information 

was to obtain insights into whether participants use any external help, such 

as learning applications or visiting websites supporting language learning, etc. 

All the participants mentioned that they get homework from their EFL 

teacher on a regular basis, from lesson to lesson. As a result, and as antici-

pated, participants mostly elaborated on how they do their homework or how 

they prepare for tests and vocabulary quizzes. As for preparing for grammar 

and vocabulary tests only some participants use applications for smart de-

vices supporting language learning, such as Quizlet and Memrise, and most 

participants only check the explanations in the coursebook. This is, however, 

not a learning approach that is most suitable for a successful acquisition of a 

grammatical phenomenon, as it does not allow for a contextualized use of the 

particular L2, the importance of which is underlined in the literature (cf. 

functional practice emphasized by Bialystok 1981).

One of the participants claimed that sometimes it is not enough for him to 

check the grammatical explanations in the book, but he also checks them on 

the Internet. He pointed out that “there is always a summary of a certain gram-

matical phenomenon in our book, I read it, but I prefer to check it on the In-

ternet because it’s explained in a different way there, and it’s easier for me to 

understand it” (Christian). He also added that when it comes to grammar, he 

prefers explanations in Hungarian and, therefore, visits websites that provide 

a grammatical overview in Hungarian, and then he likes to do interactive 
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online grammatical exercises to practice the given grammatical phenomenon, 

which may be considered a much more contextualized way of learning than 

simply checking the explanations in a coursebook. This former learning ap-

proach of using interactive exercises, at least to some extent, caters to func-

tional practice (Bialystok 1981) because here, the sentences and the written 

texts provide a bit more context for learners than simply memorizing the 

grammatical rules from a coursebook.

As for vocabulary learning, Lucas claims that “learning words is not pleas-

ant, but necessary,” and, similarly to other participants, he often creates paper-

based word lists and does not prefer to use applications designed specifically 

for vocabulary learning. Vera also adopts a similar learning approach, which 

she explains as follows: “I take five words at a time and start adding more, and 

more and then I try to write all of them down, like a printer.” These learning 

methods may work in the short term, and learners may be able to obtain good 

grades on tests at school; however, they certainly do not cater to incidental 

learning, as writing down the word or expression several times does not en-

able a learner to encounter, let alone use these words or phrases in context. 

Yet, extensive exposure to vocabulary items is a prerequisite for intentional 

and incidental learning (Schmidt 1993, 1995, 2001). 

Surprisingly, only two participants mentioned that they use smartphone 

applications for learning vocabulary. In her interview, Lina explained how 

Quizlet works: 

[I]t’s a website […] where you can add words and definitions, but you don’t have to 

define them. You can just add their meaning, and, well, it helps memorize things. 

You can set it to show only the words, and then you try to guess their meaning in 

Hungarian. Or vice versa, you set it to show the Hungarian meaning, and then you 

guess the English word.

It is apparent that she clearly understands the benefits of using applications 

supporting language learning. Most students, however, only keep reading the 

vocabulary items and simply try to memorize them. Only a small proportion 

of students try to form sentences with the items or attempt to contextualize 

them, which barely supports intentional or incidental learning. Paul, for in-

stance, explained his learning strategies in the following way:

I use a word collection; these are words I take notes of in class or while doing 

homework. I try to memorize these words and expressions, I read them many times, 

and I try to form sentences with them so I can associate them with something.

Furthermore, it appears that one of the participants, Charlie, demonstrates 

higher linguistic awareness than the other participants and often makes 
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attempts to deliberately grasp the meaning of the encountered vocabulary 

items. He said that he uses the online version of Oxford Learner’s Dictionary 

to check the meaning of previously unknown words or phrases because, as he 

claims: “I trust its authenticity […] and I think you can better describe the 

meaning of English words [in English] than in Hungarian”. This high level of 

awareness is likely rooted in the fact that Charlie’s mother is an EFL teacher, 

who might have equipped him with learning skills and strategies. 

Finally, one participant, Victor, claims that he only does his homework. He 

says that “I have to do it because, if not, I get a bad grade. I don’t really study 

otherwise”, which means that in EFL at school, he does not seem to be moti-

vated to study and prepare for the lessons. This reflects what Henry (2013) calls 

the authenticity gap, which refers to the discrepancy between students’ percep-

tions of in-class EFL lessons and extramural English. The former may be of 

less interest to students than the latter, which could more likely involve students’ 

own interests.

4.5.2 Going abroad and using English in different situations

The second theme was traveling to foreign countries and using English for 

intercultural communication. The importance of using English when interact-

ing with friends and other people with different L1s, in general, is also empha-

sized in the literature (Crystal 2003, De Wilde et al. 2019, Djigunovic 2018, 

Sauer–Ellis 2019, Sayer–Ban 2014, Sundqvist–Sylvén 2014, Sylvén–Sundqvist 

2012) and the main benefit is that this kind of communication provides learn-

ers with a plethora of L2 input in a contextualized and interactive environment. 

As for traveling abroad, all participants have already been abroad at least 

once, yet only five of them have been to a country where English is an official 

language. Most students have visited some of the neighboring countries of 

Hungary, such as Austria, Slovakia, and Romania, where there is a significant 

Hungarian minority, and also Croatia, a typical holiday destination for Hun-

garian people. These foreign trips had mainly three purposes; there were school 

trips to the UK organized by the participants’ secondary schools for language 

learning practices and school trips organized by the participants’ secondary 

schools to neighboring countries of Hungary for recreational purposes (e.g., 

sightseeing). Finally, there were individual family trips organized by the par-

ticipants’ parents. 

For instance, on the school trips to England students had to participate in 

an intensive EFL language course, where they learned English. In addition, 

participants’ Hungarian EFL teachers created further tasks for students to 

make the most of the time spent in the UK. In Valentina’s words: 
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The emphasis was on showing our language skills: there were different tasks, like, 

they asked questions in English about what we had seen and found out about 

different objects in a museum, and we had to prepare an essay about them by the 

end of the school term. 

A participant, Charlie, had the chance to take part in a secondary school 

exchange program which allowed him to go to Sweden for a week. Since he 

speaks a little Swedish, it would have been straightforward to use and practice 

his Swedish, but they used English as a common ground. In his words: “I don’t 

speak so much Swedish, and, well, […] they also spoke English... and everyone 

spoke English”. It was probably easier for him to speak English than Swedish 

as his proficiency in English is higher, and this may have required less effort. 

In intercultural contexts, English often serves as a common ground between 

speakers with different L1s, enabling them to make new connections or even 

friendships (cf. Clément–Kruidenier 1983). Also, peers and friends can con-

tribute significantly to maintaining learners’ L2 learning motivation, too (Root 

1999), as people are more motivated to learn and use an L2 if they can com-

municate with someone they like.

Similarly, Sandra defined situations with non-native speaker interactions 

as “interesting.” In her words: “I think it’s interesting to talk to non-native 

English speakers. We speak the same language, but in a different way”. To some 

extent, she is clearly aware of the fact that non-native speakers of English use 

the language differently from native speakers. Vera talked about her school 

trip organized by her secondary school to Slovakia:

During a field trip, we got lost. It took us three attempts with three different people 

to get directions back to our accommodation that we could actually understand. 

We probably made lots of mistakes while asking for directions.

Even though the explicit purpose of this trip was not to practice English, 

the common ground for students from Hungary and the local people in Slo-

vakia was English, as this was the only way to communicate with one another. 

This resonates with the literature that people with different L1s often use 

English as a lingua franca to make themselves understood (Crystal 2003, De 

Wilde et al. 2019, Djigunovic 2018, Sauer–Ellis 2019, Sayer–Ban 2014, Sundqvist–

Sylvén 2014, Sylvén–Sundqvist 2012).

Participants also often went on private trips with their parents. During these 

journeys, most students had to use English for communication purposes. Some 

students did not, either because they were relatively young or because their 

proficiency in English was not as high as it was at the time of the interview, or 

somebody in the family spoke English and undertook the role of interpreter 
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for the family. Those who had to use English mentioned several different situ-

ations. The majority of the participants reported that they had to use English 

when going shopping; Lujza, for instance, claimed that having learned English 

was useful when she had to “go shopping and buy some products.” Lina also 

stated that whenever she was abroad, she had to buy tickets for public transport 

and use English to communicate with locals using the English language, which 

again resonates with the literature emphasizing the lingua franca nature of 

the English language (Crystal 2003, De Wilde et al. 2019, Djigunovic 2018, 

Sauer–Ellis 2019, Sayer–Ban 2014, Sundqvist–Sylvén 2014, Sylvén–Sundqvist 

2012).

Students also used English when they had to ask for information or give 

information to other people. Valentina, for instance, pointed out that:

If we wanted to go somewhere, and my sibling was not there, I was able to ask how 

to get from point A to point B, and if we had a question about something, I could 

ask for information. 

This is further reinforced by Lucas, who stated that “there is always some-

body who can help you in English”. He also gave an account of his family trip 

to Greece when he wanted to purchase a bracelet.

In Greece, I had to tell a street vendor selling bracelets that I am not going to spend 

10€ on a bracelet, but he… was from Nigeria, so he spoke good English, that’s why I 

could tell him I’m not going to give him 10€. […] [K]nowing English was very useful 

since it was his mother tongue, I could make it clear that he is not getting 10€. 

It is clear from the accounts of the students who had to use English abroad 

that speaking English is indeed a valuable asset as it can help one get from A 

to B or even find a solution in different situations, even when one of the inter-

locutors has difficulties expressing themselves in English. Lucas stated,

I had to talk to a half-French, half-English gentleman, who had to resort to gestures 

to make himself understood. But it definitely helped that I understood even a little 

bit of English. However, he just suddenly switched to French in the middle of the 

sentence multiple times.

Participants seem to use the English language quite a few times when abroad 

as, in most cases, it is the only common ground in intercultural communica-

tion, and they also seem to realize the importance and global dominance of 

the English language, which reinforces the findings of previous research car-

ried out in the Hungarian context (cf. Csizér–Lukács 2010).
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4.5.3 Watching films and series

The third topic was watching TV, movies, and series in English. As these are 

typical pastime activities for the general population, it is no surprise that most 

students watch movies and TV shows on a regular basis. There are differences, 

however, in the preferences of students in terms of the language of the content 

they consume. Paul mostly watches everything in Hungarian because he has 

a preference for the Hungarian dubbed versions of movies and (television) 

series. In his words: “TV shows I don’t [watch so much in English] because I 

like to watch them more in Hungarian.” Christian, on the other hand, consumes 

media in English because he thinks that it is an opportunity to improve his 

command of English, a conclusion drawn in the literature, too (Chapple–Cur-

tis 2000, King 2002, Keene 2006, Liando et al. 2018, Lin–Siyanova-Chanturia 

2014, Qiang et al. 2007). Krisztián explains this follows:

Well, I watch movies and TV shows as well. I think it helps a lot with learning Eng-

lish, and it’s entertaining. Basically, you’re watching something that is interesting, 

and you learn lots of new words, expressions. I usually watch TV shows in Eng-

lish, and when I don’t understand something, I pause it and look the word up in a 

dictionary.

Christian seems to demonstrate more awareness of the benefits of watching 

films and (television) series in English. This idea is in line with the literature 

on the benefits of using films as authentic L2 input for incidental learning (Lin 

et al. 2014).

He also adds that he uses English subtitles when watching movies and TV 

shows in English, but the same is not true for all participants. Valentina, for 

instance, only uses subtitles when the characters speak too fast. In her words: 

“Sometimes I use subtitles, but if I understand everything, I don’t even use 

subtitles; maybe in English in case they speak too fast and I wouldn’t be able 

to understand it.” In her utterance, Valentina unknowingly reflects on the 

literature, which also emphasizes the importance and benefits of using subti-

tles in comprehension as they reduce the cognitive burden and help viewers 

understand what they hear with more ease (Guichon–McLornan 2008, Markham 

et al. 2001, Montero Perez et al. 2014, Winke et al. 2010). In contrast, Charlie 

watches everything in English without any subtitles because he likes films and 

(television) series more in English and, as he puts it, “you have to wait a lot for 

the subtitles.” By this, he means that films and (television) series are released 

much later, usually several months later, in Hungary. This applies to Lina as 

well, who claims that movies with characters speaking in an American accent 

are not difficult to understand, and she only uses subtitles if there is more 
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technical language in the movie or TV show as subtitles can help her under-

stand the different accents the characters use in the movie or (television) series 

(Mitterer–McQueen 2009). Lucas also points out that he does not consume 

anything in Hungarian but uses English subtitles so that when he cannot hear 

something, he can check it. He also adds that “Subtitles help me a lot. I think 

when one hears and sees something at the same time, they learn much faster”. 

Lina points out that a lot depends on the genre of the movie or series as well 

since films with a simpler plot or story are easier to follow and understand. In 

her words: 

It generally depends on how advanced the vocabulary is that they’re using, for 

example, the show Friends, which has lots of everyday conversations, I can watch 

it in English, but for instance, a more “complex” fantasy movie, where I have to 

understand what’s what and all the “mythical” and difficult things, I’d rather watch 

them in English with English or Hungarian subtitles so I can enjoy it.

These thoughts of the participants also reflect on the literature in which it 

is asserted that regardless of language (i.e., whether they use intralingual or 

interlingual subtitles), subtitles reduce the cognitive burden on language learn-

ers, which results in an easier comprehension of the content of the videos 

(Baranowska 2020). In addition, the lexical coverage of movies, i.e., how many 

different vocabulary items and how complex these items are, is also highly 

dependent on the genre, so sitcoms, such as Friends, are indeed more likely to 

be comprehended with less effort than movies or series with difficult scien-

tific terms (Webb–Rodgers 2009).

Interviewees were also asked whether they could remember any words, 

expressions, or phrases that they learned from movies or TV shows. The most 

common phrases were either everyday expressions, such as “let’s get it over 

with” or “I beg your pardon.” Sandra claims that these common expressions 

are not present in coursebooks, and most of these words and expressions are 

frequently used. In her words: “[Things] they say often, but [are] not in text-

books.” Indeed, as Qiang et al. (2007) point out, movies are an excellent way 

for learners to encounter idiomatic L2 language use and familiarize themselves 

with the target language culture. Many participants mentioned that they 

learned technical terms related to certain topics, such as “warfare” and the 

different types of weapons from movies, and terms related to religions, such 

as “monk” from the TV show Vikings.

From participants’ accounts, it becomes evident that they demonstrate a 

preference for watching films and series in the original language, usually the 

English language. Furthermore, participants show awareness of the benefits 

of watching films and series in English when striving to improve their EFL 

skills.
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4.5.4 Watching videos in English

The next theme was watching videos in English on different video-sharing 

websites. YouTube is among the most visited online platforms, so it was no 

surprise that participants said they watched videos mostly on YouTube. In the 

initial interviews, female and male learners reported different interests in terms 

of which categories they liked to watch. Most female participants like watch-

ing beauty channels on YouTube and interviews with movie stars. Talk shows 

are also a popular choice among girls. Beatrice, for example, said that “well, I 

like watching Hollywood talk shows mostly, but not that often.”

Besides, Valentina states that she watches tutorial videos on personal com-

puter troubleshooting, for instance, and educational videos providing informa-

tion on a particular topic. She explains that the information is more accessible 

on the Internet in English than in Hungarian. In her words: 

[I watch] educational videos, [...] because the internet can convey lots of information 

which is better explained in English than in Hungarian, and yes, I regularly [watch 

them] in English, I’m especially interested in diseases and also there are many 

biographies that make more sense in English than Hungarian. 

By consuming content to gain knowledge and explaining that such content 

“makes more sense in English,” participants reflect on the functional practice 

notion in SLA (Bialystok 1981). Here participants emphasize the use of language 

as a means of gaining new knowledge, and in such situations, they may be 

regarded as language users, not language learners. This obviously does not 

mean that no L2 learning can take place, but the deliberate emphasis is placed 

on language use, and L2 learning may occur simultaneously (Bialystok 1981). 

In addition, since the dominance of the English language is much higher than 

that of the Hungarian language and this is perceived by most Hungarian EFL 

learners (Csizér–Lukács 2010), it makes sense to try to find information in 

English rather than Hungarian, especially when it comes to more technical 

topics.

Boys, on the one hand, prefer tutorial videos and video blogs about video 

games and gaming. Christian, for instance, watches lots of gaming videos and 

streams as well. In his words: “[I] usually watch Twitch gaming streams.” 

Similarly, Victor also watches streams on Twitch where no subtitles are avail-

able, which may lead to an increased cognitive burden (Baranowska 2020) when 

it comes to understanding the streamers; however, this also definitely contrib-

utes to improving his listening skills and can at the same time help him un-

derstand the different native and non-native English accents (Mitterer–McQueen 

2009). Valentina, a female participant, identified as a “gamer” in the interview 
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and stated that she watches gameplay videos on YouTube and follows many 

famous gamers, such PewDiePie, a Swedish internet personality. In her words:

[I usually] watch gamer videos, for example, I used to be a fan of PewDiePie. There 

are lots of Hungarian gamers who use English commentary in their videos, or 

[there are] many games that are not in English, and it’s easier to [learn English and] 

comprehend them.

She also adds that at first, she had difficulties understanding PewDiePie, but 

then she got used to “the way he [PewDiePie] talks,” and it became easier for 

her to understand him. She explains this as follows: “In the beginning, a few 

expressions were not clear, and I wasn’t sure what they mean, but then I got 

used to the way he speaks, and it was easier to understand [everything]” (Val-

entina). This again resonates with the literature and supports that watching 

videos may familiarize viewers with the different accents of an L2 (Mitterer–

McQueen 2009).

Finally, it seems that when it comes to consuming visual content, similar 

to the findings of previous research (Regueira et al. 2020, Wegener et al. 2020), 

there are some gender differences between the online video consumption 

habits of boys and girls, and both genders consume more content tradition-

ally associated with their respective gender; as for video sharing platforms, 

however, both boys and girls prefer all kinds of websites. 

4.5.5 Listening to music in the English language

The next theme was listening to music in English. All participants reported 

that they listen to music in the English language; some of them even said that 

they have an exclusive preference for songs in English which, besides being an 

enjoyable EE activity, can also provide learners with an extensive amount of 

L2 input (Fonseca-Mora et al. 2011, Schwarz 2013, Sundqvist 2009). 

When asked about the lyrics of the songs, Paul stated that he checks the 

lyrics but never tries to translate them into Hungarian. In his words: “I don’t 

bother too much with translating lyrics into Hungarian because songs are 

sometimes impossible to translate. The meaning is lost.” Other participants use 

a variety of strategies when they do not understand a line in a song. Luna, for 

instance, checks the meaning of unknown words herself. Her explanation was 

as follows: “I check the lyrics, and I usually understand everything, if not, I just 

look up some definitions or look for a translation.” Lucas uses a similar strategy 

and points out that songs usually contain everyday vocabulary and are easier to 

understand than movies, which is the conclusion made by Murphy (1992) as 

well. In his words: “I usually comprehend most of the lyrics. Songs are usually 
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simple, and the singers do not speak very elaborately because it’s difficult to find 

words that rhyme”. By this, Lucas means that in songs, it is not using a varied 

vocabulary but making words rhyme that is more important. He continues: 

[If there are] lines that I have difficulty understanding, I usually look up the words 

in the dictionary, but this is less common than in the case of movies because most 

of the words are familiar, and if somebody speaks at least a little English, they can 

figure out [the meaning or message] because there are really simple words in these 

songs.

This, again, reflects on the lexical coverage of songs, which is much lower 

than movies, enabling learners to have a deeper understanding (Murphy 1992).

Finally, Ben highlighted the differences between native and non-native 

English performers. He claimed that it is easier for him to understand non-na-

tive speakers. He commented on this as follows: “If there are performers who 

learned English as a foreign language, I understand it better because they speak 

more clearly [than native speakers]” (Ben). It is somewhat surprising that he 

considers non-native speakers’ pronunciation “nicer” than that of native speak-

ers. 

4.5.6 Reading in English

Reading books, blogs, and online content in English is another EE category 

that could serve as an important resource for EFL input (Day–Bamford 2002, 

Day et al. 1991, Krashen 2004, 2011, Nation–Waring 2020). Reading books, 

however, does not seem to be a popular pastime activity – at least not in Eng-

lish. However, it is important to point out that reading in English and even in 

L1 is a common problem for this generation, whose reading habits are very 

different from that of the older generations. Therefore, it cannot be neglected 

that some learners may spend considerable time reading English texts while 

many other learners prefer not to read at all. Half of the interview participants 

do not read English language books at all in their free time, but those who do, 

like to read on a regular basis. Valentina read some of the Harry Potter books 

because she could not wait for the Hungarian translation. She explained this 

as follows:

There was one book I read in English, the last book of Harry Potter, I wanted to read 

it right when it came out because I was very hooked, and [the English version] was 

the only one I could buy in Hungary at the time.

On the other hand, Vera, for instance, would like to read a book in English 

and then reread the same book in Hungarian and would like to see to what 
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extent she could understand the book in English beforehand. In her words, 

“the plan is that I start reading it in English and then in Hungarian, too. Then 

I’ll see how much I misunderstood” (Veronika). 

Another aspect of reading is consuming news. As opposed to reading books, 

there are a few students read the news in English. The popularity of reading 

the news in English lies in the fact that there is a wider variety of news available 

in English than in Hungarian, so learners can gain access to more content than 

if they were reading exclusively in Hungarian. Similarly, to the case of online 

videos, this again reflects on the notion of language learning through use 

underlined in the literature (Bialystok 1981), where the emphasis is placed on 

the real-life use of a particular L2 (e.g., reading news in English), and in such 

cases, learners are considered more of users than simply EFL learners.

Reading blogs in English was not particularly popular among participants 

either. Traditional blogs do not appear to be as interesting as video blogs on 

YouTube, for instance. However, blogs on cooking or computer parts are some-

what popular with students. Male participants showed a preference for IT-re-

lated topics and blogs, too, whereas female ones followed blogs with cooking- 

and baking-related content. When asked why she does not read blogs, 

Valentina pointed out that she is not interested in blogging.

On the other hand, Vera points out that she uses blogs to find out informa-

tion and opinions about trips to or accommodation in foreign countries. She 

explains it as follows:

I read reviews about trips or hotels very often because [...] the websites that offer 

accommodation bookings, they’re not always legit. We’ve found many times that 

they put a good deal on some website, and I decide to take it, and when I get to the 

hotel’s address, I’m stood up.

It is apparent that Vera utilizes blogs, and, this way, the English language 

to gather and gain access to more information on the Internet. This utilitarian 

way of using English was also present in the case of videos when learners 

watched tutorial videos in order to have a better understanding of an issue 

because the English-language videos usually contain more relevant information 

than the videos available in Hungarian.

4.5.7 Using social media in English

The next pattern was the use of social media in English. All participants have a 

Facebook account and use Facebook Messenger to keep in touch with their family 

and friends. Most students also use Instagram on a daily basis, but boys reported 

that some of them have an Instagram account, but they rarely check it. Lucas, for 
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instance, said the following: “I’m not active, but I have Instagram.” In contrast, 

Vera reported that she spends two hours a day using Instagram. In her words:

I love Instagram and use it often. Probably two hours a day, at least. I follow lots of 

foreigners, Germans, Russians, maybe French, British, and Americans […]. I think 

most of the people that I follow are foreigners.

It became evident from the interviews that all participants have a smart-

phone, and most of their smartphone applications are in English, but the menu 

of their smartphone is typically Hungarian. Another popular application, 

TikTok, was also mentioned by some of the participants. TikTok is a video-shar-

ing social networking service used to make short videos in different genres, 

such as dance, comedy, and education. The duration of videos on TikTok 

ranges from fifteen seconds to one minute. This video-sharing platform is 

popular among the participants; however, most of them are not registered 

users. Instead, they simply tend to check the content of this application. Val-

entina stated the following about TikTok:

I’m not a [registered] user, so I’m not a[n active] user, I just watch some silly stuff, I 

cannot relate to lip-sync to some music and make funny gestures, but I like watching 

others do it. 

As it is apparent from the above quote, she does not make videos but con-

sumes content on a regular basis as she finds this kind of content fun. As 

Sundqvist and Olin-Scheller (2013) claim, EE activities and social media ap-

plications on smartphones in particular may be considered a major resource 

for L2 learning as teenagers are prosumers (both producers and consumers) 

of normally English language content (Lam 2000, Thorne et al. 2009, Yi 2008). 

This means that learners often compose texts, create videos (e.g., on TikTok, 

YouTube, and Instagram), or simply consume L2 content and communicate 

with others online. 

4.5.8 Video games

The next topic was playing video games in English. There were gender-related 

differences in playing video games. Most boys reported that they play video 

games regularly and identified as gamers, while only one girl did the same. 

Paul pointed out that as most video games are in English, when it comes to 

online gaming, the language used for intercultural communication is almost 

exclusively the English language, and this kind of online communication and 

gaming, in general, provides a plethora of linguistic input and, therefore, could 
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result in incidental L2 learning (Chik 2014, Ryu 2011, 2013, Sundqvist 2015). 

He explained this as follows:

I play most games in English, some in Hungarian, but the point is not what language 

it is but what language players speak. [...] If you have to [play together] then it’s easier 

to have a common language and use that to solve problems.

In contrast, Charlie prefers single-player video games as he likes to focus 

on the story and thinks that online cooperation may mar the story. In his 

words:

I think most single-player games have great storylines, and multi-player games 

are often ruined by other players because other players sometimes have different 

approaches to enjoying the game, and it ruins the whole [experience].

As far as single-player video games are concerned, Valentina, the only female 

gamer among the interviewees also prefers games where there is an interesting 

story. She pointed out that in such games, it is important to understand ev-

erything because a great deal depends on players’ choices, which influence the 

flow of the story. She explained it as follows:

[B]asically, this is a role-playing game, and conversations, and interactions are in 

English, and it’s useful to know what’s happening because I cannot complete a quest 

if I don’t know what [to do] [...] and if I don’t understand and answer something 

nonsense, then I will find myself in an uncomfortable situation that I misunderstood 

everything completely.

This could ultimately increase player L2 learning motivation (Bytheway 

2015, Ebrahimzadeh–Sepideh 2017) as the inner desire to comprehend the 

story and to achieve the goals set in a video game may motivate players to 

check previously unknown vocabulary items in order to improve their gener-

al L2 proficiency. 

Participants also listed some vocabulary items they possibly learned from 

playing video games. Some of these vocabulary items are genre-specific; gamers 

who play football video games, for instance, mentioned phrases such as “goal 

kick,” “sending-off,” and “substitution.” Vocabulary related to weaponry and 

warfare was also highlighted. Christian points out that he is entirely convinced 

that he learned such vocabulary items from video games. In his words: “I don’t 

suppose I would know any military vocabulary if I weren’t playing mili-

tary-themed games. And thanks to that, I know helmets and armor and stuff.”

Nevertheless, it is possible the acquire more frequently used common vo-

cabulary items from video games, such as “obtain” and “cloak,” too, and these 
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could highly contribute to L2 vocabulary development (Fajt–Vékási 2022a, 

2022b, Hitosugi et al. 2014, Neville 2010, Sundqvist–Sylvén 2012). Furthermore, 

gaming-related technical vocabulary was also mentioned by some of the par-

ticipants. They pointed out that they learned game-specific abbreviations, such 

as “bots” for “robots,” from video games. It is clear from the participants’ ac-

counts that video games provide an opportunity for them to learn certain 

content-related vocabulary.

4.5.9 Using English for talking to other people with different L1s

Another emerging topic was talking to people with different L1s than the 

participants in English. Sandra emphasized the importance of talking to peo-

ple this way, practicing the given L2, which can ultimately improve fluency. 

She explained it as follows:

Talking to tourists in Budapest helped me pass oral exams. It was awkward at first, 

but it was nice to step outside my comfort zone. I see my friends and myself struggle 

but, in the long run, it helps you understand both natives and non-natives, and they 

cannot teach you that in school.

This resonates well with the literature on the role of intercultural orientation 

in L2 learning. As Clément and Kruidenier (1983) and Root (1999) point out, 

the knowledge of an L2, in this case, the English language, may enable an L2 

learner to make new connections and friends, which is a clear motivating 

factor for L2 learning. 

Lina mentioned that she would like to talk to natives more to see what 

level of English she is at. In her words: “I am curious how much of what I say 

they would understand and the other way around. That would be a good indi-

cation of what level I am really on.” Similarly, Christian also would like to 

speak to native speakers and later would like to travel abroad alone to see to 

what extent he can communicate with local people in different countries using 

the English language. He explained: “I would like to travel abroad alone. I think 

that’s the real test of your language skills.” Such L2 interactions are important 

L2 learning resources and opportunities and may motivate learners to invest 

more effort into learning English (Crystal 2003, De Wilde et al. 2019, Djigunovic 

2018, Sauer–Ellis 2019, Sayer–Ban 2014, Sundqvist–Sylvén 2014, Sylvén–Sund-

qvist 2012). Similar to Christian, Luna also talked about intercultural inter-

actions and mentioned her classmates who have acquaintances in Canada with 

whom they keep in touch in English. In her words: “[It helps] keep in touch 

with foreigners, I have a classmate who has friends in Canada because when 

she lived there, they spoke in English.”
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4.5.10 Communicating in English while doing sports

Another emerging theme was doing sports and using English as a lingua 

franca for communication. Victor goes to football training on a regular basis, 

and since he is part of an international team, English is used as a common 

ground for communication. He explained it as follows:

I have soccer training three times a week, and English is the commonly accepted and 

used language because there are people from all kinds of minorities and foreigners, 

so we use [English]. There are more foreigners than Hungarians.

They speak English with coaches or teammates as most of the other team 

members and coaches do not speak Hungarian. He explains: “In the evening 

when it is dark, we can’t see each other clearly so [we do not recognize who is 

Hungarian, therefore] we speak to each other in English because everyone 

speaks and understands English”. This kind of intercultural communication 

may also result in incidental learning of certain vocabulary items as well as 

developing learners’ L2 pragmatic competence (Schmidt 1993, 1995, 2001).

4.5.11 Using English at school in classes other than EFL

Last but not least, students were asked whether it is useful and beneficial for 

them at school to consume English language content in their free time. Students 

explained that, in many cases, the information they gain through the English 

language might be useful at school both in English and other lessons. Further-

more, Christian explained that during Biology lessons, the teacher often uses 

English-language videos to make the lesson more interesting. In his words: 

“For example, in Biology classes, we usually watch scientific videos in English, 

and they’re easy to understand. I think most of my class has no problem un-

derstanding them.” Moreover, Victor’s teacher even encourages students to 

use the knowledge gained through EE activities. Victor explained: “[F]or ex-

ample, anything that has to do with what we covered in class, I just write down 

a synonym in the test and I get extra points for that.” 

4.6 Conclusion

Overall, it may be concluded that participants regularly engage in various EE 

activities, but in most cases, they do not necessarily do so for language learn-

ing purposes. Rather, these EE activities are pursued as if they were average 

leisure time activities that happen to be English-language activities. Based on 
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the findings, it may also be concluded that a large proportion of these EE ac-

tivities provide participants with a plethora of L2 input, equipping participants 

with the opportunity to learn L2 elements incidentally (cf. Schmidt 1993, 1995, 

2001) and to actually practice and use the English language while acquiring 

new L2 elements, too (cf. Bialystok 1981). The interview results also show some 

typical gender differences between participants. Girls reported that they tend 

to do activities that are more gender-specific to girls, but not exclusively, as 

some female participants also like engaging in EE activities traditionally con-

sidered to be more masculine (cf. girls playing video games); at the same time, 

boys also reported pursuing EE activities that are gender-specific to them. It 

is important to note, however, that gender differences in this study may be due 

to the sampling method.

The results also show that some students consciously seek opportunities to 

regularly engage in EE activities. Many participants even pursue them with 

the aim of improving their EFL skills. For some participants, EFL lessons at 

school are less motivating, yet they show interest in English as they do sever-

al EE activities. As a result, it may be concluded that they are interested in the 

English language; however, school-based EFL lessons are not inspiring or 

motivating enough for them, and EE activities are more interesting and en-

gaging. This may partly explain what Öveges and Csizér (2018) found in their 

nationwide survey in Hungary, which shows that Hungarian secondary school 

EFL teachers perceive Hungarian secondary school EFL students to be less 

motivated in EFL classes than students actually are. Their self-reported EFL 

learning motivation is relatively higher than their teachers’ perceptions.

The results of Study One informed Study Two, and the EE activities collect-

ed in Study One are used in Study Two. However, it is important to note that 

only the more frequent EE activities were included in Study Two, as the more 

marginal EE activities, which are expected to be pursued only by very few 

students (e.g., doing sports and using English for communication), had been 

omitted. 
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STUDY TWO
tut

Based on the findings of Study One, Study Two aimed to explore Hungarian 

secondary school students’ extramural English habits and perceptions of and 

attitudes toward the benefits of extramural English activities in EFL learning. 

The main research instrument for this study was a self-constructed question-

naire. The choice of adopting the quantitative research paradigm at this stage 

was motivated by the fact that the quantitative paradigm allows for collecting 

a large amount of data which can be later compared with the results of other 

data collected quantitatively (cf. Study Three, detailed in Chapter 6).

The research design of Study Two was guided by four main research ques-

tions and some related sub-questions:

RQ2  What are Hungarian secondary school students’ perceptions of 

extramural English activities in EFL learning?

RQ4  How do extramural English activities affect Hungarian secondary 

school EFL learners’ various individual learner differences?

RQ4.1   What characterizes Hungarian secondary school students’ L2 learn-

ing motivation?

RQ4.2  What characterizes Hungarian secondary school students’ L2 anx-

iety?

RQ4.3  What characterizes Hungarian secondary school students’ L2 will-

ingness to communicate?

RQ5  What are Hungarian secondary school EFL teachers’ and students’ 

perceptions of EFL students’ various individual differences?

RQ6  What impact do the various EE activities and various individual 

differences have on Hungarian secondary school students’ in-school 

motivated learning behavior and extramural motivated language 

use?

5.1 Participants

Study Two aimed to examine Hungarian secondary school students’ EE inter-

ests. The participants of the study were 325 Hungarian secondary school 

students who were recruited by using convenience sampling mixed with snow-

ball sampling methods. The age of the participants ranged from 14 to 20, and 
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the average age was 16.72 (SD=1.41). In terms of gender, 36.3% of the partici-

pants (n=118) was male, and 63.7% of the participants (n=207) was female. As 

for the different types of secondary school, 48.3% (n=157) attended grammar 

school, 33.2% (n=108) attended secondary vocational school, and 18.5% (n=60) 

went to vocational school. The different types of schools and the number of 

students attending them are summarized in Table 9.

Table 9. The different types of secondary school participants attend

School type Number of students (n) Percentage of students (%)

Grammar school 157 48.3%

Secondary vocational school 108 33.2%

Vocational school 60 18.5%

All participants learned English as a Foreign Language at school, and the 

average time of learning English is 7.51 years (SD=2.84). On average, partici-

pants had 4.29 (SD=1.79) EFL lessons at school a week, and the average of 

grades they were given at the end of the year was 4.52 (SD=.65). As for the first 

foreign languages (L2) participants learned at school, most students learned 

English as their first foreign language (86.2%), 9.5% learned German, and only 

a small proportion learned French and Spanish as their first foreign language 

(4% and .3% respectively) (see Table 10).

Table 10. The different first and second foreign languages participants learn at school

Number of students (n) Percentage of students (%)

First foreign language (L2)

English 280 86.2

German 31 9.5

French 13 4.0

Spanish 1 .3

Total 325 100

Second foreign language (L3)

Does not learn a second 

foreign language at school
137 42.2

German 89 27.4

English 45 13.8

French 25 7.7

Spanish 15 4.6

Italian 8 2.5

Russian 6 1.8

Total 325 100
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As far as second foreign languages learned at school are concerned, a large 

proportion of secondary school students learn only English as a foreign lan-

guage at school and does not learn any other foreign languages (42.2%). A 

smaller proportion of students learn German (27.4%), some students learn 

Romance languages, and only 1.8% learns Russian. 

Participants were also asked whether they had taken a foreign language 

exam and acquired a foreign language exam certificate. 26.5% (n=86) of the 

participants reported that they had at least a B2 level foreign language exam 

certificate; consequently, 73.5% (n=239) did not have an at least B2 level lan-

guage exam certificate at the time of the data collection. Of the participants 

who had a foreign language exam certificate, 24% (n=78) had only one, and 

2.5% (n=8) had two foreign language exam certificates. As for C1 level language 

exams, 7.1% (n=23) had a C1 level foreign language exam certificate, out of 

which 21 students had their language exam in English, and two students had 

their C1 level language exams in both English and German.

5.2% (n=17) of the participants took part in a student exchange program in 

an anglophone country, out of which 2.8% (n=9) spent less than two weeks, 

and 2.5% (n=8) spent more than two weeks in their destination countries. As 

for student exchange programs in non-anglophone countries, 13.8% (n=45) of 

the participants took part in such programs, and most of these participants 

(n=39; 12%) spent less than two weeks, and only 1.8% (n=6) spent more than 

two weeks in their destination countries. 

5.2 The research instrument

The instrument used in the study was created by myself and is included in 

Appendix B. The questionnaire consists of four sections: the purpose of the 

first part was to elicit data on the frequency of student engagement in EE ac-

tivities, the goal of the second part was to elicit information about learners’ 

perceptions of EE activities, and the aim of the third section was to collect 

information about participants’ individual learner differences, namely L2 

learning motivation and some related concepts, L2 anxiety, and L2 willingness 

to communicate. Finally, the fourth and last section was to collect background 

information about the participants.

The first section of the research instrument consisted of three constructs. 

The first three constructs – EE activities, English subtitle use, and Hungarian 

subtitle use – were based on the findings of Study One. The frequency of en-

gagement in these EE activities was measured using a 5-point Likert scale 

ranging from 1 (never) to 5 (on a daily basis). Even though the use of single-item 

measures in research has been subject to heavy criticism (Rossiter 2002, Sack-

ett–Larson 1990), it was determined that they would be suitable for the current 
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research as the selection of single- or multiple-item scales is dependent upon 

what it is that the researcher wishes to measure, i.e., whether the construct 

investigated is concrete or abstract. A construct is concrete if it is unidimen-

sional and unambiguous to all raters, and raters clearly understand the construct 

the same way. Examples of concrete constructs include price perception and 

buying intention (Rossiter 2002), and, in the scope of this research project, 

engagement in and time spent doing different EE activities. Since all learners 

know what it means to, for instance, play a video game for an hour, etc., adopt-

ing single-scale measures in the case of EE activities seemed a reasonable 

approach.

As for subtitle use, secondary school students’ willingness to use subtitles 

in English and Hungarian was measured in the case of different EE activities. 

Here, students’ attitudes were measured by asking them to what extent they 

enjoyed doing EE activities while using subtitles in different languages. In 

order to quantify students’ responses, a 5-point Likert scale ranging from 1 

(not at all) to 5 (very much) was used. The constructs with an example in each 

case are detailed below:

1. EE activities (18 items): the frequency of different extramural English 

activities secondary school students could possibly engage in. Sample 

item: “Watching movies in English.”

2. English subtitle use (5 items): to what extent do participants enjoy engag-

ing in an activity while using English subtitles. Sample item: “Watching 

movies in English with English subtitles.”

3. Hungarian subtitle use (5 items): to what extent do participants enjoy 

engaging in an activity while using Hungarian subtitles. Sample item: 

“Watching movies in English with Hungarian subtitles.”

The purpose of the second part of the questionnaire was to measure par-

ticipants’ attitudes towards and perceptions about in-school EFL learning, 

extramural EFL learning, and the incorporation of EE activities into EFL les-

sons at school. Some of the constructs were adopted from previously vali-

dated questionnaires. In-school motivated learning behavior was adopted from 

Csizér and Dörnyei (2005), while extramural motivated language use, extra-

mural learning beliefs, and in-school learning beliefs were adopted from Lajtai 

(2020), while the other three constructs in this part were created and vali-

dated by myself. In order to make participants’ responses quantifiable, a 5-point 

Likert scale ranging from 1 (“I do not agree at all”) to 5 (“I completely agree”) 

was used. The constructs with an example in each case are detailed below:

4. In-school motivated learning behavior (4 items): participants’ motiva-

tion to learn English in EFL lessons and how much effort and time they 
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invest into learning English. Sample item: “I spend more time preparing 

for English lessons at school than any other subject.”

5. Extramural motivated language use (5 items): participants’ motivation 

to use English in extramural contexts. Sample item: “I would still love to 

learn English even if I didn’t have English lessons at school.”

6. Extramural learning beliefs (4 items): participants’ perceptions about 

EE activities improving their English language proficiency. Sample item: 

“I am sure that my English vocabulary will be better if I do more lei-

sure-time activities (e.g., movies, series, music, podcasts, etc.) in En-

glish.”

7. In-school EFL learning beliefs (4 items): participants’ perceptions about 

the benefits of EFL lessons at school contributing to their English lan-

guage proficiency. Sample item: “My English vocabulary will be better if 

I regularly do all tasks in the English lessons.”

8. Learners’ inclusion of EE interests into EFL lessons (5 items): partici-

pants’ willingness to include their own EE interests into EFL lessons at 

school. Sample item: “If I find an unknown word or expression while I 

am playing video games, watching movies, surfing the web, I usually ask 

my teacher what it means.”

9. Teachers’ inclusion of learners’ EE interests into EFL lessons (5 items): 

participants’ perceptions of the extent to which their EFL teachers are 

willing and open to include learners’ EE interests into EFL lessons at 

school. Sample item: “We usually read from English language books, 

newspapers, or magazines in English lessons at school.”

10. Teachers’ willingness to map learners’ EE interests (5 items): partici-

pants’ perceptions about the extent to which their EFL teachers are will-

ing to explore learners’ EE interests. Sample item: “My English teacher 

usually inquires about what kind of music we listen to in English in our 

free time.”

The aim of the third part of the questionnaire was to measure participants’ 

attitudes towards and perceptions about their L2 learning motivation and its 

related concepts, such as intercultural orientation and perceived importance 

of the English language, L2 anxiety, and L2 willingness to communicate. The 

constructs of the L2 Motivational Self System were adopted from Dörnyei and 

Taguchi (2010) and Csizér and Dörnyei (2005), namely the Ideal L2 self, Ought-

to L2 self, and Language learning experience. On the other hand, Perceived 

importance of the English language was adopted from Kormos and Csizér 

(2008). Anxiety in the classroom was adopted from Tóth (2008). Willingness 

to communicate in the EFL classroom was adopted from Nagy (2005). Finally, 

Intercultural orientation, Anxiety in extramural contexts, and Willingness to 
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communicate in extramural contexts were developed and validated by myself. 

In order to make participants’ responses quantifiable, a 5-point Likert scale 

ranging from 1 (“I do not agree at all”) to 5 (“I completely agree”) was used for 

constructs 11–17; the WTC scales (18–19) were used to measure students’ 

willingness to communicate in different situations using a 5-point Likert scale 

ranging from 1 (“not at all”) to 5 (“very much”). The constructs with an exam-

ple in each case are detailed below:

11. Ideal L2 self (5 items): attributes that an EFL learner would like to pos-

sess. Sample item: “I can imagine that in the future, I will be studying at 

a university where all subjects are taught in English.”

12. Ought-to L2 self (4 items): attributes that the EFL learner thinks the 

environment might expect from them. Sample item: “It is important for 

me to learn English because the ones around me expect me to learn 

English.”

13. Language learning experience (5 items): motives related to the imme-

diate learning environment and experience, i.e., EFL lessons at school. 

Sample item: “I like things we usually do in English lessons.”

14. Intercultural orientation (4 items): participants’ openness to make con-

tact with speakers with L1s other than Hungarian using the English lan-

guage. Sample item: “I would love to travel to countries where I have to 

communicate in English with locals.”

15. Perceived importance of the English language (5 items): how import-

ant participants consider the English language on a global scale. Sample 

item: “It is important to learn English as it is an international language.”

16. Anxiety in the classroom (5 items): speaking anxiety related to EFL 

learning in classroom situations involving a feeling of inhibition. Sample 

item: “I am afraid that my classmates will laugh at me when I speak 

English.”

17. Anxiety in extramural contexts (5 items): speaking anxiety related to 

extramural English situations involving a feeling of inhibition. Sample 

item: “I am very nervous if I have to speak English with a native speaker.”

18. WTC in the EFL classroom (5 items): participants’ openness to make 

utterances and engage in conversations with others in EFL lessons at 

school. Sample item: “I hold a presentation in English in an  English 

class.”

19. WTC in extramural contexts (5 items): participants’ openness to make 

utterances and engage in conversations with others in out-of-school sit-

uations. Sample item: “I want to use public transportation when I am 

abroad and need to buy a ticket using the English language.”
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In the last part of the questionnaire, a series of questions elicited informa-

tion about the background of the participants. The questions concerned gender, 

age, number of years learning English, type of secondary school, number of 

EFL lessons a week, whether participants have any foreign language exam 

certificates, and whether participants took part in foreign exchange programs 

before. 

5.3 Data collection and the validation process

The questionnaire was developed in Hungarian, and the adopted English lan-

guage scales (where necessary) were translated into Hungarian. Through expert 

judgment, two professionals and two potential participants (secondary school 

students) were asked to complete the questionnaire implementing the so-called 

think-aloud protocol, which meant that these people were asked to think aloud 

while completing the questionnaire. This was important to make sure that all 

questions and items were interpreted the same way and the way they were 

meant to be interpreted. All problematic questions were reworded and fine-

tuned before the pilot process. The questionnaire was piloted with 50 students, 

and in order to ensure the internal consistency of the scales, Cronbach’s alpha 

coefficients were calculated for all scales. Based on Cronbach’s alpha coefficients, 

some of the items were fine-tuned and reworded once more so that no am-

biguous items could remain in the questionnaire (for more information on the 

validation process, see Fajt 2021b). The final version of the questionnaire was 

sent to Hungarian secondary school students learning English as a first or 

second foreign language at secondary school, and the data collection itself took 

place in March 2021.

5.4 Data analysis

The obtained data were first coded; then, all negatively worded items (reversed 

items) were recoded in reverse. The coded data was then input into SPSS (Sta-

tistical Package for Social Sciences) 27.0, which allowed for complex statistical 

analyses with the statistical significance level set for p<.05. Before the analyses, 

as explained previously, Cronbach’s alpha internal consistency coefficients 

were calculated for the scales to investigate their reliability. This was followed 

by descriptive statistical measures when mean scores (M) and standard de-

viations (SD) were calculated for all scales. Then the mean scores of scales were 

compared through independent samples t-tests in the case of questions with 

two answers (e.g., gender). Additionally, paired samples t-tests were also used 

to compare different scales measuring extramural and in-class dimensions 
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(e.g., in-school motivated learning behavior and extramural motivated language 

use).

Regarding independent and paired samples t-tests, it is not enough to report 

statistically significant (p<.05) differences because a statistically significant 

result may have a small effect size. In order to estimate the scientific signifi-

cance and importance of a result, researchers are advised to report the effect 

size together with the p-value. The effect size measures the strength of the 

relationship between two (or more) variables. There are several ways to quan-

tify the effect size, but in this research project, Cohen’s delta (d) is used, which 

is the difference between two means divided by the standard deviation for the 

data (Cohen 1988). The descriptors for magnitudes of Cohen’s delta are as fol-

lows: small d=.20, medium d=.50, and large d=.80.

As for the different EE activities, factor analysis was used for data and di-

mension reduction purposes so that a manageable number of EE activities 

scales could be created. Finally, relationships among the scales were also in-

vestigated through correlation analyses and multiple regression analyses with 

a stepwise approach where EE activities scales were used as independent 

variables to identify which other scales EE activities have an impact on.

5.5 Results and discussion

The subsequent sections present the results of Study Two. First, the reliability 

of scales is presented. Then the general frequency of engagement in EE ac-

tivities is detailed. This is followed by the presentation of factor analysis required 

to reduce the number of EE activities so that further statistical analyses could 

be performed with a manageable number of variables. Then participants’ beliefs 

on the use of in-school and extramural EFL learning are discussed, followed 

by the introduction of results concerning participants’ individual learner dif-

ferences. Then the results of correlation analyses among scales are presented. 

Finally, the results of regression analyses investigating the impact of different 

EE activities on individual learner differences are discussed.

5.5.1 The reliability of the scales

First, the reliability of the internal consistency of the different scales was 

checked. This was achieved by computing the Cronbach’s alpha coefficients for 

the 19 scales (see Table 11).
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Table 11. Reliability coefficients in the constructs used in Study Two

Scales
Number 

of items

Cronbach’s-

alpha

1. EE activities 18 .835

2. English subtitle use 5 .788

3. Hungarian subtitle use 5 .858

4. In-school motivated learning behavior 4 .810

5. Extramural motivated language use 5 .788

6. Extramural learning beliefs 4 .818

7. In-school EFL learning beliefs 4 .896

8. Learners’ inclusion of EE interests into EFL lessons 5 .716

9.  Teachers’ inclusion of learners’ EE interests into EFL 

lessons

5 .744

10. Teachers’ willingness to map learners’ EE interests 5 .881

11. Ideal L2 self 5 .822

12. Ought-to L2 self 4 .758

13. Language learning experience 5 .820

14. Intercultural orientation 4 .780

15. Perceived importance of the English language 5 .791

16. Anxiety in the classroom 5 .889

17. Anxiety in extramural contexts 5 .868

18. WTC in the EFL classroom 5 .921

19. WTC in extramural contexts 5 .949

The reliability of the scales was relatively high and reached the .7 threshold 

indicated in the literature (Dörnyei–Taguchi 2010). The high reliability coef-

ficients of all scales made further statistical analysis possible, and no scales 

had to be left out from the analysis.

5.5.2 The different EE activities secondary school  

students pursue

As a second step, the frequency of engagement in the different EE activities 

was checked in order to see how often learners engage in different EE activities 

(see Table 12). 
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Table 12. Secondary school students’ frequency of engagement  

in the different EE activities

EE activities M SD

12. EE listening to music 4.83 .52

10. EE read posts on Instagram 4.23 1.27

6. EE reading websites 3.98 1.14

9. EE watching videobloggers on YouTube 3.91 1.31

1. EE watching series in English 3.88 1.22

16. EE watching TikTok videos 3.66 1.75

7. EE watching movies 3.52 1.22

18. EE reading news in English 3.27 1.45

2. EE watching tutorial videos 3.20 1.28

3. EE playing video games 3.16 1.69

13. EE reading posts on Facebook 3.14 1.60

8. EE reading blogs 2.93 1.44

5. EE reading Twitter posts 2.83 1.67

4. EE chatting with others 2.17 1.42

14. EE watching gamers on Twitch 2.08 1.53

11. EE reading books 2.01 1.26

15. EE reading magazines 1.87 1.20

17. EE reading newspapers 1.79 1.16

It becomes apparent from Table 12 that the most favored EE activities are 

listening to music in English, checking posts on Instagram, and using social 

media. The least favored EE activities are reading English-language books, 

magazines, and newspapers. This may be traced back to learners’ age-related 

reading habits and the fact that this generation tends to read traditional media 

less than previous generations. Participants’ previously analyzed language 

level differences could also be a reason for the low mean scores, i.e., it could 

be hypothesized that learners at B2 and C1 levels are more likely to read lengthy 

texts in English, but also that those who read more are also more likely to have 

a high level of English. In addition, if we take a closer look at the EE activities 

in Table 8, we can easily notice that there is a tendency for the EE activities at 

the bottom to be more time-consuming and require relatively more attention 

than the ones at the top; therefore, the usual time required for engaging in 

them decreases from top to bottom. In our fast-paced world, where we are 

surrounded by all kinds of smart devices, it is no surprise that secondary school 

students will primarily engage in and prefer activities that they can primarily 

do on their smartphones, and much more time-consuming activities will be 
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less frequently done. However, it is interesting why only a small number of 

students like chatting with others in English. One would assume that this is 

not a particularly time-consuming activity, and still, it is less favored by stu-

dents than some other activities. The reason behind this could be that chatting 

with others in an L2 requires a certain kind of openness, therefore, a certain 

type of personality too. 

In this section, it is investigated whether there are statistically significant 

differences between students’ responses based on the different background 

variables using independent samples t-tests. First, the gender differences in the 

frequency of engagement in EE activities are examined (Table 13). For space-sav-

ing reasons, only statistically significant differences are included in Table 13.

Table 13. Results of independent samples t-test investigating gender-related  

differences among participants concerning the frequency of EE engagement

EE activities
Boys (n=118) Girls (n=207)

t p d
M SD M SD

1. EE watching series 3.46 1.31 4.12 1.10 -4.61 <.001* .56

2. EE watching tutorial 

videos
3.52 1.25 3.02 1.28 3.38 .001*

.39

7. EE watching movies 3.15 1.26 3.73 1.14 -4.18 <.001* .48

14. EE watching gamers on 

Twitch
3.03 1.65 1.54 1.16 8.67 <.001* 1.10

16. EE watching TikTok 

videos
3.05 1.84 4.00 1.60 -4.68 <.001*

.56

3. EE playing video games 4.42 1.13 2.44 1.53 13.26 <.001* 1.41

8. EE reading blogs 2.65 1.42 3.09 1.43 -2.66 .008* .31

10. EE reading posts on 

Instagram
3.92 1.51 4.41 1.08 -3.14 .002*

.40

11. EE reading books 1.63 1.04 2.22 1.33 -4.18 <.001* .48

17. EE reading newspapers 1.60 1.13 1.90 1.17 -2.27 .024* .26

Note. Statistical significance level of t-tests: *p<.05

It becomes apparent from Table 13 that girls watch series and movies, and 

watch videos on TikTok significantly more often than boys. In addition, girls 

enjoy reading English-language blogs and following English-language Instagram 

posts. Also, in terms of English-language newspapers and books, girls pursue 

these EE activities significantly more frequently than boys. Of the statistical-

ly significant differences, boys achieved a higher average than girls in only two 

cases: playing English-language video games and watching streams related to 

video games (e.g., gameplays on Twitch, a streaming platform primarily focused 
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on gaming content). Thus, based on Table 13, it may be concluded that in terms 

of gender differences, the results of the study reflect the results of previous 

research (e.g., Grau 2009, Józsa–Imre 2013), i.e., there are statistically signif-

icant differences in what EE activities girls tend to perform and what activities 

are pursued by boys.

The second background variable was whether English was the first foreign 

language learned by students at school. From all the participants in Study Two, 

a total of 281 people learned English as their first foreign language, while 44 

people learned some other language as their first foreign language. Table 14 

summarizes the statistically significant differences in students’ responses. 

Table 14. Results of independent samples t-tests investigating the differences between 

students learning English as an L2 and students learning English as an L3

EE activities
L2 (n=281) L3 (n=44)

t p d
M SD M SD

9. EE watching  

videobloggers
3.96 1.30 3.54 1.28 1.99 .048* .32

14. EE watching gamers  

on Twitch
2.17 1.57 1.54 1.17 2.52 .003* .41

4. EE chatting with others 2.24 1.45 1.75 1.12 2.57 .012* .35

6. EE reading websites 4.04 1.13 3.59 1.15 2.44 .015* .40

11. EE reading books 2.08 1.28 1.54 1.02 2.62 .009* .42

18. EE reading news 3.34 1.43 2.82 1.53 2.25 .025* .36

Note. Statistical significance level of t-tests: *p<.05

It becomes clear from the table that in all cases where there is a statistical-

ly significant difference, students who learned English as their first foreign 

language engage in EE activities more frequently than students who had an-

other first foreign language before learning English as their second foreign 

language.

The third background variable was to measure how many participants had 

at least a B2 level foreign language exam certificate. The averages of students’ 

responses for the frequency of engagement in the different EE activities were 

compared using independent samples t-tests. Of all the participants, 86 had 

at least a B2 level foreign language exam certificate in English, while 239 did 

not have any foreign language exam certificates. These results are summarized 

in Table 15, in which it is visible that, similarly to the previous background 

variable, those who have at least a B2 level foreign language exam certificate 

pursue certain EE activities significantly more often than those not possessing 

such certificates. 
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Table 15. Results of independent samples t-tests investigating  

the differences between students having at least  

a B2 level English language exam certificate and students not having one

EE activities
Yes (n=86) No (n=239)

t p d
M SD M SD

6. EE reading websites 4.29 .92 3.87 1.19 3.38 .001* .38

11. EE reading books 2.30 1.28 1.90 1.24 2.55 .011* .32

13. EE reading posts on Facebook 3.65 1.49 2.96 1.59 3.51 .001* .44

18. EE reading news 3.60 1.31 3.15 1.48 2.48 .013* .31

Note. Statistical significance level of t-tests: *p<.05

It is also apparent from the table that participants with a foreign language 

exam certificate engage in relatively more time-consuming EE activities, such 

as browsing English-language websites, reading English-language books, read-

ing English-language posts on Facebook, and reading English-language news. 

This may be due to the fact that those having a B2 foreign language exam 

certificate will not only have a certificate, but it may also reflect a certain lev-

el of L2 proficiency, as these exams are carried out by external foreign language 

exam centers, i.e., authorities independent of the secondary school students 

attend, which aim to measure learners’ foreign language proficiency as objec-

tively as possible. From the data, it may be concluded that the B2 level foreign 

language exam requirement in Hungary may have a positive impact on learn-

ers’ English language proficiency, as learners are externally obliged to achieve 

a B2 level foreign language proficiency (cf. Novák–Fónai 2020).

Another background variable was also connected to foreign language exam 

certificates. This time it was measured whether participants had any C1 level 

foreign language exams. Consequently, statistically significant differences 

between students who have C1 level foreign language exam certificates and 

those who do not were sought. Of all the participants, only 23 students had 

C1 level foreign language exam certificates, and the other 302 students did not 

have such certificates. Similar to the B2 level foreign language exams, the same 

trends were identified; these are summarized in Table 16. 
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Table 16. Results of independent samples t-tests investigating  

the differences between students having a C1 level English language exam certificate 

and students not having one

EE activities
Yes (n=23) No (n=302)

t p d
M SD M SD

1. EE watching series 4.35 .77 3.84 1.24 2.87 .007* .42

9. EE watching videobloggers on 

YouTube

4.48 .84 3.86 1.33 3.19 .003*
.47

6. EE reading websites 4.74 .45 3.92 1.16 7.13 .001* .73

11. EE reading books 2.78 1.24 1.95 1.25 3.09 .002* .67

18. EE reading news 4.00 1.00 3.22 1.47 3.47 .002* .54

Note. Statistical significance level of t-tests: *p<.05

The data show that in the case of the five EE activities where statistically 

significant differences were found, students possessing a C1 level foreign lan-

guage exam engage in certain EE activities more frequently than students not 

having a C1 level foreign language exam. This suggests that the English language 

proficiency of these students, similar to participants possessing a B2 level 

certificate, may also be better than those of other students. This means that 

the language exam requirement may have a positive effect on foreign language 

skills emphasized by Novák and Fónai (2020), which may ultimately influence 

the frequency of engagement in EE activities in the Hungarian secondary school 

context as students may consciously wish to improve their EFL skills.

For the last two background variables, i.e., whether students participated 

in foreign language exchange programs in an anglophone or non-anglophone 

country, no statistically significant differences were identified. These seem to 

be less significant factors in how often students engage in EE activities. On the 

whole, in the case of the statistically significant differences presented earlier, 

it may be concluded that students who have a B2 or C1 level foreign language 

exam certificate and those whose first foreign language learned at school was 

English engage in EE activities more frequently than their peers. 

5.5.3 Categorizing students’ EE activities: factor analysis

As there were altogether 18 EE activities in the questionnaire, this would make 

further statistical analyses more difficult as besides these 18 activities, there 

were several other scales used in the study. In order to make further analyses 

easier, factor analysis was used to reduce the number of activities in the ques-

tionnaire to a relatively more manageable number of factors. The negative 

aspect of this procedure is the inevitable data loss that accompanies data 
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reduction; however, the positive aspect of it is that it creates a manageable 

number of factors. 

First the activities were divided into two sections: those involving reading 

and the rest of the activities made up the “miscellaneous” category. Once ac-

tivities were categorized, factor analysis (maximum likelihood with varimax 

rotation) was used to identify the different dimensions within the categories. 

Furthermore, varimax rotation was used in the analysis, and the rotated factor 

matrix was used in the analysis of the results without the small values (<.3) 

omitted from Tables 13 and 14, in which the factor structures are visually 

represented. In the second step of the analysis, scales were created from the 

factors in order to perform further analyses of the database and to explore 

possible relationships between the factors by correlation and regression anal-

ysis.

Half of the EE activities in the questionnaire (nine activities) were found to 

be related to reading, so as a first step, these nine statements were investi-

gated (see Table 17); factor analysis revealed that these EE activities load onto 

two dimensions. Consequently, Factor 1 was named “online reading” as all of 

the activities loading onto this dimension may be pursued online, and Factor 

2 was named “paper-based reading” as activities 15, 17, and 11 are tradition-

ally accessible in a printed format. 

Table 17. Results of factor analysis examining EE activities related to reading

EE activities
Factors

1 2

6. EE reading websites .741

18. EE reading news .677

8. EE reading blogs .659

5. EE reading Twitter posts .629

10. EE read posts on Instagram .612

13. EE reading posts on Facebook .542

15. EE reading magazines .846

17. EE reading newspapers .841

11. EE reading books .650

The rest of the EE activities (9 activities) were also subjected to factor 

analysis (maximum likelihood with varimax rotation), which revealed that 

these activities loaded onto a total of six different dimensions (see Table 18). 
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Table 18. Results of factor analysis examining the “Miscellaneous” EE category

EE activities Factors

1 2 3 4 5 6

7. EE watching movies .890

1. EE watching series .884

14. EE watching gamers on Twitch .888

3. EE playing video games .882

2. EE watching tutorial videos .933

9. EE watching videobloggers on 

YouTube

.621

4. EE chatting with others .965

12. EE listening to music .968

16. EE watching TikTok videos .963

The first dimension included English-language films and English-language 

series. It does make sense that those two activities fall into one category since 

they are more or less the same activity, the only difference between them being 

the fact that films are shorter, typically 1-2 hours, whereas film series consist 

of numerous episodes, each lasting for approximately 40-60 minutes. The 

second dimension included playing English-language video games, which is 

interestingly related to another EE activity, English-language (video) gameplays 

streamed or uploaded by video game players. At first glance, these two activ-

ities may seem separate, but on closer inspection, it is logical that they load 

onto one dimension, as a player who plays video games is likely to watch 

gameplays, too, and video game related streams because they are interested in 

video games in general. As a result, these two activities were grouped into one 

category. The third dimension was English-language videos on YouTube, which 

included tutorial videos and videos from video bloggers. As both types of 

videos are usually accessible via YouTube, they are clustered into one factor. 

The fourth dimension was chatting with others using the English language, a 

dimension in which only this activity can be found. The fifth dimension was 

listening to music in English; similarly to the previous dimension, this one 

also consisted of only one activity. Finally, the sixth and last dimension was 

watching English-language videos on TikTok, which is a popular social media 

video-sharing platform for smart devices.

Although factor analysis can provide insights into which EE activities relate 

to one another, we cannot obtain any information from the factor structures 

about how often respondents engage in the different EE activities. 
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Table 19. The final scales describing students’ frequency  

of engagement in EE activities

EE activities M SD

1. EE listening to music 4.83 .52

2. EE watching films and series 3.70 1.10

3. EE watching videos on TikTok 3.65 1.75

4. EE watching online videos (YouTube) 3.55 1.08

5. EE reading online 3.40 .98

6. EE video games 2.62 1.45

7. EE chatting online 2.17 1.42

8. EE paper-based reading 1.89 .98

Therefore, scales were created from the factors, the descriptive statistical 

results of which are summarized in Table 19. The subsequent statistical anal-

yses will be carried out using these scales.

5.5.4 Students’ subtitle use habits

As far as participants’ English and Hungarian subtitle use habits are concerned, 

participants seem to have an overall positive attitude towards the use of sub-

titles and typically prefer English subtitles over Hungarian subtitles. This was 

also tested and confirmed using a paired samples t-test (Table 20).

Table 20. Results of paired samples t-tests investigating students’ English  

and Hungarian subtitles use habits

Scales M SD t p d

English subtitle use 3.78 .96
7.45 <.001* .41

Hungarian subtitle use 3.25 1.10

Note. Statistical significance level of t-tests: *p<.05

The results of the test show that there is a statistically significant difference 

between the averages of responses of participants, i.e., students are significant-

ly more likely to use English subtitles than Hungarian subtitles. The positive 

attitude of students towards the use of subtitles is certainly of benefit when 

trying to acquire L2 linguistic elements from audio-visual content, as the use 

of subtitles has many advantages; among other things, they reduce the cogni-

tive burden caused by foreign language content, i.e., both the use of subtitles 

in the students’ mother tongue (interlingual subtitles) and target-language 
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subtitles (intralingual subtitles) help viewers with comprehension ( Baranowska 

2020). Moreover, the use of subtitles in a foreign language also contributes 

greatly to L2 vocabulary acquisition (Guichon–McLornan 2008, Markham et 

al. 2001, Montero Perez et al. 2014, Winke et al. 2010), but there is no consen-

sus whether intralingual or interlingual subtitles are more useful. However, it 

is beyond doubt that captions draw learners’ attention to the new vocabulary 

elements, thus also creating a kind of (L2) linguistic awareness in the students 

(cf. noticing emphasized by Schmidt 1993, 1995, 2001).

5.5.5 Students’ beliefs on in-class EFL learning and extramural EFL use

Learning perceptions related to in-school and extramural environments as 

well as learners’ in-school motivated learning behavior and extramural moti-

vated language use, were also compared using paired samples t-tests, and the 

results of these tests are reported in Table 21.

Table 21. Results of paired samples t-tests investigating students’ in-school  

and extramural learning perceptions  

and students’ in-school and extramural motivated learning behavior

Scales M SD t p d

In-school learning beliefs 3.45 1.01
-22.55 <.001* 1.25

Extramural learning beliefs 4.73 .50

In-school motivated learning behavior 3.26 .96
-14.39 <.001* .80

Extramural motivated language use 4.09 .81

Note. Statistical significance level of t-tests: *p<.05

In both cases, statistically significant differences were found between stu-

dents’ perceptions of in-school and extramural English language learning. 

Students seem to perceive that extramural learning adds more to their English 

language knowledge. They also seem to be more motivated to learn English 

when it comes to extramural learning contexts. These results confirm the 

results obtained by Lajtai (2020), who also found that secondary school students 

are more motivated to learn English in an extramural environment than at 

school. The findings of this study, along with the findings of the study carried 

out by Lajtai (2020), may provide answers to the discrepancy found in the study 

carried out by Öveges and Csizér (2018), a study in which Öveges and Csizér 

(2018) found that in the Hungarian secondary school context, students’ L2 

learning motivation perceived by EFL teachers is much lower than the actual 

L2 learning motivation reported by students. This high self-reported L2 



• 105 •

Study Two

learning motivation of learners suggests that they realize the importance of 

the English language, thus, the importance of EFL learning, but they are sim-

ply not necessarily motivated to put much effort into in-school EFL learning 

because these lessons may be less interesting and entertaining than engaging 

in EE activities. Of course, this does not mean that school-based or institu-

tional education is ineffective; these data only reflect students’ own perceptions 

about in-school EFL lessons.

Participants were also asked whether EE activities are involved and in-

corporated into EFL lessons at school, the results of which are presented in 

Table 22.

Table 22. The mean scores and standard deviations of the scales measuring  

the incorporation of EE activities in EFL lessons

Scales M SD

EFL learners’ willingness to include their own extramural English 

interests into EFL lessons

3.52 .85

EFL teachers’ willingness to include learners’ EE interests into EFL 

lessons

2.79 .95

EFL teachers’ willingness to map learners’ EE interests 2.25 1.04

Based on the participating student’s perceptions, the results show that 

students try to involve their own EE interests in EFL lessons at school. On the 

other hand, EFL teachers do not seem to incorporate students’ EE interests 

into EFL lessons regularly and do not necessarily attempt to map students’ EE 

activities. Consequently, it may be concluded that although there would be a 

need for students to include their own EE activities in EFL lessons at school, 

EFL teachers may be less open towards this. Yet, it is important to emphasize 

that these are just secondary school students’ perceptions, and in order to get 

a more sophisticated picture, it is also important to investigate EFL teachers’ 

perceptions about how often they think they try to map students’ EE activities 

and how often EE activities are involved in EFL lessons (cf. Study Three).

5.5.6 Individual learner differences

In the second half of the presentation of the results of Study Two, the aver-

ages of the scales measuring individual L2 learner differences are presented. 

First, L2 learning motivation and its related scales are introduced; this is fol-

lowed by the description of the scales measuring L2 anxiety and L2 willingness 

to communicate. 
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5.5.6.1 L2 learning motivation and its related concepts

The means and standard deviations of the scales related to L2 learning motiva-

tion are presented in this section. The means and standard deviations in Table 

23 show that students are aware of the importance of the English language 

globally (M=4.46, SD=.67), which confirms the results of previous research 

(Csizér–Lukács 2010, Crystal 2003, De Wilde et al. 2019, Djigunovic 2018, 

Sauer–Ellis 2019, Sayer–Ban 2014, Sundqvist–Sylvén 2014, Sylvén–Sundqvist 

2012). 

Table 23. The mean scores and standard deviations  

of the scales measuring L2 learning motivation and its closely related concepts

Scales M SD

Perceived importance of the English language 4.46 .67

Intercultural orientation 4.20 .76

Ideal L2 self 4.10 .81

Language learning experience 3.73 .95

Ought-to L2 self 2.75 .87

Besides, participants are also open to using English as a lingua franca 

(M=4.20, SD=.76) when communicating with others having a different L1 than 

Hungarian. These results are also in line with the results of previous research 

that intercultural orientation and the knowledge of a particular L2 may enable 

a learner to make new connections and friends, which is a motivating factor 

for learning the given L2 (Csizér–Kormos 2009, Clément–Kruidenier 1983, 

Root 1999, Young 1994). Intercultural orientation is also important as in cer-

tain L2 learning contexts, such as the Hungarian context, learners have very 

little opportunity for direct contact with the given target language, so they can 

access it through indirect intercultural contact (e.g., talking to others using 

English) as well as L2 media content, such as films, music, etc. (Csizér–Dörnyei 

2005, Csizér–Kormos 2009, Kormos–Csizér 2007). Therefore, the role of EE 

activities and intercultural orientation and openness, in general, is increas-

ingly important and useful in EFL learning (Sundqvist–Sylvén 2016).

As for the components of Dörnyei’s (2005) Motivational Self System, the 

average of the participants’ responses in the case of the Ideal L2 Self is high 

(M=4.10, SD=.76), which means that participants attribute an important role 

to the English language in their own future. In contrast, the lower average 

(M=2.75, SD=.87) for the Ought-to L2 Self indicates that participants do not 

consider EFL learning important because of their teachers, parents, or other 

external expectations. As the Ideal L2 Self is more internalized than the 
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Ought-to L2 Self, it may be concluded that some students may watch a lot of 

English language movies and film series on Netflix, for instance, or spend much 

time playing English language video games while communicating with others 

online using the English language. This could ultimately contribute to their 

Ideal L2 Self rather than their Ought-to L2 Self, as students may successfully 

comprehend the English language content they consume but may feel less 

motivated to study and to prepare for in-class EFL tests as at that point, they 

may not realize the benefits of learning the school content, either. Interesting-

ly, in the case of language learning experiences (i.e., school-based EFL lessons), 

the average of responses (M=3.73, SD=.95) is relatively close to the average of 

the Ideal L2 Self (M=4.10, SD=.81). As a result, EFL lessons may be perceived 

more positively than negatively by students; however, even though students 

may mostly enjoy EFL lessons, this is not necessarily the case with external 

requirements, such as weekly tests and exams, set by their EFL teachers, which 

could explain the difference between the averages of language learning expe-

riences and the Ought-to L2 Self.

5.5.6.2 Anxiety and WTC

The last two individual variables were L2 anxiety and L2 willingness to com-

municate. As for these two individual learner differences, in-school and extra-

mural L2 anxiety were first compared using a paired samples t-test; however, 

no statistically significant difference between the two was found (Table 24).

Table 24. Results of paired samples t-tests comparing in-school  

and extramural anxiety and WTC

Scales M SD t p d

Anxiety in the EFL classroom 2.52 1.23
1.13 .259 .06

Anxiety in extramural contexts 2.57 1.14

WTC in the EFL classroom 3.51 1.07
6.81 <.001* .38

WTC in extramural contexts 3.86 1.00

Note. Statistical significance level of t-tests: *p<.05

What is more, L2 anxiety in extramural contexts is slightly higher than 

in-school L2 anxiety, but the difference between them may be considered only 

marginal as there is no statistically significant difference identified between 

them. This suggests that learners, in general, do not have a high L2 anxiety 

level, which may be the result of frequent (online) encounters with other 

speakers of English, which can ultimately lead to more self-confidence and a 

lower level of L2 anxiety (Clément et al. 1994, Kormos–Csizér 2007). As for 
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L2 willingness to communicate, a statistically significant difference was found 

between in-school and extramural L2 willingness to communicate (Table 24). 

It appears that participants are more willing to communicate in English in 

extramural contexts, such as purchasing tickets at museums and ordering food 

in a restaurant, which is in line with the findings of previous research (Piniel–

Albert 2018). This can be traced back to the fact that while students are assessed 

and evaluated at school, their L2 errors and mistakes are corrected, i.e., they 

are present there as language learners and they may not really wish to com-

municate more than necessary. In contrast, when engaging in EE activities, 

where successful communication or even financial matters (e.g., the price of a 

souvenir when bargaining) are at stake, students are present as language users 

and may feel more motivated to communicate and use English. This resonates 

well with the notions of functional practice (Bialystok 1981) and language-as-so-

cial-practice (Barton–Potts 2013) found in the literature.

Even though several statistically significant differences were found between 

the scales measuring individual differences in in-school and extramural con-

texts, it is also important to examine the relationships between the different 

scales. Therefore, in the next section, correlation analyses between the scales 

and then regression analyses were run to examine causative relationships 

among scales.

5.5.7 Correlations among scales

In this section, statistically significant correlations among scales are pre-

sented (see Table 25). As for the strength of the relationship between variables, 

the correlation coefficient may be between -1 and +1. Positive correlation coef-

ficients refer to a direct relationship between variables; therefore, if the value 

of one variable increases, so does the value of the other variable. Negative 

correlation, however, refers to an inverse relationship, i.e., as one variable’s 

value increases, the other variable’s value decreases (Dörnyei 2007). Based on 

the literature (Hinkle et al. 2003), if the correlation coefficient is between .00 

and 0.30 (-.30), there is only a negligible positive (or negative) correlation; 

between .31 (-.31) and .50 (-.50), there is a low positive (negative) correlation; 

between .51 (-.51) and .70 (-.70), there is a moderate positive (negative) correla-

tion; and between .71 (-.71) and 1.00 (-1.00), there is high positive (negative) 

correlation.

First, the different EE activities (altogether eight activities) were correlated 

with one another. It can be seen from Table 25 that there are a number of 

significant correlations among EE activities, yet most can be found between 

online reading and other activities. It is not surprising, however, that there is 

a moderate correlation between online reading and paper-based reading (.55), 
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for instance, as the two activities are really similar in nature, i.e., they both 

involve reading. Surprisingly, video games correlate with only a few other EE 

activities, and even where correlation can be detected, the values are very low. 

A possible explanation for this could lie in the fact that video games are one 

of the most complex EE activities: it involves reading, writing, speaking, i.e., 

communicating with others, interactions, etc.; therefore, it is not surprising 

that such an activity behaves a little differently than other, somewhat less 

complex, EE activities. This could be further investigated in the future, both 

qualitatively and quantitatively.
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As a second step, different individual learner differences were examined. 

In terms of willingness to communicate, there were several statistically sig-

nificant correlations identified between extramural as well as in-class willing-

ness to communicate and many other variables. In the case of extramural 

WTC, relationships were identified between this variable and in-school WTC 

(.59), extramural anxiety (-.54), in-school anxiety (-.46), extramural motivated 

language use (.69), extramural learning beliefs (.40), English subtitle use (.39), 

the perceived importance of the English language (.41), intercultural orienta-

tion (.73), the Ideal L2 Self (.59) and the inclusion of own EE interests into EFL 

lessons at school. As for in-school WTC, significant correlations were identi-

fied with extramural WTC (.59), in-school anxiety (-.68), extramural anxiety 

(-.50), extramural motivated language use (.54), English subtitle use (.37), in-

tercultural orientation (.50), Language Learning Experience (.43) and the 

Ideal L2 Self (.51). These results are partly in line with the results of previous 

research, as results of this study also show that WTC in both the in-school 

and extramural contexts negatively correlate with anxiety, i.e., less anxious 

learner are more willing to communicate in English (Chu 2008, MacIntyre 

1999, MacIntyre et al. 1999, Sallinen-Kuparinen et al. 1991, Yildiz–Piniel 2020). 

Intercultural orientation may be another important predictor of WTC. If 

learners are interested in making new connections and finding friends with 

whom they can speak English, they are more likely to be open for communi-

cation in English than learners who do not wish to make such connections. 

The high values for the Ideal L2 Self (.51) and Language Learning Experience 

(.43) also mean that the more motivated a learner is, the more likely it is that 

they are willing to make utterances in English, findings which are in line with 

the results of previous research (Hashimoto 2002, MacIntyre et al. 2001, Peng 

2007, Peng–Woodrow 2010, Yashima 2002). As for the relationship between 

extramural WTC and extramural motivated language use (.54), it seems that 

the more motivated a learner is in an extramural context, the more likely it is 

that they are willing to communicate using the English language (Horowitz 

2019, Reinders–Wattana 2014, Reinders–Wattana 2015).

As far as anxiety is concerned, statistically significant relationships were 

found between extramural anxiety and extramural (-.54) and in-school (-.50) 

WTC, extramural motivated language use (-.48), intercultural orientation (-.43) 

and the Ideal L2 Self (-.34). In the case of in-school anxiety, statistically sig-

nificant correlations were identified between in-school anxiety and extramu-

ral (-.46) and in-school (-.68) WTC, extramural anxiety (.75), extramural 

motivated language use (-.43), intercultural orientation (-.38) and the Ideal L2 

Self (-.33). These results are in line with previous research, which shows that 

anxiety negatively correlates with both motivation (Csizér–Piniel 2016, Gard-

ner et al. 1997, Kormos–Dörnyei 2004, Papi 2010, Piniel–Albert 2018) and 
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WTC (Chu 2008, MacIntyre 1999, MacIntyre et al. 1999, Sallinen-Kuparinen 

et al. 1991, Yildiz–Piniel 2020).

From the three components of Dörnyei’s (2005) Motivational Self System, 

the Ideal L2 Self is found to be correlating with extramural (.59) and in-school 

(.51) WTC, extramural (-.34) and in-school (-.33) anxiety, extramural moti-

vated language use (.69), extramural learning beliefs (.52), English subtitle use 

(.45), the perceived importance of English (.51), intercultural orientation (.65) 

and the Language Learning Experiences (.35) of learners. The Ought-To L2 self 

is found to be correlating with the perceived importance of the English language 

(.25). Finally, Language Learning Experience correlates with in-school anxiety 

(.43), in-school motivated learning behavior (.61), the perceived importance of 

English (.38), intercultural orientation (.39) and the Ideal L2 Self (.35). The 

results are in line with the findings of previous research that learners are aware 

of the global importance of the English language (Csizér–Lukács 2010) and 

that the ideal self is the strongest predictor of in-school motivated learning 

behavior (Csizér–Kormos 2009). Furthermore, as the Ought-To L2 Self did not 

correlate with many other variables, it may be concluded that, in line with the 

results of previous research, it plays a less significant role in the motivation of 

participants (Busse–Williams 2010, Csizér–Lukács 2010, Eid 2008, Lamb 2012, 

Kormos et al. 2011). In addition, similarly to the results of previous research 

showing that learners’ L2 learning experience is strongly connected to moti-

vated language learning behavior, the results of this study also found that 

in-school motivated language learning behavior strongly correlates with the 

language learning experience component of the Motivational Self System 

(Csizér–Kormos 2009, Islam et al. 2013, Kormos–Csizér 2008, Lamb 2012, 

Papi 2010, Papi–Teimouri 2012, Taguchi et al. 2009). 

5.5.8 The impact of EE activities on the different individual learner 

differences

In this section, it is investigated whether the different EE activities (inde-

pendent variables) have an impact on the different individual learner differ-

ences (dependent variables), such as L2 learning motivation and its related 

concepts, L2 anxiety, and L2 willingness to communicate. Finally, the poten-

tial impacts of the different individual differences (independent variables) on 

in-school motivated English language learning behavior and extramural mo-

tivated English language use (dependent variable) are also investigated. 
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5.5.8.1 Learners’ willingness to incorporate  

their EE interests into EFL lessons

Results of the regression analysis uncovered four latent dimensions explaining 

40% of students’ willingness to include their own EE interests in EFL lessons 

at school (see Table 26). Four EE activities turned out to be significant predic-

tors of the extent to which learners involve what they have learned from EE 

activities in EFL lessons at the p<.05 level of significance.

Table 26. Results of regression analysis regarding learners’ willingness  

to include their EE interests in EFL lessons

EE activities B SE B β t

EE reading online .31 .04 .36* 7.24

EE video games .21 .03 .36* 8.30

EE watching films and series .11 .04 .14* 2.85

EE listening to music .17 .07 .10* 2.27

R2 .40

F for change in R2 53.340

Note. B stands for regression coefficient. *p<.05

SE B – standard error associated with the coefficient

β – standardized coefficient

R2 – stands for the proportion of variance in the dependent variable explained by the 

independent variables

A total of four activities determine 40% of how often and how willingly 

students incorporate L2 elements they have acquired from various EE interests 

into school-based EFL lessons. Reading online content in English (e.g., news, 

websites, etc.) as well as playing English-language video games seem to be the 

most significant factors in determining to what extent participants are willing 

to include English-language lexical items and expressions learned from EE in 

EFL lessons. In the case of English-language films and series, as well as music, 

the standardized coefficient is less than half of that of playing video games, 

which may be explained by the fact that in the case of music, for instance, 

songs, especially pop songs, use really simple language (Murphy 1992, Pavia 

et al. 2019). As a result, lexical coverage of such songs is also relatively low, i.e., 

these songs contain basic vocabulary items, so the words students could learn 

from them are already encountered at earlier stages of the L2 learning process; 

therefore, at higher levels, songs may be less efficient ways of improving WTC 

than other EE activities. 
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5.5.8.2 Beliefs about in-school and extramural learning

The results of the regression analysis revealed that none of the EE activities 

explain in-school learning beliefs, which may be elucidated by the authentic-

ity gap underlined by Henry (2013), as EE activities by nature occur outside 

the walls of an EFL classroom; therefore, they may not have an impact on EFL 

students’ in-school learning beliefs. On the other hand, the results also showed 

that three EE activities explain 28% of participants’ extramural learning beliefs 

(see Table 27). The three EE activities turned out to be significant predictors 

of extramural learning beliefs at the p<.05 level of significance. 

Table 27. Results of regression analysis regarding extramural learning beliefs

EE activities B SE B β t

EE reading online .16 .03 .35* 5.86

EE listening to music .25 .05 .26* 5.19

EE watching film series .07 .02 .15* 2.80

R2 .28

F for change in R2 43.634

Note. B stands for regression coefficient. *p<.05

SE B – standard error associated with the coefficient

β – standardized coefficient

R2 – stands for the proportion of variance in the dependent variable explained by the 

independent variables

5.5.8.3 Motivation and its predictors

This section discusses the impact of EE activities on the three components of 

Dörnyei’s (2005) L2 Motivational Self System, i.e., the Ideal L2 Self, the Ought-

To L2 Self, and the Language Learning Experience. Additionally, the impact 

of EE activities on closely related predictors of L2 learning motivation, name-

ly intercultural orientation and the perceived importance of the English language 

are also investigated. The impact of EE activities on these variables are exam-

ined through regression analyses. First, the results pertaining to the Ideal L2 

Self are presented. 

The results of regression analysis revealed four EE activities explaining 35% 

of participants’ Ideal L2 Self at the p<.05 level of significance (see Table 28). 
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Table 28. Results of regression analysis regarding the Ideal L2 Self

EE activities B SE B β t

EE watching series .22 .04 .30* 5.94

EE reading online .15 .05 .18* 2.97

EE paper-based reading .15 .05 .18* 3.31

EE watching online videos on YouTube .10 .04 .13* 2.50

R2 .35

F for change in R2 43.975

Note. B stands for regression coefficient. *p<.05
SE B – standard error associated with the coefficient
β – standardized coefficient
R2 – stands for the proportion of variance in the dependent variable explained by the 
independent variables

As the data in Table 28 show, watching English-language films and series, as 

well as reading English-language content (both online and paper-based), affects 

participants’ Ideal L2 Self. In addition, YouTube videos also have an impact on this 

motivational component. These results are also in line with the results of  Józsa and 

Imre (2013), Lajtai (2020), confirming that certain EE activities do indeed influ-

ence the L2 learning motivation of Hungarian secondary school students. 

In the case of the Ought-To L2 Self, the results of the regression analysis 

revealed that only YouTube videos affect this component of the Motivational 

Self System at the p<.05 level of significance (see Table 29). However, this 

particular EE activity explains only 1% of the Ought-To L2 Self; therefore, it 

may be concluded that EE activities do not explain participants’ Ought-To L2 

Self at all. These results are in line with the findings of previous research 

showing that the Ought-To L2 Self has a lower impact on the L2 learning pro-

cess than the Ideal L2 Self (Busse–Williams 2010, Dörnyei et al. 2006, Eid 

2008, Kormos–Csizér 2008, Kormos et al. 2011, Lamb 2012). What is more, 

Kormos and Csizér (2008) had the very same results, i.e., the Ideal L2 Self 

played a significant role in the motivation of Hungarian EFL learners, while 

the effect of the Ought-to L2 Self could not be identified in their research. 
 

Table 29. Results of regression analysis regarding the Ought-To L2 Self

EE activities B SE B β t

EE watching online videos on YouTube .10 .04 .12* 2.25

R2 .01

F for change in R2 5.080

Note. B stands for regression coefficient. *p<.05
SE B – standard error associated with the coefficient
β – standardized coefficient
R2 – stands for the proportion of variance in the dependent variable explained by the 
independent variables
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As for the last component of the Motivational Self System, the results of 

the regression analysis uncovered that the Language Learning Experience can 

be explained by two EE activities (see Table 30). These two EE activities, name-

ly English-language films and series as well as English-language music, turned 

out to be significant predictors of this motivational component at the p<.05 

level of significance but explain only 5% of it.

Table 30. Results of regression analysis regarding the Language Learning Experience

EE activities B SE B β t

EE watching films and series .14 .05 .16* 2.89

EE listening to music .24 .10 .13* 2.41

R2 .05

F for change in R2 8.767

Note. B stands for regression coefficient. *p<.05
SE B – standard error associated with the coefficient
β – standardized coefficient
R2 – stands for the proportion of variance in the dependent variable explained by the 
independent variables

These two EE activities, albeit to a marginal extent, could explain the Lan-

guage Learning Experience component because, as the literature points out, 

videos and films have been part of foreign language education for decades 

(Degrave 2019); therefore, students may be more used to engaging in these 

activities in an EFL lesson, too.

The results in this study concerning two of the three components of the 

Motivational Self System, the Ideal L2 Self, and the Ought-To L2 Self are in 

line with the findings of previous research in both the international and Hun-

garian contexts (Csizér–Kormos 2009, Islam et al. 2013, Kormos–Csizér 2008, 

Lamb 2012, Papi 2010, Papi–Teimouri 2012, Taguchi et al. 2009). The Ideal L2 

Self is a significant predictor, while the Ought-To L2 Self is of much less sig-

nificance when describing EFL learners’ L2 learning motivation. However, in 

the case of the Language Learning Experience, the results of the current study 

do not support previous results reported in the literature. Contrary to the 

previous findings reporting that the Language Learning Experience is also a 

significant predictor of L2 learning motivation, the impact of EE activities on 

this component of L2 learning motivation is marginal and negligible. It has to 

be underlined, however, that previous research did not investigate the impact 

of EE activities on this motivational component; additionally, the marginal 

role of the Language Learning Experience (i.e., attitude to in-class EFL lessons) 

can be simply explained by the fact that EE activities are leisure-time activities 

and are not pursued by students at school. Therefore, it is no surprise that they 

do not have a considerable impact on students’ attitudes toward EFL lessons.
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Dörnyei (2019: 24) recently made an attempt to reconceptualize the Language 

Learning Experience component of the L2 Motivational Self System, which 

involved the aspect of “active participation and involvement” of learners in 

certain behaviors. However, Csizér and Dörnyei (2019) also reconceptualized 

the Language Learning Experience again and added EE activities to the defi-

nition as they play a significant role in describing learners’ L2 learning moti-

vation. More recently, Mercer and Dörnyei (2020) have also considered student 

engagement in the learning process as an important prerequisite for motivat-

ed learning behavior. These changes in the definition were required, as other-

wise, the original concept of Language Learning Experience could not have 

been completely applicable in the context of the current research project, yet 

further research may be required to investigate how EE activities could be 

incorporated into the concept of Language Learning Experience in order to 

better capture the essence of the concept. 

Regarding the further closely-related variables affecting motivation are 

concerned, the regression analysis results uncovered that intercultural orien-

tation can be explained by five EE activities (see Table 31). 

Table 31. Results of regression analysis regarding intercultural orientation

EE activities B SE B β t

EE reading online .18 .05 .23* 3.47

EE paper-based reading .09 .05 .12* 1.96

EE watching online videos on YouTube .10 .04 .14* 2.62

EE chatting with others .07 .03 .13* 2.34

EE watching films and series .08 .04 .12* 2.29

R2 .29

F for change in R2 25.800

Note. B stands for regression coefficient. *p<.05

SE B – standard error associated with the coefficient

β – standardized coefficient

R2 – stands for the proportion of variance in the dependent variable explained 

by the independent variables

These five EE activities turned out to be significant predictors of intercul-

tural orientation at the p<.05 level of significance, explaining 29% of it.

In the case of intercultural orientation, of the five EE activities, YouTube, 

chatting, and watching films and series may also be of particular interest 

because, as Kormos and Csizér (2007) point out, Hungary being a predomi-

nantly monolingual country, the most common type of contact with the target 
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language and culture does not occur in person but through the Internet and 

media. As a result, indirect contact with the target-language culture may be 

achieved through engagement in EE activities. In addition, through reading, 

be it online or paper-based, students also have the opportunity to gain access 

to the target-language culture by consuming recent news or reading novels 

and short stories in English. Therefore, it may be concluded that intercultural 

orientation may be affected by engagement in EE activities. 

Finally, the impact of EE activities on participants’ perceptions of the im-

portance of the English language was also examined through regression anal-

ysis. The results show that the importance of the English language variable 

may be explained by two EE activities, and these two activities have an explan-

atory power of 16% at the p<.05 level of significance (see Table 32).

Table 32. Results of regression analysis regarding the perceived importance  

of the English language

EE activities B SE B β t

EE reading online .21 .04 .31* 5.88

EE listening to music .22 .07 .17* 3.22

R2 .16

F for change in R2 30.876

Note. B stands for regression coefficient. *p<.05

SE B – standard error associated with the coefficient

β – standardized coefficient

R2 – stands for the proportion of variance in the dependent variable explained by the 

independent variables

Regarding the importance of the English language, it may be concluded that 

reading online and listening to music have an impact on participants’ percep-

tions of the global importance of the English language. Online reading, i.e., 

the consumption of news and content in general, may provide students with 

the impression that the English language is an important language, as a great 

deal of content is either available exclusively in English or for a relatively long 

time in English only; only later, if at all, are these materials translated into 

Hungarian. In the case of music, it also speaks for itself that most internation-

ally popular songs are in English. This demonstrates the global dominance 

and status of the English language, which Crystal (2003) already pointed out 

in the early 2000s and which Csizér and Lukács (2010) also emphasize. 
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5.5.8.4 In-school motivated English language learning behavior  

and extramural motivated language use

When examining in-school motivated English language learning behavior, the 

results of the regression analysis revealed that four EE activities explain 14% 

of participants’ in-school motivated English language learning behavior (see 

Table 33). Altogether the four EE activities turned out to be significant predic-

tors of in-school motivated English language learning behavior at the p<.05 

level of significance.

Table 33. Results of regression analysis regarding in-school motivated language 

learning behavior

EE activities B SE B β t

EE chatting with others .11 .04 .16* 2.85

EE listening to music .26 .10 .14* 2.45

EE watching online videos on YouTube -.15 .05 -.17* -2.96

EE watching films and series .11 .05 .13* 2.32

R2 .14

F for change in R2 8.385

Note. B stands for regression coefficient. *p<.05

SE B – standard error associated with the coefficient

β – standardized coefficient

R2 – stands for the proportion of variance in the dependent variable explained by the 

independent variables

The four EE activities shaping in-school motivated English language learn-

ing behavior are chatting, listening to music, watching YouTube videos, and 

watching films and series in English. Music and films have been a part of 

foreign language education for several decades (Degrave 2019); as for writing, 

certain genres, such as letters and emails, are also parts of EFL lessons, so 

these activities are familiar for students in EFL lesson-based learning contexts, 

too. In contrast, YouTube videos have a negative impact on in-school motivat-

ed L2 learning behavior, meaning the more videos students watch on YouTube, 

the less motivated they are in class. This may be explained by the fact that, as 

opposed to films and series, YouTube videos feature several native and non-na-

tive speakers of the English language; therefore, students may encounter all 

sorts of different native (e.g., Australian, South African, etc.) and non-native 

varieties (e.g., Germans or Italians speaking English with their distinctive 

accent) of the English language. As a result, as Buck (2001) points out, language 

learners who only learn standard varieties of English from textbooks 



• 121 •

Study Two

typically have difficulties understanding other native, let alone non-native 

varieties of English as they are not used to them.

As for extramural motivated English language learning behavior, the results 

of the regression analysis uncovered that five out of the eight EE activities 

explain 42% of the extramural motivated English language learning behavior 

of the participants of this research project at the p<.05 level of significance 

(see Table 34).

Table 34. Results of regression analysis regarding  

extramural motivated language use

EE activities B SE B β t

EE reading (online) .21 .04 .25* 4.70

EE watching films and series .22 .03 .31* 6.43

EE chatting with others .11 .03 .19* 4.05

EE video games .07 .02 .13* 3.10

EE listening to music .20 .07 .13* 2.89

R2 .42

F for change in R2 47.174

Note. B stands for regression coefficient. *p<.05

SE B – standard error associated with the coefficient

β – standardized coefficient

R2 – stands for the proportion of variance in the dependent variable explained by the 

independent variables

As explained above, these EE activities only marginally determine classroom 

motivation but seem to contribute much more to extramural motivated lan-

guage use. These results are consistent with the results of Lajtai (2020). As for 

the benefits of EE, it may be concluded that the main benefit of these activities 

is the fact that they motivate language learners to learn English and provide 

them with exposure to L2 input, learners obtain opportunities for EFL learn-

ing while using it at the same time (cf. Bialystok 1981).

5.5.8.5 In-school and extramural anxiety

In the case of in-school L2 speaking anxiety, the results of the regression 

analysis uncovered that three out of the eight EE activities explain 14% of the 

L2 speaking anxiety experienced by learners in EFL lessons at school, and these 

EE activities proved to be significant predictors of anxiety at the p<.05 level of 

significance (see Table 35). 
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Table 35. Results of regression analysis regarding in-school anxiety

EE activities B SE B β t

EE watching online videos on YouTube -.26 .06 -.22* -4.20

EE chatting with others -.22 .05 -.25* -4.59

EE watching videos on TikTok .13 .04 .19* 3.56

R2 .14

F for change in R2 17.056

Note. B stands for regression coefficient. *p<.05

SE B – standard error associated with the coefficient

β – standardized coefficient

R2 – stands for the proportion of variance in the dependent variable explained by the 

independent variables

Two of the activities, YouTube videos and chatting, negatively correlate with 

in-school anxiety, which means the more learners chat or consume YouTube 

content, the less anxious they are in EFL classes. In contrast, TikTok positive-

ly correlates with in-school anxiety, meaning those who consume more TikTok 

content are more anxious in EFL classes. A possible explanation may be that 

TikTok is a more solitary activity and is less interactive than other social me-

dia platforms, such as Facebook or Instagram. As Bhandari and Bimo (2020: 

n.p.) point out, in the case of TikTok, “the crux of interaction is not between 

users and their social network, but between a user and what we call an ‘algo-

rithmized’ version of self.” Opening TikTok results in being presented with a 

stream of videos compiled by an algorithm, and no communication is necessary 

between the user and the content provider. This kind of interaction is com-

pletely different from EFL classroom interactions, as in classes, students have 

to interact with both the teacher and their peers. 

Table 36. Results of regression analysis regarding extramural anxiety

EE activities B SE B β t

EE chatting with others -.17 .05 -.21* -3.59

EE watching online videos on YouTube -.16 .06 -.15* -2.69

EE watching videos on TikTok .08 .03 .13* 2.42

EE paper-based reading -.15 .07 -.13* -2.16

R2 .13

F for change in R2 11.569

Note. B stands for regression coefficient. *p<.05

SE B – standard error associated with the coefficient

β – standardized coefficient

R2 – stands for the proportion of variance in the dependent variable explained by the 

independent variables
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In the case of extramural speaking anxiety, the results of the regression 

analysis revealed that altogether four EE activities explain 13% of the L2 speak-

ing anxiety experienced by learners outside the EFL classroom. All four activ-

ities proved to be a significant predictor of anxiety at the p<.05 level of signif-

icance (see Table 36). 

Similar to classroom anxiety, in terms of extramural anxiety, chatting and 

watching videos on YouTube as well as reading paper-based content were found 

to have a negative impact on anxiety, meaning that the more someone engag-

es in these activities, the less anxious they are in an extramural environment 

when they have to speak English. In the case of TikTok, similar to in-school 

anxiety, a positive correlation was identified, which means that the more Tik-

Tok content someone consumes, the more anxious they are when they have to 

speak English outside of school. Here, too, an explanation for this could be the 

fact that TikTok is more of a lonely activity and that those who do not create 

content on TikTok but only consume it are more likely to be more introverted 

individuals (Bhandari–Bimo 2020).

5.5.8.6 In-school and extramural willingness to communicate

It was also investigated whether EE activities have an impact on in-class WTC 

through regression analysis. The results of the analysis show that altogether 

four EE activities explain 20% of in-class WTC. These activities proved to be 

a significant predictor of in-class WTC at the p<.05 level of significance (see 

Table 37). 

Table 37. Results of regression analysis regarding in-class WTC

EE activities B SE B β t

EE paper-based reading .19 .06 .17* 2.93

EE chatting with others .15 .04 .20* 3.57

EE watching films and series .18 .05 .19* 3.45

EE video games .10 .04 .14* 2.79

R2 .20

F for change in R2 20.057

Note. B stands for regression coefficient. *p<.05

SE B – standard error associated with the coefficient

β – standardized coefficient

R2 – stands for the proportion of variance in the dependent variable explained by the 

independent variables
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Furthermore, the impact of EE activities on extramural WTC was also 

investigated by running a regression analysis. The results of regression anal-

ysis uncovered that four EE activities have an impact on extramural WTC with 

and explanatory power of 24%. 

Table 38. Results of regression analysis regarding extramural WTC

EE activities B SE B β t

EE reading (online) .18 .06 .18* 2.94

EE watching films and series .19 .05 .22* 3.94

EE paper-based reading .22 .06 .21* 3.61

EE video games .08 .03 .12* 2.46

R2 .24

F for change in R2 27.332

Note. B stands for regression coefficient. *p<.05

SE B – standard error associated with the coefficient

β – standardized coefficient

R2 – stands for the proportion of variance in the dependent variable explained by the 

independent variables

These four EE activities turned out to be significant predictors at the p<.05 

level of significance (see Table 38). The results in the case of the two WTC 

variables are remarkably similar. Interestingly, some of the EE activities af-

fecting in-class WTC are more passive activities, such as reading and watching 

movies and series, during which one only consumes content, while chatting 

and playing video games are much more interactive activities involving inter-

action with several parties. Reading and watching films and series can have 

an impact on in-school WTC because they are also present in the EFL class-

room, as coursebooks contain interactive materials through which learners 

may watch videos in class and read texts, possibly short stories or even short-

er novels. As far as films and series are concerned, students can learn a num-

ber of vocabulary items that may prove useful in everyday communication, 

and audio-visual content can also develop students’ pragmatic competence 

(Qiang et al. 2007). As for video games, previous research shows that they 

positively affect WTC (Reinders–Wattana 2012).
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5.5.9 The impact of individual learner differences  

on motivated learning behavior

The impact of individual learner differences on in-school motivated language 

learning behavior was also investigated through regression analysis. 

Table 39. Results of regression analysis regarding in-school motivated learning 

 behavior and individual learner differences

Variables B SE B β t

In-school learning beliefs .36 .05 .38* 7.32

Language learning experience .37 .05 .37* 6.99

R2 .46

F for change in R2 136.674

Note. B stands for regression coefficient. *p<.05

SE B – standard error associated with the coefficient

β – standardized coefficient

R2 – stands for the proportion of variance in the dependent variable explained by the 

independent variables

The results of the analysis show that two variables explain 46% of in-class 

motivated language learning behavior. Both variables are significant predictors 

at the p<.05 level of significance (see Table 39). In-school motivated language 

learning behavior is explained by two variables: in-school learning beliefs and 

the language learning experience. These results are partly in line with the 

findings obtained by Lajtai (2020), according to which in-school learning be-

liefs and language learning experience are two of the main predictors of in-

school motivated language learning behavior. Previous research also found 

that the language learning experience is one of the most important predictors 

of in-school motivated language learning behavior (Csizér–Kormos 2009, Islam 

et al. 2013, Kormos–Csizér 2008, Lamb 2012, Papi 2010, Papi–Teimouri 2012, 

Taguchi et al. 2009). However, it is important to highlight that, as opposed to 

the findings of previous research, which found that Ideal L2 Self is the main 

predictor of school-motivated language learning, in the scope of the present 

research, the Ideal L2 Self did not turn out to have any impact on in-school 

motivated language learning behavior. 

In addition, the impact of the different individual learner differences on 

extramural motivated language use was also examined through regression 

analysis. The results of the analysis show that altogether nine variables explain 

75% of extramural motivated language use at the p<.05 level of significance 

(see Table 40). 
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Table 40. Results of regression analysis regarding extramural motivated language 

use and individual learner differences

Variables B SE B β t

Intercultural orientation .23 .06 .21* 3.91

Extramural learning beliefs .47 .06 .29* 7.87

WTC in extramural contexts .13 .04 .16* 3.59

Ideal L2 self .18 .04 .18* 4.37

Learners’ willingness to include their own extra-

mural English interests into EFL lessons
.13 .03 .14* 3.84

Anxiety in extramural contexts -.10 .02 -.14* -4.01

English subtitle use .09 .03 .11* 3.08

Perceived importance of the English language .13 .05 .11* 2.59

Language learning experience .06 .03 .07* 2.31

R2 .75

F for change in R2 105.703

Note. B stands for regression coefficient. *p<.05

SE B – standard error associated with the coefficient

β – standardized coefficient

R2 – stands for the proportion of variance in the dependent variable explained by the 

independent variables

Regarding extramural motivated language use, the results show that a 

number of different variables are involved in explaining it. Most of these vari-

ables are extramural language learner differences, such as extramural learning 

beliefs, extramural WTC, and extramural anxiety. In addition, the perceived 

importance of the English language also plays an important role in explaining 

extramural motivated language use, as those who value the English language 

more are more likely to use it in their free time.

Besides, intercultural orientation – that is, openness to communicate with 

people from different linguacultural backgrounds using the English language 

– and the use of English subtitles are also important predictors of extramural 

motivated language use. Similarly to the findings of previous research in the 

classroom based educational context (Csizér–Kormos 2009, Islam et al. 2013, 

Kormos–Csizér 2008, Lamb 2012, Papi 2010, Papi–Teimouri 2012, Taguchi et 

al. 2009), the Ideal L2 Self and language learning experiences play an import-

ant role in the extramural context, too, and are important predictors of extra-

mural motivated language use. It may be concluded, therefore, that students 

who think English is an important language in everyday life use English sub-

titles when engaging in EE activities. Additionally, these learners seem less 

anxious in the extramural contexts and have a higher Ideal L2 Self and more 

positive language learning experiences.



• 127 •

Study Two

5.6 Conclusion

Study Two involved a number of statistical analyses, so first Hungarian second-

ary school students’ EE interests were investigated through a large-scale 

questionnaire study. Here, gender differences were investigated, and in line 

with the results of Study One and previous research (Grau 2009, Józsa–Imre 

2013), several gender differences were identified. There was also a difference 

between the preferences of students who learned English as their first L2 and 

those who learned English as their second L2. Finally, some differences could 

also be explored between those who already had a B2 level and those who did 

not have a B2 level foreign language exam certificate, as well as between par-

ticipants with a C1 and those who did not have a C1 level foreign language 

exam certificate in English.

Then, to reduce the number of EE activities in order to obtain a manageable 

number of variables, factor analysis was used, and a total of eight EE activities 

were identified. In addition, learners’ Hungarian or English subtitles prefer-

ences were also investigated, with English subtitles being preferred more over 

Hungarian subtitles. Learners’ beliefs about in-school EFL learning and extra-

mural EFL learning were also put under scrutiny, and it was found that learn-

ers found extramural EFL learning (M=4.73) more useful than in-school EFL 

learning (M=3.45). Similarly, the results showed that students are less moti-

vated in EFL lessons to learn English than to use English in extramural contexts. 

Therefore, students would be open to incorporating their own interests into 

EFL lessons; however, they seem to perceive that EFL teachers do not neces-

sarily make efforts to allow this or to map students’ EE interests. 

In terms of individual learner differences, the L2 learning motivation of the 

students, especially their Ideal L2 Self, was found to be relatively high, along 

with students’ responses concerning their Language Learning Experience. In 

contrast, their Ought-To L2 Self was much lower, indicating that peers’, parents’, 

and teachers’ expectations play a less significant role in the motivation of 

Hungarian secondary school students. As for intercultural orientation and the 

perceived importance of the English language, the high averages of these 

variables indicate that students are open to meeting and communicating with 

others using the English language and realize the global importance of the 

English language. In the case of anxiety, no difference between in-school and 

extramural anxiety was identified; nevertheless, students’ extramural WTC 

proved to be higher than their in-school WTC.
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STUDY THREE
tut

This phase of the research investigated Hungarian EFL teachers’ perceptions 

of (the benefits of) engaging in EE activities and of Hungarian EFL learners’ 

individual learner differences. In order to investigate Hungarian secondary 

school EFL teachers’ perceptions, the following research questions were for-

mulated: 

RQ3  What are Hungarian secondary school EFL teachers’ perceptions of 

extramural English activities in EFL learning?

RQ5  What are Hungarian secondary school EFL teachers’ and students’ 

perceptions of EFL students’ various individual differences?

The research instrument used in this study was a questionnaire. In fact, the 

student questionnaire used in Study Two was modified in a way that most 

constructs investigating students’ in-class performance and behavior were 

kept; however, the items were, to some extent, modified so that secondary 

school EFL teachers’ perceptions of secondary school students could be exam-

ined. The reason for including Study Three in the research project was moti-

vated by the intention to investigate EE activities and learners’ individual 

differences from different aspects and perspectives, which ultimately provides 

an opportunity for data source triangulation, too. This design allowed for the 

expansion of the findings of Study Two by another quantitative study and for 

the comparison of the answers of secondary school EFL students and second-

ary school EFL teachers. It is important to note that the participants of this 

study, i.e., the Hungarian secondary school EFL teachers involved, do not 

necessarily have a connection to the student participants of Study Two. 

6.1 Participants

Study Three investigated Hungarian secondary school EFL teachers; alto-

gether 60 participants (N=60) were recruited for the study, and the gender 

distribution of participants was the following: 25% of the participants (n=15) 

were male, and 75% of the participants (n=45) were female. The average age of 

the participants was 41.95 years (SD=11.00), with the youngest being 23 and 
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the oldest 63 years old. The average of years participants taught EFL at the time 

of the questionnaire was 16.52 (SD=11.39). As for the different types of schools 

in which participants taught EFL, 73.3% (n=44) teachers taught in grammar 

schools and 26.7% (n=16) taught in vocational secondary schools. The highest 

EFL teaching qualification of 88.3% (n=53) of the participants was an MA 

certificate in EFL teaching, and 11.7% (n=7) of the participants had a BA cer-

tificate in EFL teaching. Most participants (85%, n=51) regularly prepared 

students for foreign language exams, and half of the participants (48.3%, n=29) 

taught another subject at school besides EFL.

6.2 Instrument

The instrument used in Study Three (see Appendix C) is based on the question-

naire used in Study Two, so that comparisons between students’ and teachers’ 

responses could be performed. The instrument used in Study Three consists 

of two sections. The first section aimed to collect information about Hungar-

ian secondary school EFL teachers’ perceptions of Hungarian secondary school 

EFL learners, more precisely, their in-school motivated behavior, the benefits 

of EFL lessons and EE activities in EFL learning, teachers’ willingness to include 

and map EE learner interests and EFL teachers’ perceptions about Hungarian 

secondary school EFL learners’ in-class EFL anxiety and willingness to com-

municate in EFL. The first section of the questionnaire included eight constructs 

consisting of 37 statements. In order to make participants’ responses quanti-

fiable, a 5-point Likert scale ranging from 1 (“I do not agree at all”) to 5 (“I 

completely agree”) was used in the case of the first seven constructs. The 

constructs with an example in each case are detailed below:

1. In-school motivated learning behavior (4 items): EFL teachers’ percep-

tions about how motivated students are to learn English in EFL lessons 

and how much effort and time they invest into learning English. Sample 

item: “I think students try to do their best when doing tasks in the En-

glish lessons at school.”

2. Extramural learning beliefs (4 items): EFL teachers’ perceptions about 

EE activities improving EFL learners’ English language proficiency. Sam-

ple item: “I think if students use English a lot outside of school, they will 

be better English speakers.”

3. In-school EFL learning beliefs (4 items): EFL teachers’ perceptions about 

the benefits of EFL lessons at school contributing to their students’ En-

glish language proficiency. Sample item: “In my opinion, if students pay 

attention in the English lessons at school, their English will improve.”
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4. Learners’ inclusion of EE interests into EFL lessons (5 items): EFL teach-

ers’ perceptions about their students’ willingness to include their own EE 

interests into EFL lessons at school. Sample item: “In the English lessons 

at school, students tend to use words and expressions they have learned 

in movies, series, or videos.”

5. Teachers’ inclusion of learners’ EE interests into EFL lessons (5 items): 

EFL teachers’ perceptions about the extent to which they are willing 

and open to include their learners’ EE interests in EFL lessons at school. 

Sample item: “We often watch scenes from movies and series in English 

in English lessons at school.”

6. Teachers’ willingness to map learners’ EE interests (5 items): EFL teach-

ers’ perceptions about the extent to which they are willing to explore 

their learners’ EE interests. Sample item: “I usually ask my students what 

kind of films they watch in English in their free time.”

7. Anxiety in the EFL classroom (5 items): EFL teachers’ perceptions about 

their students’ speaking anxiety related to EFL learning in classroom 

situations involving a feeling of inhibition. Sample item: “Students are 

afraid that their classmates will laugh at them when they speak English 

in class.”

The last construct, willingness to communicate in the EFL classroom, was 

measured using a 5-point Likert scale ranging from 1 (not at all) to 5 (very 

much). The construct with an example is detailed below:

8. WTC in the EFL classroom (5 items): EFL teachers’ perceptions about 

their students’ openness to make utterances and engage in conversations 

with others in EFL lessons at school. Sample item: “Students hold a pre-

sentation in English in an English class.”

The second section was to elicit background information about the participants, 

including age, gender, number of years teaching EFL, types of secondary school 

participants teach in, highest EFL teaching qualification, whether participants 

prepare students for foreign language exams, and whether participants teach 

any other subject(s) besides EFL.

6.3 Data collection and the validation process

Similar to the student questionnaire, the teacher questionnaire was developed 

in Hungarian. Through expert judgment, two professionals were asked to check 

if the statements of the questionnaire were to measure the same dimension as 

the original student questionnaire. This was important so that the data 
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collected in Study Three and students’ answers in Study Two could be com-

pared. The questionnaire was piloted with 30 EFL teachers. To ensure the 

internal consistency of the scales, Cronbach’s alpha coefficients were calcu-

lated for all scales (for more information about the pilot process, see Fajt 2022a). 

The final version of the teacher questionnaire was sent to Hungarian second-

ary school EFL teachers, who were then asked to share it with their EFL 

teacher colleagues. The data collection itself took place in May 2021.

6.4 Data analysis

As for data analysis, the methods used in Study Two were transferred to Study 

Three, too. The collected data were first coded, and all negatively worded items 

(reversed items) were recoded in a reversed manner (e.g., answers of “do not 

agree at all” (1) were coded as “completely agree” (5), etc.). The coded data were 

then input into SPSS (Statistical Package for Social Sciences) 27.0, which al-

lowed for complex statistical analyses with the statistical significance level set 

for p<.05. Before the analyses, Cronbach’s alpha internal consistency coefficients 

were calculated for the eight scales to ensure the reliability of the scales used 

in the study. This was followed by descriptive statistical measures when mean 

scores (M) and standard deviations (SD) were calculated for all scales. Then 

relationships among the scales were examined by implementing correlation 

analyses. Finally, the mean scores of the scales measuring Hungarian second-

ary school EFL teachers’ answers were compared with the mean scores of the 

same scales measuring Hungarian school EFL learners’ answers using inde-

pendent samples t-tests. 

6.5 Results and discussion

These sections provide an overview of the results of Study Three. First, the 

reliability of scales is presented, followed by the presentation of descriptive 

statistics (mean scores of scales). Then the results of correlation analyses among 

scales are described, and finally, EFL teachers’ (participants of Study Three) 

and EFL learners’ (participants of Study Two) responses are compared and 

contrasted.

6.5.1 The reliability of scales

First, the reliability of the internal consistency of the different scales used in 

the study was checked. As a result, the Cronbach’s alpha coefficients were 

computed for the eight scales (see Table 41). 
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Table 41. Reliability coefficients in the constructs used in Study Three

Scales Number of items Cronbach’s-alpha

1. In-school motivated learning behavior 4 .846

2. Extramural learning beliefs 4 .780

3. In-school EFL learning beliefs 4 .779

4.  Learners’ inclusion of EE interests into EFL 

lessons
5 .702

5.  Teachers’ inclusion of learners’ EE interests 

into EFL lessons
5 .737

6.  Teachers’ willingness to map learners’ EE 

interests
5 .842

7. Anxiety in the EFL classroom 5 .809

8. WTC in the EFL classroom 5 .812

The reliability of the scales was relatively high and reached the .7 threshold 

indicated in the literature (Dörnyei–Taguchi 2010). The high reliability coef-

ficients of all scales made further analysis – such as the comparison of student 

and teacher responses – possible and no scales had to be left out from the 

analysis. 

6.5.2 Descriptive statistics

As a second step, the averages of participants’ responses were calculated; these 

are presented in Table 42. From the averages of responses, it becomes apparent 

that EFL teachers seem to be of the opinion that extramural English activities 

make a major contribution to EFL students’ EFL skills, which is well illus-

trated not only by the high average (M=4.81) but also by the low standard 

deviation (SD=.35).

Table 42. Means and standard deviations of the scales of the EFL teacher questionnaire

Scales M SD

1. Extramural learning beliefs 4.81 .35

2. In-school EFL learning beliefs 4.19 .59

3. Learners’ inclusion of EE interests into EFL lessons 4.17 .61

4. Teachers’ willingness to map learners’ EE interests 3.97 .87

5. Teachers’ inclusion of learners’ EE interests into EFL lessons 3.84 .72

6. WTC in the EFL classroom 3.57 .68

7. In-school motivated learning behavior 3.49 .72

8. Anxiety in the EFL classroom 2.75 .92
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In addition to the importance of extramural learning, EFL teachers consider 

in-school EFL learning to be also important and believe that students are open to 

incorporating their own EE interests into EFL lessons by using words and phrases 

they learned while engaging in their various EE activities. Teachers’ responses also 

show that they are open to mapping and incorporating students’ EE interests in 

EFL lessons, probably to motivate them. In the case of individual learner differ-

ences, it may be concluded that EFL teachers perceive that students like to speak 

English in-class (M=3.57) and experience a relatively low level of anxiety 

(M=2.75). Finally, in the case of in-school motivated learning behavior, EFL teach-

ers do not think that students are particularly motivated to learn English at school 

(M=3.49).

6.5.3 Correlations among scales

In addition to the means and standard deviations, the relationships between 

participants’ perceptions were also investigated by examining the correlation 

between them (see Table 43). In Table 43, only statistically significant correla-

tions are reported.

Table 43. Correlations among scales of the EFL teacher questionnaire

1 2 3 4 5 6 7 8

1. Extramural learning beliefs 1

2. In-school EFL learning beliefs .49 1

3. In-school motivated learning behavior .43 .29 1

4. Learners’ inclusion of EE interests into 

EFL lessons
.32 .28 1

5. Teachers’ inclusion of learners’ EE in-

terests into EFL lessons
.53 1

6. Teachers’ willingness to map learners’ 

EE interests
.29 .62 .62 1

7. Anxiety in the EFL classroom 1

8. WTC in the EFL classroom .27 -.67 1

The Pearson’s correlation test revealed a relationship between EFL teachers’ 

views on in-school learning and extramural learning (.49) and also a relationship 

between the usefulness of EE activities in language learning and in-class motivated 

learning behavior (.43). Interestingly, the relationship between views on the effec-

tiveness of in-school EFL learning and in-school motivated learning behavior (.29) 

was found to be weaker than between extramural learning beliefs and in-school 

motivated learning behavior (.43). EFL teachers may think that those who are more 

motivated at school are motivated because they use English outside of school, too, 
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and recognize the importance of exploiting the opportunities to learn English at 

school, too, as this could help learners engage in their EE interests more effectively.

It is also clear from Table 43 that EFL teachers who believe that EE activities 

are useful in language learning are more likely to think that students incorpo-

rate their own interests in EFL lessons (.32). In addition, those who think that 

students involve their EE interests are more likely to think that students are 

also more motivated (.28). The data also show that EFL teachers who believe 

that students involve their own interests are much more likely to map their 

students’ interests (.64) and to involve them in English lessons themselves (.53). 

It was also found that, similarly to the results of previous research (Chu 2008, 

MacIntyre 1999, MacIntyre et al. 1999, Sallinen-Kuparinen et al. 1991, Yildiz–

Piniel 2020), EFL teachers perceive that there is a negative relationship between 

anxiety and willingness to communicate (-.67), meaning that the more anxious 

someone is, the less willing they are to communicate in English. The data also 

show that teachers think that students who are more willing to communicate 

in class are more motivated (.27) than those who are less willing to speak English.

6.5.4 The comparison of EFL student and EFL teacher responses

In order to compare EFL students’ and EFL teachers’ responses, independent 

samples t-tests were run. The results of independent samples t-tests show that 

in the case of a total of five variables, statistically significant differences were 

found (see Table 44).

Table 44. Results of t-tests comparing the averages  

of Hungarian EFL student and EFL teacher responses

Scales

Teachers 
(n=60)

Students 
(n=325) t p d

M SD M SD

1. In-school motivated learning behavior 3.49 .72 3.26 .96 -2.09 .039* .24

2. Extramural learning beliefs 4.81 .35 4.73 .50 -1.28 .201 .31

3. In-school EFL learning beliefs 4.19 .59 3.45 1.01 -7.82 <.001* .77

4. Learners’ inclusion of EE interests into 
EFL lessons

4.17 .61 3.34 .83 -9.09 <.001*
1.04

5. Teachers’ inclusion of learners’ EE 
interests into EFL lessons

3.84 .72 2.79 .95 -9.78 <.001*
1.14

6. Teachers’ willingness to map learners’ 
EE interests

3.97 .87 2.25 1.04 -13.53 <.001*
1.69

7. Anxiety in the EFL classroom 2.75 .92 2.52 1.23 -1.70 .091 .20

8. WTC in the EFL classroom 3.57 .68 3.51 1.07 -.57 .569 .06

Note. Statistical significance level of t-tests: *p<.05
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For the first variable, school-motivated language learning behavior, EFL 

teachers seem to consider students to be significantly more motivated in class 

(M=3.49) than students rate their own in-class motivation (M=3.26). These 

results are in contrast with the findings of previous research, which found that 

students felt more motivated to learn English than EFL teachers perceived EFL 

students’ in-school motivated learning behavior (Öveges–Csizér 2018). In the 

case of the second variable, extramural learning beliefs, no statistically signif-

icant difference was identified; nonetheless, EFL teachers find EE activities 

slightly more useful for EFL learning than students. In the case of in-school 

learning beliefs, however, a statistically significant difference was found in the 

perceptions of EFL students and teachers. Teachers (M=4.19) find in-school 

English lessons significantly more useful than students (M=3.45). This may be 

because EFL teachers know what is useful for EFL learning, as they have learned 

the tricks of the trade, but this may not always coincide with what students 

find interesting or entertaining.

The next variable was how often students incorporate English language 

linguistic elements, such as vocabulary or grammatical structures, learned 

from EE activities into in-school EFL lessons. The results of an independent 

samples t-test revealed that EFL teachers seem to think (M=4.17) that students 

incorporate their interests more frequently in EFL lessons. However, students’ 

perception of the frequency of such incorporation (M=3.34) is much lower. EFL 

teachers similarly believe (M=3.84) that they regularly involve their students’ 

interests in in-school EFL lessons, but EFL students reported (M=2.79) that 

EFL teachers do this less frequently. Similarly, teachers believe (M=3.97) that 

they regularly map learners’ EE activities, but EFL students (M=2.25) reported 

that teachers do this much less frequently. The reason for this discrepancy may 

lie in the fact that while EFL teachers make attempts to bring such interests 

into in-school EFL classes, they may not be able to gauge exactly what students 

are interested in. Therefore, it is possible that they listen to English language 

music in EFL classes, but it may be that these songs are relatively old (for learn-

ers), and therefore learners do not listen to them. As for films and film scenes, 

for instance, it is possible that the scenes or films that students watch in EFL 

lessons may not be of interest to them as much as if they themselves could 

select a film or series to be watched in class (cf. Henry, 2013).

In terms of in-school EFL anxiety and in-school EFL willingness to com-

municate, no significant differences between EFL teachers’ and EFL students’ 

responses were identified; however, in both cases, it may be concluded that 

teachers rate students’ willingness to communicate slightly higher (M=3.57) 

than students themselves do (M=3.51), and EFL teachers also perceive (M=2.75) 

that students are more anxious in EFL lessons than they actually are (M=2.52).
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6.6 Conclusion

The results of Study Three partly confirm the results of previous research (Chu 

2008, MacIntyre 1999, MacIntyre et al. 1999, Sallinen-Kuparinen et al. 1991, 

Yildiz–Piniel 2020), as it was found in the perceptions of Hungarian EFL teach-

ers that there is a negative relationship between L2 speaking anxiety and L2 

willingness to communicate. It was also revealed that EFL teachers who find 

EE activities more useful for EFL learning incorporate such activities in their 

EFL lessons more often. A comparison of students’ and teachers’ responses 

showed that students are less motivated in EFL classes than EFL teachers 

perceive them to be. The results also uncovered that EFL teachers typically 

think that they do incorporate learners’ EE interests into the EFL lessons; 

however, students are of the opinion that this is not necessarily the case. It 

would be worthwhile to investigate the underlying reasons for this difference 

in the perceptions of students and teachers, as it is possible that EFL teachers 

overestimate how well they know their students’ EE interests. EFL teachers, 

therefore, should actually map their students’ interests by adopting some of 

the methods described in Section 3.1 (e.g., questionnaires and interviews).
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CONCLUSION
tut

This chapter summarizes the main findings of the present research project, 

followed by the pedagogical and theoretical implications of the findings. Fi-

nally, possible directions for further research are outlined, along with the 

limitations of the research project.

7.1 The main findings of the research project

The research project adopted a mixed methods research design, which meant 

that both qualitative and quantitative methods were combined in order to map 

the context of EFL learning through EE activities at the secondary education 

level in Hungary. Another important feature of the research was that the dif-

ferent research phases (Study One, Study Two, and Study Three) informed each 

other, i.e., the results of the different phases were not only related to each 

other, but all research instruments were designed and prepared based on the 

results of the studies preceding them within the framework of this project. The 

results of this research aim to fill an important research gap by adding findings 

to the very little such research in Hungary (cf. Lajtai 2020), in this way contrib-

uting to a better understanding of EFL learning through EE activities.

The main aim of the research was, on the one hand, to map Hungarian 

secondary school students’ EE interests and, on the other hand, to examine 

the impact of these EE activities on the different foreign language learning 

individual variables. The exploration of these relationships was carried out 

using different statistical methods (inferential statistics). In the following 

sections, the main findings of this research project are presented for each 

research question.

RQ1 What extramural English activities do Hungarian secondary 

school EFL learners engage in?

Hungarian secondary school students’ EE interests were examined using both 

qualitative and quantitative methods. As I did not have any insights into the 
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EE interests of secondary school students, it seemed straightforward to try to 

gain insight into them through qualitative methods, more precisely, semi-

structured interviews. The findings of the qualitative interview study showed 

that students pursue a number of EE activities in their free time, namely (1) 

traveling abroad and using English, (2) watching TV, movies, and series in 

English, (3) watching videos in English, (4) listening to music in English, (5) 

reading blogs in English, (6) reading books in English, (7) reading and check-

ing the news in English, (8) using social media in English, (9) playing video 

games in English, (10) exposure to native speakers of English or speakers with 

different L1s than that of the participants, (11) communicating in English while 

doing sports, and (12) using English at school in classes other than EFL. It is 

striking that learners use English as a means in several cases, such as visiting 

different websites or watching videos for non-language learning purposes. In 

addition, when they consume EE content, such as series and movies, they 

mainly do so for their own entertainment. This, of course, does not prevent 

but promotes foreign language learning while using the language (Bialystok 

1981) – through incidental learning (Schmidt 1993, 1995, 2001). Based on the 

quantitative results of Study Two, the most favored EE activities include (1) 

reading books, (2) reading posts on Instagram, (3) playing video games, (4) 

chatting with others, (5) reading websites, (6) watching movies, (7) reading 

blogs, (8) reading Twitter posts, (9) watching films and series in English, (10) 

watching tutorial videos, (11) watching videobloggers on YouTube, (12) listen-

ing to music, (13) reading posts on Facebook, (14) watching gamers on Twitch, 

(15) reading magazines, (16) watching TikTok videos, (17) reading newspapers, 

(18) reading news in English. Based on these findings, it may be concluded that 

students seem to prefer EE activities that they can do on their smart devices 

and typically require a shorter attention span (e.g., listening to music, or watch-

ing videos).

Similar to the findings of previous research (cf. Grau 2009, Józsa–Imre 

2013), gender differences in students’ preferences were also identified. Video 

games, for instance, seem to be more popular among boys, but the qualitative 

results also included, of course, female participants who identified themselves 

as “gamers”. In contrast, both qualitative and quantitative results show that 

TikTok and beauty and makeup videos on YouTube are more popular among 

girls.

The results also show that in many cases, where available, students use 

English subtitles instead of Hungarian subtitles when consuming audiovisual 

EE content. This contributes to incidental learning and increases L2 awareness, 

as learners, in addition to hearing L2 input, can also visualize the language 

content.
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RQ2 What are Hungarian secondary school students’ perceptions of 

extramural English activities in EFL learning?

RQ3 What are Hungarian secondary school EFL teachers’ perceptions 

of extramural English activities in EFL learning?

In the case of perceptions about in-school EFL learning and extramural EFL 

learning, the conclusion may be drawn that both students and teachers find it 

useful to learn languages from both in-school and EE activities. The data also 

showed that both groups considered EE activities to be more useful than 

school-based EFL lessons. However, based on the answers of the teachers, it 

can be said that they consider in-school English lessons to be significantly 

more useful for EFL learning than the students, which is not surprising, as the 

teachers are methodologically prepared and trained for education, so they 

actually know what is needed for effective EFL learning. Additionally, as it is 

underlined in the literature, there is a consensus among both teachers and 

researchers that effective L2 learning involves the combination of both class-

room-based L2 instruction and out-of-school exposure to the particular L2 

(Nunan–Richards 2015, Richards 2015). As for the differences between EFL 

teachers’ and students’ perceptions about the benefits of EE activities, presum-

ably, as Henry (2013) points out, students find EE activities more interesting 

and thus more useful than school English lessons.

RQ4 How do extramural English activities affect Hungarian secondary 

school EFL learners’ various individual learner differences?

Since several individual learner differences were included in the present re-

search along with numerous related variables affecting individual differences, 

this section presents findings based on the sub-research questions of RQ4.

RQ4.1 What characterizes Hungarian secondary school students’ L2 

learning motivation?

When examining the L2 language learning motivation of Hungarian second-

ary school EFL learners, Dörnyei’s (2005) Motivational Self System was chosen 

as a theoretical framework for the present research project. This choice was 

motivated by the fact that this theory has been one of the most recent theories, 

and it has also been tested in various contexts, including Hungary. In addition, 

the three components of the theory have been proven to describe the Hungar-

ian EFL learning context adequately. As a consequence, these components and 

the impact of EE activities on these variables were investigated.
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In the case of the Ideal L2 Self, it was found that several EE activities, name-

ly (1) watching films and series, (2) reading online, (3) paper-based reading, 

and (4) watching online videos on YouTube, have an impact on it. In contrast, 

the Ought-To L2 Self was affected only by one EE activity, (1) watching YouTube 

videos, while in the case of Language Learning Experience, positive cause–ef-

fect relationships between said variable and different EE activities, such as (1) 

watching films and series and (2) listening to music were identified in several 

cases. These results are, in some respects, consistent with the results of pre-

vious research, which found that the Ideal L2 Self and the Language Learning 

Experience are the main predictors of L2 learning motivated behavior in the 

Hungarian context. In contrast, the Ought-To L2 Self was found to be a less 

significant factor (Dörnyei et al. 2006, Kormos–Csizér 2008). The results of 

the present research also show that EE activities impact the former two vari-

ables and much less on the latter, which again indicates that the Ought-To L2 

Self is less significant in the Hungarian context.

Based on previous research as well as the literature, the impact of EE ac-

tivities on additional predictors of L2 learning motivation was also investigat-

ed. The results show that intercultural orientation is affected by a number of 

EE activities (reading online, paper-based reading, watching YouTube videos, 

chatting with others, and watching films and series), while the perceived im-

portance of the English language was only affected by only two EE activities 

(online reading and listening to music); however, in the case of both variables, 

EE activities had a somewhat strong explanatory power (29% and 16% respec-

tively). Thus, it may be concluded that L2 learning motivation and its further 

related variables, such as intercultural motivation and the perceived importance 

of the English language, are highly affected by EE activities.

RQ4.2 What characterizes Hungarian secondary school students’ L2 

anxiety?

As opposed to motivation, a slightly weaker relationship between EE activities 

and students’ in-school and extramural anxiety was identified in the case of 

anxiety. Albeit with a relatively weak explanatory power, three EE activities 

(watching YouTube videos, chatting, and TikTok) affect Hungarian secondary 

school students’ self-perceived level of anxiety. An interesting result is that all 

activities but one (TikTok) have a positive effect on foreign language anxiety, 

meaning that the more one does such activities, the less anxiety they experi-

ence; yet in the case of TikTok, a negative effect was identified, i.e., those who 

use TikTok a lot, experience more L2 speaking anxiety, which might be re-

lated to TikTok being more of a loner EE activity.
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RQ4.3 What characterizes Hungarian secondary school students’ L2 

willingness to communicate?

Four EE activities (reading online, watching films and series, paper-based 

reading, and video games) affect in-school and extramural WTC; however, the 

impact is only marginal here, too. Interestingly, in the case of the WTC, both 

in-school and extramural WTC are more affected by passive EE activities. 

Playing video games is the only EE activity out of the four which requires play-

ers to speak and communicate with others when gaming online.

RQ5 What are Hungarian secondary school EFL teachers’ and students’ 

perceptions of EFL students’ various individual differences?

A comparison of the results of the student and teacher questionnaires also 

revealed that in many cases, EFL teachers do not necessarily perceive EFL 

learners’ L2 learning motivation, WTC, and anxiety adequately as in the case 

of anxiety, for instance, teachers rated students’ anxiety levels higher than 

students’ self-reported anxiety levels actually were. In addition, in the case of 

L2 learning motivation, it may be concluded that EFL teachers rated EFL 

learners’ in-school motivated learning behavior higher than the results obtained 

from the student questionnaire. These results are in contrast with those of 

Öveges and Csizér (2018), whose nationwide study showed that EFL teachers 

consider students less motivated than students consider themselves. These 

results suggest that it would be much more worthwhile for EFL teachers to 

cater more to learners’ individual differences to reduce anxiety and increase 

students’ motivation in lessons by incorporating their EE interests in EFL 

lessons much more frequently and to a greater extent.

RQ6 What impact do the various EE activities and various individual 

differences have on Hungarian secondary school students’ in-school 

motivated learning behavior and extramural motivated language use?

Several EE activities impact both in-school motivated language learning be-

havior and extramural motivated language use. In-school motivated learning 

behavior is explained by four EE activities (chatting, listening to music, You-

Tube, and films and series) with an explanatory power of only 14%. All these 

activities are frequently used in an EFL classroom and could, therefore, be 

predictors of in-school motivated learning behavior. On the other hand, ex-

tramural motivated language use is affected by several EE activities, too. These 

five EE activities, namely online reading, films and series, chatting, listening 
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to music, and video games, predict extramural motivated language use with 

an explanatory power of 42%. This means that the more learners engage in 

these EE activities, the more motivated they become to use the English language 

and, consequently, to learn English.

Both in-school motivated language learning behavior and extramural mo-

tivated language use are affected by a number of individual learner differenc-

es. In the case of in-school motivated language learning behavior, with an 

explanatory power of 46%, partly in line with the results of previous research 

(Busse–Williams 2010, Dörnyei et al. 2006, Eid 2008, Kormos–Csizér 2008, 

Kormos et al. 2011, Lamb 2012), Language Learning Experience and perceptions 

about in-school EFL learning turned out to be the main predictors in this study. 

However, as opposed to the results of previous research, the Ideal L2 Self was 

found to have no impact on in-school motivated language learning behavior. 

This requires further research to investigate what other variables could affect 

motivated language learning behavior instead.

As for extramural motivated language use, several variables, a total of nine 

(Ideal L2 Self, Language Learning Experience, intercultural orientation, the 

perceived importance of the English language, extramural EFL learning beliefs, 

English subtitle use, extramural L2 anxiety, extramural WTC, learners’ will-

ingness to include their own Extramural English interests into EFL lessons), 

explain it and the explanatory power is also very high (75%). These results are 

consistent with the results of Lajtai (2020) as well as previous research. It seems 

that intercultural orientation, beliefs, and perceptions about extramural EFL 

learning largely determine extramural motivated language use. It would also 

be important to investigate further the impact of these variables on motivated 

learning behavior as well as extramural motivated language use.

7.2 Pedagogical and theoretical implications

The findings of this research include implications for both researchers and 

language teaching professionals. The results of the study show that EE activi-

ties have a positive effect on various individual learner variables (e.g., motiva-

tion); therefore, it is worthwhile to incorporate EE activities in L2 teaching as 

they have the potential to make the teaching and learning process more efficient 

by making attempts to abridge the authenticity gap proposed by Henry (2013). 

Another important pedagogical implication of the research project is that by 

involving students’ EE interests in EFL lessons, examples could be provided to 

them on how to improve their L2 skills in the future, thereby fostering learn-

er autonomy and life-long learning skills. These skills along with self-regulation 

are important skills in the 21st century, and one of the important aims of for-

eign language teachers should be the nurture of these skills. It is, therefore, 
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important to draw the attention of language teachers to the importance and 

benefits of mapping their own students’ EE interests as this, provided that it 

is successful, may increase learners’ L2 learning motivation, reduce their L2 

anxiety and increase their L2 willingness to communicate. However, a kind of 

openness and genuine interest on the part of foreign language teachers is also 

important for this. As for theoretical implications, EE activities could be in-

volved more in L2 motivation research as they may impact learners’ L2 learn-

ing motivation in other L2 learning contexts than that of secondary education, 

too. 

7.3 Directions for further research

The present research project investigated EFL learning through EE activities 

and the potential impact of EE activities on the different individual learner 

differences in the Hungarian secondary education context. As a next step, a 

larger-scale representative quantitative study could investigate and map Hun-

garian secondary school students’ EE interests and investigate the relationship 

between their EE interests and individual learner differences; this way, findings 

of such a study could be extrapolated for the whole population of Hungarian 

secondary school students. Besides, other contexts could also be investigated, 

namely Hungarian primary school students’ EE interests, and individual 

learner differences could also be mapped along with Hungarian adult EFL 

learners’ EE interests and individual differences. Furthermore, other indi-

vidual learner variables, such as learning strategies, and the impact of EE on 

these variables could be investigated. Certain findings of this research project, 

such as the positive correlation between the frequent use of TikTok and 

anxiety, could also be investigated qualitatively to obtain more in-depth insights 

into why using TikTok increases EFL anxiety. Finally, based on the findings of 

this research project, recommendations, practical tips, and good practices 

could be compiled from experienced EFL teachers who already incorporate EE 

in their teaching. These good practices could then be published.

7.4 Limitations of the research design

One of the limitations of the present research is the sampling methods which 

do not allow for the generalizability of the results and findings to the whole 

population of both secondary school EFL students and EFL teachers. These 

findings, however, provide insights into EFL learning and teaching practices 

in Hungary and may lay the foundations for future research in the field.

Since self-reported data were gathered through the student and teacher 

questionnaires, participants might have been biased in certain ways, e.g., due 
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to selective memory (they might remember or might not remember specific 

events or experiences), exaggeration (they might attribute more significance 

to something that is only suggested) and attribution (they might feel that 

positive outcomes happen because of themselves and negative outcomes occur 

due to external forces) (Cohen et al. 2018). Furthermore, the researcher behind 

this research project is also a human being, so from the researcher’s point of 

view, personal bias was to be avoided, but even with the external help of other 

researchers (e.g., with the coding, etc.), a certain degree of subjectivity may be 

found in the interpretation of the collected (qualitative) data. 

Finally, social desirability bias (Militades 2008) and the so-called Hawthorne 

effect are also possible project limitations (Dörnyei 2007). Participants often 

feel that there are certain answers, behavior patterns or attitudes they are 

expected to have (social desirability bias), and therefore, they might not share 

their honest opinion or view on something but provide answers that they think 

they are expected to give. A closely related issue is when participants over-

report the socially desirable attitude in a questionnaire or an interview, for 

instance, and underreport the socially less desirable ones. This could have 

influenced the data collected in the project. In addition, participants may alter 

their behavior and act differently if they know they are being observed (Haw-

thorne effect) (Shaughnessy et al. 2011). 



• 147 •

REFERENCES
tut

Abbott, Marilyn: Using music to promote L2 learning among adult learners, TESOL Jour-

nal, 11(1), 2002, 10–17, https://doi.org/10.1002/j.1949-3533.2002.tb00061.x

Aka, Natsuki: Incidental learning of a grammatical feature from reading by Japanese 

learners of English as a foreign language, System, 91, 2020, 1–14, https://doi.org/10.1016/j.

system.2020.102250

Alanen, Riikka: Input enhancement and rule presentation in second language acquisition, 

in Richard Schmidt (ed.): Attention and awareness in foreign language learning and 

teaching, Honolulu, University of Hawai’i Press, 1995, 259–302.

AlHomoud, Faisal – Schmitt, Norbert: Extensive reading in a challenging environment: 

a comparison of extensive reading and intensive reading approach in Saudi Arabia, 

Language Teaching Research, 13(4), 2009, 383–401, https://doi.org/10.1177% 

2F1362168809341508

Al-Hoorie, Ali H.: The L2 motivational self-system: A meta-analysis, Studies in Second 

Language Learning and Teaching, 8(4), 2018, 721–754, https://doi.org/10.14746/

ssllt.2018.8.4.2

Al-Shehri, S. Abdullah: Motivation and vision: The relation between the ideal L2 self, 

imagination and visual style, in Zoltán Dörnyei – Ema Ushioda (eds.): Motivation, lan-

guage identity and the L2 self, Bristol, Multilingual Matters, 2009, 164–171, https://doi.

org/10.21832/9781847691293-009

Arnold, Nike: Online extensive reading for advanced foreign language learners: An 

evaluation study, Foreign Language Annals, 42(2), 2009, 340–366, https://doi.org/10.1111/

j.1944-9720.2009.01024.x

Ashcroft, Robert John – Garner, Joseph – Hadingham, Oliver: Incidental vocabulary 

learning through watching movies, Australian Journal of Applied Linguistics, 1(3), 2018, 

135–147, https://doi.org/10.29140/ajal.v1n3.89

Baranowska, Karolina: Learning most with least effort: subtitles and cognitive load, ELT 

Journal, 74(2), 2020, 105–115, https://doi.org/10.1093/elt/ccz060

Barton, David – Potts, Diane: Language learning online as a social practice, TESOL 

Quarterly, 47(4), 2013, 815–820, https://doi.org/10.1002/tesq.130

Beasley, Robert E. – Chuang, Yuangshan: Web-based music study: The effects of listen-

ing repetition, song likeability, and song understandability on EFL learning perceptions 

and outcomes, TESL-EJ, 12(2), 2008, 1–17.

Beglar, David – Hunt, Alan: Pleasure reading and reading rate gains, Reading in a Foreign 

Language, 26(1), 2014, 29–48, https://doi.org/10125/66684

https://doi.org/10.1002/j.1949-3533.2002.tb00061.x
https://doi.org/10.1016/j
https://doi.org/10.1177%
https://doi.org/10.14746/
https://doi
https://doi.org/10.1111/
https://doi.org/10.29140/ajal.v1n3.89
https://doi.org/10.1093/elt/ccz060
https://doi.org/10.1002/tesq.130
https://doi.org/10125/66684


• 148 •

Extramural English activities and individual learner differences

Beglar, David – Hunt, Alan – Kite, Yuriko: The effect of pleasure reading on Japanese 

University EFL learners’ reading rates, Language Learning, 62(3), 2012, 665–703, https://

doi.org/10.1111/j.1467-9922.2011.00651.x

Benson, Phil – Reinders, Hayo (eds.): Beyond the language classroom, London, Palgrave 

Macmillan, 2011, https://doi.org/10.1057/9780230306790

Benson, Phil: Teaching and researching autonomy in language learning, Harlow, Longman, 

2001.

Benson, Phil: Language learning and teaching beyond the classroom: An introduction to 

the field, in Phil Benson – Hayo Reinders (eds.): Beyond the language classroom, London, 

Palgrave Macmillan, 2011a, 7–16, https://doi.org/10.1057/9780230306790_2

Benson, Phil: Teaching and researching: Autonomy in language learning (2nd edition), 

London, Routledge, 2011b, https://doi.org/10.4324/9781315833767

Benson, Phil: What’s new in autonomy, The Language Teacher, 35(4), 2011c, 15–18, https://

doi.org/10.37546/JALTTLT35.4-4

Benson, Phil – Chik, Alice: Towards a more naturalistic CALL: Video gaming and language 

learning, International Journal of Computer-Assisted Language Learning and Teaching, 

1(3), 2011, 1–13, https://doi.org/10.4018/ijcallt.2011070101

Benson, Phil – Voller, Peter: Autonomy and independence in language learning, London, 

Routledge, 1997.

Besser, Sharon – Chik, Alice: Narratives of second language identity amongst young 

English learners in Hong Kong, ELT Journal, 68(3), 2014, 299–309, https://doi.org/10.1093/

elt/ccu026

Bhandari, Aparajita – Bimo, Sara: TikTok and the “algorithmized self”: A new model of 

online interaction, Selected Papers of Internet Research, 2020, https://doi.org/10.5210/

spir.v2020i0.11172

Bialystok, Ellen: The role of conscious strategies in second language proficiency, The 

Modern Language Journal, 65(1), 1981, 24–35, https://doi.org/10.1111/j.1540-4781.1981.

tb00949.x

Bianchi, Francesca – Ciabattoni, Tiziana: Captions and subtitles in EFL learning: An 

investigative study in a comprehensive computer environment, in Anthony Baldry – 

Maria Pavesi – Carol Taylor Torsello – Christopher Taylor (eds.): From didactas to 

ecolingua: An ongoing research project on translation and corpus linguistics, Trieste, 

EUT Edizioni Università di Trieste, 2008, 69–80.

Black, W. Rebecca: English-Language learners, fan communities, and 21st century skills, 

Journal of Adolescent & Adult Literacy, 52(8), 2009, 688–697, https://doi.org/10.1598/

JAAL.52.8.4

Bogdan, Robert – Biklen, Sari Knopp: Qualitative research for education: An introduction 

to theory and methods (5th edition), Boston, Pearson, 2007.

Boyer, Naomi R. – Usinger, Peter: Tracking pathways to success: Triangulating learning 

success factors, International Journal of Self-Directed Learning, 12(2), 2015, 22–48.

https://doi.org/10.1111/j.1467-9922.2011.00651.x
https://doi.org/10.1111/j.1467-9922.2011.00651.x
https://doi.org/10.1057/9780230306790
https://doi.org/10.1057/9780230306790_2
https://doi.org/10.4324/9781315833767
https://doi.org/10.37546/JALTTLT35.4-4
https://doi.org/10.37546/JALTTLT35.4-4
https://doi.org/10.4018/ijcallt.2011070101
https://doi.org/10.1093/
https://doi.org/10.5210/
https://doi.org/10.1111/j.1540-4781.1981
https://doi.org/10.1598/


• 149 •

References

Brooks, Patricia J. – Kempe, Vera: Individual differences in adult foreign language learn-

ing: The mediating effect of metalinguistic awareness, Memory and Cognition, 41(2), 

2013, 281–296, https://doi.org/10.3758/s13421-012-0262-9

Brown, H. Douglas: Principles of language learning and teaching (4th edition), New York, 

Perason Education, 2000.

Brown, Ronan – Waring, Rob – Donkaewbua, Sangrawee: Incidental vocabulary ac-

quisition from reading, reading-while-listening, and listening to stories, Reading in a 

Foreign Language, 20(2), 2008, 136–163, https://doi.org/10125/66816

Buck, Gary: Assessing listening, Cambridge, Cambridge University Press, 2001.

Busse, Vera – Walter, Catherine: Foreign language learning motivation in higher educa-

tion: A longitudinal study of motivational changes and their causes, The Modern Language 

Journal, 97(3), 2013, 435–456, https://doi.org/10.1111/j.1540-4781.2013.12004.x

Busse, Vera – Williams, Marion: Why German? Motivation of students studying German 

at English universities, Language Learning Journal, 38(1), 2010, 67–85, https://doi.

org/10.1080/09571730903545244

Bytheway, Julie: A taxonomy of vocabulary learning strategies used in massively multi-

player online role-playing games, CALICO Journal, 32(3), 2015, 508–527, https://doi.

org/10.1558/cj.v32i3.26787

Cao, Yiqian: Investigating situational willingness to communicate within second language 

classrooms from an ecological perspective, System, 39, 2011, 468–479, https://doi.

org/10.1016/j.system.2011.10.016

Cao, Yiqian – Philip, Jenefer: Interactional context and willingness to communicate: A 

comparison of behavior in whole class, group and dyadic interaction, System, 34, 2006, 

480–493, https://doi.org/10.1016/j.system.2006.05.002

Chapple, Lynda – Curtis, Andy: Content-based instruction in Hong Kong: Student re-

sponses to film, System, 28(3), 2000, 419–433, https://doi.org/10.1016/S0346-

251X(00)00021-X

Chik, Alice – Breidbach, Stephan: Online language learning histories exchange: Honk 

Kong and German perspectives, TESOL Quarterly, 45(3), 2011, 553–564, https://doi.

org/10.5054/tq.2011.256795

Chik, Alice: Digital gaming and language learning: Autonomy and community, Language 

Learning & Technology, 18(2), 2014, 85–100.

Chou, Mu-hsuan: Assessing English vocabulary and enhancing young English as a foreign 

language (EFL) learners’ motivation through games, songs, and stories, International 

Journal of Primary, Elementary and Early Years Education, 42(3), 2014, 284–297, https://

doi.org/10.1080/03004279.2012.680899

Chu, Hsiang-ning Rebecca: Shyness and EFL learning in Taiwan: A study of shy and non-

shy college students’ use of strategies, foreign language anxiety, motivation, and willing-

ness to communicate [Unpublished doctoral dissertation], Austin, University of Texas 

at Austin, 2008.

https://doi.org/10.3758/s13421-012-0262-9
https://doi.org/10125/66816
https://doi.org/10.1111/j.1540-4781.2013.12004.x
https://doi
https://doi
https://doi
https://doi.org/10.1016/j.system.2006.05.002
https://doi.org/10.1016/S0346-251X
https://doi.org/10.1016/S0346-251X
https://doi
https://doi.org/10.1080/03004279.2012.680899
https://doi.org/10.1080/03004279.2012.680899


• 150 •

Extramural English activities and individual learner differences

Clément, Richard – Kruidenier, G. Bastian: Orientations in second language acquisition: 

The effects of ethnicity, milieu and their target language on their emergence, Language 

Learning, 33, 1983, 273–291, https://doi.org/10.1111/j.1467-1770.1983.tb00542.x

Clément, Richard – Dörnyei, Zoltán – Noels, A. Kimberly: Motivation, self-confidence, 

and group cohesion in the foreign language classroom, Language Learning, 44(3), 1994, 

417–448, https://doi.org/10.1111/j.1467-1770.1994.tb01113.x

CoetzeeVan Rooy, Susan: Integrativeness: Untenable for world Englishes learners?, World 

Englishes, 25(3-4), 2006, 437–450, https://doi.org/10.1111/j.1467-971X.2006.00479.x

Cohen, D. Andrew: Strategies in learning and using a second language (2nd edition), Lon-

don, Routledge, 2014, https://doi.org/10.4324/9781315833200

Cohen, Louis – Manion, Lawrence – Morrison, Keith: Research methods in education 

(8th edition), London, Routledge, 2018, https://doi.org/10.4324/9781315456539

Corbin, Juliet – Strauss, Anselm: Basics of qualitative research (4th edition), Thousand 

Oaks, Sage, 2014.

Creswell, John W. – Creswell, J. David: Research design: Qualitative, quantitative, and 

mixed methods approaches (5th edition), Thousand Oaks, Sage, 2017.

Crystal, David: English as a global language (2nd edition), Cambridge, Cambridge Uni-

versity Press, 2003, https://doi.org/10.1017/CBO9780511486999

Csíkszentmihályi, Mihály: Flow: the psychology of optimal experience, New York,  Harper 

Perennial, 1990.

Csizér, Kata: The L2 Motivational Self System, in Martin Lamb – Kata Csizér – Alastair 

Henry – Stephen Ryan (eds.): The Palgrave handbook of motivation for language learn-

ing, Cham, Palgrave Macmillan, 2019, 71–93, https://doi.org/10.1007/978-3-030-28380-

3_4

Csizér, Kata – Dörnyei, Zoltán: The internal structure of language learning motivation 

and its relationship with language choice and language effort, Modern Language Journal, 

89(1), 2005, 19–36, https://doi.org/10.1111/j.0026-7902.2005.00263.x

Csizér, Kata – Kálmán, Csaba: Editorial, Studies in Second Language Learning and 

Teaching, 9(1), 2019, 13–17, http://dx.doi.org/10.14746/ssllt.2019.9.1.1

Csizér, Kata – Kormos, Judit: Modelling the role of intercultural contact in the motivation 

of learning English as a foreign language, Applied linguistics, 30(2), 2008, 1–20, https://

doi.org/10.1093/applin/amn025

Csizér, Kata – Kormos, Judit: Learning experiences, selves and motivated learning be-

havior: A comparative analysis of structural models for Hungarian secondary and 

university learners of English, in Zoltán Dörnyei – Ema Ushioda (eds.): Motivation, 

language identity and the L2 self, Bristol, Multilingual Matters, 2009, 98–119, https://

doi.org/10.21832/9781847691293-006

Csizér, Kata – Lukács, Gabriella: The comparative analysis of motivation, attitudes and 

selves: The case of English and German in Hungary, System, 38(1), 2010, 1–13, https://

doi.org/10.1016/j.system.2009.12.001

Csizér, Kata – Piniel, Katalin: Középiskolás diákok angolnyelv-tanulási motivációjának 

és nyelvtanulási szorongásának vizsgálata: Néhány összefüggés feltárása egy kérdőíves 

https://doi.org/10.1111/j.1467-1770.1983.tb00542.x
https://doi.org/10.1111/j.1467-1770.1994.tb01113.x
https://doi.org/10.1111/j.1467-971X.2006.00479.x
https://doi.org/10.4324/9781315833200
https://doi.org/10.4324/9781315456539
https://doi.org/10.1017/CBO9780511486999
https://doi.org/10.1007/978-3-030-28380-3_4
https://doi.org/10.1007/978-3-030-28380-3_4
https://doi.org/10.1111/j.0026-7902.2005.00263.x
http://dx.doi.org/10.14746/ssllt.2019.9.1.1
https://doi.org/10.1093/applin/amn025
https://doi.org/10.1093/applin/amn025
https://doi.org/10.21832/9781847691293-006
https://doi.org/10.21832/9781847691293-006
https://doi.org/10.1016/j.system.2009.12.001
https://doi.org/10.1016/j.system.2009.12.001


• 151 •

References

kutatás alapján [Examining secondary school students’ English language learning mo-

tivation and language learning anxiety: A questionnaire study], Iskolakultúra, 26(6), 

2016, 3–13, https://doi.org/10.17543/ISKKULT.2016.6.3

Cohen, Jacob: Statistical power analysis for the behavioral sciences, New York, Routledge, 

1988, https://doi.org/10.4324/9780203771587

Day, Richard – Bamford, Julien: Top ten principles for teaching extensive reading, Read-

ing in a Foreign Language, 14(2), 2002, 136–141, https://doi.org/10125/66761

Day, Richard – Omura, Carole – Hiramatsu, Motoo: Incidental EFL vocabulary learning 

and reading, Reading in a Foreign Language, 7(2), 1991, 541–551, https://doi.

org/10125/67035

De Wilde, Vanessa – Eyckmans, June: Game on! Young learners’ incidental language 

learning of English prior to instruction, Studies in Second Language Learning and 

Teaching, 7(4), 2017, 673–694, https://doi.org/10.14746/ssllt.2017.7.4.6

De Wilde, Vanessa – Brysbaert, Marc – Eyckmans, June: Learning English through 

out-of-school exposure. Which levels of language proficiency are attained and which 

types of input are important?, Bilingualism: Language and Cognition, 23(1), 2019, 

171–185, https://doi.org/10.1017/S1366728918001062

Degrave, Pauline: Music in the foreign language classroom: How and why?, Journal of 

Language Teaching and Research, 10(3), 2019, 412–420, http://dx.doi.org/10.17507/

jltr.1003.02

DeKeyser, M. Robert: Learning second language grammar rules, Studies in Second Lan-

guage Acquisition, 17(3), 1995, 379–410, https://doi.org/10.1017/S027226310001425X

DeKeyser, M. Robert: Beyond focus on form: Cognitive perspectives on learning and 

practicing second language grammar, in Catherine Doughty – Jessica Williams (eds.): 

Focus on form in classroom second language acquisition, Cambridge, Cambridge Uni-

versity Press, 1998, 42–63.

DeKeyser, M. Robert: Implicit and explicit learning, in Catherine J. Doughty – Michael 

H. Long (eds.): The handbook of second language acquisition, Malden, Blackwell, 2008, 

312–348, https://doi.org/10.1002/9780470756492.ch11

Denscombe, Martyn: The good research guide (4th edition), Maidenhead, Open Univer-

sity Press, 2014.

Dickey, D. Michele: Murder on Grimm Isle: The impact of game narrative design in an 

educational game-based learning environment, British Journal of Educational Technol-

ogy, 42(3), 2011, 456–469, https://doi.org/10.1111/j.1467-8535.2009.01032.x

Dickinson, Lesie: Self-instruction in language learning, Cambridge, Cambridge Univer-

sity Press, 1987.

Djigunovic, Jelena Mihaljevic: Impact of learning conditions on young FL learners’ mo-

tivation, in Marianne Nikolov (ed.): Early learning of modern foreign languages: Pro-

cesses and outcomes, Bristol, Multilingual Matters, 2018, 75–89. 

Dörnyei, Zoltán: Teaching and researching motivation, Harlow, Pearson Education, 2001.

Dörnyei, Zoltán: The psychology of the language learner: Individual differences in second 

language acquisition, New York, Lawrence Erlbaum, 2005.

https://doi.org/10.17543/ISKKULT.2016.6.3
https://doi.org/10.4324/9780203771587
https://doi.org/10125/66761
https://doi
https://doi.org/10.14746/ssllt.2017.7.4.6
https://doi.org/10.1017/S1366728918001062
http://dx.doi.org/10.17507/
https://doi.org/10.1017/S027226310001425X
https://doi.org/10.1002/9780470756492.ch11
https://doi.org/10.1111/j.1467-8535.2009.01032.x


• 152 •

Extramural English activities and individual learner differences

Dörnyei, Zoltán: Research methods in applied linguistics: Quantitative, qualitative and 

mixed methodologies, Oxford, Oxford University Press, 2007.

Dörnyei, Zoltán: The L2 Motivational Self System, in Zoltán Dörnyei – Ema Ushioda (eds.): 

Motivation, language identity and the L2 self, Bristol, Multilingual Matters, 2009a, 9–42, 

https://doi.org/10.21832/9781847691293-003

Dörnyei, Zoltán: The psychology of second language acquisition, Oxford, Oxford Univer-

sity Press, 2009b.

Dörnyei, Zoltán: Towards a better understanding of the L2 Learning Experience, the 

Cinderella of the L2 Motivational Self System, Studies in Second Language Learning and 

Teaching, 9(1), 2019, 19–30, https://doi.org/10.14746/ssllt.2019.9.1.2

Dörnyei, Zoltán – Csizér, Kata: Some dynamics of language attitudes and motivation: 

Results of a longitudinal nationwide survey, Applied Linguistics, 23(4), 2002, 421–462, 

https://doi.org/10.1093/applin/23.4.421

Dörnyei, Zoltán – Ryan, Stephen (eds.): The psychology of the language learner revisited, 

New York, Routledge, 2015, https://doi.org/10.4324/9781315779553

Dörnyei, Zoltán – Taguchi, Tatsuya: Questionnaires in second language research: Con-

struction, administration and processing (2nd edition), New York, Routledge, 2010, 

https://doi.org/10.4324/9780203864739

Dörnyei, Zoltán – Csizér, Kata – Németh, Nóra: Motivation, language attitudes and 

globalization: A Hungarian perspective, Clevedon, Multilingual Matters, 2006, https://

doi.org/10.21832/9781853598876

Ebrahimzadeh, Mohsen – Alavi, Sepideh: The effect of digital video games on EFL stu-

dents’ language learning motivation, Teaching English with Technology, 17(2), 2017, 

87–112. 

Eid, J.: Determining the relationship between visual style, imagination, the L2 motiva-

tional self-system, and the motivation to learn English, French and Italian [Unpublished 

master’s thesis], Nottingham, University of Nottingham School of English Studies, 2008.

Elgort, Irina – Warren, Paul: L2 vocabulary learning from reading: Explicit and tacit 

lexical knowledge and the role of learner and item variables, Language Learning, 64(2), 

2014, 365–414, https://doi.org/10.1111/lang.12052

Elley, B. Warwick – Mangubhai, Francis: The impact of reading on second language 

learning, Reading Research Quarterly, 19, 1983, 53–67, https://doi.org/10.2307/747337

Ellis, C. Nick: Vocabulary acquisition: The implicit ins and outs of explicit cognitive me-

diation, in Nick C. Ellis (ed.): Implicit and explicit learning of languages, London, Aca-

demic Press, 1994, 211–282, https://doi.org/2027.42/139826

Ellis, C. Nick: Implicit and explicit knowledge of language, in Nancy H. Hornberger (ed.): 

Encyclopedia of language and education: Knowledge about language, New York, Spring-

er, 2008, 1–13, https://doi.org/10.1007/978-0-387-30424-3_143

Ellis, Rod: The structural syllabus and second language acquisition, TESOL Quarterly, 

27(1), 1993, 91–113, https://doi.org/10.2307/3586953

Ellis, Rod: Implicit and explicit learning, knowledge and instruction, in Rod Ellis – Shawn 

Loewen – Catherine Elder – Hayo Reinders – Rosemary Erlam – Jenefer Philp (eds.): 

https://doi.org/10.21832/9781847691293-003
https://doi.org/10.14746/ssllt.2019.9.1.2
https://doi.org/10.1093/applin/23.4.421
https://doi.org/10.4324/9781315779553
https://doi.org/10.4324/9780203864739
https://doi.org/10.21832/9781853598876
https://doi.org/10.21832/9781853598876
https://doi.org/10.1111/lang.12052
https://doi.org/10.2307/747337
https://doi.org/2027.42/139826
https://doi.org/10.1007/978-0-387-30424-3_143
https://doi.org/10.2307/3586953


• 153 •

References

Implicit and explicit knowledge in second language learning, testing and teaching, Bris-

tol, Multilingual Matters, 2009, 3–26.

Ellis, Rod – Shintani, Natsuko: Exploring language pedagogy through second language 

acquisition research, London, Routledge, 2014, https://doi.org/10.4324/9780203796580

Ellis, Rod – Loewen, Shawn – Elder, Catherine – Reinders, Hayo – Erlam, Rosemary 

– Philp, Jenefer (eds.): Implicit and explicit knowledge in second language learning, 

testing, and teaching, Bristol, Multilingual Matters, 2009.

Ewald, D. Jennifer: Foreign language learning anxiety in upper-level classes: Involving 

students as researchers, Foreign Language Annals, 40, 2007, 122–142, https://doi.

org/10.1111/j.1944-9720.2007.tb02857.x

Fajt, Balázs: Az iskolán kívüli idegen nyelvű nyelvtanulói érdeklődési körök feltérképezése: 

egy pilot kutatás bemutatása [Exploring language learners’ extramural English interests: 

A pilot study], in Erika Juhász – Tamás Kozma – Péter Tóth (eds.): Társadalmi innováció 

és tanulás a digitális korban, Debrecen, Debreceni Egyetemi Kiadó, Magyar Nevelés- és 

Oktatáskutatók Egyesülete (HERA), 2021a, 356–364.

Fajt, Balázs: Hungarian secondary school students’ extramural English interests: The 

development and the validation of a questionnaire, Working Papers in Language Peda-

gogy, 16, 2021b, 36–53.

Fajt, Balázs: Hungarian secondary school EFL teachers’ perceptions of their students’ in-

dividual differences: A validation study, Porta Lingua, 2022(2), 2022a, 93–100, https://

doi.org/10.48040/PL.2022.2.9

Fajt, Balázs – Bánhegyi, Mátyás – Vékási, Adél – Cseppent, Krisztina: Nyelvtanárok 

és idegen nyelven oktató szaktanárok nyelvvizsga-moratóriummal kapcsolatos véleményei 

[Foreign language teachers’ and foreign language instructors’ opinions on the Hungar-

ian foreign language exam moratorium: Results of a questionnaire survey], in Molnár 

Gyöngyvér – Tóth Edit (eds.): Új kutatások a neveléstudományokban 2021: A nevelés-

tudomány válaszai a jövő kihívásaira, Szeged, Szegedi Tudományegyetem Neveléstu-

dományi Intézet, MTA Pedagógiai Tudományos Bizottság, 2022a, 20–29. 

Fajt, Balázs – Bánhegyi, Mátyás – Vékási, Adél – Cseppent, Krisztina: A nyelvvizs-

ga-moratórium margójára: Nyelvtanárok és idegen nyelven szaktárgyakat oktatók 

véleményei [Tertiary degree without a foreign language exam certificate? Foreign language 

teachers’ and foreign language medium instructors’ views on the Hungarian foreign 

language exam moratorium of 2020 and 2021], Modern Nyelvoktatás, 28(3-4), 2022b, 

71–91, https://doi.org/10.51139/monye.2022.3-4.71.91

Fajt, Balázs – Vékási, Adél: Szókincsbővítés a Disco Elysium című videójátékban: Egy 

videójáték lexikai lefedettsége [Vocabulary extension in the video game Disco Elysium: 

The lexical coverage of a video game], Iskolakultúra, 32(6), 2022a, 93–103.

Fajt, Balázs – Vékási, Adél: Videójátékok és nyelvtanulás: véletlenszerű (szak)szókincs- 

elsajátítás videójátékokon keresztül [Video games and foreign language learning: Inci-

dental (technical) vocabulary acquisition through video games], Porta Lingua, 2022(1), 

2022b, 131–138, https://doi.org/10.48040/PL.2022.1.13

https://doi.org/10.4324/9780203796580
https://doi
https://doi.org/10.48040/PL.2022.2.9
https://doi.org/10.48040/PL.2022.2.9
https://doi.org/10.51139/monye.2022.3-4.71.91
https://doi.org/10.48040/PL.2022.1.13


• 154 •

Extramural English activities and individual learner differences

Falk, Simone – Rathcke, Tamara – Dalla Bella, Simone: When speech sounds like 

music, Journal of Experimental Psychology: Human Perception and Performance, 40(4), 

2014, 1491–1506, https://psycnet.apa.org/doi/10.1037/a0036858

Feld-Knapp, Ilona – Perge, Gabriella: Az élményszerű olvasás módszertani koncepció 

jelentősége az idegennyelv-oktatásban egy nemzetközi projekt tanulságai alapján [The 

methodological concept of free reading and its significance for modern foreign language 

teaching – experiences of an international project], Modern Nyelvoktatás, 25(2), 2019, 

75–84.

FonsecaMora, Carmen – ToscanoFuentes, Carmen – Wermke, Kathleen: Melodies 

that help: The relation between language aptitude and musical intelligence, Anglistik: 

international journal of English studies, 22(1), 2011, 101–118. 

Freiermuth, Mark – Jarrell, Douglas: Willingness to communicate: Can online chat 

help?, International Journal of Applied Linguistics, 16(2), 2006, 189–212, https://doi.

org/10.1111/j.1473-4192.2006.00113.x

Gardner, C. Robert: Social psychology and second language learning: The role of attitudes 

and motivation, London, Edward Arnold, 1985.

Gardner, C. Robert – Lambert, E. Wallace: Attitudes and motivation in second language 

learning, Rowley, Newbury House, 1972.

Gardner, C. Robert – Tremblay, F. Paul – Masgoret, Anne-Marie: Towards a full 

model of second language learning: An empirical investigation, The Modern Language 

Journal, 81(3), 1997, 344–362, https://doi.org/10.2307/329310

Gass, M. Susan: Integrating research areas: A framework for second language studies, 

Applied Linguistics, 9(2), 1988, 198–217, https://doi.org/10.1093/applin/9.2.198

Gee, James Paul: What video games have to teach us about learning and literacy (2nd edi-

tion), New York, Palgrave MacMillan, 2007.

Glaser, G. Barney – Strauss, L. Anselm: The discovery of grounded theory: Strategies for 

qualitative research, New York, De Gruyter, 1967.

Grabe, William: Reading in a second language: Moving from theory to practice, New York, 

Cambridge University Press, 2009.

Graddol, David: English next: Why global English may mean the end of English as a foreign 

language, London, British Council, 2006.

Graham, Anne – Powell, Mary Ann – Taylor, Nicola – Anderson, Donnah – Fitzger-

ald, Robyn: Ethical research involving children, Florence, UNICEF Office of Research 

– Innocenti, 2013.

Graham, Steve – Harris, R. Karen – Reid, Robert: Developing self-regulated learners, 

Focus on Exceptional Children, 24(6), 1992, 1–16, https://doi.org/10.17161/foec.v24i6.7539

Grau, Maike: Worlds apart? English in German youth cultures and in educational settings, 

World Englishes, 28(2), 2009, 160–174, https://doi.org/10.1111/j.1467-971X.2009.01581.x

Grey, Sarah – Williams, N. John – REBUSCHAT, Patrick: Individual differences in inci-

dental language learning: Phonological working memory, learning styles, and personal-

ity, Learning and Individual Differences, 38, 2015, 44–53, https://doi.org/10.1016/j.lin-

dif.2015.01.019

https://psycnet.apa.org/doi/10.1037/a0036858
https://doi
https://doi.org/10.2307/329310
https://doi.org/10.1093/applin/9.2.198
https://doi.org/10.17161/foec.v24i6.7539
https://doi.org/10.1111/j.1467-971X.2009.01581.x
https://doi.org/10.1016/j.lin-dif.2015.01.019
https://doi.org/10.1016/j.lin-dif.2015.01.019
https://doi.org/10.1016/j.lin-dif.2015.01.019


• 155 •

References

Grover, Kenda: Online social networks and the self-directed learning experience during 

a health crisis, International Journal of Self-Directed Learning, 12(1), 2015, 1–15.

Guichon, Nicolas – McLornan, Sinead: The effects of multimodality on L2 learners: 

Implications for CALL resource design, System, 36(1), 2008, 85–93, https://doi.

org/10.1016/j.system.2007.11.005

Hama, Mika – Leow, P. Ronald: Learning without awareness revisited, Studies in Second 

Language Acquisition, 32(3), 2010, 465–491, https://doi.org/10.1017/S0272263110000045

Harley, Birgit – Swain, Merill: The interlanguage of immersion students and its implica-

tion for second language teaching, in Alen Davies – Clive Criper – A. P. R. Howatt (eds.): 

Interlanguage, Edinburgh, Edinburgh University Press, 1984, 291–311.

Hashimoto, Yuki: Motivation and willingness to communicate as predictors of reported 

L2 use: The Japanese ESL context, Second Language Studies, 20(2), 2002, 29–70.

Hedge, Tricia: Teaching and learning in the language classroom, Oxford, Oxford Univer-

sity Press, 2000.

Henry, Alastair: Gender differences in compulsory school pupils’ L2 self-concepts: A 

longitudinal study, System, 37(2), 2009, 177–193, https://doi.org/10.1016/j.sys-

tem.2008.11.003

Henry, Alastair: Contexts of possibility in simultaneous language learning: Using the L2 

motivational self-system to assess the impact of global English, Journal of Multilingual 

and Multicultural Development, 31(2), 2010, 149–162, https://doi.org/10.1080/ 

01434630903471439

Henry, Alastair: L3 motivation, Göteborg, Acta Universitatis Gothoburgensis, 2012.

Henry, Alastair: Digital games and ELT: Bridging the authenticity gap, in Ema Ushioda 

(ed.): International perspectives on motivation: Language learning and professional 

challenges, London, Palgrave Macmillan, 2013, 133–155, https://doi.org/10.1057/9781137 

000873_8

Herman, Patricia A. – Anderson, Richard C. – Pearson, P. David – Nagy, E. William: 

Incidental acquisition of word meaning from expositions with varied text features, 

Reading Research Quarterly, 22(3), 1987, 263–284, https://doi.org/10.2307/747968

Higgins, E. Tory: Self-discrepancy: A theory relating self and affect, Psychological Review, 

94(3), 1987, 319–340, https://doi.org/10.1037/0033-295X.94.3.319

Hinkle, E. Dennis – Wiersma, William – Jurs, G. Stephen: Applied statistics for the 

behavioral sciences (5th edition), Boston, Houghton Mifflin, 2003.

Hitosugi, Claire Ikumi – Schmidt, Matthew – Hayashi, Kentaro: Digital game-based 

learning in the L2 classroom: The impact of the UN’s off-the-shelf videogame, Food 

Force, on learner affect and vocabulary retention, CALICO Journal, 31(1), 2014, 19–39, 

https://doi.org/10.1558/cj.31.1.19-39

Holec, Henri: Autonomy in foreign language learning, New York, Pergamon Press, 1981.

Horowitz, S. Kenneth: Video games and English as a second language: The effect of mas-

sive multiplayer online video games on the willingness to communicate and communi-

cative anxiety of college students in Puerto Rico, American Journal of Play, 11(3), 2019, 

379–410.

https://doi
https://doi.org/10.1017/S0272263110000045
https://doi.org/10.1016/j.sys-tem.2008.11.003
https://doi.org/10.1016/j.sys-tem.2008.11.003
https://doi.org/10.1016/j.sys-tem.2008.11.003
https://doi.org/10.1080/
https://doi.org/10.1057/9781137
https://doi.org/10.2307/747968
https://doi.org/10.1037/0033-295X.94.3.319
https://doi.org/10.1558/cj.31.1.19-39


• 156 •

Extramural English activities and individual learner differences

Horst, Marlise: Learning L2 vocabulary through extensive reading: A measurement study, 

The Canadian Modern Language Review, 61(3), 2005, 355–382, https://doi.org/10.3138/

cmlr.61.3.355

Horst, Marlise – Cobb, Tom – Meara, Paul: Beyond a Clockwork Orange: Acquiring 

second language vocabulary through reading, Reading in a Foreign Language, 11(2), 

1998, 207–223.

Horwitz, K. Elaine: Language anxiety and achievement, Annual Review of Applied Lin-

guistics, 21, 2001, 112–126, https://doi.org/10.1017/S0267190501000071

Horwitz, K. Elaine: Foreign and second language anxiety, Language Teaching, 43(2), 2010, 

154–167, https://doi.org/10.1017/S026144480999036X

Horwitz, K. Elaine – Horwitz, Michael B. – Cope, Joann: Foreign language classroom 

anxiety, The Modern Language Journal, 70(2), 1986, 125–132, https://doi.org/10.1111/ 

j.15404781.1986.tb05256.x

Huffman, Jeffrey: Reading rate gains during a one-semester extensive reading course, 

Reading in a Foreign Language, 26(2), 2014, 17–33.

Hulstijn, Jan: Towards a unified account of the representation, processing and acquisition 

of L2 knowledge, Second Language Research, 18, 2002, 193–223, https://doi.

org/10.1191/0267658302sr207oa

Hulstijn, H. Jan: Incidental and intentional learning, in Catherine J. Doughty – Michael 

H. Long (eds.): Handbook of second language acquisition, Malden, Blackwell, 2003, 

349–381.

Im, Byung-Bin – Ahn, Hee-Seon – Yoon, Sang-Don: The effect of extensive reading on 

improving middle school students’ writing ability, Journal of the Korea English Education 

Society, 9, 2010, 227–249.

Irie, Kay: What do we know about the language learning motivation of university students 

in Japan? Some patterns in survey studies, JALT Journal, 25(1), 2003, 86–101, https://

doi.org/10.37546/JALTJJ25.1-4

Islam, Muhammad – Lamb, Martin – Chambers, Gary: The L2 motivational self-system 

and national interest: A Pakistani perspective, System, 41(2), 2013, 231–244, https://doi.

org/10.1016/j.system.2013.01.025

Jenkins, Jennifer: World Englishes: A resource book for students (2nd edition), London, 

Routledge, 2009.

Jeon, Eun-Young – Day, R. Richard: The effectiveness of ER on reading proficiency:  

A meta-analysis, Reading in a Foreign Language, 28(2), 2016, 246–265.

Johnson, R. Burke – Christensen, Larry: Educational research: Quantitative, qualitative, 

and mixed approaches (5th edition), Thousand Oaks, Sage, 2019.

Jones, R. Francis: Self-instruction and success: A learner profile study, Applied Linguistics, 

19(3), 1998, 378–406, https://doi.org/10.1093/applin/19.3.378

Józsa, Krisztián – Imre, Ildikó Andrea: Az iskolán kívüli angol nyelvű tevékenységek 

összefüggése a nyelvtudással és a nyelvtanulási motivációval [The relationship between 

out-of-school English language activities and language proficiency and language learn-

ing motivation], Iskolakultúra, 23(1), 2013, 38–51.

https://doi.org/10.3138/
https://doi.org/10.1017/S0267190501000071
https://doi.org/10.1017/S026144480999036X
https://doi.org/10.1111/
https://doi
https://doi.org/10.37546/JALTJJ25.1-4
https://doi.org/10.37546/JALTJJ25.1-4
https://doi
https://doi.org/10.1093/applin/19.3.378


• 157 •

References

Kang, Su-Ja: Dynamic emergence of situational willingness to communicate in a second 

language, System, 33(2), 2005, 277–292, https://doi.org/10.1016/j.system.2004.10.004

Keene, Malcolm David: Viewing video and DVD in the EFL classroom, Bunkyo Gakuin 

University Journal, 8(1), 2006, 217–234. 

Kerekes, Erika: Using songs and lyrics in out-of-class learning, in David Nunan – Jack C. 

Richards (eds.): Language learning beyond the classroom, New York, Routledge, 2015, 

33–42.

Kim, Jayhoon – Hwang, Jae-Young: A study of running extra-curricular classes in an ele-

mentary school using extensive reading program, English Language Teaching, 18(2), 

2006, 243–270.

King, Jane: Using DVD feature films in the EFL classroom, Computer Assisted Language 

Learning, 15(5), 2002, 509–523, https://doi.org/10.1076/call.15.5.509.13468

Kissau, Scott – McCullough, Heather – Pyke, J. Garvey: Leveling the playing field: The 

effects of online second language instruction on student willingness to communicate in 

French, CALICO Journal, 27(2), 2010, 277–297, https://doi.org/10.1558/cj.27.2.277-297

Kitano, Kazu: Anxiety in the college Japanese language class, Modern Language Journal, 

85(4), 2001, 549–566, https://doi.org/10.1111/0026-7902.00125

Knowles, S. Malcolm: Self-directed learning: A guide for learners and teachers, New York, 

Association Press, 1975.

Kormos, Judit – Csizér, Kata: An interview study of intercultural contact and its role in 

language learning in a foreign language environment, System, 35, 2007, 241–258, https://

doi.org/10.1016/j.system.2006.10.010

Kormos, Judit – Csizér, Kata: Age-related differences in the motivation of learning English 

as a foreign language: Attitudes, selves, and motivated learning behaviour, Language 

Learning, 58(2), 2008, 327–355, https://doi.org/10.1111/j.1467-9922.2008.00443.x

Kormos, Judit – Dörnyei, Zoltán: The interaction of linguistic and motivational variables 

in second language task performance, Zeitschrift für Interkulturellen Fremdsprachunt-

erricht, 9(2), 2004, https://zif.tujournals.ulb.tu-darmstadt.de/issue/40/info/

Kormos, Judit – Kiddle, Thom – Csizér, Kata: Systems of goals, attitudes, and self- related 

beliefs in second-language-learning motivation, Applied Linguistics, 32(5), 2011, 495–516, 

https://doi.org/10.1093/applin/amr019

Krashen, D. Stephen: The power of reading: Insights from the research (2nd edition), Lon-

don, Libraries Unlimited, 2004.

Krashen, D. Stephen: The autonomous language acquirer (ALA), in Eric M. Skier – Miki 

Kohyama (eds.): More autonomy you ask! Japan, Japan Association for Language Teach-

ing, 2006, 1–8. 

Krashen, D. Stephen: The Comprehension Hypothesis extended, in Thorsten Piske – Mar-

tha Young-Scholten (eds.): Input matters in SLA, Bristol, Multilingual Matters, 2009, 

81–94.

Krashen, D. Stephen: Free voluntary reading, London, Libraries Unlimited, 2011.

Krashen, D. Stephen: Principles and practice in second language acquisition, Oxford, 

Pergamon, 1982.

https://doi.org/10.1016/j.system.2004.10.004
https://doi.org/10.1076/call.15.5.509.13468
https://doi.org/10.1558/cj.27.2.277-297
https://doi.org/10.1111/0026-7902.00125
https://doi.org/10.1016/j.system.2006.10.010
https://doi.org/10.1016/j.system.2006.10.010
https://doi.org/10.1111/j.1467-9922.2008.00443.x
https://zif.tujournals.ulb.tu-darmstadt.de/issue/40/info/
https://doi.org/10.1093/applin/amr019


• 158 •

Extramural English activities and individual learner differences

Krashen, D. Stephen: Explorations in language acquisition and use: The Taipei lectures, 

Portsmouth, Heinemann, 2003.

Krashen, D. Stephen – Lee, Sy-Ying – Lao, Christy: Comprehensible and compelling: The 

causes and effects of free voluntary reading, Santa Barbara, Libraries Unlimited, 2018.

Kuppens, H. An: Incidental foreign language acquisition from media exposure, Learning, 

Media and Technology, 35(1), 2010, 65–85, https://doi.org/10.1080/17439880903561876

Kvale, Steinar: Interviews: An introduction to qualitative research interviewing, Thousand 

Oaks, Sage, 1996.

Lajtai, Ádám: Hungarian EFL learners’ extramural contact with English, in Renata Geld 

– Stela Letica Krevelj (eds.): UZRT 2018: Empirical studies in applied linguistics, Zagreb, 

FF Press, 128–149, 2020.

Lam, Wan Shun Eva: L2 literacy and the design of self: A case study of a teenager writing 

on the Internet, TESOL Quarterly, 34(3), 2000, 457–482, https://doi.org/10.2307/3587739

Lamb, Martin: Integrative motivation in a globalizing world, System, 32(1), 2004, 3–19, 

https://doi.org/10.1016/j.system.2003.04.002

Lamb, Martin: A self-system perspective on young adolescents’ motivation to learn English 

in urban and rural settings, Language Learning, 62(4), 2012, 997–1023, https://doi.

org/10.1111/j.1467-9922.2012.00719.x

Lee, Ju Seong: EFL students’ views of willingness to communicate in the extramural digi-

tal context, Computer Assisted Language Learning, 32(7), 2019a, 692–712, https://doi.

org/10.1080/09588221.2018.1535509

Lee, Ju Seong: Quantity and diversity of informal digital learning of English, Language 

Learning & Technology, 23(1), 2019b, 114–126, https://doi.org/10125/44675

Lee, Juhee – Schallert, Diane L. – Kim, Eonsil: Effects of extensive reading and transla-

tion activities on grammar knowledge and attitudes for EFL adolescents, System, 52, 

2015, 38–50, https://doi.org/10.1016/j.system.2015.04.016

Leow, P. Ronald: Attention, awareness, and foreign language behaviour, Language Learn-

ing, 47(3), 1997, 467–505. 

Leow, P. Ronald: Attention, awareness, and foreign language behaviour, Language Learn-

ing, 51(1), 2001, 113–155, https://doi.org/10.1111/j.1467-1770.2001.tb00016.x

Leow, P. Ronald: Implicit learning in SLA: Of processes and products, in Patrick Rebuschat 

(ed.): Implicit and explicit learning of languages, Amsterdam, John Benjamins, 2015a, 

47–66.

Leow, P. Ronald: Explicit learning in the L2 classroom: A student-centered approach, New 

York, Routledge, 2015b, https://doi.org/10.4324/9781315887074

Li, Juan: A systematic review of video games for second language acquisition, in Pamela M. 

Sullivan – Jessica L. Lantz – Brian A. Sullivan (eds.): Handbook of research on integrat-

ing digital technology with literacy pedagogies, Hershey, IGI Global, 2020, 472–499.

Liando, Nihta Vera – Sahetapy, Ray Jusuf – Maru, Mister Gidion: English major students’ 

perceptions towards watching English movies in listening and speaking skills develop-

ment, Advances in Social Sciences Research Journal, 5(6), 2018, 1–16, https://doi.

org/10.14738/assrj.56.4627

https://doi.org/10.1080/17439880903561876
https://doi.org/10.2307/3587739
https://doi.org/10.1016/j.system.2003.04.002
https://doi
https://doi
https://doi.org/10125/44675
https://doi.org/10.1016/j.system.2015.04.016
https://doi.org/10.1111/j.1467-1770.2001.tb00016.x
https://doi.org/10.4324/9781315887074
https://doi


• 159 •

References

Liang, Mei-Ya: Foreign lucidity in online role-playing games, Computer Assisted Language 

Learning, 25(5), 2012, 455–473, https://doi.org/10.1080/09588221.2011.619988

Lin, Li-Yun: The effects of feature films upon learners’ motivation, listening comprehension 

performance and speaking skills: The learner-centered approach [Unpublished doc-

toral dissertation], Taiwan, 2002, https://files.eric.ed.gov/fulltext/ED470811.pdf

Lin, Phoebe – SiyanovaChanturia, Anna: Internet television for L2 vocabulary learn-

ing, in David Nunan – Jack C. Richards (eds.): Language learning beyond the classroom, 

New York, Routledge, 2014, 149–158.

Lincoln, S. Yvonna – Guba G. Egon: Naturalistic enquiry, Newbury Park, Sage, 1985.

Lindgren, Eva – Muñoz, Carmen: The influence of exposure, parents and linguistic distance 

on young European learners’ foreign language comprehension, International Journal of 

Multilingualism, 10(1), 2013, 105–129, https://doi.org/10.1080/14790718.2012.679275

Littlewood, William: “Autonomy”: An anatomy and framework, System, 24(4), 1996, 

427–435, https://doi.org/10.1016/S0346-251X(96)00039-5

Liu, Meihua: Interrelations between foreign language listening anxiety and strategy use 

and their predicting effects on test performance of high- and low-proficient Chinese 

university EFL learners, The Asia-Pacific Education Researcher, 25(4), 2016, 647–655, 

https://doi.org/10.1007/s40299-016-0294-1

Liu, Meihua – Zhang, Wenxia: An exploration of Chinese EFL learners’ foreign language 

anxiety, personality and self-esteem, Journal of Applied Linguistics, 5(2), 2008, 181–203, 

https://doi.org/10.1558/japl.v5i2.181

Loewen, Shawn – Erlam, Rosemary – Ellis, Rod: The incidental acquisition of third 

person -s as implicit and explicit knowledge, in Rod Ellis – Shawn Loewen – Catherine 

Elder – Hayo Reinders – Rosemary Erlam – Jenefer Philp (eds.): Implicit and explicit 

knowledge in second language learning, testing and teaching, Bristol, Blue Ridge Summit, 

Multilingual Matters, 2009, 262–280.

Macancela, Irlanda J. M. – Acosta, Brigita V. L. – Stagg, I. Grahan: Applying English 

songs and their effects on English language learning, Revista Científica Ciencia Y Tec-

nología, 2(10), 2016, 17–25.

MacIntyre, D. Peter: Language anxiety: A review of the research for language teachers, 

in Dolly J. Young (ed.): Affect in foreign language and second language learning: A prac-

tical guide to creating a low-anxiety classroom atmosphere, Boston, McGraw-Hill, 1999, 

24–45.

MacIntyre, D. Peter – Gardner, C. Robert: Methods and results in the study of anxiety 

and language learning: A review of the literature, Language Learning, 41(1), 1991, 85–117, 

https://doi.org/10.1111/j.1467-1770.1991.tb00677.x

MacIntyre, D. Peter – Gardner, C. Robert: The subtle effects of language anxiety on 

cognitive processing in second language, Language Learning, 44(2), 1994, 283–305, 

https://doi.org/10.1111/j.1467-1770.1994.tb01103.x

MacIntyre, D. Peter – Babin, A. Patricia – Clément, Richard: Willingness to commu-

nicate: Antecedents & consequences, Communication Quarterly, 47(2), 1999, 215–229, 

https://doi.org/10.1080/01463379909370135

https://doi.org/10.1080/09588221.2011.619988
https://files.eric.ed.gov/fulltext/ED470811.pdf
https://doi.org/10.1080/14790718.2012.679275
https://doi.org/10.1016/S0346-251X
https://doi.org/10.1007/s40299-016-0294-1
https://doi.org/10.1558/japl.v5i2.181
https://doi.org/10.1111/j.1467-1770.1991.tb00677.x
https://doi.org/10.1111/j.1467-1770.1994.tb01103.x
https://doi.org/10.1080/01463379909370135


• 160 •

Extramural English activities and individual learner differences

MacIntyre, D. Peter – Baker, C. Susan – Clément, Richard – Conrod, Sarah: Willing-

ness to communicate, social support, and language-learning orientations of immersion 

students, Studies in Second Language Acquisition, 23(3), 2001, 369–388, https://doi.

org/10.1017/S0272263101003035

MacIntyre, D. Peter – Dörnyei, Zoltán – Clément, Richard – Noels, A. Kimberly: 

Conceptualizing willingness to communicate in a L2: A situational model of L2 confi-

dence and affiliation, The Modern Language Journal, 82(4), 1998, 545–562, https://doi.

org/10.1111/j.1540-4781.1998.tb05543.x

Mackey, Alison – Gass, M. Susan: Second language research: Methodology and design 

(2nd edition), New York, Routledge, 2016. 

Malyndra, Dinda – Drajati, Nur Arifah – Asrori, Muhammad: Students’ willingness 

to communicate in extramural English activities in digital EFL context: A narrative 

enquiry, Journal of English Language Education, 3(1), 2020, 49–68, https://doi.

org/10.20414/edulangue.v3i1.2093

MarcosLlinas, Monica – Garau, Maria Juan: Effects of language anxiety on three pro-

ficiency-level courses of Spanish as a foreign language, Foreign Language Annals, 42, 

2009, 94–109, https://doi.org/10.1111/j.1944-9720.2009.01010.x

Markham, L. Paul – Peter, A. Lizette – McCarthy, J. Teresa: The effects of native lan-

guage vs. target language captions on foreign language students’ DVD video compre-

hension, Foreign Language Annals, 34(5), 2001, 439–445, https://doi.org/10.1111/j.1944- 

9720.2001.tb02083.x

Markus, Hazel – Nurius, Paula: Possible selves, American Psychologist, 41(9), 1986, 

954–969, https://doi.org/10.1037/0003-066X.41.9.954

McDonough, Jo – McDonough, Steven: Research methods for English language teachers, 

Great Britain, Arnold, 1997.

McLean, Stuart – Rouault, Greg: The effectiveness and efficiency of extensive reading at 

developing reading rates, System, 70, 2017, 92–106, https://doi.org/10.1016/j.system.2017. 

09.003

McQuillan, Jeff: Where do we get our academic vocabulary? Comparing the efficiency of 

direct instruction and free voluntary reading, The Reading Matrix: An International 

Online Journal, 19(1), 2019, 129–138.

Mercer, Sarah – Dörnyei, Zoltán: Engaging language learners in contemporary classrooms, 

Cambridge, Cambridge University Press, 2020.

Mercer, Sarah – Ryan, Stephen – Williams, Marion (eds.): Psychology for language 

learning: Insights from research, theory and practice, London, Palgrave Macmillan, 2012.

Mermelstein, Aaron David: Improving EFL learners’ writing through enhanced extensive 

reading, Reading in a Foreign Language, 27(2), 2015, 182–198.

Merriam, B. Sharan – Caffarella, S. Rosemary – Baumgartner, Lisa: Learning in 

adulthood, San Francisco, Jossey-Bass, 2007.

Miltiades, B. Helen: Interview as a social event: Cultural influences experienced while 

interviewing older adults in India, International Journal of Social Research Methodol-

ogy, 11(4), 2008, 277–291, https://doi.org/10.1080/13645570701605921

https://doi
https://doi
https://doi
https://doi.org/10.1111/j.1944-9720.2009.01010.x
https://doi.org/10.1111/j.1944-%E2%80%A2
https://doi.org/10.1111/j.1944-%E2%80%A2
https://doi.org/10.1037/0003-066X.41.9.954
https://doi.org/10.1016/j.system.2017
https://doi.org/10.1080/13645570701605921


• 161 •

References

Mirvan, Xhemaili: The advantages of using films to enhance students’ reading skills in the 

EFL classroom, Journal of Education Practice, 4(13), 2013, 62–66.

Mitterer, Holger – McQueen, M. James: Foreign subtitles help but native-language 

subtitles harm foreign speech perception, PLoS ONE, 4(11), 2009, 1–5, https://doi.

org/10.1371/journal.pone.0007785

MolinsRuano, Pablo – Sevilla, Covadonga – Santini, Simone – Haya, A. Pablo – 

Rodríguez, Pilar – Sacha, Gomez: Designing videogames to improve students’ moti-

vation, Computers in Human Behavior, 31, 2014, 571–579, https://doi.org/10.1016/j.

chb.2013.06.013

Montero Perez, Maribel – Peters, Elke – Clarebout, Geraldine – Desmet, Piet: Effects 

of captioning on video comprehension and incidental vocabulary learning, Language 

Learning & Technology, 18(1), 2014, 118–141.

Moreh, Christian: Magyar bevándorlók az Egyesült Királyságban: demográfiai, földrajzi 

és szociológiai körkép [Hungarian migrants in the United Kingdom: Demographic, 

geographic and sociological aspects], Demográfia, 57(4), 2015, 137–172.

Mori, Setsuko – Gobel, Peter: Motivation and gender in the Japanese EFL classroom, 

System, 34, 2006, 194–210, https://doi.org/10.1016/j.system.2005.11.002

Moskovsky, Christo – Assulaimani, Turki – Racheva, Silvia – Harkins, Jean: The L2 

motivational self-system and L2 achievement: A study of Saudi EFL learners, The Mod-

ern Language Journal, 100(3), 2016, 641–654, https://doi.org/10.1111/modl.12340

Murphy, Tim: The discourse of pop song, TESOL Quarterly, 26(4), 1992, 770–774, https://

doi.org/10.2307/3586887

Murray, Garold: Autonomy in the time of complexity: Lessons from beyond the classroom, 

Studies in Self-Access Learning Journal, 8(2), 2017, 116–134, https://doi.org/10.37237/080205

Murshidi, Ghadah Al: Effectiveness of movies in teaching and learning English as a Foreign 

Language at universities in UAE, Psychology and Education, 57(6), 2020, 442–450, 

https://doi.org/10.17762/pae.v57i6.50

Nagy, Borbála Cecília: Az egyéni kommunikációs jellemzők szerepe haladó szintű nyelvta-

nulók esetében [The role of individual communicational variables in advanced EFL 

learning], Magyar Pedagógia, 105(1), 2005, 5–27. 

Nakanishi, Takayuki: A meta-analysis of extensive reading research, TESOL Quarterly, 

49(1), 2015, 6–37, https://doi.org/10.1002/tesq.157

Nassaji, Hossein: Grammar acquisition, in Shawn Loewen – Masatoshi Sato (eds.): The 

Routledge handbook of instructed second language acquisition, New York, Routledge, 

2017, 205–223.

Nation, Ian Stephen Paul: Learning vocabulary in another language, Cambridge, Cambridge 

University Press, 2001, https://doi.org/10.1017/CBO9781139524759

Nation, Ian Stephen Paul – Waring, Rob: Teaching extensive reading in another language, 

New York, Routledge, 2020, https://doi.org/10.4324/9780367809256

Neville, O. David: Structuring narrative in 3D digital game-based learning environments 

to support second language acquisition, Foreign Language Annals, 43(3), 2010, 446–469, 

https://doi.org/10.1111/j.1944-9720.2010.01092.x

https://doi
https://doi.org/10.1016/j
https://doi.org/10.1016/j.system.2005.11.002
https://doi.org/10.1111/modl.12340
https://doi.org/10.2307/3586887
https://doi.org/10.2307/3586887
https://doi.org/10.37237/080205
https://doi.org/10.17762/pae.v57i6.50
https://doi.org/10.1002/tesq.157
https://doi.org/10.1017/CBO9781139524759
https://doi.org/10.4324/9780367809256
https://doi.org/10.1111/j.1944-9720.2010.01092.x


• 162 •

Extramural English activities and individual learner differences

Neville, O. David – Shelton, E. Brett – McInnis, Brian: Cybertext redux: Using digital 

game-based learning to teach L2 vocabulary, reading, and culture, Computer Assisted 

Language Learning, 22(5), 2009, 409–424, https://doi.org/10.1080/09588220903345168

Norris, M. John – Ortega, Lourdes: Effectiveness of L2 instruction: A research synthesis 

and quantitative meta-analysis, Language Learning, 50(3), 2000, 417–528, https://doi.

org/10.1111/0023-8333.00136

Novák, Ildkó – Fónai, Mihály: Gimnáziumi és szakgimnáziumi tanulók idegennyelv-ta-

nulási eredményessége [The effectiveness of foreign language learning for high school 

and vocational high school students], Iskolakultúra, 30(6), 2020, 16–35, https://doi.

org/10.14232/ISKKULT.2020.6.16

Nunan, David: Research methods in language learning, Cambridge, Cambridge  University  

Press, 1992.

Nunan, David: Nine steps to learner autonomy, Symposium 2003, 2003, 193–204. 

Nunan, David – Richards, C. Jack (eds.): Language learning beyond the classroom, New 

York, Routledge, 2014.

Office for National Statistics: Population of the UK by country of birth and nation-

ality, https://www.ons.gov.uk/peoplepopulationandcommunity/populationandmigration/

internationalmigration/datasets/populationoftheunitedkingdombycountryofbirthand-

nationality 

Onwuegbuzie, J. Anthony – Bailey, Phillip – Daley, E. Christine: Factors associated 

with foreign language anxiety, Applied Psycholinguistics, 20(2), 1999, 217–239, https://

doi.org/10.1017/S0142716499002039

Ortega, Lourdes: Understanding second language acquisition, London, Routledge, 2009, 

https://doi.org/10.4324/9780203777282

Öveges, Enikő – Csizér, Kata: Vizsgálat a köznevelésben folyó idegennyelv-oktatás kereteiről 

és hatékonyságáról [An investigation into the framework and efficiency of foreign lan-

guage teaching in Hungarian public education], Oktatási Hivatal, 2018, http://www.

oktatas.hu/pub_bin/dload/sajtoszoba/nyelvoktatas_kutatasi_jelentes_2018.pdf

Öveges, Enikő – Kálmán, Csaba: A B2 szintű nyelvtudás elérése és igazolása a felsőok-

tatásba történő felvételihez: Nyelvtanárok véleménye egy kérdőíves felmérés eredménye-

inek tükrében [Achieving and justifying B2 level language skills for admission to high-

er education: The opinions of language teachers in the light of the results of a 

questionnaire survey], Magyar Pedagógia, 119(3), 2019, 219–242.

Papi, Mostafa: The L2 motivational self-system, L2 anxiety, and motivated behavior:  

A structural equation modeling approach, System, 38(3), 2010, 467–479, https://doi.

org/10.1016/j.system.2010.06.011

Papi, Mostafa – Teimouri, Yasser: Dynamics of selves and motivation: A cross-sectional 

study in the EFL context of Iran, International Journal of Applied Linguistics, 22(3), 

2012, 287–309, https://doi.org/10.1111/j.1473-4192.2012.00312.x

Paradis, Michel: Declarative and procedural determinants of second languages, Amster-

dam, John Benjamins, 2009.

https://doi.org/10.1080/09588220903345168
https://doi
https://doi
https://www.ons.gov.uk/peoplepopulationandcommunity/populationandmigration/
https://doi.org/10.1017/S0142716499002039
https://doi.org/10.1017/S0142716499002039
https://doi.org/10.4324/9780203777282
http://www
https://doi
https://doi.org/10.1111/j.1473-4192.2012.00312.x


• 163 •

References

Park, Jeongyeon: Integrating reading and writing through extensive reading, ELT Journal, 

70(3), 2016, 287–295, https://doi.org/10.1093/elt/ccv049

Pavia, Niousha – Webb, Stuart – Faez, Farahnaz: Incidental vocabulary learning through 

listening to songs, Studies in Second Language Acquisition, 41(4), 2019, 745–768, https://

doi.org/10.1017/S0272263119000020

Pawlak, Miroslaw (ed.): New Perspectives on individual differences in language learning 

and teaching, Berlin, Springer-Verlag, 2012. 

Peng, E. Jian E: Willingness to communicate in the Chinese EFL classroom: A cultural 

perspective, in Jun Liu (ed.): English language teaching in China: New approaches, per-

spectives and standards, New York, Continuum, 2007, 250–269.

Peng, Jian-E. – Woodrow, Lindy: Willingness to communicate in English: A model in the 

Chinese EFL classroom context, Language Learning, 60(4), 2010, 834–876, https://doi.

org/10.1111/j.1467-9922.2010.00576.x

Peterson, Mark: EFL learner collaborative interaction in Second Life, ReCALL, 24(1), 2012, 

20–39, https://doi.org/10.1017/S0958344011000279

Pigada, Maria – Schmitt, Norbert: Vocabulary acquisition from extensive reading: A case 

study, Reading in a Foreign Language, 18(1), 2006, 1–28.

PiirainenMarsh, Arja – Tainio, Liisa: Other-repetition as a resource for participation 

in the activity of playing a video game, The Modern Language Journal, 93(2), 2009, 

153–169, https://doi.org/10.1111/j.1540-4781.2009.00853.x

Piniel, Katalin – Albert, Ágnes: L2 motivation and self-efficacy’s link to language learn-

ers’ flow and anti-flow experiences in the classroom, in Stela Letica Krevelj – Renata 

Gelb (eds.): UZRT 2016: Empirical Studies in Applied Linguistics, Zagreb, FF Press, 2017, 

90–103. 

Piniel, Katalin – Albert, Ágnes: Advanced learners’ foreign language-related emotions 

across the four skills, Studies in Second Language Learning and Teaching, 8(1), 2018, 

127–147, https://doi.org/10.14746/ssllt.2018.8.1.6

Piniel, Katalin – Csizér, Kata: L2 motivation, anxiety and self-efficacy: The interrelation-

ship of individual variables in the secondary school context, Studies in Second Language 

Learning and Teaching, 3(4), 2013, 523–550.

Prescott, J. Francis: Validating a long qualitative interview schedule, Working Papers in 

Language Pedagogy, 5, 2011, 16–38.

Puimélege, Eva – Peters, Elke: Learners’ English vocabulary knowledge prior to formal 

instruction: The role of learner-related and word-related variables, Language Learning, 

69(4), 2019, 943–977, https://doi.org/10.1111/lang.12364

Pujadas, Geórgia – Muñoz, Carmen: Extensive viewing of captioned and subtitled TV 

series: A study of L2 vocabulary learning by adolescents, The Language Learning Journal, 

47(4), 2019, 479–496, https://doi.org/10.1080/09571736.2019.1616806

Purushotma, Ravi: “You’re not studying, you’re just…”, Language Learning and  Technology, 

9(1), 2005, 80–96, https://doi.org/10125/44010

Qiang, Niu – Hai, Teng – Wolff, Martin: China EFL: Teaching with movies, English 

Today, 23(2), 2007, 39–46, https://doi.org/10.1017/S0266078407002076

https://doi.org/10.1093/elt/ccv049
https://doi.org/10.1017/S0272263119000020
https://doi.org/10.1017/S0272263119000020
https://doi
https://doi.org/10.1017/S0958344011000279
https://doi.org/10.1111/j.1540-4781.2009.00853.x
https://doi.org/10.14746/ssllt.2018.8.1.6
https://doi.org/10.1111/lang.12364
https://doi.org/10.1080/09571736.2019.1616806
https://doi.org/10125/44010
https://doi.org/10.1017/S0266078407002076


• 164 •

Extramural English activities and individual learner differences

Rebuschat, Patrick – Williams, N. John: Implicit and explicit knowledge in second lan-

guage acquisition, Applied Psycholinguistics, 33(4), 2012, 829–856, https://doi.org/10.1017/

S0142716411000580

Regueira, Uxia – AlonsoFerreiro, Almudena – DaVila, Sergio: Women on YouTube: 

Representation and participation through the Web Scraping technique. Comunicar, 63, 

2020, 31–40, https://doi.org/10.3916/C63-2020-03

Reinders, Hayo – Benson, Phil: Research agenda: Language learning beyond the classroom, 

Language Teaching, 50(4), 2017, 561–578, https://doi.org/10.1017/S0261444817000192

Reinders, Hayo – Wattana, Sorada: Talk to me! Games and students’ willingness to 

communicate, in Hayo Reinders (ed.): Digital games in language learning and teaching, 

London, Palgrave Macmillan, 2012, 156–187, https://doi.org/10.1057/9781137005267_9

Reinders, Hayo – Wattana, Sorada: Can I say something? The effects of digital game play 

on willingness to communicate, Language Learning & Technology, 18(2), 2014, 101–123.

Reinders, Hayo – Wattana, Sorada: Affect and willingness to communicate in digital 

game-based learning, ReCALL, 27(1), 2015, 38–57, https://doi.org/10.1017/S0958344014 

000226

Reinhardt, Jonathon: Digital game-mediated foreign language teaching and learning: 

Myths, realities and opportunities, in Martine Derivry-Plard – Pascaline Faure – Cédric 

Brudermann (eds.): Apprendre les langues à l’université au 21ème siècle, Paris, Riveneuve, 

2013, 161–178.

Reinhardt, Jonathon – Sykes, M. Julie: Conceptualizing digital game-mediated L2 learn-

ing and pedagogy: Game-enhanced and game-based research and practice, in Hayo 

Reinders (ed.): Digital games in language learning and teaching, London, Palgrave 

Macmillan, 2012, 32–49, https://doi.org/10.1057/9781137005267_3

Reinhardt, Jonathon – Zander, Victoria: Social networking in an intensive English 

program classroom: A language socialization perspective, CALICO Journal, 28(2), 2011, 

326–344, https://doi.org/10.1558/cj.28.2.326-344

Richards, C. Jack: The changing face of language learning: Learning beyond the classroom, 

RELC Journal, 46(1), 2015, 5–22, https://doi.org/10.1177/0033688214561621

Richards, Lyn – Morse, Janice: Readme first for a user’s guide to qualitative research (3rd 

edition), London, Sage, 2013.

Rodgers, P. H. Michael – WEBB, Stuart: The effects of captions on EFL learners’ compre-

hension of English-language television programs, CALICO Journal, 34(1), 2017, 20–38, 

https://doi.org/10.1558/cj.29522

Root, Elizabeth: Motivation and learning strategies in a foreign language setting: A look 

at a learner of Korean, Minneapolis, University of Minnesota, 1999.

Rosa, M. Elena – Leow, P. Ronald: Awareness, different learning conditions, and L2 de-

velopment, Applied Psycholinguistics, 25(2), 2004, 269–292, https://doi.org/10.1017/

S0142716404001134

Rosa, Elena – O’Neill, D. Michael: Explicitness, intake, and the issue of awareness, Stud-

ies in Second Language Acquisition, 21(4), 1999, 511–556, https://doi.org/10.1017/

S0272263199004015

https://doi.org/10.1017/
https://doi.org/10.3916/C63-2020-03
https://doi.org/10.1017/S0261444817000192
https://doi.org/10.1057/9781137005267_9
https://doi.org/10.1017/S0958344014
https://doi.org/10.1057/9781137005267_3
https://doi.org/10.1558/cj.28.2.326-344
https://doi.org/10.1177/0033688214561621
https://doi.org/10.1558/cj.29522
https://doi.org/10.1017/
https://doi.org/10.1017/


• 165 •

References

Rossiter, R. John: The C-OAR-SE procedure for scale development in marketing, Inter-

national Journal of Research in Marketing, 19(4), 2002, 305–335, https://doi.org/10.1016/

S0167-8116(02)00097-6

Rott, Susanne: The effect of exposure frequency on intermediate language learners’ inci-

dental vocabulary acquisition and retention through reading, Studies in Second Language 

Acquisition, 21(4), 1999, 589–619, https://doi.org/10.1017/S0272263199004039

Ryan, Stephen: Language learning motivation within the context of globalization: An L2 

self within an imagined global community, Critical Inquiry in Language Studies: An 

International Journal, 3(1), 2006, 23–45, https://doi.org/10.1207/s15427595cils0301_2

Ryan, Stephen: Self and identity in L2 motivation in Japan: The ideal L2 self and Japanese 

learners of English, in Zoltán Dörnyei – Ema Ushioda (eds.): Motivation, language 

identity and the L2 self, Bristol, Multilingual Matters, 2009, 120–143, https://doi.

org/10.21832/9781847691293-007

Ryu, Dongwan: Non-native English speakers’ multiliteracy learning in beyond-game culture: 

A sociocultural study, Journal of Online Learning and Teaching / MERLOT, 7(2), 2011, 

231–243.

Ryu, Dongwan: Play to learn, learn to play: Language learning through gaming culture, 

ReCALL, 25(2), 2013, 286–301, https://doi.org/10.1017/S0958344013000050

Sackett, R. Paul – Larson, R. James: Research strategies and tactics in I/O psychology, 

in Marvin D. Dunnette – Philip L. Ackerman – Leaetta M. Hough – Harry C. Triandis 

(eds.): Handbook of industrial and organizational psychology Vol 1, Palo Alto, Consult-

ing Psychologists Press, 1990, 419–489.

SallinenKuparinen, Aino – McCroskey, C. James – Richmond, P. Virgina: Willing-

ness to communicate, communication apprehension, introversion, and self-reported 

communication competence: Finnish and American comparisons, Communication 

Research Reports, 8(1), 1991, 55–64, https://doi.org/10.1080/08824099109359876

Sanz, Cristina: Adult SLA: The interaction between external and internal factors, in Cris-

tina Sanz (ed.): Mind and context in adult second language acquisition: Methods, the-

ory, and practice, Washington, Georgetown University Press, 2005, 3–20.

Sauer, Luzia – Ellis, Rod: The social lives of adolescent study abroad learners and their 

L2 development, The Modern Language Journal, 103(4), 2019, 739–762, https://doi.

org/10.1111/modl.12589

Sayer, Peter – Ban, Ruth: Young EFL students’ engagements with English outside the 

classroom, ELT Journal, 68(3), 2014, 321–329, https://doi.org/10.1093/elt/ccu013

Schmidt, W. Richard: The role of consciousness in second language learning, Applied 

Linguistics, 11(2), 1990, 129–158.

Schmidt, W. Richard: Awareness and second language acquisition, Annual Review of Ap-

plied Linguistics, 13, 1993, 206–226.

Schmidt, W. Richard: Deconstructing consciousness in search of useful definitions for 

applied linguistics, AILA Review, 11, 1994, 11–26.

Schmidt, W. Richard: Consciousness and foreign language learning: A tutorial on the role 

of attention and awareness in learning, in Richard W. Schmidt (ed.): Attention and 

https://doi.org/10.1016/
https://doi.org/10.1017/S0272263199004039
https://doi.org/10.1207/s15427595cils0301_2
https://doi
https://doi.org/10.1017/S0958344013000050
https://doi.org/10.1080/08824099109359876
https://doi
https://doi.org/10.1093/elt/ccu013


• 166 •

Extramural English activities and individual learner differences

awareness in foreign language learning, Honolulu, University of Hawaii Press, 1995, 

1–65.

Schmidt, W. Richard: Attention, in Peter Robinson (ed.): Cognition and second language 

instruction, Cambridge, Cambridge University Press, 2001, 3–32.

Schrader, P. G. – Lawless, A Kimberly – Deniz, Hasan: Video games in education: 

Opportunities for learning beyond research claims and advertising hype, in Pavel Zem-

liansky – Diane Wilcox (eds.): Design and implementation of educational games: The-

oretical and practical perspectives, Hershey, IGI Global, 2010, 293–314, https://doi.

org/10.4018/978-1-61520-781-7.ch020

Schwartz, D. Bonnie: On explicit and negative data effecting and affecting competence 

and linguistic behaviour, Studies in Second Language Acquisition, 15(2), 1993, 147–163, 

https://doi.org/10.1017/S0272263100011931

Schwarz, Marlene: Learning with Lady GaGa & CO: Incidental EFL vocabulary acquisition 

from pop songs, VIEWS, 22, 2013, 17–48.

Seferolu, Gölge: Using feature films in language classes, Educational Studies, 34(1), 

2008, 1–9, https://doi.org/10.1080/03055690701785202

Shaughnessy, J. John – Zechmeister, B. Eugene – Zechmeister, S. Jeanne: Research 

methods in psychology (9th edition), New York, McGraw-Hill, 2011.

Shintani, Natsuko – Ellis, Rod: The incidental acquisition of English plural -s by Japanese 

children in comprehension-based and production-based lessons, Studies in Second 

Language Acquisition, 32(4), 2010, 607–637, https://doi.org/10.1017/S0272263110000288

Simensen, Aud Marit: English in Scandinavia: A success story, in Dominic Wyse – Richard 

Andrews – James Hoffman (eds.): The Routledge international handbook of English, 

language and literacy teaching, London, Routledge, 2010, 472–483.

Song, Jayoung – Sardegna, Veronica Gabriela: EFL learners’ incidental acquisition of 

English prepositions through enhanced extensive reading instruction, RELC Journal, 

45, 2014, 67–84, https://doi.org/10.1177/0033688214522623

Spada, Nina – Tomita, Yasuyo: Interactions between type of instruction and type of lan-

guage feature: A meta-analysis, Language Learning, 60(2), 2010, 263–308, https://doi.

org/10.1111/j.1467-9922.2010.00562.x

Sparks, L. Richard – Ganschow, Leonore – Artzer, Marjorie – Siebenhar, David – 

Plageman, Mark: Language anxiety and proficiency in a foreign language, Perceptual 

and Motor Skills, 85(2), 1997, 559–562, https://doi.org/10.2466/pms.1997.85.2.559

Squire, D. Kurt: Video game literacy: A literacy of expertise, in Julie Coiro – Michele 

Knobel – Colin Lankshear – Donald J. Leu (eds.): Handbook of research on new literacies, 

New York, Routledge, 2008, 635–670.

Suh, Soonshik – Kim, S. W. – Kim, N. J.: Effectiveness of MMORPG-based instruction in 

elementary English education in Korea, Journal of Computer Assisted Learning, 26(5), 

2010, 370–378, https://doi.org/10.1111/j.1365-2729.2010.00353.x

Suk, Namhee: The effects of extensive reading on reading comprehension, reading rate, 

and vocabulary acquisition, Reading Research Quarterly, 52(1), 2017, 73–89, https://doi.

org/10.1002/rrq.152

https://doi
https://doi.org/10.1017/S0272263100011931
https://doi.org/10.1080/03055690701785202
https://doi.org/10.1017/S0272263110000288
https://doi.org/10.1177/0033688214522623
https://doi
https://doi.org/10.2466/pms.1997.85.2.559
https://doi.org/10.1111/j.1365-2729.2010.00353.x
https://doi


• 167 •

References

Sundqvist, Pia: Extramural English matters: out-of-school English and its impact on 

Swedish ninth graders’ oral proficiency and vocabulary [Unpublished doctoral disser-

tation], Karlstad, Karlstad University, 2009.

Sundqvist, Pia: About a boy: A gamer and L2 English speaker coming into being by use 

of self-access, Studies in Self-Access Learning Journal, 6(4), 2015, 352–364, https://doi.

org/10.37237/060403

Sundqvist, Pia: Commercial-off-the-shelf games in the digital wild and L2 learner vocab-

ulary, Language Learning & Technology, 23(1), 2019, 87–113, https://doi.org/10125/44674

Sundqvist, Pia – OlinScheller, Christina: Classroom vs extramural English: Teachers 

dealing with demotivation, Language and Linguistics Compass, 7(6), 2013, 329–338, 

https://doi.org/10.1111/lnc3.12031

Sundqvist, Pia – Sylvén, Liss Kerstin: Language-related computer use: Focus on young 

L2 English learners in Sweden, ReCALL, 26(1), 2014, 3–20, https://doi.org/10.1017/

S0958344013000232

Sundqvist, Pia – Sylvén, Liss Kerstin: World of VocCraft: Computer games and Swedish 

learners’ L2 English vocabulary, in Hayo Reinders (ed.): Digital games in language 

learning and teaching, London, Palgrave Macmillan, 2012, 189–208.

Sundqvist, Pia – Sylvén, Liss Kerstin: Extramural English in teaching and learning: From 

theory and research to practice, London, Palgrave Macmillan, 2016, https://doi.

org/10.1057/978-1-137-46048-6

Sundqvist, Pia – Wikstrom, Peter: Out-of-school digital gameplay and in-school L2 

English vocabulary outcomes, System, 51, 2015, 65–76, https://doi.org/10.1016/j.sys-

tem.2015.04.001

Swain, Merill: Communicative competence: Some roles of comprehensible input and 

comprehensible output in its development, in Susan M. Gass – Carolyn G. Madden (eds.): 

Input in second language acquisition, Rowley, Newbury House, 1985, 235–253.

Sykes, M. Julie: Multiuser virtual environments: Learner apologies in Spanish, in Naoko 

Taguchi – Julie M. Sykes (eds.): Technology in interlanguage pragmatics research and 

teaching, Amsterdam, John Benjamins Publishing Company, 2013, 71–100, https://doi.

org/10.1075/lllt.36.05syk

Sykes, M. Julie: Digital games and language teaching and learning, Foreign Language 

Annals, 51(1), 2018, 219–224, https://doi.org/10.1111/flan.12325

Sykes, M. Julie – Reinhardt, Jonathan: Language at play: Digital games in second and 

foreign language teaching and learning, New York, Pearson-Prentice Hall, 2012.

Sykes, M. Julie – Oskoz, Ana – Thorne, L. Steven: Web 2.0, synthetic immersive envi-

ronments, and the future of language education, CALICO Journal, 25(3), 2008, 528–546, 

https://doi.org/10.1558/cj.v25i3.528-546

Sylvén, Liss Kerstin – Sundqvist, Pia: Gaming as extramural English L2 learning and L2 

proficiency among young learners, ReCALL, 24(3), 2012, 302–321, https://doi.org/10.1017/

S095834401200016X

Sylvén, Liss Kerstin – Sundqvist, Pia: Extramural English in relation to CLIL: Focus on 

young language learners in Sweden, in David Marsh – María Luisa Pérez Cañado – Juan 

https://doi
https://doi.org/10125/44674
https://doi.org/10.1111/lnc3.12031
https://doi.org/10.1017/
https://doi
https://doi.org/10.1016/j.sys-tem.%E2%80%A2
https://doi.org/10.1016/j.sys-tem.%E2%80%A2
https://doi.org/10.1016/j.sys-tem.%E2%80%A2
https://doi
https://doi.org/10.1111/flan.12325
https://doi.org/10.1558/cj.v25i3.528-546
https://doi.org/10.1017/


• 168 •

Extramural English activities and individual learner differences

Ráez Padilla (eds.): CLIL in action: Voices from the classroom, Newcastle, Cambridge 

Scholars Publishing, 2015, 47–62.

Sylvén, Liss Kerstin – Sundqvist, Pia: Computer-assisted language learning (CALL) in 

extracurricular/extramural contexts, CALICO Journal, 34(1), 2016, i–iv, https://doi.

org/10.1558/cj.31822

Taguchi, Tatsuya: Motivation, attitudes and selves in the Japanese context: A mixed 

methods approach, in Matthew T. Apple – Dexter Da Silva – Terry Fellner (eds.): Lan-

guage learning motivation in Japan, Bristol, Multilingual Matters, 2013, 169–188.

Taguchi, Tatsuya – Magid, Michael – Papi, Mostafa: The L2 motivational self-system 

amongst Chinese and Japanese learners of English: A comparative study, in Zoltán Dörnyei 

– Ema Ushioda (eds.): Motivation, language identity and the L2 self, Bristol, Blue Ridge 

Summit, Multilingual Matters, 2009, 66–97, https://doi.org/10.21832/ 9781847691293-005

Tegge, Friederike: The lexical coverage of popular songs in English language teaching, 

System, 67, 2017, 87–98, https://doi.org/10.1016/j.system.2017.04.016

Tegge, Friederike: Pop songs in the classroom: Time-filler or teaching tool? ELT Journal, 

72(3), 2018, 274–284, https://doi.org/10.1093/elt/ccx071

Teimouri, Yasser – Goetze, Julia – Plonsky, Luke: Second language anxiety and achieve-

ment: A meta-analysis, Studies in Second Language Acquisition, 41, 2019, 363–387, 

https://doi.org/10.1017/S0272263118000311

Tekkol, Ilkay Askin – Demirel, Melek: An investigation of self-directed learning skills 

of undergraduate students, Educational Psychology, 9, 2018, 1–14, https://doi.org/10.3389/

fpsyg.2018.02324

Thorne, L. Steven – Black, W. Rebecca – Sykes, M. Julie: Second language use, social-

ization and learning in Internet interest communities and online gaming, The Modern 

Language Journal, 93(1), 2009, 802–821, https://doi.org/10.1111/j.1540-4781.2009.00974.x

Thorne, L. Steven – Fischer, Ingrid – Lu, Xiaofei: The semiotic ecology and linguistic 

complexity of an online game world, ReCALL Journal, 24(3), 2012, 279–301, https://doi.

org/10.1017/S0958344012000158

Tóth, Zsuzsa: A foreign language anxiety scale for Hungarian learners of English, Working 

Papers in Language Pedagogy, 2(1), 2008, 55–78. 

Tóth, Zsuzsa: Foreign language anxiety – For beginners only? in Réka Lugossy – József 

Horváth – Marianne Nikolov (eds.): UPRT 2008: Empirical studies in English applied 

linguistics, Pécs, Lingua Franca Csoport, 2009, 225–246.

Tóth, Zsuzsa: Foreign language anxiety and advanced EFL learners: An interview study, 

Working Papers in Language Pedagogy, 5(1), 2011, 39–57.

Ur, Penny: A course in language teaching, Cambridge, Cambridge University Press, 1996.

Ushioda, Ema – Dörnyei, Zoltán: Beyond global English: Motivation to learn languages 

in a multicultural world: Introduction to the special issue, Modern Language Journal, 

101(3), 2017, 451–454, https://doi.org/10.1111/modl.12407

Ushioda, Ema: Language motivation in a reconfigured Europe: Access, identity, autonomy, 

Journal of Multilingual and Multicultural Development, 27(2), 2006, 148–161, https://

doi.org/10.1080/01434630608668545

https://doi
https://doi.org/10.21832/
https://doi.org/10.1016/j.system.2017.04.016
https://doi.org/10.1093/elt/ccx071
https://doi.org/10.1017/S0272263118000311
https://doi.org/10.3389/
https://doi.org/10.1111/j.1540-4781.2009.00974.x
https://doi
https://doi.org/10.1111/modl.12407
https://doi.org/10.1080/01434630608668545
https://doi.org/10.1080/01434630608668545


• 169 •

References

Van Eck, Richard: A guide to integrating COTS games into your classroom, in Richard E. 

Ferdig (ed.): Handbook of research on effective electronic gaming in education, Hershey, 

IGI Global, 2009, 179–199.

Vandergrift, Larry – Goh, C. M. Christine: Teaching and learning second language 

listening: Metacognition in action (2nd edition), New York, Routledge, 2021, https://doi.

org/10.4324/9780429287749

Wang, Yangting Tina: Effects of L1/L2 captioned TV programs on students’ vocabulary 

learning and comprehension, CALICO Journal, 36(3), 2019, 204–224, https://doi.

org/10.1558/cj.36268

Warden, A. Clyde – Lin, Hsiu Ju: Existence of integrative motivation in Asian EFL setting, 

Foreign Language Annals, 33(5), 2000, 535–547, https://doi.org/10.1111/j.1944-9720.2000.

tb01997.x

Waring, Rob – Takaki, Misako: At what rate do learners learn and retain new vocabulary 

from reading a graded reader? Reading in a Foreign Language, 15(2), 2003, 130–163.

Webb, Stuart Alexander: The effects of repetition on vocabulary knowledge, Applied Lin-

guistics, 28(1), 2007, 46–65, https://doi.org/10.1093/applin/aml048

Webb, Stuart: Extensive viewing: Language learning through watching television, in David 

Nunan – Jack C. Richards (eds.): Language learning beyond the classroom, New York, 

Routledge, 2015, 159–168.

Webb, Stuart Alexander and CHANG, C. S. Anna: Vocabulary learning through assisted 

and unassisted repeated reading, Canadian Modern Language Review, 68(3), 2012a, 

267–290, https://doi.org/10.3138/cmlr.1204.1

Webb, Stuart Alexander – Chang, C. S. Anna: Second language vocabulary growth, RELC 

Journal, 43(1), 2012b, 113–126, https://doi.org/10.1177/0033688212439367

Webb, Stuart Alexander – Chang, C. S. Anna: How does prior word knowledge affect 

vocabulary learning progress in an extensive reading program?, Studies in Second Lan-

guage Acquisition, 37(4), 2015, 651–675, https://doi.org/10.1017/S0272263114000606

Webb, Stuart Alexander – Rodgers, P. H. Michael: The lexical coverage of movies, Applied 

Linguistics, 30(3), 2009, 407–427, https://doi.org/10.1093/applin/amp010

Weber, George: Top languages: The world’s ten most influential languages, Language 

Monthly, 3, 1997, 12–18.

Wegener, Claudia – Prommer, Elizabeth – Linke, Christine: Gender representations on 

YouTube: The exclusion of female diversity, M/C Journal, 23(6), 2020, https://doi.

org/10.5204/mcj.2728

Weger, D. Heather: Examining English language learning motivation of adult  international  

learners studying abroad in the US, RELC Journal, 44(1), 2013, 87–101, https://doi.

org/10.1177/0033688212473272

Wellington, Jerry: Educational research (2nd edition), London, Bloomsbury Academic, 

2015.

Widdowson, G. Henry: The ownership of English, TESOL Quarterly, 28(2), 1994, 377–388, 

https://doi.org/10.2307/3587438

https://doi
https://doi
https://doi.org/10.1111/j.1944-9720.2000
https://doi.org/10.1093/applin/aml048
https://doi.org/10.3138/cmlr.1204.1
https://doi.org/10.1177/0033688212439367
https://doi.org/10.1017/S0272263114000606
https://doi.org/10.1093/applin/amp010
https://doi
https://doi
https://doi.org/10.2307/3587438


• 170 •

Extramural English activities and individual learner differences

Widdowson, G. Henry: EIL, ESL, EFL: Global issues and local interests, World Englishes, 

16, 1997, 135–146, https://doi.org/10.1111/1467-971X.00054

Williams, N. John: Learning without awareness, Studies in Second Language Acquisition, 

27(2), 2005, 269–304, https://doi.org/10.1017/S0272263105050138

Winke, Paula – Gass, Susan – Sydorenko, Tetyana: The effects of captioning videos used 

for foreign language listening activities, Language Learning & Technology, 14(1), 2010, 

65–86. 

Yashima, Tomoko: Orientations and motivations in foreign language learning: A study of 

Japanese college students, JACET Bulletin, 31(1), 2000, 121–133.

Yashima, Tomoko: Willingness to communicate in a second language: The Japanese EFL 

context, The Modern Language Journal, 86(1), 2002, 54–66, https://doi.org/10.1111/1540-

4781.00136

Yi, Youngjoo: Relay writing in an adolescent online community, Journal of Adolescent & 

Adult Literacy, 51(8), 2008, 670–680, https://doi.org/10.1598/JAAL.51.8.6

Yildiz, Reyhan – Piniel, Katalin: Turkish students’ willingness to communicate in English 

as a Second Language in a third language environment, Journal of Foreign Language 

Education and Technology, 5(1), 2020, 156–185.

You, Chenjing Julia – Dörnyei, Zoltán: Language learning motivation in China: Results 

of a large-scale stratified survey, Applied Linguistics, 37(4), 2016, 495–516, https://doi.

org/10.1093/applin/amu046

You, Chenjing Julia – Dörnyei, Zoltán – Csizér, Kata: Motivation, vision, and gender:  

A survey of learners of English in China, Language Learning, 66(1), 2016, 94–123, https://

doi.org/10.1111/lang.12140

Young, Andrea Susan: Motivational state and process within the socio-linguistic context 

[Unpublished doctoral dissertation], Aston University, 1994, https://doi.org/10.48780/

publications.aston.ac.uk.00014859

Zhang, Xian: Foreign language anxiety and foreign language performance: A meta-

analysis, The Modern Language Journal, 103(4), 2019, 763–781, https://doi.org/10.1111/

modl.12590

Zheng, Dongping – Young, F. Michael – Wagner, Manuela Maria – Brewer, A. Robert: 

Negotiation for action: English language learning in game-based virtual worlds, Modern 

Language Journal, 93(4), 2009, 489–511, https://doi.org/10.1111/j.1540-4781.2009.00927.x

https://doi.org/10.1111/1467-971X.00054
https://doi.org/10.1017/S0272263105050138
https://doi.org/10.1111/1540-4781.00136
https://doi.org/10.1111/1540-4781.00136
https://doi.org/10.1598/JAAL.51.8.6
https://doi
https://doi.org/10.1111/lang.12140
https://doi.org/10.1111/lang.12140
https://doi.org/10.48780/
https://doi.org/10.1111/
https://doi.org/10.1111/j.1540-4781.2009.00927.x


• 171 •

APPENDICES
tut

Appendix A: The English version of the interview guide  

(Study One)

BASIC QUESTIONS FOLLOW-UP QUESTIONS

Background questions

How old are you?

Which grade are you in?

What kind of school do you go to?
Secondary school? Comprehensive gram-

mar school? Secondary technical school?

What foreign languages do you speak?

How long have you been learning English 

at school?

Do you learn any other foreign languages 

at school? How long have you been 

learning them?

Have you ever been abroad?
If so, where? Did you have to speak English 

there?

If you are at home and prepare and 

revise for an English as a Foreign 

Language lesson, what do you usually do?

How do you learn words/expressions? How 

do you learn grammar?

Free time activities in English

Do you watch TV/movies/series?

If so, in English or in Hungarian? Do you 

use a subtitle? If so, English or Hungarian? 

Can you remember any expressions you 

learned from series or movies?

Do you watch videos on the Internet? 

If so, where? Do you follow any vloggers? 

Do they make videos in English? Are they 

native speakers?

Do you read any written blogs? If so, what kind of content?

Do you listen to music? Do you watch 

music videos? 

If so, do you check the lyrics of English 

language songs?

Do you play video games? 

If so, do you play offline or online? Do you 

like playing video games with others on-

line? Do you communicate in English? 

Do you read books, magazines, 

newspapers in English?
Please specify it.

Do you surf the Internet?
What kind of webpages that are in English  

do you visit regularly? 

If you are on social media, do you follow 

anyone?

If so, what social media are you on? Are 

you active? Tumblr? Facebook? Instagram? 

Snapchat? 
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If you have a smart phone, do you use any 

applications?

If so, what kind of applications? In English 

or in Hungarian?

Do you read / write / listen to anything 

or talk to anyone in English in general? 
Can you describe a typical situation?

Have you ever been in a situation when 

you learned something from an “out-of-

school English activity” and could use this 

knowledge in a lesson that was not an 

English lesson?

What was it? Please specify it.

Have you ever been in a situation when 

you learned something from an “out-of-

school English activity” and could use this 

knowledge in an English?

What was it? Please specify it.

What are the English language activities 

you do not do in your free time, but your 

friends and acquaintances do? 

Why do you not do these activities?

Is there any English language activity you 

would like to try? 
If so, why?

Is there anything else I did not ask you 

about but you think could be related to 

the topic? 
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Appendix B: The English version of the student questionnaire 

(Study Two)

Please indicate on a scale from 1 to 5 how often you do the following activities 

in English.

1 (never)

2 (less than once a week)

3 (once a week)

4 (several times a week)

5 (every day)

  1. Watching film series in English

  2. Watching tutorial videos in English

  3. Playing video games in English

  4. Chatting with others in English 

  5. Reading Twitter posts in English

  6. Reading websites in English

  7. Watching movies in English

  8. Reading blogs in English

  9. Watching videobloggers on YouTube in English

10. Reading posts on Instagram in English

11. Reading books in English

12. Listening to music in English

13. Reading posts on Facebook in English

14. Watching gamers on Twitch in English

15. Reading magazines in English 

16. Watching TikTok videos in English

17. Reading newspapers in English

18. Reading news in English

Subtitle use habits

Please indicate on a scale from 1 to 5 to what extent you like doing the follow-

ing activities.

1 (I don’t like doing it at all)

2 (I don’t like doing it)

3 (I both like doing it and not like doing it)

4 (I like doing it)

5 (I really like doing it)

English subtitle use habits

1. Watching movies in English with English subtitles.

2. Watching series in English with English subtitles.
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3. Playing video games in English with English subtitles.

4. Watching English speaking video bloggers using English subtitles.

5. Watching tutorial videos in English with English subtitles.

Hungarian subtitles use habits

1. Watching movies in English with Hungarian subtitles.

2. Watching series in English with Hungarian subtitles.

3. Playing video games in English with Hungarian subtitles.

4. Watching English speaking video bloggers using Hungarian subtitles.

5. Watching tutorial videos in English with Hungarian subtitles.

Please indicate on a scale from 1 to 5 to what extent you agree with the follow-

ing statements.

1 (I absolutely disagree)

2 (I rather disagree)

3 (I neither agree nor disagree)

4 (I rather agree)

5 (I completely agree)

In-school motivated learning behavior

1.  I spend more time to preparing for English lessons at school than any other 

subject.

2. I am happy to make an effort to get better grades in English lessons at school.

3. I will do my best to get good grades in English lessons at school.

4. I try to spend much time studying English.

Extramural motivated language use 

1.  I would still love to learn English even if I didn’t have English lessons at 

school.

2.  I do several leisure time activities that require the knowledge of the English 

language.

3. I like using English in my free time.

4. I like going to places where I have to speak English with foreigners.

5. I like taking every opportunity outside of school to use English.

Extramural learning beliefs 

1. I think I would become a better speaker if I use English a lot outside of school.

2.  I am sure that my English vocabulary will be better if I do more leisure time 

activities (e.g., movies, series, music, podcasts, etc.) in English.

3.  I feel the more I encounter English in my free time, the more I understand 

the different content in English.

4.  I feel the more I use English in my free time, the better my English language 

skills will be.
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In-school learning beliefs 

1. I think if I pay attention in English lessons, my English will improve.

2.  My English vocabulary will be better if I regularly do all tasks in the English 

lessons.

3.  In my opinion, the more English lessons we have at school, the more our 

English improves.

4. I think if I do all exercises in the English lessons, my English will improve.

Learners’ willingness to include their own extramural English interests 

into EFL lessons

1.  I often use words, expressions that I heard in movies, series or in videos in 

English lessons at school.

2.  I use words, expressions that I heard from songs in English lessons at school.

3.  I usually use words and expressions that I learned from video games in 

English lessons at school.

4.  If I find an unknown word or expression while I am playing video games, 

watching movies, surfing the web, I usually ask my teacher what it means.

5.  I usually use words, expressions that I learned from native English speakers 

on the internet in English lessons at school.

Teachers’ willingness to include learners’ EE interests into EFL lessons

1.  We usually watch scenes from movies and series in English in English les-

sons at school.

2.  We usually read from English language books, newspapers or magazines in 

English lessons at school.

3. We listen to English language songs in English lessons at school.

4.  We play English language video games (e.g., on our smartphones or on PC) 

in English lessons at school.

5. We watch videos in English in English lessons at school.

Teachers’ willingness to map learners’ EE interests

1.  My English teacher usually asks us what kind of films we watch in English 

in our free time.

2.  My English teacher usually asks us whether we read books in English in our 

free time.

3.  My English teacher usually inquires about what kind of music we listen to 

in English in our free time.

4.  My English teacher often asks us what kind of video games we play in Eng-

lish in our free time.

5.  My English teacher usually asks what kind of English videos we watch in 

our free time.
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Ideal L2 self

1.  In my opinion in a few years’ time, I will be able to communicate well in 

English.

2.  When I think of myself in the future, I see myself as a person who speaks 

English very well.

3.  I can imagine that in the future I will be studying at a university where all 

subjects are taught in English.

4.  I can imagine that I can speak English fluently.

5.  In my opinion, in the future, I will be able to communicate well with foreign-

ers using English.

Ought-to L2 self 

1.  It is important for me to learn English, because the ones around me expect 

me to learn English.

2.  It is important for me to learn English because my close friends also think 

it is important to learn English.

3.  I feel others expect me to speak English as well as a native speaker does. 

4.  According to my parents, being able to speak English fluently makes us 

educated.

Language learning experience

1. I like things we usually do in English lessons.

2. I love the atmosphere of English lessons.

3. I think learning English is very interesting.

4. I am glad that I can learn English at school.

5. I would love to have more English lessons at school.

Intercultural orientation 

1. I like getting in touch with English speaking foreigners.

2. I like situations when I must speak English with others.

3.  I would love to travel to countries where I have to communicate in English 

with locals.

4. It is great to speak English because many people speak it around the world. 

Perceived importance of the English language

1.  It is important to learn English as it is an international language.

2. Learning English helps me understand others from all over the world.

3.  If I spoke English well, I would be able to get to know more people from all 

over the world.

4.  I like learning English because I can communicate with people from other 

countries.

5. Nowadays, it is important to speak English in order to get by in the world.
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Anxiety in the EFL classroom

1. I am afraid that my classmates will laugh at me when I speak English.

2. I get nervous when I have to speak English in class.

3. It is embarrassing for me to speak English in front of other students.

4. I feel confident when I speak English in class.

5. I am really confident when I speak English in class.

Anxiety in extramural contexts

1. I am very nervous if I have to speak English with a native speaker.

2.  I get confused if I have to speak English with someone who is not Hungar-

ian.

3. I feel bad when I have to speak English with a native speaker.

4. I get anxious when I have to chat in English with someone on the internet.

5. I don’t feel good if I have to speak English abroad.

WTC

Please indicate on a scale from 1 to 5 to what extent you are willing to speak 

English in the following situations. 

1 (I don’t want to speak at all) 

2 (I don’t want to speak)

3 (Neutral)

4 (I want to speak)

5 (I want to speak very much)

WTC in the EFL classroom

1. I hold a presentation in English in an English class.

2. I speak English with my classmates in an English class.

3. I speak English with my English teacher in class.

4. I answer a question asked by my English teacher in class.

5. I ask something in English from my English teacher in class.

WTC in extramural contexts

1.  I am on vacation abroad with my parents and I need to ask for directions in 

English.

2.  I must communicate in English when I am shopping abroad.

3.  I want to use public transportation when I am abroad and need to buy a 

ticket using the English language.

 4. I need to buy an entrance ticket to visit a museum abroad using English.

5.  I would like to buy a gift for my family members or friends and I need to 

speak in English with the shopkeeper.
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Background questions

1. How old are you? 

2. What gender are you?

–  male

–  female

3. In what grade are you in? 

4. What type of secondary school do you attend?

– 8 grade grammar school

– 6 grade grammar school

– 4 grade grammar school 

– special foreign language preparatory program (4+1 years)

– vocational secondary school

5. Do you learn English at school?

– yes

– no

6. How long have you been learning English at school? 

7. How many English lessons do you have a week?

8. What is your first foreign language learned at school?

– I don’t learn a second foreign language at school

– English

– German

– French

– Spanish

– Italian

– Other

9. What is your second foreign language learned at school?

– English

– German

– French

– Spanish

– Italian

– Other
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10.  Do you have at least a B2 level complex foreign language exam certificate? 

(If you have a C1 level exam certificate, click on “yes”)

– yes 

– no

11. How many B2 level complex language exam certificates do you have? 

12.  What foreign languages do you have an at least B2 level complex language 

exam certificate? (indicate all languages)

– English

– German

– French

– Spanish

– Italian

– Other

13. Do you have any C1 level complex foreign language exam certificates? 

– yes

– no

14.  How many C1 level complex foreign language exam certificates do you 

have?

15.  What foreign languages do you have an at least C1 level complex language 

exam certificate? (indicate all languages)

– English

– German

– French

– Spanish

– Italian

– Other

16. What grade did you get in English at the end of the year last year?

17.  Have you ever participated in an exchange student program in a country 

where English is not the main spoken language? (e.g., France, Germany, etc.)

– no

– yes, for a shorter period (1-2 weeks)

– yes, for a longer period (more than 2 weeks)

18.  Have you ever participated an exchange student program in a country where 

English is the main spoken language? (e.g., USA, England, etc.)

– no

– yes, for a shorter period (1-2 weeks)

– yes, for a longer period (more than 2 weeks)
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Appendix C: The English version of the teacher questionnaire 

(Study Three)

Please indicate on a scale from 1 to 5 to what extent you agree with the follow-

ing statements.

1 (I absolutely disagree)

2 (I rather disagree)

3 (I neither agree nor disagree)

4 (I rather agree)

5 (I completely agree)

In-school motivated language learning behavior

1.  I think students try to do their best when doing tasks in the English lessons 

at school. 

2.  Students like investing energy into getting better and better results in the 

English lessons at school. 

3. Students pay attention in the English lessons at school to get good grades.

4.  Students tend to try to learn as much as possible from the materials in the 

English lessons at school.

Extramural learning beliefs 

1.  I think if students use English a lot outside of school, they will be better 

English speakers.

2.  Students can improve their English vocabulary by encountering English 

many times in their spare time (e.g., English-language videos, movies, mu-

sic, etc.).

3.  The more students encounter English outside of school, the better they will 

understand English texts.

4.  If students use English a lot in their free time, their English skills will im-

prove.

In-school learning beliefs 

1.  In my opinion if students pay attention in the English lessons at school, their 

English will improve. 

2.  If students do the tasks properly in the English lessons at school, their Eng-

lish language skills will improve.

3.  The more English lessons students have at school, the better English language 

skills they will have.

4.  If students do all the tasks in the English lessons at school, their English will 

improve.
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Learners’ willingness to include their own extramural English interests 

into EFL lessons

1.  In the English lessons at school, students tend to use word and expressions 

they have learned from movies, series or videos. 

2.  In the English lessons at school, students tend to use words, expressions 

they have learned from songs.

3.  In the English lessons at school, students tend to use words, expressions 

they have learned from video games.

4.  If students come across a new word or phrase while surfing the internet, 

watching movies or series, they usually ask me what they mean.

5.  Students tend to use words or phrases they have learned on the internet 

from a native English speaker.

Teachers’ willingness to include learners’ EE interests into EFL lessons

1.  We often watch scenes from movies and film series in English in English 

lessons at school.

2.  We often read from English language books, newspapers or magazines in 

English lessons at school.

3.  We listen to English language songs in English lessons at school.

4.  We play English language video games (e.g., on our smartphones or on PC) 

in English lessons at school.

5. We watch videos in English in English lessons at school.

Teachers’ willingness to map learners’ EE interests

1.  I usually ask my students what kind of films they watch in English in their 

free time.

2.  I usually ask my students whether they read books in English in their free 

time.

3.  I usually inquire about what kind of music my students listen to in English 

in their free time.

4.  I usually ask my students about what kind of video games they play in Eng-

lish in their free time.

5.  My English teacher usually asks what kind of English videos we watch in 

our free time.

Anxiety in the EFL classroom

1.  Students are afraid that their classmates will laugh at them when they speak 

English in class.

2. Students get nervous when they have to speak English in class.

3. It is embarrassing for students to speak English in front of other students.

4. Students feel confident when they speak English in class.

5. Students are really confident when they speak English in class.
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WTC

Please indicate on a scale from 1 to 5 to what extent you think students are 

willing to speak English in the following situations. 

1 (They don’t want to speak at all) 

2 (They don’t want to speak)

3 (Neutral)

4 (They want to speak)

5 (They want to speak very much)

WTC in the EFL classroom

1. Students hold a presentation in English in an English class.

2. Students speak English with their classmates in an English class.

3. Students speak English with me in class.

4. Students answer a question asked by me in class.

5. Students ask something in English from me in class.

Background questions

1. How old are you? 

2. What is your gender?

– male

– female

3. What kind of secondary school do you teach in?

– grammar school

– vocational secondary school

4. How long have you been teaching? 

5. What is your highest qualification as a teacher of English as a Foreign Lan-

guage?

– college degree

– university degree

6. Do you usually prepare students for a foreign language exam in English? 

– yes

– no

7. Do you teach any other subject besides English?

– yes

– no
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8. What other subjects do you teach besides English?

– Hungarian Grammar and Literature

– History

– Ethics

–  Other foreign languages (e.g., German, French, Italian, Spanish, Russian, 

etc.)

– Mathematics

– Chemistry

– Biology

– Geography

– IT

– Media

– Physical Education

– Other
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5, rue Ferrane-Kouicha, Talaâ-Elkbira
Chrableyine, Fès-Médine
30000 Fès
harmattan.maroc@gmail.com

Via degli Artisti, 15 
10124 Torino

harmattan.italia@gmail.com

16, rue des Écoles – 75005 Paris
librairie.internationale@harmattan.fr 

01 40 46 79 11
www.librairieharmattan.com

21 bis, rue des Écoles – 75005 Paris
librairie.espace@harmattan.fr 

01 43 29 49 42

Kossuth L. u. 14-16. 
1053 Budapest
harmattan@harmattan.hu

21, rue des Écoles – 75005 paris
librairie.sh@harmattan.fr 
01 46 34 13 71
www.librairieharmattansh.com

7, rue des Carmes – 75005 Paris
librairie.mediterranee@harmattan.fr
01 43 29 71 15

53, rue Notre-Dame-des-Champs – 75006 Paris
librairie@lucernaire.fr 

01 42 22 67 13

mailto:senharmattan@gmail.com
mailto:inkoukam@gmail.com
mailto:tengnule@hotmail.fr
mailto:harmattanguinee@yahoo.fr
mailto:matangilamusadila@yahoo.fr
mailto:harmattan.congo@yahoo.fr
mailto:syllaka@yahoo.fr
mailto:ddamela@aol.com
mailto:espace_harmattan.ci@hotmail.fr
mailto:info2@harmattan-algerie.com
mailto:harmattan.maroc@gmail.com
mailto:harmattan.italia@gmail.com
mailto:librairie.internationale@harmattan.fr
http://www.librairieharmattan.com
mailto:librairie.espace@harmattan.fr
mailto:harmattan@harmattan.hu
mailto:librairie.sh@harmattan.fr
http://www.librairieharmattansh.com
mailto:librairie.mediterranee@harmattan.fr
mailto:librairie@lucernaire.fr



