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ABSTRACT

ATTITUDES, MOTIVATION AND STUDY HABITS
OF
ENGLISH LANGUAGE LEARNERS:
THE CASE OF BASKENT UNIVERSITY SECOND-YEAR STUDENTS

Colak, Ahmet
M.A., English Language Teaching
Supervisor : Assoc. Prof. Dr. Aysegiil Daloglu

September 2008, 90 pages

This thesis aimed to investigate Bagkent University second-year students’
attitudes towards English, motivation to learn English and their general and
vocabulary study habits with respect to their motivation levels. It also
attempted to examine the relationship between students’ attitudes and their
grades and departments. In addition, it explored the students’ motivation
and motivation orientation levels, and looked into the correlations between
the students’ motivation, motivation orientation levels and their grades,
and finally, it examined the differences in students’ motivation levels,

motivation orientation levels with respect to their departments.

The study was carried out with 82 second-year students at Bagskent
University using a survey designed on a five-point Likert-scale. The data
collected were analyzed through descriptive statistics, a one-way ANOVA
and Pearson correlation procedures. The participants were also asked to
describe their general and vocabulary study habits. These descriptions

were analyzed by means of categorization and illustrated using Excel.

Key words: attitude, motivation, motivation orientation
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0z
BASKENT UNIVERSITESI IKINCI SINIF OGRENCILERININ

INGILiZCE OGRENIMINDE TUTUM, MOTIVASYON VE CALISMA
ALISKANLIKLARI

Colak, Ahmet
Yiiksek Lisans, Ingiliz Dili Ogretimi
Tez Yoneticisi : Dog. Dr. Aysegiil Daloglu

Eyliil 2008, 90 sayfa

Bu tezin amaci Baskent Universitesi ikinci sinif dgrencilerinin ingilizce
ogrenmeye karsi tutumlarini, Ingilizce &grenme motivasyonlarmi ve
motivasyon seviyeleriyle baglantili olarak genel ¢alisma aliskanliklarini,
ve kelime Ogrenme aligkanliklarini incelemektir. Bu tez o6grencilerin
tutumlart ile notlar1 ve boliimleri arasindaki baglantiy1 inceleme amaci da
tasimaktadir. Buna ek olarak, bu ¢aligma, 6grencilerin motivasyonlarinin
ve motivasyon cesitlerinin seviyesini belirlemeyi; ve bu Ogrencilerin
motivasyon seviyeleri, motivasyon c¢esidi seviyeleri ile notlar1 ve

boliimleri arasindaki iligki ve farklar1 degerlendirmeyi hedeflemistir.

Bu calisma Baskent Universitesi’nde 82 6grenci iizerinde uygulanan besli
Likert dlgegine uygun bir anket kullanilarak gerceklestirilmistir. Toplanan
bilgi tanimlayici istatistikler, tek-yollu ANOVA ve Pearson korelasyon
testleri yapilarak incelenmistir. Anket uygulanan Ogrencilerden ayrica
genel calisma aligkanliklarini ve kelime o6grenme ile ilgili g¢alisma
aligkanliklarin1 anlatmalar1 istenmis; ve bu anlatimlar siniflandirilarak

Excel’de resimleme suretiyle analiz edilmistir.



Anahtar Kelimeler: tutum, motivasyon, motivasyon ¢esidi
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CHAPTER 1

INTRODUCTION

1.0. Presentation

This chapter presents the background of the study, statement of the problem, research
questions, significance of the study and definitions of the terms used in the research

study.

1.1. Background of the study

You say you have thirty kids in your room. And you say that most
of them are good kids and doing all right in school... yes, some are
even a joy to be with.

But you say there are a few-three or four, on some days five or six-
who are really difficult. They don’t get into anything, they won’t
stay with anything, they don’t seem to want to learn anything-they
are just not motivated.

And you say to yourself, ‘If only I had time that I spend worrying
about those kids to devote to my other children. If only I could find
a way to motivate those kids, my class would be really fine.’

And you dream that somehow, somewhere, someday, someone
would tell you how to motivate those kids (Drew, 1974: 5).

This is a situation nearly every teacher experiences every semester. When looking at

the situation, one can infer that there are many reasons for students’ reluctance to
1



take part in the activities or concentrate on the lesson. The reason is not only “they
are just not motivated”. There might be many other factors which lead students to
such unwillingness such as students’ aptitudes and their learning styles (Dornyei,
2005), or there may be other causes like “sickness, administrative problems,
changing schools”, or “intelligence” (McDonough, 1981: 125). However, as the class
teacher admits, motivation is basically the main problem. For many years, the issue
of motivation has drawn a lot of attention since, as Dornyei (2001a) puts forth,
motivation has a vital role in determining whether the students will succeed or fail in
any lessons or areas. He also adds that “99% of language learners who really want to
learn a foreign language will be able to master a reasonable working of it as a

minimum, regardless of their aptitude” (p. 2).

It has been more than half a century since the role of motivation in language learning
was recognized by many researchers; however, it has been only fifteen years since its
importance was understood deeply, and the concept of motivation has started to be
explored to a large extent. Scheidecker & Freeman (1999) put forth that the problem
with motivation is that all the people are seeking “a single and simple answer” (p.
117); however, as Manolopoulou-Sergi (2004) comments, motivation as a concept is
complicated itself, and it is difficult to conceptualize as well. Manolopoulou-Sergi
also presents two reasons for this difficulty, the first being that motivation has an
abundance of definitions and the second one that there is an excessive number of
motivation theories, each of which is connected to wvarious psychological

perspectives on human behavior.

Spolsky (2000) asserts that in the 1950s, social psychologists began to pay attention
to second language acquisition models. This attention stemmed from the question of
how to select students to study a foreign language since the cost of foreign language
instruction was very high. Carroll’s (1962) model of instruction added key elements
to language acquisition, namely aptitude, motivation and exposure. However,
Dornyei (1994a) maintains that the people who initiated and grounded the research

on motivation in social psychology were Robert Gardner and Wallace Lambert. They

2



not only founded the procedures for scientific research on motivation, but also
developed the assessment instrument and techniques whose standards were very
high. According to Crookes and Schmidt (1991), the standards were so high that
Gardner’s socio-educational model dominated the research done on motivation until
1990s, and because of this, other concepts put forth by other researchers were not

given enough attention.

In the 1990s, there was a significant shift in thought as a number of researchers (e.g.,
Crookes and Schmidt, 1991; Doérnyei, 1994a and 1994b; Oxford and Shearin, 1994)
made attempts to reopen the research agenda in order to voice the view that
Gardner’s construct had not changed for about thirty years, and there was a cognitive
revolution in psychology. Both the lack of development and the cognitive revolution
led to a discrepancy between second language learning and educational psychology
as far as motivational thinking was concerned (Dornyei, 2005). Dornyei and Csizér
(1998) maintain that the reasons for the reform endeavor were first of all “to adopt a
more pragmatic, education-centered approach to motivation research, which would
be consistent with the perceptions of practicing teachers” as a result of which there
would be more applicable classroom applications (p. 204). It was also seen that there
was not a detailed description of the classroom situation of L2 motivation provided
by social psychological approach. Crookes and Schmidt (1991) claimed that
teachers’ description of a motivated student would be a student who “becomes
productively engaged in learning tasks, and sustains that engagement, without the
need for continual encouragement or direction” (p. 480). Therefore, the researchers
started to investigate classroom situated aspects of motivation and proposed that
there may be differing constructs suitable at different stages of this long and tiresome

language learning process (Lamb, 2007).

Since the 1990s, the research carried out on motivation has dealt with numerous
aspects of motivation with regard to classroom environment; for example, Noels,
Clemént and Pelletier (1999) investigated the suitability of intrinsic and extrinsic

motivation for language learning, and also looked into whether perceptions of

3



teachers’ communicative style are related to these motivation orientations. They
found that positive learning outcomes and intense feelings of intrinsic motivation
were linked. They also found that students’ intrinsic motivation was affected by how
they perceived their teachers’ communicative style. When the students felt that the
teacher was controlling them and was not instructive, they became less intrinsically
motivated. Another example can be Dornyei and Csizér (1998), who presented their
empirical data results on motivational strategies, widely known as fen
commandments for motivating language learners. They outlined the main strategies
which could be exploited by teachers to improve students’ motivation. In this study,
they also presented the commandments which were made use of very rarely in class.
A more recent study by Chen, Warden and Chang (2005) examined relationships of
motivation orientation, expectancy, and self-evaluated skill within the construct of
the process model. Their research bore that expectancy was a mediating concept
between motivation orientations and self-evaluated skill. The required motivation
had the strongest relationship to expectancy; however, integrative motivation had no

significant effect.

1.2. Statement of the Problem

High rates of absenteeism and failure in English courses have become popular at
universities all over Turkey; however, the situation is worse at universities where the
medium of instruction is Turkish. At Baskent University, where the medium of
instruction is also Turkish, students have to be proficient in English in order to be
able to study in their departments and have to take several English courses
throughout their academic studies at the university. However, there is quite a large
number of students failing in Prep School and in English courses offered. The
informal talks with the administrators and instructors at the university reveal that
motivation is a big problem. All instructors believe that without motivated students
in class, it is inevitable to have high failure and unattendance rates. Their beliefs are
in line with what Ddrnyei (2005) puts forth that motivation “provides the primary

impetus to initiate L2 learning and later the driving force to sustain the long and
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often tedious learning process” (p. 65). He also underlines that even if a learner has
the best abilities, he cannot attain long term goals without an adequate amount of
motivation. He further supports his claim that neither suitable curricula nor good
teaching alone is sufficient to guarantee that the individual will succeed. However,
“high motivation can make up for considerable deficiencies both in one’s language
aptitude and learning conditions” (p. 65). The reasons for the motivated learner’s

achievement are as Masgoret & Gardner (2003) explain:

The motivated individual expends effort, is persistent and attentive
to the task at hand, has goals desires, and aspirations, enjoys the
activity, experiences reinforcement from success and is
appointment from failure, makes attributions concerning success
and/or failure, is aroused, and makes use of strategies to aid in
achieving goals. That is, the motivated individual exhibits many
behaviors, feelings, cognitions, etc., that the individual who is
unmotivated does not (p. 128).

Since the motivated learners embody all these characteristics, they are every
teacher’s dream. However, in reality, we should stop dreaming and start to think
about how we, as language teachers, can contribute to the students’ motivation and
enhance their language achievement. As McDonough (1989) puts forth, motivation is
important; however, it is also important to find out how to contribute to it, and both
materials writers and teachers need to be knowledgeable about what aspects of
motivation can be handled, how they could do it, and when and where they could
exploit these aspects. There are very few studies conducted on motivation in Turkey
trying to uncover the roots of lack of motivation and its effects on students’ failure,
absenteeism, drop-out rates, learning strategies and learning habits. In order to
contribute to the research on motivation, the present research attempts to identify
Bagkent University second-year students’ attitudes towards learning English and
their motivation level and type, and what Baskent University second-year students’
learning behaviors are outside the classroom environment with respect to their

motivation levels.



1.3. Research Questions

1. What are Bagkent University second-year students’ attitudes towards learning
English?
1.1.  Is there a relationship between students’ attitudes and grades?
1.2.  Is there a difference between students’ departments and their

attitudes towards learning English?

2. What are the motivation levels of Bagkent University second-year university
students?
2.1. What are their motivation orientation levels?
2.2. Is there a relationship between their grades and their motivation level?
2.3. Is there a difference between their motivation level, motivation

orientation levels and their departments?

3. What are the learning behaviors of these students according to their

motivation levels?

4. What are these students’ vocabulary study habits with respect to their

motivation levels?

1.4. Significance of the study

As there is a lack of studies conducted on motivation in Turkey, the present research
is an attempt to recognize one of the main individual differences, motivation, at a
private Turkish-medium university where there is a high rate of unattendance to
classes and failure in English courses offered in the departments. Furthermore, since
motivation is important in trying to learn a language, this study is also an endeavor to
explore the concept with the aim to identify what learning habits these students with

differing levels of motivation demonstrate outside school.



It is hoped that this diagnosis will contribute to improve learners’ study habits so that
their motivation level and learning behaviors can be increased to an extent that is

satisfactory in meeting the requirements of learning a foreign language successfully.

With this small scale research, the researcher does not intend to make generalizations
or any attempts to put forth claims regarding other learners on the basis of this study
due to the fact that it concerns a specific group of participants at a private university

which, like any university, has its own culture and context.

1.5. Definitions of Terms

Attitude: an individual’s attitude is an evaluative reaction to some referent or
attitude object, inferred on the basis of the individual’s beliefs or opinions about the

referent (Gardner, 1985: 9).

Motivation: In a general sense, motivation can be defined as the dynamically
changing cumulative arousal in a person that initiates, directs, coordinates, amplifies,
terminates and evaluates the cognitive and the motor processes whereby initial
wishes and desires are selected, prioritized, operationalised, and (successfully or

unsuccessfully) acted out (Dornyei and Otto, 1998: 64).

Integrative Orientation: a positive disposition toward the L2 group and the desire to
interact with and even become similar to valued members of that community

(Dornyei, 2001b: 49).



Instrumental Orientation: The utilitarian counterpart of integrative orientation in
Gradner’s theory, pertaining to the potential pragmatic gains of L2 proficiency, such

as as getting a better job or a higher salary (Ddrnyei, 2001b: 49).



CHAPTER II

LITERATURE REVIEW

2.1. Presentation

This chapter first deals with theories of motivation developed, and then focuses on

attitudes, motivation and gender issues with examples of empirical data.

2.1. Development of motivation

The last half-century has been marked by substantial advances in
the understanding of second language learning, energized by
developments in linguistics and bolstered by the realization that
other fields too are critically implicated in the process (Spolsky,
2000: 157).

One of these advances is the addition of the concept of motivation to models of
second language learning. This major contribution has been made by social
psychologists, especially Wallace Lambert and Robert Gardner (Spolsky, 2000).
Their work dominated the area until 1990s. However, with the realization that the
model presented by Gardner’s socio psychological theory was not adequate in
investigating different aspects of motivation, researchers developed different theories
in order to expand foreign language learning motivation. These theories together

with Gardner’s are covered in the following sections of the study.



2.2. Theories of motivation

2.2.1. Gardner’s Social Psychological Theory

Gardner (1979) asserts that at schools, the learning of a second or foreign language is
seen as any other school subject; however, there is a significant distinction between
them. In most of the school subjects, students learn their own cultural heritage.
However, in the case of leaning a second or foreign language, the students learn new
information such as grammar, vocabulary, and pronunciation, and more importantly
they are “acquiring symbolic elements of a different ethno-linguistic community” (p.
193). The students are in a way imposed to acquire elements of the target culture.
Therefore, the process of second language acquisition is of vital importance since the
learners’ harmony with their own society and willingness for identification with the
target culture is concerned. Williams (1994) also agrees that learning a foreign
language is different from other school subjects because “language, after all, belongs
to a person’s whole social being: it is part of one’s identity, and is used to convey

this identity” (p. 77).

Doérnyei (2005) maintains that according to Gardner and Lambert (1972), second
languages played a role as “mediating factors between different ethno-linguistic
communities and thus regarded the motivation to learn the language of the other
community as a primary force responsible for enhancing or hindering intercultural
communication and affiliation” (p. 67). He also claims that their social psychological
approach is based on the principle that attitudes of the students have a great impact
on students in whether they will be successful or not in learning the target language.
Doérnyei (2001b) comments that in Gardner’s motivation theory (1985), motivation
includes three elements: “motivational intensity, desire to learn the language and
attitudes towards learning the language” (p. 49). Gardner (1985) thinks that a
language learner who is truly motivated embodies all of the three. The function of

orientations is to increase motivation and lead it to a set of goals. This can be done
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either with a strong interpersonal quality (integrative) or a strong practical quality
(instrumental) (Dornyei, 2001b: 49). According to Gardner (2003), integrativeness
“implies an openness on the part of the individuals that would facilitate their
motivation to learn the material” (p. 126); whereas instrumental orientation “refers to

the economic and practical advantages of learning English” (Gardner, 1985: 52).

According to Dornyei (2001b: 68), Gardner’s motivation theory has four areas:

f—

the construct of the integrative motive;

2. a general learning model, labeled the socio-educational model,
which integrates motivation as a cornerstone;

the Attitude/Motivation Test Battery (AMTB);

4. a recent extended L2 motivation construct developed together with
Paul Tremblay (Tremblay and Gardner, 1995).

(O8]

The first area is integrative motive which is explained as a “motivation to learn a
second language because of positive feelings toward the community that speaks that
language” (Gardner, 1985: 82-3). It has got three main components: The first one is
integrativeness, which includes integrative orientation, interest in foreign languages,
and attitudes towards the target community, which show the learner’s willingness
and interest in interacting with the people of the other communities (Gardner,
Tremblay and Masgoret, 1997). The second one is attitudes towards the learning
situation, which covers attitudes towards the teacher, the course, the course
materials, and extra-curricular activities (Gardner, 2003; Dornyei, 2001b). The third
and the last one is motivation, which includes effort, desire and attitudes towards

learning.

The second area, the socio-educational model, has vital importance since it
distinguishes the four separate characteristics of the second language acquisition

process:

1. antecedent factors (which can be biological or experiential such as
gender, age or learning history)

2. individual difference (i.e. learner) variables such as intelligence,
language aptitude, motivation, and language anxiety

11



3. language acquisition contexts
4. learning outcomes
Dornyei, 2001b (p. 52)

The third area of Gardner’s motivation theory is the Attitude Motivation Test Battery
(AMTB hereafter). The AMTB is a very useful instrument in that it is designed to
follow psychometric tenets which govern the questionnaire. It is also a scientific tool
regarding its presentation and content (Dornyei, 2005). It functions as the major
components of Gardner’s theory and includes over 130 items. These items address
attitudes towards the French community (10 Likert-scale items, LSI hereafter),
interest in foreign language (10 LSI), attitudes towards European French people (10
LSI), attitudes towards learning French (10 LSI), integrative orientation (4 LSI),
instrumental orientation (4 LSI), French class anxiety (5 LSI), parental
encouragement (10 LSI), motivational intensity (10 multiple choice items, MCI
hereafter), desire to learn French (10 MCI), orientation index (1 MCI), evaluation of
the French teacher (25 semantic differential scale items), evaluation of the French

course (25 semantic differential scale items) (Dornyei, 2001b; Dornyei, 2005).

The fourth and the last area of Gardner’s theory is Tremblay and Gardner’s revised
model. Upon receiving reviews from Crookes and Schmidt (1991), Dérnyei (1994a,
1994b), and Oxford and Shearin (1994) that “a consideration of constructs from other
research areas” (Tremblay and Gardner, 1995: 505) would be very useful in
researching motivation in L2 acquisition, Tremblay and Gardner revised and
extended Gardner’s motivation construct. They added three new elements to it
namely goal salience which pertains to “the specificity of the learner’s goals and the
frequency of goal-setting strategies used; valence which comprises “the traditional
scales of ‘the desire to learn the L2’ and ‘attitudes towards learning the L2’, thus
denoting a L2-learning-related value component”, and self-efficacy which includes
anxiety and expectancy of being able to carry out a wide range of language activities

by the end of the course (Dornyei, 2001b: 53).
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Gardner’s motivation theory had dominated the area until 1990s. However, as
Gardner (1985) himself puts forth, it was “not the true or the final one” (p. 166). He

insisted:

I do feel, however, that it contains many elements which must be
considered in future developments. A true test of any theoretical
formulation is not only its ability to explain and account for
phenomena which have been demonstrated, but also its ability to
provide suggestions for further investigations, to raise new
questions, to promote further developments and open new horizons.
This model has those capabilities and, hopefully as a result of the
account given here, they will be realized (p. 166).

As Gardner himself claimed that the model would promote further investigations due
to the fact that the model he developed embodied elements that could be used to shed
light on different aspects of motivation, the model did promote developments in the
area after 1990s. In 1990s, in many research studies, it was pointed out that the
socio-educational model was not sufficient in explaining different aspects of
motivation, such as the nature of the task, the person’s attribution of success, and the
kind of reward involved in successful completion of the task. This shift was more in
line with how teachers perceived motivation, more related to classroom applications
(Crookes and Schmidt, 1991; Dornyei, 1994a, 1994b; Dornyei and Csizér, 1998;
Dornyei and Kormos, 2000; Nikolov, 1999; Oxford and Shearin, 1994; van Lier,
1996).

2.2.2. The Cognitive-Situated Period

Following Gardner’s socio-educational theory, the cognitive-situated period started
to rise with Crookes and Schmidt’s (1991) article on “reopening the motivation
research agenda”. According to Ddrnyei (2005) this theory comprises two trends.
First one puts the focus on many different aspects, namely the students’ own
perceptions of their own abilities, their limits, to what extenct their potential would
allow them to achieve learning a foreign language, how they discerned their previous
successes or failures, and also the tasks leading to success and their goals to attain.
The second trend emphasizes that the broad view of motivation for all societies

accepted by the followers of the social psychological approach should be reduced to
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the classroom learning environment, which represents the real environment in which

foreign language learning takes place.

2.2.2.1. Self- Determination Theory

Another motivation theory which became very important after the 1990s is self-
determination theory. According to Deci and Ryan (1985), when people are
motivated, they aim to achieve something and take on goal-oriented action to fulfill
it. Their motivated action can be either self-determined or controlled. The extent of
the self-determination shows that the action is experienced as it is freely chosen and
as it springs from the person’s self, not because of external force or an internal need.
In self-determination theory, it is asserted that there are two general types of
motivation. The first one is based on “intrinsic interest in the activity per se” and the
second one is based on “rewards extrinsic to the activity itself” (Noels , Pelletier,
Clemént and Vallerand, 2000: 38). The two kinds of motivation do not belong to
different categories, but “rather lie along a continuum of self-determination” (p. 38).
Intrinsically motivated action involves “curiosity, exploration, spontaneity and
interest in one’s surroundings” (Brophy, 1998: 7). Brophy (1998) adds that the only
prize the intrinsically motivated person needs to get is continuous interest and
enjoyment. Self-determination theory clearly describes that social settings increase
intrinsic motivation when they meet the three needs: competence, autonomy, and
relatedness. Competence refers to improving and rehearsing skills to manipulate and
control the environment, however, autonomy means the person’s self-determination
in deciding what to do and how to do it. Relatedness is “affiliation with others
through prosocial relationships” (Brophy, 1998: 7). When a learner is concerned, if
s/he finds pleasure in learning something new, s/he is intrinsically-determined

(Noels, Clemént and Pelletier, 1999).

Extrinsically motivated actions, on the other hand, are controlled in order to achieve
“an instrumental end” (Noels et al, 1999: 24). Self-determination theory puts forth
that there are three kinds of extrinsic motivation, namely external regulation,

introjected regulation, identified regulation (Noels et al, 2000; Noels et al, 1999).
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External regulation refers to those activities that are means external to the individual,
for example, punishment, teacher’s praise or rewards. Introjected regulation pertains
to doing an activity because of some reasons that are internalized; for instance, a
student’s completing his/her homework because he/she would feel guilty if it were
not done. The third one, identified regulation, means that the person does an activity
because he/she finds it noteworthy or profitable for personal reasons; such as, if a
learner thinks that being sensitive to other cultures is important may think positively
about learning another language. The final concept proposed by the self-
determination theory is amotivation which means that the individual has no reason to
conduct the activity. Shortly, this person lacks any type of motivation and is expected

to give up learning soon.

Wu (2003) conducted a study on the effect of kinds of environmental variables on L2
intrinsic motivation. It yielded that there are effective methods to develop learners’
perceived competence such as providing moderately challenging tasks, significant
amount of instructional support and a predictable learning environment. It also
demonstrated that giving students freedom to choose the content and methods

enchances autonomy.

2.2.2.2. Attribution Theory

Another cognitive theory which McDonough (1989) claims to be “the most cognitive
and non-mechanistic theory” is attribution theory (p. 147). Attribution theory relates
learners’ past experiences to their future success endeavors by means of the causal
attributions as the mediating link (Ddrnyei, 2005). These references of learners could
be different causes for example, lack of ability, effort, intention, others’ ability, luck.
Therefore, this theory attempts to outline perceptions, motives and opinions of the
learners which affect their performance (McDonough, 1989). In the case of a
language learner, if he/she fails to learn to a foreign language, he/she can ascribe

his/her failure to his/her lack of ear for languages, and he/she can be demotivated and
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unwilling to take part in activities in class. Dornyei (2001b) claims that although the
importance of attributions has been expressed over and over, it is surprising that

there are very few studies conducted on attributions.

There are very interesting results of the studies conducted on attributions. The first
research studies were conducted by Ushioda (1996). From his two studies with Irish
learners of French, he found that to be able to sustain a positive self-concept and a
belief in personal potential against negative experiences, there were two important
attributional patterns. There was a tendency to ascribe L2 achievement to personal
ability or other internal factors such as effort, perfectionist approach. However,
attributing L2 failure or lack of achievement involved temporary deficiencies; for
instance, lack of effort, lack of opportunity to spend time in an L2 environment,

which could be overcome.

Williams and Burden (1999) also conducted a research on the aspects of the
development of learner attributions in L2 studies. The findings of their study
revealed that there were obvious distinctions between the age groups. The groups
consisted of participants aged between 10 and 12 claimed that they attained success
due to listening and concentrating, however, older children demonstrated many more
attributions which comprised ability, level of work, circumstances, and the influence

of others.

Graham (2004) found that students with higher levels of success were those who
attributed their achievement to their effort, high level of ability, and use of
productive use of learning strategies. The students willing to carry on learning
French after they were 16 also attributed achievement to these factors, however, the
students who did not have plans to continue French were less likely to attribute
success to ability, effort and strategy use. They were more likely to attribute

achievement to luck or chance, and their own assumptions of low ability. For their
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failure, they put the blame on the difficulty level of the task, lack of effort and

inadequate use of strategies.

2.2.2.3. Expectancy-value theories

In addition to self-determination and attribution theory, expectancy-value theories
also became influential after the 1990s. Oxford & Shearin (1994) assert that
individuals take part in activities which are seen as instruments to achieve some
valued ends. The individual seeks to answer the question “Should I expend the
energy or not?” before carrying out the task (18). Dornyei (2001b) claims that there
are two improtant factors for students to determinine whether they will spend energy
in fulfilling the task: the individual’s expectancy of success in a given task, the value
the individual attaches to success on that task (p. 20). The greater the chances of
attaining the goal, and the greater the value of the goal, the more incentive the
students have, which means the higher the degree of motivation. However, if the
students sees that however hard they strive, they will not be able to reach the goal or
the task will not lead them to the goal they value, they will not exert energy on
completing the task. Oxford & Shearin (1994) explains that the difference between
expectancy-value theories and need theories is in need theories there is an element,
tension, however, in expectancy-value theories, the individual expects to attain a
valued reward. Also, contrary to need theories whose hierarchal nature and the
means to meet the needs are specific, expectancy-value theories are uncertain about

the nature of the rewards.

2.2.2.4. Self-efficacy Theory

The last theory in cognitive-situated period is self-efficacy. In self-efficacy theory, it
is believed that students’ academic performance is strongly influenced by the

judgments they have about their own capabilities to organize and fulfill the action
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(Mills, Pajares and Herron, 2007). Students who have a high level of academic
efficacy are willing to take difficult tasks, exert energy, show persistence in spite of
drawbacks, have lower anxiety, demonstrate more flexibility in learning strategies,
evaluate their academic performance themselves. On the other hand, students with
low self-efficacy tend to carry out simple academic tasks, they expend minimum
effort and perseverance, and they may even avoid completing the task at all (Mills,
Pajares and Herron, 2007). The reasons for this may be since these students perceive
challenging tasks as personal threats, the thing on which they concentrate becomes
their own inadequate capabilities and the difficulties. They cannot focus on how they
can carry out the task (Dornyei, 2001b). Dornyei (2001b) also emphasizes the fact
that self-efficacy beliefs are not directly related to actual ability and adequacy of the
learner since these are the results of “a complex process of self-persuasion that is
based on cognitive processing of diverse sources” such as ideas of other people,
feedback, observations on other learners, how much they know about suitable task

strategies (p. 23).

The study carried out by Mills, Pajares and Herron (2007) on the effect of self-
efficacy and motivational beliefs on the attainment of French demonstrated that
achievement of French language was better predicted by self-efficacy for self-
regulation than by self-efficacy to obtain grades in French, French anxiety in reading
and listening and French learning self-concept. Students who had an inclination to be
successful more were aware that they were able to use their abilities to use meta-
cognitive strategies in an effective manner so as to observe their own academic work

time productively.

2.2.3. Need Theories

Another theory which was focused on after the 90s was need theory. According to
Brophy (1998), behaviors are the individual’s responses to his needs. These needs

may come from birth or may be universal like hunger, thirst, or self-preservation, or
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they can even be learnt within the culture and be developed to differing extents from
one person to another. Oxford and Shearin (1994) claim that there are two need
theories which are founded on needs producing tension until needs are met. The best
known one is developed by Maslow (1962), called hierarchies of need. Needs,

according to this hierarchy, are arranged in an order presented below:

f—

Psychological needs (sleep, thirst).

2. Safety needs (freedom from danger, anxiety, or psychological

threat).

Love needs (acceptance from parents, teachers, peers).

Esteem needs (mastery experiences, confidence in one’s ability).

5. Needs for self-actualization (creative self-expression, satisfaction
of curiosity)

(Brophy, 1998: 5)

W

Oxford and Shearin (1994) claim that this theory has implications for language
classroom where needs are not related to physical needs rather concern emotional or
psychological needs. These two exist in language classrooms because students take
risks when trying to learn a language and to enable students to take risks, teachers
need to create a psychologically secure environment. After psychological needs are

met, the other needs can be covered.

The second need theory is known as need-achievement which is as the name suggests
based on need for achievement. Need-achievement theory is concerned with fear of
failure and fear of success inclinations. Past success in a certain situation may lead
the individual to attempt to display similar behaviors in the future in a similar
context. However, failure may cause the individual to feel fear and fail to attain
success (Oxford and Shearin, 1994). In the context of language learning, the
implication is that since some students feel the need to attain success or to avoid
failure, they should be provided with activities that make students feel that they can

do it, and as a result there will be positive results which are valuable for the students.

19



2.2.4. Equity theories

Equity theories also became part of the language studies after the realization of the
inadequacy of Gardner’s socio educational model. Equity theories are concerned
with “equity, which is characterized by a mathematical ratio of inputs to outcomes”
(Oxford and Shearin, 1994: 19). For the learner, input consists of any element which
the learner thinks can contribute to the work such as intellectual competence,
personal characteristics, experience. Outcomes, on the other hand, comprise
personally valuable goals which can be attained by the end of the activity or task like
exam results, evaluation of performance, praise or reward. If the learner manages to
establish a link between input and outcome, they evaluate the value of the task to
their own or others’ standards. As a result of this evaluation, if the learner realizes
that there is a big gap between the two, they become unhappy or demotivated.
Oxford and Shearin (1994) claim that in the context of language learning, if the
learner cannot set up this link, if they cannot see valuable outcome of the tedious
language learning process, they are likely to give up, which happens very often in

many institutions.

2.2.5. Reinforcement Theories

In second language studies, reinforcement theories were also exploited in order to
understand motivation from different perspectives. According to reinforcement
theories, in order to establish and maintain behavior, reinforcement which can be
defined as anything increasing and sustaining the frequency of behavior acts as the
first element. Examples of reinforcement may include verbal and written praise,
rewards (Brophy, 1998). Spaulding (1992) also emphasizes that when students
display desired behaviors, teachers should reward them in order to encourage other
students to demonstrate similar behaviors. The students who performing
inappropriate behaviors, on the contrary, should be punished so that either the

student displaying inappropriate behavior or the other students do not act in the same
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way in the future. Oxford and Shearin (1994) claim that reinforcement theories are
the ones with which teachers are more familiar with. Teachers can reinforce behavior
extrinsically by praise or tangible prizes. Although this can be done in class, intrinsic
rewards are more effective; therefore, teachers should also help students to discover

intrinsic rewards within themselves or by means of the language tasks.

2.2.6. Dornyei’s Motivational Framework of L2 Motivation

A framework developed by Dornyei (1994a) has also been a significant novelty in
understanding L2 motivation as far as an L2 classroom is concerned. According to
Dornyei (1994a), this framework comprises three levels: the Language Level, the

Learner Level, and the Learning Situation Level, Table 1.

The first level, the language level, concentrates on orientations and motives
regarding many perspectives of L2; for example, culture, community, pragmatic
benefits. This dimension of the framework is in accordance with Gardner’s approach.
There are two general motivational subsystems, the integrative and an instrumental
motivational subsystem. The integrative motivational subsystem centers round “the
individual’s L2-related affective predispositions” like social, cultural, and ethno-
linguistic elements (Ddrnyei, 1994a: 279). On the other hand, the instrumental

motivational subsystem is placed around the person’s future career efforts.

The second level, learner level, consists of the individual’s characteristics like need
for achievement, and self-confidence which includes language anxiety, L2

competence, attributions and self-efficacy.

The third level, the learning situation level, is composed of intrinsic and extrinsic
motives and motivational elements. The course-specific motivational elements refer

to the syllabus, the materials and the method used in teaching, and the learning tasks.
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Teacher-specific motivational components are made up of affiliative motive to make
the teacher happy, authority type, and direct socialization of motivation (modeling,
task presentation, feedback). Group-specific motivational components include goal-

orientedness, norm & reward system, group cohesion, and classroom goal structure.

Table 1: Components of foreign language learning motivation

LANGUAGE LEVEL

LEARNER LEVEL

LEARNING
SITUATION LEVEL
Course-specific
Motivational
Components

Teacher-specific
Motivational

Integrative motivational subsystem
Instrumental motivational subsystem

Need for achievement
Self-confidence

* Language use anxiety

* Perceived L2 competence
* Casual attributions

* Self-efficacy

Interest
Relevance
Expectancy
Satisfaction

Affiliative motive
Authority type
Direct socialization of motivation

Components * Modeling

* Task presentation

* Feedback
Group-specific Goal-orientedness
Motivational Norm & reward system
Components Group cohesion

Classroom goal structure

(Dornyeti, 1994a: 280)

2.2.7. Dornyei and Otto’s Process Model of L2 Motivation

With the emergence of cognitive-situated theory, another neglected aspect of
motivation drew attention which was the dynamic character and temporal variation
of motivation. Dornyei and Otto (1998) express that students’ degree of motivation
fluctuates over time. In a single lesson, the reason for this change of motivation
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degree might stem from the nature of the activity or teacher’s behaviors. They claim
that if this fluctuation spreads to the whole year, it might lead to failure or other
problems in class such as classroom management. Therefore, they produced a theory
which focuses on explaining the dynamic feature of motivation. This aspect has been
investigated by a process-oriented approach. Dornyei (2005) explains that this theory
“can account for the daily ups and downs of motivation to learn” (p. 83). Since
learning a language takes a very long time, it is important to take into consideration

its temporal character.

This process model of L2 motivation puts the motivation process into three phases,
pre-actional phase, actional phase, and post-actional phase. Pre-actional phase refers
to the generated motivation which is regarded as choice motivation, the reason for
this is that it precedes the action and generated motivation will help the learner to
choose the goal to attempt to achieve. After motivation is generated, the motivated
learning process begins. Actional phase ascribes to the maintenance and protection of
the generated motivation needs, which is called as executive motivation. This is
especially suitable as far as maintained activities are concerned. These activities can
be studying an L2, learning in class where there are many distracters like anxiety,
others’ distractions. Post-actional stage refers to learners’ evaluation of how they
carried out the action termed as motivational retrospection. How the learners
evaluate their experiences will enable them to reach conclusions as to what kinds of

activities they will be motivated to strive for in the future.
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Table 2: A Process Model of L2 Motivation

Pre-actional Stage — Actional Stage — Post-actional Stage

CHOICE MOTIVATION EXECUTIVE

MOTIVATION

MOTIVATIONAL
RETROSPECTION

Motivational functions: Motivational functions: Motivational functions:

* setting goals
¢ forming intentions

* launching action

Main motivational
influences:

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

*  Values associated
with the learning
process itself, as
well as with its
outcomes and
consequences

e Attitudes towards
the L2 and its
speakers

*  Expectancy of
success and
perceived coping
potential

e Learner beliefs and
strategies

e  Environmental
support or
hindrance

Generating and
carrying out subtasks

Ongoing appraisal (of
one’s achievement)

Action control (self-
regulation)

Main motivational influences:

Quality of the learning
experience
(pleasantness, need
significance, coping
potential, self and
social image)

Sense of autonomy

Teachers’ and
parents’ influence

Classroom reward-
and goal structure
(e.g., competitive or
cooperative)

Influence of the
learner group

Knowledge and use of
self-regulatory
strategies (e.g., goal
setting, learning, and
self-motivating
strategies)

Forming causal
attributions

Elaborating standards
and strategies

Dismissing the intention
and further planning

Main motivational influences:

Attributional factors
(e.g., attributional styles
and biases)

Self-concept beliefs
(e.g., self-confidence
and self-worth)

Received feedback,
praise, grades

(Dornyei, 2005: 85)
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2.2.8. Williams and Burden’s Framework of L2 Motivation

Williams and Burden (1997) who agreed that motivation was “a complex, muti-
dimensional” concept (Dornyei, 2001a: 19) also offered a framework on motivation.
Doérnyei (2001b) claims that Williams and Burden’s (1997) framework was an effort
to develop a construct in line with the “paradigm-seeking spirit” of the 1990s (p.
115). The components for the categories pursued different principles from Ddrnyei
(1994a). The framework presented motivation in two categories as to whether the
motivational influence is internal or external, the subcomponents of which were in
line with the themes in educational psychology (Dornyei, 2001a). The components of
internal factors include intrinsic interest of activity, perceived value of activity, sense
of agency, mastery, self-concept, attitudes, other affective states, developmental age
and stage, gender. On the other hand, external factors comprise significant others, the
nature of interaction with significant others, the learning environment, the broader

context.

2.2.9. Dornyei’s L2 Motivational Self-System

Doérnyei (2005), in his overview of motivation in his book, proposed a new
motivational approach which took its bases from the work of Higgins (1987).
According to Higgins’ (1987) self-discrepancy theory, there is a discrepancy between
one’s actual self which is one’s real self-state and his/her ideal self which is the
person he/she wants be, and motivation is what one has as a result of his/her desire to
lessen this difference between his/her actual self and ideal self. Kormos and Csizér
(2008) also maintains that the intention to reduce the gap between one’s actual self
and ought-to-self which is what significant others would like the learner to become

also brings about motivation.

Doérnyei’s (2005) model of the L2 motivational self-system has three main parts,
namely ideal L2 self, the ought-to L2 self and L2 learning experience. The ideal self

is about one’s ideal image which conveys the message that the person wants to have
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L2 competence the same as an L2 native speaker. This is the dimension that is linked

to Noels’ (2003) integrative orientation. Dornyei (2005) puts forth that:

Our idealized L2-speaking self can be seen as a member of an
imagined L2 community whose mental construction is partly based
on our real-life experiences of members of the
community/communities speaking the particular L2 in question and
partly on our imagination (p.102).

It can be seen that since the learner is not learning the target language in a target
language speaking community, he/she creates an imaginary L2 community
depending on the real-life experiences and his or her imagination. Kormos and Csizér
(2008) claims that this creation of an imaginary L2 community solves the problem of
“lack of a clearly identifiable L2 native speaker community and the decreased
relevance of identification with L2 speakers for a large group of learners of a variety
of languages” (p. 332). According to Doérnyei (2005), this ideal L2 self also has
motives that are instrumental; however, this instrumentality is divided into two
categories. The internalized motives demonstrate a part of the students’ ideal self
and determine how much effort the learner will exert. On the other hand, the motives
that are not internal are linked with ought-to self, there is a concern for duty or fear

of punishment.

The second component, the ought-to self, covers “the attributes that one believes one
ought to possess (i.e., various duties, obligations, or responsibilities) in order to avoid
negative outcomes” (Ddrnyei, 2005: 106-7, Csizér and Ddrnyei, 2008: 617). This
dimension of L2 motivational self-system is concerned with extrinsic types of

instrumental motivation in Noels (2003).

Learning experience, as the name suggests, includes “situation-specific motives
related to the immediate learning environment and experience” (Ddrnyei, 2005: 106).

This aspect of the theory matches with Noels’ (2003) intrinsic category.
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Kormos and Csizér (2008) attempted to provide support for Dornyei’s (2005)
motivation construct in three different learner populations: secondary school
students, university students and adult language learners. However, the study
partially supported the construct. The reason for this was that the findings
demonstrated that ideal L2 self could be identified, and it was proven that it played a
vital role in language learning motivation for the three age levels, on the other hand,
L2 ought-to self could not verified. The results also revealed that ideal L2 self was
more closely linked with international posture, not integrativeness. Therefore,

integrativeness and ideal L2 self were not interchangeable concepts.

2.3. Language Attitudes

In the field of foreign language learning, it is fact that both motivation and attitudes
have impact on students’ success in learning a foreign language. It is also claimed
that attitudes have a strong connection to motivation. If a language learner has
negative attitudes towards a language, they cannot be motivated. Gardner (1985) also
comments that attitudes towards the second language may affect the learners’
motivation to learn. There are many studies conducted on motivation and attitudes
from a variety of perspectives, some researchers investigated the effect of attitudes
on success, some others conducted studies on how students’ attitudes changed due to
direct contact with the native speakers of the target language, some worked on
identifying whether attitudes could change thanks to instruction. This section will
deal with studies’ findings on attitudes and some models developed by the

researchers.

Mantle-Bromley (1995) claims that if attitudes affect the endeavors of the learners to
learn another language, teachers of foreign languages should be knowledgeable about
attitudes in order to be able to deal with issues regarding attitudes in classrooms. She
also puts forth that according to psychological theories, attitude has three

components, namely, affect, cognition, and behavior. She explains the meaning of
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attitude as a term which “refers to affect and is an evaluative, emotional reaction (the
degree of like or dislike associated with the attitudinal object)” (p. 373). An example
of this could be if a student does not like the speakers of a foreign language, it shows
the student’s attitude towards those people. Cognition, on the other hand, pertains to
the student’s knowledge of the target community. If what students’ belief about the
target community is negative, such as a disrespectful community in general, students’
language learning can be obstructed. The third component, behavior, refers to
intentions or actions in regard to the target language; for instance, a student’s
attempts to speak like a native, or his/her attempts to find native speakers of the
target language to enhance speaking. These three components form the whole
attitude toward the language. In her replication study of Mantle-Bromley and Miller
(1991), Mantle-Bromley (1995) attempted to see if a 9-week Foreign Language
Exploratory program would increase the participants’ attitudes towards French and
Spanish speakers, she found that there was a statistically significant difference in
students’ attitudes. She also found that students’ misconceptions of language learning
may impede their learning. She concluded that teachers of foreign language can
change students’ attitudes towards the cultures and the target language, especially in
cases where students come to class with certain negative attitudes, beliefs or
expectations. In a longitudinal study, Lamb (2007) investigated whether there were
any changes in students’ motivation and learning activity over 20 months, and also
attempted to display the internal and external influences which might be related to
these changes. The findings of the study showed that students’ first positive attitudes
toward the language and their expectations of achievement still existed; however,
their attitudes towards learning a language formally seemed to have deteriorated over

20 months.

As a result of the suggestions made by Crookes and Schmidt (1991); Ddrnyei
(1994a) and Oxford and Shearin (1994), Tremblay and Gardner (1995) proposed a
new model which exploited considerations “such as persistence, attention, goal
specificity, and causal attributions to each other, to existing measures of attitudes and
motivation, and indices of achievement” (p. 505) from other motivational constructs.

The new model they proposed demonstrated that there are many variables which
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intervene the relationship between language attitudes and motivational behavior.
Three of these variables are goal salience, valence, and self-efficacy. The model
demonstrated that language attitudes affect goal salience because students with
positive attitudes form specific language learning goals. On the other hand, students
who have negative attitudes tend to pay much less attention to what they would like
to attain. They concluded that valence is also affected by language attitudes. There
was a causal relationship between valence and motivated behavior which implied
that when the students value learning, there will be higher levels of motivational
behavior. The third variable, self-efficacy is also influenced by language attitudes as

a result of which motivational behavior is affected as well.

Some researchers focused on the relationship between achievement and language
attitudes. Boland’s (1988) study demonstrated that students’ reading attitudes
enhanced significantly being influenced by their reading comprehension. In another
study, Ruddel (1992) maintains that motivated readers perceive themselves as good
problem solvers; however, students with negative attitudes find reading less valuable.
What is more, there is a possibility that these students with negative attitudes may
affect their classmates. Kuhlemeier, et al. (1996) also conducted a study in order to
investigate whether there was a relationship between students’ attitudes toward
German, the course material, and the students’ achievement in German. The findings
revealed that students with positive attitudes were more successful than the students
who had negative attitudes in the tests at the beginning of the year. However, the
study also showed that students with positive attitudes did not demonstrate higher
achievement level at the end of the year. The research also indicated that
achievement had no influence on attitudes. In another study by Gan, Humphreys and
Hamp-Lyons, 2004, it was found that there were significantly differing attitudes
towards College English Course between successful students and unsuccessful
students. The successful students were found to claim that they found “the regular
classroom teaching rigid or traditional” (p. 239); however, they reported that they
could improve their linguistic knowledge and skills, and their teacher’s guidance was
important for them. On the other hand, unsuccessful students demonstrated negative

attitudes and claimed to feel bored by the teaching style, the teacher was found to be
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unhelpful, inapproachable and they even lost their self-confidence in the teachers.
Another study on motivation and attitudes and their effect on the performance of
young language learners was carried out by Petrides (2006). Petrides’ study revealed
that children who like English lessons at school do not consider these lessons
difficult (rather they find English lessons interesting and full of fun) are better in
their performances than the others. The study demonstrated that there was a close

relationship between positive attitudes and performance.

Attitudes, in Masgoret and Gardner’s (2003) concept of motivation, pertains to “the
individual’s reaction to anything associated with the immediate context in which the
language is taught” (127). In the AMTB, attitude scales are presented in two different
headings (Evaluation of the Course and the Evaluation of the Teacher) as
components of attitudes toward the learning situation. In addition to this part,
attitudes appear as a subscale (attitudes toward the target language group) in the
integrativeness part which refers to “an openness to identify, at least in part, with
another language community” (p.126). Masgoret and Gardner (2003) explain that
attitudes toward the target language group is included in integrativenes component
due to the fact that “favorable attitudes toward the group would facilitate such
openness, whereas negative attitudes would impede it” (p. 126). Attitudes also exist
as another subscale (Attitudes toward Learning the Target Language) in motivation
component which pertains to goal-directed behavior. Attitudes toward learning the
target language measures what affect is experienced when the students are learning a
language. In their study (2003), they investigated the connections between
achievement in second language and the five attitude/motivation variables
(integrativeness, attitudes toward the learning situation, motivation, integrative
orientation, and instrumental orientation) in Gardner’s socio-educational model. The
findings of the study revealed that there was a higher correlation between
achievement and motivation than the correlations between achievement and
integrativeness, attitudes toward the learning situation, integrative orientation, and

instrumental orientation.
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Kormos and Csizér (2007) emphasize that although there has been a large number of
studies done on language learning motivation and language learning attitudes, very
little emphasis has been put on the inter-cultural contact, which is the antecedent of
language attitude and motivation. They claim that intercultural contact is important
because a language learner is attempting to communicate with the members of the
target language community via their own language. It is also important because when
there is an interaction with the native speakers of the target language, learners have a
chance to develop their language competence. These opportunities to interact with
the native speakers of the target language will affect language learners’ not only
disposition toward the target language but also attitudes towards the native speakers
of the target language and their culture. They maintain that intercultural contact can
influence language learners’ “motivated behavior, that is, the energy and effort they
are willing to put into the L2” (p. 242). Yashima (2002) claims that if language
learners have little daily interaction with target language speakers, it is not possible
for the language learners to “have a clear affective reaction to the specific L2
language group” (p. 57). In the study by Kormos and Csizér (2007) conducted, they
explored the types of contact Hungarian students had, their language attitudes and
how they perceived the role of contact circumstances in influencing their attitudes
and motivations towards the target language, L2 culture and the L2 learning process.
The findings of the study demonstrated that their participants’ attitudes became more
positive when they met native speakers of the target language. Surprisingly none of
their participants said that their attitudes turned to negative after meeting an L2
speaker. The analysis of the language attitudes presented that they had a wide range
of attitudes towards a large number of different aspects of the target language culture

such as housing, lifestyle, clothing.

2.4. Motivation and Language Learning

The studies of SLA all reveal the fact that motivation is one of the main factors
which affects success of the language learner. Motivation, according to Gardner

(1985), “refers to a combination of effort plus desire to achieve the goal of learning
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the language plus favorable attitudes towards learning the language” (p. 10).
Language teachers, though intuitively, often put forth that students are unsuccessful
because they are not motivated. Dornyei (2001a) claims that motivation can help
majority of the learners to learn a language if they are motivated. Oxford and Shearin
(1994) also maintain that motivation influences how high the level of the learners’

language will be.

Since the introduction of the concept of motivation, many studies have been done on
motivation and have revealed correlations between level of motivation and
achievement. Researchers all agree on the effect of motivation on language learning
(Dornyei, 2001a, 2001b, 2005; Ehrman, Leaver and Oxford, 2003; Graham, 2004;
Semmar, 2006; Masgoret and Gardner, 2003). However, there is no consensus as to
whether integrative orientation or instrumental orientation is more influential on
motivation. Gardner and his associate (1972) claimed that integrative orientation was
stronger, and integratively motivated students were more successful learners than the
students who were instrumentally oriented. The reason for this was that the students,
because they wanted to integrate into the culture where the target language was
spoken, were more motivated and also more successful than those students with an
instrumental orientation. Dornyei (1990) claims that instrumental drives and need for
achievement may be useful until intermediate level; however, “in order to get beyond
this point, that is, to “really learn” the language, one has to be integratively
motivated” (p. 9) in spite of the fact that his research results demonstrated that

instrumentality was most important factor influencing motivation.

Humphreys and Spratt (2008) investigated Hong Kong tertiary students’ motivation
towards learning English, Putonghua and an elected language. The results revealed
that students regarded Putonghua with more instrumental value; however, English
and the chosen language had more relationship with affective and integrative terms.
This finding was significant in that although students were aware of the instrumental
value of English, the drive to learn English was not instrumental. Therefore, the

researchers suggest that although teachers of English in Hong Kong attempt to
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address students’ instrumental motivation, it should be emphasized that integrative

motivation is the key for them.

Wright and McGrory (2005) carried out a research to define the motivational factor
which causes the participants to enroll in an Irish class. They found that their
participants were integratively motivated, the participant were not much interested in
having qualifications which could enable them to find a job in an Irish-medium
sector. The participants were more motivated to use Irish in their daily lives enjoying
the sound of the language. Peng’s (2007) study on the relationship between
willingness to communicate in L2 and integrative motivation showed that integrative
motivation was responsible for only a small proportion of variation in willingness to

communicate.

However, in foreign language settings, it is not possible to expect that integrative
orientation leads to better language attainment (Ehrman, et al., 2003). Dérnyei (1990,
1994a) also comments that “affective predispositions toward the target language
community are unlikely to explain a great proportion of the variance in language
attainment” (1990: 49) in EFL situations due to the fact that students have little
contact with the target language community. Aacken (1999) also agrees with
Dornyei (1990) that lack of a chance to have direct interaction with the native
speakers of the target language and instrumental value of the language for career
plans contributed to all of the participants’ having instrumental motivations to learn
Japanese. Petrides (2006) also found that the students who believed that English
would be very beneficial for their future life were more competent learners than the
others. Similarly, Liu (2007) claimed that Chinese students had positive attitudes
towards learning English and were highly motivated to learn English; however, they
were more instrumentally motivated than integratively. Liu also added that there was
a positive correlation between the learners’ attitudes, motivation and their

proficiency in English.
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In spite of these discussions on whether instrumental orientation is more influential
than integrative orientation, or vice versa, there are also cases in which both
instrumental and integrative orientations can be equally influential on motivation of
language learners in an EFL situation. A study conducted by Semmar (2006) showed
that both extrinsic and intrinsic orientations affected students’ motivation. Semmar
also found that highly successful students demonstrated high levels of both extrinsic
and intrinsic motivation. Gan, Humphreys and Hamp-Lyons (2004) revealed an
interesting point in their research that successful students were both externally and
internally motivated. Their reasons for studying English varied from interest, self-
confidence, self-efficacy to proficiency tests. However, unsuccessful students had

only extrinsic orientation; the only reason for them to study was to pass tests.

In the studies of SLA, gender is also a factor which influences the learners’
performance and motivation (Onwuegbuzie, Bailey and Daley, 2001; Oxford, 1993;
Schmidt, Boraie and Kassagby, 1996). Female students are claimed to have
significantly higher levels of motivation and more positive attitudes (Sung and
Padilla, 1998; Csizér and Dornyei, 2005; Bacon and Finneman, 1992; Gardner and
Lambert, 1972). This discrepancy between male and female students can be because
of their approaches to language learning. This is because studying a language is
perceived to be a girly subject (Csizér and Dornyei, 2005). In studies by Dornyei and
Csizér (2002), Williams, et al. (2002), Wright (1999), it was revealed that boys
preferred more masculine languages like German and Russian, they found French to
be feminine; therefore, tended to be unsuccessful. Coleman (2007) it was found that
females not only demonstrated higher motivation but also were able to maintain it
longer than boys. Csizér and Dornyei (2005) maintain that female students are more
successful than male students in every aspect of language learning. Schmidt et al.
(1996) found that Egyptian female students embodied more intrinsic motivation to
learn English than male students. Semmar’s (2006) study also confirmed that Amirati
female students had more intrinsic motivation; in addition, they had higher levels of
extrinsic orientation and motivational strength. Mills, Pajares and Herron (2007)
further support with their study results that female students had more self-efficacy

for self-regulation, interest, value and enjoyment in learning language.
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2.5. Autonomy and Motivation

Dornyei (2005) claims that learners who can work and learn independently are able
to become more successful and proficient. The relationship between motivation and
autonomy was best pointed out by self-determination theory by Deci and Ryan
(1985). According to self determination theory, to be able to choose freely and to be
given an opportunity to have choices are prerequisites to motivation. This is further
supported by Noels et al. (1999) that autonomy is assumed to be an antecedent of
intrinsic motivation, which reveals the fact that autonomy can predict L2 intrinsic
motivation. Wu (2003) also maintains that perceived autonomy in L2 learning is
dependent on whether the learners are provided with adequate control in their
learning in terms of their objectives, processes and outcomes. He puts forth that in
the extended self determination theory (ESDT hereafter) framework, by giving
students a chance to study the content that they choose according to their own
abilities, interests, and needs, the learners are permitted to form their own sub-
objectives in line with main objectives. They are also allowed to choose the methods,
which enables them to have control over their own learning. Finally, students also
have control over their learning outcomes by being encouraged to self-monitor, self-
modulate and self-evaluate themselves. In spite of these, the self-regulation is not
enough for perceived autonomy; therefore, ESDT provides learners with a chance to

get strategy training integrated in activities.

Dickinson (1995) also supports the view that autonomy is an important factor for
motivation. Dickinson mentions attribution theory in relation autonomy and
motivation in that how learners see the causes of their achievements or failures
affects their future performances. He divides the causes of success or failure into two
categories, namely external and internal. External causes are out of learners’ control
such as luck, ability. Internal causes, on the other hand, can be controlled by the
learner such as, personal effort. If the learners can control internal factors leading to

success and manage to achieve success, they perceive that when they take their own
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responsibility for learning, they become more successful, as a result, their motivation

to learn the second language increases.

Dornyei and Csizér’s (1998) ten commandments also demonstrate that autonomy
leads to motivation and motivation leads to success. This is best shown in their
seventh commandment which emphasizes that if a teacher wants to increase the

learners’ motivation, they need to promote learner autonomy.

For Littlewood (1996), autonomy does not lead to motivation, just the contrary,
motivation leads to autonomy. He claims that students’ ability and willingness to
take responsibility are “at the core of the notion of autonomy” (p. 428). Similarly,
Lee (1998) uncovered the fact that if learners can see the benefit of a given
framework, they can work autonomously and successfully. Cotterall (1999), who
concentrated on self-efficacy, also advocated that motivation is an antecedent of
successful autonomous learning. Therefore, teachers, first of all, should help the
development of the learners’ self-efficacy which includes learners’ confidence in
their own ability to acquire a second language and their ability to attain more
specific language goals. Spratt et al. (2002) also assert that a a result of their study,
they found learner autonomy was hindered by lack of motivation. They also revealed
that higher levels of motivation was an indicator of “greater engagement in outside

activities” (p. 262) which proves that motivation leads to autonomy.

2.6. Conclusion

As result of literature review, it was revealed that motivation is a complex issue and
has multi-dimensions. The researchers from all over the world have been trying to
shed light on different aspects of this complicated issue by trying to identify the term
“motivation” and the kind of motivation orientation the learners embody by

developing different theories and frameworks. They have also attempted to
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determine whether the kind of orientation differed in leading to better proficiency in
learning a foreign language and whether gender differences revealed any difference
in attitudes towards learning a foreign language, motivation to learn, motivation
orientation. There were also studies attempting to illuminate the issue as to whether
autonomy leads to motivation which leads to success as a result or whether
motivation is a precursor of autonomy. All these aspects and studies conducted on
these demonstrate that there is still a great need to investigate motivation more in
different contexts. Since there are not many studies conducted on motivation in
Turkey, and since there is a high rate of drop-out students and an unattandence
problem at Baskent University, which is assumed to be a result of lack of motivation,
this study will help to enlighten the researcher and the administrators at Bagkent
University about the attitudes of Bagkent University second-year students towards
learning English, their motivation to learn English, how these students differ in their
outside school study habits with respect to their motivation levels. It will also add to
foreign language education being a small-scale descriptive study of Turkish foreign

language learners.
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CHAPTER IITI

METHODOLOGY

3.0. Presentation

This chapter gives information about the design of the research. It also informs about
the overall of the study in terms of the setting and the participants, the data collection

tools and procedures, and the data analysis.

3.1. Design of the research

In this study, the researcher attempted to examine students’ attitudes towards
learning English language, motivation level and orientations as a language learner
and also how these students’ study habits differed according to their motivation level.
In order to investigate attitudes and motivation, the survey technique was used to
gather data. The reason for this was, as Cohen and Manion (1985) stated, surveys are
the most commonly used methods to gather descriptive data for a variety of scopes
from small studies to large-scale studies. The advantage of using a survey is that the
researcher does not do anything to manipulate the situation, which means the
researcher does not do anything to influence the subjects. The subjects are free to
give their own perspectives while the researchers just observe them “without trying

to alter anything” (Jaeger, 1988:307).
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The survey used for the purpose of collecting data was a partial replication of the
survey developed by Liu (2007). It was partial replication in that the attitudes and
motivation scales in Liu were kept as they were; however, since the researcher also
attempted to investigate study habits, he omitted the question in Liu asking students
to write whether they were more or less motivated to learn English when they were a
first- or second-year student. The researcher added a statement which asked students
to write down their study habits when studying English. Also, in order to better
picture students’ study habits, they were also required to answer five questions

according a given situation for their vocabulary study habits.

The sampling method used for the study was convenience sampling. Convenience
sampling is best when there are no chances to “select a random or a systematic
nonrandom sample” (Fraenkel and Wallen, 2003, p.103). It is also useful when
investigating a problem in a specific context. At Baskent University, there is a high
rate of failure in English courses and a high rate of absenteeism. This is assumed to
be due to the fact that students studying at this university do not have positive
attitudes towards learning English and they are not sufficiently motivated. As a result
they do not attend classes, study outside school and they fail the courses. Taking into
consideration this problem, the researcher administered the survey in second-year
classes he taught in order to examine whether the assumption had any scientific

value.

3.2. Setting

Baskent University is a Turkish-medium university; however, in order to study at the
departments, all the students entering the university have to be proficient in English.
The procedure followed by the university is administering a placement exam first in
order to diagnose students’ English level. The ones passing this exam with a
minimum score of 60 can take the English proficiency exam, the others, failing the

placement exam, have to study at Baskent University Prep School in C stream, which
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is a beginner level. The students who are successful in the placement exam are
entitled to take the proficiency exam, which is a multiple choice exam. It consists of
3 parts, namely grammar, reading and vocabulary and is composed of 100 questions.
The students passing the proficiency exam can start their departments; failing ones
have to study at Prep School in B stream, which is a pre-intermediate level. If a
student does not take placement and proficiency exams, he cannot study in his/her
department, he/she has to study at Prep School at beginner level, C stream, unless
he/she has a valid score either from TOEFL (PBT: 480, CBT: 157, IBT: 54) or
IELTS (5). For both proficiency and placement tests, the grade to pass is 60. At the
departments, students study General English four hours a week. The courses are
prerequisite courses and it is aimed to develop students’ reading, writing, speaking
and listening skills in these courses. To be able pass the course, students have to get
above 50 overall out of a midterm, a final and teacher’s evaluation, which form the
30, 60 and 10 per cent of the overall grade respectively. In the exams, there are only
grammar, reading, writing and vocabulary sections. Listening skills are not measured

in the exams.

3.3. Participants

Eighty-two Baskent University (BU hereafter) second year students participated in
this study. Fifty-two of these participants were female students, and thirty of them
were male students. The researcher has been working at the English Language
Department as an instructor for over eight years and he has been teaching in the
second year program for over a year; therefore, the participants were composed of
students from his three classes, and also two classes of other two colleagues for the
purposes of accessibility, and better control over the procedures followed during the
administration of the instrument. The participants were from four different
departments: management, dietetics, law, political sciences. Fifty of these
participants were the researcher’s own students, the remaining ones were his two
colleagues’ students. All of the participants passed BU Proficiency Exam, and had

been studying General English for 4 semesters. Their ages ranged between 18 and
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24. Their level of English was upper-intermediate. Three of the students had been
studying English since kindergarten. Fifty-seven of them had been studying English
since they were primary school students. Eleven of them started to learn English
when they were at High School, and finally eleven of the eighty-two students started
to learn English at university. However, thirty of all students attended Prep School at
BU due to the reason that they were unsuccessful in BU Proficiency Exam. One of

the students had been abroad, and lived in Canada for a year.

3.4. Instrument

The instrument used in this study included a motivation survey which consisted of 44
items designed on a five-point Likert-scale. The motivation survey helped to define
the participants’ attitudes towards the target culture and also to identify their
motivation types and level. The instrument also included a statement asking students
to write their study habits and behaviors when they study English. The last part of the
instrument included specific questions related to students’ study habits when they
study for a vocabulary quiz. The statement and the part related to vocabulary
provided the researcher with a chance to collect data on the participants’ study habits

and behaviors.

3.4.1. The Motivation Survey

The motivation survey used in this study was partial replication of Liu’s (2007). Liu,
for her study, prepared the survey adopting items from Gardner (1985) and Clément
et al.’s questionnaires (1994). The Motivation Survey (MS hereafter) made use of a
five-point Likert-scale (from Strongly Disagree to Strongly Agree) and assigned
values from 1 to 5 to each alternative respectively. The main aim in using MS was to
identify participants’ motivational orientation and level. Therefore, the items in MS

were kept as they are in Liu (2007) with a few additions to the format of the survey.
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The items in Liu (2007) were not in a table, they were placed into a table for the
present study. Also, the values assigned to each items were presented as in the

following example:

Studying English is an enjoyable for experience forme. A.1 B.2 C.3 D.4
(Liu, 2007: 143)

This was rather confusing so the values were also put into the table without A, B, C,
D choices. The survey consisted of 44 items on 4 pages but there were no reminders
for participants to remember what the values referred to; therefore, on top of the
tables on each page “SD” (strongly Disagree), “D” (Disagree), “N” (Neither
Disagree nor Agree), “A” (Agree), “SA” (Strongly Agree) were added so that the
participants could better follow what the numbers referred to, which in turn not only
contributed to the face-validity of the survey but also helped to increase the chances

to attain reliable results. The item presentation as in the following:

SD |D [N |A |SA

1. Studying English is an enjoyable experience. 1 2 13 1415

The Motivation Survey was composed of two parts (see Appendix A). The first part
was “Attitudes towards Learning English”, and it includes eight items (see Appendix
for items one to eight) (adopted from Gardner, 1985). The second part was “the
English-learning Motivation Scale” which was developed by Clément et al. (1994).
This Motivation Scale included thirty-six items. Of these thirty-six items, items 9 to
23 were about integrative orientation, items 24 to 38 were about instrumental

orientation and items 39 to 44 were about travel orientation.

Since the researcher was also the class teacher of fifty of these students, he knew that
there were a couple of words which the participants did not know. In order to get
reliable and expected results, the Turkish meanings of these words were given in
parentheses. The researcher received confirmation about the words both from the
thesis supervisor and a colleague who cooperated with the researcher by allowing

him to carry out this survey in her class. The words whose Turkish meanings were
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given were “enable, appreciate, acquaintances, respect, provide, broaden and

outlook™.

3.4.2. Study Habits in General

In addition to Liu’s (2007) motivation survey, there was a statement at the end of the
survey which helped to identify the participants’ learning habits and behaviors (see
Appendix A). The open-ended question in Liu (2007) was “Are you more or less
motivated to learn English than you were a first-year or second year student? Why?”
(p. 146); however, since the present study aimed to dwell on learning behaviors and
habits of the students, the question was replaced with a statement which required
participants to write a paragraph describing their learning habits and behaviors when
they study English. The participants were allowed to write their answers in their

mother tongue, Turkish.

3.4.3. Vocabulary Study Habits

The aim of adding this situation based part is to analyze students’ study habits in
more detail since general study habits may not represent how their study habits
change when they have an exam. In order to analyze participants’ study habits in a
given scope, the participants were given a situation in which they were told that they
had a vocabulary quiz the following week, and they were required to answer the
questions keeping this situation in mind. The questions included when they would
start to study, how often, how long they would study and what strategies they would
exploit in getting prepared for the quiz. In order to help students understand the
scope and express themselves better, this part was in Turkish and the students were

permitted to give their answers in Turkish.
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3.5. Data Collection Procedure

The researcher, after getting confirmation from the supervisor concerning the
instrument, asked for the permission of the Academic Board of English Language
Department, BU to for a certain date and for a permission to collaborate with the
other two colleagues. Upon receiving permission from the Academic Board, the
researcher and his two colleagues administered the instrument in the same week

towards the end of semester. It took the students 30 minutes to complete it.

3.6. Data Analysis

The data collected were entered into SPSS. In order to analyze the students’ attitudes
towards learning English, the mean, standard deviation, median, mode and range of
the ALE were computed. However, attention should be paid to the reverse scale of
the items four to eight. The reason for this is that these items include negative
attitudes. When students student assert that they strongly disagree with “I hate
English” (item 4), they assign a value of 1, which is in fact a positive attitude;
therefore, items four to eight had to be reverse scaled before starting to analyze the

data.

To evaluate the relationship between students’ attitudes and grades, Pearson
correlation was computed. Finally, for the attitude part, in order to see if there is a
relationship between the students’ departments and their attitude levels, a one-way

analysis of variance was conducted.

As for the motivation part, a statistical analysis was carried out in order to evaluate
students’ level of motivation, and type of motivation which is, in other words,

motivation orientation. After that, to see if the participants’ departments affected
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their motivation toward learning English, a one-way ANOVA was conducted. As a
last step, Pearson correlation coefficient analysis was conducted in order to analyze

the relationship between the students’ grades and their motivation orientations.

As for the study habits, the students were grouped into their motivation levels and the
paragraphs concerning the participants’ learning habits and behaviors and the
questions regarding vocabulary study habits were analyzed according to the
categories formed from the themes recurring in the responses with respect to the

students’ motivation orientations.
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CHAPTER 1V

RESULTS

4.0. Presentation

This chapter presents the data analysis procedure and the results of the data analysis

of the collected data.

4.1. The study

The aim of this research was to investigate Baskent University students’ attitudes
towards learning English, their motivation level and motivation orientations, and also

their study habits with respect to their motivation levels.

4.2. Data Analysis Procedure

As mentioned in the previous chapter, the data were collected through a survey
which consisted of forty-four questions, an open statement which required
participants to describe their language study habits and a part with four questions
asking students to describe their vocabulary study habits for a fictional vocabulary

quiz a week ahead.
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After the data had been collected, they were entered into SPSS and several statistical
tests were executed. First of all, the mean, standard deviation, median, mode and
range of the attitudes towards learning English were computed to analyze the
students’ attitudes towards learning English. Then, Pearson correlation was
computed in order to see the relationship between students’ attitudes and grades. As
a final step for the attitude part, in order to evaluate whether there was a difference
between the students’ departments and their attitude levels, a one-way analysis of

variance was conducted.

For the motivation part, a descriptive statistics analysis was carried out in order to
determine students’ level of motivation, and motivation orientation. As a next step, a
one-way ANOVA was conducted to evaluate if the participants’ departments
affected their motivation toward learning English. Pearson correlation coefficient
analysis was conducted in order to analyze the relationship between the students’
grades and their motivation orientations. Finally, the difference between students’
departments and their motivation levels and motivation orientations was investigated

through a one-way ANOVA.

In order to analyze the participants’ general study habits and vocabulary study habits,
first of all, the categories were formed from the themes in the participants’ responses
to both general study habits and vocabulary study habits. Then, the students were
grouped into the motivation levels, namely low, moderate and high levels. After
putting the participants’ papers into motivation level categories, their responses to
the two parts were re-analyzed. The analysis was carried out counting the number of
students demonstrating the habits in the categories. Each participant’s response was
re-read and the total number of students falling into certain study habit categories
was formed. Then, these total numbers were converted into percentages. After,
determining percentages for each study habit, graphs were designed to illustrate the

results using Excel.
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4.3. Analysis of the Findings for Research Question 1: What are the BU second-year

students’ attitudes towards learning English?

The first research question of the study investigated Baskent University second-year
students’ attitudes towards learning English. The items regarding attitudes in the
survey were the first eight items. Before starting the analysis, the values of the items
four to eight were reverse-scaled since they expressed negative attitudes. For
example, item four said “I hate English.” and the student’s response to this item was
“Strongly Disagree” which had a value of one, the value was changed to five instead
of one. The reason for changing these four items’ values was that total scores would
demonstrate participants’ attitudes towards learning English, which meant higher
scores would represent more positive attitudes towards learning English. Attitudes
towards learning English (ALE hereafter) comprised eight items designed on a five-
point Likert-scale, therefore the total scores ranged from eight to forty. A total score
of thirty-two or more implied that the participant had strongly positive attitudes, a
total score of twenty-four to thirty-one demonstrated that the participant had
moderately positive attitudes towards learning English, a score of twenty-three and
less represented that the participant embodied negative attitudes towards learning

English.

In order to analyze BU second-year students’ attitudes towards learning English, the
mean, standard deviation, median, and mode of the ALE were computed using

descriptive statistics. The results of the analysis are shown in Table 3.

Table 3: Participants’ attitudes towards learning English.

Attitude Total

N 82
Mean 29,92
Median 31,0
Mode 34,00
Std. Deviation 5,73
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The sample consisted of eighty-two participants, fifthy-two of whom were female
and thirty of whom were male participants. As can be seen from the Table 3, a mean
score of 29.9, a mode of 34.00 and a median of 31.00 on the attitudes towards
learning English test was obtained. This showed that most of the students had

moderately positive attitudes towards learning English.

In a further analysis, the frequencies of the attitudes were computed through
descriptive statistics in order to see how many students had negative attitudes and
how many students had positive attitudes. The results of the analysis, illustrated in
Table 4, revealed that approximately 45 per cent of the participants had moderately
positive attitudes, 40.2 per cent had strongly positive attitudes and 14.6 per cent of

them embodied negative attitudes.

Table 4: Frequencies and Percentages of the Attitude Categories

Frequency Percentage
Negative Attitude 12 14,6
Moderately Positive Attitude 37 45,1
Strongly Positive Attitude 33 40,2
Total 82 100,0

4.3.1. Analysis of the Findings for Research Question 1.1: Is there a relationship
between BU second-year students’ attitudes towards learning English and their

English grades?

The sub-question of the first research question regarding attitudes towards learning
English examined whether there was a relationship between students' grades and
their attitudes towards learning English. The grades used for the study were the
participants’ end-of-fall semester 2007-2008 academic-year grades. The mean scores
of the grades for each department is presented in Table 5. Pearson correlation was
computed between students’ grades and their attitudes. The results of the
correlational analyses showed that there was a statistically significant correlation

between grades and attitudes; r(80)= 412, p <.01.
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Table 5: Mean scores of grades for each department

Departments Means of grades N Std. Deviation
Law 70,56 16 11,98
Dietetics 78,40 15 11,50
Management 71,81 36 12,16
Political Sciences 74,73 15 11,38

Table 5 presents that students from Dietetics department had the highest mean score

of the grades; however, students from Law Faculty had the lowest mean score.

4.3.2. Analysis of the Research Question 1.2: Is there a difference between students’
departments and their attitudes towards learning English?

In order to see if there is a difference between the students’ departments and their
attitude levels, a one-way analysis of variance was conducted. The findings,
illustrated in Table 6, did not demonstrate any statistically significant results, F
(3,81)= 1.675, p= .179. The mean scores of the participants’ attitudes and the

standard deviations with respect to their departments are also illustrated in Table 7.

Table 6: The differences of participants’ attitudes with respect to departments

Sum of

Squares df Mean Square F Sig.
Between Groups 2,514 3 ,838 1,675 ,179
Within Groups 39,024 78 ,500
Total 41,538 81

As can be seen from Table 7, the students from Political Sciences had the highest
mean score with 32; however, students from Law Faculty had the lowest mean score

with 27,94.
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Table 7: Mean scores of participants’ attitudes according to their departments

Department Mean N Std. Deviation
Law 27,94 16 6,44
Dietetics 29,00 15 7,66
Management 30,19 36 4,94
Political Sciences 32,27 15 3,75
Total 29,91 82 5,73

4.4. Analysis of the Findings for Research Question 2: What are the motivation

levels of BU second-year students?

The second research question attempted to demonstrate the motivation levels of the
eighty-two participants. The motivation scale had thirty-six items (items from 9 to 44
in the survey). Since there were thirty-six items on a five-point Likert-scale in the
motivation survey, the scores ranged from 36 to 180. A total that was more than 144
represented that the participant was highly motivated to learn English, the scores
varying from 108 to 143 implied that the participant had moderate level of
motivation to learn English, however, a total score less than 108 demonstrated that

the participant had low motivation to learn English.

In order to determine the participants’ level of motivation to learn English, the mean
scores were computed through descriptive statistics. As a result of the statistical
analysis, it was seen that the students had moderate levels of motivation towards
learning English (M= 125.15).

Table 8: Participants’ level of motivation

General Motivation
Mean 125,15

In addition to the motivation level of the participants, the frequencies of low,
moderate and high level of motivation were computed through descriptive statistics.

The results of the analysis, shown in Table 9, revealed that nearly 15 per cent of the
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participants embodied low level of motivation, approximately 69 per cent of the
participants had moderate level of motivation, and about 16 per cent of the

participants had high level of motivation.

Table 9: Frequencies and percentages of levels of motivation

Frequency Percentage
Low level of motivation 12 14,6
Moderate level of Motivation 57 69,5
High level of motivation 13 15,8
Total 82 100,0

4.4.1. Analysis of the Findings for Research Question 2.1: What are the BU second-

year students’ motivation orientation levels?

The motivation survey was composed of three subscales, namely integrative
orientation, instrumental orientation and travel orientation. The motivation survey
included thirty-six items totally. Of these thirty-six items, items nine to twenty-four
were related to integrative orientation. For the survey was designed on a five-point
Likert-scale, the total score ranged from fourteen to seventy. The participant
receiving less than forty-two was assumed to have low integrative motivation, a total
score of forty-three to fifth-six would demonstrate that the participant had a moderate
level of integrative motivation; however, a total score more than fifty-six showed that
the participant had a high level of integrative motivation. The items from twenty-
three to thirty-nine represented instrumental orientation, and the total score varied
from sixteen to eighty. A participant with a total score less than forty-two would be
with low instrumental orientation, with a total score between forty-eight and sixty-
four would have moderate level of instrumental orientation, having a score more than
sixty-four would be with high level of instrumental orientation. There were also six
items (items thirty-nine to forty-four) related to travel orientation, the total score of
which changed from six to thirty. A total score of eighteen and less implied low

travel orientation. The participant with a total score between nineteen and twenty-
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four had moderate level of travel orientation. However, a total score of more than

twenty-four would demonstrate high travel orientation.

In order to define the levels of participants’ orientations, the means of each
orientation were computed through descriptive statistics. The results of the statistical
analysis in Table 10 proved that the students had moderate integrative motivation
(M= 43), moderate instrumental motivation (M= 60), and finally, moderate travel

motivation (M= 22).

Table 10: Mean scores of participants’ motivation orientation levels

Integrative Instrumental Travel
Orientation Orientation Orientation
Mean 43 60 22

In a further analysis, frequencies of the students with low, moderate and high levels
of integrative orientation were examined through descriptive statistics. According to
the results of our statistical analysis in Table 11, it was seen that only around 2 per
cent of the students had high level of integrative motivation, about 57 per cent of the
students had moderate level of integrative orientation. However, approximately 40

per cent of the students had low level of integrative orientation.

Table 11: Frequencies and percentages of participants’ integrative orientation

Frequency Percentage
Low integrative orientation 33 40,2
Moderate integrative orientation 47 57,3
High integrative orientation 2 2,4
Total 82 100,0

In addition to students’ integrative orientation, the frequencies of their levels of
instrumental orientation were calculated using descriptive statistics. The results,
presented in Table 12, yielded that 28 per cent of the students, which is nearly one
third of the total percentage, had high instrumental motivation. Sixty-one per cent of
the students, more than the half, had moderate instrumental orientation, but only 11

per cent had low instrumental orientation.
53



Table 12: Frequencies and percentages of participants’ instrumental orientation

Frequency Percentage
Low instrumental orientation 9 11,0
Moderate instrumental orientation 50 61,0
High instrumental orientation 23 28,0
Total 82 100,0

As a final step, the frequencies of participants’ levels of travel orientation were
investigated through descriptive statistics. Finally, the results of the analysis in
Table 13 revealed that 35 per cent of the students had high travel orientation, 50 per
cent of the students embodied moderate level of travel orientation. Around 15

percent of the participants demonstrated low travel orientation.

Table 13: Frequencies and percentages of participants’ travel orientation

Frequency Percentage
Low travel orientation 12 14,6
Moderate travel orientation 41 50,0
High travel orientation 29 35,4
Total 82 100,0

4.4.2. Analysis of the findings for the Research Question 2.2: Is there a relationship

between students’ grades and their motivation level and motivation type level?

Another important point was also inspected in the study, which was whether there
was a relationship between participants’ grades and their motivation level and
motivation orientation level. Pearson correlation coefficient analysis was conducted
in order to analyze this relationship. The results of the analysis showed that there was
a very low correlation between overall motivation and grades, = .233, p= .035.
There was also a low correlation between instrumental orientation and grades,
=277, p= .012. Lastly, there was low correlation between travel orientation and
grades, =238, p=.031. However, there was not a significant correlation between

integrative orientation and grades.
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Table 14: The relationship between the grades and motivation and motivation
orientations

Overall

Motivation Integrative Instrumental Travel
Grade ,233(%) ,101 277(%) ,238(*%)

,035 ,369 ,012 ,031

82 82 82 82

*p<.05

4.4.3 Analysis of the Research Question 2.3: Is there a difference in the participants’
motivation and motivation orientation levels with respect to their departments?

In order to see if the participants’ departments caused any difference in their
motivation and motivation orientation levels toward learning English, a one-way
ANOVA was conducted. It was seen that there was a significant difference among
the participants’ overall motivation levels with respect to their departments, F(3,
78)=5.56, p=.002. Moreover, it was found that participants’ instrumental orientation
levels also differed from one department to another, F(3, 78)= 8.827, p= .000. The
participants’ travel orientation levels were also statistically different for different
departments, F(3, 78) = 3.649, p= .016. However, there was no significant difference
in integrative orientation levels among the departments, F(3, 78)= 1.624, p= .191.
Due to the fact that the test revealed significant differences in overall motivation,
instrumental orientation and travel orientation levels, we conducted post hoc
comparisons using Bonferroni. The results of the test, as well as the means and
standard deviations for the overall motivation, integrative orientation, instrumental
orientation and travel orientation levels in regard to departments are reported in the

following part.

The findings of the post hoc analysis, presented in Table 15, demonstrated that there
were significant differences in the means of Law and Dietetics, Law and Political
Sciences. The analysis also revealed that students of Political Sciences had the
highest motivation level (M= 137) followed by the department of Dietetics (M=130),

and Management (M=124), and Law department followed being the last with a mean
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score of 110. However, it occurred that the mean scores of all departments are within

the moderately motivated range (108-143).

Table 15: Differences among departments in their overall motivation levels

Overall Mean Standard Law Dietetics Management Political
Motivation Deviation Sciences
Law 110.3 26.48 .025%* .075 .001*
Dietetics 130.3 11.53 .025%* 1.0 1.0
Management 125 18.39 .075 1.0 260
Political 137 15.64 .001* 1.0 260

Sciences

Note: An asterisk (¥) represents significance using Bonferroni procedure.

As for the integrative orientation subscale of motivation, the findings of the post hoc
analysis, Table 16, revealed that there were no significant differences among the
means of departments. Political Sciences students again had the highest mean score
(M= 46) followed by Management students (M=44). The students of Dietetics
followed with the third highest mean score with forty-three. All these three
departments had a mean score within moderate range; however, students of Law
Faculty followed all being the last with a mean score of forty within the range of low

integrative orientation.

Table 16: Differences among departments in their integrative orientation levels

Integrative Mean Standard Law Dietetics Management Political
Orientation Deviation Sciences
Law 39.56 9.40 1.0 .639 205
Dietetics 43.13 6.98 1.0 1.0 1.0
Management 43.63 8.11 .639 1.0 1.0
Political 46 8.73 205 1.0 1.0

Sciences

Note: An asterisk (¥) represents significance using Bonferroni procedure.

When it came to instrumental orientation, the test results, demonstrated in Table 17,
showed that there were significant differences between the mean scores of Law
students and Dietetics students, Law students and Political Sciences students, and
Management students and Political Sciences students. The analysis also proved that
students from the department of Political Sciences had the highest mean score of

sixty-seven, which means they had high instrumental orientation. The others
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followed with mean scores for each as follows; dietetics (M= 64), management (M=

59), law (M= 52) within the range of moderate orientation.

Table 17: Differences among departments in their instrumental orientation levels

Instrumental Mean Standard Law Dietetics Management Political
Orientation Deviation Sciences
Law 51.87 11.96 .002* .050 .000*
Dietetics 63.66 4.92 .002* 435 1.0
Management 58.86 8.35 .050 435 .027*
Political 66.6 7.70 .000* 1.0 .027*

Sciences

Note: An asterisk (¥) represents significance using Bonferroni procedure.

For the travel orientation, the results of the analysis in Table 18 showed that there
was a significant difference only between the mean scores of Law students and
Political Sciences students. Students of Dietetics and Political Sciences shared the
highest mean score (M= 24) followed by Management students with a mean score of
22, but Law Faculty students again had the lowest mean score (M= 19). All the mean
scores of students from these four departments, however, are within the range of

moderate level of travel orientation.

Table 18: Differences among departments in their travel orientation levels

Travel Mean Standard Law Dietetics Management Political
Orientation Deviation Sciences
Law 18.87 7.03 .054 130 .023*
Dietetics 23.53 2.72 .054 1.0 1.0
Management 22.27 4.66 130 1.0 1.0
Political 24.06 3.91 .023%* 1.0 1.0

Sciences

Note: An asterisk (*) represents significance using Bonferroni.

4.5. Analysis of the Research Question 3: What are these students’ general study

habits with respect to motivation levels?

The present research also attempted to define BU students’ general study habits. For

this reason, there was a statement in the instrument which required students to write
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their general study habits in a paragraph. Seventy-nine students completed this part
and explained their general study habits. First of all, students were categorized
according to their motivation levels depending on the results of overall motivation
analysis. Of these seventy-nine participants, thirteen of the participants were highly
motivated, fifty-seven were moderately motivated, twelve students had low
motivation. Then, the students’ general study habits were analyzed according to the
themes recurring in their paragraphs. The themes were categorized under general
terms that were useful to represent in percentages in Figure 2. The first major theme
that occurred from the learners’ responses included getting help outside the school.
This included getting private English lessons from a language teacher, friends’ help
and family members’ contribution to the learners’ studying English. The second
category was watching films, which consisted of watching serials, watching or seeing
movies on TV or at cinemas. The third category was using the internet and it
comprised only playing games and visiting chat rooms. The forth and fifth categories
were attending classes regularly, and just revising before the exams respectively.
The sixth category, reading books, included themes like reading novels, bestsellers,
and short stories. Speaking to native speakers, the seventh category, included
speaking to foreigners in Turkey and abroad, family members and friends living
abroad. The eighth category, studying from different books, was composed of themes
like doing exercises from grammar, reading and writing exercise books. The ninth
category was about never studying and the tenth was studying vocabulary doing

exercises on items covered in class.

According to this categorical data analysis of students’ paragraphs, the results were
entered to excel and graphs representing the percentages were computed in order to

demonstrate the results visually.
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Figure 1: Students’ general study habits

Figure 2 represents that highly motivated students embodied the highest percentages
in getting outside help (23.07 %), reading books (30.76 %), speaking to native
speakers (23.07 %) and studying from a variety of books (23.07 %). However, they
demonstrated that none of them used the internet (0 %), attended the classes
regularly (0 %) and they studied vocabulary the least (38.36 %). One interesting
finding here was that none of the highly motivated students claimed that “they never
study English”. Moderately motivated students had the highest percentages in only
watching films (42.1 %) and attending classes (8.77 %). However, they had the
lowest percentages in getting help outside the school (7.01 %) and studying from
different exercise books (8.77 %). Like highly motivated students, none of the
moderately motivated students put forth that they never study English (0 %).
Students with low motivation, on the other hand, revealed with their highest
percentages in using the internet (which included only playing games and visiting
chat rooms) (8.33 %), just revising before the exams (83.33 %), never studying
English (16.66 %), studying vocabulary items covered in class (41.66 %) and with
lowest scores in watching films (8.33 %), reading books (25 %), speaking to native

speakers (0 %) that they had bad study habits.
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4.6. Analysis of the research question 4. What are these students’ vocabulary study

habits with respect to their motivation levels?

In order to better understand the learners’ study habits, in the last part of the
instrument, they were given a situation which stated that they had a vocabulary quiz
a week ahead and they were asked when they would start studying, how often and
how long they would study, and how they would study. Only sixty-two participants
responded to this part. The data were again categorized as high motivation, moderate
motivation and low motivation. Of these sixty-two participants, thirteen participants
had high motivation, thirty-seven had moderate motivation, twelve had low
motivation. The answers to these questions were analyzed and categorized according
to the themes again. They were entered to excel to be represented in percentages in a

graph.

The analysis of the responses to the questions, when they would start studying, how
often and how long they would study, revealed that these responses could be
embedded in one sentence as illustrated in Figure 2; for example, “I study a few
hours for two days before the quiz” shows that the student starts to study two days
before the quiz, he/she studies twice a week and each day she studies a few hours
which varies from one to three hours at most. As a result of the data analysis by
combining the answers like this, as Figure 3 demonstrated, there appeared six
categories which varied from starting to study one day before for a few hours to
starting to study a week before and studying a few hours everyday. However, there
was also a common statement made by the participants that when they would start to
study, how often and how long they would study depended on the content, the
difficulty level of the vocabulary items. Therefore, the last category was added to

represent these students’ responses.
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Figure 2: Students' vocabulary study habits

Analysis proved that highly motivated students had the highest percentage in starting
to study three days before and studied a few hours each day (33.33 %). They also had
the highest percentage in starting to study five days in advance and studied a few
hours for five days (8.33 %). Moderately motivated students had highest percentage
only in starting to study two days before and studied for two hours each day (45.94
%). Students with low motivation had highest percentages in studying a few hours
one day before the quiz (50 %) and studying a few hours during the week before the
quiz (25 %). They shared the highest percentage with highly motivated students in
claiming that when, how often and how long they would study depended on the

difficulty level of the content (8.33 %).

The strategies employed by the participants revealed seven categories, namely
memorizing Turkish meanings of the vocabulary items, memorizing both Turkish

and English meanings of the words, studying English meanings in example
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sentences, keeping a notebook for vocabulary, borrowing their friends’ class notes,

and association.
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Figure 3: Strategies employed by the participants to study for the vocabulary quiz.

The analysis demonstrated that highly motivated students tended to memorize
Turkish meanings of the vocabulary (46.15 %) and keep a vocabulary notebook
(23.07 %) mostly; however, they also learnt words by studying their English
meanings in example sentences (15.38 %). Moderately motivated students also
mostly memorized Turkish meanings of the words (31.57 %), in addition, they
memorized both Turkish and English meanings (12.28 %), used the words in
sentences to learn them (14.03 %) and employed association (3.5 %). Least
motivated students mostly utilized memorization of Turkish meanings (50 %),
borrowing friends’ notes (33.33 %) and studying English meanings in example
sentences (16.66 %). However, none of them benefited from memorizing Turkish
and English meanings, using the words in sentences, keeping a vocabulary notebook

and association.
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4.7. Conclusion

As a result of the analyses of the data collected, it was found that BU second-year
students had moderately positive attitudes towards learning English, and there was a
significant correlation between their grades and their attitudes, however, there was no
difference between their departments and their attitudes towards learning English. It
was also revealed that BU second-year students had moderate level of motivation
and moderate levels of integrative, instrumental and travel orientations. The findings
also demonstrated that there was a low correlation between the students’ overall
motivation and grades, between instrumental their orientation and their grades and
between their travel orientation and grades. However, there was no significant
correlation between their integrative orientation and their grades. Finally, the
analysis displayed that there was a significant difference in the levels of the students’

overall motivation, instrumental orientation, travel orientation and their departments.

The analysis of the general study habits bore that students with high level of
motivation embodied higher percentages in getting help outside school, reading
books, speaking to native speakers and studying from a variety of exercise books. In
vocabulary study habits part, they demonstrated that most of the time they memorize
Turkish meanings of the vocabulary and keep a vocabulary notebook. Most of them
study a few hours for three days before the quiz. The students with moderate level of
motivation would mostly benefit from watching films and attending classes and
taking notes. In vocabulary part, they displayed that they mostly memorize Turkish
meanings of the words and study for two hours starting from two days before. The
least motivated students, on the other hand, make use of just revising before the
exams, and studying vocabulary items covered in class. Their vocabulary study
habits also proved that they had poor study habits like memorization of Turkish
meanings and borrowing friends’ notes. They also exposed that most of them study a

few hours one day before the quiz.
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CHAPTER V

CONCLUSIONS

5.1. Overview of the Study

The present study examined Baskent University second-year students’ attitudes
towards learning English. It also investigated whether there was a significant
correlation between students’ grades and their attitudes, and students’ departments
and their attitudes towards learning English. In addition to students’ attitudes, it also
looked into their motivation levels, orientations, and whether there was a meaningful
relationship between the learners’ grades and their motivation levels. Furthermore, it
scrutinized if there was any difference among the departments regarding the
students’ motivation levels. Finally, the study attempted to identify students’ general
English language learning behaviors and specifically their vocabulary study habits

with respect to their motivation levels.

The data were collected through a survey designed on a five-point Likert-scale
adopted from Liu (2007). The survey included forty-four items; the first eight items
were about attitudes towards learning English, the thirty-eight items were related to
motivation. Of these thirty-six items, items nine to twenty-three were about
integrative orientation, items twenty-four to thirty-eight were about instrumental
orientation and items thirty-nine to forty-four were about travel orientation. In
addition to this survey, there were also two parts that were included by the researcher
in order to define students’ study habits. In the first part, the students were asked to

write a paragraph describing their general study habits and learning behaviors. In the
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second part, the learners were given a fictious situation and were expected to respond
to the questions about their vocabulary study habits taking into consideration the

given context.

The survey was given to eighty-two second year students from Law Faculty,
dietetics, political sciences and management departments. Fifty of these students
were the researcher’s own students, and the others were two colleagues’ students. All

these students were given the instrument in a week in class during class-time.

The data collected through the survey were entered into SPSS and several statistical
tests were run. In order to evaluate students’ attitudes towards learning English, the
mean, standard deviation, mode and range were calculated. To define the relationship
between grades and attitudes, Pearson correlation was executed. The relationship
between students’ attitudes and their departments was evaluated through a one-way

analysis of variance.

For the purposes of analyzing motivation level and its sub-components, several tests
were executed. Students’ motivation level was investigated through identifying mean
scores. The frequencies and percentages of low, moderate and high motivation were
determined thanks to descriptive statistics. As for the learners’ motivation
orientations, means of each orientation was computed and the frequencies and
percentages of each motivation orientation were evaluated by means of descriptive
analysis. In order to look into the relationship between students’ grades and their
motivation levels, Pearson correlation coefficient analysis was carried out. Finally,
the difference between students of different departments and their motivation levels

was evaluated by conducting a one-way analysis of variance.

The analysis of the qualitative data was done by categorization. The categories were

determined by themes recurring in the participants’ responses in both general study
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habits and vocabulary study habits parts. The frequencies and percentages were taken

into consideration while designing the graphs by means of excel.

5.2. Discussion of the Results

The first question of the study investigated whether BU second-year students had
strongly positive, moderately positive or negative attitudes towards learning English.
The results demonstrated that the participants had moderately positive attitudes
towards learning English. In a further analysis, it was found that only 14.6 per cent of
the participants had negative attitudes towards learning English, 45.1 had moderately
positive and 40.2 per cent had strongly positive attitudes towards learning English.
Although the study was conducted in an environment where the participants had very
few chances to meet target language speakers, they still developed positive attitudes
towards learning English. This finding is not in line with what Yashima (2002) put
forth. Even though Yashima (2002) claimed that when language learners have little
interaction with the target language community, it is not likely that they will form
any clear affection towards the target language speakers, BU students embody
positive attitudes towards learning English. This can be explained with the fact that
in the general study habits part, students demonstrated that they talk to native
speakers, use the internet to develop their foreign language and watch films and

serials in English, which might have helped them develop positive attitudes.

The findings of the research also proved that there was a statistically significant
correlation between students’ grades and their attitudes towards learning English.
This finding is consistent with the findings of the studies conducted by Gan et al.
(2004), Gardner and Lambert (1972), Liu (2007), Kuhlemeier (1996), Masgoret and
Gardner (2003), Petrides (2006), who claimed that when students have positive
attitudes towards learning a foreign language, their performance increases. This
finding of the present study also presents further support for the view that having

positive attitudes towards learning a foreign language has a relationship with being a
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successful language learner. However, it does not demonstrate whether having
positive attitudes lead to success or being successful is the cause of having positive

attitudes.

In the present study, it was also attempted to see whether there was a difference
between students’ departments and their attitudes. It was found that there was no
significant difference between the participants’ study fields and their attitudes
towards learning English. This might be significant for the teachers working at BU
since there is a common belief that students who will need English in their profession
study English more and have more positive attitudes towards learning English
because they think it is an invaluable tool for them to find a job. However, this
finding from the analysis of four different departments proves that instrumental
orientation and having positive attitudes towards learning a foreign language are two

different concepts; therefore, this misconception should be avoided.

The second research question of the study explored the motivation levels of the
participants. The findings showed that most of the students had moderate level of
motivation to learn English. As far as students’ motivation orientations were
concerned, the analysis illustrated that most of the students had moderate levels of
integrative, instrumental and travel orientation. These findings were important
because it is believed that when students have motivation they become successful
language learner. However, the relationship between students’ end of 2008 fall
semester grades and their motivation level and motivation orientation illustrated that
there were very low correlations between their overall motivation level and grades,
between instrumental orientation and grades, between travel orientation and grades.
On the other hand, there was no significant correlation between integrative
orientation and grades. Since the students demonstrated that they had moderate level
of motivation, the finding that there was a low correlation between overall
motivation and grades was a surprise to the researcher in that other researchers
(Dornyei, 2001a, 2001b, 2005; Ehrman, et al., 2003; Graham, 2004; Masgoret and

Gardner, 2003; Semmar, 2006) all reveal there is a direct influence of motivation on
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the learners’ success. However, the present study put forth that there is a low
correlation between students’ success and their motivation levels. Moreover, the
correlation between instrumental orientation and students’ grades, despite its being
low, and lack of correlation between integrative orientation and grades in the present
study weakly supports the findings of the studies by Aacken (1999), Dérnyei (1990,
1994a), Ehrman (2003), Liu (2007), Petrides (2006) that in foreign language
environments, it is not integrative orientation which leads to better achievement
because of the fact that learners in the case of foreign language learning have little or
no interaction with the target language community. This might also be due to the fact
English courses are compulsory at BU, which might lead some of the students to
think that getting a good grade is necessary to finish the university since the courses
offered are four-credit courses, which helps to understand the instrumental value of
the grades in English courses. However, the low correlation between grades and
instrumental orientation and lack of a relationship between integrative orientation
and grades do not change the fact these students have moderate levels of both

instrumental and integrative orientations. This finding is just one facet of the story.

The analysis of the findings also displayed that students’ mean scores of overall
motivation, instrumental orientation, travel orientation had a significant difference
with respect their departments. Students of Political Sciences had the highest mean
scores of overall motivation, integrative orientation, instrumental orientation and
travel orientation. However, students of Law Faculty demonstrated that they had the
lowest mean scores in all aspects of motivation. In spite of the differences of these
students of the four departments in overall motivation, the mean scores stayed within
the category of moderate motivation. As far as integrative orientation is concerned,
the mean scores the students of Political Sciences, Dietetics and Management
embodied were within the range of moderate level of integrative orientation;
however, the mean score of Law Faculty students stayed in low integrative
orientation range. When it came to instrumental orientation, only Political Sciences
students had high instrumental orientation, the others had moderate levels of
instrumental orientation. Finally, although the mean scores of all students for travel

orientation varied depending on the departments concerned, the findings bore that all
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the mean scores were within the range of moderate level of travel orientation. There
might be many reasons for the students of Political Sciences students’ getting highest
scores in overall motivation and motivation orientations. First of all, these students
do not study English only in English courses, the materials and some of the course-
books they use in their department are also in English. The instruc