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ABSTRACT

Kahraman, Eda. Students’ Perceptions of Teacher Motivational Behaviors, Master’s

Thesis, Ankara, 2014.

This study aimed to investigate students’ perceptions of teacher motivational behaviors
at preparatory classes at universities. Additionally, it explored the most and the least
motivating teacher behaviors according to the students. In addition, the impact of the
teaching methodology on students’ motivation and the differences between female and
male students’ perceptions of the teacher behaviors were examined in the study. In this
context, a study was conducted to find out the students’ perceptions of the teacher
motivational behaviors. Accordingly, 351 students participated in the study. The
students who participated in the study were the preparatory students of Gazi University,
Hacettepe University, Middle East Technical University, Atilim University and Ufuk
University in 2013-2014 academic year. Moreover, in order to have detailed data,
interviews were conducted with 16 students. The data gathered from the study were

analyzed quantitatively and qualitatively.

The findings of the data revealed that the behaviors which were related to teacher’s
personal features were found to be the most motivating ones by the students. On the
other hand, learners didn’t find the behaviors concerning teacher’s lecturing style very
motivating. Besides, while the female students’ perceptions were more positive about
teacher’s lecturing style and giving and evaluating homework, for the other factors
(teacher’s personal features, teacher’s rapport with students and teacher’s error
correction and evaluation techniques) there was not a significant difference between
both female and male students’ perceptions. Finally, some implications and suggestions

were presented in order to help teachers motivate their learners.

Keywords: EFL, Motivation, Motivational strategy, Teacher motivational behavior



OZET

Kahraman, Eda. Ogrencilerin Motive Edici Ogretmen Davranislar1 Hakkindaki Algilari,
Yiiksek Lisans Tezi, Ankara, 2014.

Bu caligsma, tiniversitelerdeki hazirlik 6grencilerinin motive edici 6gretmen davranislar
hakkindaki algilarini aragtirmay1 amaglamistir. Ayrica, ¢alisma 6grencilere gore en ¢ok
ve en az motive edici O0gretmen davranislarini da arastirmistir. Buna ek olarak,
calismada, 0gretme yontemlerinin 0grenci motivasyonu iizerindeki etki ve &gretmen
davraniglarinin algilanmasinda bayan ve erkek 6grencilerin goriislerindeki farliliklar da
incelenmistir. Bu kapsamda, 6grencilerin motive edici 6gretmen davranislari hakkindaki
algilarin1 6grenmek i¢in bir calisma yapilmistir. Calismaya, 2013-2014 egitim 6gretim
yilinda, Gazi Universitesi, Hacettepe Universitesi, Orta Dogu Teknik Universitesi,
Atilim Universitesi ve Ufuk Universitesi hazirlik siniflarindan toplam 351 &grenci
katilmigtir. Daha detayli veri toplamak ig¢in 16 6grenci ile goriismeler yapilmistir.

Calismadan toplanan veriler nitel ve nicel olarak analiz edilmistir.

Calismanin sonuglari, 6gretmenin kigisel ozellikleri ile ilgili davranislarin 6grenciler
tarafindan en ¢cok motive edici davranislar olarak algilandigin1 gostermistir. Bunun yani
sira, 6grenciler, 6gretmenin ders anlatma tarzi ile alakali davranislar1 ¢ok motive edici
bulmamislardir. Ayrica, bayan 6grencilerin 6gretmenin ders anlatma tarzi, 6dev verme
ve degerlendirme konusundaki algilar1 daha olumlu iken, diger faktorlerde (6gretmenin
bireysel 0Ozellikleri, 6gretmenin Ogrencilere yaklagimi, Ogretmenin degerlendirme
yontemleri ve hatalara karsi yaklasimi) bayan ve erkek ogrencilerin goriislerinde
anlaml bir farklilik yoktur. Son olarak, dgretmenlere, 6grencilerini daha etkili bir

sekilde motive etmeleri i¢in bazi ¢ikarimlarda ve Onerilerde bulunulmustur.

Anahtar sozciikler: Yabanci dil olarak Ingilizce, Motivasyon, Motive edici taktik,

Motive edici 6gretmen davranisi
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CHAPTER 1

INTRODUCTION

This chapter provides information about the background of the study, statement
of the problem, purpose of the study, scope of the study, limitations and definitions of

terms.

1.1 Background to the Study

Motivation is an important concept in language education. Much of the research
concerned heavily focuses on how learners and teachers are motivated to undertake
tasks in an educational context. Dérnyei and Ott6 (1998) described motivation as: “The
dynamically changing cumulative arousal in a person that initiates, directs, coordinates,
amplifies, terminates, and evaluates the cognitive and motor processes whereby initial
wishes and desires are selected, prioritized, operationalised, and (successfully or

unsuccessfully) acted out” (p. 64).
Madrid and Pérez Cafiado’s ( 2001, p. 333) definition is as follows:

Motivation is an internal state of the individual influenced by certain needs and/or
beliefs which generate favorable attitudes and interests towards a goal, as well as a
desire which moves him/her to attain it with dedication and continued effort because
(s)he likes it and feels satisfied each time (s)he obtains positive results.

According to the definitions Madrid (2002) states that motivation is dynamic,
cyclical and process-oriented. Guilloteaux and Doérnyei (2008) state that: “Motivation
provides the primary impetus to initiate second or foreign language (L2) learning and

later the driving force to sustain the long and often tedious learning process”(p. 55).

The authors also maintain that even if the learners with the most remarkable
abilities cannot be successful in long term goals without sufficient motivation.
Similarly, appropriate curricula and good teaching are not enough on their own to have
successful students. Ames (1990) asserts that teachers should have knowledge about
motivation concepts, principles and theories and they should also know how to rely on
this knowledge when he deals with motivational issues and when he makes instructional

decisions.



Gardner (2010) points out that motivated individuals show many characteristics.
For example, they are goal-directed. Most people have goals, but they may not achieve
since they lack many other characteristics of the motivated individual that would be
helpful in obtaining those goals. Motivated individuals are persistent, and they express
effort in attaining the goal. They have strong desires to reach their goals and they have
expectancies about their successes and failures. The author also states that when they
are achieving some degree of success they feel self-confident about their achievements,
Gardner (2010).

Williams and Burden (1997) state Gardner’s emphasizes that motivation is the
primary factor in their socio-educational model. Gardner defines motivation as
“referring to a combination of effort plus desire to achieve the goal of learning the
language plus favorable attitudes towards learning the language”(as cited in Williams &
Burden, 1997, p.116). Other factors in the model such as attitude towards the learning
situation and integrativeness can affect these attributes. Williams and Burden (1997)
also maintain that motivation occurs as a result of a combination of different influences:
internal and external factors. Internal factors come from inside the learner, such as an
interest in an activity or a wish to achieve a goal. On the other hand, an external factor is
the influence of other people. The authors say that we shouldn’t think motivation
simplistically as something which is either internal or external to the individual since
these cannot be easily separated. Finally, they add that people should know what
external influences are more likely to arouse people’s thoughts and emotions, and how

they internalize them in ways that lead them to determine to achieve certain goals.

Winke (2005) asserts that motivated students are teachers’ dreams because they
are willing to work hard and they focus their attention on the tasks at hand. They don’t
need continuous encouragement and they may even stimulate their friends by promoting
collaborative learning. However, there are demotivated students at schools as well as
motivated ones. A demotivated learner is “someone who was once motivated but has
lost his or her commitment/interest for some reason” (Dornyei 2001b, p.142).
According to Dornyei (2001b, p.143) demotivation concerns “specific external forces
that reduce or diminish the motivational basis of a behavioral intention or an ongoing
action”. Two different investigations of demotivation by Christophel and Gorham

(1995; Gorham & Christophel, 1992) showed that the sources of demotivation in the



studies were ‘teacher-owned’. In other words, what the teacher had done or had been

responsible for was the reason of the lack of motivation (Dérnyei, 2001b).

Motivation for language learning and strategy use are also closely related to each
other. In their study, Oxford and Nyikos (1989) found that motivation was the best
predictor of strategy use in a large-scale study of university students. According to the
study, more motivated students used learning strategies of all kinds more often than did
less motivated students (Schmidt and Watanabe, 2001).

Motivation is essential in language learning. According to Cook (2000) a
number of learners’ performances in second or foreign language learning are superior to

others since they are better motivated (as cited in Mahadi and Jafari, 2012).

1.2 Statement of the Problem

Human behavior is highly complex and so coming to grips with it is not easy,
however, when teachers start understanding why and how they, and their L2 students,

act as they do, this can be a most rewarding experience (Dornyei, 2001a).

The challenge of student motivation is a problematic barrier to improving
students’ learning. The students at Gazi University, METU (Middle East Technical
University), Hacettepe University, Atilim University and Ufuk University are from
different departments such as business administration, international relations,
department of architecture, civil and mechanical engineering. They have 25 or 27 hours
of English in a week. Their attitudes towards learning English are different however,
most of the students are not interested in learning the language even at the beginning of
the year. Some of them have negative experiences from their previous years such as
having a teacher that they didn’t like, failing in the exams etc. The students who are
willing or neutral to learn English in the beginning lose their interests in a few months.
Most of the instructors complain about their students’ indifference to the lessons. They
cannot motivate their learners and this becomes a big problem for both students and

teachers in classrooms.

Motivating process is usually a long-term process (Dornyei, 2001a) and every

teacher who thinks of the long-term development of his/ her students has the



responsibility to motivate learners. So teachers have important roles in classrooms.
Their behaviors shape the motivation of students. Therefore, I believe that students’
motivation and teacher behavior is closely related to each other and it is fundamental to

find out how students perceive their teachers’ motivational behaviors.

1.3. Purpose of the Study

The purpose of motivational strategies is consciously to increase student
motivation and maintain ongoing motivated behavior and protect it from distracting or
competing action tendencies. These strategies are used to increase student involvement

and to ‘save’ the action when progress slows, halts, or backslides (Dérnyei, 2001b).

This study aims to find out how students perceive teacher motivational behaviors
in the classroom. It also aims to specify the most motivating and the least motivating
teacher motivational behaviors from students’ perspectives. With this purpose in mind,

the study attempts to answer four questions:

1. What are the most motivating teacher behaviors in English classes for
students?

2. What are the least motivating teacher behaviors in English classes for
students?

3. Is there a significant difference between the female and male students’
perceptions of teacher motivational behaviors?

4. Does the teaching methodology exert an impact on students’ motivation?

1.4. Scope of the Study

This study is concerned with the student motivation at Gazi University, Middle
East Technical University, Hacettepe University, Ufuk University and Atilim
University. 351 students participated in the study. In order to obtain the necessary

information, preparatory students were administered a questionnaire and interviewed.

To have more valid and reliable results for the study, the questionnaire was

administered in five different universities’ preparatory schools. Thus the preparatory



students of Gazi University, Middle East Technical University, Hacettepe University,
Ufuk University and Atilim University answered the questions of the questionnaire.

The departments of the students included into the study are: the Faculty of
Architecture (Architecture, Urban and Regional Planning, Industrial Product Design),
the Faculty of Engineering (Civil Engineering, Mechanical Engineering, Electrical and
Electronic Engineering, Chemical Engineering, Computer Engineering, Industrial
Engineering, the Faculty of Sciences ( Statistics) and the Faculty of Economic and
Administrative Sciences (Public Administration, Business Administration, International
Relations, International Trade, Political Science and International Relations), Faculty of
Law ( Law), Medical Faculty ( Medicine), Faculty of Education ( English Language

Teaching, Psychological Counseling and Guidance) and School of Nursing.

1.5. Limitations

There are some limitations in this study. First, the questionnaire was
administered to the limited number of students in terms of the universe; the preparatory
EFL students at tertiary level in Turkey. However, the scope chosen is a fine
representative of the universities in Ankara. Also, the questionnaire which was
developed by Olmezer Oztiirk (2012) was used only once before this study; that is, the
instrument has not been exploited in different cultural context across the world, making

its validity vulnerable to any criticism.

1.6. Definitions of Terms

It is believed to be important to include the definitions of key terms in order to

avoid ambiguity in the study. Thus, some of the terms are defined briefly as follows.

EFL: (English as a foreign language). English taught to people who need to learn it for
their studies or their career, and who do not live in an English speaking country.

(fromhttp://www.macmillandictionary.com/dictionary/british/EFL)

Motivation: Motivation refers to “the combination of effort plus desire to achieve the

goal of learning the language plus favorable attitudes toward learning the language”,
Gardner, 1985, p.10).


http://www.macmillandictionary.com/dictionary/british/EFL

Motivational strategy: “Motivational strategies are techniques that promote the

individual’s goal-related behavior” (Dornyei, 2001a, p.28).

Teacher motivational behaviors: Teacher motivational behaviors are the behaviors
used by the teachers to increase, maintain and protect the students’ motivations in a

classroom setting.



CHAPTER 2

LITERATURE REVIEW

2.1. Introduction

This study aims to explore students’ perceptions of the teacher motivational

behaviors that are used in English learning.

This chapter presents background information about development of
motivational theories, contemporary motivation theories in education, motivational
theories in English language teaching, the role of motivation in English language

classroom, teacher’s role in motivation and teacher behavior and student motivation.

2.2. Development of Motivational Theories

A number of different theories have been developed by the researchers in order
to explain motivation. Behaviorism, Cognitivism and Constructivism will be explained

here to understand motivation in the classrooms.

2.2.1. Behaviorism

Behaviorism is a term that refers to the school of psychology founded by John B.
Watson. “In Watson’s view, mental life as traditionally conceived simply did not exist.
Rather, psychology should embrace behavior as its subject matter and rely on
experimental observation of that subject matter as its method” (Moore, 2011,
p.451).Watson coined the term in 1913 and many other scientists and researchers,
especially B.F. Skinner, a notable behaviorist, took up the discipline and expanded it.
Behaviorism is also known as behavioral theory. It focuses on the observable behavior.
Behaviorists are interested in what they can observe, manipulate and quantify and they
look at the effects of environmental stimuli on the organisms they study. They work
with animals and humans for observing their behaviors. According to this school of
thought, behaviors can be measured, improved and changed. Teachers can examine

students’ behaviors and they can understand if their students are motivated or not. It



assumes that a learner starts off as a clean state (i.e. tabula rasa) and behavior can be
changed with the help of positive reinforcement or negative reinforcement.

Watson (1970) points out that if you want to understand behaviorism you should
observe other people, for example your neighbors. He also states that you can observe
only the most elementary forms of response in yourselves on the other hand, if you
study what your neighbor is doing, you can understand your neighbors’ behaviors’
reasons in setting situations (presenting stimuli). So in a classroom, a teacher can
understand the reasons of students’ behaviors. Watson also maintains that behaviorism
is primarily interested in the behavior of the whole man and the response the behaviorist
IS interested in is the commonsense answer to this question: “What is he doing and why
is he doing it?”According to him (Watson, 1970), there is a response to every effective

stimulus and that the response is immediate.

2.2.1.1. Behaviorism and Motivation

According to the Behaviorist theory motivation is the result of responses to
reinforcement. In a behaviorist classroom it is common to see using reinforces to
motivate learners. These reinforcers can be teacher praise, food, grades, responsibilities,
class positions, etc.

B.F Skinner is the first psychologist who described operant conditioning
(1938).As a behaviorist psychologist Skinner believed that if someone wants to
understand a behavior, he should look at the causes of an action and its consequences.
This theory was called operant conditioning by Skinner. This is a method of learning
that occurs through rewards and punishments. An association is made between a
behavior and a consequence for a behavior through operant conditioning. Skinner,
(1976, p.51) states that:

When a bit of behavior has the kind of consequence called reinforcing, it is more likely
to occur again. A positive reinforcer strengthens any behavior that produces it: a glass
of water is positively reinforcing when we are thirsty, and if we then draw and drink a
glass of water, we are more likely to do so again on similar occasions. A negative
reinforcer strengthens any behavior that reduces or terminates it: when we take off a
shoe that is pinching, the reduction in pressure is negatively reinforcing and we are
more likely to do so again when we a shoe pinches.



It is common to see the examples of operant conditioning all around us. For
example a child who completes his/her homework can earn a reward from a parent or a
teacher. An employee who finishes a project can receive a promotion from the boss.
Rewards cause increases in these behaviors. On the other hand, operant conditioning
can be used to decrease a behavior. When a negative outcome is used to decrease
undesirable behavior, that behavior weakens and disappears. For example, if a child or
learner loses a reward when he talks out of turn in class, this punishment may lead to a

decrease in disruptive behaviors.

Brown (2007) states that language is important for human behavior and a
behaviorist may think effective language behavior is the production of correct stimuli.
When a response is reinforced by someone, this becomes a habitual behavior. Therefore

learners produce linguistic responses that are reinforced by their parents, teachers or etc.

2.2.1.2. Criticisms of Behaviorism

Behaviorism examines human and nonhuman beings’ demonstrated behaviors.
In other words, behaviorism explains all the actions of a person only through visible
phenomena. Behaviorist researchers often do their studies on animals and generalize
their results on human beings. This may be misleading because humans have complex
thought processes that affect behavior. Behaviorists also underestimate the biological
factors of humans. So the main opposition to behaviorists is that behavior of a person

cannot be interpreted leaving aside the mental activity.

Brown (2007) states that a lot of critics were attracted by Skinner’s theories but

Noam Chomsky (1959) thought differently. According to Brown (2007, p.27):

Today virtually no one would agree that Skinner’s model of verbal behavior adequately
accounts for the capacity to acquire language, for language development itself, for the
abstract nature of language, or for a theory of meaning. A theory based on conditioning
and reinforcement is hard-pressed to explain the fact that every sentence you speak or
write —with a few trivial exceptions- is novel, never before uttered either by you or by
anyone else! These novel utterances are nevertheless created by very young children as
they literally “play” with language, and that same creativity continues on into adulthood
and throughout one’s life.

Behaviorism in some way makes general behavioral patterns for people and
neglects the individualism of every person. In language classrooms, teachers shouldn’t

ignore this issue and they should consider every student individually. Behaviorists
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think that the behavior of people is shaped through only the environmental factors but it
is very hard to interpret the behavior of people only focusing on the environmental
factors. At this point behaviorists start to neglect the innate abilities of a person.

Therefore behavior remains a learned association that is supported or punished.

2.2.2. Cognitivism

In the 1960s cognitivism emerged as a response to behaviorism. Cognitivism
focuses on the inner mental activities. In other words, human mind is valuable and
necessary for understanding how people learn. People are not “programmed animals”
that only respond to environmental stimuli. During the 20" century cognitivists focused
on the study of mental processes of thinking, including reasoning, deciding, planning,

calculating and remembering independently of their likely grounding in the brain.

One of the most influential cognitive psychologists was Jean Piaget. He is
concerned with children rather than all learners and his theory on motivation in children
is to be commended (Barnes, 2008). Barnes (2008, p.1) points out that:

Piaget believed that the best way to motivate a child was through intrinsic means. The
Dictionary defines intrinsic motivation as “stimulation that drives an individual to adopt
or change a behavior for his or her own internal satisfaction or fulfillment. Intrinsic
motivation is usually self-applied, and springs from a direct relationship between the
individual and the situation” (www.businessdictionary.com) (Barnes, 2008, p.1).

In cognitive theory, it is not possible to teach children to perform certain
activities until they are biologically ready. In other words, children cannot learn
something until they become matured enough. If a child is at a certain stage, you cannot
teach him the concepts of a higher stage. Bruning et al., (2004) explains readiness with
reading skill. Today, most children in the United States learn reading when they are
about six or seven years old .Only a small minority of them know reading when they
start first grade at school. Reading readiness is the idea that a certain level of mental
maturity is necessary to begin reading instruction. Morphett and Washburne (1931)
gave considerable importance to the notion of reading readiness and they examined the
relationship between intellectual functioning and reading success. As a result of their
study, it was understood that children who had mental age of at least 6 years and 6

months and started school are more successful. Analyzing their study Morphett and
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Washburne recommended that it was better to wait for children to reach this mental age
before giving reading instruction (Bruning et al., 2004).

According to Piaget, (as cited in Cameron, 2001), the child always interacts with
the environment and solves problems that are presented by the environment. For
example, a very young child may have a problem of how to get food from his bowl to
his mouth. While he was trying to solve the problem, he uses a spoon or his fingers and
he learns muscle control and direction- finding needed to feed himself. The knowledge
that results from such action is actively constructed by the child. Jean Piaget viewed
intellectual growth as a process of adaptation to the world. This happens through
assimilation and accommodation. Barnes (2008, p.2) states that “The driving force
behind Piaget’s theory of intrinsic motivation is his concept of assimilation”. Associate
Professor of psychology and education at Mount Holyoke College Barry Wadsworth
said that “the primary motivating force for cognitive activity is the process of
assimilation, which, once developed, by its very nature seeks out the environment”
(Wadsworth, 1971, 25 as cited in Barnes, 2008, p.3). According to Wadsworth, when a
child is assimilated into an environment, he/she will want (and even need) to know

more and therefore he/she becomes intrinsically motivated (Barnes, 2008).

Assimilation happens when action takes place without any change to the child;
accommodation happens when the existing knowledge does not work, and needs to be
changed to deal with the new situation. Cameron (2001) gives an example of feeding.
The child may first use the fork in just the same way as the spoon was used; this is
called assimilation of the new tool existing skills and knowledge. When the child
realizes that the fork should be used in a different way and learns to use the fork in a
proper way, accommodation occurs. The child’s actions and knowledge adapt to the

new possibility and something new is created.
Cameron (2001, p.3) states that:

From a Piagetian viewpoint, a child’s thinking develops as gradual growth of
knowledge and intellectual skills towards a final stage of formal, logical thinking.
However, gradual growth is punctuated with certain fundamental changes, which cause
the child to pass through a series of stages. At each stage, the child is capable of some
types of thinking but still incapable of others.
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2.2.2.1. Cognitive Development Implied in the Classroom

In a classroom, there are many variables and those variables influence and
contribute to students’ learning. Classrooms are diverse and even complex. Every
student learns in a different way and at various developmental levels. So teachers
should create an excellent learning environment for each student. They should do their
best and make learning interesting. By doing these things teachers can create a

motivational climate within the classrooms.

Thornell (1976) points out that when the teacher becomes sensitive to individual
learner differences in the classroom, there may be important influences in facilitating
learning. Being aware of the students’ individual differences, the teacher can provide
different strategies and techniques and then he can find out the most suitable ones for
his learners. So he/she can increase the students’ motivations in their classrooms. A
teacher can decide and apply instructional guidance required by analytic and global
children to achieve specified educational objectives. True individualization is significant
and it should be a multidimensional complex accommodating as many learner traits as
possible. Finally, it will be the most beneficial program to various students when
individual differences in cognitive styles become significant factors in determining the

type of individualized instructional program (Thornell, 1976).

Piaget believed that children are active, intelligent, creative constructors of their
own knowledge structures and the individual is primary in the learning process (Blake
& Pope, 2008). So the teachers should be able to assess the child’s present cognitive
level; their strengths and weaknesses. They should individualize the instruction as much
as possible. Children should be allowed to make mistakes and they should be allowed to

experiment on their own.

Teachers should present their learners with materials and situations and
occasions that allow them to discover new learning. By discovering facts and
relationships for themselves, students can learn best. This is a method of inquiry-based

instruction and called discovery learning.

In discovery learning, learner is active. Chi (2009), states that being active could
be characterized as doing something while learning and he gives an example in a virtual

environment, if learners explore their environments by steering and peddling a
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stationary bike while they travel through a virtual environment that could be considered
an active activity (Tong, Marlin, & Frost, 1995). If students just watched a video
recording of what the active participants saw but without being able to explore or
manipulate the environment that could be considered a passive activity since students
don’t do anything. Students who learn by discovering are more motivated than the
students who are passive in the classrooms. Therefore, teachers should make the

learning environments suitable to discover the new situations for learners.

While students learn by discovering, they analyze the situations and try to find a
solution to the problems. In other words, they solve problems. Problem-solving is to
overcome obstacles and find a solution to an issue. There are several models of problem
solving and most of them are similar to one another and can be summarized into a five-
stage sequence (Bransford & Stein, 1984; Gick, 1986; Hayes; 1988): “1) identifying the
problem, 2) representing the problem, 3) selecting an appropriate strategy, 4)
implementing the strategy, and 5) evaluating solutions™ (as cited in Bruning, Schraw,
Norby & Ronning, 2004, p.164). Problem solving in classrooms is important and to
improve this skill, there are some steps, according to Bruning et al., (2004, p.178,
179,180), which are:

1. Facilitate the acquisition of expert knowledge.

2. Develop an awareness of a general problem-solving strategy.

3. Focus on discovering and identifying problems.

4. Use external representations whenever possible

5. Mimic expert strategies

Problem-solving training is beneficial for younger students and it can be coupled
with other kinds of instruction like question answering (King, 1991) and metacognitive
training (Delclos & Harrington, 1991). In brief, by improving the knowledge of problem-
solving techniques, educators can be beneficial for their students (Bruning et al., 2004).

Like problem-solving, critical thinking is an important component of cognitive
theory’s implications in a classroom. Critical thinking is a process and in this process a
learner decides if a claim is true or not. He tries to think in different ways to reach the
solution. Here the important thing is how to think rather than what to think.
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There are different set of skills used in critical thinking. Analyzing critical
thinking in terms of separate subskills could be risky since people apt to lose sight of
what critical thinking entails: critical examination of beliefs and courses of action
(Bruning et al., 2004).Instead of this, some authors suggest a smaller set of general
skills in describing critical thinking (Halpern, 1997, 1998; Kurfiss, 1988; Quellmalz,
1987; Swartz &Perkins, 1990 as cited in Bruning et al., 2004). These skills are
knowledge, inference, evaluation, and metacognition. While thinking critically we use
knowledge and it helps individuals to find solutions to the problems faster and better. It
also provides new points of view, and helps people to critically scrutinize their goals
and objectives. Another component of critical thinking is induction, the process by
which individuals reach general conclusions from given or inferred information. The
third component is evaluation. It refers to related subskills; including analyzing,
judging, weighing and making value judgements (Perkins & Grotzer, 1997; Swartz &
Perkins, 1990).The last component is metacognition. Metacognition refers to ‘thinking
about thinking’. It is analyzing the adequacy of decisions. It is an essential component
in critical thinking process because people can monitor the adequacy of the information
on which they base their opinions, as well as the reasonableness of their inferences
(Bruning et al., 2004)

Finally in a cognitive based classroom teachers use different kinds of activities
to challenge learners to accept individual differences, increase their readiness to learn,
discover new ideas, and construct their knowledge. In elementary classrooms concrete
learning experiences like drawing, drama, hands-on activities and field trips are
essential. Also, using active methods that require discovering, collaboratively studying

as well as individually is important.

2.2.3. Constructivism

As the contemporary school of thought of education, constructivism constitutes
the major perspective into all educative pursuit. It is based on experiential learning
through real life experiences and allows integration new knowledge with existing

knowledge.

Constructivism is an outgrowth of cognitive science. Constructivism views learning a
process of knowledge construction with concept development and comprehensive
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understanding as the goals (Fosnot, 1996; Resnick, 1986) and Phye (1997) states that
constructivism is a movement that combines cognition from a developmental
perspective with other important issues, such as motivation, self-directed learning, and a
focus on the social context of learning (as cited in Chen, 2003, p.19)

According to von Glasersfeld (1996), constructivism has two main aspects. First,
knowledge is a process of knowledge construction not absorption. In other words,
people construct knowledge based on their own perceptions and conceptions of their
world. So everyone constructs a different meaning or concept (Duffy & Jonassen, 1992;
Fosnot, 1996; von Glasersfeld, 1996) and learning occurs only when the learners are
actively involved in construction and reorganization of concepts. Second, knowledge is
related to learners’ environments in which they experience and construct the knowledge
(Duffy & Jonassen, 1992; Resnick, 1986; von Glasersfeld, 1996, as cited in Chen,
2003).

2.2.3.1. Sociocultural Theory

Vygotsky (1896-1934) is a Russian psychologist who has an important role in
educational psychology and the field of education as whole. He believed that in addition
to biological factors that constitute the necessary pre-requisite for elementary processes
to emerge, sociocultural factors are indispensable for elementary natural processes to
develop. He asserts that social milieu is very important and socio-cultural settings are
the primary and determining factors in the development of higher forms of human
mental activity (Turuk, 2008).

Vygotsky (1978) states:

Every function in the child’s cultural development appears twice: first, on the social
level, and later, on the individual level; first between people (interpsychological) and
then inside the child (intrapsychological). This applies equally to voluntary attention, to
logical memory, and to the formation and concepts. All the higher functions originate as
actual relationships between individuals (Vygotsky, 1978, p.57)

According to Vygotsky, each child, in any domain, has an “actual developmental
level”. This can be assessed by testing the child individually. Each child also has an
immediate potential for development within that domain. Vygotsky called this
difference between the two levels the zone of proximal development. He defined the
term as “the distance between the actual developmental level as determined by
independent problem solving and the level of potential development as determined
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through problem solving under adult guidance or in collaboration with more capable
peers” (Vygotsky, 1978, p.86).

According to Williams and Burden (1997) the theory opposes the idea of
discreet teaching of skills and meaning should be in the centre of any unit of the study.
All skills should be in a unity, not in isolation. Also, what the learner brings to a
learning situation as an active meaning-maker and problem-solver is significant and the
interaction between teachers, learners and tasks plays a fundamental role in the

development of cognition (as cited in Turuk, 2008).

Vygotsky implied that when a learner works with a more competent peer, less
competent child can develop with the help of more competent child. So interaction with

a more competent peer is effective in developing cognitive development (Tudge, 1990).

Another aspect of Vygotsky’s theory is the idea of the “zone of proximal
development” (ZPD). Lui (2012) considers ZPD “as the difference between what a child
can do independently and what he or she is capable of doing with targeted assistance
(scaffolding)”. Instructions are challenging enough to develop new skills by building on
the previously established skills. “Students are most receptive to instructions within
their ZPD since it represents the next logical step in their ongoing skill development”. If
we don’t have reliable information about students’ constantly evolving ZPD’s, we can
have difficulties in identifying who is ready for the next step and who needs extra
assistance (Lui, 2012).

Brown (2007) maintains that social constructivism is significant because it
underlines the importance of social interaction and cooperative learning in constructing
cognitive and emotional images of reality. He defines the zone of proximal development
(ZPD) in two ways. The first one is “the distance between learners’ existing
developmental state and their potential development” and the other definition is “ZPD
describes tasks that a learner has not yet learned but is capable of learning with
appropriate stimuli” (Brown, 2007, p.13).According to Brown ZPD is important in
social constructivism since it describes tasks “that a child cannot yet do alone but could
do with assistance of more competent peers or adults” (Slavin, 2003, p.44; Karpov &
Haywood, 1998, as cited in Brown, 2007).
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2.2.3.3. Classrooms Applications of Constructivism

In a constructivist classroom, learners are actively involved in the process of
learning. They are in the centre of the learning process. They interact with their teachers
and other students; they work primarily in groups so they can learn from the
incorporation of their different experiences. When students are active, they can become
more motivated. We can see that the collaboration and exchange of ideas are

emphasized here.

Teachers are facilitators. They guide students by asking questions that help them
to find the conclusions. They encourage student autonomy and critical thinking. Also,
teachers are creative; they prepare a variety of activities that are helpful for their
students who have got different backgrounds and readiness levels. They put the learners
in situations that can challenge their prior knowledge and that will create contradictions
and encourage discussion. “Using a constructivist approach, teachers are challenged to
provide teaching techniques that support students’ construction of their understanding.
Teachers need to make the concepts and phenomena interesting and important to the
students” (Julyan & Duckworth, 1996; Schank, 1997, as cited in Chen, 2003).

In constructivism, “the opportunity for learners to discuss and clarify their
experiences is essential because it encourages self-organization and reflective
abstraction. This reflective abstraction is the driving force of learning (Fosnot, 1996;
Perkins, 1992 as cited in Chen, 2003, p.19). Also, in constructivism, learners have the
opportunities to articulate their ideas, they can test those ideas through experimentation
and conversation and they can consider connections between the phenomena that they
are examining and other applications of the concept (Dykstra, 1996; Nesher, 1989;
Julyan & Duckworth, 1996 as cited in Chen, 2003).

Brooks and Brooks (1993) described both the pillars of constructivist pedagogy
and the characteristics of constructivist teaching practices in In Search of
Understanding: The Case for Constructivist Classrooms. The authors enumerate five

pillars on which constructivist classrooms are based:

1) Posing problems of emerging relevance to learners;
2) Structuring learning around primary concepts;
3) Seeking and valuing students’ points of view;
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4) Adapting curricula to address students’ suppositions; and

5) Assessing student learning in context of teaching (as cited in Amarin and
Ghishan, 2013, p.56).

With these principles the authors argue that in a constructivist classroom
environment, teachers should have students engage in raw data or primary sources, and
they should aim to improve learners’ cognitive and higher —order thinking skills. Also,
the teachers take into account learners’ concepts, misconceptions, modes of thinking
and responses so they can change their teaching methods or content when they regard it

as necessary (Amarin & Ghishan, 2013).

In a constructivist classroom, teachers can use different kinds of activities. Pre-
activities can be used to activate students’ schemata so they can use their prior
knowledge to construct the new information. Teachers can also use research projects
and students can search and study autonomously and they present their findings to the
class. Field trips allow students to put the concepts and ideas discussed in class in a real-
world context. Some authentic materials, like posters, newspapers, magazines, pictures,
videos, computer assisted situations, songs and hands-on activities are useful to give
information indirectly in the classrooms. With the hands-on activities learners can
involve in the experiments, observations and simulations of the processes related to the
conceptual theme of the unit currently being taught (Guthrie, 2004; Guthrie, Wigfield,
& Perencevich, 2004b as cited in Wigfield, Tonks & Klauda, 2009). Allowing students
to work in small groups or pairs teachers can make them study collaboratively. Finally,
with all these methods, teachers can create class discussions among students and make
them think in critical ways to find out the solutions of the problems so they can increase

students’ motivations.

2.3. Contemporary Motivation Theories in Education

Motivation is an umbrella-term including a wide range of different factors and
motivational psychologists have spent a great deal effort in the past in researching
motivation. Different scholars have come up with different motivational theories in

education.
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2.3.1. Expectancy-Value Theory

Expectancy-value theory has played a significant role on the nature of
achievement motivation. It started with Atkinson’s (1957) seminal work. Atkinson
(1957) postulated that achievement motives, expectancies for success, and incentive
values determine achievement behaviors (Wigfield et al., 2009). “Atkinson (1957)
originally defined expectancies as individuals' anticipations that their performance will
be followed by either success or failure, and defined value as the relative attractiveness
of succeeding or failing on a task” (Wigfield, 1994, p.50).Some researchers in the
expectancy-value tradition (e.g., Eccles et al., 1983; Feather, 1982, 1988, 1992;
Wigfield &Eccles, 1992) have expanded these definitions and they have researched
individuals’ expectancies for success, subjective task values, and other achievement
beliefs and discussed how these factors mediate their motivation and achievement in
educational settings (Wigfield, 1994).

Eccles and Wigfield have developed a comprehensive model of task values, and
they have defined them in terms of four components: attainment value (or importance),

intrinsic value (or interest), extrinsic utility value, and cost (Dornyei, 1998).

Attainment value is the subjective importance of doing well on a task with reference to
one's basic personal values and needs. Intrinsic interest value is the enjoyment or
pleasure that task engagement brings about, whereas extrinsic utility value refers to the
usefulness of the task in reaching future goals. The fourth value type, cost, constitutes
the negative valence of a task, involving factors such as expended effort and time, and
emotional costs (e.g. anxiety, fear of failure) (Dornyei, 1998, p.120).

These four components play a significant role in an overall achievement value of
a task and this value is believed to determine the strength or intensity of the behavior
(Dornyei, 1998).

According to Eccles and her colleagues’ expectancy-value model, the constructs
of expectancy and value are the most immediate or direct predictors of achievement
performance and choice, and are themselves influenced by different kinds of
psychological, social and cultural influences (e.g., Eccles, 1987, 1993, 2005; Eccles et
al., 1983; Eccles & Wigfield, 1995; Meece, Wigfield & Eccles, 1990; Wigfield, 1994;
Wigfield & Eccles, 1992, 2000, 2002, as cited in Wigfield et al., 2009). Dérnyei, (2001)
maintains that learners can increase their expectancies in consciously organized

conditions in which they are more optimistic and hopeful.



20

2.3.2. Achievement Motivation Theory

“Achievement Motivation Theory attempts to explain and predict behavior and
performance based on a person’s need for achievement, power, and affiliation” (Lussier

& Achua, 2007, p. 42 as cited in Moore, Grabsch & Rotter, 2010).

According to McClelland’s theory, throughout a man’s life, certain types of
needs (achievement, affiliation, power) are required. Daft (2008, p. 233) pointed out the
need for achievement is “the desire to accomplish something difficult, attain a high
standard of success, master complex tasks, and surpass others” (as cited in Moore et al.,
2010). The people who display the need for achievement pursue to succeed in realistic

but challenging goals (Moore et al., 2010).

Dornyei (2001) states that conflicting approach and avoidance tendencies
determine achievement motivation. The expectancy of success, the incentive value of
successful task fulfillment and need for achievement are positive influences. Fear of
failure, the incentive to avoid failure and the probability of failure are negative

influences.
2.3.3. Self- Efficacy Theory

“Self-efficacy refers to beliefs about one’s capabilities to learn or perform
behaviors at designed levels” (Bandura, 1986, 1997 as cited in Schunk & Pajares, 2002,
p.15).

Self-efficacy is based on social cognitive theory which assumes that success of
an individual depends on interactions between one’s behaviors, personal factors and
environment (Bandura, 1986, 1997 as cited in Schunk and Pajares, 2002). According to
this opinion, “self-efficacy affects one’s behaviors and the environments with which one

interacts, and is influenced by actions and conditions” (Schunk & Pajares, 2002, p.16).

Family and peers are significant in developing self-efficacy. Bandura (1986, p.
415) points out that “The initial efficacy experiences are centered in the family, but as
the growing child’s social world rapidly expands, peers assume an increasingly
important role in children’s developing self-knowledge of their capabilities”. When
children meet interesting and challenging activities, they become motivated, feel curious

and want to learn new information. Parents can provide various materials like books,
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computers, puzzles that can be helpful for children to think (Schunk & Pajares, 2002).
Peer factor is also important in developing self-efficacy. The learners can be easily
affected by their peers. At the beginning of the school year, it is not difficult to predict
children’s motivational engagement according to their peer group membership
(Kindermann, McCollam, & Gibson, 1996, as cited in Schunk & Pajares, 2002).
Children who are the members of highly motivated groups change in a positive way
however, the other children who are in a less motivated group change in negative ways
(Schunk & Pajares, 2002).

When we look at the role of self-efficacy in academic motivation we see that
self-efficacious students are more advantageous in classrooms. When they meet some
difficulties, they work harder, participate more, and they are more positive than the
students who don’t rely on themselves (Bandura 1997, as cited in Zimmerman, 2000).
The situation is similar in terms of choice of activities. Self-efficacious students are
more willing for difficult and challenging tasks than inefficacious students
(Zimmerman, 2000).

2.3.4. Attribution Theory

“The term ‘attribution’ has been used in psychology to refer to the explanation
people offer about why they were successful or, more importantly, why they failed in
the past” (Dornyei, 2001a, p.118). It was seen that these subjective explanations have an
important role in people’s future plans or actions. For example, when learners have
failed in the past, they think that they won’t be successful again. This is ‘learned
helplessness’ in the psychological literature. They attribute their past learning

experiences (Dornyei, 2001a).

According to Graham (1994), “the most common attributions in school
environment are: ability, effort, task difficulty, luck, mood, family background, help or
hindrance from others” (as cited in Dornyei, 2001a, p.119).

Teachers or educators can encourage effort attributions in some ways:

1-Provide effort feedback

2-Refuse to accept ability attributions
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3-Model effort-outcome linkages
4-Encourage learners to offer effort explanations

5-Make effort and perseverance a class norm (Dérnyei, 2001a, pp.121-122).

For the first suggestion, teachers should provide positive feedback to their
students. When the students fail, teachers should say that the reason of failure is their
low effort not their insufficient ability. So students can understand that they can do
better next time. In the second item, when teachers meet the students who verbalize
attributions to low ability, they should gently refuse to accept these kinds of
explanations. Instead, they should point out that they used ineffective strategies or they
did not persist long enough. The other item is about modeling. Teachers should be good
models for their students. They can give examples from their personal experiences in
which they managed to accomplish a difficult task by trying hard to succeed or using a
better strategy. According to the fourth suggestion, students should express their
individual efforts in their own words. Teachers can encourage students by providing
support. They can ask students what they found particularly challenging about a task or
what strategies they used to meet this challenge. The last suggestion points out that
teachers should emphasize the general importance of effortful behavior in the
classroom. They can use some motivating sentences like ‘I like the way you try’ or ‘That
was a nice piece of effort’. Teachers can also spend some whole-class time discussing the
importance of effort and persistence in overcoming failures and producing productive work
(Dornyeti, 2001a).

2.3.5. Self-worth Theory

“The Self-worth theory assumes that a central part of all class-room achievement
is the need for students to protect their sense of worth or personal value” says
Covington (1984, p.1). Individuals struggle to give their lives meaning, they want to be
approved by other people and they avoid the implications of failure (Covington, 2009).

According to the theory, individuals want to approach success and they avoid
failure and they use some self-serving strategies like the use of excuses when they face
failure. One of these tactics is to set unrealistically high achievement goals for
themselves. In case of failure, individuals can attribute that failure to the difficulty of
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the task. Another tactic is that students use some self-handicapping techniques like
procrastination. They don’t study so they easily create an excuse in case of failure. The
last one is excuse-giving. When they fail, they attribute the failure to uncontrollable

factors such illness or poor teaching (Graham & Weiner, 1996).

2.3.6. Goal-Setting Theory

According to the goal-setting theory, there are two cognitive determinants of
behavior. These are values and intentions (goals). A goal is the thing someone is
consciously trying to do and goals affect behavior through other mechanisms. For
Locke and Latham (1990), goals direct attention and action. If a person has challenging
goals, his performance becomes high and persistent. Goals also increase motivation.
When an individual accomplish his goal, he feels satisfied and becomes motivated for
another goal. On the other hand, when the individual cannot accomplish the goal, his
motivation decreases (as cited in Lunenburg, 2011).

Some people perform better than other people. There are different reasons of this
such as their ability, knowledge, strategies they use to perform tasks. However, another
important reason which is frequently overlooked by people is their different goals. They
try to achieve different outcomes when they work on a task. Since they have different
goals, their performances are different from each other (Locke & Latham, 1990).

Goals affect performance through four mechanisms according to Locke and
Latham (2002, pp. 706-707):

First, goals serve a directive function; they direct attention and effort toward goal-
relevant activities and away from irrelevant activities. Second, goals have an energizing
function. High goals lead to greater effort than low goals. Third, goals affect
persistence. Fourth, goals affect action indirectly by leading to the arousal, discovery,
and/or use of task-relevant knowledge and strategies.

According to Dornyei, (2001a, p. 84) the characteristics of the goals that work

best are:
1-Goals should be:
-clear and specific, describing concrete outcomes in as much detail as possible;

-measurable, describing the outcome in terms that can be clearly evaluated;
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-challenging and difficult, but not outside the range of students’ capabilities;
- realistic

2-Goals should have a stated completion date

3-Both short-term and long-term goals should be set

4-Teachers should provide feedback that increases the students’ capability of and
confidence in obtaining the goal.

McCombs and Pope (1994, as cited in Doérnyei, 2001a, p.84) suggested that a
goal should have some qualifications. This is ‘ABCD’ of goals. According to the

suggestion a goal should be:
Achievable (reasonable for students’ age and level)
Believable (students need to believe that they can accomplish it)
Conceivable (goals should be clear and measurable)

Desirable (students want it and others want it for you).

2.3.7. Goal Orientation Theory

The role of goals is significant in motivation theory. Goals are the things that a
person wants to reach at the end of something. Since the goals affect students’
performances, goal orientation theory has been the focus of great deal in education
(Was, 2006).

In the goal-orientation theory, researchers defined the orientations in different
ways however, most of them focused mostly on two main orientations: mastery and
performance. Students who are willing to learn new things and develop their skills have
been described as mastery oriented. These students can learn independently and expand
the necessary effort for challenging tasks. They are motivated to learn. Students who
want to demonstrate their ability or protect their ability when threatened are
performance-oriented. These students think more about their ability and they tend to
serve their performance only over the short term (Ames, 1990).
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In a mastery-oriented classroom, learning process is valued and teachers focus
on how students learn. Effort and developing new skills are valuable and mistakes are
the part of learning process. On the other hand, in a performance-oriented classroom,
success means high grades. Outperforming is important among students. They try to do
better than others; they show evidence of ability by achieving success with little effort
(Ames & Archer, 1988). Children spend more time on learning tasks with mastery goals
(Butler, 1987), and they persist on continuing the task even if it is difficult for them
(Elliott & Dweck, 1988) and they engage in learning more (as cited in Ames, 1992).

2.3.8. Self Determination Theory

Self-determination theory begins with the presumption that human beings are inherently
proactive and endowed with a natural tendency to learn and develop as they engage not
only their outer environments, but also their inner world of drives, needs, and
experiences (Ryan & Deci, 2009, p.171).

According to self-determination theory, there are two general types of
motivation: intrinsic motivation and extrinsic motivation and also there is another type
of motivation, amotivation. “Intrinsic motivation is defined as the doing of an activity
for its inherent satisfactions rather than for some separable consequence” (Ryan & Deci
2000, p.56). An intrinsically motivated person acts for fun or challenge. External prods,
pressures or rewards are not important for these individuals (Ryan & Deci, 2000).
“Extrinsic motivation is a construct that pertains whenever an activity is done in order
to attain some separable outcome” (Ryan & Deci, 2000, p.60). Individuals do an activity
for an instrumental value such as rewards, high grades or money. For example when a
student works since he believes it is valuable for his chosen career is extrinsically
motivated because he is doing it for an instrumental value rather than because he finds it
interesting. Tests, exams school curriculum, parental expectations, society’s
expectations, competitions among students, making money are some reasons of
extrinsic motivation at schools. But teachers can help the students convert the
perception of those expectations in a positive way. They can discuss and evaluate
society in a critical way so students aren’t forced to accept some specific way of
thinking or acting and they can reach an agreement. So they can feel the sense of
belonging (Brown, 2007b).



26

“Amotivation refers to a lack of intentionality and motivation”(Ryan & Deci,
2009, p.177). When a person is amotivated, he doesn’t want to act. There are some
reasons for why a person lacks intention. He may feel that he is not competent, he may
think that the activity is not valuable (Ryan & Deci 2000).

There are four types of extrinsic motivation:

External regulation: In external regulation people act to satisfy an external demand. It is
the only kind of motivation that is recognized by operant theorists (Ryan & Deci,
2000).1f a person does something to get a reward or avoid a punishment, he is externally
regulated (Ryan & Deci 2009).

Introjected regulation: This is less external regulation. It refers to activities that an
individual performs because of some external reasons and also the individual
incorporates into the self. These activities have external sources rather than internal
sources (Keblawi, 2006).

Identified regulation: It is a more autonomous form of extrinsic motivation. Here, the
person thinks that a behavior is important for him so he accepts the regulation as his
own. For example, a student who memorizes spelling list because he thinks that it is

relevant to writing may think that is beneficial for him (Ryan & Deci, 2000).

Integrated regulation: It is the most autonomous form of extrinsic motivation.
“Integration occurs when identified regulations have been fully assimilated to the self”
(Ryan & Deci 2000, p.62). An individual brings new regulations into congruence with
his other values and needs. Integrated extrinsic motivation has some common qualities
with intrinsic motivation. Intrinsically motivated people do the behaviors since they are
engaging and fascinating whereas with integrated extrinsic motivation people do the
behaviors because they are valued or they think that the behaviors are personally

important and related to achieving self-selected goals (Ryan & Deci 2009).

2.3.9. Theory of Planned Behavior

In the theory of planned behavior, a central factor is the individual’s intention to
do a given behavior. Intentions affect people’s motivation to perform a behavior.

According to a person’s intention, it is possible to predict how they are willing for a
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behavior or how much of an effort they are planning to exert to perform a behavior. If a
person has got a strong intention to engage in a behavior, his performance becomes
strong; if he has got a weak intention, his performance becomes weak. And, it would be
expected that performance can be increased with the behavioral control to the extent

that a person is motivated to try (Ajzen,1991).

Intentions to perform a behavior can be determined by attitudes towards the
behavior, subjective norms and perceived behavioral control. The first one, the attitude
toward the behavior, is a person’s appraisal of the behavior or his positive or negative
feelings toward the behavior. The second predictor is a social factor. An individual
decides to perform or not to perform a behavior. The last one is perceived behavioral
control. It is an individual’s perception of ease or difficulty of performing a behavior. If
a person has more favorable attitude and subjective norm related to a behavior, and if he
has stronger perceived behavioral control, his intention to perform a behavior becomes
stronger (Ajzen,1991).So, an individual’s behavioral performance can be predicted from
his intentions to perform the behavior and his perceptions of control over the behavior
(Dornyei, 1998). An individual should believe that he has the ability to achieve a
performance. Only in this way can a person take full psychological ownership and
pursue a goal (Muir & Doérnyei, 2013).

2.4. Motivational Theories in English Language Teaching

Scholars have researched motivation and its effects on students in English
language teaching and they have come up with a number of motivational theories in
order to explain the primary sources of motivation and its effects in a language
classroom. The currently dominating motivational approaches will be explained in this

chapter.

2.4.1. Gardner’s Motivation Theory

For several decades, many researchers have recognized the importance of
motivation in foreign language learning. Gardner and Lambert (1959, 1972) suggested

that an individual’s attitudes towards the foreign language community and the goals, or
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orientations sustain his motivation to learn a foreign language. They identified two
types of orientations: integrative orientation and instrumental orientation. According to
the first one, a person has a desire to learn a foreign language to have contact with, and
maybe to identify with, members of the foreign or second language community. The
other one is instrumental orientation. It refers to a desire to learn the foreign language to
be successful in some goals like job advancement or course credit (Noels, Pelletier,
Clemént & Vallerand, 2000). In other words, in integrative orientation, the notion of
identification with the community is seen whereas in instrumental orientation just
practical reasons to learn the language, without implying any interest in getting closer
socially to the foreign or second language community appear (Masgoret & Gardner,
2003).

Gardner (1985: 10) defines L2 motivation as ‘the extent to which an individual
works or strives to learn the language because of a desire to do so and the satisfaction

experienced in this activity’ (as cited in Dérnyei, 1998, p.122).

Gardner’s motivation theory has four particularly well developed areas
(Dornyei, 2001b, p.49):

-Integrative motive

-Socio-educational model

-Attitude/ Motivation Test Battery (AMTB)
-Trembley and Gardner’s revised model

According to Dornyei (2001b), maybe the most elaborate and researched aspect
in Gardner’s motivation theory has been integrative motive. It is ‘motivation to learn a
second language because of positive feelings toward the community that speaks that
language’ (Gardner, 1985,pp. 82-3) as cited in Dornyei (2001b).Integrative motivation
has three components: integrativeness, attitudes toward the learning situation and
motivation. Integrativeness is defined as “a desire, willingness, or affective ability to
adopt features of another cultural community and make them part of one’s own
behavioral repertoire, and it is hypothesized that it can serve as an important influence

on the individual’s motivation to learn a second language” (Gardner, 2010, p. 114).
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Integrativeness refers to an individual’s attitudes towards the target language
community and his willingness and interest in social interaction with the members of
the target language community (Dornyei, 2001b). Attitudes toward the language
learning situation refer to the individuals’ reactions to the things associated with the
context in which the language is taught (Gardner & Masgoret, 2003). Motivation is a
combination of learner’s attitudes, desires and efforts related to learning the language
(Belmechri & Hummel, 1998).

The socio-educational model is related to the role of different individual
characteristics of the learner in second language learning. There are four distinct aspects
in the model: Antecedent factors (which can be biological or experiential such as age or
learning history), individual difference variables, language acquisition contexts and

learning outcomes (as cited in Dornyei, 2001b).

The Attitude/ Motivation Test Battery (AMTB) is a motivation test and there are
two measures of reasons to learn a foreign language. One of them is instrumental
orientation subtest, the other is integrative orientation subtest. Instrumental orientation
subtest assesses an individual’s pragmatic causes in language learning while integrative
orientation subtest assesses the reasons that include interaction with the target language
community (Masgoret & Gardner 2003).

Tremblay and Gardner (1995) extended Gardner’s social psychological construct
of second language motivation by adding new elements from expectancy-value and goal
theories. The novel elements are three mediating variables between attitudes and
behavior: goal salience, valence and self-efficacy. So the model has become a
combination of Gardner’s earlier socially grounded construct and latest cognitive

motivational theories (Dornyei, 2001b).

2.4.2. Dornyei’s Motivational Framework of L2 Motivation

Dornyei (1994) developed a comprehensive motivational construct which
conceptualized second language motivation. This framework has three levels: the
Language Level, the Learner Level, and the Learning Situation Level. Language level is
the most general level of the construct. It focuses on orientations and motives related to

different aspects of L2, such as the culture it conveys, the community in which it is
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spoken, and the potential usefulness of proficiency in it. It has two motivational
subsystems: integrative and instrumental motivational subsystem. The second level is
the Learner Level. It has a complex affects and cognitions which form personal traits.
This level has two motivational components, need for achievement and self-confidence
(Dornyei, 1994). The last level is the Learning Situation Level. It is the most elaborate
level of the framework. It is related to situation-specific motives rooted in different
aspects of language learning in a classroom setting (Dornyei, 1998). There are three

areas in this level:

1. Course-specific motivational components: These are associated with the

syllabus, the teaching materials, the teaching method, and the learning tasks.

2. Teacher-specific motivational components: These components involve the
affiliative motive to please the teacher, teacher’s behavior and teaching style,
personality, authority type and direct socialization of student motivation (modeling, task
presentation, and feedback).

3. Group- specific motivational components: There are four main components
here: goal-orientedness, norm and reward system, group cohesion, and classroom goal
structure. These components are related to the group dynamics the learner group
(Dornyei, 1994).
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Table2.1 Déornyei’s (1994) framework of L2 motivation

LANGUAGE LEVEL Integrative motivational subsystem
Instrumental motivational subsystem
LEARNER LEVEL Need for Achievement

Self-confidence
-Language use anxiety
-Perceived L2 competence
-Causal attributions
-Self-efficacy

LEARNING SITUATION LEVEL

Course specific motivational Interest (in the course)

components Relevance (of the course to one’s needs)
Expectancy (of success)
Satisfaction (one has in the outcome)

Teacher-specific motivational Affiliative motive (to please the teacher)
components Authority type (controlling vs. autonomy-
supporting)
Direct socialization of motivation
-Modeling
-Task presentation
-Feedback
Group-specific motivational Goal-orientedness
components Norm and reward system

Group cohesiveness
Classroom goal structure (cooperative,
competitive or individualistic)

(from Dornyei, 2001a, p.18)

2.4.3. William’s and Burden’s Framework of L2 Motivation

Williams and Burden (1997) offered a detailed framework of motivational
components. They regarded L2 motivation to be a complex and multi-dimensional
construct and grouped the framework in two categories: internal and external factors
which have also some subcomponents. Internal factors include intrinsic interest of
activity, perceived value of activity, sense of agency, mastery, self-concept, attitudes
and other affective states; external factors include significant others, the nature of

interaction with significant others, the learning environment and the broader context.
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Table2.2 Williams and Burden’s (1997) framework of L2 motivation

INTERNAL FACTORS

Intrinsic interest of activity

arousal of curiosity
optimal degree of challenge

Perceived value of activity

personal relevance
anticipated value of outcomes
intrinsic value attributed to the activity

Sense of agency

locus of causality

locus of control re:
outcomes

ability to set appropriate goals

Mastery

process and

feelings of competence

awareness of developing skills and
mastery in a chosen area

self-efficacy

Self-concept

realistic ~ awareness  of
strengths and weaknesses
required

personal definitions and judgements of
success and failure

self-worth concern

learned helplessness

Attitudes
to language learning in general
to the target language

to the target language community and
culture

Other affective states

personal
in skills

confidence
anxiety, fear

Developmental age and stage
Gender

EXTERNAL FACTORS

Significant others
parents

teachers

peers

The nature of
significant others

interaction  with

mediated learning experiences

the nature and amount of feedback
rewards

the nature and amount of appropriate
praise

punishments, sanctions

The learning environment

comfort

resources

time of the day, week, year
size of class and school
class and school ethos

The broader context

wider family networks

the local education system
conflicting interests

cultural norms

societal expectations and attitudes

(from Dornyei 2001a, p.20)
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2.4.4. Dornyei and Otto’s Process Model of .2 Motivation

Dornyei and Ottd (1998) developed a model of L2 motivation. “This model
organizes the motivational influences of L2 learning along a sequence of discrete
actional events within the chain of initiating and enacting motivated behavior” Dornyei,
2001b, p.85). Donyei and Ott6 aimed to introduce a process-oriented perspective of
motivation in the model and synthesize a number of different lines of research in a

unified framework and they constructed a comprehensive model (Dérnyei, 2001b).

The model contains two dimensions: Action Sequence and Motivational
Influences. “The first dimension represents the behavioral process whereby initial
wishes, hopes and desires are first transformed into goals, then into intentions, leading
eventually to action and, hopefully, to the accomplishment of the goals, after which the
process is submitted to final evaluation”(Doérnyei & Otto, 1998, p. 47). Motivational
dimensions include the energy sources and motivational forces that foster the behavioral
process (Dornyei & Otto, 1998). The action sequence process has three main phases:
pre-actional phase, actional phase, and post-actional phase. The pre-actional phase is
related to the process of choosing a course of action to be carried out. Motivation needs
to be generated and the generated motivation leads to the selection of the goal or task
that a person will perform (Dérnyei, 2003). This phase has been divided into three
subprocesses: goal setting, intention formation and the initiation of intention enactment.
Goal setting has three antecedents, wishes/hopes, desires and opportunities. In the
actional phase, the generated motivation needs to be actively maintained and protected.
It is also referred to as executive motivation and subtasks are generated and carried out
in this phase. Classroom settings, teachers, parents, peers, physical conditions, anxiety
about the tasks have influence on continuation of the motivation. The last one of them is
the post-actional phase that is referred to as motivational retrospection. Here, the learner
evaluate the past experiences and determine the type of activities he will be motivated to
pursue next time (Dornyei & Otto 1998, Dornyei, 2001b).
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Table2.3 A process model of learning motivation in the L2 classroom

Pre-actional Stage —

Actional Stage

Post-actional Stage

N
CHOICE EXECUTIVE MOTIVATIONAL
MOTIVATION MOTIVATION RETROSPECTION
Motivational Motivational Motivational
functions: functions: functions :
Setting goals Generating and forming casual

Forming intentions
Launching action

Main  motivational
influences:

various goal
properties (e.g. goal
relevance, specificity
and proximity

values associated with
the learning process
itself, as well as with
its outcomes and
consequences
attitudes towards the
L2 and its speakers
expectancy of success
and perceived coping
potential

learner beliefs and
strategies
environmental support
or hindrance

carrying out subtasks
Ongoing  appraisal
(of one’s
achievement)
Action control(self-
regulation)

Main motivational
influences:

quality of the
learning experience
(pleasantness, need
significance, coping
potential, self and

social image)
sense of autonomy
teachers’ and

parents’ influence
classroom reward
and goal structure
(e.g. competitive or
cooperative)
influence  of the
learner group
knowledge and use
of self regulatory
strategies ( e.g. goal
setting, learning, and
self-motivating
strategies)

attributions
elaborating standards
and strategies
dismissing intention &
further planning

Main motivational
influences:

attributional ~ factors
(e.0. attributional
styles and biases)
self-concept  beliefs
(e.g. self-confidence
and self-worth)
received feedback,
praise, grades

(from Dornyei, 2001a, p.22)
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2.4.5. Dornyei’s Framework of L2 Motivational Self-System

The construct which was proposed by Dornyei in 2005 extends the scope of L2
motivation theory to make it applicable in different language learning environments.
Dornyei’s theory drew on psychological research on ‘possible selves’ and ‘future self-
guides’ (Markus & Nurius, 1986) introduced the concept of possible selves and they
distinguished between three main types of possible selves: Ideal selves that an
individual would like to become; ‘selves that an individual could become’; and ‘selves

an individual is afraid of becoming’ (D6rnyei, 2009).

The L2 motivational self system has three components: Ideal L2 self, ought-to
L2 self and L2 learning experience. Higgins defined the ideal self as “the representation
of the attributes that one would ideally like to possess (i.e. representation of hopes,
aspirations, or wishes” (Dornyei & Ushioda, 2009 p.13). Dornyei (2009, p.217) states
that “if the person we would like to become speaks an L2, the ideal L2 self is a powerful
motivator to learn the L2 because of the desire to reduce the discrepancy between our
actual and ideal selves”. Ought-to L2 self deals with the attributes that an individual
believes one ought to possess to meet expectations and to avoid possible negative
outcomes. L2 learning experience concerns situated, ‘executive’ motives associated
with the immediate learning environment and experience (eg. the impact of the teacher,

the curriculum, the peer group, or the experience of success) (Dornyei, 2009).

2.5. The Role of Motivation in English Language Classroom

In educational psychology, the definition of what it is to be motivated is: “to be
motivated is to be moved to do something” (Ryan & Deci, 2000, p. 54 as cited in Winke
2005). Winke (2005) states that according to Gardner, motivation to learn a foreign
language is a complex of constructs, including effort and desire, as well as a favorable
attitude toward learning the language at hand. The notion that self-identity and
identification with the foreign language community is significant in the language
learning process in Gardner’s model. For example, when a learner feels that he doesn’t
“fit in” with the target language speakers, this becomes a demotivating factor for him or
he may want to ‘fully integrate’ and maybe become completely passable as a native

speaker of the language, this can be a highly motivating factor for him. Where an
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individual is along this continuum is described as the individual’s integrative
motivation. The other motivation that learners have is instrumental. When they want to
learn the foreign language to achieve a practical goal, such as getting a high mark in a
course or a job promotion, they are instrumentally motivated (Gardner & Maclintyre,
1991 as cited in Winke 2005).

Dérnyei (2007) points out that the quality of the relationship among the learners
has an important role in motivation in the classroom. Having a climate of trust and
support has a positive effect on learners’ motivation whereas a competitive and
cutthroat atmosphere affects the motivation in a negative way. If learners are hostile to
each other and resist any cooperation, the overall climate becomes stressful for both

learners and teachers.

Organization of the long list of relevant motivational techniques into separate
‘themes’ is significant in designing a practical framework of motivational strategies.
The following taxonomy which is based on the process-oriented model by Dornyei &
Ott6 (1998) provides a significant advantage over other potential organizing principles,

namely comprehensiveness (Dornyei, 2001a). Dornyei (2001a) believes that:

Following through the motivational process from the initial arousal of the motivation to
the completion and evaluation of the motivated action is in many ways more logical
than making somewhat arbitrary decisions about which central themes and the material
should be built around (p.28).

The key units in this process-oriented organization are: Creating the basic motivational
conditions, generating student motivation, maintaining and protecting motivation and

encouraging positive self-evaluation.
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Table2.4. The components of motivational teaching practice in the L2 classroom

Creating the
conditions

e Appropriate teacher behaviors
A pleasant and supportive atmosphere in
the classroom

e A cohesive learner group with appropriate
group norms

basic

motivational

Encouraging
retrospective self-evaluation

positive

Promoting
motivational
attributions

Providing motivational
feedback
Increasing
satisfaction
Offering rewards and
grades in a motivating
manner

learner

Motivational
teaching
practice

Generating initial motivation

Enhancing the learners’
L2 related values and
attitudes

Increasing the learners’
expectancy of success
Increasing the learners’
goal-orientedness
Making the teaching
materials relevant for
the learners

Creating realistic learner
beliefs

Maintaining and protecting motivation

Making learning stimulating and enjoyable

e Presenting tasks in a motivating way

e Setting specific learner goals

e Protecting the learners’ self-esteem and
increasing their self-confidence

e Allowing learners to maintain a positive
social image

e Creating learner autonomy

e Promoting self-motivating strategies

( from Dornyei, 2001a p.29)
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2.6. Teacher’s Role in Motivation

Teachers are one of the most determinant factors in motivation of learners.
Dornyei’s (1994) situated framework of L2 motivation has three key components of the
teacher’s role that affect second language motivation: the affiliative motive (i.e.,
learners’ wish to please the teacher), authority type (i.e. authoritarian, democratic or
laissez-faire teaching style) and direct socialization of student motivation (i.e. modeling,
task presentation and feedback (as cited in Kubanyiova, 2006). “The extent to which
opportunities for learner engagement are either constructed or obstructed, does not only
depend on what the teacher does in the classroom, but also on how the classroom
discourse is used (Walsh, 2002, as cited in Kubanyiova 2006 p.2).

Oxford and Shearin (1994) proposed five implications for teacher’s role related

to motivation:
1-figure out learners’ real reasons for learning the L2
2- help students build challenging but achievable goals
3- show students the benefits of learning the L2
4-create a safe, welcoming, and non-intimidating teaching environment

5-motivate students to develop high but realistic intrinsic motivation (as cited in
Kaboody 2013, p. 48)

Dornyei and Csizér (1998) developed the ‘“Ten Commandments’ to motivate

language learners. These ‘Ten Commandments’ for motivating language learners are:
1- Set a personal example with your own behavior.
2- Create a pleasant, relaxed atmosphere in the classroom.
3- Present the tasks properly.
4- Develop a good relationship with the learners.
5- Increase the learners’ linguistic self-confidence.
6- Make the language classes interesting.
7 -Promote learner autonomy.

8- Personalize the learning process.



9- Increase the learners’ goal-orientedness.

10- Familiarize learners with the target language culture (as cited in Dornyei &

Csizér, 1998, p.215).

categories introduced in Ddrnyei’s framework of L2 motivation to motivate language

Dornyei (1994) suggested a list of strategies that are organized according to the

learners.

Table 2.5 Motivational strategies according to Dérnyei’s framework of L2 motivation

Lanquage Level

Include a socio-cultural component in the L2 syllabus
Develop learners’ cross-cultural awareness systematically
Promote student contact with L2 speakers

Develop learners’ instrumental motivation

Learner Level

Develop students’ self confidence

Promote the students’ self-efficacy with regard to achieving learning goals
Promote favorable self-conceptions of competence in L2

Decrease student anxiety

Promote motivation-enhancing attributions

Encourage students to set attainable sub-goals

Learning Situation Level

Course-specific motivational components

Make the syllabus of the course relevant

Increase the attractiveness of the course content

Discuss with the students the choice of teaching materials
Arouse and sustain curiosity and attention

Increase students’ interest and involvement in the tasks
Match difficulty of tasks with students’ abilities

Increase student expectancy of task fulfillment

Facilitate student satisfaction

Teacher-specific motivational components

Try to be emphatic, congruent, and accepting
Adopt the role of a facilitator

Promote learner autonomy

Model student interest in L2 learning

Introduce tasks in such a way as to stimulate intrinsic motivation and help

internalize extrinsic motivation
Use motivating feedback
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Group-specific motivational components

e Increase the group’s goal-orientedness

e Promote the internalization of classroom norms

e Help maintain internalized classroom norms

e Minimise the detrimental effect of evaluation on intrinsic motivation

e Promote the development of group cohesion and enhance inter-member relations
e Use cooperative learning techniques

(from Dornyei, 1994, p. 281-282)

2.7. Teacher Behavior and Student Motivation

Teachers are important for students, and they take their teacher as a model. So there
is a close link between teacher behavior and student motivation in language learning
process. Educational research has focused on the teacher behaviors that should be
effective in promoting student motivation. A range of teacher behaviors have been
suggested. For instance, guidance, modeling, enthusiasm, provision of choice, sincere
praise, reinforcement, and curiosity-, dissonance-, and interest-induction were included
by Brophy (1986) in his review (as cited in Skinner & Belmont, 1993).Student
motivation is one of the most important elements that contributes to the learning
process. Dornyei (2001a) states that almost everything a teacher does in a classroom has
a motivational influence on learners. There are four general points in having appropriate
teacher behaviors: enthusiasm, commitment to and expectations for the students’
learning, relationship with the students, relationship with the students’ parents. “If a
teacher does not believe in his job, does not enjoy the learning he is trying to transmit,
the student will sense this and derive the entirely rational conclusion that the particular
subject matter is not worth mastering for its own sake” (Csikszentmihalyi 1997, p. 77 as
cited in Dornyei, 2001a, p.33). Learners are extremely sensitive to the cues coming
from the teacher. If learners sense that the teacher doesn’t care their learning and
progress, they do the same thing. Dornyei (2001a) listed many ways of expressing that

the students’ learning matters to you. They are:

e offering concrete assistance;
o offering to meet students individually to explain things;
e responding immediately when help is requested;

e correcting tests and papers promptly;



41

e sending learners copies of relevant/particularly interesting articles;
e arranging extracurricular instructional programs /opportunities;

e encouraging extra assignments and offering to assist with these;

e showing concern when things aren’t going well;

¢ allowing students to call you at home when they have a problem;

e Dbeing available for overtime (Dornyei, 20013, p.34).

Having good relationship with learners is another factor that influences the learning
process positively. Teachers who have warm, personal interactions with their learners,
who show emphatic manners in responding learners’ concerns or problems and respect
with them, are more likely to inspire them in academic matters than the teachers who
don’t have any personal ties with the learners. Finally, the teachers who have a
collaborative relationship with learners’ parents are more successful in motivation

process than those who don’t involve them in the process (Dornyei, 2001a).

Teachers can support and encourage appropriate academic and social behaviors of
their learners. “Gunter, Denny, Jack, Shores, and Nelson (1993) argued that although
many school-based interventions rely on control or reactive tactics to reduce problem
behavior, perhaps a more logical approach is to purposefully establish classroom
environments that support appropriate behavior through preventive tactics” (as cited in
Moore Partin, Robertson, Maggin, Oliver, & Wehby, 2010, p. 173).
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CHAPTER 3

METHODOLOGY

3.1 Introduction

The purpose of the present study was to investigate the perceptions of 62
specific teacher motivational behaviors of preparatory students at Gazi University,
Middle East Technical University (METU), Hacettepe University, Ufuk University, and
Atilim University, in Ankara, Turkey.. The study aimed to identify students’ ideal
teacher motivational behaviors. In order to get the necessary data, a survey

questionnaire and interviews were used.

This chapter includes four main sections: 3.2.participants, 3.3.instruments,
3.4.data collection procedure and 3.5.data analysis. These titles will be described in

detail respectively.

3.2 Participants

The participants of this study are a total of 351 preparatory students from
different departments at Gazi University, Middle East Technical University (METU),
Hacettepe University, Ufuk University, and Atilim University in 2013-2014 academic

year.

For the questionnaire, 228 students at Gazi University participated in the study.
These students have an exemption exam in the beginning of the year. The students who
cannot have passing grades attend the preparatory program. The students at Gazi
University have 25 hours of English in a week. There are about 15-20 students in each
classroom. They take 12 quizzes and 6 midterms in a year and at the end of the year
they have a final exam. The average of all these exams determines if the students pass

or fail the preparatory program.

36 students in Ufuk University participated in the study. They have 27 hours of
English in a week. In every classroom there are about 25 students. They have 3 different

lessons (Short story, Main course, and Reading & Writing). For each lesson, they have
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midterms and final exams. They have some quizzes throughout the year and at the end
of the year, students have a proficiency exam. According to the average of the exams,

students pass or fail the preparatory program.

30 students were included in Atilim University. The students at Atilim
University have 27 hours of English in a week. The classrooms have about 20 students.
The students who cannot have adequate grades from the proficiency exam at the
beginning of the school year have to attend the preparatory program and the students are
put into the classrooms according to their levels. They have 3 terms and in every term
they have two midterms and about 10 quizzes. Students have 3 proficiency exams in a
year: at the beginning of the school year, after the first and the third term. Like at other
universities, according to the average of students’ examinations, they pass or fail the

preparatory program.

27 students participated in the study at Middle East Technical University. There
are about 20 students in each classroom. They have proficiency exams in September and
June. The students who cannot get the adequate scores in the exam at the beginning of
the school year have to attend the preparatory program in the School of Foreign
Languages. The students are put into the classrooms according to their levels. They
have about 20 hours of English in a week. They have quizzes in almost every week
throughout the year. In the last month of the school, they have a proficiency exam and

according to the average of the exams they pass or fail the preparatory program.

30 students at Hacettepe University participated in this study. Like at the other
universities, Hacettepe students have an exemption exam at the beginning of the school
year and if they cannot get adequate scores, they have to attend the preparatory program
in the School of Foreign Languages. After the exam students are put into the classrooms
according to their levels. They have four terms in a year. They have 20-25 hours of
English in a week. There are about 30 students in the classrooms. Throughout the year
students have level achievement tests at the end of every quarter term and they should
have adequate scores to go on the next quarter. At the end of the year, they have a
proficiency exam. According to the average of the exams students pass or fail the

preparatory program.



44

Table3.1The students who participated in the study

Number %
Gazi University 228 65
Ufuk University 36 10.3
Hacettepe University 30 8.5
Middle East Technical University 27 7.7
Atilim University 30 8.5
Total 351 100

Table 3.2Gender of the students who participated in the study

Gender %
Male 161 45.9
Female 190 54.1
Total 351 100

1.3. Instruments

A questionnaire which was developed by Olmezer Oztiirk (2012) and an
interview with the students were used in this study. Therefore, the study is both

quantitative and qualitative in its nature.

3.3.1 Questionnaire

The questionnaire ‘“Teacher Motivational Behaviors Questionnaire” was
developed by Olmezer Oztiirk (2012) to find out how students perceive certain teacher
motivational behaviors. The questionnaire is based on a five-point Likert scale ranging
from “It really motivates me (5)”, “It motivates me (4)”, “It makes no effect (3)”, “It

decreases my motivation (2)”, and “It diminishes my motivation (1)”.
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The questionnaire was piloted with 136 students who were included in the actual
study. The students were prep students who were studying at Gazi University, School of
Foreign Languages. The students who participated in the pilot study were from different
departments: the Faculty of Architecture (Architecture, Urban and Regional Planning,
Industrial Product Design), the Faculty of Engineering (Civil Engineering, Mechanical
Engineering, Electrical and Electronic Engineering, Chemical Engineering, Computer
Engineering, Industrial Engineering, the Faculty of Sciences ( Statistics) and the Faculty
of Economic and Administrative Sciences (Public Administration,  Business

Administration, International Relations).

The Turkish version of the questionnaire was used to have more reliable data in
the study. It took about fifteen minutes to complete the questionnaire. The researcher
explained the questions that students asked. After the pilot testing, Cronbach Alpha
coefficiency score was estimated as .947 which meant the questionnaire was well and
within the range of acceptability.

Table 3.3Reliability analysis for “Teacher Motivational Behaviors Questionnaire”

Cronbach Alpha’s
Teacher’s lecturing Style (1-36) 913
Teacher’s Personal Features (37-45) 932
Teacher’s Rapport with Students (46-52) 811
Teacher’s Error Correction and Evaluation Techniques .803
Teacher’s Giving and Evaluating Homework 873

Cronbach Alpha for the 62 items = .947

The questionnaire has two main sections. First section aimed to obtain
background information about the participants: their genders, ages, universities and
departments. Second section included 62 items designed to gather information about the
perceptions of the students about 62 teacher motivational behaviors. In the second
section, 62 items were classified under five constructs by Olmezer Oztiirk (2012). There
are related items in each construct. The first construct is teacher’s lecturing style, from
item 1 to item 36.The second construct is teacher’s personal features, from item 37 to

45, the third one is teacher’s rapport with students, from item 46 to 52. The fourth
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construct is teacher’s error correction and evaluation techniques, from item 53 to item
57. The last construct is teacher’s giving and evaluating homework, from item 58 to

item 62.

3.3.2 Interviews

A focus group was formed to collect qualitative data to support and validate the
quantitative data that were collected via questionnaire. To this end, stimulated recall

interviews were conducted with 16 students.

“Some interviews can be based around a stimulus, for example, a completed
questionnaire” (Mackey & Gass, 2005p. 173). In these interviews, there are several
participants in a group discussion and there is a facilitator who keeps the group
discussion targeted on specific topics, again often using a stimulus for discussion such

as previously elicited data (Mackey & Gass, 2005).

16 volunteer preparatory students who completed the questionnaire before
participated in the interview. The Turkish version of the interview was used in the
study. The questionnaire was given to 16 preparatory students to remind them the items
by the researcher at Gazi University, School of Foreign Languages. Then the researcher
asked interview questions and students answered the questions by looking at and
remembering the items. This was like a face-to-face chat with students which lasted

about two hours.

1.4. Data Collection Procedures

The data were gathered through a questionnaire and a stimulated recall interview
during the spring semester in 2013-2014 academic year. Following the piloting studies,
all necessary permissions were obtained prior to the administration of the questionnaires

and interviews.

The questionnaire was administered to a total of 351 preparatory students. The
students were asked to complete the questionnaires in their classes during the class
hours. Prior to the administration, the researcher explained the purpose of the study to

the students and assured them that all responses would be anonymous and confidential.
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Instructors of the classes were in the classrooms during the administration of the
questionnaire. It took about 15 minutes for students to complete the questionnaire. After
the completion of the questionnaires, the instructors collected and gave them in to the

researcher.

The interviews with 16 volunteer students were held at the predetermined date
and time at Gazi University, School of Foreign Languages. The students were from the
Faculty of Engineering, the Faculty of Architecture, the Faculty of Sciences and the
Faculty of Economic and Administrative Sciences. It was a stimulated recall interview
and lasted about 2 hours. The students were informed about the purpose of the study.
Interviews were carried out in Turkish in order to lessen the students’ anxiety and feel
more comfortable. The researcher reminded the questions one by one and the average
scores of these questions to the students. Then she asked what reasons can be influential
in choosing those points. In addition, the researcher reminded the lowest points for
some questions and asked students’ opinions about those questions. The researcher took
notes of the students’ answers and after all the questions were answered by the students

the researcher thanked the students for their contribution to the study.

1.5. Data Analysis

In this study, both qualitative and quantitative data were gathered through data
elicitation instruments. Thus, at data analysis stage, the researcher dealt with the raw
data in two phases: gquantitative analysis of the data collected through questionnaires
and qualitative analysis of the data obtained through interviews. These two phases will

be presented in detail in this section.

1.5.1. Questionnaires

The participants of this study were 351 students from Gazi University, Hacettepe

University, Middle East Technical University, Ufuk University and Atilim University.

To analyze the data, Statistical Package for Social Sciences (SPSS) 15 for was
employed. Accordingly, the analysis was done mainly using descriptive statistics. The

percentage distributions, frequencies, means, and standard deviation calculations were
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used in analyzing the data. T test was used in determining if there are differences
between genders. The findings will be presented and discussed in detail in the following

chapter.

1.5.2. Interviews

As mentioned before, note-taking technique was used to gather information from
students. The notes taken during the interviews were compiled and reviewed carefully.
Finally, the data obtained from the analysis of the interviews were interpreted. The
results were read cyclically to immerse in the data and reach certain thematic categories.
These themes were then discussed in tandem with the quantitative data to provide a

more in-depth discussion.
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The purpose of this chapter is to present and discuss the results gathered from

the questionnaire and interviews. In accordance with the purpose of this study

mentioned in preceding chapters, the findings of the questionnaire and the interviews

will be displayed and discussed by answering the research questions.

4.1. Analysis of the Research Question: What are the most motivating

teacher behaviors in English classes for students?

This question aimed to find out the most motivating teacher behaviors in English

classes according to the students. The questionnaire was a-five-point Likert scale, each

item was graded out of five. The frequencies, mean scores and percentages were

calculated through descriptive statistics. The items whose mean scores are 4.5 and over

4.5 are thought to be the most motivating teacher behaviors.

Table 4.1 The most motivating teacher behaviors in English classes for students

(items having mean score 4.5 and over)
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Teacher Behaviors f % f % f % F % f % X
37.puttingasmileonher/hisface 4 11 1 3 16 4.6 54 154 276 78.6 4.700
in the classroom
46.creating a relaxing atmosphere 3 .9 3 9 19 54 64 182 262 746 4.649
in which students can easily
exchange ideas
23.taking some breaks when 6 17 4 11 16 46 63 179 262 746 4.626
students are mentally exhausted
42.being open to new ideas 4 11 5 14 18 51 74 211 250 71.2 4.598
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41.being energetic 6 17 6 17 15 43 77 219 247 704 4575

54.correcting mistakes with a 2 .6 7 20 17 48 88 251 237 67.5 4.569
smiling face and by motivating
students

48.displaying friendly behaviors 1 .3 2 6 29 83 85 242 234 66.7 4564
where appropriate

43.having a sense of humor 6 17 5 14 29 83 60 171 251 715 4552

22.making use of certain topics 4 11 5 14 28 80 76 21.7 238 67.8 4.535
(music, TV, etc) that draw
students’ attention

38.using her / his mimes while 2 6 8 23 27 7.7 85 242 229 65.2 4512
teaching

44.giving importance to teacher- 5 14 3 9 26 74 91 259 226 644 4510
student  and student-student

interaction based on course

objectives

The table shows the most motivating teacher behaviors according to the
preparatory students. When we look at the table “Putting a smile on her / his face in the
classroom” has got the highest mean score ( X =4.700). 276 students choose the ‘5’ for
this question in other words, 78.6 % of the students said that putting a smile on a
teacher’s face in the classroom motivates them a lot. So this is the most motivating
teacher behavior for students in classrooms. A big majority of the students preferred a
teacher who smiles in lessons. The findings of Olmezer Oztiirk’s (2012) study displays
the same result related to this item (item 37). In her study, the first most motivating
teacher behavior according to the students is item 37, like in this study. It can be
thought that a smiling teacher is very important for students and they feel more relaxed
and less anxious in lessons when they study the lesson with a teacher like that. Boettler
(2012) points out that in the classroom, when the learning is face-to-face, immediacy
and affinity-seeking behaviors are enacted by teachers when they do things like smiling
and laughing.

Interviews which were made with students also support the result of this item.

One of the students answer:

“I feel more relaxed when my teacher smiles at me and I don’t feel anxious while I’'m

answering the questions”
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Another student said:

“If my teacher smiles in the class, I like him/ her more and I like lessons too and I feel

more enthusiastic about English”

These answers show that smiling at the students is important for students and it

affects their behaviors in a positive way, too.

The second item shows that the other most motivating teacher behavior is
“Creating a relaxing atmosphere in which students can easily exchange ideas”. Its mean
score is 4,649. It is clear that students want a relaxing atmosphere. We can see the
importance of this item in ‘Ten commandments for motivating language learners’
(Dornyei & Csizér, 1998). The second item of the ‘ten commandments’ is ‘Create a
pleasant, relaxed atmosphere in the classroom’ (p.215), so it is a key determinant of
motivation complex. Dérnyei (2001b) maintains that learning involvement will be the
highest in an environment which is psychologically safe and in which students feel that
they are protected from ridicule and embarrassment.

We can think that for every student, being in a relaxing environment is necessary
and significant. When students feel comfortable, they display this in their behaviors.
They become more motivated to learn. They interact with their friends or teachers
comfortably. They can express themselves better. If the teacher creates a strict
atmosphere, students feel stressful and they are affected negatively and they reflect their

distresses to their peers and teachers. In the interviews a student said:

“I cannot talk to a strict teacher and | cannot feel relaxed in a tense classroom climate

because I forget the things that I should know and I cannot say a word”.

We can see the negative effects of not having a relaxing atmosphere in a language

classroom here.

The third most motivating teacher behavior is item 23, “Taking some breaks
when students are mentally exhausted”. Its mean score is 4.626. Most of the students
think that they should have breaks when they feel tired or exhausted in lessons. In
lessons, students may get bored or they may be exhausted especially if they have long
hours like block classes and they need breaks. Unless they take break, teachers can lose

these students. Related to this question, one of the students stated that:
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“Sometimes we are SO bored that we cannot listen to our teacher or friends at that time.

It becomes very difficult to concentrate on the lesson and we want to take a break”
Another student pointed out that:

“When we have a break, we feel relaxed and it becomes easy to come back to the class

then.”

Breaks are necessary and significant for students, so not to diminish their
motivations, teachers should take breaks when it is necessary. Thus they can have more

motivated students and also a more motivating classroom atmosphere.

Another behavior that students find a very motivating teacher behavior among
62 items is ‘being open to new ideas’. The mean score of this item is 4.598 and 250
students marked 5’ for this item. Students consider that an ideal teacher should be open
to new ideas. When a teacher becomes open to new ideas, students can also say their
opinions and express themselves more comfortably. Hungarian researchers like Mihaly
(2002), Petneki (2002), Poor (2003) and Nikolov (2003) state that future teachers
should be open towards the needs of the learners in other words they should be
innovative and creative (as cited in Szucs, 2009). Okoro and Chukwudi (2011) maintain
that an ideal teacher is innovative and when it is essential, he/ she can generate new

ideas.
One of the students stated that:

“I think a teacher should be open to new ideas because it also means that he/she gives

importance to our ideas too”.
Another student said that:

“If a teacher is open to new ideas, we feel more relaxed and comfortable when we

express our ideas about something”.
Another student pointed out that:

“When a teacher becomes open to new ideas, it becomes easy to suggest something

when we think it would be interesting or useful”.

As it is seen from the answers of the students, a teacher who is open to new

ideas is important in a classroom.
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‘Being energetic’ is another teacher behavior that students find very motivating.
Its mean score is 4.575 which is not surprising. Since the students are young they are
energetic too. So they want to have a teacher who is like them. Teachers who want to be
effective in the classroom should be alert and ready for everything in a classroom.
Students might get bored, they might talk to each other and make noise, or they might
not want to listen to the teacher. If a teacher doesn’t have enough energy for these
situations, both his/her and the students’ motivations decrease. Students explained their

opinions about this item in different ways. For example:

“Energetic teachers always move in the classroom and they use their body languages
while they are talking or teaching something. So while | am listening to my teacher, |

feel more motivated”.
Another student stated that:

“In my opinion teachers affect their students positively or negatively with their

behaviors so energetic teachers have energetic students like themselves.”

The results indicate that teachers who are energetic have a great influence in

motivating in classrooms.

One of the most motivating teacher behaviors is ‘Correcting mistakes with a
smiling face and by motivating students’. The mean sore of this item is 4.569. Error
correction has been a topic of interest since it has pedagogical consequences. One of the
main principles based on the theory that can be applied in the classroom setting of
Pintrich and Schunk (1996) is “Teachers should provide feedback that increases
students’ self-efficacy for obtaining the goal”. It is understood that correcting mistakes

has a significant role in the classroom (as cited in Dérnyei, 2001b, p.128).

Students feel stressful while they are answering questions in the classroom.
Even, some of them don’t attempt to answer any question because they think that their
teachers will scold them and they are afraid of being offended in the classroom. Dérnyei
(2001b) asserts that teachers should provide motivational feedback in order to motivate

the learners. An interviewee explained his opinions about the item:

“I feel stressful when teachers correct my mistakes in a strict way. I don’t want to

answer a question next time”.
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Another student stated that:

“The way that teachers use in correcting mistakes is important for me, if I feel that he/

she is angry with me | feel humiliated and it demotivates me”.

Failure is demoralizing for most of the students, to make them feel better is not difficult
for a teacher who is aware of the significance of correcting mistakes. | believe that
teachers should correct the mistakes of their students in a gentle way to encourage them.

According to the data, ‘displaying friendly behaviors where appropriate’ is the
seventh most motivating teacher behavior. The mean score of the item is 4.564. Thus, it
can be said that students want to have a friendly teacher in their classroom. Marzano,
Pickering and Heflebower (2011) state that the emotions of students have important
roles in their involving in the classes. The authors also maintain that the teacher’s
positive demeanor is a factor that affects students’ emotions. When teachers display
enthusiasm and intensity, this facilitates student achievement. According to Gorham and
Christophel’s (1992) study, friendly teacher behaviors such as showing respects towards
students, being polite and approachable, concerning with students’ interests and
problems, working with students on individual basis, increase motivation among

students.
About the question a student stated that:

“Friendly teachers are always like friends and they give confidence to us. We feel happy

and relaxed in the classroom”.
Another student commented that:

“We don’t feel anxious and we feel more enthusiastic when we have a teacher whose

behaviors are friendly to us.”

The eighth most motivating teacher behavior is ‘having a sense of humor’, with
the mean score 4.552. It is clear from the mean score that students are positively
affected by a teacher who has a sense of humor. A teacher who makes jokes from time
to time can lighten the mood easily and he/she can generate a positive affect during the
lesson. Gorham and Christophel (1992) stated in their study that there is a strong
relationship between teacher’s having sense of humor and motivation in the classroom.

Dornyei (2001a) states that the sense of humor shouldn’t be ignored in the classroom
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and the teachers should make their learners feel that relaxed attitude. According to one
of the items in Dornyei and Csizér’s (1998) ‘Ten Commandments for Motivating
Language Learners’, to have a pleasant and relaxed atmosphere in the classroom,
teachers should bring in humor, laughter and smiles, and they can also do fun things and
have game-like competitions in their classes (as cited in Winke, 2005). On this issue,

two students said that:

“In my opinion, a teacher’s having a sense of humor shows his/her enthusiasm about the

lesson and this affects our motivation in a positive way””.

“When I lose my concentration and my teacher makes us smile with a joke, I can

concentrate on the lesson again, I mean I become motivated again”.

‘Making use of certain topics (music, TV, etc.) that draws students’ attention’ is
another motivating teacher behavior according to the students. The results show that
students become more motivated when their teacher uses some interesting topics that
are related to students’ interests in the classroom. Students might get bored and lose
their concentrations in lessons. Teachers should make them involve in the lesson again
at this point. They should take the students’ attention and motivate them by using some
techniques. According to the study about approximately 250 American students’
learning experiences over a period of five years, carried out by Oxford (1998), the
nature of classroom activities, including irrelevance and repetitiveness was a factor that
caused students’ demotivation (as cited in Dornyei 2001b). Hence, teachers should
choose the topics that increase students’ attractiveness of the course content. Related to

this finding, a student stated that:

“We like the topics that are related to our interests more because we learn some new

things about ourselves with the help of these topics, too”.
Another student uttered that:

“When the teacher uses songs or videos during the lesson, it becomes more interesting
for us. Watching or hearing something interesting makes the lesson more attractive |
think”.

The other very motivating teacher behavior is teacher’s using mimes while teaching. Its

mean score ( X =4.512) shows that making use of mimes by the teacher influences
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students positively. Most of the time, non-verbal reactions are more effective than
verbal ones. The activities that are used with mime in the classrooms convey the
message to the learners in a more powerful way. This provides an active and a more
motivating learning experience. Teacher’s using non-verbal communication in an EFL
classroom, such as body movements and facial expressions is a significant factor that
affects students’ motivation in a positive way (Desiatova, 2009). One of the students
stated that:

“It becomes easy to understand the words and sentences when our teacher uses mimes”
Another interviewee stated that:

“Using some facial expressions of our teacher makes me more interested in the topic
and the lesson. If our teacher just talks without using any mimes or non-verbal

behaviors, I get bored”.

The last most motivating teacher behavior that was chosen by the students is
‘giving importance to teacher-student and student-student interaction based on course
objectives” with the mean score 4.510. The result shows that the interaction between
student-teacher and student-student are motivating factors for the participants.
Sometimes students need to talk to their teacher about some subjects, or they want to
hear some good things from their teacher. On the other hand, students also need to
communicate with each other since they feel more relaxed while talking to each other.
Teachers should provide the situations for the students to have interactions in pairs or

groups. Related to the finding, a student commented that:
“I want to hear some sentences from the teacher to be sure of the thing I have learned”.
Another student pointed out that:

“Talking to my friend is really good and I like talking to my friends because I feel

relaxed”.
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4.2. Analysis of the Research Question 2: What are the least motivating
teacher behaviors in English classes for students?

The second research question of the study aimed to find out the least motivating
teacher behaviors in English classes according to the students. The items whose means

scores are below 4 were identified the least motivating teacher behaviors.

Table 4.2The least motivating teacher behaviors in English classes for students(items
having mean score below 4)
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8. giving importance to seating | 31 | 8.8 | 36 | 10.3 | 160 | 45.6 | 71 | 20.2 | 53 | 15.1 | 3.225
for effective language teaching

60.giving importance to| 16 | 4.6 |13 |3.7 |59 |16.8 | 122 | 34.8 | 141 | 40.2 | 3.461
homework that help students
learn and improve themselves
autonomously

20.always lecturing in English 321914212 67 |19.1]120|34.2 |90 | 25.6 | 3.552

18.emphasizing the importance of | 23 | 6.6 | 31 | 8.8 | 106 | 30.2 | 105 | 29.9 | 86 | 24.5 | 3.569
English frequently

30.stating the objectives and steps | 11 | 3.1 | 23 | 6.6 | 110 | 31.3 | 125 | 35.6 | 82 | 23.4 | 3.695
of the lesson at the beginning of
the lesson

29.giving information about | 19 | 54 | 25| 7.1 | 108 | 30.8 | 89 | 25.4 | 110 | 31.3 | 3.700
English and American culture in
the class hour

1l.encouraging  students to 11| 3.1 |19 |54 |115|32.8 | 119|339 |87 | 248 | 3.717
display their products created
during classroom activities

6.sharing her/ his rules and | 18 | 5.1 |20 |57 |96 |27.4|122| 348 |95 |27.1]3.729
expectations about her/ his
lecturing style frankly with the
students at the beginning of the
term

50.being aware of some big | 15|43 |8 |23 |120|34.2 |90 | 25.6 | 118 | 33.6 | 3.820
events in students’ lives

52.sharing personal information | 12 | 3.4 |9 |26 | 110 | 31.3 | 118 | 33.6 | 102 | 29.1 | 3.823
with students
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10.giving equal importance to | 8 |23 |15 | 4.3 | 100 | 28.5| 120 | 34.2 | 108 | 30.8 | 3.868
each and every learning
experience in the class

15.encouraging students to take | 15|43 |23 | 6.6 |67 | 19.1| 127 | 36.2 | 119 | 33.9 | 3.888
part actively during the lesson

28.giving students rewards such | 20 | 5.7 | 13 | 3.7 |90 | 25.6 |82 | 23.4 | 146 | 41.6 | 3.914
as English stories, cinema ticket,
theatre ticket, etc.

27.having students watch movies | 23 | 6.6 | 17 | 48 |58 | 16.5| 116 | 33 137 | 39 3.931
in English language in the
classroom and expecting students
to write a summary and comment
on the film

61.assessing students’ homework | 12 | 3.4 | 22 | 6.3 | 63 | 17.9 | 126 | 35.9 | 128 | 36.5 | 3.957
on time and giving feedback

3.praising students and telling | 13 [ 3.7 |7 |2 78 | 222|129 | 36.8 | 124 | 35.3 | 3.980
them “well done” when they are
successful

The behaviors presented in the table 4.2 don’t have very low mean scores and
they shouldn’t be regarded as demotivating behaviors for the students. They are
considered as the least motivating teacher behaviors since they have the lowest mean

scores in the questionnaire.

The Table 4.2 indicates the least motivating teacher behaviors in English classes
according to the learners. The least motivating behavior is item 8 ‘giving importance to
seating for effective language teaching’ with the mean score 3.225. It can be concluded
that seating arrangement in the classroom doesn’t have an important role for the
students. This result can be related to their ages. They are about 20 and maybe they
think that they can seat in anywhere in the classroom. About this result a student

explained her opinion:

“I think a student should choose his/ her seat in the classroom, sometimes I don’t want

to sit on the place where my teacher chooses”.
Another student stated that:

“This situation is not important for me, I mean, sitting in a different place doesn’t have

a positive effect on my learning”.
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The second least motivating teacher behavior according to the participants is
‘giving importance to homework that helps students learn and improve themselves
autonomously’ with the mean score 3.461. The results show that students don’t think
that the homework given by their teacher develops their autonomy. Sometimes
assignments may not be of interest to the learners or the levels of the assignments can
be above the level of the learners. | think another reason can be their age. They are
adults or nearly adults and they may not like being giving some assignments by

someone even by their teacher.
One student supported this result saying that:

“I don’t believe that the homework is beneficial for me. I feel very tired after school and

I don’t want to do homework then”.
Another student stressed that:

“I think that I’'m old enough to know when to study. I want to study when I want, I

don’t want to be forced to do homework by my teacher”.

Another least motivating teacher behavior is item 20 ‘always lecturing in
English’. The mean score 3.552 indicates that students don’t like being always lectured
in English. This result shows parallelism with result of Vural (2007) and Olmezer
Oztiirk’s (2012) studies. According to their findings, participants chose this item as one
of the least motivating teacher behaviors in the classroom. One of the participants

supported this result by saying that:

“When we don’t understand the sentences of our teacher, we feel stressed. We think that

we miss some important points while our teacher speaks in English all the time”.
Another participant stated that:

“l want to hear the Turkish means of some words, if I cannot understand the

explanations, I lose my concentration”.

The fourth least motivating teacher behavior for the participants is ‘emphasizing
the importance of English frequently’. According to the answers, it is apparent that
students don’t be motivated by emphasizing the importance of English frequently. In
Vural (2007) and Olmezer Oztiirk’s (2012) studies, teacher’s reminding the benefits of
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English was considered as one of the least motivating behavior by the learners. Related
to this result an interviewee uttered that:

“When the teacher lays emphasis on the importance of English most of the time, it

becomes demotivating for me”.
One of the learners pointed out that:

“We are the individuals who know the necessity and importance of English so we don’t

like hearing the same things from the teacher all the time”.

Another behavior which was considered as the least motivating teacher behavior
by the learners is ‘stating the objectives and steps of the lesson at the beginning of the
lesson’. The findings show that most of the students are not so interested in learning the

objectives of the lesson and they are not motivated because of this.

Item 29 with the mean score 3.700 is another teacher behavior that was regarded
as the least motivating behaviors by the participants. According to the answers of the
students, ‘giving information about English and American culture in the class hour’
doesn’t have a significant role in increasing their motivation. In Vural’s (2007, p.57)
study, an item (item: familiarizing students with the cultural background of English)
related to giving information about the culture of the target language was the first
among the least motivating teacher behaviors according to the students. This item was
chosen as one of the least motivating teacher behaviors by the participants in Olmezer
Oztiirk’s (2012) study. To support this finding a student uttered that:

“We don’t need to know the culture of the target language; we are not studying at a
department which is related to English so much so we don’t want to learn about the

culture”.

‘Encouraging students to display their products created during classroom activities’ is
another teacher behavior which was regarded as one of the least motivating teacher
behavior by the participants. The results indicate that students don’t like displaying their
products during the lessons. There may be different reasons of their unwillingness about
this situation. Some of the students may not want to share their own products with his/

her friends. They may feel stressed or anxious about being criticized by their teacher or
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peers. Some of them see it unnecessary to display the products to the class. Related to
this result a student commented that:

“I feel anxious while doing something like speaking in front of my teacher or friends”

“Sometimes our friends make fun of us when we make mistakes in class. So I don’t

want to be embarrassed by them in front of a lot of people”.

Item 6 ‘Sharing his/ her rules and expectations about his/her lecturing style
frankly with the students at the beginning of the term” was considered as one of the least
motivating teacher behaviors by the learners who participated in the study. The results
show that students are not so interested in learning rules and expectations of their
teacher at the beginning of the term. In other words, students’ motivations don’t change
in a positive way when they learn the expectations or rules of their teacher. On this

question, a student stated that:

“I don’t feel more motivated when my teacher tells his/her expectations and rules. In my

opinion, this is not related to my motivation”.

Participants regarded item 50, ‘Being aware of some big events in students’
lives’, as one of the least motivating teacher behaviors. While some of the students
think that their teacher should know about the big events about their lives, most of them
prefer their teacher not to know about the important events in their lives. This item is
also in the least motivating teacher behaviors group in Olmezer Oztiirk’s (2012) study.
According to the results, students don’t want their teacher to know the significant events
in their lives. Maybe, this is because of the fact that they are shy or they may just think
teacher’s knowing the big events in their lives is unnecessary. In parallel with this

finding, a student uttered that:

“I don’t want to share the important events in my life with anyone else and also with my

teacher, because it is unnecessary”.

Another item in the list is ‘sharing personal information with students’ with the
mean score 3.823. According to the result, it can be concluded that while minority of
the students want to know some personal information about their teacher, most of the
students think that teacher’s sharing personal information doesn’t have an important

role on their motivation. When we look at the previous result, we see that students are
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not so interested in sharing information about their lives. Thus, both of these results
display that teacher’s knowing personal information about students’ own lives or
students’ knowing personal information about their teacher doesn’t affect their

motivation at school. Related to the item a student commented that:

“I don’t believe that my motivation increases when my teacher shares personal

information about his/her life with us”.

One of the least motivating teacher behaviors according to the students is item
10 ‘giving equal importance to each and every learning experience in the class’. The
findings show that most of the students don’t agree with this situation. Some of them
may think that more importance should be given to some learning experiences in the

class.

Another behavior which was regarded as one of the least motivating teacher
behaviors by the students is ‘encouraging students to take part actively during the
lesson’. It can be concluded that teacher’s encouraging learners to take part in the lesson
doesn’t have a very motivating role in the classroom. Students who participated in the
study which was carried out by Olmezer Oztiirk (2012) didn’t consider the behavior as

very motivating. On this issue, a student said that:

“Sometimes I don’t want to take part actively in the lesson, I just want to listen to the

teacher, for example, being forced to speak in front of the people makes me stressful”.

Item 28 ‘giving students rewards such as English stories, cinema ticket, theatre
ticket, etc.” was regarded as one of the least motivating teacher behaviors by the learners
who participated in the study. As the result indicates that, most of the students think that
giving rewards to them by their teacher doesn’t increase their motivation. Vural (2007)
used a similar item, ‘offering rewards for students’ successes’ in her study, and the item
was considered as one of the least motivating teacher behaviors by the students who
participated in her study, too. It means that most of the students don’t like taking
rewards from their teacher or it seems that, even if they take a reward, that doesn’t

increase their motivation. A student supported this result by saying that:

“In my opinion, rewards are not important, and taking a reward doesn’t affect my

motivation positively”.
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Item 27 ‘having students watch movies in English language in the classroom and
expecting students to write a summary and comment on the film’ became a behavior
which didn’t motivate students much in the classroom. Even if students like watching
movie, they may not want to watch it in English and make comment on it in a written or
spoken way. Maybe this is due to the fact that it’s a kind of examination of their
understanding and a big majority of the students don’t like examinations since they feel
anxious, stressful or afraid of taking low marks. Consequently, this behavior doesn’t
have a significant role in increasing students’ motivation. Related to the behavior a

participant pointed out that:

“I just want to watch the film, making comment or summary after the film makes me

anxious”.
Another student said that:

“Sometimes I cannot understand what a character says, and | cannot concentrate on the

rest of the film and I cannot understand what is happening in the film”.

One of the least motivating teacher behaviors according to the learners is item
61, ‘assessing students’ homework on time and giving feedback’. The findings indicate
that students don’t like being assessed homework by their teacher. The result is not
surprising since most of the students that we met in previous years didn’t like doing
homework. The reason may be that they get bored while doing homework or being
assessed by another person might be behind this unwillingness. On this issue, a student
said that:

“I don’t like homework, sometimes it becomes difficult to finish it on time and we may

get low marks because of this reason”.

The last item which was considered as the least motivating teacher behavior by
the students is ‘Praising students and telling them “well-done” when they are
successful”. While some of the students think that praises are good for their motivation,
most of them think the opposite. It can be said that students’ motivations don’t increase
by being praised or said “well-done” by their teacher. This situation may result from
their ages, they are young adults and adults, and they may not be affected by praises so

much. Related to this result, a student commented that:
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“That my teacher’s saying “well-done” to me doesn’t affect my motivation much”.

4.3. Analysis of the Research Question 3: Is there a significant difference
between the female and male students’ perceptions of teacher

motivational behaviors?

The difference between the female and male students’ perceptions of teacher
motivational behaviors will be presented according to the factors of the questionnaire.

The mean scores were used to determine the differences for each factor.

4.3.1. The difference between the female and male students’ perceptions of

teacher’s lecturing style:

Table 4.3 displays the results of the difference between the female and male

students’ perceptions of teacher’s lecturing style.

Table 4.3 Female and male students’ perceptions of teacher’s lecturing style

Gender N X
Male 161 4.021
Female 190 4.139

As the table 4.3 shows, there is a meaningful difference according to the genders
of the participants. While the mean score of the perceptions of teacher’s lecturing style
of female students is 4.139, the mean score of the male students’ perceptions on this
issue is 4.021. These results indicate that teacher’s lecturing style is more effective on

females’ motivation in the classroom.

4.3.2. The difference between the female and male students’ perceptions of

teacher’s personal features:

Table 4.4 displays the difference between female and male participants’

perceptions of teacher’s personal features.
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Table 4.4 Female and male students’ perceptions of teacher’s personal features

Gender N X
Male 161 4.503
Female 190 4543

According to the table, there is not a big difference between the perceptions of
the learners who participated in the study. The mean scores indicate that the perceptions

of teacher’s personal features of both male and female students are similar to each other.

4.3.2. The difference between the female and male students’ perceptions of

teacher’s rapport with students:

Table 4.5 shows the difference between the female and male learners’

perceptions of teacher’s rapport with students.

Table 4.5 Female and male students’ perceptions of teacher’s rapport with students

Gender N X
Male 161 4.249
Female 190 4.285

As the table shows, there is not a significant difference between the perceptions
of female and male students who participated in the study. It can be concluded that the
female and male participants’ opinions about the teacher’s rapport with students show

similarity with each other.

4.3.4. The difference between the female and male students’ perceptions of

teacher’s error correction and evaluation techniques:

The table 4.6 indicates the difference between the perceptions of the female and
male students who participated in the study.
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Table 4.6 Female and male students’ perceptions of teacher’s error correction and

evaluation techniques

Gender N X
Male 161 4.301
Female 190 4.400

As shown in the table, there is not a big difference between female and male

students’ thoughts about the teacher’s error correction and evaluation techniques. The

mean scores show that there is a similarity in male and female students’ opinions about

this category.

4.3.5. The difference between the female and male students’ perceptions of
teacher’s giving and evaluating homework:
As the table 4.7 shows, there is a significant difference between female and male

students’ perceptions of teacher’s giving and evaluating homework.

Table 4.7 Female and male students’ perceptions of teacher’s giving and evaluating
homework

Gender N X
Male 161 3.798
female 190 4.001

The mean score of the female students’ perceptions of teacher’s giving and
evaluating homework is higher than the male students’ perceptions in this category.
When the mean scores of both genders are compared, it can be concluded that female

learners are affected by teacher’s giving and evaluating homework more positively in

the classroom.
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4.4. Analysis of the Research Question 4: Does the teaching methodology

exert an impact on students’ motivation?

The analysis of this research question will be explained in two different
subheadings: The factor which promotes student motivation most and the most

motivating items in these factors.

4.4.1. Which factor seemed to promote students’ motivation most?

The most motivating teacher behaviors according to the learners were given in
the Table 4.1. As the table shows, most of these motivating behaviors are from
‘Teacher’s personal features’. It can be concluded that teacher’s personal features play a
significant role on students’ motivations. The psychological environment of the
classroom is important for the students and this can be provided by the teacher in
different ways such as having sense of humor, smiling (Dornyei, 2001a). The results
demonstrate that a teacher who smiles, uses his/her body language effectively, has a
sense of humor, and who is energetic and open to new ideas can have the students

whose motivations are high in their classrooms.

4.4.2. The items which are considered as the most motivating teacher
behaviors in the factors:

In the first factor of the questionnaire, ‘Teacher’s lecturing style’, the most
motivating teacher behaviors according to the students item 23 (taking some breaks
when students are mentally exhausted) with the mean score 4.626 and item 22 (making
use of certain topics that draw students’ attention) with the mean score 4.535. With the
result of item 23, it can be understood that taking break is very important when they
need relaxing. Also, teacher’s using some topics that can arouse students’ interests has a
significant role on their motivation. The item 16 (being aware of what he/she does in the
class and trusting his/her knowledge) is another item with the mean score 4.453.
Students can understand if the teacher is knowledgeable or not and they want to have a

teacher who relies on his/her knowledge to have a better education.
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The second factor (Teacher’s personal features) of the questionnaire is the most
popular one among the students who participated in the study. Six of the nine items
have the means scores which are above 4.5. It can be concluded that teacher’s personal
features such as being energetic, open to new ideas, smiling, having sense of humor and

using body language in the classroom increase students’ motivation.

In the third factor (Teacher’s rapport with students) of the questionnaire, item 46
(mean score= 4.649) and item 48 (mean score= 4.564) are the ones which were found
very motivating by most of the participants. Teacher’s creating a relaxing atmosphere in
the classroom (item 46), is very effective and motivating for students. Teacher’s having
friendly behaviors has also a positive effect on the motivation of the learners. Hence, it
can be concluded that students’ motivations are high when they are in an environment

in which they feel relaxed and secure.

In the other factor (Teacher’s error correction and evaluation techniques) of the
questionnaire, the most motivating teacher behavior is item 54 with the highest score
(mean score= 4.569). According to this item, teacher’s correcting mistakes with a

smiling face and by motivating students has an impact on their motivation.

In the last factor (teacher’s giving and evaluating homework) of the
questionnaire, there are not any behaviors whose mean score is over 4.5. The behavior
which was considered as the most motivating is item 62 (mean score=4.065). According

to the result, students prefer homework which has different skills.

All these findings show that students want a teacher who is knowledgeable,
energetic, positive, innovative, friendly, smiling and they want to have a classroom in

which they feel relaxed and secure to be motivated.
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CHAPTER 5
CONCLUSION

In this chapter, the summary of the present study, implications and suggestions

for practice and future research will be provided and linked to the research objectives.

5.1. The summary of the Study

The aim of this study was to find out the perceptions of preparatory students
about 62 teacher motivational behaviors. The study was conducted at Gazi University,
METU (Middle East Technical University), Hacettepe University, Ufuk University and
Atilim University, Ankara, Turkey. A questionnaire was administered to 351
preparatory students and 16 volunteer students were interviewed. With the purpose of
gathering valuable data the triangulation method was conducted, including
questionnaire and interviews, in the present study. To investigate students’ perceptions
of the most motivating teacher behaviors in English classes, the researcher used
descriptive statistical tests to analyze the data of the questionnaire. Additionally, to
analyze the interviews, constant comparison method (Glaser & Strauss, 1967) was used.
In the previous chapter, the findings of the questionnaire were presented and discussed

and complemented through the interviews carried out with volunteer students.

5.2. Implications and Suggestions for Practice

This study was focused on four research questions: “What are the most
motivating teacher behaviors in English classes for students?”, “What are the least
motivating teacher behaviors in English classes for students?”, “Is there a significant
difference between the female and male students’ perceptions of teacher motivational
behaviors?”, “Does the teaching methodology exert an impact on students’

motivation?”. Here, each question will be discussed and concluded respectively.

The findings of the first question show that some certain teacher behaviors have
a significant role on students’ motivations. Especially teacher’s personal features
influence students most positively. Teacher’s being smiling, friendly with the students,

open to new ideas, energetic, having sense of humor, giving importance to teacher-
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student and student-student interaction, correcting mistakes with a smiling face and by
motivating students, creating a relaxing atmosphere in the classroom, his/her making
use of interesting topics, taking breaks when students are mentally exhausted and using
his/her mimes are the most motivating behaviors among the 62 items in the
questionnaire according to the learners. According to the early investigations (Andersen,
1979; Andersen, Norton, & Nussbaum 1981; Andersen & Withrow, 1981 as cited in
Christophel, 1990) perceptions of teacher immediacy were highly correlated with
favorable student attitudes and immediate teachers were viewed as more positive and
effective by students. Dornyei (2001a) states that every teacher who thinks the long-
term development of his/her students is responsible for the motivation of their students.
To create motivational conditions in a classroom, a teacher should have appropriate
teacher behaviors. For example, he/she should have good relationships with the
students, they should share warm, personal interactions with their students, they should
have a sense of humor and there must be mutual trust in the classroom (Doérnyei,
2001a).

The second research guestion of the study aims to find out the least motivating
teacher behaviors according to the students. The results indicated that teacher’s always
lecturing in English, giving information of American and English culture, emphasizing
the importance of English, having students watch movies in English and making them
write a summary or comment on the film were not found very motivating by the
students. Also, teacher’s praising students and telling them “well done”, giving them
some rewards, encouraging them to take part actively during the lesson, sharing his/her
rules and expectations about his/her lecturing style frankly with the students at the
beginning of the term, stating the objectives and steps of the lesson at the beginning of
the lesson were the other teacher behaviors that students found less motivating. Most of
the students don’t like homework, the results of the factor that is related to this issue
show that teacher’s giving importance to homework that helps students learn and
improve themselves autonomously and his/her assessing homework on time and giving
feedback don’t increase students’ motivations much. Students don’t give importance to
seating in a different place in the classroom, either. Although teachers’ being friendly
with their students and their creating relaxing atmosphere in the classroom are very

important for the students, teacher’s sharing his/her personal information with students
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and their being aware of some big events in students’ lives are not important for most of

the learners.

The third question investigates the difference between the female and male
participants’ perceptions of the teacher motivational behaviors. The findings reveal that
both the female and male learners’ perceptions of ‘teacher’s personal features’,
‘teacher’s rapport with students’ and ‘teacher’s error correction and evaluation
techniques’ were similar to each other. On the other hand, ‘teacher’s lecturing style’ and
‘teacher’s giving and evaluating homework’” were found more motivating by the female

students.

The last question of the study aims to find out if the teaching methodology
exerts an impact on students’ motivation. According to the results, the behaviors about
‘teacher’s personal features’ were found the most motivating teacher behaviors by the
participants. It can be concluded that teachers who are smiling, energetic, open to new
ideas, good at using body language, have sense of humor can decrease learners’
anxieties, and have students whose motivations are high in their classroom. Pappamihiel
(2002) points out that while most of the educators and administrators focus on mostly
English proficiency, some factors such as anxiety are overlooked in mainstreaming
decisions. Also the teachers who give importance to their learners’ interests and use the
topics which arouse their interests, and take breaks when their learners need can
increase his/her learners’ motivations easily. Students want a friendly teacher and a
relaxing atmosphere because they want to feel secure and relaxed in their classroom and
they don’t want to be afraid of making mistakes and they want a teacher who has a
smiling face while he/she is correcting their mistakes. Maclntyre (1995) asserts that
when a student answers a question in a second language class, he/she may become
anxious and anxiety leads to worry and rumination. Cognitive performance is
diminished because of the divided attention and thus performance suffers. When the
situations are seen as threatening by the learners, there can be adverse affect on their
learning since the learners who are highly anxious are often in a state of divided
attentional resources, and their ability to concentrate and be successful in lessons is
hampered ((Eysenck, 1979 as cited in Pappamihiel, 2002). In their study, Maclntyre and
Gardner (1994) found that anxiety and learning achievement are negatively correlated

(as cited in Pappamihiel, 2002).
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5.3. Implications and Suggestions for Future Research

This study mainly aimed to investigate the perceptions of 351 preparatory
students towards teacher motivational behaviors in the second term of 2013-2014
academic year at five universities (Gazi University, Middle East Technical University,
Hacettepe University, Ufuk University and Atilim University) in Ankara, Turkey. The
result of the study developed valuable information for the teachers. Nevertheless, more
researches in this area can be conducted as the findings of this study do not conclude

that all students think the same things about the teacher behaviors in the questionnaire.

The questionnaire was administered to the limited number of students. Thus,
further researches can be done in many aspects for a better understanding of the
perceptions of students’ teacher motivational behaviors. In a future study, it can be
conducted to more students from different universities and the number of the students at
the universities can be close to each other. Furthermore, the number of the participants
who were interviewed can be increased. Also, for a further study, more detailed

interview questions can be asked to the learners to have a more in-depth data.

In addition, the present study was administered to preparatory students who are
studying at universities. For a future research, primary, secondary and high school
students can take part in the study to have more detailed information about different
perceptions of the teacher motivational behaviors.

Finally, the items and the constructs of the questionnaire can be studied in
detailed and improved for a study in the future and it can be conducted in different

cultural contexts to make the study more valid and reliable.



73

REFERENCES

Ajzen, 1. (1991). The theory of planned behavior. Organizational Behavior and Human
Decision Processes, Academic Press Inc.50, 179-211, 15 March, 2014. Retrieved from
file://IC:/Users/Asus/Downloads/Oct+19+Cited+%231+Manage+ THE+THEORY+OF+
PLANNED+BEHAVIOR.pdf

Alfieri, L., Brooks, P.J., Aldrich, N.J. & Tenenbaum, H.R. (2011). Does discovery-
based instruction enhance learning? .Journal of Educational Psychology, VVol.103, No.1,
1-18,retrieved from https://apa.org/pubs/journals/features/edu-103-1-1.pdf

Amarin, N.Z., Ghishan, R.l. (2013). Learning With Technology from a Constructivist
Point of View, International Journal of Business, Humanities and Technology, Vol.3,
No.1, p.56.

Ames, C. & Archer J. (1988). Achievement Goals in the Classroom: Students' Learning
Strategies and Motivation Processes. Journal of Educational Psychology Vol. 80, No.
3,260-267

Ames, C. (1992). Classrooms: Goals, Structures and Student Motivation, Journal of
Educational Psychology, Vol.84, No.3, p: 261-271, March 12, 2014, retrieved from
http://groups.jyu.fi/sporticus/lahteet/L AHDE_17.pdf

Ames, C.A. (1990). Motivation: What Teachers Need to Know, Teachers College
Record Vol. 91, no:3,p: 409-421, March 25, 2014, retrieved from
http://web.uncg.edu/soe/bf _course669/docs_session_6/motivtion-
whatteachersneedtoknow.pdf

Bandura, A. (1986). Social Foundations of Thought and Action, A Social Cognitive
Theory. New Jersey: Prentice-Hall, Inc.

Barnes, C. M. (2008). Piaget and Vygotsky’s views on motivation, Educational
Psychology, Professor Boerman-Cornell, p. 1-12, June 3, 2014, retrieved from
http://www.cbteaching.dandelilystudios.com/links/education/CMB-
PiagetandVygotskyPaper.pdf

Belmechri, F. & Hummel, K. (1998). Orientations and motivation in the acquisition of
English as a second language among high school students in Quebec City, Language
Learning, 48:2, p.219-244


https://apa.org/pubs/journals/features/edu-103-1-1.pdf
http://groups.jyu.fi/sporticus/lahteet/LAHDE_17.pdf

74

Blake, B. & Pope, T. (2008).Developmental psychology: Incorporating Piaget’s and
Vygotsky’s theories in classrooms. Journal of Cross-Disciplinary Perspectives in
Education Vol. 1, No. 1, 59 - 67, May 19, 2014, retrieved from
http://wmpeople.wm.edu/asset/index/mxtsch/devopsych

Boettler, L. (2012). Motivating students with visualization in online
environments.Currents in Teaching and Learning Vol. 4 No. 2, p.3-17. April 27, 2014
retrieved from  http://www.worcester.edu/Currents/Archives/\VVolume 4 Number_2/
CURRENTSV4N2BoettlerP3.pdf

Brown, H. D. (2007a). Principles of Language Learning and Teaching. 5th Edition .
NY, Pearson Education

Brown, H. D. (2007b). Teaching by Principles, An Interactive Approach to Language
Pedagogy. NY: Pearson Education, Inc.

Bruning, R.H., Schraw, G.J., Norby, M.M., Ronning, R.R. (2004). Cognitive
Psychology and Instruction, New Jersey, Pearson Education, Inc.

Cameron, L. (2001). Teaching Languages to Young Learners. Cambridge, Cambridge
University Press

Chen, C. (2003). A constructivist approach to teaching: Implications in teaching
computer networking, February 217, 2014, retrieved from
http://www.osra.org/itlpj/chenfall2003.pdf

Chi, M.T.H.. (2009). Active-constructive-interactive: A conceptual framework for
differentiating learning activities, Psychology in Education, Arizona University, Topics
in Cognitive Science 1, 73-105 retrieved from
https://www.vcu.edu/cte/workshops/teaching_learning/2009_resources/Chi_2009.pdf

Christophel, D. M. (1990).The relationships among teacher immediacy behaviors,
student motivation, and learning. Communication Education, Vol. 39. p.323-340. May
10, 2014, retrieved from http://professoryates.com/seu/Podcasts/
Dissertation%20Research/SteveArticles11.12C/Christophel90ImmediacyMotivationlLea

rning.pdf



http://www.worcester.edu/Currents/Archives/Volume_4_Number_2/%20CURRENTSV4N2BoettlerP3.pdf
http://www.worcester.edu/Currents/Archives/Volume_4_Number_2/%20CURRENTSV4N2BoettlerP3.pdf
http://www.osra.org/itlpj/chenfall2003.pdf
http://professoryates.com/seu/Podcasts/%20Dissertation%20Research/SteveArticles11.12C/Christophel90ImmediacyMotivationLearning.pdf
http://professoryates.com/seu/Podcasts/%20Dissertation%20Research/SteveArticles11.12C/Christophel90ImmediacyMotivationLearning.pdf
http://professoryates.com/seu/Podcasts/%20Dissertation%20Research/SteveArticles11.12C/Christophel90ImmediacyMotivationLearning.pdf

75

Covington, M. (2009).Self-Worth Theory, Retrospection and Prospects.In Wentzel,
K.R. And Wigfield, A. (Eds) Handbook of Motivation at School. Routledge, Taylor &
Francis, (p.141-169)

Covington, M.V. (1984). The self-worth theory of achievement motivation: Findings
and implications. The Elementary School Journal, VVol.85, No.1, p.4-20, The University
of Chicago Press, March 10, 2014, retrieved from
http://www.jstor.org/discover/10.2307/1001615?uid=3739192&uid=2&uid=4&sid=211
03702687943

Desiatova, L. (2009). Using different forms of drama in the EFL classroom,
Humanising Language Teaching, Short Articles.Year.11, issue, 4. May 1, 2014,
retrieved from http://www.hltmag.co.uk/aug09/sart07.htm

Doérnyei, Z. & Csizér, K. (1998) Ten commandments for motivating language learners:
results of an empirical study. Language Teaching Research 2, 3; pp. 203-229, March
22, 2014, retrieved from http://www.zoltandornyei.co.uk/uploads/1998-dornyei-csizer-
Itr.pdf

Dornyei, Z. & Otto, 1. (1998). Motivation in action: A process model of L2 motivation.
London.Working Papers in Applied Linguistics, Vol.4, p: 43-69

Doérnyei, Z. & Ushioda, E. (2009).Motivation, Language Identity and the L2 Self.
Bristol: Multilingual Matters

Dornyei, Z. (1994). Motivation and motivating in the foreign language classroom.
Modern Language Journal, 78, p.273-284, March 17, 2014, retrieved from
http://seas3.elte.hu/coursematerial/RyanChristopher/Dornyei(1994) Foreign Language
Classroom.pdf

Dornyei, Z. (1998). Motivation in second and foreign language learning. Language
Teaching, Vol 31, Issue03,pp117-135, March 15, 2014, retrieved from
http://www.zoltandornyei.co.uk/uploads/1998-dornyei-It.pdf

Dornyei, Z. (2001a). Motivational Strategies in the Language Classroom. New York.
Cambridge University Press

Dornyei, Z. (2001b). Teaching and Researching Motivation. Harlow. Pearson Education
Limited


http://www.jstor.org/discover/10.2307/1001615?uid=3739192&uid=2&uid=4&sid=21103702687943
http://www.jstor.org/discover/10.2307/1001615?uid=3739192&uid=2&uid=4&sid=21103702687943
http://www.hltmag.co.uk/aug09/sart07.htm
http://seas3.elte.hu/coursematerial/RyanChristopher/Dornyei(1994)_Foreign_Language_Classroom.pdf
http://seas3.elte.hu/coursematerial/RyanChristopher/Dornyei(1994)_Foreign_Language_Classroom.pdf
http://www.zoltandornyei.co.uk/uploads/1998-dornyei-lt.pdf

76

Dornyei, Z. (2003). Attitudes, orientations, and motivations in language learning:
Advances in theory, research and applications. Language Learning, 53:1, p. 3-32

Dornyei, Z. (2007). Creating A Motivating Environment. In International Handbook of
English Language Teaching. Springer US. p. 719-731

Dornyei, Z. (2009). The Psychology of Second Language Acquisition. Oxford: Oxford
University Press

Gardner, R. C. (1985). Social Psychology and Second Language Learning: The Role of
Attitudes and Motivation. London, Edward Arnold

Gardner, R.C. (2010). Motivation and Second Language Acquisition The Socio-
Educational Model, New York, Peter Lang Publishing, Inc.

Glaser, B. G., & Strauss, A. L. (1967). The Discovery of Grounded Theory: Strategies
for qualitative research. New York, NY: Aldine De Gruyter.

Gorham, J. and. Christophel, D. M. (1992). Students' perceptions of teacher behaviors
as motivating and demotivating factors in college classes. Communication Quarterly,
Vol. 40, No. 3, p. 239-252, May 1, 2014, retrieved from
http://www.professoryates.com/seu/Podcasts/Dissertation%20Research/SteveArticles1l
.12C/Gorham92StudentPerceptionsOfTeacherBehaviors.pdf

Graham, S. & Weiner, B. (1996).Theories and Principles of Motivation. In Berliner,
D.C. & Calfee R.C.(Eds), Handbook of Educational Psychology. New York,
Macmillan. p.63-84

Guilloteaux M. J., & Ddrnyei, Z. (2008).Motivating language learners: A classroom-
oriented investigation of the effects of motivational strategies on student motivation.
TESOL QUARTERLY, Vol:42, No:1, p: 55-78, March 25, 2014, retrieved from
http://www.zoltandornyei.co.uk/uploads/2007-guilloteaux-dornyei-tq.pdf

Kaboody, M. A. (2013). Second language motivation; The role of teachers in learners’
motivation.Journal of Academic and Applied Studies. VVol. 3(4), pp. 45-54, March 22,
2014, retrieved from http://www.academians.org/articles/April2013-4.pdf

Keblawi, F. (2006). Orientations, attitudes and demotivation: A case study of Muslim
Arab learners of English in public schools in Northern Israel. Unpublished PhD study.


http://www.professoryates.com/seu/Podcasts/Dissertation%20Research/SteveArticles11.12C/Gorham92StudentPerceptionsOfTeacherBehaviors.pdf
http://www.professoryates.com/seu/Podcasts/Dissertation%20Research/SteveArticles11.12C/Gorham92StudentPerceptionsOfTeacherBehaviors.pdf
http://www.zoltandornyei.co.uk/uploads/2007-guilloteaux-dornyei-tq.pdf
http://www.academians.org/articles/April2013-4.pdf

77

University of Aberdeen, Scotland, 13 March, 2014, retrieved from
http://www.gsm.ac.il/mrakez/asdarat/jamiea/12/eng-2-faris%20keblawi.pdf

Kubanyiova, M. (2006).Developing a motivational teaching practice in EFL teachers in
Slovakia: Challenges of Promoting Teacher Change in EFL Contexts. TESL-EJ, Vol:10,
No:2, p.1-17, March 22, 2014, retrieved from http://www.tesl-ej.org/ej38/a5.pdf

Locke, E.A. & Latham G.P. (1990).A Theory of Goal Setting & Task Performance.the
USA: Prentice-Hall, Inc.

Locke, E.A. & Latham, G. P. (2002). Building a Practically Useful Theory of Goal
Setting and Task Motivation. The American Psychologist, Vol.57, no.9, p.705-717,
March 10, 2014, retrieved from http://www.owlnet.rice.edu/~antonvillado/courses/
08c_psyc101002/Research%20Report%204.pdf

Lui, A. (2012).Teaching in the zone, Children’s Progress, White paper, March 3, 2014
retrieved from http://www.childrensprogress.com/wp-content/uploads/2012/05/free-
white-paper-vygotsky-zone-of-proximal-development-zpd-early-childhood.pdf

Lunenburg, F.C. (2011). Goal-Setting Theory of Motivation. International Journal of
Management, Business and Administration, vol.15, no. 1, March 10, 2014, retrieved
from http://www.nationalforum.com/Electronic%20Journal%20Volumes/
Lunenburg,%20Fred%20C.%20Goal-Setting%20Theoryof%20Motivation%201JMBA
%20V 15%20N1%202011.pdf

Maclintyre P. D. (1995). How does anxiety affect second language learning? A Reply to
Sparks and Ganschow, The Modern Language Journal, Vol. 79, No. 1, p. 90-99, May
10, 2014 retrieved from http://leighcherry.wikispaces.com/file/view/
Anxiety's%20Effect%200n%20L2%20L earning%20-%20MacIntyre.pdf/155081681/
Anxiety's%20Effect%200n%20L2%20Learning%20-%20MacIntyre.pdf

Mackey A. & Gass S. M. Second Language Research, Methodology and Design,
Mahwah, New Jersey, Lawrence Erlbaum Associates, Inc., Publishers

Madrid, D. & Pérez Canado, M. L. (2001). Exploring the student’s motivation in the
EFL class”, in E. Garcia Sanchez (ed.): Present and Future Trends in TEFL, pp. 321-
364. Universidad de Almeria: Secretariado de publicaciones, April 1, 2014, retrieved
from http://www.ugr.es/~dmadrid/Publicaciones/Motivation_ DM_MLPC_Elena.pdf


http://www.qsm.ac.il/mrakez/asdarat/jamiea/12/eng-2-faris%20keblawi.pdf
http://www.owlnet.rice.edu/~antonvillado/courses/%2008c_psyc101002/Research%20Report%204.pdf
http://www.owlnet.rice.edu/~antonvillado/courses/%2008c_psyc101002/Research%20Report%204.pdf
http://www.nationalforum.com/Electronic%20Journal%20Volumes/%20Lunenburg,%20Fred%20C.%20Goal-Setting%20Theoryof%20Motivation%20IJMBA%20%20V15%20N1%202011.pdf
http://www.nationalforum.com/Electronic%20Journal%20Volumes/%20Lunenburg,%20Fred%20C.%20Goal-Setting%20Theoryof%20Motivation%20IJMBA%20%20V15%20N1%202011.pdf
http://www.nationalforum.com/Electronic%20Journal%20Volumes/%20Lunenburg,%20Fred%20C.%20Goal-Setting%20Theoryof%20Motivation%20IJMBA%20%20V15%20N1%202011.pdf
http://leighcherry.wikispaces.com/file/view/%20Anxiety's%20Effect%20on%20L2%20Learning%20-%20MacIntyre.pdf/155081681/%20Anxiety's%20Effect%20on%20L2%20Learning%20-%20MacIntyre.pdf
http://leighcherry.wikispaces.com/file/view/%20Anxiety's%20Effect%20on%20L2%20Learning%20-%20MacIntyre.pdf/155081681/%20Anxiety's%20Effect%20on%20L2%20Learning%20-%20MacIntyre.pdf
http://leighcherry.wikispaces.com/file/view/%20Anxiety's%20Effect%20on%20L2%20Learning%20-%20MacIntyre.pdf/155081681/%20Anxiety's%20Effect%20on%20L2%20Learning%20-%20MacIntyre.pdf

78

Madrid, D. (2002). The power of the FL teacher’s motivational strategies. CAUCE,
Revista de Filologia y su Didactica, no. 25 p. 369-422, April 1, 2014, retrieved from
http://cvc.cervantes.es/literatura/cauce/pdf/cauce25/cauce25 19.pdf

Mahadi, T. S. T., & Jafari, S. M. (2012).Motivation, its types, and its impacts in
language learning.International Journal of Business and Social Science Vol. 3 No.
24.p:230-235 (Special Issue, December, 2012), April 1, 2014 retrieved from
http://ijbssnet.com/journals/\VVol_3 No_24 Special_Issue_December_2012/24.pdf

Marzano, R. J., Pickering D. J. & Heflebower T. (2011). The Highly Engaged
Classroom. The Main Idea, Current education book summaries.Marzano Research
Laboratory Powered by Solution Tree. May 1, 2014, retrieved from
http://www.centergrove.k12.in.us/cms/lib4/IN01000850/Centricity/Domain/1217/The%
20Main%201dea%20-%20The%20Highly%20Engaged%20Classroom.pdf

Masgoret, A. M. & Gardner, R. C. (2003) Attitudes, motivation, and second language
learning: A meta-analysis of studies conducted by Gardner and associates, Language
Learning, 53:1, p.167-210, March 16, 2014

Moore, J. (2011). Sketch, Behaviorism. The Psychological Record, 2011, 61, 449464,
May 17, 2014, retrieved from http://opensiuc.lib.siu.edu/cgi/
viewcontent.cgi?article=1373&context=tpr

Moore Partin, T. C., Robertson, R. E., Maggin, D. M., Oliver, R. M. & Wehby, J. H.
(2010).Using teacher praise and opportunities to respond to promote appropriate student
behavior.Preventing School Failure, 54 (3), 172-178, March 24, 2014.retrieved from
http://amywagner.wiki.westga.edu/file/view/teacher+praise.pdf/238204939/teacher+prai

se.pdf

Moore, L.L., Grabsch, D.K. & Rotter C. (2010).Using achievement motivation theory to
explain student participation in a residential leadership learning community, Journal of
Leadership Education, VVol.9, issue 2.

Muir, C. & Doérnyei, Z. (2013). Directed motivational currents: Using vision to create
effective motivational pathways.Studies in Second Language Learning and Teaching, 3
(3). p. 357-375, March 15, 2014, retrieved from http://www.zoltandornyei.co.uk/
uploads/2013-muir-dornyei-sslit.pdf

Noels, K. A., Pelletier, L. G., Clemént, R. & Vallerand, R. J. (2000). Why are you
learning a second language? Motivational Orientations and self-determination theory.


http://ijbssnet.com/journals/Vol_3_No_24_Special_Issue_December_2012/24.pdf
http://opensiuc.lib.siu.edu/cgi/
http://amywagner.wiki.westga.edu/file/view/teacher+praise.pdf/238204939/teacher+praise.pdf
http://amywagner.wiki.westga.edu/file/view/teacher+praise.pdf/238204939/teacher+praise.pdf
http://www.zoltandornyei.co.uk/%20uploads/2013-muir-dornyei-ssllt.pdf
http://www.zoltandornyei.co.uk/%20uploads/2013-muir-dornyei-ssllt.pdf

79

Language learning.50:1 p: 57-85. March 16, 2014 retrieved from
http://www.er.ugam.ca/nobel/r26710/LRCS/papers/104.pdf

Okoro, C. O., Chukwudi, E. K.(2011). The ideal teacher and the motivated student in a
changing environment.Journal of Educational and Social Research. Vol. 1 (3), p.107-
112.April 29, 2014, retrieved from http://www.mcser.org/images/stories/JESR-Special-
Issues/Jesr-October2011/cecilia%200.pdf

Olmezer Oztiirk, E. (2012). Teacher motivational behaviors in language classrooms:
How do students and language instructors perceive them?, Master’s thesis , Pamukkale
University, Denizli

Pappamihiel, N. E. (2002). English as a second language students and English
Language anxiety: Issues in the mainstream classroom, Research in the Teaching of
English, vol.36, p.327-355. May 10, 2014 retrieved from
http://Ichc.ucsd.edu/mca/Mail/xmcamail.2004 _09.dir/att-0070/01-RT0363English.pdf

Ryan, R.M. & Deci, E.L. (2000). Intrinsic and Extrinsic Motivations: Classic definitions
and new directions, Contemporary Educational Psychology 25, 54-67, March13, 2014,
retrieved from http://mmrg.pbworks.com/f/Ryan,+Deci+00.pdf

Ryan, R.M. & Deci, E.L. (2009) Promoting Self-Determined School Engagement,
Motivation, Learning, and Well-Being.In Wentzel, K.R. And Wigfield, A. (Eds)
Handbook of Motivation at School. Routledge, Taylor & Francis, p. 171-195

Schmidt, R., & Watanabe, Y. (2001).Motivation, strategy use, and pedagogical
preferences in foreign language learning. In Z. Dornyei & R. Schmidt (Eds.),
Motivation and Second Language Acquisition (Technical Report #23, pp. 313-359),
April 1, 2014 retrieved from http://nflrc.hawaii.edu/PDFs/
SCHMIDT%20Motivation,%20strateqy%20use,%20and%20pedagogical%20preferenc

es.pdf

Schunk, D.H. & Pajares, F.( 2002). The Development of Academic Self-Efficacy. In
Wigfield, A. & Eccles, J.S. (Eds) Development of Achievement Motivation. Academic
Press

Skinner, B.F. (1976). About Behaviorism. Vintage Books. Edition, 51

Skinner, E. A. & Belmont, M. J. (1993). Motivation in the Classroom: Reciprocal
Effects of Teacher Behavior and Student Engagement Across the School Year, Journal
of Educational Psychology, Vol.85, no.4, p.571-581, June 5 2014, retrieved from


http://www.er.uqam.ca/nobel/r26710/LRCS/papers/104.pdf
http://lchc.ucsd.edu/mca/Mail/xmcamail.2004_09.dir/att-0070/01-RT0363English.pdf
http://nflrc.hawaii.edu/PDFs/%20SCHMIDT%20Motivation,%20strategy%20use,%20and%20pedagogical%20preferences.pdf
http://nflrc.hawaii.edu/PDFs/%20SCHMIDT%20Motivation,%20strategy%20use,%20and%20pedagogical%20preferences.pdf
http://nflrc.hawaii.edu/PDFs/%20SCHMIDT%20Motivation,%20strategy%20use,%20and%20pedagogical%20preferences.pdf

80

http://www.pdx.edu/sites/www.pdx.edu.psy/files/Assessment-11-Motivation-in-the-
classroom--reciprocal-effects-of-teacher-behavior--Skinner-Belmont--1993.pdf

Szucs, E. U. (2009). The role of teachers in the 21st century. Sense Public, Revue Web.
Essays.p.1-8. April 29, 2014 retrieved from http://www.sens-public.org/
spip.php?article667&lang=fr

Thornell, J.G. (1976). Research on cognitive styles: Implications for teaching and
learning, Association for Supervision and Curriculum Development retrieved from
http://www.ascd.org/ASCD/pdf/journals/ed_lead/el_197604_thornell.pdf

Tudge, J. (1990). Vygotsky, the zone of proximal development, and peer collaboration:
Implications for classroom practice, In Moll, L. C. (editor), Vygotsky and Education,
Cambridge, Cambridge University Press p. 155-172 Social Development Theory,
retrieved from http://www.west.net/~ger/Orientation/vygotsky.html ,March 3, 2014

Turuk, M.C. (2008). The relevance and implications of Vygotsky’s sociocultural theory
in the second language classroom, Arecls , vol.5, 244-262 retrieved from
http://research.ncl.ac.uk/ARECL S/vol5_documents/Articles/turuk_vol5.pdf, March 3,
2014

Vural.S. (2007). Teachers’ and students’ perceptions of teacher motivational behavior.
Master’s thesis, Bilkent University, Ankara, May 3, 2014, retrieved from
http://www.thesis.bilkent.edu.tr/0003431.pdf

Vygotsky, L. S. (1978). Mind In Society: The development of higher psychological
processes. Cambridge, Masssachusetts, and London, England, Harvard University
Press.

Was, C. (2006). Academic achievement goal orientation: Taking another look.
Electronic Journal of Research in Educational Psychology, No.10.Vol.4(3), p. 529-550

Watson, J. B. (1970). Behaviorism , 1st Edition, New York, W.W. Norton & Company,
Inc,

Wigfield, A. (1994). Expectancy-Value Theory of Achievement Motivation: A
developmental perspective, Educational Psychology Review, Vol. 6, No. 1, p. 49-78,
June 3, 2014 retrieved from file:///C:/Users/Asus/Downloads/32bfe50ef063f71422.pdf


http://www.sens-public.org/%20spip.php?article667&lang=fr
http://www.sens-public.org/%20spip.php?article667&lang=fr
http://research.ncl.ac.uk/ARECLS/vol5_documents/Articles/turuk_vol5.pdf
http://www.thesis.bilkent.edu.tr/0003431.pdf

81

Wigfield, A., Tonks, S., Klauda, S.L. (2009). Expectancy Value Theory. In Wentzel,
K.R. And Wigfield, A. (Eds) Handbook of Motivation at School. Routledge, Taylor &
Francis, (p.55-75)

Williams, M. & Burden, R. L. (1997).Psychology for Language Teachers. Cambridge,
Cambridge University Press

Winke, P. M. (2005). Promoting motivation in the foreign language classroom. Clear
News, vol.9, issue 2.p.1-12, March 22, 2014, retrieved from
http://clear.msu.edu/clear/newsletter/fall2005.pdf

Zimmerman, B.J., (2000). Self-Efficacy: An Essential Motive to Learn. Contemporary
Educational Psychology, 25, 82-91, Academic Press


http://clear.msu.edu/clear/newsletter/fall2005.pdf

82

APPENDICES

APPENDIX Al

TEACHER MOTIVATIONAL BEHAVIORS QUESTIONNAIRE
Dear students,

This questionnaire was developed to gather data for a thesis being carried out at
Department of English Language Teaching at Ufuk University. The questionnaire aims
to gather data about students’ perceptions of teacher motivational behaviors in language

teaching.

There is no true or false answer for the items in the questionnaire. All the answers and
personal information will be confidential. Your opinions are significant so please read
the questions carefully and answer all the items sincerely. Please, evaluate each and

every item in the light of the statements below.

Motivates me a lot “5”
Motivates me “4”
Makes no effect “3”

Decreases my motivation ~ “2”
Diminishes my motivation “1”

Thank you for your valuable contribution.
Gender: Female () Male () University:
Age: Department:

Teacher’s Lecturing Style

Teacher’s;

1. doing warm-up activities at the beginning of the
lesson

2. making a brief summary of that lesson at the end
of each lesson

3. praising students and telling them “well-done”
when they are successful

4. encouraging students to use the language by
saying “you can do this”

5. using the board in an organized and legible way 5 4 3 2 1

6. sharing her/ his rules and expectations about
her/his lecturing style frankly with the students at thg 5 4 3 2 1
beginning of the term

7. giving more time to students to use language by 5 4 3 2 1
making use of pair and group work activities during
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class time

8. giving importance to seating for effective
language teaching

9. making use of real objects and pictures while
lecturing and teaching vocabulary

10. giving equal importance to each and every
learning experience in the class

11. encouraging students to display their products
created during classroom activities

12. giving examples regarding the daily usage of
language and encouraging students to use these
examples

13. informing students about the learning strategies
for better learning

14. trying hard for students to have positive attitudes
towards learning language

15. encouraging students to take part actively during
the lesson

16. being aware of what s/he does in the class and
trusting her/his knowledge

17. coming to class well-prepared and planned

18. emphasizing the importance of English
frequently

19. including current affairs into her/ his lecture

20. always lecturing in English

21. making use of activities such as games, songs
and participating in these activities

22. making use of certain topics (music, TV, etc.)
that draw students’ attention

23. taking some breaks when students are mentally
exhausted

24. making students aware by telling the objectives
of the activities

25. encouraging students to make oral presentations
in English about various topics (depending on the
topic studied)

26. benefitting from technology such as DVD,
internet, projector

27. having students watch movies in English
language in the classroom and expecting students to
write a summary and comment on the film

28. giving students rewards such as English stories,
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cinema ticket, theatre ticket, etc.

29. giving information about English and American

culture in the class hour 5 4 3 2 !
30. stating the objectives and steps of the lesson at
e 5 4 3 2 1
the beginning of the lesson
31. lecturing in an organized way 5 4 3 2 1
32. giving importance to activities that are for
h 5 4 3 2 1
effective use of language
33. giving importance to activities that are for better
2 5 4 3 2 1
pronunciation
34. making use of activities for teaching vocabulary 5 4 3 2 1
35. asking questions which are appropriate for
, . o 5 4 3 2 1
students’ levels and learning objectives
36. teaching idioms related to daily life 5 4 3 2 1
Teacher’s Personal Features
Teacher’s;
37. putting a smile on her/ his face in the classroom 5 4 3 2 1
38. using her/his mimes while teaching 5 4 3 2 1
39. m_aklng use of her/ his body language while 5 4 3 9 1
teaching
40. being affectionate towards her/ his profession
: A 5 4 3 2 1
and having students feel it
41. being energetic 5 4 3 2 1
42. being open to new ideas 5 4 3 2 1
43. having a sense of humor 5 4 3 2 1
44, giving importance to teacher-student and
student-student interaction based on course 5 4 3 2 1
objectives
45, using time efficiently 5 4 3 2 1
Teacher’s Rapport With Students
Teacher’s;
46. creating a relaxing atmosphere in which students
. . 5 4 3 2 1
can easily exchange ideas
47. knowing her/his students well 5 4 3 2 1
48. displaying friendly behaviors where appropriate 5 4 3 2 1
49. sharing students’ problems by talking to them 5 4 3 2 1
50. being aware of some big events in students’ lives| 5 4 3 2 1
51. calling students by their first names instead of 5 4 3 2 1
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(‘you”
52. sharing personal information with students 5 4 3 2 1
Teacher’s Error Correction and Evaluation Techniques
Teacher’s;
53. informing students that mistakes are natural
. . 5 4 3 2 1
during learning process
54. correcting mistakes with a smiling face and by
S 5 4 3 2 1
motivating students
55. correcting students’ mistakes by talking to them
S 5 4 3 2 1
individually
56. commenting on students’ learning process by 5 4 3 5 1
talking to them individually
57. using an assessment technique through which
. 5 4 3 2 1
students can evaluate their own development
Teacher’s Giving and Evaluating Homework
Teacher’s;
58. stating the objectives of homework s/he gives 5 4 3 2 1
59. giving homework regularly 5 4 3 2 1
60. giving importance to homework that help
students learn and improve themselves 5 4 3 2 1
autonomously
61. assessing students’ homework on time and
o 5 4 3 2 1
giving feedback
62. giving various homework related to different 5 4 3 9 1

skills (writing, listening, language use,etc.)
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APPENDIX A2

MOTIVE EDiCi OGRETMEN DAVRANISLARINI DEGERLENDIRME ANKETI
Sevgili 6grenciler,

Bu anket Ufuk Universitesi Ingiliz Dili Egitimi Yiiksek Lisans Programi’nda yiiriitiilen bir tez
calismasina veri toplamak i¢in hazirlanmistir. Anket, 6gretmenlerin 6grencileri yabanci dil
Ogretiminde motive etmek icin yaptigi davraniglarin 6grenciler tarafindan nasil algiladigi

hakkinda veri toplamay1 amaclamaktadir.

Ankette dogru ya da yanlis cevap yoktur. Verilen tiim cevaplar ve kisisel bilgiler gizli
tutulacak, sadece c¢alisma i¢in kullanilacaktir. Fikirleriniz son derece 6nemlidir, o ylizden tiim
sorular1 dikkatlice okuyunuz ve igtenlikle cevap veriniz. Her bir maddeyi asagidaki ifadelerg

gore degerlendiriniz.

Beni ¢ok motive eder “5”
Beni motive eder “4”
Etkisi yoktur “3”
Motivasyonumu azaltir “2”
Motivasyonumu yok eder “1”

Caligmaya katildiginiz i¢in tesekkdir ederim.
Cinsiyet: Bayan ( ) Erkek ( )  Universite:

Yasimz : Boliim:

Ogretmenin Ders Isleyis Tarzi

Ogretmenin;

1. derse baslarken, dgrencileri derse 1sindirma amagh
etkinliklere yer vermesi

2. her ders sonunda o dersin kisa bir 6zetini yapmasi 5 4 3 2 1

3.0grencileri basarilarindan dolayr vmesi, aferin demesi 5 4 3 2 1

4.6grencileri “yapabilirsin” diyerek dili kullanmaya tesvik
etmesi

5. tahtay: diizenli kullanmas: ve tahtaya okunakl bir sekilde
yazmasi

6. ders isleyisi ile iligkili kurallarini ve beklentilerini donem
basinda 6grencilerle agik bir sekilde paylasmasi

7. derste ikili ve grup ¢alismalarina/etkinliklere yer vererek
ogrencilere dili kullanmak i¢in daha fazla zaman vermesi
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8. etkin bir dil 6gretimi i¢in oturma diizenine 6nem vermesi 5 4 3 2 1
9. gerek ders anlatirken gerekse sozciik dgretirken gergek 5 4 3 5 1
nesnelerden, resimlerden yararlanmasi
10. sinif iginde gerceklesen her 6grenme deneyimini esit
- ) R ] 5 4 3 2 1
diizeyde 6nemli gérmesi
11. sinif igi etkinliklerde iretilen drinleri stmf ortaminda
. . . 5 4 3 2 1
sergilemeye tesvik etmesi
12. dilin giinlik yasamdaki pratik kullanimina yonelik 6rnekler
LA . X . 5 4 3 2 1
vererek 6grencilerini bunlari kullanmasi igin tesvik etmesi
13. dili daha iyi 6grenmeye yonelik 6grenme stratejileri
e . 5 4 3 2 1
konusunda bilgilendirmesi
14. 6grencilerin dil 6grenmeye yonelik olumlu tutumlar 5 4 3 2 1
gelistirmesi i¢in gayret gostermesi
15. ders sirasinda 6grencilerin yogun bir sekilde derse
< 5 4 3 2 1
katilimimi saglamaya ¢alismasi
16. derste ne yaptigini biliyor olmasi ve bilgisine giivenmesi 5 4 3 2 1
17. derse planl ve donanimli gelmesi 5 4 3 2 1
18. Ingilizcenin 6nemini sik sik vurgulamasi 5 4 3 2 1
19. dersinde giincel hayatla ilgili bilgilere yer vermesi 5 4 3 2 1
20. ders esnasinda siirekli ingilizce konusmas: 5 4 3 2 1
21. oyun, sarki gibi etkinliklerden yararlanmas: ve bunlara
7 5 4 3 2 1
kendisinin de katilmasi
22. dgrencinin ilgisini ¢eken konulara (miizik, TV, sinema vs.)
- . 5 4 3 2 1
dersinde yer vermesi
23. ogrenciler zihnen yoruldugunda mola vermesi 5 4 3 2 1
24. 6grencilere etkinliklerin amacini anlatip onlar:
o : . 5 4 3 2 1
bilinglendirmesi
25. dgrencilerin gesitli konularda (islenen konuya bagl olarak) 5 4 3 2 1
Ingilizce sozlii sunular yapmalarini saglamasi
26. sinifta ders islerken teknolojiden (DVD, internet, yansitici)
5 4 3 2 1
faydalanmasi
27. ingilizce film izletmesi, izlenilen filmler hakkinda 6zet
yazdirmasi ve film hakkinda sézel yorumlar yapmalarini 5 4 3 2 1
istemesi
28. 6grencilere odiiller vermesi (ingilizce hikaye kitabs, tiyatro
oo " 5 4 3 2 1
bileti, sinema bileti vs.)
29. derslerinde ingiliz ve Amerikan kiiltiirii hakkinda bilgi 5 4 3 2 1
vermesi
30. ders basinda dersin amacini ve asamalarini belirtmesi 5 4 3 2 1
31. dersi belli bir diizen igerisinde islemesi 5 4 3 2 1
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32. dili etkin bir bigimde kullandirmaya yonelik etkinliklere

agirlik vermesi 5 4 3 2 !
33. telaffuz gelisimine yonelik etkinliklere 6nem vermesi 5 4 3 2 1
34. sozciik ogretimine yonelik calistirmalar yaptirmasi 5 4 3 2 1
35 sordugu sorularin 6grenme amaglari ve égrencilerin 5 4 3 2 1
diizeylerine uygun olmasi
36. giinliik yasamla ilgili deyimler 6gretmeye ¢alismasi 5 4 3 2 1
Ogretmenin Bireysel
Ozellikleri
Ogretmenin;
37. sinif iginde giiler yiizlii olmasi 5 4 3 2 1
38. konuyu anlatirken yiiz mimiklerini kullanmasi 5 4 3 2 1
39. konuyu anlatirken viicut dilinden yararlanmasi 5 4 3 2 1
40. meslegini sevdigini 6grencilere hissettirmesi 5 4 3 2 1
41. enerjik olmast 5 4 3 2 1
42. yeni fikirlere agik olmasi 5 4 3 2 1
43. mizah anlayisina sahip olmasi 5 4 3 2 1
44, ders amaglarina uygun ogretmen-6grenci, 6grenci-ogrenci
arasindaki etkilesime onem vermesi 5 4 3 2 1
45. zaman etkin bir sekilde kullanmasi 5 4 3 2 1
Ogretmenin Ogrencilere Yaklasimi
Ogretmenin;
46. ogrencilerin fikirlerini rahatca paylasabilecegi bir sinif 5 4 3 5 1
ortami saglamasi
47. dgrencilerini iyi tanimasi 5 4 3 2 1
48. ogrencilere yeri geldiginde arkadasca davranmasi 5 4 3 2 1
49. ogrencilerle sohbet ederek onlarin sikintilarini paylagsmas: | 5 4 3 2 1
50. dgrencilerin hayatlarindaki 6nemli gelismelerden haberdar 5 4 3 2 1
olmasi
51. 6grencilere “sen” yerine ismiyle hitap etmesi 5 4 3 2 1
52. dgrencilerle kendisi hakkinda bilgiler paylagsmasi 5 4 3 2 1
Ogretmenin Degerlendirme Yoéntemleri ve Hatalara Kars1 Yaklasim
Ogretmenin;
53. 6gren§:ilere hatalarin 6grenme siirecinde normal oldugunu 5 4 3 2 1
soylemesi
54.hatalart giilimseyerek, 6grenciyi rencide etmeden 5 4 3 2 1

duzeltmesi
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55. dgrencilerin yaptiklar: hatalar: bire bir gortiserek

diizeltmeye ¢alismasi 5 4
56. 6grencilerin genel gidisatlarini bire bir goriserek

- L T 5 4
degerlendirip onerilerde bulunmasi
57. dgrencilerin kendi gelisimlerini degerlendirip gorecekleri 5 4

bir degerlendirme yontemi kullanmasi

Ogretmenin Odev Vermesi ve Degerlendirmesi

Ogretmenin,

58. verdigi 6devlerin amacini belirtmesi 5 4
59. diizenli olarak ddev vermesi 5 4
60. 6grencinin Ingilizceyi kendi kendine 6grenmesini ve 5 4
gelistirmesini saglayacak ddev calismalarina 6nem vermesi

61. ogrencilerin 6devlerini zamaninda degerlendirmesi ve geri 5 4
doniit vermesi

62. farkli becerilere (yazma, okuma, dilbilgisi, vb.) yonelik 5 4

odevler vermesi
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APPENDIX B1

English Version of Interview

1-Do you believe that there is a close link between teacher’s lecturing style and

student motivation? Can you explain your opinions by giving examples?

Studentl: Sometimes we are so bored that we cannot listen to our teacher or friends at
that time. It becomes very difficult to concentrate on the lesson and we want to take a
break.

Student 2: When we have a break, we feel relaxed and it becomes easy to come back to
the class then.

Student 3: | think teachers should use interesting topics in the classroom. We like the
topics that are related to our interests more because we learn some new things about

ourselves with the help of these topics too.

Student 4: When the teacher uses songs or videos during the lesson, it becomes more
interesting for us. Watching or hearing something interesting makes the lesson more
interesting | think. Also, watching films is good but I just want to watch the film,

making comments or summaries after the film makes me anxious.

Student 5: | want to express my opinion about seating in the classroom. I think a student
should choose his/her seat in the classroom, sometimes I don’t want to sit on the place

where my teacher chooses.

Student 6: Seating in a different place doesn’t affect my learning. This situation is not
important for me; I mean sitting in a different place doesn’t have a positive effect on my

learning.

Student 7: I don’t want our teacher to speak English all the time in the classroom. When
we don’t understand what our teacher says, we feel stressed. We think that we miss

some important points while our teacher speaks English all the time.

Student 8: | want to hear the Turkish means of some words, if | cannot understand the

explanations, | lose my concentration.
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Student 9: When the teacher lays emphasis on the importance of English most of the

time, it becomes demotivating for me.

Student 10: We are the individuals who know the necessity and importance of English

so we don’t like hearing the same things from the teacher all the time.

Student 11: We don’t need to know the culture of the target language; we are not
studying at a department which is related to English so much so we don’t want to learn

about the culture.

Student 12: | feel anxious while doing something like speaking in front of my teacher or
friends. Also, sometimes, while I’'m watching an English film I cannot understand what
a character says, and | cannot concentrate on the rest of the film and I cannot understand

what is happening in the film.

Student 13: Sometimes our friends make fun of us when we make mistakes in class. So

I don’t want to be embarrassed by them in front of a lot of people.

Student 14: I don’t feel more motivated when my teacher tells his/her expectations and

rules. In my opinion, this is not related to my motivation.

Student 15: Sometimes I don’t want to take part actively in the lesson, I just want to
listen to the teacher, for example, being forced to speak in front of the people makes me
stressful.

Student 16: In my opinion, rewards are not important, and taking a reward doesn’t
affect my motivation positively and that my teacher’s saying “well-done” to me doesn’t

affect my motivation much.

2-What do you think about a teacher’s personal features? Does a teacher’s
reflecting his/her personal features in the classroom make you more motivated?

Can you give examples?

Student 1: I feel more relaxed when my teacher smiles at me and I don’t feel anxious

while I’m answering the questions.

Student 2: If my teacher smiles in the class, | like him/her more and | like lessons too

and | feel more enthusiastic about English.
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Student 3: | think a teacher should be open to new ideas because it also means that
he/she gives importance to our ideas too.

Student 4: If a teacher is open to new ideas, we feel more relaxed and comfortable when

we express our ideas about something.

Student 5: When a teacher becomes open to new ideas, it becomes easy to suggest

something when we think it would be interesting or useful.

Student 6: | like energetic teachers. Energetic teachers always move in the classroom
and they use their body languages while they are talking or teaching something. So

while I’'m listening to my teacher, I feel more motivated.

Student 7: In my opinion, teachers affect their students positively or negatively with

their behaviors so energetic teachers have energetic students like themselves.

Student 8: | think teachers should use humor in the classroom. In my opinion, a
teacher’s having a sense of humor shows his/her enthusiasm about the lesson and this

affects our motivation in a positive way.

Student 9: When | lose my concentration and my teacher makes us smile with a joke, |

can concentrate on the lesson again, | mean | become motivated again.

Student 10: | believe that miming has an important role in lessons. It becomes easy to

understand the words and sentences when our teacher uses mimes.

Student 11: Using some facial expressions of our teacher makes me more interested in
the topic and the lesson. If our teacher just talks without using any mimes or non-verbal

behaviors, | get bored.

Student 12: | want to hear some sentences from the teacher to be sure of the thing I
have learned.

Student 13: Teachers should use pair or group works in the classroom. Talking to my

friend is really good and I like talking to my friends because | feel relaxed.

Student 14: | want to see a smiling and an energetic teacher in my classroom. Then |
feel better.

Student 15: | think a teacher should use his/her mimics and body language effectively

during the lesson.
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Student 16: | think a teacher should smile in the lesson and also, he/ she should use time
effectively.

3- Is teacher’s rapport with students important in the classroom? Does it affect

student motivation in a positive or negative way? Can you give examples?

Student 1: | cannot talk to a strict teacher and | cannot feel relaxed in a tense classroom

climate because | forget the things that I should know and I cannot say a word.

Student 2: 1 think teachers should be friendly. Friendly teachers are always like friends

and they give confidence to us. We feel happy and relaxed in the classroom.

Student 3: We don’t feel anxious and we feel more enthusiastic when we have a teacher

whose behaviors are friendly to us.

Student 4: I don’t want to share the important events in my life with anyone else and

also with my teacher, because it is unnecessary.

Student 5: I don’t believe that my motivation increases when my teacher shares personal

information about his/her life with us.
Student 6: | want to have a teacher who is friendly with us.

Student 7: I don’t have any idea about a teacher’s knowing a student well but his/her

behaving friendly to students has a positive effect on their motivation | think.

Student 8: I don’t want to study with a teacher who is always angry in the classroom

and | want my teacher to know my name also.

Student 9: I think knowing personal information about my teacher doesn’t affect my

motivation.

Student 10: T don’t want to share big events in my life with my teacher. I think this

doesn’t affect my motivation positively.

Student 11: | want my teacher to know me well and I want him/her to be a friendly

teacher.

Student 12: | think, teachers and students should get on well. They both should be

friendly and understanding to each other. So students can be more motivated.
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Student 13: Teachers should let students express their opinions comfortably. They
should be friendly.

Student 14: I don’t want my teacher to know big events in my life and I don’t want to

learn personal information about my teacher.
Student 15: | think sharing my problems with my teacher is unnecessary.

Student 16: | believe that a teacher should know his/her students well.

4-What do you think about “teacher’s error correction and evaluation
techniques”? Do you believe that there is a strong relationship between motivation
and teacher’s way of correction and evaluation technique? Can you state your

ideas giving examples?

Student 1: I feel stressful when teachers correct my mistakes in a strict way. I don’t

want to answer a question next time.

Student 2: The way that teacher use in correcting mistakes is important for me. If | feel

that he/she is angry with me | feel humiliated and it demotivates me.
Student 3: If my teacher corrects my mistakes in a strict way, my motivation decreases.
Student 4: | want my teacher to talk to me individually about my mistakes.

Student 5: | think that a teacher can make students more motivated when he/she corrects
the mistakes without offending them.

Student 6: A teacher should think his/her students’ feelings, and he/she shouldn’t offend

them in the classroom.

Student 7: | think teachers should tell students that making mistakes is normal in

learning.
Student 8: I think teachers should correct mistakes by smiling and motivating them.

Student 9: A teacher should always smile in the classroom especially while he/she is

correcting mistakes.

Student 10: A teacher should make students believe that mistakes are natural in

learning.
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Student 11: I feel stressful while I’'m answering a question. If my teacher smiles I feel

better.
Student 12: | want my teacher to comment on my answers with a smiling face.

Student 13: | feel demotivated if my teacher gets angry when he/she is correcting our

mistakes.

Student 14: | think correcting mistakes with a smiling face is important and it affects

motivation positively.
Student 15: The teacher can talk to me individually when I make a mistake.

Student 16: As a student, | want to see a smiling teacher when | make a mistake.
Otherwise, | feel demotivated.

5- How does “teacher’s giving and evaluating homework” affect student
motivation? What do you think about this issue? Can you explain your opinions by

giving examples?

Student 1: I don’t believe that the homework is beneficial for me. I feel very tired after

school and I don’t want to do homework then.

Student 2: | think that I’m old enough to know when to study. I want to study when I

want, [ don’t want to be forced to do homework by my teacher.

Student 3: I don’t like homework, sometimes it becomes difficult to finish it on time

and we may get low marks because of this reason.

Student 4: I don’t want my teacher to give homework regularly because I don’t like

homework.
Student 5: When my teacher gives homework, I don’t feel more motivated.

Student 6: A teacher can state the objectives of homework; I think that helps us to

understand the homework better.

Student 7: A teacher’s assigning homework doesn’t motivate me, because I want to

study my lessons when | want.
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Student 8: I believe that I'm old enough to decide when to study so homework doesn’t

motivate me.

Student 9: | think a teacher’s giving homework related to different skills can be

motivated for us.

Student 10: I don’t like homework so I don’t want my teacher to give us homework.
Student 11: | think homework is beneficial for us and it motivates me.

Student 12: | think doing homework is boring so it doesn’t motivate me.

Student 13: When my teacher gives us homework which is not related to my interest, |

don’t want to do it and it demotivates me.

Student 14: | believe that teachers should give feedback about homework. If students

learn their mistakes they can do better next time so | think that this is motivating for us.
Student 15: I don’t like homework. It is not motivating.

Student 16: Homework helps us to remember the subjects and learn better, | think it is

motivating.
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APPENDIX B2

Turkish Version of the Interview

1.0gretmenin ders isleyis tarzi ile 6grenci motivasyonu arasinda yakin bir iliski

oldugunu diisiinityor musunuz? Diisiincelerinizi 6rneklerle aciklayabilir misiniz?

Ogrenci 1: Bazen o kadar ¢ok sikiliyoruz ki o zaman arkadaslarimizi veya
O0gretmenimizi dinleyemiyoruz. Derse yogunlagsmak ¢ok zor oluyor ve ara vermek

istiyoruz.

Ogrenci 2: Ara verdigimizde dinlenmis hissediyoruz ve o zaman derse dénmek kolay

oluyor.

Ogrenci 3: Bence dgretmenler sinifta ilging konular kullanmalilar. Kendi ilgilerimize
yonelik konular1 daha ¢ok seviyoruz ¢iinkii bu konular sayesinde kendimizle ilgili yeni

seyler 6greniyoruz.

Ogrenci 4: Ogretmen simifta sarki veya video kullandiginda bizim igin daha ilging
oluyor. Ilging bir sey gérmek ya da duymak bence dersi daha ilging yapiyor. Ayrica
film izlemek de gilizel ama sadece filmi izlemek istiyorum, filmden sonra yorum

yapmak ya da 6zetlemek beni gerginlestiriyor.

Ogrenci 5: Oturma diizeni ile ilgili yorum yapmak istiyorum. Bence bir &grenci

oturacag yeri kendi segmeli, ben bazen 6gretmenin sectigi yerde oturmak istemiyorum.

Ogrenci 6: Farkli bir yerde oturmak benim 6grenmemi etkilemez. Bu durum benim igin
onemli degil, yani farkli bir yerde oturmanin benim 6grenmem iizerinde olumlu bir

etkisi yoktur.

Ogrenci 7: Ben ogretmenimizin simifta siirekli Ingilizce konusmasini istemiyorum.
Ogretmenimizin ne dedigini anlamadigimiz zaman, gergin hissediyoruz. Ogretmenimiz

siirekli Ingilizce konustugu zaman bazi noktalar1 kagirdigimizi diisiiniiyoruz.

Ogrenci 8: Baz1 kelimelerin Tiirkge anlamlarimi duymak istiyorum, eger aciklamalar

anlayamazsam konsantremi kaybediyorum.

Ogrenci 9: Ogretmen Ingilizcenin énemini ¢ok vurguladigi zaman bu benim sevkimi

kiryor.



98

Ogrenci 10: Bizler ingilizce’nin gerekliligini ve 6nemini bilen bireyleriz bu yiizden

ogretmenden siirekli ayni seyleri duymaktan hoglanmiyoruz.

Ogrenci 11: Ogrendigimiz dilin kiiltiiriinii bilmemize gerek yok, Ingilizceyle ¢ok alakali

bir boliimde okumuyoruz o yiizden kiiltiirle ilgili bir sey 6grenmek istemiyoruz.

Ogrenci 12: Ogretmenimin ya da arkadaslarimin 6niinde konusmak gibi seyler beni
endiselendiriyor. Ayn1 zamanda bazen Ingilizce film izlerken karakterin ne dedigini
anlamiyorum, filmin geri kalanina konsantre olamiyorum ve filmde ne oldugunu

anlayamiyorum.

Ogrenci 13: Bazen arkadaslarimiz smifta yanlis yaptiimizda bizimle dalga geciyorlar.

Bu yiizden bir¢ok insan 6niinde onlar tarafindan utandirilmak istemiyorum.

Ogrenci 14: Ogretmenim beklentilerini ve kurallarmi sdyledigi zaman daha motive

hissetmiyorum. Bence bu motivasyonumla alakali degil.

Ogrenci 15: Ben bazen smifta aktif olarak katilmak istemiyorum, sadece dgretmeni

dinlemek istiyorum, 6rnegin, insanlar dniinde konusmaya zorlanmak beni geriyor.

Ogrenci 16: Bence odiiller énemli degil ve bir 6diil almak benim motivasyonumu
olumlu bir sekilde etkilemez ve Ogretmenimin bana aferin demesi benim

motivasyonumu ¢ok etkilemez.

2. Ogretmenin bireysel ozellikleri hakkinda ne diisiiniiyorsunuz? Ogretmenin
sinifta bireysel ézelliklerini yansitmas: sizi daha fazla motive eder mi? Ornekler

veriniz.

Ogrenci 1: Ogretmenim bana giilimsedigi zaman daha rahat hissediyorum. Sorular:

cevaplarken gergin hissetmiyorum.

Ogrenci 2: Eger dgretmen smifta giiliimserse, onu ve dersleri daha ¢ok severim ve

Ingilizce’ye kars1 daha istekli olurum.

Ogrenci 3: Bence bir 6gretmen yeni fikirlere kars1 agik olmali ¢iinkii bu ayn1 zamanda

bizim fikirlerimize de 6nem verdigini gosterir.

Ogrenci 4: Eger bir 6gretmen yeni fikirlere karsi acik olursa, herhangi bir seyle ilgili

goriislerimizi agiklarken daha rahat hissederiz.
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Ogrenci 5: Bir 6gretmen yeni fikirlere agik oldugu zaman, faydali ya da ilging oldugunu

diisiindiigiimiiz seyleri 6nermek kolay olur.

Ogrenci 6: Enerjik Ogretmenleri seviyorum. Enerjik ogretmenler siirekli sinifta
dolasiyorlar ve konusurken veya bir seyler Ogretirken viicut dillerini kullaniyorlar

boylece 6gretmenimi dinlerken daha motive hissediyorum.

Ogrenci 7: Bence, dgretmenler davranislariyla dgrencileri olumlu ya da olumsuz yonde

etkilerler bu yiizden enerjik 6gretmenlerin kendileri gibi enerjik 6grencileri olur.

Ogrenci 8: Bence dgretmenler sinifta mizah kullanmalilar. Benim diisiinceme gore,
mizah anlayigina sahip bir 6gretmen dersine kars1 hevesli oldugunu gosterir ve bu bizim

motivasyonumuzu olumlu bir sekilde etkiler.

Ogrenci 9: Konsantrasyonumu kaybettigim zaman ve gretmen bana bir saka yaparak

giiliimsedigi zaman derse tekrar konsantre olabilirim yani tekrar motive olabilirim.

Ogrenci 10: Derslerde taklit yapmanmn o6nemli bir yeri oldugunu diisiiniiyorum.

Ogretmenimiz taklidi kullandig1 zaman kelimeleri ve ciimleleri anlamak kolay oluyor.

Ogrenci 11: Ogretmenin bazi yiiz ifadeleri kullanmasi konuya ve derse kars1 daha ilgili
olmami sagliyor. Eger 6gretmenimiz taklit veya sdzel olmayan davranislart kullanmaz

ve sadece konusursa sikiliyorum.

Ogrenci 12: Ogrendigim seyden emin olmak icin dgretmenden bazi ciimleler duymak

istiyorum.

Ogrenci 13: Ogretmenler sinifta iki kisilik veya daha fazla kisiden olusan grup
caligmalar1 kullanmalilar. Arkadasimla konusmak gergekten ¢ok giizel ve rahat

hissettigim icin arkadaslarimla konusmay1 seviyorum.

Ogrenci 14: Smifimda giiler yiizlii ve enerjik bir 6gretmen gérmek isterim. Oyle oldugu

zaman daha iyi hissederim.

Ogrenci 15: Bence bir dgretmen ders esnasinda mimiklerini ve viicut dilini etkili bir

sekilde kullanmali.

Ogrenci 16: Bence bir 6gretmen derste giilimsemeli ve ayn1 zamanda zamani etkili

kullanmal.
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3. Sizce smifta oOgretmenin oOgrencilere yaklasimi onemli mi? Bu o6grenci

motivasyonu olumlu mu yoksa olumsuz mu etkiler? Ornek verebilir misiniz?

Ogrenci 1: Kati bir dgretmenle konusamam ve gergin bir simif ortaminda rahat

hissedemem c¢linkii sdylemem gerekenleri unuturum ve bir kelime bile sdyleyemem.

Ogrenci 2: Bence 6gretmenler dost canlist olmali, dost canlis1 dgretmenler hep arkadas

gibidirler ve bize giiven verirler. Sinifta mutlu ve rahat hissederiz.

Ogrenci 3: Eger davranislar bizlere kars1 arkadasca olan bir gretmenimiz olursa gergin

hissetmeyiz ve daha hevesli oluruz.

Ogrenci 4: Hayatimdaki &nemli olaylari hi¢ kimse ile hatta &gretmenimle bile

paylagsmak istemem c¢ilinkii gereksiz.

Ogrenci 5: Ogretmenimin hayat: ile ilgili kisisel bilgileri bizimle paylastigi zaman

motivasyonumun yiikseldigine inanmiyorum.
Ogrenci 6: Dost canlisi bir 6gretmenim olsun istiyorum.

Ogrenci 7: Bir dgretmenin Ogrencisini iyi tanimasi ile ilgili bir fikrim yok ama
Ogretmenin Ogrencilerine dost¢a davranmasinin 6grencilerin motivasyonu iizerinde

olumlu etkisi oldugunu diisiiniiyorum.

Ogrenci 8: Sinifta siirekli sinirli olan bir dgretmenle ¢alismak istemem ve ayn1 zamanda

O0gretmenimin adimi1 bilmesini isterim.

Ogrenci 9: Bence 6gretmenle ilgili kisisel bilgileri bilmek motivasyonumu etkilemez.

Ogrenci 10: Hayatimdaki 6énemli olaylar1 dgretmenimle paylasmak istemem. Bence bu

benim motivasyonumu olumlu bir sekilde etkilemez.

Ogrenci 11: Ogretmenimin beni iyi tammmasini ve aymi zamanda dost canlis1 bir

O0gretmen olmasini isterim.

Ogrenci 12: Bence dgretmenler ve dgrenciler iyi anlasmali. Birbirlerine kars1 arkadasca

ve anlayislt olmalilar. Bdylece 6grenciler daha ¢ok motive olabilir.

Ogrenci 13: Ogretmenler Ogrencilerin diisiincelerini rahatca agiklamalarma izin

vermeliler. .Ayni zamanda dost canlis1 olmalilar.
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Ogrenci 14: Hayatimdaki onemli gelismeleri 6gretmenimin bilmesini istemem ve

ogretmenimle ilgili kisisel bilgileri 6grenmek istemem.
Ogrenci 15: Bence problemlerimi dgretmenimle paylasmak gereksiz.

Ogrenci 16: Bir dgretmenin dgrencilerini iyi tanimasi gerektigine inaniyorum.

4. Ogretmenin degerlendirme yontemleri ve hatalara karsi yaklasimi konusunda
ne diisiiniiyorsunuz? Ogretmenin degerlendirme yontemleri ve hatalara kars:
yaklasimi ile motivasyon arasinda gii¢lii bir bag olduguna inaniyor musunuz?

Fikirlerinizi orneklerle aciklayimz.

Ogrenci 1: Ogretmenler yanhslarimi kati bir sekilde diizelttikleri zaman gergin

hissediyorum. Bir dahaki sefere sorular1 cevaplamak istemiyorum.

Ogrenci 2: Ogretmenin hatalar1 diizeltme sekli benim igin énemli. Eger bana kizdigmi

hissedersem asagilanmig hissederim ve bu benim sevkimi kirar.

Ogrenci 3: Eger dgretmenim yanlislarimi sert bir sekilde diizeltirse motivasyonum

diiser.
Ogrenci 4: Ogretmenimin hatalarimla ilgili benimle kisisel olarak konusmasini isterim.

Ogrenci 5: Bence bir 6gretmen ogrencilerinin hatalarin1 onlar1 rencide etmeden

diizeltirse onlar1 daha ¢ok motive edebilir.

Ogrenci 6: Bence bir 6gretmen dgrencilerinin duygularmi géz éniinde bulundurmali ve

onlar sinifta rencide etmemeli.

Ogrenci 7: Bence dgretmenler 6grencilere 0grenmede hata yapmanin normal oldugunu

sOylemeliler.

Ogrenci 8: Bence Ogretmenler hatalar1 giiliimseyerek ve ogrencileri motive ederek

diizeltmeliler.
Ogrenci 9: Bir dgretmen sinifta daima giilimsemeli 6zellikle de hatali diizeltirken.
Ogrenci 10: Bir gretmen dgrencilere hatalarin 6grenmede dogal olduguna inandirmal.

Ogrenci 11: Bir soru cevaplarken gergin hissediyorum. Eger dgretmenim giiliimserse

daha iyi hissederim.
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Ogrenci 12: Ogretmenimin cevaplarima giiliimseyen bir yiizle yorum yapmasini isterim.
Ogrenci 13: Ogretmenimiz yanhslarimiz1 diizeltirken kizarsa sevkimiz kiriliyor.

Ogrenci 14: Bence hatalar1 giiliimseyen bir yiizle diizeltmek onemli ve motivasyonu

olumlu olarak etkiler.
Ogrenci 15: Ben hata yaptigim zaman 6gretmen benimle kisisel olarak konusabilir.

Ogrenci 16: Bir 6grenci olarak hata yaptigimda giiliimseyen bir dgretmen gormek

isterim. Aksi takdirde sevkim kirilir.

5. Ogretmenin 6dev vermesi ve degerlendirmesi 6grenci motivasyonunu nasil
etkiler? Bu konuda ne diisiiniiyorsunuz? Diisiincelerinizi oOrnek vererek

aciklayabilir misiniz?

Ogrenci 1: Odevin benim i¢i faydali olduguna inanmiyorum. Okuldan sonra yorgun

hissediyorum ve 6dev yapmak istemiyorum.

Ogrenci 2: Ne zaman calisacagimi bilecek kadar olgun oldugumu diisiiniiyorum.
Istedigim zaman ¢aligmak isterim ve dgretmenim tarafindan 6dev yapmaya zorlanmak

istemem.

Ogrenci 3: Odevden hoslanmiyorum bazen ddevi vaktinde bitirmek zor oluyor bu

yiizden diisiik notlar alabiliyoruz.

Ogrenci 4: Ogretmenimin diizenli olarak ddev vermesini istemiyorum ciinkii 6devden

hoslanmiyorum.

Ogrenci 5: Ogretmen ddev verdigi zaman daha motive olmus hissetmiyorum.

Ogrenci 6: Ogretmen 6devin amagclarim belirtebilir bence bu 6devi daha iyi anlamamiza

yardimc1 olur.

Ogrenci 7: Bir 6gretmenin ddev vermesi beni motive etmez ¢iinkii ben istedigim zaman

ders c¢alismak isterim.

Ogrenci 8: Ben ne zaman ders calisacagima karar verecek kadar olgun olduguma

inantyorum o yiizden 6dev beni motive etmez.
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Ogrenci 9: Bence dgretmenin farkli becerilerle ilgili 6dev vermesi bizim i¢in motive

edici olabilir.

Ogrenci 10: Odevden hoslanmiyorum bu yiizden &gretmenin bize ddev vermesini

istemiyorum.

Ogrenci 11: Odevlerin bizim igin yararli oldugunu diisiiniiyorum ve bu beni motive

ediyor.

Ogrenci 12: Odev yapmanin sikict oldugunu diisiiniiyorum ve ddev yapmak beni motive
etmiyor.

Ogrenci 13: Ogretmenimiz ilgim disinda bir konuyla ilgili 6dev verdiginde, ddevi
yapmak istemiyorum ve bu benim sevkimi kiriyor.

Ogrenci 14: Ogretmenlerin ddevlerle ilgili doniit vermeleri gerektigine inanryorum.

Eger 6grenciler hatalarini 6grenirlerse bir dahaki sefere daha 1yi yapabilirler bu yiizden

bunun bizim i¢in motive edici oldugunu diisiiniiyorum.
Ogrenci 15: Odevi sevmiyorum. Motive edici degil.

Ogrenci 16: Odev, konular1 hatirlamamiza ve daha iyi §grenmemize yardimei oluyor,

6devin motive edici oldugunu diisiiniiyorum.
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