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Abstract. One out of every four upper secondary school students in 
Sweden interrupts their education, although the intention behind the new 
Curriculum for Upper Secondary School (GY 11) was to increase 
throughput of students with complete grades. Lack of study motivation 
is the most important explanation for students dropping out. This article 
analyzes study motivation from students and teachers’ perspectives. It is 
based on interviews in three upper secondary school programs that were 
analyzed with a qualitative approach and hybrid content analysis. Study 
motivation is set in relation to motivational strategies, achievement, and 
learning environment. The result showed similarities and differences in 
perceptions. Both teachers and students pointed to the importance of 
teachers, practical pedagogy, social relations, and the significance of 
grades for study motivation. An important difference between 
informants was that teachers put more emphasis on life skills and 
adapted study groups, whereas students pointed to the physical learning 
environment and teachers’ personalities as important. Conclusions in the 
study point to complex interplay between internal and external 
motivational factors and between situation, person, and learning 
processes. This leads to validity of interactive and transactional 
motivational perspectives. A broader and more in-depth study is needed 
primarily to understand students’ perspectives. 
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1. Introduction 
One in every four students in Sweden drops out of upper secondary education. 
However, the intention of the new upper secondary school reform, Curriculum 
for Upper Secondary School (GY11), among other things, was to increase the 
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throughput of students with complete grades. Possible reasons for this trend are 
that the new system imposes higher requirements for admission to the upper 
secondary school’s national program, Swedish primary school students have 
declining knowledge results, and primary school students are less prepared for 
the increasing demands in secondary school (Skolverket, 2016). Lack of student 
motivation is the most crucial explanation for the drop-out rate. More than half of 
the upper secondary school students indicated in a national study (Sveriges 
Elevkårer & Lärarnas Riksförbund, 2015) that they experienced low or non-
existent study motivation. The most important factors for increasing student 
motivation are stated to be teachers’ subject competence, teacher–student 
relationships, educational support, and access to student health. In the study, 
teachers also pointed to students’ lack of prior knowledge from elementary school 
and the need to learn better study techniques to pass upper secondary school. 
 
Dropping out of upper secondary education has individual and national 
consequences. The National Agency for Education has therefore implemented 
activities that are close to business (Skolverket, 2016) to prevent drop-outs. The 
National Agency for Education (Skolverket, 2019) has described the measures, 
which include conferences for principals and process support for schools. Several 
initiatives and key areas have been identified as necessary, such as early efforts to 
develop a systemic approach and to maximize the local scope for action. 
Motivation is a prerequisite for learning in school. However, scholars lack the 
main actors’ perspectives on these efforts, namely the students and the teachers. 
When students have low or non-existent study motivation or if students lack the 
necessary prerequisites, schools must find ways to help them achieve the 
knowledge goals. This study examines how students and teachers think about 
students´ study motivation and how a school can match the students. According 
to Skolverket (2019): 

“Lack of motivation makes it difficult to take advantage of school education. 
Conversely, those who do not qualify for teaching can suffer a lack of 
motivation. Assuming a lack of motivation—and thus corresponding 
compensation needs—motivation becomes something that needs to be added to 
the learning processes. ” (p. 154). 

 
Because the new upper secondary school we studied has not yet achieved the 
ambitions that existed with upper secondary school reform regarding increased 
throughput, and because causal analysis points to student motivation as an 
important explanation, we studied upper secondary school students´ and 
teachers’ ideas about student motivation. We gained in-depth knowledge of 
students’ thinking about the issue of study motivation and compared their views 
with the teachers, who are the other important group of actors in classrooms. 
Another important reason for the interest in study motivation is that few national 
studies in the field exist (Lundahl et al., 2015) and research on the interaction 
between individual and learning environments in Swedish schools is limited 
(Blomgren, 2016). Analytical models of learning (in this case, study motivation) 
require an understanding of the interplay between individuals, educational 
material, and the social context (Imsen, 2006). Another important incentive for the 
research area is that there are few contemporary studies based on students as 
informants about their study motivation (Giota, 2013, 2017). A recent study 



42 

 

©2020 The authors and IJLTER.ORG. All rights reserved. 

(Hofverberg, 2020) points to several different perspectives on motivation that 
need to be integrated in order to capture the complexity that students' driving 
forces constitute and that research should be conducted close to practice in 
collaboration with teachers. 
 
The internal factors regarding study motivation are often highlighted in research, 
but Håkansson and Sundberg (2012) warned seeing the issue of motivation as a 
purely individual trait. They pointed out that motivation is contextual, 
changeable, and arises in dynamic relationships between people. Furthermore, 
factors such as family background class affiliation and grades (Skolverket, 2019), 
socio-economic belonging, gender, and ethnic origin (Skolverket, 2018) are cited 
as important for students’ study motivation. Several influencing factors can be 
assumed to both support and cause study motivation deficiencies. However, the 
responsibility for lack of motivation is often placed on the young people 
themselves, especially from many municipal representatives (Lundahl et al., 
2015). Like Håkansson and Sundberg (2012), we believe that internal and external 
factors need to be considered in a discussion about study motivation. Thus, to 
analyze a lack of study motivation as a cause of low throughput in upper 
secondary school, a perspective is required that not only focuses on individual 
students but takes into account the entire school and classroom context (Imsen, 
2006). This study contributes to the field by applying theories of educational 
psychology in practice-related activities in school. This is justified based on 
various research results (Giota, 2013, 2017; Hattie, 2009) that show motivational 
factors influence students’ study results. 
 
In this article, we analyze study motivation based on didactic aspects and learning 
environments. Our interest in the issue of study motivation can be expressed as 
an interest in analyzing both internal and external motivational factors. Responses 
from students and their teachers from three academic programs in a municipal 
upper secondary school constitute the empirical material. The school was located 
in the central part of a large city. For 2015, the municipality reported it was eight 
percentage points below the value for all municipalities in Sweden. 

 
In view of the above problem, the purpose is to describe and analyze the upper 
secondary school students’ study motivation or lack of motivation from the 
students´ and teachers’ perspectives. The selected issues are as follows: 

• What experiences do teachers and students have about what increases 
students’ study motivation, and what is the cause of and explanation for 
possible low study motivation? 

• What differences and similarities exist in teachers and students’ 
perceptions? 

• How is study motivation linked to various aspects of education according 
to teachers and students? 
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The article initially describes the theoretical framework we used, namely 
motivation theory, motivation strategies, and learning environment. Thereafter, 
methodological approaches and the results are described. Finally, conclusions and 
educational implications are presented in a discussion that returns the result to 
the theoretical frameworks. The definitions that have been made are that the 
article focuses on students´ and teachers’ perceptions of factors that are directly 
linked to the school. Thus, how time outside the school affects students’ study 
motivation is not addressed.  

 

2. Theoretical Overview  
Study motivation is a multifaceted concept. Therefore, we begin with a general 
overview of motivation theory in the school context and then discuss motivation 
in relation to three theoretical starting points: achievement, motivational 
strategies, and learning environment. These assumptions are not mutually 
exclusive but overlap in different respects. 
 
2.1 Motivation Theory 
Motivation is a research area found in various disciplines (Woolfolk & Karlberg, 
2015). There are different perceptions of what influences student motivation. One 
is that the interaction between teacher and student and access to student health 
are the most important factors in raising student motivation (Sveriges Elevkårer 
& Lärarnas Riksförbund, 2015). There are also different definitions and 
understandings of the concept of study motivation. It is often described with the 
dichotomous inner and outer motivation (Ryan & Deci, 2002). From within, 
controlled motivation arises when an activity feels engaging and rewarding. 
Internal motivation factors are about seeking and managing challenges based on 
an endeavor to satisfy personal interests and use one’s abilities (Woolfolk & 
Karlberg, 2015). In school, students with strong internal motivation show greater 
endurance with the tasks, seek more understanding in terms of knowledge, and 
try different strategies to achieve their goals (Giota, 2017). 
 
Motivation is more often based on control when the result determines how 
motivated the student is, or if there is a reward that attracts (e.g., credits, praise, 
or useful skills in working life) or a “punishment” (e.g., missing student support, 
delayed studies) that threatens them. External motivational factors imply an 
endeavor to meet expectations or demands that come from or are perceived to 
come from, outside the individual (Giota, 2017; Woolfolk & Karlberg, 2015). 
Externally motivated students adopt more surface learning strategies, often 
giving up when rewards and benefits are removed etc. (Giota, 2017). External 
motivation can be divided into two subcategories of controlled or autonomous 
motivation. Controlled external motivation is about being controlled by someone 
else through reward, penalties, or fear of failure. Autonomous external motivation 
implies in the context of a school that a student has taken on the values of the 
school and makes an effort even if the activity does not give pleasure. Non-
existent motivation is the third aspect of motivation; that is, study motivation is 
entirely lacking. Students give up, blame other factors than themselves, and do 
not see the relationship between performance and results (Woolfolk & Karlberg, 
2015). 
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Researchers have described the dichotomy of inner and outer motivation as clear 
cut, whereas others believe that internal and external factors are interdependent; 
that is, students internalize external causes (Vaanstenkiste et al., 2006) or internal 
and external factors constitute endpoints on a continuum (Covington & Mueller, 
2001). Therefore, because there is an interaction between internal and external 
motivation, one can talk about motivation systems (Anderman & Anderman, 
2009). The factors interact and, in many cases, depend on each other (Jerkeby, 
2019). External motivation can be changed to the internal; they can exist 
simultaneously and vary between different times and tasks. Determining when 
students are driven by internal or external motivational factors is therefore tricky. 
The most important difference is the student’s motives for their actions (i.e., 
whether it is internally or externally motivated; Jerkeby, 2019). For students who 
find it challenging to find motivation in school, external motivation is a tool to get 
started with the studies. Furthermore, motivation is not a fixed trait that one either 
has or does not have. It changes, develops, and varies during the studies, and 
there are many factors, both internal and external, that affect it. The interactive 
theory of motivation makes it possible to capture and focus on the interaction 
between a person and a situation (Stensmo, 2005). 
 
2.2 Achievement and Motivation 
The interactive motivation theory focuses on achievements and expectations 
(Stensmo, 2005). It is about the desire of individuals to deal with a question and 
their fear of failure and how this is affected by the expectations that exist in the 
individual. This means that the interaction between the expectations of teachers, 
parents, and others, as well as their ambitions, shape students and their 
performance goals. Teachers’ significance for study motivation is well 
documented in research; that is, how they convey expectations of students (Giota, 
2013), organize classroom activities (Hattie, 2009), stimulate engagement and 
effort, support individuals and groups, shape classroom climate (Hugo, 2011), 
choose didactic work methods (Boström, 2013), teachers´ subject-specific 
enthusiasm (Mahler, Großschedl & Harms, 2018) and lead learning (Stensmo, 
2005). These are crucial interactive motivational factors along with the inner and 
outer motivational factors. To analyze lack of study motivation as a cause of low 
throughput in upper secondary school, a perspective is therefore required that not 
only focuses the individual student but takes into account the entire school and 
classroom situation (e.g., the relationship between student, teacher, and 
educational materials (Imsen, 2006). 
 
Another, but partly overlapping, theoretical point of departure is that motivation 
is more about transaction than interaction (Perry et al., 2006). Motivation is then 
understood not only as an individual trait but is about negotiation of meaning in 
social interaction. Thus, motivation becomes an integrated process in a larger 
whole, impossible to separate from learning, individual differences, and the 
nature of tasks or social context. According to Perry et al. (2006), strong 
relationships exist between motivation and (a) communicated expectations, (b) 
clear feedback on results, (c) interactions between teachers and students and 
among students and their peers, (d) positive climate, and (e) teachers´ leadership. 
Blomgren’s (2016) summary regarding students’ perspectives on schoolwork, and 
the importance it has for study motivation, is that study motivation is primarily 
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shaped by perceptions of success and failure, as well as perceived self-capacity. 
This conclusion are similar to Perry et al. (2006).  
 
2.3 Motivational Strategies 
Strategies to increase student motivation can be understood and analyzed from 
various perspectives (Jerkeby (2019). Motivation strategies interact with each 
other in many different ways. If teachers are to contribute to students’ study 
motivation, a “toolbox” of different motivational strategies is required 
(Augustsson & Boström, 2016).  
 
The following strategies are mentioned by various researchers in the field: 
understanding and taking into account the complexity of events, students and 
groups in the setting of teaching (Giota, 2013), the design of the tasks to enable 
adaptation to individuals and groups (Boström, 2013), constructive evaluations, 
taking into account time aspects and didactic diversity (Woolfolk & Karlberg, 
2015), various teaching strategies and active work with metacognitive strategies 
(Boström, 2013), differences in students' perceived best learning and teaching 
strategies (Boström & Bostedt, 2020) and conscious leadership in the classroom 
(Augustsson & Boström, 2016; Hattie, 2009). Paying attention to the emotions that 
are brought about by success and failure and the teachers’ competence to handle 
them at both group and individual level is also relevant in this context (Giota, 
2013; Imsen, 2006). Teaching strategies that impair student motivation include 
ineffective or no feedback (Giota, 2013), lack of connection, overly complicated 
tasks (Hugo, 2011), slow pace, focus on being transparent and not learning, poor 
planning, and punitive leadership. Other demotivating factors are unattractive 
classrooms and negative mood in the class (Woolfolk & Karlberg, 2015). 
 
Factors that motivate students are also complex. According to Farrington et al. 
(2012), decisive factors that influence student learning outcomes are study-
oriented behavior, endurance in studies, academic mindset, constructive learning 
strategies, and social ability. One’s self-esteem, experience ways of experience 
events, and individual goals (Hugo, 2011; Wery & Thomson, 2013) are crucial to 
study motivation, because allowing students to learn in their best individual way 
is of decisive importance for the results. Furthermore, previous research points to 
the importance of students’ perceptions of work tasks; that is, relevance, utility, 
level of difficulty, working methods (Granström, 2012), feedback, and grouping 
and group dynamics (Håkansson & Sundberg, 2012; Woolfolk & Karlberg, 2015; 
Zimmerman, 2018). Also, students overall “experiences” of teachers’ didactic 
competence (Hattie, 2009) and the importance of relationships (Aspelin, 2018) are 
also considered to have a positive effect on study motivation. 
 
Positive, neutral, or negative teaching strategies affect student motivation 
accordingly. If teachers can match teaching strategies with students’ learning 
strategies, then good conditions are created for student motivation and study 
results. A concrete example is a student’s need for a clear teaching structure, 
which is not always in line with teachers’ perceptions (Boström, 2013). Both upper 
secondary school students and university students show a clear need for external 
structure to perform better (Boström & Gidlund, 2016). Students are motivated if 
they receive clear frameworks, instructions, deadlines, schedules, exemplary 
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examples and concretions, and regular feedback (Boström, 2013). This matching 
pedagogy seems particularly essential for students in need of support or in a 
classroom situation where behavioral problems occur (Gidlund & Boström, 2017). 
Grönqvist and Vlachos (2008) found that different types of students are affected 
in different ways, but that the match between student and teacher is crucial to 
students’ study motivation. However, they emphasized, “Figuring out which 
teachers are best suited in different situations is an open question” (p. 15). 
 
2.4 Motivation and Learning Environments 
The surrounding physical and social environment also affects students to varying 
degrees (Ahlberg, 2001; Valsö & Malmgren, 2019). For many students, study 
motivation is formed in the learning environment. According to Blomgren (2016), 
this is evident in students’ descriptions of feelings and perceptions of success and 
failure. Adapted learning environments with inclusive approaches are especially 
crucial for students who have not previously succeeded in school (Gidlund & 
Boström, 2017). Definitions of learning environment vary depending on scientific 
starting points and disciplines and include different perspectives on learning. 
Learning environments are described based on mental, social, and psychosocial 
dimensions (Sveriges Kommuner och Landsting, 2017). Another definition of the 
concept which goes further is including psychological, educational, cognitive, 
socio-economic, physical, communicative, social, and organizational aspects 
(Ahlberg, 2001). 
 
If environments are to motivate students, then they should in some sense be good, 
which in research has been described as working methods, attitudes, and the 
physical layout of the classroom (Ahlberg, 2001). These factors can help create 
good conditions for all students’ sense of participation in activities (Antonovsky, 
2005). Insights into and knowledge of how good learning environments are 
established are needed to understand student learning processes (Ahlberg, 2001). 
The same goes for students, namely that they understand what constructive 
learning environments are for them so that they can take responsibility for 
learning (Boström, 2013; Jerkeby, 2019). Opportunities to meet students on their 
own terms are about the knowledge and understanding of individual differences 
and similarities regarding student learning. In a learning environment, mutual 
interaction takes place where people affect and are influenced by the social and 
physical environment (Björklid & Fischbein, 2011). Learning takes place between 
people in a physical context and in a social context. An indispensable ingredient 
in the learning process is the tools that teachers use, which can be either physical 
or intellectual (Säljö, 2014). A good learning environment must therefore be 
initiated, created, developed, and evaluated to best support a student’s study 
motivation. 

 
3. Empirical Starting Points 

3.1. Upper Secondary School Programs 
Three upper secondary school programs selected for empirical material collection 
were the Social Sciences Program (SSP), the Health and Social care Program 
(HSP), and the Individual Program (IP). The selection principles thus include both 
academic and practical programs, as well as a representation of student groups 
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with various past successes or challenges in their learning processes. To address 
our research questions, in spring 2017, we conducted six group interviews with 
12 students, as well as three group interviews with 20 teachers from the three pro-
grams. The study is limited to factors that are directly linked to the school. How 
time outside of school affects students' study motivation is not a primary part of 
the study's interest. Furthermore, the study is limited to the four participating up-
per secondary school programs and group interviews with teachers and students. 
 
The throughput figures for students at the upper secondary school in 2016 were 
about 8% below the national average, whereas the municipality’s Child and Edu-
cation Board’s goals and resources plan (X Municipality, 2016) set high targets in 
terms of increasing the proportion of students completing their upper secondary 
studies in the course in 3 or 4 years. Thus, there was a clear political orientation 
that affects the children and education administration and the work of the munic-
ipal upper secondary school. In the local business plans for 2015–2016, a crucial 
area of development was found to increase student motivation. Such work was 
perceived by those responsible for the programs as helping to raise the results in 
the upper secondary school. The political ambitions of the upper secondary school 
are also reflected in an operational priority from the administration.   

3.2 Data Collection and Data Processing  
The design of questions for the group interviews was adapted from Blomgren 
(2016). The teachers interviewed consisted of those gathered at a work-place meet-
ing for the teachers’ college for the intended program or those who volunteered 
to participate. The students were selected by teachers based on the criteria that the 
group of students would include both boys and girls and students with varying 
academic success. The interviews were conducted on-site at the school and were 
recorded and transcribed. The interviews lasted between 40 min and 1.5 hr. The 
transcribed interviews comprised approximately 250 A4 pages of text.  
 
3.3 Method  
We used a hybrid content analysis method (Fereday & Muir-Cochrane, 2006; Ris-
ing Holmström et al., 2015). We conducted group interviews as a data collection 
method. All contributors were informed about the project’s aims and current eth-
ical research principles (Vetenskapsrådet, 2017). At the start of the interviews, all 
informants were informed that participation was voluntary and that they could 
cancel the interview at any time. 
 
The interviews focused on organizational conditions, perceptions of interpersonal 
processes, and individual characteristics. To achieve the purpose, we used a 
hybrid content analysis that began with deductive analysis based on selected 
theories and perspectives, and then moved on to an inductive analysis and finally 
connected the theoretical starting points with the empirical material in the result. 
 
A deductive (targeted) content analysis (Hsieh & Shannon, 2005) was initially 
used to answer the research questions. The analysis was based on predetermined 
themes when the interview material was analyzed (Mayring, 2000) and was 
characterized by a more structured process compared with unconditional coding. 
The deductive content analysis enables comparisons with results from previous 
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research and the results of discussions based on different selected theoretical 
perspectives (Elo & Kyngäs, 2008). This article tests theories in the field of study 
motivation that see motivation as a social and contextual interplay (Hugo, 2011; 
Perry et al., 2006). The analysis of the interviews was based on four themes: 
motivation, motivational strategies, learning environments, and more. Based on 
the four themes, a categorization matrix was developed that was then 
systematically used in the analysis of the interviews. 
 
After an initial deductive analysis phase of the interview responses, the analysis 
turned into an inductive approach (see Figure 1). With selected themes as breaks, 
the categorization matrix was developed. Data were sorted via an inductive 
process (i.e., the text “spoke freely” within each theme and generated categories). 
After a close reading, the parts of the text that expressed identifiable ideas or 
positions (units of meaning) were condensed by coding within each theme. The 
empirical content was examined methodically, the texts were interpreted step-by-
step, and data were classified to distinguish patterns. The empirical material was 
broken down into meaning-bearing units, which were condensed into shorter 
sentences and then abstracted into codes, describing the content of the meaning-
units. Codes with similar content were combined into themes and organized into 
categories. To make the analysis transparent, codes and categories were combined 
in an analysis scheme. These categories were interpreted and presented in their 
respective themes with some telling quotes, and finally, the two informant groups 
were compared. The two researchers discussed the results of analysis thoroughly 
until we reached consensus, a process that resulted in the further refinement of 
categories and a final thematisation. To offer credible, generalisable results, we 
have reported our methodological approach, means of categorisation and 
analytical method herein. 

 

Figure 1: The analysis process 

 
The analysis process was not linear but had more of an iterative character, where 
the process moved back and forth between the different phases. Through 
reflective dialogues between the researchers, the data processing was carried out. 
The participants were coded in the transcribed material with the numbers T1–T20 
for teachers and S1–S12 for students to distinguish them more efficiently during 
the processing of the data set. 
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4. Results and Analysis 
The results are presented and analyzed based on the study’s purpose and its three 
research questions. The presentation of the result is based on the developed theme 
and categorization matrix. In the four themes (i.e., motivation, motivational 
strategies, learning environments, and more), there are common and distinctive 
categories within both the teacher and student groups, but also between them. 
The categories that were condensed were teachers, students, structure, social 
relations, and results. 
 
4.1 Motivation 
Regarding the upper secondary school students’ study motivation, several 
influence categories were found. Teachers were the most important motivator, 
according to the informants: 

“I would say that perhaps the teacher’s most important task is to work with 
and improve and develop students’ motivation. But I would also like to say 
that it is the students’ most important task to become aware that their own 
motivation is so incredibly crucial, and that motivation is something that can 
change.” (T8). 

 
Teachers are perceived as the single most important factor that affects students’ 
study motivation and through their leadership they can influence students’ inner 
motivation is confirmed by other research (Hattie, 2009; Hugo, 2011; Håkansson 
& Sundberg, 2012). The approaches that describe constructive teachers are clarity 
and the ability to give constructive feedback and push students and to be 
“interesting". 
 
Students’ responsibility for study motivation was a prominent theme in the 
empirical material. However, students and teachers’ images differed from each 
other. The teachers placed more emphasis on the students’ inner motivation, with 
descriptions that study motivation can be controlled from within and the 
importance of students being responsible, wanting to learn, and seeing the 
benefits of going to school. In the teachers’ answers, there was also a strong belief 
that students work towards goals and sub-goals and know the purpose of their 
studies.  
 
The students, on the other hand, did not discuss to any great extent their inner 
motivation. Two study-motivating aspects for them were to experience the 
benefits of learning and participation in the planning of teaching. The interviews 
did not provide unambiguous or comprehensive answers regarding the students´ 
strategies for building their inner motivation. However, the empirical material 
showed that the teachers “views on how students should muster study motivation 
differed from the students” (T9). Important questions include whether students 
learned or understood the importance of mental strategies or whether teachers 
understand students’ cognitive strategy. 
 
Regarding the category of arrangements, students and teachers consistently 
showed that a more practical and laboratory arrangement of lessons has a positive 
effect on study motivation. This is in line with the results Boström and Bostedt 
(2020) present in a new study on vocational classes´ study motivation. 
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Motivational teaching planning was described as “learning for working life” (T4). 
The results are not entirely in line with international and national research on 
learning strategies (Boström, 2013; Niemivirta, 2004). This research indicates that 
at group level, there are differences in what are called perceptual preferences; that 
is, learning-by-doing (Dewey, 1897) is an approach that may suit some students 
well, others not. Boström (2013) showed, for example, that students in an upper 
secondary school’s vocational program preferred teaching that is based on 
learning-by-doing to a greater degree than students in academic programs. 
 
Work-place learning was an example of how teaching methods in or about real -
life generate higher study motivation and higher student attendance compared 
with regular school lessons. According to T2, having “courses that you can do close 
to reality, it often becomes . . . easier for the students to become study-motivated.” If the 
approach was not sufficiently well-planned or too monotonous, students’ study 
motivation decreased. The design of assignments was also crucial for students’ 
study motivation (cf. Hugo, 2011; Håkansson & Sundberg, 2012). Another aspect 
of the teaching structure concerned the upper secondary school common subjects, 
which were not as popular with the students in the vocational programs as they 
were in the academic programs. These subjects lowered the study motivation. The 
time aspect was also emphasized by the students as an essential factor in 
increasing or decreasing motivation: “Time is more important than methods . . . but 
this is where you get a little time for certain things” (S5).  
 
Teachers and students agreed on the importance of grades for study motivation, 
namely that the presence of grades can both increase and decrease motivation: “If 
I get a high grade on one task, I will be motivated for the other. Grades give motivation” 
(S2); “If I get bad grades/. . ./ or if I am behind, then I cannot work at all. It will be a 
vicious circle” (S4). 

In summary, the results showed that study motivation could be seen as both a 
controlled and autonomous external motivation-driven phenomenon (cf. Imsen, 
2006; Woolfolk & Karlberg, 2015). In the teacher interviews, the perception 
emerged that the students did not reflect sufficiently on what they had learned, 
even though information was submitted so they would not fail. This is a strategy 
that demonstrates control via external autonomous motivation (Wery & 
Thomson, 2013). If students do not reflect on what they have learned, then it can 
be seen as a rejection of the school’s mission to stimulate students’ metacognitive 
competence. 
 
4.2 Motivational Strategies 
Motivational strategies were perceived as active behaviors or actions to create 
motivation in the students, which can include students’ thoughts, feelings, and 
actions, but also teachers’ actions or surrounding structures or cultures (Jerkeby, 
2019). Similar themes that emerged about motivation can also be discerned 
within this theme (i.e., teachers, students, structure, and results). Here, however, 
social relations are also added as a category. 
 
Teachers’ behaviors were of strategic importance, according to both teachers and 
students, which is in line with current research (Håkansson & Sundberg, 2012; 
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Hattie, 2009; Hofvenberg, 2020; Jerkeby, 2019). One difference between teachers 
and students was that they emphasized different teaching behaviors as important. 
The teachers pointed to their knowledge competence, the importance of being up 
to date on the subject, and the ability to enthuse the students and to see and build 
on students’ strengths (cf. Mahler et al. 2018). The students emphasized teachers’ 
personal qualities in the treatment as important for study motivation (e.g., teachers 
should be happy, understanding, and have the competence to provide support, 
but should not stress the students). According to the teachers, students’ 
motivational behaviors were that they are responsible and curious. Behaviors that 
reduce or remove motivation are, according to some of the teachers, different types 
of defense mechanisms or “repressed dissatisfaction” (T12). 

Students consistently mentioned that finding enjoyment in school work was a 
motivational strategy: According to S8, “Study motivation means to do what is fun. 
So it’s fun if you want to do it. If it’s boring, it’s not fun”. This was also commented 
on by teachers: “Everything should be pleasurable. In general, I think students today are 
pleasure-driven young people” (T20). Here we can discern generational differences 
between teachers who prefer learning to be serious and young people who are 
motivated by the teaching being pleasure-filled. This is a challenge to deal with 
in everyday pedagogical practice. 
 
According to the teachers and students, the motivation to study decreased or 
increased depending on the structure of the courses (e.g., through good planning 
and participation). Planning includes teachers’ lesson and course planning, joint 
planning, and the students’ planning. The students emphasized the importance 
of being able to choose a variety of working methods: “When I am motivated, there 
is a variation in the teaching, with varying tasks and subject areas” (S6). Another 
motivational strategy was “to get rid of the stamp of boredom” (T3).   
 
Social relationships as motivational strategies recurred in the student and teacher 
interviews. If teachers and students can build good relationships, then the study 
motivation is affected in a positive sense. The pedagogical task is facilitated with 
good relationships, for example, by giving feedback and making the right 
demands. Similar to Hattie’s (2009) results, the interviews showed that 
relationships between teacher and student were the most important study 
motivating factor. According to T1, “One must build relationships, and the biggest 
obstacle to reaching students who do not have motivation, it is the absence. Because if they 
are not in place, then it is very tough to motivate them.” Results in the form of grades 
as a motivation strategy were problematized by both teachers and students. The 
overall picture was that grades could create study motivation, but that they could 
further inhibit motivation if they were low. “The whip, it is to reach the good grades 
then, because you should be able to apply to university or what-ever” (S10). The grades 
as a structurally inhibiting and stress-related factor were also problematized by 
the informants. The new grading system created excitement and stress for the 
students, and the demands are very high. In this study, grades can be seen as an 
area where motivation can arise as controlled external or autonomous external 
motivation (Imsen, 2006; Woolfolk & Karlberg, 2015) and its effect on study 
motivation can be both promoting or inhibiting. 
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4.3 Learning Environments 
Descriptions of the learning environment within the teacher group focused on the 
importance of adaptations for different groups of students at the individual level 
and from the perspective of disabilities, in other words, a special educational 
perspective (e.g. Ahlberg, 2001). This did not appear at all in the student group. 
Some teachers emphasized that smaller groups of students were a motivating 
factor. However, this view did not emerge in the interviews with the students. On 
the other hand, well-being, security, and the class were described as essential 
aspects in the learning environment by both informant groups. Well-being was 
both about being comfortable with the teacher and the class, but also in the 
physical sense, namely being comfortable on the premises. The effect of the 
external environment on students’ study motivation was even described as 
underestimated. Security was also emphasized in the interviews with the two 
groups: “If you feel safe and comfortable and you enjoy being here, then homework and 
assignments are easier” (S1). Both teachers and students emphasized the importance 
of the class or group in the learning environment as an influencing factor for 
students’ study motivation. The results above confirm previous research on good 
learning environments (i.e., that social inclusion is important as a basis for safe 
learning; Ahlberg, 2001). 
 
4.4 Other 
Within the theme, there were several distinctive perceptions between teachers and 
students. The teachers emphasized that a consensus between school and parents 
is crucial to creating a good basis for students’ study motivation. It was seen as 
important that the teachers take the initiative for cooperation: “We have a reasonable 
consensus with the parents. That we call home and tell now is going well. Trying to push 
together. That it is not just that we have a discussion together, but we invite them” (T11). 
From a student perspective, teachers considered it crucial that parents are not 
“codependent” on their children’s negative school behaviors. Parents can under-
stand or even sanction students’ failures because they may have behaved in a sim-
ilar way when they were young. Regarding social relations, there were similar 
views among teachers and students. The right peers were stated to be decisive for 
study motivation in such a way that they could influence the study motivation 
positively, and with the wrong peers, the influence became negative. However, it 
seemed difficult to break away from a group of friends who do not want to study: 
“If I hang out with some friends and they do not even want to work, I lose the motivation. 
It is difficult to change friends. It’s up to me if I should follow them /. . . / I still have my 
own responsibility” (S10).  
 
A distinctive perception between students and teachers in the category of social 
relations was the teachers ‘marking of “correct” parental support for students’ 
study motivation. The right parental support was described as a dialogue between 
teachers and parents, where the parents do not sanction the students’ absences or 
negative behaviors and where they influence their children’s positive views of the 
school. The opposite was parents who more or less had given up or contributed 
to a reduced study motivation for their children. The students expressed that pa-
rental support could vary. Some students had parents who supported them; oth-
ers did not have this support. A dilemma that the students described was that 
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supportive parents could also lead to perceived pressure for the students to con-
tinue to perform well. This could be perceived as a negative or problematic expec-
tation structure. 
 
4.5 Students´ and Teachers’ Equal and Different Perceptions 
In summary, it can be stated that the four themes of the analysis partly overlap. 
The same applies to the five categories that were condensed based on the units of 
meaning in the interviews. Apparent differences and similarities emerge in the 
comparisons between students and teachers in terms of codes within each cate-
gory. This provides indications of the answers to the research questions about stu-
dents’ study motivation. Figures 2 and 3 below give an overview of the codes that 
were condensed from the empirical data in each group. 
 
There is a complex interplay between results and motivation regarding what 
teachers and students put in the concept of study motivation. Study results affect 
motivation and vice versa both in a positive and in a negative sense. Grades also 
affect the study motivation in different directions.  
 

 
 

Figure 2. Picture of condensed codes within each theme of the teacher interviews 

 
The importance of teachers in promoting students’ academic motivation is 
evident. Teacher leadership is also a crucial factor in study motivation. However, 
there is a difference between the interview groups; teachers point more to the 
importance of knowledge, whereas students emphasize more personal qualities 
such as being understanding, happy, and giving support. 

 
An substantial similarity between teachers and students regarding study 
motivation is that lessons or subjects that have more practical (life-skill-oriented) 
content are motivating and that the students have and see the benefit of the 
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knowledge. A major difference between teachers and students’ responses is that 
the teachers emphasized “life skills” in learning more, such as strategies regarding 
goals, objectives, and sub-objectives, whereas the students did not touch on these 
strategies at all. A consistent view between teachers and students is the 
importance of well-being and security in the learning environment and that the 
class, groups, or peers should offer a motivating environment. The teachers 
pointed out the importance of adaptations and smaller groups in the learning 
environment. The students believed that the external learning environment, such 
as rooms and benches, also plays an essential role in study motivation. 
 
The significance of social relations is confirmed by Ahlberg’s (2001) 
communicative relation-oriented theory, which focuses on the concept of learning 
environment in a broader sense. It concerns cognitive, perceptual, socio-
emotional, and socio-cultural aspects, as well as communicative and linguistic 
interactions. Regarding the surrounding environment, both teachers and students 
pointed out the importance of the right peers as a motivating factor. Peer friends 
can help increase or decrease study motivation. Distinctive within this theme was 
that teachers pointed to the right parental support, whereas the students pointed 
out that parental support can vary and have different effects. 

 
Figure 3. Picture of condensed codes within each theme of the student interviews 

 
5. Conclusions 
In this final part the conclusions reflect the research questions, and implications 
from the results of the study are described. 
 
5.1 Research conclusions 
To understand the phenomenon of study motivation, we require a synthesis of 
theories (Blomgren, 2016; Wery & Thomson, 2013) and practical studies in 
collaboration with teachers (Hofvenberg, 2020). Motivation can be analyzed from 
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an interactive (Stensmo, 2005) or a transactional perspective (Perry et.al 2006). The 
perspective in this article is broader than a mere focus on individual 
characteristics.  
 
The first and the second research question about teachers´ and students´ 
experiences about factors increasing/decreasing students’ study motivation, and 
differences and similarities between the populations, are answered in the study 
from different aspects.  
 
The teachers appear as a very important group of actors for the students’ study 
motivation. Teachers play a crucial role for study motivation, i.e. particularly in 
how they convey expectations to students and organize classroom activities This 
conclusion is also found in Stenmos’ (2005) and Giota´s (2017) argumentation that 
teachers function as motivators by stimulating commitment and effort, 
strengthening teaching conditions, supporting individuals and groups, and 
shaping the classroom climate. The teachers’ approach, choice of didactic working 
methods, leadership etc. are an important interactive motivating factor. This is 
also confirmed in Blomgrens study (2016) where motivation is also linked to 
pedagogical approaches, learning environments, didactic issues, and the 
importance of teachers, and links this with planning of teaching, learning, and 
views on knowledge. Blomgren clarified that teachers’ didactic action competence 
is crucial for a successful school operation (cf Augustsson & Boström, 2016). In 
contrast to Mahler et al. (2018) and Blomgren (2016) we found no evidence that 
teacher's subject-specific enthusiasm was crucial for study motivation. The 
students in this study instead emphasized the teacher's personality as a 
motivating factor, while the teachers emphasized teachers' subject competence as 
crucial.  
 
The study clearly demonstrates the need for a practically oriented and laborative 
pedagogy (cf. Boström & Bostedt, 2020; Boström 2013) such as pedagogy built on 
learning-by-doing (Dewey, 1897). The students especially emphasized that when 
the pedagogy was adapted to their way of learning, it was motivating. Thus, 
teachers' leadership in the didactic space is an important competence for teachers 
to be able to motivate students (Augustsson & Boström, 2016). Also need for 
variation in teaching, was also confirmed by the results. 
 
The result show a number of learning strategies which support study motivation 
at a collective level, but these do not emerge as clearly at the individual. The 
teachers emphasized the importance of adaptations and smaller groups in the 
learning environment, whereas the students believed that the external learning 
environment also played an important role in the study motivation. According to 
Blomgren (2016), it is particularly important that “… students’ ability is strengthened 
by support that aims to get students to use effective learning strategies and make an effort” 
(p. 243). Blomgren, however, did not clarify what effective learning strategies are 
meant to include. In this study, a number of strategies have emerged, such as 
students' needs for structure, the teacher's personality, participation in planning, 
choices and appropriate learning methods. 
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In addition, the empirical results show that teachers and students have slightly 
different views on students’ ability and insight into taking responsibility for their 
own learning. The teachers believed in the students' own responsibility whereas 
students prefer to highlight pleasurable learning. We believe that the discrepancy 
between students ‘and teachers’ views should be clarified, problematized, and 
used in a constructive way to further explore the issue of study motivation.  
 
The third research question about how is study motivation linked to various 
aspects of education according to teachers and students, is highlighted both in 
the theoretical framework used and the results of the study: motivating or 
demotivating factors, motivational strategies that support or inhibit students, 
learning environments that support or hinder students' study motivation and 
“other” factors. Good learning environments are thus important in school, as 
well as in other work-places or learning situations (Björklid & Fischbein, 2011). 
To best support students’ ability to take responsibility for their own learning, 
knowledge is needed about the ways that good learning environments can be 
established because people interact, influence, and are influenced by the social 
and physical environment 
 
5.2 Implications 
A broader perspective, on study motivation as a composite phenomenon that 
affects internal and external motivational factors and the relationships between 
them, then becomes significant. One conclusion drawn from the empirical 
material is that teachers need to encourage inner motivation, while at the same 
time ensuring that external motivation promotes learning (Anderman & 
Anderman, 2009; Wery & Thomson, 2013). It is preferable to seek out lack of study 
motivation in such factors as environments, learning strategies, teaching 
planning, individual ambitions, home-school interaction, didactic choices, and the 
physical environment (Giota, 2017). Both internal and external motivational 
factors thus need to be taken into account.  
 
To reconnect with motivation theories, the empirical evidence in this study points 
unequivocally to the validity of the interactive, as well as the transitive 
perspective. It proves that well-being and security in the learning environment 
are important and that the class/ group/peers constitute a motivational context 
for the students. The conclusions in this article point to the validity of the 
interactive motivational perspective, in which the student’s own choice and 
responsibility for school work and learning (internal motivational factors) must 
be linked to external motivational factors. There is an interaction between 
situation and person (interaction), in which processes concerning negotiations of 
meaning in the social interaction (transaction) take place. Motivation can thus be 
seen as a process integrated into a larger whole, impossible to separate from 
learning, individual differences, the nature of tasks, or societal context.  
 
Important research questions for further studies are to a) broaden the study to 
further study programs to find variations, b) conduct observational studies in the 
classroom to examine teachers' and students' interaction, c) deepen the interviews 
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with students with, for example, case descriptions or d) conduct case studies at 
different schools to examine school cultures. 
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