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The present thesis study aims to deepen our understanding on teacher motivation by
embracing Goal Orientation Theory. Because of its being a recent motivation theory for
teachers, there are a few studies focusing on goal orientations for teaching. This issue has
been scarcely investigated especially for English language teachers or in-service teachers
working in Turkish context. The study mainly focuses on English language teachers’ goal
orientations for teaching, namely, ability-approach, mastery, work avoidance and relational
goals for teaching. Another concern of the study is to seek for any relations with the type of
school that teachers work at and with the years of teaching experience. Considering the lack
of comprehensive studies on teacher motivation, the researcher adopted a mixed methods
research design. Accordingly, to investigate insights of teacher motivation, quantitative data
was collected from 190 in-service English language teachers working in state schools and

qualitative data was collected by interviewing with 9 volunteer teachers. Collected data was



analyzed via SPSS and content analysis. The results demonstrated that in-service English
language teachers reported highest scores in mastery and ability approach goals and lowest in
work avoidance goals. Furthermore, state school English language teachers with less than 5
years of experience have significantly higher strivings to develop themselves professionally.
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HIiZMET iCi INGILiZCE OGRETMENLERININ OGRETMEYE YONELIiK HEDEF
YONELIM ALGILARI: BIR KARMA YONTEM CALISMASI

Mevcut tez ¢aligmast Hedef Yo6nelimi Teorisini benimseyerek 6gretmen motivasyonu
konusundaki bilgimizi derinlestirmeyi amaglamaktadir. Ogretmenler i¢in giincel bir teori
olmasindan dolay1, 6gretmeye yonelik hedef yonelimleri iizerine az sayida ¢alisma
bulunmaktadir. Bu konu 6zellikle yabanci dil olarak Ingilizce 6gretmenleri veya Tiirkiye
baglaminda c¢alisan hizmet-i¢i 6gretmenler i¢in nadiren arastirilmistir. Bu ¢alisma temel
olarak yabanci dil olarak Ingilizce 6gretmenlerinin 6gretmeye yonelik hedef yonelimlerine
odaklanmaktadir. Adlandirmak gerekirse bunlar; beceri-yaklagimi, ustalik, isten kaginma ve
ogrenci iligkileridir. Arastirmacinin bir diger diisiincesi ise 6gretmenlerin hedef
yonelimlerinin okul tiirii ile ve mesleki deneyim siireleri ile bir iligkisi olup olmadigidir.
Aragtirmaci kapsamli ¢aligmalarin olmadigini diisiinerek karma yontem modelini kullanmistir.
Buna uygun olarak, 6gretmen motivasyonunun i¢ yiiziinii arastirmak icin, niceliksel veri

devlet okullarinda hizmet vermekte olan 190 yabanci dil 6gretmeninden ve niteliksel veri ise



9 goniillii 6gretmen ile yapilan miilakatlardan toplanmistir. Toplanan nicel verilerin SPSS
istatistik programu ile analizi ve nitel verilerin igerik tahlili yapilmistir. Sonuglar hizmet i¢i
Ingilizce 6gretmenlerinin en fazla ustalik ve beceri yaklasimi hedef yénelimleri oldugunu ve
en az isten kaginma hedef yoneliminde oldugunu gostermektedir. Buna ek olarak, bulgular 5
yildan az 6gretmenlik tecriibesi olan Ingilizce 6gretmenlerinin kendilerini mesleki olarak
gelistirmek icin daha fazla ¢abaladiklarini gostermektedir.

Anahtar kelimeler: yabanci dil olarak Ingilizce, 6gretmeye yonelik hedef yonelimleri,
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Chapter 1
Introduction
1.1. Background of the Study

Goal orientation approach to motivation was proposed by Elliot and Dweck (1988).
Since then it has been an intensely investigated issue for learners. However, goal orientations
for teaching are relatively a current issue. Butler (2007) proposed to set a framework from a
goal orientation theory perspective for teacher motivation believing that school environment
was not only an achievement place for learners but also for teachers. In other words, teachers
also desire achievement in their professional lives. Even though goal orientation approach is
one of the most systematically studied approaches to teacher motivation from then on (thanks
to studies of Butler 2007, 2012; Butler & Shibaz, 2008, 2014; Retelsdorf, Butler, Streblow &
Schiefele, 2010; Nitsche, Dickhauser, Fasching & Dresel, 2011; Malmberg, 2008; Fasching,
Dresel, Dickhauser & Nitsche, 2010), there is still a lack of literature that would provide a
deeper understanding of teacher motivation from goal orientation perspective. Specifically,
there are only a few studies in the Turkish context, and studies on English as a foreign
language teachers’ (EFL henceforth) goal orientations for teaching are even scarcer.

Therefore, this theoretical approach constitutes the backbone of the current thesis study.
1.2. Purposes of the Study

The study expands our knowledge on teacher motivation in two ways: firstly, it
investigates English language teachers’ goal orientations for teaching, as Malmberg (2008)
and Dornyei (2005) stated, there is a gap in literature about motivational patterns of teachers.
Additionally, Butler (2007) signified that goal orientation theory for teaching should be
embraced by other researchers to understand teacher motivation, because it has the “potential

for opening new avenues of inquiry into teachers’ motivation for teaching, teachers’



influences on students, and school influences on both teachers and teaching” (Butler, 2007, p.
251). Sparked by all these then, the present study attempts to identify English language
teachers’ goal orientations for teaching. Secondly, it offers insights into English language
teachers’ goal orientations for teaching with a specific reference to years of teaching
experience and types of schools that teacher work at. Teaching experience was investigated as
an important variable in teachers’ goal orientations by many (Butler, 2007; Retelsdorf et al.,
2010; Saban & Yildizli, 2016). However, research produced controversial findings in relation
to different aspects of goal orientations for teaching (Butler, 2007; Retelsdorf et al., 2010;
Saban & Yildizli, 2016). Therefore, there seems to be a need for further studies that would
help expand our knowledge about a possible relationship between years of teaching
experience and goal orientations for teaching. As mentioned before, another objective of the
study is to deepen our understanding as to the effect of school types that the teachers are
teaching at and their goal orientations. The significance of work place led many researchers to
investigate its effect on teachers’ motivation (Cho & Shim, 2013; Butler, 2007; Gokge, 2008;
Midgley, Anderman & Hicks, 1995; Retelsdorf et al., 2010; Saban & Yildizli, 2016).
Midgley, Anderman and Hicks (1995) state that investigating school types might help
educational authorities and policy makers develop alternative ways for making the required
changes in teacher education policies and practices to increase teacher motivation. Moreover,
many studies on teacher motivation preferred a quantitative method design (Han & Yin, 2016;
Viseu, Jesus, Rus & Canavarro, 2016). More qualitative and mixed methods studies are
clearly needed to enrich our understanding about teachers’ goal orientations, which can be

seen in literature as well (Han & Yin, 2016, Viseu et al., 2016).

1.3. Research Questions of the Study

In search for deeper understanding of English language teachers’ motivation, the

researcher targets to find answers for the following research questions:



1. What are English language teachers’ goal orientations for teaching working in public
schools in Turkey?

2. Are there any correlations among sub-categories of goal orientations; mastery, performance
approach, performance avoidance, and student relations?

3. Is there any significant difference between English language teachers’ goal orientations
according to years of teaching experience?

4. Is there any significant difference between English language teachers’ goal orientations
according to the school types that they are teaching at (like primary-secondary-high schools)?

1.4. Significance of the Study

This study is needed to fill many gaps in educational literature. To name a few, this
study focuses on specifically teacher motivation. In spite of its importance, teacher motivation
has been scarcely visited by researchers (Dornyei, 2005). In many countries, after being
employed, especially in public schools, it has been reported that most teachers gradually lose
their interest for their jobs (e.g. Dinham & Scott, 2000; Dornyei, 2005). It is a vital issue to
keep teachers motivated for the sake of society, not only for educational purposes. Jesus and
Lens (2005) underlined the role of teacher motivation to increase student motivation, to
implement educational reform and to satisfy teachers themselves. Moreover, Sinclair (2008)
discussed “There are personal and financial costs for individuals and societies attached to the
professional preparation of teachers... This money and time is obviously not put to best use
[if we couldn’t achieve the desired potential.]” (p.80).

Another essentiality of the study is its being based on goal orientation theory.
Exploring teachers’ goal orientations will help us perceive their goals as teachers which will
hopefully result in removing barriers to their goals. Additionally, goal orientation theory is
rather recent theory of motivation in respect of teachers. Unfortunately, even though it has

developed in time, there are still a number of gaps in literature. Specifically, English language



teachers’ goal orientations have not been investigated in depth by researchers. Beyond that, it
is even hard to find any studies on English language teachers goal orientations in Turkish
context. Over and above, with the present study, it will be possible to compare English
language teachers’ goal orientations with teachers from other disciplines or teachers from
different contexts. Thus, there is a huge gap in the field and it is crucial to keep exploring goal
orientations of English language teachers.

Furthermore, comparing studies in developed and developing countries, Richardson
(2014) stated that in developing countries, mostly local surveys or qualitative studies
performed with a small number of participants on teacher motivation (e.g., Erkaya, 2012;
Hettiarachchi, 2013; Kiziltepe, 2008; Siileyman Can, 2015). So, it is necessary to conduct
more inclusive quantitative and qualitative studies to deepen our understanding of teacher
motivation in developing countries like Turkey.

In search for a response to this need, the researcher keeps in sight the importance of
triangulation, which has been approved by many researchers (e.g. Creswell, 2012, Dornyei,
2007). By collecting both gualitative and quantitative data, the study aims to provide a better
and enriched understanding of English language teachers’ goal orientations. A mixed methods
research design combines advantages of both data sources (i.e. qualitative and quantitative
data) and diminishes possible weaknesses of them (Dornyei, 2007). In other words,
triangulation helps researchers “improve their inquiries by collecting and converging (or
integrating) different kinds of data bearing on the same phenomenon” (Creswell, 2012,
p.536). Therefore, being aware of the need for comprehensive studies on English language
teachers’ goal orientations and the importance of triangulation, in this study a mixed methods
design is adopted. In quest of English language teachers’ goal orientations, the design of the

study makes it valuable and even unique in Turkish context.



1.5. Limitations of the Study

The study is a unique effort to understand English language teachers’ goal orientations
for teaching. However, has some limitations. First, the sample consisted of English language
teachers around Bursa city. With on-line surveys and mediated interview techniques, the
researcher tried to provide a homogeneous sample group. When the sample group is
compared with teachers in Turkey according to 2018 report of Turkish Ministry of National
Education (MONE, 2019), a similar teacher profile was provided. However, generalizing the
findings of the study to all teachers in Turkey is beyond the scope of the present MA thesis.
For more generalizable results, the study could be repeated with a larger and a more
homogeneous sample group. Second, all English language teachers participated in the study
voluntarily; therefore, the sample may be biased. Regarding the mastery and ability-approach
goals, the scores can potentially be higher. If work avoidant teachers did not participate in the
study, the results wouldn’t express ideas of work avoidant teachers. Therefore, work

avoidance goal orientation might result in lower scores.



Chapter 2

Literature Review

2.1. Teacher Motivation

In this chapter, an overview of teacher motivation literature is provided with particular
reference to the theoretical foundations of “goal orientation theory” and related key research.

Motivation has always been a highly reputed issue in literature in educational
literature. To better understand and make sense of what teacher motivation is, it is first
necessary to clarify what ‘motivation’ is in general. Motivation, which is a term derived from
‘motive’ meaning a reason for doing something (Oxford dictionary, 2000). In Han and Yin’s
comprehensive literature, the term ‘motivation’ has been referred to as “energy or drive that
moves people to do something by nature” (2016, p. 3). Moreover, motivation designates
people’s reasons behind doing something, how long they are eager to continue the activity and
how much they can struggle to pursue the activity (Han & Yin, 2016).

After defining motivation, it is necessary to clarify the definition of ‘teacher
motivation’. Sinclair (2008, p. 80) defined ‘teacher motivation’ as “what attracts individuals
to teaching, how long they remain in their initial teacher education courses and subsequently
the teaching profession, and the extent to which they engage with their courses and the
teaching profession”. Within the scope of the study, with ‘teacher motivation’ term the
definition given by Sinclair (2008) is referred. In the following paragraphs. A brief overview
of studies on teacher motivation will be mentioned.

Teacher motivation has been investigated with regard to its various dimensions. One
of the most frequently investigated issues has been what motivates teachers to become a
teacher; namely, factors behind beginning the teaching profession (Dinham & Scott, 2000;
Richardson & Watt, 2005; Sal1, 2013; Sinclair, 2008). Dinham and Scott (2000) conducted a

massive survey including three different countries and more than 2000 teachers. They



reported that when they asked their orientation to become teachers, “always wanting” was the
most common answer in all three countries: Australia, England and New Zealand. Sinclair
(2008) stated that pre-service teachers’ self-beliefs about their positive attributions and
capabilities to be teachers and to be with children while working were the most common
reported reasons to become teachers. Research in the context of the present study revealed
socio-cultural influences, intrinsic career value and loving the subject matter itself as reasons
for becoming teachers (Sali, 2013).

To understand teacher motivation, it was necessary to search for answers beyond
understanding teachers’ reasons for choosing the teaching profession. Therefore, many
researchers looked further to find out factors that influence teacher motivation, which is
another common issue in literature (Carson & Chase, 2009; Dinham & Scott, 2000; Erkaya,
2013; Kiziltepe, 2008; Sinclair, 2008; Sugino, 2010). Revealing some crucial factors that
affected teacher motivation, Dinham & Scott (2000) pointed to “an outer domain” of teacher
motivation which was named as the systemic/societal level factors in addition to teacher and
school level factors. Teacher level factors can be considered as intrinsic factors involving
working with children, self-evaluation, intellectual stimulation (Sinclair, 2008), personal
growth, altruism (Dinham &Scott, 2000; Sinclair, 2008), autonomy, competence, and
relatedness (Carson & Chase, 2009). Furthermore, working conditions, colleagues,
administrators (Erkaya, 2013), students (Kiziltepe, 2008; Sugino, 2010) and students’
achievement (Dinham & Scott, 2000) were found to be school related factors that affected in-
service teacher motivation. Finally, the systemic/societal factors, named as policy level
factors lately (Richardson, 2014), were classified as deployment policies, retention policies,
remuneration, promotion policies and assessment policies in her report for low-income
countries. The policy level factors were conceived as demotivators (Dinham & Scott, 2000);

additionally, they referred policy level factors as extrinsic dissatisfiers. Jesus and Lens (2005),



in their review of literature, explained the reason for the disrepute of policy level factors with
the following statement: “the belief in the uncontrollability of results leads the teacher to
develop an expectancy of helplessness and hopelessness or a low expectancy of success”
(p.122). Their being almost out-of-control made policy level factors rather unvisited research
area.

Among other crucial findings about factors affecting teacher motivation, Sinclair
(2008) found that pre-service teachers were motivated by intrinsic factors like working with
children, self-evaluation rather than extrinsic factors such as working conditions and life-fit.
Similarly, in a qualitative study conducted in Turkey with 8 language teachers, their
motivation was also found to emanate from intrinsic motives rather than extrinsic ones
(Erkaya, 2012). In another study focusing on English language teachers’ motivation working
in public schools, the main source of motivation is intrinsic such as students, and teaching
while demotivation was derived from extrinsic reasons like lack of materials, overcrowded
classes etc. (Hettiarachchi, 2013).

The context of teaching has been mentioned as one of the key factors that might have
an impact on teacher motivation. Even though Dinham and Scott (2000) stated almost none of
their findings were significantly different among the three countries where they conducted
their research (Australia, England and New Zealand), the studies in low-income countries
generated some different findings from the ones in developed countries. Some of the findings
from teacher motivation research in developed countries and those in developing ones run
parallel (Dinham & Scott, 2000; Erkaya, 2012; Hettiarachchi, 2013; Kiziltepe, 2008). For
example, students were among the most crucial component of teacher motivation in both
contexts, while, lack of facilities, poor relations between colleagues and other policy level
factors were the main demotivators for teachers (Dinham & Scott, 2000; Erkaya, 2012;

Hettiarachchi, 2013; Kiziltepe, 2008). Unlikely, ‘status’, among the least motivating factors of



Dinham and Scott’s list (2000), was listed as one of the highest motivation sources in low-
income countries (Erkaya, 2012; Hettiarachchi, 2013; Kiziltepe, 2008).

In previous paragraphs studies on factors effecting teacher motivation has been
summarized. In the following paragraphs, a number of studies on teacher motivation varying
according to the subject-matter taught will be pointed at.

There are many studies on teacher motivation varying according to the subject-matter
taught, while many researchers preferred to conduct studies holistically on teachers’
motivation irrespective of their subject matters. Many disciplines including Music (Koksoy &
Uygun, 2018), Science (Rich & Almozlino, 1999; Vedder-Weiss & Fortus, 2017; Vedder-
Weiss & Fortus, 2018), Physical Education (Extremera, Granero-Gallegos, Bracho-Amador &
Pérez-Quero, 2015), Mathematics (Martinez-Sierra, Arellano-Garcia, Hernandez-Moreno &
Nava-Guzman, 2019), Humanities (Rich & Almozlino, 1999) and English as a foreign
language (Erkaya, 2012; Hettiarachchi, 2013; Sugino, 2010) have been studied, yet, for many
disciplines there are quite a few studies focusing on teacher motivation. Further research is
necessary to clarify teacher motivation based on a certain discipline and to clearly understand
the differences of teacher motivation among disciplines.

Aside from aforementioned issues, many attempts have also been made to develop
instruments to measure teacher motivation. A scale worth to mention on teacher motivation
was developed by Watt and Richardson (2007) specifically focusing on factors influencing
teaching choice and, therefore, called as FIT-choice scale. Then, they conducted further
studies with pre-service teachers choosing teaching as a career from a number of countries
including Australia, the United States, Germany and Norway (Watt et al., 2012). Collecting
data from a good number of countries, the Organization for Economic Co-operation and
Development (OECD)’s Teaching and Learning International Survey (TALIS) (2009) is

another instrument to evaluate and report on teacher motivation. Proposing an integrated
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model of teacher motivation, Jesus and Lens (2005) developed a model and instrument to
evaluate teacher motivation. From a self-determination theory perspective, another instrument
for assessing teacher motivation was prepared in Israel (Roth, Assor, Kanat-Maymon &
Kaplan, 2007). As one of the most common instruments for quantitative studies on teacher
motivation, a scale from a goal orientations theory perspective was prepared (Butler, 2007)
and developed systematically (Butler & Shibaz, 2008; Butler, 2012, Butler & Shibaz, 2014).
Additionally, focusing on teachers’ goals, another questionnaire was developed in Germany
(Riiprich & Urhahne, 2015). Choi (2014) developed an instrument specific to English
teachers’ motivation in Korea. Similarly, Semerci (2010) developed another instrument called
achievement focused motivation for teachers. However, both instruments were quite local and
were not tested in other contexts. Many other instruments and their adaptations could be
found when dug deeper in educational literature.

It is necessary to state the reasons of using Goal Orientations for Teaching (GOT)-
Turkish scale in this study to collect quantitative data. To begin with, this scale is the first
scale developed to evaluate goal orientations of teachers for teaching. Beyond this fact, Butler
and her friends (Butler, 2007; Butler & Shibaz, 2008; Butler, 2012, Butler & Shibaz, 2014)
revised and improved the scale. Thus, it has been used often by other researchers. Moreover,
the scale has been experienced and approved to be an appropriate scale to measure teachers’
goal orientations for teaching in various contexts. So, the researcher decided to use the Goal
Orientation for Teaching scale firstly developed by Butler (2007) and adapted into Turkish
(Yildizli, Saban & Bastug, 2016) and applied in a Turkish context (Saban & Yildizli, 2017).

In this section studies focusing on teacher motivation from a variety of aspects and
theories have been briefly summed. In the following section, the “Goal Orientation Theory” is

presented, and the development of goal orientation for teaching is discussed in a detailed way.



11

2.2. Goal Orientation for Teaching

To clarify what goal orientation for teaching is, it is essential to define the concept of
“goal” before anything else. In the on-line dictionary of Oxford University Press (2020),
“goal” means “‘something that you hope to achieve”. In the literature related to the “Goal
Orientation Theory”, “goals” refer to “cognitive representations of what individuals are trying
to accomplish and their purposes or reasons for doing the task™ (Pintrich, 2000, p.96).
Moreover, Pintrich (2000) mentioned three perspectives on goals: target goals, general goals,
and achievement goals. The first one refers to “individuals’ goals for a particular task or
problem” (p.93). This type of goals has only criteria or standards set by an individual without
specifying any reasons or purposes. Secondly, general goals include some reasons why the
person is motivated. For this type of goals, various constructs contribute to the motivated
behavior. Finally, achievement goals are the goals that are shaped to explain achievement
motivation and behavior. Therefore, achievement goals consist of both target goals and
general goals related to achievement contexts. Goal orientation refers to neither target nor
general goals, but a general orientation to the task containing many “related beliefs about
purposes, competence, success, ability, effort, errors, and standards” (Pintrich, 2000, p.94).

In early days of “Goal Orientation Theory”, goals were conceived as two-edged:
mastery and performance. Mastery goals refer to “goals that orient the individual to focus on
the task in terms of mastering or learning how to do the task™ (Pintrich, 2000, p.95).
Performance goals represent “goals that orient the individual to focus on the self, ability, or
performance relative to others” (Pintrich, 2000, p.95). Additionally, goals have other aspects
such as approach and avoidance (Middleton & Midgley, 1997). The former means desire to
attain success, and the latter briefly defined as desire to avoid failure. But in time, it was
understood that relations between mastery and performance goals were diverse. So, goal

orientations were separated into two states: “approach” and “avoidance” (Pintrich, 2000).
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Goal orientations, especially, work avoidance goals, which have been a rather scarcely
investigated issue, were explored qualitatively, and work avoidance goals were identified as a
vital aspect of students’ academic motivation by Dowson and Mclnerney (2001). Work
avoidance goals were defined as students’ purposefully avoiding involvement in academic
tasks or trying to minimize their effort on the task. In their study, they carried out interviews
and observations where they noted many behavioral, affective, and cognitive reflections of
work avoidance goals. At the same time, Seifert and O’Keefe (2001) studied on relations
between work avoidance goals and perceived competence, externality and meaning. They
found that the less meaningful a student perceived a task, the more work avoidant s/he
became. They also concluded that feeling incompetent or feeling external, students could
become work avoidant. After a brief overview of goal orientations in general, in the
subsequent paragraphs, the development of goal orientations for teaching and their relations
with a number of variables are discussed and explained.

As for “goal orientation for teaching”, Butler (2000, 2006) who had already completed
many studies related to students’ goal orientations for the first time proposed a goal
orientation perspective for teaching considering school as an achievement context not only for
students but also for teachers in 2007. Butler (2007), who chose to refer to performance goals
as ability goals, conducted a study focusing on four goal orientations for teaching involving
mastery goals, ability approach goals, ability avoidance goals, and work avoidance goals.
Respectively, mastery goals refer to professional development and acquiring professional
skills; ability approach presents strivings to show better teaching ability than others; ability
avoidance refers to demonstrate worse ability than others; and finally, work avoidance stands
for ending the day with minimum effort. Firstly, she developed an instrument and evaluated
goal orientations for teaching. She searched for goal orientations for teaching and its relations

with help-seeking besides other variables such as gender, years of teaching experience and
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type of school. The results of the study demonstrated that achievement goal theory
promisingly fits for teaching context as much as it does for learning contexts. She reported
moderate positive correlations between ability goal orientations and work avoidance and
between ability approach and mastery goals. Moreover, ability approach goals decreased with
greater experience on teaching.

Next, Retelsdorf, Butler, Streblow and Schiefele (2010) conducted 2 more studies
based on Butler’s model of teacher goal orientations. They assessed goal orientations for
teaching and its relations with various variables like instructional practices, interest in
teaching, burnout and some other variables such as gender, years of teaching experience and
elementary, low track and high track secondary schools in Germany and Israel. In their study,
the results indicated that goal orientations for teaching fits for German sample as much as it
did for Israeli teachers (Butler, 2007). Furthermore, ability goal orientations declined with
greater experience of teaching, unlikely, mastery goal orientations decreased over time. As for
the school type, elementary school teachers reported higher mastery goal orientations than
low track and high track secondary schools.

In addition to these studies, Butler and Shibaz (2008) searched any possible relations
between goal orientations for teaching and students’ perceptions of instructional practices and
help-seeking and cheating. After that, again Butler (2012) proposed a fifth goal orientation for
teaching: relational goal orientation standing for “teachers’ strivings to achieve close and
caring relationships with students” (Butler & Shibaz, 2014, p.49). Following the proposal of
the fifth goal orientation, Butler and Shibaz (2014) conducted another study about teachers’
mastery and relational goals and their relations with teachers’ instructional approaches,
classroom behaviors, and students’ interest and help seeking. On the basis of their findings,
they concluded that mastery and relational goals were two separate systems of teacher

motivation.
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Subsequent to a touch upon the conceptual framework of the present study, the
following paragraphs are dedicated to a small number of other studies on goal orientations for
teaching. Firstly, studies around the world then studies in Turkey will be briefly summarized.

To begin with, Mansfield and Beltman (2014) asked an open-ended question to pre-
service teachers and early career teachers about their major professional goals. They created
18 codes gathered from respondents’ 1633 goals. Among these goals, the most frequent one
was to gain employment, while the least frequent one was to belong to a community.

Addedly, changes of goal orientations for teaching in time were investigated via a
survey with prospective teachers at different times of their education process (Fasching et al.,
2010). The researchers found that there had been an increase in performance approach,
performance avoidance and work avoidance goal orientations in time except learning, in other
words, mastery goal orientation for teaching. Nitsche, Dickhauser, Fasching and Dresel
(2011) did a further study by redesigning a scale from already existing scales and extended
the theory. In their own words:

This article offers a theoretical and conceptual extension of this new perspective by

taking into consideration three domains of knowledge and competence (pedagogical

knowledge, content knowledge, pedagogical-content knowledge) for which teachers
may strive to enhance themselves professionally, as well as four different addressee
groups (principal/ instructor, colleagues/fellow teacher trainees, students, self) to
which teachers may seek to prove high competence or hide a lack of competence

(Nitsche et al., 2011, p.583).

Goal orientation theory for teaching, a novel approach to teacher motivation, has
become a topic of interest for the last 5 years in Turkey, too. On-line of studies in the context
of the present study dealt with the adaptation of the “Goal Orientations for Teaching Scale”

into Turkish. Two different scales on teachers’ goal orientations were adapted into Turkish,
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and a study about each was conducted by Turkish researchers. Firstly, Yildizli, Saban and
Bastug (2016) successfully adapted Goal Orientations for Teaching Scale (Butler & Shibaz,
2014) into Turkish. Then, Saban and Y1ildizli (2017) used the scale in assessment of primary
school teachers goal orientations for teaching in Turkey for the first time. The participants
were 191 primary state school teachers in Nevsehir, Turkey. Their findings demonstrated that
mastery and relational goals had the highest means, while work avoidance was the lowest
mean among teachers’ goal orientations. Another key finding was that new teachers scored
higher in ability approach goals than experienced teachers.

Secondly, another scale “3x2 Achievement Goal Questionnaire for Teachers” was
adapted into Turkish (Yerdelen & Padir, 2017). Karahan (2018) conducted a survey with 68
teachers using the adapted version of “3x2 Achievement Goal Questionnaire for Teachers”
(Yerdelen & Padir, 2017). Searching for possible relations between achievement goals and
teacher engagement besides other variables like years of teaching experience and the types of
schools at which teachers are teaching, Karahan stated that achievement goals predicted
teacher engagement, while the other variables did not predict teacher engagement. Moreover,
teacher engagement and achievement goals positively and significantly correlated with each
other.

In addition to these adaptations of scales and related subsequent studies, a small
number of researchers examined Turkish teachers’ goal orientations (Beyaztas, Kapt1 &
Hymer, 2017; Ugar & Bozkaya, 2016; Demir6z & Yesilyurt, 2012; Mentis Koksoy & Aydiner
Uygun, 2018;). Demir6z and Yesilyurt (2012) examined English language teachers and their
motivations for teaching through goal orientation theory. Their findings demonstrated that
EFL instructors had a high level of mastery goal orientation. Additionally, the teachers
reported a significant positive correlation between ability avoidance and work avoidance and

a significant negative correlation between mastery and work avoidance goal orientations.
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Finally, their data indicated a significant difference between Bachelor and Master degree
holding instructors. Bachelor degree holders reported higher ability avoidance scores. In
another study focusing on pre-service English language teachers, Ugar and Bozkaya (2016)
adopted a mixed methods way in their study. They surveyed and interviewed with 186 pre-
service teachers about their goal orientations for teaching. Their findings showed that pre-
service teachers tended to have a higher positive tendency towards mastery goal orientations
than performance goal orientations. They reported no significant difference between teachers’
achievement goal orientations and work experience.

In the following section “Goal Orientation Theory” and its relations with teaching
experience and studies focusing on teaching experience will be discussed.
2.3. Teaching Experience and GOT

Teacher experience is a very commonly studied issue in the field of education.
Teaching experience as a variable was visited by many researchers in relation to pedagogical
behaviors (Borko & Livingston, 1989; Britt, 1997; Tome, 2011) and pedagogical knowledge
(Gatbonton, 2008), teachers’ goals (Butler, 2007; Extremera et al., 2015; Karahan, 2018;
Mansfield & Beltman, 2014; Rich & Almozlino, 1999; Retelsdorf et al., 2010; Saban &
Yildizli, 2017), daily emotional experiences (Kitching, Morgan & O’Leary, 2008; Martinez-
Sierra et al., 2019), commitment, resilience and quality retention (Day & Gu, 2009), self-
efficacy (Devos, Dupriez & Paquay, 2012; Klassen & Chiu, 2010; Tschannen-Moran & Hoy,
2007), feelings of depression (Devos et al., 2012), and technology use (Snoeyink & Ertmer,
2001). Teaching experience was also focused on as a key variable in GOT-related research. In
the following section, the definitions of novice and experienced teachers are discussed, and
studies on the link between teachers’ goal orientations and their years of teaching experience

are then shortly summarized.
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In educational literature, there have been quite various perspectives on the definitions
of novice and experienced teachers. How much time a teacher should spend in teaching to be
named novice, experienced, expert, or veteran is quite vague in literature. To clarify this in the
present study, it is necessary to have a glimpse on several previous studies in the field.
According to some researchers, pre-service teachers were considered as lacking experience
and named as novice while in-service teachers were considered as experienced (Borko &
Livingston, 1989). About a decade later, Britt (1997) named teachers as novice or beginning
teachers who had 1 or 2 years of teaching experience (Devos et al., 2012; Gatbonton, 2008).
Similarly, Rich and Almozlino (1999) classified teachers with 1-2 years of experience as
novice, while, teachers with minimum seven years of teaching experience as veteran teachers.
Some other researchers grouped teachers with less than 4 years (novice) (Mansfield &
Beltman, 2014; Tschannen-Moran & Hoy, 2007), less than 5 years (Kitching et al.,2008) and
more than 4 years of experience (career) (Tschannen-Moran & Hoy, 2007), and 24 years or
more experience (veteran) (Day & Gu, 2009). Few researchers preferred dividing their groups
into three groups of teaching experience: 0-10 years, 11-20 years and 20 and more
experienced teachers, instead of classifying teachers simply as either novice or experienced
(Extremera et al., 2015). In the current study, a similar linear perspective has been adopted,
and the teachers were classified under 4 different groups: teachers with less than 5 years of
teaching experience, teachers with 5 to 10 years of teaching experience, teachers with 11-20
years experienced teachers, and teachers with more than 20 years of teaching experience.

A number of studies on goal orientations (Butler, 2007; Karahan, 2018; Retelsdorf et
al., 2010; Yildizhi & Saban, 2017) investigated years of teaching experience and its relation
with goal orientations for teaching. Butler (2007) also separated experience of teachers as
follows: 1-7 years, 8-19 years, over 19 years. She reported a declining ability approach while

teachers’ experience increased. On the opposite, most experienced teachers expressed higher
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ability avoidance than intermediate experienced teachers. Retelsdorf and others (2010) sorted
teachers low experience (less than 5 years), medium experience (5-15) and high experience
(more than 15 years). The results indicated that teachers with the highest experience scored
lowest on all the goal orientations except mastery goals. They had significantly higher levels
of mastery goals than teachers with lowest experience. Ability avoidance goals also declined
with greater experience. In other words, the teachers with highest experience had significantly
lower levels of ability avoidance goals than lowest experienced teachers. Even though the
findings were not significantly different, ability approach goals also showed a similar
tendency for most experienced teachers. Another study (Saban & Yildizli, 2017) categorized
teachers under four groups of teaching experience: 1-5 years, 6-10 years, 11-15 years and
more than 16 years of teaching experience. According to the findings of the study, higher
ability approach and higher relational goal orientations were reported by the teachers with
lowest experience than teachers with 6-10 years and 11-15 years of experience. In addition to
the studies on goal orientations, Mertler (2002), who investigated teacher motivation and job
satisfaction, compared teacher experience levels and found that the teachers with 6-10 years
of experience reported significantly lower job satisfaction levels than teachers with 1-5 years,
21-25 years and 31-35 years of teaching experience (Mertler, 2002).

To sum up, according to these findings, teachers with more years of teaching
experience have lower strivings to demonstrate their teaching ability. In other words, as
experience increases, ability approach goals decrease. However, the studies produced
inconsistent results for ability avoidance goal orientations. Another conclusion could be that
the more experienced the teachers are, the higher levels of mastery goal orientations they
report even though further studies are needed to provide more evidence for such a link.

Finally, with the increasing experience, relational goals decrease.
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After clarifying teaching experience and goal orientations, in the following section
“Goal Orientation Theory” and school types will be discussed.
2.4. The Effect of Work Place: School Type and Conditions

A number of researchers, underlining the importance of work place, conducted a
variety of studies focusing on teachers and their work place: schools. Nonetheless, little
attention has been paid on the issue so far (Butler, 2007; Ennis & Chen, 1995; Gokge, 2008;
Knoblauch & Chase, 2015; Mertler, 2002; Midgley et al., 1995; Parker, Martin, Colmar &
Liem, 2012: Retelsdorf et al.,2010; Saban & Yildizli, 2017). Moreover, school settings are
quite diverse and relative to the context where studies took place. Therefore, coming up with
clear and inclusive judgements becomes hard for researchers. However, a pile of studies are
worth noting. To start with, a number of researchers intended to compare types of schools,
and as a result, considered school type as a variable of their study. For instance, elementary
and middle school teachers were compared in terms of their perceptions of students’ goal
orientations (Midgley et al., 1995). The findings revealed that teachers in middle schools
perceived school as more performance focused and less task focused for students than
elementary school teachers. Similarly, elementary, low and high track secondary school
teachers were examined based on teachers’ goal orientations for teaching (Butler, 2007,
Retelsdorf et al.,2010). Butler (2007) examined teachers in elementary schools, junior high
schools and 6-year long secondary schools in Israel, but no significant differences were noted.
Retelsdorf and others (2010) also examined elementary, low and high track secondary school
teachers in Germany. Differences among groups were not significant, but scores of teachers
working in elementary and high track secondary schools tended to be higher than low track
secondary school teachers in terms of their mastery goals (Retelsdorf et al.,2010). On the
other hand, Saban and Yildizl1 (2017) studied with merely primary school teachers who got

high scores on mastery and relational goals and low scores for work avoidance goal
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orientations. Even though, this study did not focus on comparison of school types or school
conditions, it enabled other researchers to conclude features specific to teachers working in
that school type. Furthermore, a small number of studies were carried out focusing on a
variety of features of schools. As an example, Mertler (2002) contrasted rural, suburban and
urban school teachers and their job satisfaction and perceived motivation levels. While his
study did not indicate a significant difference according to the school setting with respect to
job satisfaction and teacher motivation, there was a significant difference in terms of the
number of unmotivated teachers they knew. The teachers from suburban school settings
expressed that they worked with or they knew more unmotivated teachers than teachers in
urban and rural school settings. Additionally, Gok¢e (2008) compared teachers’ motivation
levels working at private schools, state schools and private teaching institutions. The results
indicated that teachers working in private teaching institutions had lower motivation than the
others who worked in state and private primary schools. Besides, teachers’ value orientations
were compared based on urban and rural school settings (Ennis & Chen, 1995). They reported
that teachers in urban schools pointed a higher priority on self-actualization and social
responsibility. The teachers in rural schools paid more attention on learning process and
subject mastery (Ennis & Chen, 1995). Finally, Parker and others investigated schools’
wellbeing and goal orientations for teaching (2012) and suggested a set of principles to set
achievement-oriented workplaces for teachers.

So far, literature on teacher motivation and especially studies on “Goal Orientation
Theory” has been overviewed and briefly summed. Key terms that have been used throughout
the text have been identified. In the following chapter, information about methodology

adopted in the present study will be shared in detail.
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Chapter 3
Methodology

3.1. Introduction

The main aim of this study is to explore English language teachers’ goal orientations
and to understand if there is a relationship between school types, teaching experience and
teachers’ goal orientations, as mentioned before. This chapter depicts a detailed picture of the
methodological procedures used in the study to fulfill these aims. Following an account into
the purpose of the study and the research questions, it presents information about the research
design, the context, the participants, the data collection instruments, procedure and data
analysis procedures, respectively.
3.2. Aim of the Study and Research Questions

As stated in the previous chapters, studies on English language teachers’ goal
orientations are scarce. For this reason, this study is an effort to fill the gap in literature with
empirical evidence on English language teachers’ goal orientations and addresses the
following questions:
1. What are English language teachers’ goal orientations for teaching working in public
schools in Turkey?
2. Are there any correlations among sub-categories of goal orientations; mastery, performance
approach, performance avoidance, and student relations?
3. Is there any significant difference between English language teachers’ goal orientations
according to years of teaching experience?
4. s there any significant difference between English language teachers’ goal orientations

according to the school types that they are teaching at (like primary-secondary-high schools)?



22

3.3. Research Design

To explore English language teachers’ goal orientations for teaching, an embedded
mixed methods design was utilized. In embedded research design, quantitative data
demonstrates the reactions of a broader group while qualitative data gives details about
individuals (Creswell, 2012). According to Creswell (2012, p.545), a researcher conducting
an embedded mixed methods design study “gives priority to the major form of data collection
and secondary status to the supportive form of data collection.” He explains further that in an
embedded study a researcher collects both types of data which address different research
questions and analyzes them separately. By means of the quantitative data in the present
study, a broader sense of goal orientation for teaching was then offered, whereas, through
qualitative data, an enriched and in-depth understanding was developed about the issues under
scrutiny.
3.4. Research Setting

The current study adopted a mixed methods research design for two reasons: by
collecting data via surveys from a larger sample of population, the results will be more
generalizable, and the qualitative data will provide in-depth insights for Goal Orientations for
Teaching (Creswell, 2012). Compatible with the nature of mixed methods design then, the
study consists of two data collection phases. The first phase of the study is a scale with 190
in-service teachers of English as a foreign language. This step took place in 2018-2019
educational year. The participants were chosen by a convenience sampling method. After
obtaining official permissions from MONE (see Appendix 4), almost 50 schools in Bursa
were visited, and surveys were administered to English language teachers (n=159). A small
number of participants (n=31) was reached through a snowball sampling method via on-line
versions of the scale. In the end, data were collected from 190 in-service English language

teachers working in public primary, secondary and high schools.
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In Turkey, formal education lasts 12 years. Children start formal education at the age
of 7 with primary schools. Primary schools are the most common school type, and English as
a foreign language education starts at the 2" grade. In a public primary school, students are
offered 2 lesson-hour EFL classes a week. At the end of primary school education, a student
should attend around 220 hours of EFL education. In a public secondary school, 5" and 6™
grade students take 3 hours/week EFL classes, while for 7" and 8" grades, there are 4
hours/week of EFL classes. Until the end of the secondary school education, a student should
attend nearly 500 hours of EFL education. High school education lasts 4 years from the 9" to
the 12" grade, and each year students take 4 hours/week of EFL lessons. By the end of his/her
high school education, a student should attend almost 580 hours of EFL education. To be able
to work in a state school, teachers should graduate from English Language Teaching
departments of universities. Rarely, it is still possible to find teachers who have graduated
from the other departments but considered qualified enough to work as an English language
teacher. Even though governments have preferred different assignment criteria to work in a
state school in Turkey so far, lately, a teacher should attend a test about general world
knowledge and professional knowledge and then attend an interview before they are assigned
to their workplaces. If the candidate teacher passes these phases successfully, s/he will be
assigned to a public school depending on their choice.

In the current study, the researcher preferred to collect data from public primary,
secondary and high schools, not from private schools, because, in private schools, the number
of hours of EFL classes offered show a variation from a private school to another private
school and from private to public schools. Moreover, public school and private school
conditions, teacher assignment criteria, student profiles, expectations from teachers and so

goals of teachers are also diverse. Considering those differences, the researcher aimed to
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investigate English language teachers’ goal orientations in public primary, secondary and high
schools.
3.5. Participants

The first phase of study was conducted with 190 voluntarily participating teachers
working in public primary, secondary and high schools. Of the 190 teachers, 40 were teaching
in primary schools, 77 in middle schools, and 73 teachers in high schools. 156 of participants
were female and 33 were male. 18,5 % (n= 35) of the group were novice, in other words they
have been teaching for less than 5 years, 26,3% (n= 50) were working as a teacher for 5 and
10 years, 35,2% (n= 67) of the teachers were 11-20 years experienced teachers and finally
20% (n= 38) were experienced as a teacher for more than 20 years. The average age of
participants ranged between 30-39. In 2018, Turkish Ministry of National Education (MONE,
2019) reported that the highest number of teachers were aged 31-40 (38,9%) (see Table 1).
Only 7 (3,6%) of the teachers had MA degrees. 182 (5,7%) of the participants were holding
Bachelor’s degree and only 1 (0,5%) teacher graduated from a high school. These results are
also consistent with the Turkish MONE report (MONE, 2019). 8,9% of teachers held MA
degrees, 81,7% of them had Bachelor’s degrees and 2,9% had only a high school diploma.
Table 1

Average age of sample group and teachers working in state schools

Average age in Sample Group (N=190) %

Under 24 25-29 30-39 40-49 50-59 Over 60

5,7% 20,5% 41,5% 23,1% 8,4% 0,5%

Average age in State Schools (N=1 000 090)1 %

Under 30 31-40 41-50 51-60 Over 61

22,9% 38,8% 26,3% 10,4% 1,5%

1 Based on report of Turkish Ministry of National Education in 2018 (MONE, 2019).
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In the second phase of the study, the snowball sampling method was adopted to reach
the interview participants. In total, 9 teachers agreed to take part in interviews. All the
participants were women. The average age of the interview participants was 27,22 ranging
from 23 to 36. All the participants had Bachelor’s degree in ELT, while 3 of the them were
studying for their Master’s degree. 6 teachers were working in secondary schools, 2 teachers
were teaching in primary schools. One teacher reported that she taught for 2 different level
schools, primary and secondary, on different days of the week. As for the experience of
teaching, the teachers had 5,11 years of experience on average. Table 2 indicates the
participants’ years of teaching experiences and the other descriptive information about them.
Table 2

Interview Participants Background Information

Age Years of experience School Type
Participant 1 23 1 Primary & Secondary
Participant 2 24 2 Secondary
Participant 3* 26 4 Secondary
Participant 4 31 8 Secondary
Participant 5 26 4 Primary
Participant 6 26 4 Secondary
Participant 7 25 4 Primary
Participant 8* 36 12 Secondary
Participant 9* 28 7 Secondary
Average 27,22 511 -

* Teachers who currently study for their Master’s degree.
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3.6. Instruments

In this study, the data were collected by means of two instruments: Goal Orientations
for Teaching-Turkish Scale for the quantitative phase and interviews for the qualitative phase.
In the following sections, each instrument is introduced and described in detail.

3.6.1. GOT-Turkish Scale. The GOT-Turkish scale consists of two sections, the first
of which seeks information about the participants’ background. The second section of the
instrument is the adapted version of GOT scale (See Appendix 1 for GOT-Turkish). It takes
nearly 5-10 minutes to complete the scale. The GOT was first developed by Butler in 2007.
Then, she systematically revised the instrument in many studies and improved it (Butler,
2007; Butler & Shibaz, 2008; Butler, 2012, Butler & Shibaz, 2014). The instrument was then
extended, and another sub-category was added to the scale (Butler & Shibaz, 2014). The final
version of the scale includes 21 questions under 5 sub-scales. The scale reliabilities for the
English version of the instrument were reported as follows: a=.86 for relational goal
orientation, a= .74 for mastery goal orientation, o= .80 for ability approach, a= .70 for ability
avoidance, o= .75 for work avoidance (Butler & Shibaz, 2014). In 2016, Y1ildizli, Saban and
Bastug adapted this version of scale into Turkish. They conducted a factor analysis and
omitted the “ability-avoidance goal orientation’ and omitted an item from both ‘relational’ and
‘mastery’ goals due to these items’ being categorized under different sub-scales. In the end,
the instrument was finalized with 15 items and 4 sub-scales including ability-approach,
mastery, work avoidance and relational goals. The reliability of the scale was measured, and
the results showed that Cronbach’s Alpha was a= .76 and explained variance was %55,06 for
all the GOT-Turkish scale (Yildizli et al., 2016). They also noted Cronbach’s Alpha values for
sub-scales as ability approach goal orientation o= .787, mastery goal orientation o= .638,
work avoidance goal orientation o= .605 and relational goal orientation o= .673. In the current

study, Cronbach’s Alpha value of the GOT-Turkish scale was calculated as o= .742, and the
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explained variance was %48,86, whereas, Cronbach’s Alpha values of the sub-scales were as
follows: for ability approach goal orientation o= .761, mastery goal orientation o= .600, Work
avoidance goal orientation o= .753 and relational goal orientation o= .548. These values were
considered as satisfactory to test goal orientations for teaching and their sub-scales (Dornyei,
2007).

3.6.2. Interviews. To address the research questions in-depth, semi-structured
interviews were held in the present study. Rather than structured or unstructured interviews,
semi-structured interviewing was preferred due to its flexibility and applicability during the
collection of data and besides its being planned beforehand to avoid any lapses from the target
of the study. A total of 10 questions were developed (See Appendix 2 for interview
questions). Following an expert view, to test the validity of the interview questions, pilot
interviews were conducted with two private school teachers. The questions were understood
by these teachers clearly, and the collected answers were adequate in terms of quality.

3.7. Data Collection Process

The first phase of study required time, money, energy, and mobility to collect as many
valuable data as possible. After completing all legal permissions from the university and the
Turkish Ministry of Education in June, 2018, the researcher began to visit many state schools
within her reach. From September, 2018 to January, 2019, the researcher collected 163
surveys. However, to increase the number of participants, an on-line version of the scale was
prepared and posted to the acquaintances of the participants of the study. By the end of the
September 2019, through the online version of the scale, the researcher gathered answers from
31 other participants. The scales of four participants were left out because of their
inconvenient answers. For instance, their choosing the same option for all the scale items or

incomplete scales with more than 1 unanswered item were considered as inconvenient.
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The data collection for the interviews took more than 3 months, from October, 2019 to
January, 2020. To reach volunteering participants for the second part of the study, at the end
of the on-line scale, the participants were asked whether they would like to attend to the
second part — interviews — of the study. Five of the 9 respondents who left their
communication information, responded to the interview request. The participants were also
asked to reach another English teacher that they were acquaintances with. 9 volunteer teachers
then took part in interviews. Two interviews were conducted face to face. Six participants
preferred mediated interviews which “do not occur face to face, but rather via technological
media such as a telephone, a computer, or other hand-held device” (Tracy, 2013, p. 162). In
one hand, there are many advantages of mediated interviews. Firstly, thanks to the mediated
approach, it became possible for the researcher to reach volunteer participants without
thinking about space and time. In other words, it was useful in terms of time and space for
both parties. The second advantage was interviewee’s having enough time to think before
they responded to any question. Furthermore, they had the opportunity to “consider the
question, reflect on their response and compose a thorough answer” (Tracy, 2013, p.163).
Another benefit of the mediated approach to interviewing that Tracy (2013) noted is the
possibility of participants’ feeling more friendly rather than interviewing in person. Moreover,
Tracy (2013) mentioned two types of mediated interviewing: synchronous and asynchronous.
In the present study, 4 of the participants answered the interview questions synchronously
while 2 answered asynchronously. During synchronous interviewing participants were
observed while typing, and editing their answers for many times, which can “encourage
respondents to be more direct in their answers” (Tracy, 2013, p.164).

On the other hand, a disadvantage of mediated interviewing is that the interviewer has
no chance to see/observe the interviewee during the interview (Tracy, 2013). Even though it

was not probable to know if the interviewee was dealing with another activity or not in the
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interview, all the teachers agreed to answer interview questions completely based on their
voluntariness. Therefore, their being engaged in another activity is not expected. To reduce
that probability, the interviewer negotiated and arranged each meeting for the most
appropriate time according to the interviewee.

The recordings, voice messages and all the written messages were all transcribed (See
Appendix 3 for sample transcriptions). From the interviews of 9 teachers, a 43 page-long
transcript was eventually produced, which was then analyzed through the content analysis
method. Th next chapter will explain the quantitative and qualitative data analysis procedures
in detail.

3.8. Data Analysis

As mentioned in Research Design (see Chapter 3.3) previously, a mixed methods
design was adopted in the present study. Therefore, both quantitative and qualitative data
were collected from the participants. In the following sections, the procedures followed in the
analysis of the quantitative data will first be explained and then those for the analysis of the
qualitative data will be detailed.

3.8.1. Quantitative data analysis. The quantitative data in the present study were
collected through the GOT-Turkish scale and a background survey. For the purposes of the
analysis, SPSS 26 (Statistical Package for Social Sciences) was used. The analyses included
descriptive statistics with means (M), standard deviations (SD) and frequencies, Pearson
correlation coefficient analysis, normality tests to check normal distribution of the data for
each sub-group and all the data, and twice one-way analysis of variance (ANOVA) for the
school types teachers’ experience comparisons.

First, in pursuit of understanding the overall patterns of English language teachers’

goal orientations for teaching and hence addressing the first research question, the researcher
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conducted descriptive statistics. Second, a Pearson correlation coefficient analysis was
applied to reveal any correlations amongst the goal orientations for teaching.

Third, to determine which test to use, normal distribution and equality of the variances
of data were checked. All the groups classified according to teaching experience (i.e. novice,
experienced, proficient and expert teachers) and school types (i.e. teachers working at
primary, secondary, high schools), in addition to the overall data, were distributed normally.
All the skewness and kurtosis values ranged between +1 and -1 (Abdullah Can, 2017;
Dérnyei, 2007), and variances were observed as homogeneous according to the Leneve test
(p>0,05) (Abdullah Can, 2017). Finally, as a parametric test, to address the third and the
fourth research questions, one-way ANOVA tests were performed twice: at first, the data
were grouped according to teaching experience of the teachers, then, according to the school
types.

3.8.2. Qualitative data analysis. Semi-strutured interviews were used to gather the
qualitative data. As suggested in the literature for novice researchers (Ddrnyei, 2007), to keep
interview data limited helps the researcher analyze it faster and more effectively. The
qualitative data were analyzed by means of the content analysis method, in line with Berg’s
(2001, p. 242) view. According to him, content analysis “is a passport to listening to the
words of the text, and understanding better the perspective(s) of the producer of these words”.
The interviews were first transcribed. Data were then explored and revisited for several times,
seperated by general themes and coded under more specific themes. During these processes,
both manifest and latent content were blended. Especially for latent content, as suggested in
the literature (Berg, 2001), another independent coder, a native speaker of the participants’
language, coded a small portion of the data independently, and those codes were compared.
Some themes emerged in interview data like administrative relations, colleague relations, etc.

Table 3 represents some samples from the researcher’s codebook.



Table 3

A sample from the content analysis

Sub-category

Category Code Example Meaning Units
(Frequency)
“Her giin yeni birseyler 6grenmek her an dinamik kalmak... deneyim ve
yeni bakis acilar gelistirmek™ (P1) “Kendimi gelistirebilmek, siirekli
gelisim icinde olmak™ (P9)
Goal Aiming self -improvement as “Akademik alanda yiiksek lisans yapmak istiyorum” (P2)

orientations

Internal

factors

Mastery (n=5)

Success (n=3)

a teacher and as a person

Being good at English as a

school subject

“Tezimi ¢aligma konularimi hep bana yeni olan ve gelismeye devam
edebilecegim alanlardan se¢tim” (P9) “Hedeflerim kisisel gelisimim
tizerine daha ¢ok” (P3)

“Ben bir 10 y1l sonra nasil 6gretmen olabilir[im]” (P7)

“Yine de [ingilizce] notlarim ¢ok iyiydi” (P8) “Ingilizce’de basarili

oldugumu diisiindiigiim i¢in...” (P1)
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Internal

factors

Love (n=8)

Love of English language

itself

Love of English as a subject

matter

Love of former English

language teacher

“Dil 6grenmeye olan ilgim...” (P3) “Dil 6grenmeyi ve 6gretmeyi sevdigim
icin dil boliimii tercih ettim” (P4)
“Dil 6grenmeyi, baska insanlarin kiiltiirlerini dillerini merak ettigim i¢in bu

alana yoneldim” (P2)

“Ilkokulda Ingilizce derslerini seviyordum” (P2) “Ingilizce dersini ¢cok

sevdim” (P8)

“Ilkokulda dgretmenimi ¢ok severdim” (P9)

“Ingilizce dgretmenlerinin hep iyi olmasi...” (P1)
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Chapter 4
Results

4.1. Introduction

In this chapter, the results of the quantitative and qualitative data are presented
respectively. In the first and second parts, the quantitative results from the GOT-Turkish scale
and the information gleaning from the qualitative data are reported by referring to each
research question.
4.2. Quantitative Results

As mentioned earlier, the researcher sought answers to the following research
questions:
1. What are English language teachers’ goal orientations for teaching working in public
schools in Turkey?
2. Are there any correlations among sub-categories of goal orientations; mastery, performance
approach, performance avoidance, and student relations?
3. Is there any significant difference between English language teachers’ goal orientations
according to years of teaching experience?
4. s there any significant difference between English language teachers’ goal orientations
according to the school types that they are teaching at (like primary-secondary-high schools)?

It is important to note that the quantitative results were obtained by applying several
statistical tests on SPSS 26 in line with the related research questions. Each test was applied
firstly to the whole sample and then by grouping the sample according to their years of
teaching experience and the types of schools at which they teach (primary, secondary, high
school). Each test was conducted for the GOT-Turkish scale itself and its sub-categories:
ability approach, mastery, work avoidance, student relations. In the 5-point Likert-type scales,

the mean frequency score of 1-1,80 represents a strong disagreement, 1,81-2,60 represents a
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disagreement, 2,61-3,40 represents a moderate agreement, 3,41-4,20 represents an agreement,
and 4,21-5,00 represents a strong agreement based on the given values to the options (1-
strongly disagree - 5-strongly agree).

To start with the research question 1, descriptive statistics were applied in search of an
explanation (a) to the overall goal orientations for teaching of English language teachers
working in public schools, (b) to the goal orientations for teaching of English language
teachers when grouped according to years of teaching experience, (c) to the goal orientations
for teaching of English language teachers working in primary, secondary and high schools.
Table 4

Descriptive statistics for Goal Orientation for Teaching Levels of Whole Sample (N=190)

Goal Orientation for Teaching Levels

M SD N
Ability approach 3,328 ,890 190
Mastery 4,334 470 190
Work avoidance 2,401 ,846 190
Student relations 3,982 678 190
Total 3,480 466 190

Table 4 shows the overall levels of the entire participants’ goal orientations for
teaching, while Table 5 indicates the measurements of the groups by the years of experience
and Table 6 by the school types. The overall mean of the GOT scale, which was a 5-point
Likert type ranging from 5-strongly agree to 1-strongly disagree, was measured as M=3,48
(SD=,46). This overall result can be considered as “agreement”, whereas, mastery goal

orientation M=4,33 (SD=,47) may be conceived as ““a strong agreement”, student relations
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M=3,98 (SD=,67) as “agreement”, ability approach M=3,32 (SD=,89) as a moderate score,

and work avoidance “disagreement”.

Table 5

Descriptive statistics for Goal Orientation for Teaching Levels of groups by years of

experience (N=190)

0-4 years 5-10 years 11-20 years Over 21 years
M SD N M SD n M SD n M SD n
Ability
3,514 1,010 35 3,180 ,890 50 3,302 ,794 67 3,401 ,929 38
approach
Mastery 4,571 366 35 4,460 ,429 50 4,220 ,427 67 4,151 /553 38
Work
2,392 1,016 35 2465 ,804 50 2,320 ,761 67 2,467 ,895 38
avoidance
Student
4,142 658 35 3,966 ,765 50 3,905 ,663 67 3,991 ,597 38
relations
Total 3,622 /518 35 3,488 ,433 50 3,406 ,441 67 3,470 ,486 38

To perceive better understanding of the possible link between ‘teaching experience’

and ‘school type’ in Research Questions 3 and 4, descriptive statistics were conducted for

these groups, as well. When grouped according to their teaching experiences, the teachers

with 0-4 years of teaching experience scored the highest mean M=3,62 (SD=,518), while 11-

20 years experienced teachers had the lowest mean score M=3,40 (SD=,44) in the GOT scale.

Overall, the GOT scale scores resulted in an “agreement” for all groups according to years of

teaching experience.

As indicated in Table 3, when the sample group was divided based on the school

types, the highest mean of the measurement belongs to the primary school teachers (M=3,49)



with slight differences followed by high school (M=3,48) and secondary school (M=3,47)

English language teachers.

Table 6

Descriptive statistics for Goal Orientation for Teaching Levels of groups by school types

(N=190)

Goal Orientations of English language teachers by the school types

Primary Secondary High

M SD n M SD n M SD n
Ability

3,368 ,926 40 3272 80 77 3366 ,846 73
approach
Mastery 4,381 ,388 40 4399 457 77 4239 265 73
Work

2,387 ,862 40 2360 847 77 2452 718 73
avoidance
Student

3,966 ,607 40 3974 731 77 4,000 666 73
relations
Total 3,496 ,496 40 3470 449 77 3482 490 73

As for the second research question, seeking an explanation for any correlations

among the sub-categories of the GOT-Turkish scale, the researcher applied a correlational

analysis which demonstrated positive significant correlations between student relations and

ability approach (r =,20, p<,01), student relations and mastery (r =,26, p<,01), student

relations and work avoidance (r =,14, p<,05), and work avoidance and ability approach (r =

,31, p<,01). Table 7 presents the correlations amongst those sub-dimensions.
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Table 7

Correlations among GOT-Turkish sub-categories

Correlations among GOT-Turkish sub-categories

Ability Work Student
Mastery
Approach Avoidance Relations
Ability
1
Approach
Mastery 0,136 1
Work
0,317** 0,043 1
Avoidance
Student
0,206** 0,260** 0,146* 1
Relations

* p<,05. **p<,01.

Looking for any statistically significant difference in terms of the goal orientations of
English language teachers based on school types and their years of teaching experience, the
researcher conducted a one-way ANOVA on SPSS 26. ANOVA test showed no significant
difference between school types. Only mastery goals resulted in a statistically significant
difference in comparison of experience. The other goal orientations, ability approach, work
avoidance and student relations did not create any significant result when compared according
to the teaching experience. The one-way analysis of variance (ANOVA) pointed to a
significant difference in mastery goal orientation within groups, F (3,186) = 8, 22, p<,001.
The means of groups were noted as follows: teachers with less than 5 years of teaching
experience (M = 4,57, SD =,36), teachers with 5-10 years of teaching experience (M = 4,46,
SD = ,42), teachers with 11-20 years of teaching experience (M = 4,22, SD = ,42), and

teachers with more than 20 years of teaching experience (M = 4,15, SD = ,55). The effect size
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was moderate (eta squared =,117) (Dornyei, 2007). The following Tukey post hoc tests
indicated that the novice teachers had significantly higher scores in mastery goal orientation
than proficient (p=,001) and expert teachers (p<,001), while there was no significant
difference between the novice and experienced teachers. On the other hand, the experienced
teachers in the present study had significantly higher scores in mastery goal orientation than
proficient (p<,05) and expert teachers (p<,01). Table 8 shows the one-way ANOVA results
for mastery goal orientation and the teacher groups by their years of teaching experience.
Table 8

Results for mastery goal orientation and teacher groups by their experiences

M(SD)
Lessthan5  5-10years 11-20years  More than 1 Effect
F(3,186)
years (n=50) (n=67) 20 years size
(n=35) (n=38)
Mastery — 4,57(,36) 4,46(,42) 4,22(,42) 4,15(,55) 8,22 117

p<,001
1 eta squared.

Having reported the results from the quantitative data, let us now turn our attention to
the qualitative results obtained in the present study.
4.3. Qualitative Results

In this subsection of the study, the qualitative data are presented in the light of the
interview questions (See Appendix 2 for interview questions).

The first question was asked to delve into the participants’ reasons for being a teacher
of English. When coded, two main categories emerged in the data: internal and external
factors. Internal factors included love of the EFL classes, love of the subject matter, love of the

former English language teachers, interest in English as a school subject, success in English
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as a school subject, and appropriateness to personal traits. All but one of the participants,
reported the feeling of love. While 3 teachers expressed their love for their English classes
and learning activities, some others reported their love of the subject matter itself as one of
their reasons for choosing to become a teacher of English (n=3). Also, three participants
brought up their affection towards their former English teachers. Besides all these, three
participants noted that they had an interest in EFL classes. Success in English as a school
subject was underlined by two teachers, whereas another participant said being a teacher was
appropriate for her personality traits. External factors were mentioned by only two
participants. One of those teachers mentioned ‘ease of finding a job’ as her reasons for being a
teacher, and the other participant said that she would not have extra points in the university
entrance exam if she had not preferred to become a teacher.

The following question was about the teachers’ current views about their career. When
it comes to their career choice and whether they are regretful for their choice, some (n=3)
expressed no regrets at all. Although some others (n=5) reported having troublesome
experiences at times, yet, they still seemed to be enjoying their job. For example, “Even
though | feel quite tired at times due to crowded classes and primary school students, | say
“fortunately | choose to become a teacher” (Participant 5). However, a teacher clearly said
that she decided to change her career plans. Pointing to various reasons, the participants said
they still liked their profession thanks to children (n=5) or the positive changes they observe
in their students (n=2). One teacher was feeling proud, as s/he reported, because of being a
teacher. She stated that I have always wanted to become a teacher since | was in 4" grade. It
was a conscious choice. So, | don’t feel any regrets at all. On the contrary, when | remember
my memories, my love of former English teachers, my interest in the subject, whenever | was
asked about my dream job, my always answering that ‘I want to be an English teacher’, | feel

very proud of myself to become a teacher” (Participant 7).
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The third interview question was about the participants’ professional goals as English
language teachers. From the responses to this question, two main codes were derived: goals
about students and personal goals. The former included personality development (n=3) and
social development (n=1) of children, development of interest in English (n=2) and skills in
English (n=3). For instance, a participant stated that “My primary aims are to make my
students adopt universal moral values, love EFL classes, and help them be able to
communicate in English in real life” (Participant 4). The latter consisted of plans of having an
MA degree (n=4), career development (n=2), going abroad (n=1), and learning another
language (n=1). For example, Participant 1 noted that ““I set my aims independent of a
profession or a title. Learning new things every day, being dynamic and moving forward.
That’s my aim. To be specific, shortly, learning another language, and having new insights
and experiences by following my colleagues’ works [are my aims]”.

The researcher asked the teachers if they observed any change in their goals when they
compared their beginning and current goals as English language teachers. Five of the
participants reported a change in their goals since they started to work as a teacher. The ones
who reported a change in their goals stated several different reasons for that change. Three of
the interview participants noted that their expectations and students’ needs did not match, so
they adapted their aims accordingly (n=3). Two teachers specified their goals as becoming
more realistic. A participant said that “In my first years of teaching (...) my aims were short
term goals to save the day like preparing materials (...). But now they turned out to be more
permanent [for long term]. | mean I always think about what | can do in 10 years, how I can
improve teaching in 20 years” (Participant 7). She also complained about the lack of time and
the physical conditions of the schools to develop herself. The other two teachers mentioned
that their motivation towards their goals decreased in time. They pointed at physical

conditions and social problems in society. The other participants did not notice any change in
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their goals at all. Yet, they stated several reasons as well. Two teachers said that it was
already their first years as a teacher, so there was no change in their aims. A teacher
underlined that she already set realistic goals, so nothing had changed. Moreover, she noted
that “I promised for myself to think of and set goals for each child individually. I think my
struggle to keep this promise helped me a lot to keep my aims alive” (Participant 4). Finally,
the other teacher reported no change, but only became aware of her limits and set her goals
accordingly.

The researcher also asked three separate questions to the teachers about their relational
goals. Respectively, they were asked about their relations with kids, with the school
administration and with their colleagues and the effects of all these on their goals. The first
question resulted in two sub-codes: motivating and demotivating factors to reach teaching
goals. The former included interest, development, talent and the latter included behavioral
and social problems, lack of interest. Motivating factors were mentioned by 7 participants,
while demotivating factors were stated by 3 teachers. The school administration was noted as
an effective factor mentioned by all the participants except one. As also expressed by the
participants, the school administration having supportive attitudes and behaviors such as
praising and having a vision motivated the teachers to reach their professional goals (n=6),
whereas, negative attitudes and behaviors were specified as demotivating (n=4). Finally,
colleagues were reported by some teachers as a factor affecting their motivation to reach their
goals (n=6). Two of these teachers shared some demotivating experiences like their
colleagues’ self-centeredness, comparing themselves with others, and untrustworthiness. Five
other teachers stated that sharing experience and knowledge with colleagues motivated them
to teach children. The other two stated that they had neither motivating or demotivating
experiences with their colleagues. A teacher said that seeing “good and bad” teachers helped

her find a way for herself.
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The next two questions mentioned above helped the researcher clarify a set of factors
that made the participants feel successful and unsuccessful as teachers. All the participants
noted that positive development in students’ behaviors and attitudes made them feel
successful. Nevertheless, they evaluated this development in different ways. For example,
some participants reported that their students’ positive attitudes towards EFL activities (n=3),
development in speaking skills (n=1), the teachers’ own observations of students’
development (n=4), the school administration’s or other colleagues’ noticing this
development (n=1) made them feel successful. On the other hand, not observing any learner
development or lack of learner development was considered as a sign of being unsuccessful as
a teacher (n=7). For some teachers (n=3), this even resulted in a sort of self-questioning which
led to the feelings of failure. Some other teachers also noted factors like behavioral problems,
difficulties in class management, uninterested students, tiredness (because of anger or
sadness), and lack of a suitable class environment.

In the last question of the interview (See Appendix 2 for interview questions), the
teachers were asked under which conditions they would feel more successful than they
already felt. Some complained about the poor physical conditions (n=5). More specifically,
they reported problems like crowded classes (n=2), lack of materials (n=3), their school’s
being far from the city center (n=2), and lack of a separate room for English classes (n=1).
Some others mentioned about societal and behavioral problems such as the society’s attitude
towards education (n=2) and English (n=1), lack of parental support (n=4), lack of social
activities (n=1), and behavioral problems (n=1). A few participants criticized ELT
methodologies adopted by the Ministry of Education: testing (n=1) and syllabus (n=1). A

teacher also wished to work with more supportive colleagues and school administration.
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Chapter 5
Discussion
5.1. Introduction

In this chapter, all the results drawn from the qualitative and quantitative data are
briefly summarized, compared and discussed with the results of similar studies from the
relevant literature. Following this, the implications of all those results are provided for
teachers themselves, school administrations and other stakeholders in teacher education. The
findings of the first research question addressing English teachers’ overall goal orientations
for teaching are discussed by referring to the data obtained from the interviews and the scales
and the relevant literature. The results of the correlational analysis are discussed with
reference to the second research question and to the relevant literature again. The third and
fourth research questions are discussed by referring to the findings of both quantitative data
and qualitative data. The chapter concludes with suggestions for further research.

5.2. The Goal Orientations for Teaching of English Language Teachers Working in
Public Schools in Turkey

The first research question attempted to identify the goal orientations for teaching of
English language teachers working in public schools in Turkey. In this sub-part, the results of
the quantitative and qualitative data are discussed.

The English language teachers in the present study reported a general agreement about
goal orientations for teaching. When ordered from the highest mean to the lowest, the teachers
have mastery, student relations, ability approach and work avoidance goal orientations,
respectively. Similar results were also reported in relevant literature. Saban and Yildizli
(2017) reported that their participants, primary school teachers in Turkey, had the highest
mean in mastery and relational goals, yet, the lowest mean in work avoidance goals. Demiroz

and Yesilyurt (2012) stated that Turkish in-service ELT instructors scored highest in mastery
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goal orientations, while they held a moderate position in ability approach goal orientations
and a negative position in terms of work avoidance goals. In other words, their work-
avoidance goal orientation had the lowest level among the four sub-aspects of goal
orientations. Butler (2007) also expressed similar findings. Mastery goals reported by the
participants had the highest positive mean. Following mastery goals ability approach, goal
orientation was reported with a high mean score by her participants. For work avoidance
orientations, the participants had moderate viewpoints and had the lowest mean score among
other goal orientations. In Butler’s (2007) study, relational goals had not been included in the
scale yet. Furthermore, Retelsdorf, Butler, Streblow and Schiefele (2010) noted that teachers
had positive point of view about mastery and relational goals while they had a negative
perspective about work avoidance goal orientation.

It seems that the participating teachers have strong strivings to develop professionally
and acquire professional skills. Among the other goals, English language teachers are quite
eager to develop themselves. A reason for this result might be that teachers are aware of the
importance of life-long learning. Without mastery goals, for teachers, it may not be possible
to keep up with the changes in new generation or the developments in the educational field.
Additionally, it is quite promising that English language teachers have high mastery goal
orientations because teachers who like learning are a desired element of a well-designed
education system. A teacher who is eager to develop can learn further about teaching, may
adopt recent teaching techniques, and even might evolve his/her teaching techniques into a
better condition. Subsequently, the teachers are concerned with developing close and caring
relations with their students. An interviewee teacher reported that

“At the beginning of the educational years, | put an extra effort to get to know students

(...) Even realizing one’s haircut can affect them (...) noticing tiny details about a
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student may change his/her attitude towards the lesson. It is crucial to touch students’

lives to get their attention...” (Participant 8).

In the end she summarized “teacher-student relationship is crucial for the sake of
student’s attention, concentration, which will eventually lead him/her learning the subject
matter. This is our main goal, teaching” (Participant 8). This finding of the study underlines
the importance of teacher-student relations. It seems that similar to the ideas of the
interviewee, other English language teachers in the survey pay attention to their relationships
with students. Having close and caring relations with students may result in an increasing
interest towards the subject matter, teacher, or EFL classes in general for students, which will
probably cause learning of the subject matter. They also reported moderate levels of
agreement as to displaying better teaching ability than others. The results might indicate that
English language teachers do not mind much about their efforts to be seen by others. A reason
might be that even if the administration notices a teacher’s higher ability, there is not any
pragmatic award or advantage for the teacher. If a teacher is assigned into a public school,
s/he is not much evaluated in terms of quality of teaching at all after being employed. There
are no positive or negative consequences of the ability of teaching. Thus, it can affect their
desires to be perceived a teacher with higher teaching ability than others. Finally, they seemed
to have negative perceptions about their strivings to minimize their effort on task. There might
be a few reasons for this. A reason can be that work avoidant teachers may preferred not to
participate in the study. So, scores could be biased. Another reason might be that a teacher in
a public school is not overloaded. Due to the fact that an English language teacher in a public
school is required to work minimum 15 hours a week, they may not need to shy away from
work. Moreover, among the most common motives to be a teacher, teachers pointed at their
love of the teaching occupation. Therefore, teachers may not consider their works to be

avoided from. Moreover, the interviews revealed similar information and supported these
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findings. None of the interviewees mentioned work avoidance goals when they were asked
about their goals in teaching. However, the most common two responses were their desire to
develop professionally or personally and their eagerness about students’ development.

The qualitative data shed light on the other aspects of goal orientations for teaching of
English language teachers working in public schools in Turkey. Firstly, the teachers reported
several reasons behind their becoming teachers. The reasons in the present study were similar
to those in the literature. The codes that Sinclair (2008) derived from the studies in literature
matches nearly 60% with the ones emerged in this study. Love of subject matter is the most
common motive for teachers to choose teaching as a career. Similar results were reported by
Sal1 (2013), who conducted a survey with 100 ELT trainees. According to the study, the most
common factors for pre-service teachers to choose teaching as a career were also love of
teaching and love of English, followed by influence of others.

Secondly, the participants in the present study were asked about their current
considerations about their career choice (see Appendix 2). Dornyei (2005) underlined the
need for further research on teacher motivation and its change over time. However, in any of
the previous studies, the researchers did not ask further questions beyond teachers’ reasons for
their career choices. This question seems to be important to deepen our knowledge on teacher
motivation and more specifically their goal orientations, because it might be difficult to
motivate a teacher who keeps regretting his/her career choice. In the present study, the
teachers mostly reported their satisfaction with their career choice. Only a teacher stated that
she plans making a change in her career.

Thirdly, the participants of the interview mentioned about two professional goals:
development of students and professional or personal development of themselves. Mansfield
and Beltman (2014) conducted a broad study about beginning teachers’ goals by asking their

participants to list their main goals as teachers. They found a total of 18 goals and first
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grouped them again under seven categories as follows: positive sense of self, wellbeing,
pedagogy, further learning, social relations, employment conditions and career development.
The most frequently visited category was further learning, followed by social relations. Then,
they regrouped these seven categories under three overarching categories which are labelled
as “goals centered on the person (personal goals), goals enacted in the teaching situation
(situated goals) and goals related to professional aspirations (career goals)” (Mansfield &
Beltman, 2014, p.59). Furthermore, more than half of Mansfield and Beltman’s participants
expressed their goals under situated goals which was the most common goal. Some other
themes emerged in the interviews in the present study were similar to those in Mansfield’s
and Beltman’s study. For example, the interviewees Stated their goals as further learning and
social relations categories, both of which belong to situated goals overarching category in the
study by the above-mentioned researchers. Situated goals refer to goals occurred in the
teaching situation (Mansfield & Beltman, 2013). To sum up, as discussed previously, this
qualitative result is in consistent with the quantitative findings of the study. English language
teachers in Turkey has mastery and relational goal orientations which are commonly stated
situated goals similar to the teachers in Australia (Mansfield & Beltman, 2013). Aside from
this conclusion, due to a small sample size in this study, the generalization of the findings
seems beyond the scope of the current study. However, this finding is valuable and can lead
researchers for further studies.

Fourthly, from a retrospective perspective, the teachers were asked to think about their
goals when they first started teaching and to compare their current goals with those in the
initial years of their career (see Appendix 2). 55,5% of participants reported a change in their
goals. It could be concluded that teachers notice it may not be always possible to provide a
‘perfect’ teaching environment as the one in their expectations. It seems that in time they

learn adapting their goals according to their conditions. Underlining the importance of this



48

change over time, Dornyei (2005) called researchers to further investigate fluctuations of
teacher motivation over a time period. Further studies are clearly necessary and demanded to
understand the changes in teachers’ goal orientations for teaching over time.

Following three questions in the interviews (see Appendix 2) was about teachers’
relations with students, colleagues and administration and their effects on goals of teaching.
Nitsche, Dickhauser, Fasching and Dresel (2011) proposed to extend performance goal
orientations considering strivings to demonstrate ability to others definition quite limited.
They stated that this type of goals for teaching should be examined in relation to four
addressee groups: school principal, colleagues, students and self. Therefore, in the current
study, the researcher aimed to find out any effects of these stakeholders on teachers’ goals.
The responses were broadly categorized under several codes. Regarding the interviewees’
preferences, the stakeholders could be suggested to set a school environment appealing for
teachers, as follows:

A teacher-friendly setting should have students with interest in the subject matter
being taught, in the teacher, in the lesson itself (Participants 1, 5) and with some talented
students in class (Participant 2). Moreover, there should be school principals supporting
teachers with their attitudes and behaviors (Participants 4, 7, 8, 9) and having a vision
(Participant 4). Colleagues in a teacher-friendly school should share their experiences and
knowledge with one another (Participants 1, 4, 8). Conversely, a demotivating, dissatisfying
school setting can be described as such a school with morally corrupted and ignorant pupils
(Participants 1, 2, 3, 8), and society or, namely, parents (Participants 1, 2, 5, 6, 9), school
principals having negative attitudes and behaviors (Participants 4, 7, 8, 9) and untrustworthy
selfish colleagues (Participant 8).

Dinham and Scott (2000) examined teacher satisfaction in three different countries and

underlined the crucial role of the third parties aside from the intrinsic factors affecting teacher
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satisfaction. In a similar line with the current results, they summarized their findings with the
following excerpt:
In all three countries, the intrinsic rewards of teaching - working with students and
seeing them achieve, helping them change their behavior for the better and increasing
one's own level of professional skills and knowledge - were the most satisfying aspects
of teaching. In contrast, in all three countries the systemic/societal level factors of the
pace of educational change and its management, related workload, and the status and
image of teaching were the least satisfying. In between these two bands of factors lay
school level aspects including school leadership and decision making, school climate,
communication, resources and reputation of the school in the local community (p.386)
Finally, when the teachers were asked “Do you ever think that you could be more
successful if you would be working under different conditions? If yes, what conditions would
make you feel more successful as a teacher?” (see Appendix 2), they listed many things, but
they stated physical, societal, methodological, pedagogical problems that were mostly beyond
their control. In a similar vein, Dinham and Scott (2000) discussed that dissatisfying factors
were mostly “out of the control of teachers and schools, and found within the wider domain of
society, governments, and the employing body” (p.389). For example, regarding her previous
school, a teacher stated her tough experiences as a novice teacher. She talked about some of
her problems and maintained that “there were children selling tissues or working due to
financial problems. Some had 7-8 siblings. More than one family lived in a house. Parents and
students ignored education. They had many troubles aside from the school itself” (Participant
8). Another participant who had 4 years of experience in teaching profession reported that she
was on the edge of a career change due to such problems as lack of education, lack of family
support, children’s not having any plans for future, etc. Thus, teaching English did not satisfy

her under those conditions anymore.
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It can be inferred that some school level and society level factors affect teachers’ goals
and motivations. Due to these factors then, at some point, they can even reconsider their
career choice or experience negative feelings towards teaching. School type, school
conditions, school administration or environment, society and problems related to students’
families affect teachers and their goal orientations. More studies are thus needed to deepen
our understanding of teacher motivation related to the above-mentioned issues. There seems
to be a huge gap in the literature about teachers’ problems based on school environments and
society in Turkey.

5.3. Correlations Among Sub-Categories of Goal Orientations for Teaching

The second research question aimed to find out any correlations among the sub-
categories of goal orientations: ability approach, mastery, work avoidance, and student
relations. There are diverse results in terms of correlations of goal orientations for teaching in
this study. According to the results of this study, there are high positive correlations between
student relations and ability approach goals, between student relations and mastery goals. It
can then be concluded that if relational goals increase, ability approach and mastery goals
increase. It might be assumed that teachers who care more about their relations with students
are more enthusiastic about learning and desire to be noticed as a teacher with higher teaching
ability.

Additionally, work avoidance and ability approach goals have a positive strong
significant correlation in the current study. Saban and Yildizl1 (2017) also reported similar
correlations amongst the sub-dimensions of teacher goals. Likewise, in many studies (Butler,
2007; Butler & Shibaz, 2014; Retelsdorf et al., 2010), a positive high significant correlation
between work avoidance and ability approach goals was reported. Teachers with higher work

avoidance reported higher strivings to be talked about their high abilities in teaching by
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others. In other words, it could be concluded that in spite of their desire to work less, they
want to be considered with high teaching ability.

In contrast to the findings of many studies (Butler, 2007; Butler & Shibaz, 2014;
Saban & Yildizli, 2017), the results of the present study also indicated a moderate positive
significant correlation between work avoidance and relational goals. Interestingly, a teacher
with desires to avoid working more has more caring relations with students. Even though it is
beyond the scope of this study and some are over assumptions, to lead further research, it is an
obligation to name a few ideas here. A reason for this result might be that work avoidant
teachers could disregard having caring relations with students as a work to be avoided.
Another reason can be that work avoidant teachers do not want to be considered as ‘work
avoidant’, so, they prefer to become prominent with their caring relationship with students.
There might be many other reasons for this result and it is necessary to search further without
any doubts.
5.4. Relationship between English Language Teachers’ Goal Orientations and Years of
Teaching Experience

The third research question aimed to discover any relations between English language
teachers’ goal orientations and their years of teaching experience. In the present study, the
results indicated that except mastery goals, there is no significant difference between groups
in terms of years of teaching experience. Only mastery goals differed within groups. More
experienced teachers reported significantly lower means of mastery goals. It can thus be
concluded that more experienced teachers have less strivings to develop professionally and
personally. In other words, novice teachers have stronger strivings to improve themselves in
teaching profession than experienced teachers. However, it is possible to see controversial
results in the literature (Retelsdorf et al., 2010). Retelsdorf, Butler, Streblow and Schiefele

(2010) explained that more experienced teachers had higher mastery goals in their sample
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group in Germany. This issue needs more explanation and further research. Working as a
teacher in Germany can be different in terms of society, policy, culture, and/or many other
aspects from working in Turkey. Therefore, differences in teachers’ professional goals in
different sociocultural contexts might be expected. As stated previously, this might be a lead
for further research.

In addition, previous research findings pointed to a significant difference between
different groups of teaching experience in terms of ability approach (Butler, 2007; Saban &
Yildizli, 2017), ability avoidance (Butler, 2007; Retelsdorf et al.,2010), and relational (Saban
& Yildizli, 2017) goal orientations. Yet, there is no statistically significant evidence found in
the present study in relation to teaching experience and other goal orientations.

5.5. Relationship between English Language Teachers’ Goal Orientations and School
Type

The last research question sought to explain English language teachers’ goal
orientations and the type of school at which they were teaching. According to the findings of
this study, there is no statistically significant difference between the goal orientations of the
teachers working in primary, secondary or high schools. It can be assumed that school type
does not have much effect on English language teachers’ goal orientations for teaching.
However, one of the interview participants talked about how the school type affected her
goals. She expressed that she was working at two different schools (a primary and a
secondary school) on different days of the week, and comparing those two schools, she
defined the students and maintained, “Students are more enthusiastic in the primary school,
and this helps me. But in the secondary school, it [her motivation to reach her goals] varies.
We can encounter problems such as early marriage, dropping the school, unawareness.” Then,
she complained over lack of learner interest in English language and education in general due

to a lack of awareness of its importance. It could be concluded that many of the survey
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participants probably do not work in two different level school. Thus, school type has almost
no impact on their goal orientations. However, it is still a matter of doubt if the teachers had
been teaching in two schools at different levels, how they would have been affected by the
school type. Expectedly, teachers were inclined to respond questions related to their current
conditions. Another teacher, who was also working at two different schools (two secondary
schools) on different days of the week, compared the two school principals and commented
on the effect of the school administration, as in the following excerpt:

“I work in two schools. It is really very important who the school principals are. In one

of the schools, I am enthusiastic, unconcerned, ... I mean I feel light, comfortable as if

it [school] is home or a place | am familiar with. | go to that school feeling like that.

But at the other school | teach, I feel constantly stressful and nervous. | always think

that anything can happen and anyone can warn me...Considering these tiny details, of

course, there is a huge difference between the school you work under stress and the

school you go enthusiastically” (Participant 7)

It might be inferred that teachers experiencing more than one workplace at the same
time are affected by the environments of the workplaces. But, mostly teachers in public
schools are assigned and work in only one school. Probably therefore, quantitative results did
not demonstrate any significant effect of school types. Yet, qualitative results show there is
still a possibility that teachers, working in two different schools at the same time, could be
affected by the differences in the school contexts. Further research is necessary to clarify the
relations between school types and teachers’ goal orientations.

When one has a glimpse at the relevant literature, s/he can see that researchers did not
find any statistically significant results having compared school levels (Butler, 2007;

Retelsdorf et al., 2010).
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Chapter 6
Conclusion

First and foremost, the present study is a unique effort to understand English language
teacher motivation from a goal orientation perspective in the Turkish context. The findings
shed light on English language teachers’ goal orientations for teaching with empirical
evidence derived from qualitative and quantitative data. Moreover, the study is one of the few
studies in ELT field as well. There are only a small number of studies focusing on English
language teachers’ motivation from a goal theory perspective. More systematic studies are
needed focusing on English language teacher motivation from a goal orientation point of view
in this field.

Additionally, in this study, the researcher used the Turkish version of the GOT scale
(Butler, 2007; Yildizl1 et al., 2016) which is a commonly used instrument to measure goal
orientations for teaching even though the scale has not been commonly used for English
language teachers in Turkey. Moreover, the findings of the study will enable the other
researchers to compare with the other studies based on Butler’s (2007, 2012) GOT scale
focusing on other disciplines or teachers from different contexts. Further inclusive studies are
needed to understand teacher motivation and to generalize the findings for teachers from
different contexts or disciplines.

The present study also enlarged our knowledge about goal orientations for teaching
and years of teaching experience. In this study, higher mastery goal orientations were reported
by English language teachers with less than 5 years of experience and those with 5-10 years
of experience than experienced teachers. However, more evidence from further research is
required to clearly comment on mastery goal orientations of English language teachers. There

are also some studies producing controversial results in the literature (Retelsdorf et al.,2010).
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To better understand the sources of these differences, more studies related to goal orientations
for teaching in diverse contexts are necessary.

Even though the results from the quantitative data showed no significant difference between
English language teachers’ goal orientations and a variety of school types (primary,
secondary, high school) in the present study, the interviewees pointed to different aspects of
their work place as an effective factor in their teaching goals and motivation. The English
language teachers pointed out that the type of the school that they were teaching at, physical
conditions and the location of their schools, the school administration, and the general school
environment affected their goals and motivation. Even though the findings of this study
provide useful insights into the effect of work place, these key factors and their effects on
teaching goals and teacher motivation should be investigated in detail, especially for the
Turkish context.

The current study also revealed some of the English language teachers’ troublesome
experiences signaling their dissatisfaction, demotivation or even burnout. Many reasons that
they stated were beyond their control, especially societal problems, which might lead them to
a sort of helplessness in time. As Dinham and Scott (2000) put:

Teachers and schools cannot reasonably be expected to solve problems over which

they have little control nor capacity to deal with. Educational systems, governments,

and society need to acknowledge their collective responsibility for the current extrinsic
factors giving rise to worrying levels of teacher dissatisfaction and the erosion of

teachers' intrinsic satisfaction (p. 393)

Teachers want to teach, yet, they need help for the problems beyond their control.
Therefore, school principals, researchers, policy makers, parents, and whoever a part of

education is, should take responsibility and search for possible solutions for these societal



problems. In the following part, some modest solutions will be suggested to solve these

problems.
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Implications

The study showed that English language teachers are already mastery oriented. It is
necessary to support them to step ahead. For instance, policy makers could provide more
opportunities for in-service English language teachers to improve themselves. Because they
already look for any occasions for their personal and professional development. It can be
achieved via on-line courses based on professional development such as pedagogy of
children, methodology of EFL teaching, material development, suggested extra-curricular
activities, on-line forums that teachers share ideas and experiences, etc. Such an on-line
platform could be accessible for all English language teachers working in public schools
regardless of the location of the school.

As for problems about schools, it is school principals’ duty to provide a friendly
environment for teachers. In addition to this, teachers need to be observed and praised if they
spend an extra effort to be better at teaching. There are certain responsibilities of teachers,
too, but at least they should be sharing colleagues. As a crucial element of education, parents
could try to be more supportive and caring towards their children’s education.

In the following part, some ideas will be shared for researchers related to English

language teachers’ goal orientations to keep exploring.
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Further Research

Even though this study is an important step to understand English language teachers’
goal orientations, it is necessary to work further on this issue. Qualitative studies with a high
number of participants are demanded. This study focused on merely in-service English
language teachers in public schools. Therefore, with another sample group, the study could be
replicated. Moreover, there are certain results of the current study that are suitable with the
findings of previous researchers. These results could be approved by repeating a similar study
with a similar sample group to generalize these findings. Some other results of this study
indicated contradictory findings with previous studies in other contexts. Further research is

expected to figure out the reasons of these contradictions.
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Appendix 1

Ogretmeye Yonelik Hedef Yonelimi Olgegi

Degerli Katilimct,

Bu dlcek iki boliim ve 21 maddeden olugmaktadir. A bdliimii sizinle ilgili ¢alismaya faydali olabilecek
cesitli bilgiler toplayabilmek amaciyla hazirlanmistir. Liitfen dikkatlice okuyup size uygun olan segenegi (X)
seklinde isaretleyerek cevaplandiriniz. B béliimiinde ise her madde igin 5 segenekten size en uygun olanini
secerek igaretleyiniz. Liitfen higbir maddeyi bos birakmayiniz ve her madde igin yalnizca bir segenek
isaretleyiniz. Bu caligma Ingilizce 6gretmenlerinin 6gretmeye yonelik hedef yonelimi algilarmi 6lgmek ve bu
sayede Ingilizce egitim ve dgretimine katki saglamak amaciyla yapilmaktadir. Maddeleri igtenlikle
cevaplandirmaniz ¢ok énemlidir. Isim ve diger bilgileriniz anonim olarak kalacaktir. Bu nedenle neyin dogru
neyin yanlig oldugu kaygisina diismeden yalnizca gercekte sizi en iyi yansitan cevabi veriniz.

Olgek ve arastirma ile ilgili herhangi bir sorunuz varsa iletisim kurabilirsiniz. (e-mail: haticegeneli@gmail.com)
Bu calismaya géniillii olarak katiliyorum.

Ad Soyad:..........cceueueneen.
imza: .....................................
A. Boliimii
1. Cinsiyetiniz
[J1 Kadmm (2 Erkek
2. Yasadigimz Sehir:.............cccocoiiiiiiinnnns
3. Yasimz
[1 24 ve alt1 (2 25-29 [1330-39 s 40-49 [Js 50-59 s 60+

4. En son tamamladiginiz egitiminiz ve boliimiiniiz:
[1 Lise
(12 UNIVETSIEE vvvvvecveeeeeveceeteiesessese e seseereseesseneresesssnes
(13 YUksek LiSans .......ccccccerereeieinieieicnesesese e
(14 DOKEOA ..o
5. Calisma sartlariniz
a. [J1Sozlesmeli / [12Kadrolu Ogretmen olarak ¢alisiyorum.

b. Suan ¢alismakta oldugunuz okul hangi hizmet alaninda bulunuyor?
U1 1. Hizmet Alan
[J2 2. Hizmet Alani
(13 3. Hizmet Alani
[14 4. Hizmet Alan1
(15 5. Hizmet Alan1
[l6 6. Hizmet Alan
07 Bilmiyorum.
Okulunuzun adi: ......ccoeceneveneiinenncncneneneeen

¢.  Kag yildir 6gretmen olarak ¢alistyorsunuz?

1 11k y1lim [121-3 y1l [134-10 y1l [14 11-20 y1l [5 21 ve iisti
d. Ilkokul diizeyinde ......... yil 6gretmen olarak ¢alistim.

Ortaokul diizeyinde .......... yil 6gretmen olarak ¢alistim.

Lise diizeyinde .......... yil 6gretmen olarak calistim.

e. Suan gorev yaptiginiz okul tiirii
Tailkokul J20rtaokul TaLise

f.  Kag yildir suan galistiginiz okulda ¢alisiyorsunuz?
1 11k yilim [121-3 yil [134-10 y1l (14 11-20 y1l [J5 21 ve isti
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E g g
s| § E g
B. Boliimii EREE
Ogretmeye Yonelik Hedef Yonelimi Olcegi = & £ S
Q| M Vi
N
112345
7 Meslektaglarima kiyasla daha iyi 6gretim becerilerine sahip olduguma dair 6vgiiler
alirsam, okulda basarili bir giin gegirdigimi hissederim.
8 Glinii ¢ok ¢alismak zorunda olmadan atlattigim zaman, okulda basarilt bir giin
gecirdigimi hissederim.
9 Siifta olan bir sey mesleki anlayisimi gelistirme istegini ortaya ¢ikarirsa, okulda
bagarili bir giin gecirdigimi hissederim.
10 | Meslegimdeki temel amaglardan biri, yeni mesleki bilgi ve beceriler kazanmaktir.
1 Ders igerigi kolay oldugunda ve derse hazirlanmak zorunda kalmadigimda, okulda
basarili bir giin gegirdigimi hissederim.
12 Okul miidiirii beni okuldaki en iyi 6gretmenlerden biri olarak gdsterirse, oldukg¢a
bagarili bir giin gecirdigimi hissederim.
13 Bir 6gretmen olarak gelistigimi ve 6gretim becerilerimi gelistirdigimi anlarsam,
okulda basaril1 bir giin gecirdigimi hissederim.
14 Bir 6gretmen olarak temel amacim, her 6grenciyle daha samimi kisisel iligkiler
kurmaktir.
15 Degerlendirecek smav kagitlar1 ya da 6devler olmadiginda, oldukga iyi bir giin
gecirdigimi hissederim.
16 Yapmis oldugum ders planlar1, meslektaglariminkilerden daha iyi bulunursa,
oldukga basaril1 bir giin gecirdigimi diistiniirim.
17 Bir 6gretmen olarak temel amacim, dgrencilerime deger verdigimi onlara
gostermektir.
18 Ogrencilerle daha icten ve iyi iliskiler gelistirmekte oldugumu anlarsam, okulda
basaril bir giin ge¢irdigimi hissederim.
19 Smifimdaki 6grenciler bir sinavda diger 6gretmenlerin 6grencilerinden daha yiiksek
puan alirsa, okulda basarili bir giin gegirdigimi hissederim.
20 Bir 6gretmen olarak kendimle ilgili yeni bir sey 6grendigimde, okulda basarili bir
giin gegirdigimi hissederim.
21 | Bazi derslerim iptal edilirse, okulda basarili bir giin gecirdigimi hissederim.

Tesekkiirler...
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Appendix 2

Interview Questions

1.

2.

10.

Neden Ingilizce 6gretmeni olmayi tercih ettiniz?

Ogretmen olmaya karar verdiniz ve birkag yildir bu isi yapiyorsunuz. Simdi
kararmizla ilgili ne diisiiniiyorsunuz? Neden?

Bir 6gretmen olarak hedefiniz nedir? Buna ek olarak bir Ingilizce dgretmeni olarak
hedefleriniz nelerdir?

Mesleginizin ilk yillariyla, su anki mesleki hedeflerinizi kiyasladiginizda karsiniza
¢ikan tablo nedir? Bir degisim var mi1? Varsa agiklayiniz.

Ogrencilerle iliskileriniz mesleki hedeflerinizi ve motivasyonunuzu nasil etkiliyor?
Idare ile iliskileriniz mesleki hedeflerinizi nasil etkiliyor?

Meslektaslariniz ile iliskileriniz mesleki hedeflerinizi nasil etkiliyor?

Insan baz1 giinlerde diger giinlere gore daha basarili hisseder. Kendinizi bir 6gretmen
olarak basarili hissettiginiz bir glinliniizii anlatir misiniz? Neden Oyle hissedersiniz?
Sizi bir Ingilizce 6gretmeni olarak daha az basarili / basarisiz hissettiren bir giiniiniizii
anlatir misiniz? Neden Oyle hissedersiniz?

Farkl1 sartlar altinda veya su sekilde ¢aligsam daha basarili olurdum dediginiz oluyor

mu? O sartlar nelerdir? Neden?
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Appendix 3

Examples from the interview transcriptions

Participant 1

[12:02, 29.10.2019] Hatice C.: 1. Neden Ingilizce 6gretmeni olmay1 tercih ettiniz?

[12:03, 29.10.2019] Katilimer 1: ¢ocukluktan karsima ¢ikan Ingilizce 6gretmenlerinin hep iyi
olmasi ve Ingilizcede basarili oldugumu diisiindiigiim igin Ingilizce 6gretmeni olmayi tercih
ettim.

[12:04, 29.10.2019] Hatice C.: 2. Ogretmen olmaya karar verdiniz ve birkag yildir bu isi
yaptyorsunuz. Simdi kararinizla ilgili ne diigiiniiyorsunuz?

[12:12,29.10.2019] Katilimet 1: yaklagik 1 yildir yapiyorum kararimdan pisman degilim.
elbete zorluklar var , bazi endiseler var, verilen emegin tam karsiligini alamama durumlari da
oluyor fakat dgrenciler ile aramizda olusan o biiyiik sevgi bag1 da paha bicilemez
[12:13,29.10.2019] Hatice C.: Peki, bir gretmen olarak ve ayrica bir Ingilizce dgretmeni
olarak hedefleriniz nelerdir?

[12:16,29.10.2019] Katilimci 1: hedeflerimi bir unvana veya meslege bagli olarak degil kendi
karakterim olarak ortaya koyuyorum. hergun yeni birseyler 6grenmek her an dinamik kalmak
ve hep ileriye dogru gitmek kisaca benim hedefim oluyor daha ozel olarak isterseniz yeni bir
dil 6grenmek, meslektaslarimin calismalaro takip edip deneyim ve yeni bakis acilar

gelistirmek diye ozetleyebilirim

Participant 8, 20.12.2019, Saat: 18:00

5. Ogrencilerle iliskileriniz mesleki hedeflerinizi ve motivasyonunuzu nasil etkiliyor?

Yani 6grenci 6gretmen iliskisi bence ¢ok dnemli bir sey zaten. Ciinkii ben sunu
savunan bir gretmenim: yani bir 6grencinin 6zellikle ortaokul ¢aginda bir 6grencinin

kalbime girmeden beynine asla giremezsiniz. Oncelikle o dersi, yani sizi sevmesi lazim
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mutlaka sevmesi lazim... Sevmedigi zaman 6grenci dinliyormus gibi goriinse bile
dinlemiyor. Yani sessiz, belki de sinifta bir vukuat ¢ikarmiyor ama tepkisiz kaliyor
korktugu i¢in... basina bir sey gelecegini diisiindiigii i¢in ya da iste not ya da iste
herhangi baska bir sey... grenci mutlaka dersi sevmesi gerekiyor. Ogretmenle iletisimi
de bu konuda ¢ok dnemli. Hatta sunu da gézlemledim. Kendim i¢in demiyorum bazi iste
oyle ¢evremdeki 6gretmen arkadaslarda sirf 6gretmen 6grenci iligkisi iyi oldugu igin
ogretmenin dersine girmesini Cok isteyen [0grenciler var] aslinda mesela 6gretmen
olarak yani kritik yaptigimda iste baz1 seyler eksiklikler gérsem bile; baska bir arkadas
mesela ¢cok daha fazla emek verip calistigini gérsem bile; su 6gretmen dersimize girdi
deyip ¢ok mutlu oluyorlar. Ama onu tek nedeni yani iletisimin iyi olmasi. Gergekten bu
Ogrencinin motivasyon saglamak acisindan ¢ok énemli. O yilizden ben sene baglar1 da
benim i¢in ¢gok dnemli. O yiizden de ¢ok yorulurum yani 6grenciye tanimaya ¢alistyorum
gbzlemlerim yani halin tavrini yani 6grencinin biri sagin1 kestigini gérmek bile onlar i¢in
cok onemli. Ya da ne bileyim iste yani yeni bir sey aldiginda ya da bir morali bozuk
oldugunda iste okula gelmemisse mesela yoklamada fark edip sonraki giin neden
gelmedin ne oldu bir sey var m1 diye sordugunda boyle, bu sekilde, 6grencileri ufak ufak

kazaniyorsunuz aslinda. ..
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Hizmetici Ingilizce Ogretmenlerinin Ogretmeye Yonelik Hedef Yonelim Algilari: Bir

Karma Yontem Calismasi
v’ Katilimer olarak sorular hakkinda istedigim zaman soru sorma hakkina sahip

oldugumu biliyorum.

v Katilimer olarak bu ¢alismaya goniillii olarak katildigimi ve istedigim zaman agiklama

yapmaksizin ¢alismadan ¢ekilme hakkina sahip oldugumu biliyorum.

v" Katilimer olarak hakkimda verdigim bilgileri istedigim zaman geri ¢ekebilme hakkina

sahip oldugumu biliyorum.

v' Katilimer olarak kayitli tiim verilerin gizli kalacagini ve kisiyi tanimlayan higbir
bilginin agiklanmayacagin biliyorum.

v" Katilimer olarak verilerin aragtirma ve yayinda kullanilacagini biliyorum.

v" Katilimei olarak verilerin bana agiklandig1 sekilde muhafaza edilecegini biliyorum.

Yukaridaki bilgileri okudugumu ve anladigimi kabul ediyorum. (_ /  / )

Bu ¢alismada goniillii olarak yer almak istiyorum / istemiyorum.

Katilimemnin Adi Soyadi Tarih Imza

Hatice CINGILOGLU

Arastirmacinin Adi Soyadi Tarih Imza
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