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Abstract

This thesis seeks to examine whether a relationskigts between teacher motivation and
learner motivation. The theoretical part providdgeaaturereview on learner motivation and
teacher motivation including several relevant stadiealing with each topic separately. It is
followed by the study,which focuses on aims, samplkgruments and procedures, and lastly
results and discussion. One English as a Foreigguage (EFL) teacher and 26 English
studentsparticipated in the study. The learnerewgrenan adapted version of the Attitude
Motivation Test Battery (AMTB). The teacher complét the Teacher Motivation
Questionnaire (TMQ)followed by an interview. Thesults showed that integrative and
instrumental motivation for learning English aremgdementary.However, student motivation
was in some cases hindered by language anxietgftiterproving its negative association
with language learning motivation. Teacher efficas found to enhance both teacher and
student motivation. It was concluded that teaciihiesiasm and teacher expectations are the
two most important factors affecting learner maima and that learner achievement and
motivation to learn are the two main factors thafluence teacher motivation. Student
achievement was found to have a positive infludsmté on teacher efficacy and on teacher
motivation. Furthermore, teacher expectations peatively related to student achievement,
which in turn affected teacher motivation positiveA relationship was established between

teacher motivation and learner motivation thus suipg the initial hypothesis.
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1 Introduction

Since motivation is considered one of the key eletsdetermining whether learners
will be successful in foreign language learningd aihteachers will be successful in their
work, it is not surprising that so many researchgyenda great deal of time analyzing
it.Student motivation hasalways been an interestipgc to investigate, and indeed, it has
been quite extensively explored, although the saraenot be said about teacher
motivation.While many studies have questioned htudent motivation to learn might affect
teacher motivation to teach, and vice versa, fewehavestigated the link between the two.
Therefore, the aim of this thesis is primarily t@mine the relationship between teacher and
learner motivation. In addition to determining wiet a relationship exists, it is also

necessary to examine several other factors thditrmfjuence it.

The theoretical part of this paper begins withegiew of theresearch on student
motivation to learn a second language (L2). VaridaBnitions of motivation are presented
followed by the history of research on L2 motivatiowhich, according to Dornyei (2005),
encompasses three periods: the social psychologgeadd, the cognitive-situated period and
the process-oriented period. These periods comprseus theories regarding student
motivation in L2 learning. Chapter 3 deals with clear motivation. After introducing
literature regarding teacher motivation, sevenadlists on the same topic arebriefly reviewed.
Chapter 4 analyzes the relationship between teammérstudent motivation throughseveral
aspects: the effectiveness of teacher motivatistiedtegies; the link between teacher
expectations and student achievement; the link étweacher and learner enthusiasm; the
effect motivated teachers have on their studemd;lastly a research study concerning the

relationship between teacher and student motivation

Chapter 5 introduces the research part of thisishehich comprises aims, sample,
instruments and procedures, and results and disous§he conclusion summarizes the

overall findings, study limitations and recommenmoias for possible future research.



2 Student motivation

2.1 Definitions of motivation

What is motivation? A practical answer to this dimsmight be that motivation is the
will or the energy that drives an individual to aowplish a desired goal. However, if one
possesses this desire only at the beginning ottwitgand not until the end, the goal will not
be attained. Becauselearning a language is a &ng+brocess, suchdetermination should be
persistent.

Thisrather complicated notion has been one of thanrareas of research in the field
of second/foreign language learning during the steral decades.Many authors have
offered their definition of motivation, such as Dgei (1998), who seesitas a process
thatbegins with a force strong enough totriggeretioa and last as long as no other forces
end the action, or until the goal is reached.

Doérnyei (1998)also points out that, since everyedént psychological perspective on
human behavior offers a different theory of mofivat it is little wonder that the abundance
of theories creates general confusion. Motivatibeotieshave a truly challenging task of
explaining human thought and behavior, which is wWigre cannot exist astraightforward and
ultimate definition,or at least not for the timarig

Gardner defines motivation to learn a second arglgon language (L2 motivation) as
“the extent to which an individual works or striveslearn the language because of a desire to
do so and the satisfaction in this activity”(1985, 10). In other words, in order to be
motivated, one needs to possess a combinationfaft,ethe desire to learn and favorable
attitudes toward the L2. In thesocio-educational deto of second language
acquisition,Gardner (2010)assesses motivation nmgeof three components: the desire to
learn the language; favorable attitudes towardniegrthe L2; and intensity of motivation,
i.e., one’s effort to learn the language.

There was one problem with Gardner’s definitionlikinD6rnyei (1998),who saw it
as changing over time, Gardner did not take intoawnt that one’s motivation to learn a
foreign or second language fluctuates over timealdenotes that, while many researchers
differentiate between various types of motivatisuch as intrinsic, extrinsic, integrative or
instrumental“it is not the type of motivation thet important, but rather its strength”
(Gardner, 2010,p.6).



2.2 The history of L2 motivation research

Since the development of L2 motivation models, aedgers have generally accepted
Doérnyei’'s (2005) division of the history of langwadearning motivation research. He
distinguishes three phases in motivational resehrstory: the social psychological period
(1959-1990); the cognitive-situated period (durithgg 1990s); and the process-oriented

period (turn of the century).

2.2.1 The social psychological period

The social psychological period was mainly focusethe individual's contact with
L2 speakers and their attitudes toward the tamygjdage community. Gardner and Lambert
were the main exponents of the period. In his sedwcational model Gardner (1985)
proposedntegrativemotivatioras the key component. It refers to motivated inldials who
have an open approach to the target language gfawumable attitudes toward the learning
situation, and motivation to learn the languagee Términtegrativenesson the other hand,
refers to “an affective characteristic involvingganeral openness to adopting characteristics
of other cultural communities” (Gardner, 2010, p,8%., a desire to be similar to the other
group. In her research on motivation, Mihalf@jigunovi¢ (1997) came to the conclusion
that integrative motivation did not imply a wish dme part of the student to integrate into
another linguistic community, but rather integratimto an international English speaking

community.

2.2.1.1The Attitude Motivation Test Battery (AMTB)

The original Attitude Motivation Test Battery (AMTBvas devised by Gardner in
1958and extended by Gardner and Lambert in 19%2slta motivation questionnaire made
up of over 130 items. The international versiontltdé AMTB for English as a foreign
languagecomprises all the main constituents of Gatsl theory of integrative motivation.
However, it also includes two additional componelaisguage anxietyreferring to L2 class
anxiety and L2 use anxiety) apdrental encouragementhe Croatian version of the AMTB
consists of 104 items; however, in this researadysthey were further reduced to 59 items

mostly due to time restrictions in the classroom.



2.2.1.2Integrative and instrumental orientations

According to Gardner (2010),“an orientation is aclination, the underlying force
directing the choice of the particular reason” @.0Of course, he refers to reasons for
learning English. He argues that “a reason is mattvation; one can want to learn a language
for reasons that might reflect an integrative mation, but unless this is accompanied by
other features of motivation it is not motivatiof@ardner, 2010, p. 10). The other features he
refers to are cognitive, affective and behaviof@hracteristics that a motivated individual
should demonstrate.

In the social psychological period, motivation wigsmany cases, described as either
integrativeor instrumental Integrative orientation,as already mentioned,liapf affective
reasons for learning an L2, usually the desireg@lbse to the target language group on the
language level. Instrumental orientation, on thieeothand, refers to the practical reasons
onemight have for learning a language, such ag#@sed salary or career opportunities.

It is important to consider that integrative andtiumental orientations are sometimes
difficult to separate because of the status thelifindanguage holds today. Reasons for
learning English, such as talking to foreignerayéting, being able to understand foreign
movies, music, books or magazines cannot be segam falling under integrative or
instrumental orientation (Lamb, 2004, as cited ifisiid, 2011).

Since the English language is notnecessarily ast®uciwith one place or culture, the
reasons one might have for learning English, imstelbeing divided into integrative or
instrumental orientation, should perhaps be viemede holistically.

2.2.2 The cognitive-situated period

The cognitive-situated period was mainly focusedcognitive aspects of motivation
and the learners’ immediate learning situation, elgnthe classroom. Researchers wanted to
look into the learners’ language learning situatod how it affected their motivation to learn
the L2 (Macintyre, 2002, as cited in Mifsud, 201This situated approach analyzed how the
relationship with the teacher and the group affiéstedent motivation.

According to Doérnyei (2005), the combination of ndiye aspects with a situated
approach was well illustrated by two theories: thalf-determination theory and the
attribution theory.

Deci and Ryan (2000) argue that the reasons onbtri@grn a language depend on

how free or constrained the learner feels. Onetdsdm is said to be self-determined if the
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individual decides freely.In ef-determination theorpeci and Ryan (2000) distinguish
various types of motivation, the most basic digtorc being betweentrinsic and extrinsic
motivation, depending on the source of the indigidumotivation. Intrinsic reasons would
refer to learning a foreign language because avViddal's interest, pleasure and satisfaction.
These reasons “come from within” the learner.Beal. (1991) argue that when individuals
are intrinsically motivated, they participate irtigities that interest them, and above all, they
do so freely without the necessity of any kind eWards. They continue that extrinsically
motivated behaviors are instrumental in nature,mmggthat the individuals perform them not
out of interest, but because they expect a celmefit from them.

Attribution theory became the dominant model in language learningivatain
research in the 1980s. It concerns the reasonshwharners attribute to their success or
failure in language learning. This means that leegnbase their expectations for future
achievement on past experiences, and their futhie2zement depends on whether they see
themselves as the main cause of success or faiddrayei (2005) notes that if learners feel
that their failure in a particular task was a residllow ability on their part, they will most
likely not try the activity ever again, or they Wfhil.However, if they think they failed
because of their insufficient effort, they are mbkely to try it again and their effort might

even result with success.

2.2.3 The Process-Oriented Period

Dornyei (2005) states that the process-orientedoagh accounts for changes in
motivation on a day-to-day basis.That is to sayisitconcerned with the fluctuation of
motivation over time. Since learning a languagessalime, months or years, motivation is
expected to go through different phases. Thus,vatdn is seen as a dynamic factor rather
than a static one. All process-oriented modelssirteat motivation leads to attaining a goal, it
is therefore logical that the goal formation isexdil. However, the difference between
someone wanting and needing to do something leadgouthe distinction between
choicemotivationand executivemotivatianChoice motivation refers to the decision and the
intention to start an action, while “executive mration refers to the actual implementation of
this intention” (Mifsud,2011, p.54).

The process-oriented period is mostly marked byi&is and Burden’s (1997) model
and by Ddrnyei and Ott6’s(1998) model.



According to Williams and Burden’s model each indial is motivated differently
and is influenced by internal and external factémgernal factors include intrinsic interest,
agency, mastery, self-concept, attitudes and gefidhese factors are influenced by external
factors including parents, teachers and peerstyihe of interaction between them, and the
learning context. Their motivational model promates importance of a temporal aspect that
goes through three stages: reasons for doing somgetbeciding to do something; and
sustaining the effort, or persisting. The first tatages can be taken as initiating motivation,
whereas the third stage involves maintaining matwa(Dornyei, 2005).

Doérnyei and Ottd’s (1998) model consists of two maiimensions: the Action
Sequence and Motivational Influencé&he Action Sequends further divided into three
phases: The preactional stage, in which motivasogenerated;the actional stage, in which
the generated motivation needs to be maintaineidgltine action; and the postactional stage,
in which students evaluate their accomplishmentgitures and consider future actiod$e
Motivational Influences dimensia@omplements each stage of the action sequenckels 1t®

the motivational forces that instigate the behavior

2.3 Recent conceptions of L2 motivation

According to Mifsud (2011), some of the recentrapphes to L2 motivation deal with
the notions of the possible self, motivational selulation and teacher-controlled
motivational strategies.

The results of Dornyei and Csizér's (2002) longjal study led them to the
conclusion that it is not an actual integrationhwif2 speakers that underlies motivation but
rather an identification of a self-concept that tlearner possesses. Cultural impact is
lessening as English becomes a global languagehvidiiwhy one identifies with gbssible
self, i.e., with what one might become but is perhapsic of becoming. A further
distinction has been made between ttedl self referring to what one would like to become,
and the oOught selfreferring to the attributes one believestheyshoytdssess
(Doérnyei&Csizér, 2002). The ideal self might be ativating factor if it is achievable, but it
might also be a demotivating factor if one seesdbal as impossible to reach.

Dornyei (2005) links two conceptualizations of hitivation by Noels (2003) and
Ushioda (2001) and creates a new motivation cocistne callsthe L2 Motivational Self

Systerh This system comprises three dimensions:



* Ideal L2 selfrefers to the L2 attributes one would ideally likepossess. If the ideal
L2 self is proficient in L2, then the ideal L2 sd&lécomes apowerful motivator to
achieve L2 proficiency. This dimension isrelatedniegrative reasons for learning an
L2 because the learner wants to bring closer theabself and an ideal self;

* Ought-to L2 selfefers to the attributes one believes one shoutdgxs, such as duties
and responsibilities, in order to avoid any negatutcomes;

* L2 learning experienceoncerns the role of motivation in the learning iszrvvment

and experience.

2.3.1 Motivational self-regulation

Learners should be able to control their own meiivaand learning, and teachers
should help them by creating the right atmospherethe classroom and promoting
constructive thinking (Ushioda, 2003, as cited idriyei, 2005). Teachers should also
promote self-motivating strategies so that leartedte control of their own motivation.

Dornyei (2005) confirms that students who managketep their motivation to learn
high and do the tasks in spite of other possiltections and learning demands should be
better learners than students who are easily disttaand are not as skilledat maintaining

their motivation.

2.3.2 Teacher-controlled motivational strategies

A teacher is able to motivate the learners if theywilling to learn. However, if they
are not, it is almost an impossible task. AccordiagDérnyei (2005),teachers have been
trying to find new techniques to enhance studentivation. He continues that teacher-
controlled strategies are varied and that theybsaorganized into a framework consisting of
four dimensions:

» Creating the basic motivational conditions the teacher has to create the right

classroom setting;

* Generating initial student motivation teachers do so by inducing positive attitudes

toward L2 learning;

* Maintaining and protecting motivatigmand



* Encouraging positive retrospective self-evaluatien teachers should encourage
students to view their performance positively byirtg credit for their own
achievement and learn from their failures. Feedbstobuld be positive and boost
student self-confidence, but if students need t@rawe something,it should be

constructive and always end on a positive note.

2.4 Studies about learner motivation in Croatia

Some of the most important studies about learndivatmn in the Croatian context
were performed by Mihalje¥Djigunovic.

Mihaljevi¢Djigunovi¢ (1995) carried out a study,in the Croatian contextorder to
construct a new instrument that would measure rattm for learning English as a foreign
language in Croatia. This is because, accordingvitbaljevi¢Djigunovi¢, Gardner and
Lambert’s (1972) instrument — AMTB — did not actyameasure “motivation”, but
ratherlearner effort influenced by the classroomtext. In this study, it wasnoticed that
learner achievement did not reflect the intensitylearner motivation, which led to an
assumption that student motivation fluctuated dugarious factors included in the learning
process. The findings of the study indicated thatong Croatian learners, there are three
types of motivation for EFL learning. The first g/pgpragmatic-communicative motivation
which reflects an instrumental orientation combimetth elements of integration. This type of
integration is, however, different from the one liag by the term integrative motivation. It
involves integration into the international commymather than into another linguistic group.
The second type of motivation revealedifective motivatioreferring to those learners who
enjoy using and learning English because theythkdanguage. The third typeirgegrative
motivation referring to those learners who indeed wish tegrdte into a native English-
speaking group.

A study conducted by MihaljeséDjigunovi¢ (1996) was concerned with whether EFL
learners with different types and intensity of naation for learning differed in their
attitudetowards their teacher, the course, thesirdeto learn and the effort expanded in
learning and achievement. The study measured tthese types of motivation based on
Mihaljevi¢Djigunovi¢’'s  (1995) affective, pragmatic-communicative and tegmative
motivation. In addition, this study also measure® sets of demotivators, one concerning
learning difficulties and the other concerning tteaching situation. The results showed

that,in terms of achievement in learning Engliste tmost desirable type of motivation is
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pragmatic-communicative motivation. Learners with lagh level of pragmatic-
communicative motivation had a stronger desireetori English, invested more effort into it,
and found their teacher inspiring and their EFLrseweasier than learners with low levels of
pragmatic-communicative motivation. Interestinglyd curiously enough, it was found that
integrative motivation was more frequent among segxessful learners.

Another study concerning learners of English in afieo by MihaljevéDjigunovi¢
(1998), investigated the role of learner motivatfon learning, their attitudes towards their
EFL teacher, classes and EFL learning. The Likgrétscales measured three types of
motivation - pragmatic-communicative, affective aimegrative motivation - and two
demotivators - teaching setting and learning diffies. The assumption was that factors
such as teacher, materials and techniquescouldemte learner attitudes and motivation
since learners are in some cases exposed to thealga only in the classroom.The results
showed that male learner achievement was connewgiid pragmatic-communicative
motivation while female learner achievement was cwinected to any type of motivation.
Finally, the study indicated that learner motivatend attitudes toward the teaching situation
significantly influenced learner success, howevee, study led to the conclusion that the
conventional teaching practice would fail to use fill learner motivational potential.

3 Teacher motivation

This chapter focuses on academic literaturerele¢dacher motivation. The topic of
teacher motivation has recently gained more intedee to increasing evidence of the
influence of teacher motivation on student motwatAccording to Mifsud (2011), the basic
constructs that influence the motivation of a teacre teacher autonomy and feedback, and
the negative factors of the profession are teadissatisfaction, stress and burnout.

Doérnyei and Ushioda (2011) state thatthe teachésisel of enthusiasm and
commitment can greatly affect learner motivatiompther words, a motivated teacher can
induce learner motivation. Furthermore, Dérnyei alsthioda(2011) identifyfour components
of teacher motivation. The first oneigrinsic motivation,which is associated with an internal
desire to teach and to pass on knowledgeand vaWees. studies show that the most common
reason for entering the professionis the desidgetmme ateacher(Dornyei&Ushioda, 2011).
Teachers find that the intrinsic satisfaction coifines the educational process - fromworking



with students and from the subject matter itseif. Fost teachers, the intrinsic motivation is
much more valuable than high salary or social rettimg.

Furthermore, it is assumed that intrinsically mated behavior isconnected to three
basic human needs - autonomy, relatedness and temope Teachers can generally satisfy
their first two needs through teaching, since thdealing with the class is rather
autonomous.Their school environment, including bstildents and colleagues, can satisfy
their need for relatedness. The third need canabsfied only if teachers feel that they are
doing a good job and consequently believe in tbein efficacy (Deci and Ryan, 1985; as
cited in Dornyei&Ushioda, 2011).

The second component of teacher motivation, acegrdo Dornyei and Ushioda
(2011), refers t®ocial contextual influence3hese external influences may often negatively
affect intrinsic motivation and can generally beidéed into influences onaacroandmicro
level. The macro level involves exposure to inflees from every layer of society since the
aim of teaching is to educate young people. Infb@snon the micro level, however, refer to
the immediate teaching environment, both humantla@ghysical aspects, i.e., the classroom,
students, colleagues and administration.

The third aspect of teacher motivation is teenporal dimension referring to the
teacher’s career advancement possibilities. If ehare no possibilities for professional
advancement, a teacher'swork morale, as well ag tmetivation,will be influenced
negatively. Teaching is in most cases seen as lanigecareer, soif teachers find themselves
without opportunities for personal improvement agdancement, always repeating the same
responsibilities, they will easily become bored dedhotivated to do their job.

The last aspect of teacher motivation refersnemative influencesDornyei and
Ushioda (2011) state that moreteachers at eachdéwelucation are becoming frustrated or
bored and are losing their motivation to teach ttuseveral demotivating factors, such as
stress, thelack of autonomy in teaching due tacsgiculum and teaching methods, limited
advancement opportunities, lack of intellectuallleimge, andinsufficient self-efficacy often
due to lack of training. Generally, the content tbachers teach is the same year after year
which is why they feel that they do not have rggatunities for personal advancement, that

is, for acquiring new knowledge and skills.
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3.1 Studies on teacher motivation

One of the first relevant studies about teacheiivatbn was the work of Pennington
(1995; as cited in Dérnyei&Ushioda, 2011).She feclen work satisfaction and motivation
of English as a Second Language (ESL) teacher#fereht parts of the world. Pennington
(1995; as cited in Dornyei&Ushioda, 2011)concludkdt intrinsic satisfaction as well as
human relations motivated ESL teachers positiveéihe claimed that these positive
motivators will keep experienced educators in teaghOn the other hand, her studies
showed that many teachers are dissatisfied due tacla of career opportunities and
recognition for their work (Dérnyei&Ushioda, 2011).

Doyle and Kim’s (1999; as cited in Dérnyei&Ushiod#)11) work slightly differed
from Pennington’s in that they used not only questaire data, but also added interviews
with Korean and American teachers of English. Tfegused the results and discussion on
three main issues. The first issue wasinsic motivation Most teachers agreed that the main
motivating factor for them was intrinsic satisfactithat came from teaching and helping
learners. The second issue they discussedinvialetls leading to dissatisfactiosuch as
low salary, inadequate advancement opportunitiestha lack of respect from the school
administration, all of which diminish teachermotiea.The last issue they mentioned
referred tomandated curricula and test3hey reported that teachers feel pressured and
dissatisfied because set curriculum, standardiests tand government-mandated directives
are diminishing their autonomy (Ddrnyei&Ushioda,12)

Another important study of teacher motivation, adarg to DOrnyei and Ushioda
(2011), was conducted by Shoaib(2004; as citeddmiZi&Ushioda, 2011) in Saudi Arabia.
She concluded that teacher motivation is a ratlmnptex phenomenon that could be
enhanced by following certain recommendations, sash allowing more autonomy for
teachers in their work; decreasing classes andhitgatoads so that teachers could have more
time for lesson planning; allowing them participatiin decision-making matters; prolonging
pre-service training which should also offer ingginto common problems in teaching;
creating a system of supportive and respectful rsiggen to help teachers improve the
quality of their instructions; and encouraging teamrk and collaboration among staff
(Doérnyei&Ushioda, 2011).
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4 The relationship between teacher motivation and stent motivation

Although each of these areas of research - leanméivation and teacher motivation
are in themselvesquite extensive, there remaihes évidence tosuggesta relationship between
the two. There is, on the other hand, much datdirooing that teacher motivation directly
affects learner motivation and achievement. Mif§2@11) states that, if students notice that
their teachertruly cares about whether they leagthéng, their effort and motivation to learn
might increase.The role of teachers in languagmilegq is therefore of utmost importance
since they are the ones thatcan enhance or dimanssident’s motivation to learn.

This chapter will review the relationship betweeaadher and student motivation
through:three studies analyzing the effectiveneksnotivational strategies used by the
language teacher;possible channels through whiabh& motivation can affect student

motivation;and a study concerning the relationsi@fween teacher and learner motivation.

4.1 Studies about the effectiveness of teacher motivahal strategies

As reported by Mifsud (2011), there are three LRIEs analyzing the effectiveness of
motivational strategies used by the language tea€li@nyei and Csizér (1998); Cheng and
Dornyei (2007); and Guilloteaux and Doérnyei (200B)e first two are based on teacher self-
assessment, while the last involves classroom wvhsen and analyzes the relationship
between teacher motivational strategies and leanogivation.

In their study on motivational strategies, Dornyaid Csizér (1998) asked two
hundred Hungarian teachers of English to rank 5fivaiional strategies according to how
important they considered them and how frequemidy tused them in teaching. On the basis
of their responses, a set of ten motivational msetcategieswas put together and call@éerf
commandments for motivating language learheiss it turned out, the most effective
strategy was “teacher modeling”, i.e., setting espeal example with one’s own behavior.
The strategy of goal-setting and goal-orientedneas least utilized. Dornyei and Csizér
(1998) conclude that the suggested commandmentddshot be generally accepted since the
study took place in a European language learnimiy@rmment and are therefore considered
culturally-bound, and because the learning coritedyynamically changing and dependent on
the personalities of teachers and learners.

Cheng and Ddrnyei’'s (2007) study replicates Dornged Csizér's(1998) study,
however in a new context, that of Taiwan. 387 teaxlof English were asked to rate a list of

comprehensive motivational strategies accordingntportance and how often they used
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them. The strategies were then compiled into tenros#rategiesand compared to Dornyei
and Csizér's (1998) TencommandmeritsAs in the Hungarian study, the results showed
that“appropriate teacher behavior” was considetesl most important microstrategy. The
least used strategy was the one of “promoting Eraautonomy”. In terms of the most
important strategies, results showed a consistienm between this study and the Hungarian
one, suggestingthat they are not culturallyor caoedly bound. Other strategies,were
culture-bound, such as “recognizing students’ éffand hard work”, which was very
important to Taiwanese teachers but less so foighiugn teachers. The reason for this is that
Asian students generally believe that hard work effdrt lead to achievement (Mifsud,
2011).

Guilloteaux and Ddrnyei’'s (2008) study was thetfis investigate the relationship
between motivational teaching strategies and stud@tivation to learn a language through
classroom observation and teacher self-assessmestiannaires. The use of both techniques
to collectempirical data made this study uniquda&@yyuage teachers and more than 1300
students from South Korea participated in this widlthough Guilloteaux and Dérnyeicame
to the conclusion that there is a positive corretabetween teacher motivation and student
motivation, they did not consider there to be asatuelationship.That is, they did not find
that teacher motivation could necessarily increstselent motivation. In their opinion, the
correlation could be related to the school, meatiag if the students of a certain school are
generally motivated or demotivated this will consetly enhance or diminish teacher

motivation.

4.2 The link between teacher expectations and studenthievement

The teacher expectation factorhas been shown tctaBtudentachievement and
operate as a self-fulfilling prophecyin that studesucceed or fail to live up to their teacher’s
expectations. This factor has been referred tcthasRygmalioneffect (Dérnyei&Ushioda,
2011). Rosenthal and Jacobson (1968; as cited myBi&Ushioda, 2011) were the first to
confirm the ‘Pygmalioneffeét At the beginning of the school year they adnteied an
intelligence test to a number of students. Howethery randomly selected students who were
labeled as potentially successful, and gave theefead¢sults to their teachers who, in turn,
formed their expectations accordingly. It was fotimat by the end of the school year students
actually lived up to their teacher’s expectatiolighe teacher assumed the students would
succeed, they did.If they expected them to fadytfailed.However, setting the expectations

too high might cause frustration in most studestshay come to realize that they are unable
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to live up to them. It is important, therefore, ttheachersmanage their expectations, ensuring

they are high but reasonable.

4.3 The link between teacher and learner enthusiasm

According to Doérnyei and Ushioda (2011), one of thest important factors that
affect learner motivation is teacher enthusiasnrthéamore, Dornyei(2005) sees teacher
motivation as the key to learner motivation.In &rcle, Csikszentmihalyi (1997; as cited in
Dornyei&Ushioda, 2011) stated that teachers whaeetiage most impact on their students and
who are remembered by them are those dedicateg@assionate about their work, and who
love their job above all. They are the ones who enak realize that knowledge is important.
If teachers are intrinsically motivated to teaths imore likely that their students will become
intrinsically motivated to learn.

However,Kushman (1992; as cited in Mifsud, 201Atest that not only are teachers
crucial for their students’ enthusiasm, but stuslesmute also of vital importance for their
teachers’ enthusiasm. This is because teachers dbdkeir students’ achievement as an
indicator of their effectiveness. Consequentlyjrtieéfectiveness in teaching will shape their

enthusiasm.

4.4 The motivated teachers — the effect they have onustents

Mifsud (2011) believes that a motivated teachethis one who is satisfied and
efficacious. Intrinsically motivated teachers enjepaching and are satisfied with their job.
They are the ones thatgenerate motivated studehts ave willing to learn, that is,
intrinsically motivated students.

A motivated teacher is generally an efficaciouchea who dedicates more time to
planning and interaction with students, and to idgalith student problems. Thus, an
efficacious teacher affects student motivation fpasy. Teachers with low self-efficacy, on
the other hand, do not spend as much time plaremiaginteracting with students who have
problems, therefore, they affect student motivatiegatively, and consequently student
achievement (Mifsud, 2011).
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4.5 Research study on the relationship between teachand student motivation

In her doctoral thesis, Mifsud (2011) investigatéte relationship between the
motivation of teachers and English students in &althe participants were 34 teachers and
612 students of English. The study involved a mixeethods research design. A Student
Motivation Questionnaire (SMQ) and a Teacher Mdiora Questionnaire (TMQ) were
administered to students and teachers to exam@ie rtiotivational levels, and some of the
teachers were interviewed about their motivationteach English and what they thought
about their students’ motivation. The qualitatived ajuantitative results were analyzed and
compared.

The results of the study showed that a relationdlepveen teacher and learner
motivation exists. Principally two factors link tdeer motivation to student motivation - a
good rapport between teachers and students, ahddagher efficacy. These factors are also
important because they enhance both teacher adergtmnotivation.

This study is unique since it is the first to dermsioate an empirical link between

teacher and student motivation.

5 The study

51 Aim

While many studies have examined the issue of sragtotivation, and even more
studies have looked into student motivation,fewehawestigated the relationship between
the two. Bearing this in mind, the researcher atergid that the topic deserved much more
attention. Therefore, the aim of this study is itedfout whether a link between teacher
motivation and learner motivation exists. Howevtkere may be different factors influencing
this relationship thus additional questions neetbédooked into. We examine whether the
students in this study are motivated to learn Bhghnd, if so, what it is that essentially
motivates them. Furthermore, we are interestednidirfg out what the sources of teacher
motivation or demotivation are, if they are inticaly or extrinsically motivated, if their
motivation is affected by their students’ levelnobtivation, and if their level of motivation to
teach can enhance or diminish their students’ rattwm to learn.

The assumption is that a link between teacher &umkst motivation exists and that

teachers can affect their students’ motivatioretoh and vice versa.
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5.2 Sample

The survey was conducted in a secondary economansm a small town in Croatia.
The sample consisted of 1female EFL teacher andt@éents of English.The researcher
explained the research procedure to the teachershadagreed to participate. The class
chosenby the teacherto participate in the studgisted of 10 male and 16 female students.
As the study was conducted in one class and wighEdfl teacher, it can be considered a case
study.

The teacher was experienced, having taught Enfpisii3 years. All of the students
attended the fourth grade and were the oldest stsidie the school. The intention was not to
study the oldest students but the teacher thatclwasen for this research study only taught
fourth graders that year. Although they were qutzupied with the preparations for
matriculation examination,they were willing to takee time to participate in the study. All
the students started to learn English in the firside of primary school, which means that

they had been learning English for 12 years.

5.3 Instruments and procedures

For this study we used qualitative research methmalscipally content analysis. With
regard to instruments,two types of motivational sjiomnaires were employed: a Student
Motivation Questionnaire (SMQ) and a Teacher Mdiora Questionnaire (TMQ). The
students were given a two-part questionnaire. Tisé part was the Croatian version of the
Student Motivation Questionnaire (SMQ), whichwaa@dd from the AMTBfirst devised by
Gardner(1958) andextended by Gardner and Lamb8i2j1 The Croatian version of the
guestionnaire originally contained 104 items. Duérne restrictions, and concern on the part
of the researcher that the length of the questiommaight discourage the students from
participating in the study or completing the entgeestionnaire,the number ofitems was
reduced. After the necessary modifications had Imeade, the first part of the questionnaire
consisted of 59 items and covered six categongegrativeness, attitudes toward the learning
situation, motivation, language anxiety, instrunadityt, and parental encouragement.In this
part of the questionnaire the students had to atditheir responses on a six-point Likert scale
ranging from strongly disagree (1) to strongly &gf&). The second part of the questionnaire

consisted offour questions - one about the paditg gender and three open-ended
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guestions. Those three questions concerned then®asne liked or disliked learning
English;the students’ perception of their teachenivation; and the effect the teacher had
on the learners’ motivation to learn English. Threceand part of the questionnaire was
included primarily to increase the reliability amalidity of the study by providing an
additional qualitative perspective on learner metion.

The teacher was given a Croatian version of the a&pted from Mifsud’s (2011)
study.This questionnaire was designed to take seclmok into teacher motivation. It was
translated and adapted to avoid any possible mestahdings. It comprised59 items of
which one had to be replacedsince it applied aniyhé Maltese setting where Mifsud’s study
took place. The 59 items covered four categoriggudes toward teaching;teacher efficacy;
attitudes toward school and staff; and interactagort with students. As with the students,
the teacher was asked to indicate her responses ®ir-point Likert scale ranging from
strongly disagree (1) to strongly agree (6).

After the SMQ and TMQhad been carried out, a shuerview was conducted with
the teacher. It consisted of 15questions, thirtfemhich were open-ended.A content analysis
was then conducted on the completed SMQs and th®,&iMl on the teacher’s interview
responses. This qualitative method was used teceaser the reliability and validity of the
study by providing more in-depth information ondgnt and teacher motivation, that is, to
investigate the teacher’s view of her motivatiod #mat of her students.

Data collection was organized in November 2014r ait@ppointment with the teacher
had been made. The survey was conducted by tharchee in person. There was no need to
obtain permission from the school to conduct thelwfThe teacher was informed of the
rationale of the study, what the questionnaireilttaand how it should be completed. After
the teacher had presented the researcher to tlenssy she left the classroom to fill in her
guestionnaire. The students were then asked tacipate in the study to which they all
agreed, and the rationale of the questionnaire exaéined to them. They were provided
with general information about the researcher dredstudy, given detailed instructions on
how to fill in the questionnaire, and encouragecsé the researcher any clarification that
was necessary. The teacher was absent duringrtiesand the students were informed that
she would not see their responses. This was dongrimalize the teacher’s influence over
the students’ responses. The whole procedure lasgpgroximately 20 minutes. It was
important not to reveal to the teacher or the sitglthe main focus of the study in order not
to influence their responses in the questionnaamed the interview. The teacher and the

students were ensured that the data wouldonly &ée fios the purpose of the study.
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As previously stated, the interview with the teaciwas conducted to provide an in-
depth elaboration of teacher motivation. It wagiedrout after the students had finished their
guestionnaire. The teacher was informed that shdduoe recorded and that afterwards her
responses would be transcribed for analysis. Ttexview consisted of 15questionsand the
teacher was encouraged to elaborate on the isshesinterview lasted approximately ten

minutes.

5.4 Results and discussion
5.4.1 The Student Motivation Questionnaire (SMQ)

As previously mentioned, the SMQ consisted of ®9n# classified into six main
groups,consistent with Gardner’s (2010) classiiozgtin order to facilitate the analysis of the
data. These six categories includedintegrativenaitgyudes toward the learning situation,
motivation, language anxiety, instrumentality, gratental encouragement. To keep them
consistent withGardner's (2010) classification,thesategories were further divided:
integrativeness into integrative orientation, attés toward English speaking people, and
interest in foreign languages; attitudes toward lgening situation into English teacher
evaluation and English course evaluation; motivaiioto motivational intensity, desire to
learn English, and attitudes toward learning Eiglisnguage anxiety into language class
anxiety and language use anxiety; and instruméytalio instrumental orientation. Parental
encouragement was not further divided.

The distribution of the items in “Integrativenessisv as follows: “Integrative
orientation” included items 4, 19, 31, 44; “Attiesl toward English speaking people”
included items 26, 30, 33, 43; and“Interest in igmelanguages” included items 14, 22, 49,
54. The items in “Attitudes toward the learninguation” were distributed as follows:
“English teacher evaluation” included items 3, 8, 23, 29, 36, 42, 47, 50, 55; and“English
course evaluation” included items 6, 13, 20, 27e Tdistribution of the items in the
“Motivation” group was as follows: “Motivational tensity” included items 2, 7, 28, 34, 41,
46;“Desire to learn English”included items 5, 1@, 39; and“Attitudes toward learning
English” included items 11, 18, 51, 57. The itemsthe “Language anxiety group” were
distributed in the following manner: “Language slasxiety” included items 9, 16, 25, 38,
56;“Language use anxiety” included items 12, 21, 4%) 53. Instrumentality (instrumental
orientation) included items 24, 37, 48.The lastugrtParental encouragement” included

items 1, 15, 35 and 59 (see Appendix A). The gradidsnot contain the same number of
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items, that is, more items were left on purpossoime groups since the researcher considered
them to be more important for this study.

The students’ answers were analyzed according @octtegories in theSMQ or
according to items,if the researcher considereanthelevant, and according to gender
differences in some cases. The data was analyzddntfy the reasons forstudent motivation
or lack thereof, and to find links between theirtivation and that of their teacher.

The category of “Integrativeness”was previouslyidid into three subcategories -
integrative orientation, attitudes toward Engligheaking people and interest in foreign
languages. In the subcategory of “Integrative daton’all 26 students agreed with the
statement,“Studying English is important becauseilit allow me to be more at ease with
people who speak English” (item 44). This statememfirmedthat the students in this
particular class are quite open to the English dagg and culture. Concerning the other
answers in this subcategory, students’ opinionghtlli differed. For example, only one
student disagreed that knowing English was impoitaorder to be able to relax around the
people who speak it (item4). By looking at the refsthis student’'s answers, this particular
answer stands out.The cause might either be bet@&usenfused the numbers on the Likert
scale which is less likely, or because he is geziyia relaxed person who does not get easily
uncomfortable. Furthermore, only three studentgplesad that learning English was important
because it would enable thema better understaratidgappreciation of the English way of
life (item 31). Only 4.8% of the negative studenesponses in this group therefore suggest
that they are, for the most part, integrativelyented, expressing a general willingness to
learn English for the purpose of communicating whihglish speaking people rather than
purely for instrumental objectives.

The students’ “Attitudes toward English speakinggle” were very much divided.
Seven studentsdisagreed with the idea of havingyrfraands in English speaking countries
(item 26), the other 19 on the other hand, stroagieed.Five studentsanswered that they did
not want to know more English speakers (item 48urteen students disagreed with item 30:
“Native English speakers are very sociable and "kiadd their opinions were divided
concerningitem 33: “Native English speakers havemto be proud about because they have
given the world much of value”. These results iaticthat the students do not all share
positive attitudes, but62.5% of the answerssudggstthey actually do express mainly
positive attitudes toward English speaking people.

When it comes to the subgroup “Interest in foreigmguages”, five students lacked

the desire to be able to read newspapers and nmagaini foreign languages (item 14), and
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only three students answered that foreign languagee not of interest to them (item 22);
however, of the three, one female student’s ansligtrnot coincide with an open-ended
guestion in which she was supposed to indicate s¥teyliked or disliked learning English.
She stated: “I like learning English because theslanguage that offersmemore opportunities
in finding employment and because it is very imaottworldwide...”.It is assumed that the
cause of this might be that the student mixed thmbers on the Likert scale (as was
suggested earlier for one male student’s answtreilquestionnaire), orthat this student liked
learning English for the instrumental reasons saeg in the open-ended question, however,
she might not share the same appreciation for dtieign languages.When we take a look at
the last item in this subgroup, item 54: “I woulther see a TV program dubbed into our
language than in its own language with subtitleg3, see that seven students find their own
language more appealing or they find it easierster to a TV program in their own language
rather than to listen to a foreign language andl ieaCroatian at the same time. Several
students (10) were not entirely interested in fgmdanguages, and gave negative answers in
this subgroup; however,77.88% of the answers & @ghoup were positive. Therefore, it can
be argued that the students’ interest in foreigiglages is rather high. This means that they
are open not only to English, but also to otheeifym languages.

In conclusion, the category of “Integrativeness’mdastrated 78.52% of positive
responses suggesting that the students in this cl&se interested in learning English,
hadpositive attitudes toward English speaking peoghd were generally interested in
learning English for the love for it and for comnmative purpose rather than only for
practical reasons or possible future benefit. Tdasegory was later connected to teacher
motivation since it wasfound that the studentségnative as well as instrumental motivation
positively affected the teacher’'s motivation toctedhe more the students were motivated to
learn, the more the teacher’s level of motivatiasincreased.

One of the most important categories, in the opimbthe researcher, was “Attitudes
toward the learning situation”, more precisely, subcategory “English teacher evaluation”.
This subgroup revealed the students’ attitudes rdwiheir teacher,and whethertheir
motivation was in any way affected by their teachEne results showed that only two
students strongly disagreed with item 3: “I lookward to going to class because my English
teacher is so good”. Three students agreed with 8“1 don’t think my English teacher is
very good” and two students agreed with item 17y“®hglish teacher is better than any of
my other teachers”. An interesting response camm fone of the students who agreed with
item 8. He did not think his English teacher was/\good, however, he did consider her to be
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better than any of his other teachers. The explamdbr these answers is in the open-ended
guestions in which this student revealed that eeithe English language, nor his teacher
were responsible for his attitude.When he was as&eidicate why he liked or disliked
learning English, he stated: “I simply don’t feddel studying English or any other subject”. In
the last open-ended question he stated that hchdeadid motivate him to learn: “She
motivates me, at least she tries”. Therefore, desphi teacher’s efforts, in this case, shecould
hardly affect his motivational intensity or his @dego learn English. Only one learner agreed
with “The less | see my teacher, the better” (it2&) and two students disagreed with item
29: “My English teacher has a dynamic and intemgsteaching style”. Only one student
stated that they would prefer having a differenglish teacher (item 47).One of the students
strongly disagreed with item 50: “I really like nisnglish teacher” and two learners thought
that their “English teacher didnot present matsrialan interesting way” (item 55).

The answers regarding the subgroup mentioned prslyicare attributed to male
students, indicating that it is harder for the teaco reach out to her male learners. On the
other hand, the female students generally hadipesihswers, except for the item 42: “My
English teacher is a great source of inspiratiom&s with which three students disagreed.
However, in the open-ended question,in which theg ho state whether their teacher
motivated or demotivated them to learn English, twd of these three female students
answered that she did in fact motivate them, arlgt one student answered: “I generally
don’t study a lot, English included”. The assumptis that this student does not require her
teacher to motivate her;instead sheis capable éntugotivate herself. AsDdrnyei (2005)
pointed out, students who are able to motivate ffstves and maintain their motivation
should be better learners than those who are not.

Two students, both male, gave mostly negative arsswe this subgroup. Their
answers were affected by their lack of motivationldarn English, their teacher’'s way of
teaching and the effort she invested into teachliings was proven by their responses in the
second part of the questionnaire. All studentsgitesed with item 36: “My English teacher is
one of the least pleasant people | know” whichgatis that they all respect their teacher to
some degree and that their attitudes toward hepasitive.

Although there were several negative answers, 94 .6f8the answers in this subgroup
were positive which means that the students reffaed teacher as a good, inspirational,
motivating, and an effective teacher who has istearg methods for teaching. These results
indicate that the teacher is doing a good job,sance the students acknowledge her efficacy,

she may consider herself a competent teacher. @adi Ryan (1985, as cited in
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Dornyei&Ushioda, 2011) confirm that if teacherslfé®at the work they are doing is giving
results, and they believe in their own efficacgrtihey can regard themselves as competent.
This subcategory confirmed that the students wadeead influenced by their teacher — she
motivated them to learn -although it was much nabfiecult for her to reach out to her male
students because of their general lack of motim&didearn English.

The students generally showed positive attitudestd their English course.80.76%
of their answers were positive. On the other hand,students, both female, agreed that their
English class was a waste of time (item 6). Onlg student thought that his English class
was boring (item 20) and two students agreed wéim i52: “| have a hard time thinking of
anything positive about my English class”. Mostlgatve answers were given for the item
58: “English is one of my favorite courses”, by df126 students, or 42.3% of the class. This
item suggests that some students preferred ansthepol subject, or subjects, which does not
mean that they did not appreciate English to soxteng This is confirmed by their answers
in the second part of the questionnaire where tmge out of the 11 students said that they
did not like to learn English, whereas the otheiigl $hat they did. This subcategory was not
found to be linked to teacher motivation.

The category of “Motivation” investigated how muefiort learners put into learning
a language, how much they want to learn it and mouch they enjoy learning it. This
category was measured by three scales - motivatiotensity, desire to learn English and
attitudes toward learning English. The subcategaryMotivational intensity’reflects the
effort the learners put into learning the mateffde scale mostly revealed positive answers,
74.35%. Seven learners agreed with item 2: “I dpay much attention to the feedback |
receive in my English class”, nevertheless the roll¥estudents considered the feedback an
important factor in the learning process. Four shisl, all male, strongly agreed with item 28:
“I put off my English homework as much as possiplhich indicates that they were not
persistent or focused enough on the goal of legrnihat is, they lacked motivational
intensity. Sixteen students disagreed with item “8¥hen | have a problem understanding
something in my English class, | always ask myleador help”. Although several students
did state in the second part of the questionn&ia¢ their teacher was more than willing to
help, it is assumed that thesestudents either didfael comfortable enough asking their
teacher for help or they did not believe their peaioto be sufficiently important.However,
there is no data to confirm these assumptions.u24€026 students agreed with item 46: “I|
work very hard to learn English” which indicatesithhey were, after all, willing to expend

the effort to learn English. One student, on theeothand, showed complete lack of
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motivational intensity. He gave all negative ansyexcept one, agreeingthat when he had a
problem understanding something in his Englishschesalways asked his teacher for help.

The motivational subcategory “Desire to learn Esiglishowed that the students
desired to learn English andconsidered it importantheir education. All students indicated
that they had a strong desire to know all aspddinglish and wanted to learn it so well that
it became natural to them (items 5 and 32 respag)iv Knowing English was not an
important goal in life for only three students ifitl0) and five learners agreed with item 39:
“I'm losing any desire | ever had to know Englistifowever, these eight negative answers
make 30.76%, as opposed to 69.23% of the positigavers indicating that the majority of
the students display a strong desire to learn Engli

In the subcategory “Attitudes toward learning Eslglli none of the students agreed
with item 11: “I hate English”, however not all dents agreed that they loved or enjoyed
learning English (items 51 and 18 respectivelygyeh of them disagreeing.Only two students
agreed with item 57: “When | leave school, | wilvg up the study of English because | am
not interested in it”. Despite 18.26% of the negatanswers, 81.73% were positive which
means that the students generally have positiitades toward learning English.

81.59% of the answers in the category of “Motivatiavere positive indicating that
students were generally motivated to learn Englishey displayed a high level of
motivational intensity(74.35%), an even higher levkedesire to learn English, (92.3%)and
positive attitudes towards learning English(81.73%lMis category was found to be an
important link between teacher and learner motwasiince motivated students affect teacher
motivation positively.

The category “Language anxiety” revealed that thdents generally displayed a high
level of anxiety when using English in the classnoand outside the classroom, in a more
general social environment. The subcategory of fumge class anxiety” showed that the
students did feel a high level of language anxibtgre than half of the students (17) never
felt quite sure of themselves when speaking inrtBeiglish class (item 9), however, eight
students agreed with item 16: “I feel confident wiasked to speak in my English class” and
six more students, all female however, agreed Watth of these statements which is why it
can be assumed that their answers were not sirdewertheless, it can also be assumed that
they were honest when circling 4, 5 or 6 (partlyegg agree and strongly agree, respectively)
in the first statement, but not in the second d&Evther they copied these answers from each
other, which they weretold not to do on severabsams, or they were confused, or they did

not read the survey correctly. However, there iglaia to confirm any of the assumptions.
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Half of the students (13) answered that they werbagrassed to volunteer answers in
their English class (item 25), more than half of gtudents (14) were worried that other
students in their class seemed to speak Engligkrhgian they did (item 38), and eight of
them were sometimes anxious that other studentdass would laugh at them when they
spoke English (item 56). 53.84% of the answershia subcategory were negative which
indicates that students did feel language clasgegnx

The results in the subcategory of “Language useéetyixwere quite similar to those
from the previous subcategory. Twelve students arsiivthat they were very much at ease
when they had to speak English (item 12), ten stisdagreed with item 21: “Speaking
English anywhere makes me feel worried” and haltheim (13) would feel uncomfortable
speaking English anywhere outside the classrooram(it45). The students’opinions
wereequally divided regarding item 40: “I would fepiite relaxed if | had to give street
directions in English”. Ten students answered thay felt anxious if someone asked them
something in English (item 53). This subcategosyppposed to the previous one, displayed
53.84% of positive answers and 46.15% of negatissvars.

The category of “Language anxiety” demonstrated 50Ppositive and 50% of
negative answers.Thus there is no doubt that steidelt both language class and language
use anxiety. Even though the ratio of positive amegjative answers was the same, this
category displayed the highest number of negatissvars among all categories. It is a well-
known fact that the effect of language anxiety anguage achievement is negative, as
confirmed by Gardner (2010).Even though the stusleveére generally motivated to learn
English (81.59% of positive answers in the categurynotivation), as Gardner (2010) also
points out,this construct tends to be negativegoaisted with motivation, which is why it
can be concluded that language anxiety in this aaseell hinders the learners’ motivation to
learn. As it was established, the teacher washeotause of the students’ language anxiety, in
fact,as it was shown by the students’ answers énstbcond part of the questionnaire,the
teacherexerted herself to create an anxiety fregéa@mment so that the students would feel
comfortable while learning.

The category of “Instrumentality” showed that thedents wereindeed motivated to
learn English for practical reasons. All learnegsead that English was important because it
would be useful in getting a good job (item 37)¥OtWo students disagreed with item 24:
“Studying English is important because it will make more educated” and six students
disagreed with item 48: “Studying English is imp@ort because other people will respect me

more if | know English”. This scale proved that stedents were instrumentally motivated,
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that is, they possessed practical reasons foritepmanglish. 89.74% of positive answers
confirm that the students believed knowledge of liBhgmight help them in the future in
terms of many practical reasons, such as educatifinding a job. The instrumental, as well
as integrative, and the students’ general motimaticere all found to positivelyaffect teacher
motivation. This was confirmed by both the studeatsl the teacher’'s answers in the SMQ,
the TMQ, and the interview.

The last category in the first part of the studeqtgestionnaire involves “Parental
encouragement”. Gardner (2010) hypothesized thatals@nvironment can influence an
individuals’ motivation to learn a second languaged parents play an extremely important
role in that environment. Since English is a schaaject, parents might encourage their
children to work harder, but they might also coesid less important than other school
subjects such as mathematics. 71.15% of the ansvezespositive in this categoryindicating
that the students’ perception of their parents’oemagement is high and that it has an effect
on the level of their motivation to learn. Howeviis category showed nocorrelationbetween

learner and teacher motivation.

The second part of the student motivation questizarconsisted of four questions. In
the first,the students indicated their gender.km skcond question they explained why they
liked or disliked learning English. The intentiorasvto find out the reasons for the students’
motivation to learn English, provided they were ivatied. In the third question the students
were asked if they thought their teacher liked heag English, and why. This question
concerned the students’ perception regarding tearher’'s motivation to teach English. The
last question examined whether their teacher migtivar demotivated them to learn English
and in what way. This question pertained to thati@hship between the teacher’'s and the
students’ motivation.

21 of 26 students agreed that they liked learningligh.Of the five who disagreed,
four were male and one was female. Thesefive lesirgave several reasons for not liking
English, such as not being keen on studying in iggnEnglish not being the most interesting
subject, and one learner wrote: “I don't like laaghEnglish, | haven’t mastered it because of
bad teachers, and I'm always behind others”. Thdesits who answered that they did like
learning English had various reasons as well. Thesgons concerned its overall importance,
the grade, possibility of communicating with foneggs, future employment, reading books or
magazines and watching TV shows in English. Mosthef reasons these students gave for
learning English fall under integrative and instental motivation.For example, the response,
“I like learning English because it will help me lifie”, which was given by one of the
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studentsindicates that he thought of English aseans to help him for his future goals.
Another response considered to fall under instruaedemotivation was this one given by a
female student: “I like learning English becausis & language that offers me a better chance
in finding employment and because it is very imaottworldwide”. The students that were
integratively motivated mostly gave reasons indingpthat they wanted to speak English
better in order to be able to communicate with Eshgspeaking people.For example: “I like
learning English because | consider it important fey employment later on and for
communication with people from foreign countrieshis student is both instrumentally and
integratively motivated, she considers it will hélgr in finding an employment, but also that
it will bring her closer to foreigners. It is thesearcher’s opinion that this type of integrative
motivation does not imply the student’s desire wmme closer to another linguistic
community, but rather an international communitpe ahat speaks English as a foreign
language.This type of motivation corresponds to @&jj@vi¢Djigunovi¢’s (1995) pragmatic-
communicative motivation.

Only six students demonstrated intrinsic motivatitimat is, they showed genuine
interest in English as a language and satisfastibihe doing so. For example, one student
wrote: “| like learning English because I'm intete in it and because | really want to know
it". However, another student stated: “I like leag English because it's interesting and |
want to learn it better,on the other hand | doiké learning it because I'm afraid to speak in
English”. Although this student is intrinsically tnaated, the high level of language anxiety
she displayed might hinder her motivation to ledrnis open-ended question confirmed the
premise that learner motivation is linked to teachweotivation since it was shown that
motivated students affected teacher motivationtpesdy.

The second question the students had to answeer@tt their perception of their
teacher’'s motivation to teach English. Out of 2&dshts only one male student gave a rather
ambiguous answer: “My teacher has a good, actuaMgellent knowledge of English, but it
seems to me that something is holding her backaching”. However, we can assume that
this student believes his English teacher doediketeachinggiven thathe feels something is
inhibiting her work. One more student answered: s'Yand no, it depends on the
day”,however, he did not provide an explanationhigranswer, which is why it is difficult to
make any assumptions regarding the reasons behilt dather students (24) thought that
their teacher liked teaching English for variouas@ns, such as: “I'm convinced she likes to
teach English because she always offers help tiests”, or another learner stated: “She truly

loves teaching unlike other teachers”. The studeadsording to their answers, consider that
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their teacher is motivated to teach, she motivditesn to learn with her enthusiasmfor
teaching and,most of all, with the help she offers.

The last question concerned the relationship betweacher and student motivation.
The students had to elaborate on whether theihézamotivated or demotivated them to
learn. Three students, all male, did not commerth@question. One male student expressly
statedthat she demotivated him: “She demotivatesimply because I'm not good at English
and because of the activities we do”, and anote@mkr, male as well, answered: “l am a
hard person to motivate, however, if anyone cowldt,dt would be her”. The majority of the
students, 21of them,answered that she motivatet floe different reasons, such as, one
female student wrote: “She motivates me to studyabse she is always willing to help and
her teaching is good”. Another student explainegheé’ motivates me because she always
expects more from me because she believes | cdettier. That always encourages me to
study harder”. These and other students’ answengepthat their teacher has a great impact
on them and on their motivation to learn. Aparnirthe two students who answered that their
teacher demotivated them, and three that were limgvito answer, all the other students
agreed that their teacher motivated them to learatly provingthe existence of a relationship
between teacher expectations, her general willisge help and student motivation as well

as their achievement.

The analysis of the data demonstrated that mosdesta are both integratively and
instrumentally motivated to learn.However, thiseygf integrative motivation does not imply
the students’ desire to come closer to anotheruigtig community, but rather to an
international community, one that speaks Englishtelrms of instrumental motivation, all
students agreed that English would be useful irfuhee to facilitate their employment.Since
none of the students displayed only integrativeooly instrumental reasons for learning
English, it is considered that these are in facmmlementary. This coincides with
Mihaljevi¢Djigunovi¢’s (1995) pragmatic-communicative motivation.Botiese categories
were linked to teacher motivation since it was shaidvat motivated learners positively
affected their teacher’s motivation to teach.

Although the students exhibited a high level of imagton for learning English, it was
in half of the cases interfered by language anxetyhermore, it was found that the students
regarded their teacher as a good, inspirationalivatong and efficacious teacher. Therefore,
it was concluded that the students are positivélscted by their teacher, theyare motivated
by their teacher’s expectations, the teacher’suemism, the help she offers and interaction in
general because she seeks to create an anxietgrfu®nment. Although it was found that
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parental encouragement did affect the level ofdtuelents’ motivation to learn, it was not

linked to teacher motivation.

5.4.2 The Teacher Motivation Questionnaire (TMQ)

The TMQ consisted of 59 items that were classifredour categories according to
Mifsud’s (2011) classification: attitudes towardat¢ting; teacher efficacy; attitudes toward
school/staff; and interaction/rapport with students

The distribution of items was as follows: “Attitigléoward teaching” included items
1,2,4,5,7,13, 18, 20, 22, 24, 25, 28, 31,33R,36, 40, 41, 42, 43, 47, 48, 49, 54, 55, 59;
“Teacher efficacy” included items 14, 15, 19, 2, 27, 33, 38, 45, 53, 56; “Attitudes toward
school/staff” included items: 3, 6, 9, 11, 12, 130, 39, 51, 57; and the last
category,“Interaction/rapport with students”, iradal items: 8, 10, 16, 23, 29, 35, 37, 44, 46,
50, 52, 58 (see Appendix B).

The teacher’'s answers were analyzed according doc#itegories. In the category
“Attitudes toward teaching” she gave 65.3% of pesitanswers indicating that she mostly
had positive attitudes toward teaching. Howevee, ahswered that she did not always want
to become a teacher (item 22). She did not lookwdod to coming to work each day (item
28), which indicates that her job could be strds#ither because of the students’
misbehavior, the workload, uncooperative parentherschool environment. She revealed in
the interview that it was the combination of alltbése factors that make her job stressful.
Nevertheless, she enjoyed teaching (item 20), axlsatisfied with her job.

In the category “Teacher efficacy”, the teacheragised with only two items:
“Teachers have a rather weak influence on studehte@ement when all factors are
considered” (item 15). It is the researcher’'s apinthat shebelieved that teachers could
influence their students’ achievement. The secdatkment she disagreed with was: “If | try
very hard, | can get through to even the mostdiffior unmotivated students” (item 44). The
assumption is thatthat the teacher consideredeardless of the effort, some students were
almost impossible to motivate. However, she agtedado negatively keyed items: “When it
comes right down to it, a teacher really can’t daclmbecause most of a student’s motivation
and performance depend on his/her home environnfgeath 21); and “It is very difficult to
be a teacher nowadays because students don't tegpat (item 33). Although she
considered that there were some students that weegedifficult to motivate, in sum, she
consideredherself acompetent teacher (item 26)wdaahbe inferred from several statements,

such as: “If a student in my class becomes disra@nd noisy, | can usually handle him/her”
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(item 38), or “I know that | am really helping miudents to learn English” (item 14). It may
be concluded that this teacher is efficacious sstoe dedicated her time to students and
exerted herself trying to help them learn English.

The teachers’ responses in the category “Attitudesard school/staff” were mainly
positive (60%). She was satisfied with the degreeespect and fair treatment she received
from the school (item 3).However, she did not thitilat there was a good working
relationship between management and staff in gerigean 9). This implies that she felt
respected from her learners and the staff, althdhighvas not the case with the management
as well. Apparently, there were certain problemghvwihe school management which she
confirmed when she strongly agreed with item 6:1'\Were the head teacher | would change
some things in the school”, and disagreed with i@®@®n “I think that the morale of my
colleagues is high”. Nevertheless, her responsggest that she liked working in that school
and was satisfied with the possibilities that mpded, such as the chance of getting ahead in
that organization in the future (item 17) and regbgn of teaching accomplishments (item
39).

The last category “Interaction/rapport with stud&mnwas rated most positively of the
four. The teacher agreed to all statements exaegat“d pay more attention to good students”
(item 37). This, however, is positively rated siiceeans that she treats all students equally.
She has high expectations for her students (itemeBfsourages extra work and exerts herself
trying to motivate them to learn. Comparing thedstuts’ answers in the SMQ to the
teacher’s, this categorywas found to be connededtiudents’ motivation to learn. They were
motivated by the interaction with their teacherithteacher's expectations, the help she

offered, and generally by her motivation to teach.

5.4.3 The interviewresults

The interview that was conducted with the teacheteld approximately ten minutes
and consisted of 15questions, 13 of which were egeled (see Appendix C). The teacher’s
answers were transcribed and content analysis waducted. Several groups were formed
according to the teacher’s responses.

In the first category “Teacher’s reasons for engemprofession” the teacher provided
extrinsic reasons. She answered: “It was not ngt Gihoice, but a teaching position opened
up and | wanted to use my English knowledge whiskak not able to do working for a

private employer”.
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The next category “Teacher satisfaction and matwat demonstrated that the
teacherwas generally satisfied with her job becahsefelt she really knew how to pass on
her knowledge.What particularly motivated her was Btudents’ progress and results.
However, she was demotivated by some of her stadkmk of motivation and effort, their
unwillingness to do the assignments, uncoopergism@nts and bad school administration.
Nevertheless, the teacher was intrinsically moégatshe deemed interaction with her
students and their progress motivating which inedahat there is a link between teacher
motivation and student achievement.

With regard to “Teacher autonomy”, the teacher ¢imushe did not have any
autonomy over the syllabus and that she was comstrdy it,on the other hand, she did feel
that there was some freedom in the way it was tadghs category was not linked to learner
motivation.

In the category “Teacher efficacy”, the teachet fieht she could reach unmotivated
students to a certain point. However, some studanikl not be reached no matter how much
she tried which is why she never feltcompletelys$iad. She generally regarded herself an
efficacious teacher, as already confirmed in theQIM was found that this category had an
impact on learner motivation since the teacherfseftcacy boosted her motivation to teach
which, in turn, positively affected the learnertmation to learn.

The category “The school environment” investigatenlv the teacher felt she was
treated at school by her students, colleagues lam@dministration. She considered that on
the whole she was respected by her colleagues taddnts, however not as much by the
administration. This category, however, did notvwglamy correlation with learner motivation.

As far as the category of “Career structure” gaks,teacher felt that there were no
opportunities for advancement in her career, onpossibility of becoming a mentor or an
advisor which, in her opinion, could bring persosatisfaction but not a significant change in
terms of work organization. This would significan@ffect her motivation if she was not
involved in extra projects because classes alonddamot be sufficient to motivate her. The
teacher was satisfied with her salary and thoughtais within Croatian standards. When
asked about “Leaving/Remaining in the teachinggssibn” she answered that she was glad
she chose teaching as a career and wanted to remiiiat profession. Although there were
many instances when she felt it was overwhelmihg,rever considered leaving her career.

The teacher was asked about her “Perceptions déstumotivation” and her feelings
for them according to their level of motivation.eStonsidered they were generally motivated

to learn. She stated:
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Today it has become a priority to know English, gnahmy students do know it and
are motivated by mere realization that they caralspevery well and that they can
always improve, on the other hand, the weaker stsdare usually motivated by

matriculation examination.

The teacher responded that she felt great workingy whe motivated students. The
unmotivated students, on the other hand,did stiraddar to try harder, however they affected
her motivation negatively. Even though she exentexelf to reach out to them, which they
confirmed in the SMQ when they answered that shaayd made an effort trying to help
them, their lack of motivational intensity and desio learn diminished her motivation to
teach.

The analysis of TMQ and the interview with the tearcdisplayed that the teacher
believed she could influence her students’ achi@rgmAlthough some students were hard
tomotivate, she considered them a challenge andeekéerself trying to motivate them.
However if it was not possible, it affected her mation negatively. Nevertheless,
sheregarded herself a competent, and thus effescieacher. Therefore, a link has been
established between student achievement and teaffloaicy. The teacher’s expectations for
her students made them work harder, and as a fiefluknced their achievement. Once the
students made progress, it affected the teachmréd bf motivation positively. Hence, a link
has been established between teacher expectatidregledent achievement, and consequently
between student achievement and teacher motivatidras also been established that the
teacher was able to affect the students’desire atitides toward learning English and
therefore, their motivation to learn English. Likee, her motivation to teach was affected by
her students’ motivation to learn or lack therend &ice versa. Although it was expected that
the teacher’s attitudes toward teaching would &cpmtly affect the learners’ motivation, this

was not demonstrated.
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5.5 Conclusion

This research study attempted to discover the ssumf student and teacher
motivation, as well as to find a link between tezrcand learner motivation. It is important to
note that the results of this study cannot be gseerally since it was carried out in one class
only and with one EFL teacher. In order to get tieeinderstanding of the results qualitative
methods of research were employed: a Teacher Mmtiv@uestionnaire (TMQ) was given
to the teacher; the students were given a two-$tardent Motivation Questionnaire (SMQ),
second part consisting of three open-ended questod a question about their gender, and

an interview was conducted with the teacher.

The results of the study showed compatibility weeain degree with Mifsud’s (2011)
study. This primarily refers to high teacher efégavhich was found to enhance both
studentand teacher motivation, and teacher inieraavith students,which was found to

enhance student motivation to learn.

It was also determined that the students were nlyirdegratively motivated to learn
English, but they also displayed instrumental reas&uch findings suggest that integrative
and instrumental reasons for learning English ao¢ mutually exclusive, but rather
complementary and coincide with MihaljéRjigunovi¢’s (1995) pragmatic-communicative
type of motivation. Although the students showedhhimotivational intensity to learn
English, their motivation was in some cases hindleby language anxiety therefore

demonstrating that this construct is negativelpeisged with motivation for EFL learning.

Furthermore, it was found that the students werdivated by their teacher’s
enthusiasm, the interaction between them, and @ gapport. The teacher's enthusiasm
compelled her students to invest more effort ihwrtEnglish learning, and their achievement
resulted in motivating their teacher in return. fitere, it was concluded that the teacher’'s
enthusiasm, and consequently her motivation tohteaotivated her students to learn and
work harder. A link was also found between stugahtievement and teacher efficacy, that is,
students’ progress, and eventually their achievémpesitively affected the teacher’s efficacy.

Furthermore, teacher expectations were also foumdinfluence student achievement
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positively. The teacher’s expectations for her stig forced them to work harder and
affected their achievement positively.Moreover thgiogress affected the teacher’s self-
efficacy and consequently her motivation to teadhicty, in turn, positively affected the

student’'s motivation to learn. This means that wteathers are motivated to teach, learner
motivation to learn increases, and vice versa. dfbee, it can be argued that teacher
enthusiasm and teacher expectations were the tvgb important factors to influence learner
motivation.Additionally, student achievement andtinetion to learn were the main factors to
influence teacher motivation.According to theseultss a relationship was established

between teacher motivation and learner motivatinch was the primary aim of this thesis.

There are, however, certain limitations to thisdgtuFirstly, it was carried outon a
small number of participants. It would be prefeeaiflmore teachers and students would be
included in possible future studies so that resolisld be more generally applicable.
Furthermore, we could question the reliability bé tqualitative data in this study received
from the students principally. That refers to tipem-ended questions in the second part of the
SMQ. The reasons to question the reliability of tteta are twofold. Firstly, more in-
depthquestions could have been asked regardingletweer motivation.However, the
researcher was concerned that a long questionmagiet be daunting for the students and,
due to time restrictions,such a lengthy processtowt take place.Secondly, the students’
answers to the open-ended questions of the SMQtnhighe been influenced by the 59
statements offered in the first part. A possibleutson to this issue could be reversing the
order of the two parts of the questionnaire so that students could be as objective as
possible. Therefore, it would be recommendable fao&ire research studies take these
observations into consideration in order to obtaore precise and in-depth results that can be

generalized.
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Ovaj diplomski rad nastoji ispitati postoji li paenost izméu motivacije nastavnika i
motivacije &enika. Teorijski dio nudi pregled literature o mvaitiji ucenika i motivaciji
nastavnika ukljauju¢i nekoliko relevantnih istrazivanja koja se bavaksym temom zasebno.
Nakon teorijskog dijela slijedi istrazivanje kog yismjereno na ciljeve, uzorak, instrumente i
postupak te na kraju rezultate i diskusiju. U &tranju je sudjelovala jedna nastavnica
engleskoga kao stranoga jezika i 2nika engleskog jezka.ddnici su dobili prilagdenu
verziju instrumenta za mjerenje stavova i motiv@¢AMTB). Nastavnica je ispunila upitnik
za ispitivanje motivacije nastavnika (TMQ) nakondga je sudjelovala u intervjuu. Rezultati
su pokazali da se integrativha i instrumentalnaivaotia za w@enje engleskog jezika
nadopunjuju.Méutim, motivaciju @enika je u nekim skajevima ometao strah od stranog
jezika Sto dokazuje njegovu negativhu povezanasbsvacijom za tenje. Pokazalo se da
efikasnost nastavnika poboljSava kako nastavnikala i motivaciju denika. Zaklj@eno je
da su nastavnikov entuzijazam i nastavnikovektvanja dva najvaznija faktora koja utje
na motivaciju denika te da su uspjeh i motivacijgemika dva najvaznija faktora koja uje
na motivaciju nastavnika. Ta#ter je utviieno da uspjehdenika ima pozitivan utjecaj i na
efikasnost i na motivaciju nastavnika. Nadalje, taaskova d@ekivanja pozitivho su
povezana s uspjehonganika koji, pak, pozitivno utj@ na motivaciju nastavnika. Uttena

je veza izméu motivacije nastavnika i motivacij&enika te je na taj @& potvidena pgetna

hipoteza.
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7 Appendices
7.1 Appendix A — Student Motivation Questionnaire (SMQ)

UPITNIK ZA ISPITIVANJE MOTIVACIJE U CENIKA ZA U CENJE
ENGLESKOG KAO STRANOG JEZIKA

Ovaj upitnik se sastoji od dva dijela i ispunjaeaasmonimno. Molimo te da paZzljivo @itas
sve stavke u ovom upitniku te ih ocijeni$ (od 16Jo ovisno o tome koliko se sa svakom
pojedinom tvrdnjom ti 0osobno slaze&djedéa tvrdnja posluzite kao primjer kako to raditi.

a. Hrvatski nogometasSi mnogo su bolji od brazilskdgometaSa.
1 — uopte se ne slazem, 2 — uglavnom se ne slazem, gelonhi¢no se ne slazem,
4 — djelomino se slazem, 5 — uglavnom se slazem, 6 — u poipsti se slazem

Na ovo si pitanje trebao/la odgovoriti zaokruZiesn jednog od ponienih odgovora.
Neki bi ljudi zaokruzili "uoge se ne slazem", neki "u potpunosti se slazem"ela bi
zaokruzili jedan od preostalih odgovora iztuenjih. Ono Sto ti odabereS, pokazuje tvoje
vlastito misljenje, koje se temelji na svemu StaZnsto stuokula. Pazi: ovdje nemadnih
i netatnih odgovora.

| dio

1. | Moji se roditelji trude ponm® mi da nadim engleski. 1 2 3 4 5 6
Ne obrgam mnogo paZnje na povratne informacije (kojg

2. " . 1 2 3 4 5 6
dobijem) na nastavi engleskog.
Radujem se nastavi engleskog jer je moj nastavnik

3. engleskog jako dobar. 1 2 3 4 5 6
Za mene je vaznaoditi engleski jer¢e mi to omoggiti da

4 . e A~ " : 1 2 3 4 5 6
se osjéam opustenije s ljudima koji govore engleski.

5. | Imam veliku Zelju da n&um sve u engleskom jeziku. 1 2 3 4 5 6

6. | Nastava engleskog mi je pravo gubljenje vremena. 1 2 3 4 5 6

7 Uvijek nastojim razumijeti sve Sto vidingujem na 1 > 3 4 5 6
engleskom.

8. | Ne mislim da je moj nastavnik engleskog jakoatob 1 2 3 4 5 6

9 Nikad nisam sasvim siguran/sigurna u sebe kadargovo 1 2 3 4 5 6
na satu engleskog.

10. | Znanje engleskog nije mi bas jako bitan cilj u Zixo 1 2 3 4 5 6

11. | Mrzim engleski. 1 2 3 4 5 6

12. | Jako sam opusten/opustena kad trebam govoritiskigle | 1 2 3 4 5 6
Volio/voljela bih provoditi viSe vremena na nastavi

13. . . ; 1 2 3 4 5 6
engleskog, a manje na nastavi drugih predmeta.

14. Voho/yoljela b_|h (_Jla _m_ogtdﬂtatl novine i¢asopise na 1 2 3 4 5 6
mnogim stranim jezicima.

15. | Moji roditelji misle da je jako vazno da nam engleski. 1 2 3 4 5 6

16. Siguran/sigurna sam u sebe kad trebam govoritaha s 1 2 3 4 5 6
engleskog.
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Moj nastavnik engleskog bolji je od bilo kojeg dogg

17. . Y 1 3 4 5 6
nastavnika kojeg imam.

18. | Stvarno uzivam ¢iti engleski. 1 3 4 5 6
Za mene je vaznaoditi engleski jer¢e mi to omogtiti da

19. . o 1 3 4 5 6
upoznam i razgovaram s mnogo réiti ljudi.

20. | Mislim da je nastava engleskog dosadna. 2 3 4 5

21. | Brine me kad moram bilo gdje govoriti engleski. 23 4 5 6

22. | Strani me jezici zapravo uép ne zanimaju. 3 4 5

23. | Sto manje vidim svog nastavnika engleskog, to bolje 1 3 4 5 6

oa Vazno mi e diti englesk_l, jercu tako biti 1 3 4 5 6
obrazovaniji/obrazovanija.

25. | Neugodno mi je javljati se na satu engleskog. 2 A 5 6

26. Vo'I'lo/voIJeIa b|h'da imam mnogo prijatelja iz zerjzall 1 3 4 5 6
kojima se govori engleski.
UZivam u aktivnostima na nastavi engleskog mnog§e vi

27. : . . . 1 3 4 5 6
nego u aktivnostima na nastavi drugih predmeta.

o8, _Odgaiam pisanje dont& zadée iz engleskog koliko god 1 3 4 5 6
je to mogue.

29, Mol_na__stavrjl_k engleskog poava engleski na dinagan i 1 3 4 5 6
zanimljiv n&in.

30. Ljugl 4 zgm_al!a u ko!lma se govori engleski jako s 1 3 4 5 6
druZzeljubivi i ljubazni.
Vazno je u¢iti engleski jerée mi omoguiti da bolje

31. ] 1 3| 4| 5| 6
razumijem i cijenim n&n zivota ljudi koji govore engleskil

30 Ze_Ilm tako dobro natiti engleski da mi on postane 1 3 4 5 6
prirodan.

33, LJL_Jdl iz zgmalj_g u _kvopr_nrjl se govori engleski mncgo 1 3 4 5 6
pridonijeli povijesticovjecanstva.
Kada mi je neSto teSko razumjeti na satu engleskagk

34. o . 1 3 4 5 6
traZim svog nastavnika za poéo
Moji me roditelji pottu da trazim pomodod svog

35. . : o . 1 3 4 5 6
nastavnika ako imam test@s engleskim.

36. MO]. na_stavnlk e.ngleskog jedan je od najmanje udodni 1 3 4 5 6
ljudi koje poznajem.

37, Va;no mi je witi engleski, jerce mi to koristiti da dobijem 1 3 4 5 6
bolji posao.
Zabrinut/a sam jer mi s#éni da drugi @enici u mom

38. S 1 3 4 5 6
razredu govore engleski bolje od mene.

39. | Malo po malo gubim svaku Zelju da gau engleski. 1 3 4 5 6
Bio/bila bih sasvim opusSten/opustena kad bih nekome

40. . 1 3 4 5 6
trebao/trebala na engleskom pokazati put.
Obi¢no odustanem i prestanem paziti kad ne razumijem étl

41. L . . 3 4 5 6
objasnjava moj nastavnik engleskog.

42. | Moj mi je nastavnik engleskog veliki izvor inspiijac 1 3 4 5 6

43, Zelio/zeljela bih poznavati viSe ljudi iz zemalj&ojima se 1 3 4 5 6

govori engleski.
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44,

Vazno je diti engleski jercu mati lakSe komunicirati s
ljudima koji govore engleski.

45,

Osjetao/osjéala bih se nelagodno kad bih govorio/govori

engleski bilo gdje izvan Skole.

4

46.

Stvarno se jako trudim da namn engleski.

47.

Vise bih volio/voljela da imam drugog nastavnika
engleskog.

48.

Vazno je uiti engleski, jerte me drugi ljudi vide cijeniti
ako znam engleski.

49.

UZivam upoznavati ljude koji govore strane jezike.

50.

Stvarno volim svog nastavnika engleskog.

51.

Jako volim diti engleski.

52.

TeSko mi je sjetiti sedeg pozitivhog u vezi s nastavom
engleskog.

53.

Osjetam strah kad me netko nesto pita na engleskom.

54.

Radije bih gledao/gledala TV emisije koje su
sinkronizirane na nas jezik, nego emisije na strajeziku
s pisanim prijevodom (titlovima).

55.

Moj nastavnik engleskog ne izlaze gradivo na zgiiml
nadin.

56.

Ponekad me strah da mi se drugi €enici u razredu
smijati kada govorim engleski.

57.

Kada zavrSim Skolu, odustat od wenja engleskog jer me

on ne zanima.

58.

Engleski mi je jedan od najdrazih predmeta.

59.

Maoiji roditelji misle da bih trebao/trebala posvietiSe

vremena tenju engleskog.

Molimo te da paZzljivo préitas te iskreno odgovoris na sljédepitanja jer o tom ovisi
uspjesSnost ovog istrazivanja. Tdleo te molimo da ne presé&s nijedno pitanje.

[l dio

1. Spol (zaokruzi) M Z

2. Zbogcega volis/ne volis diti engleski jezik?

3. Mislis li da tvoja nastavnica voli predavati endligezik? Zbogéega tako mislis?

4. Motivira li te ili demotivira tvoja nastavnica d&ig engleski jezik? (Obrazlozi)

Hvala na pomcai! ©
39




7.2 Appendix B — Teacher Motivation Questionnaire (TMQ)

UPITNIK ZA ISPITIVANJE MOTIVACIJE PROFESORA

Ovaj upitnik se ispunjava anonimno. Molimo vas @&lfivo prciitate sve stavke i ocijenite
(od 1 do 6) koliko se sa svakom pojedinom tvrdnpinosobno slazeteTakaier Vas molimo
da nijednu stavku ne preskte te da iskreno odgovarate jer o tom ovisi uspges ovog
istrazivanja. Sva pitanja se odnose na ENGLESKkjez

1 — uopie se ne slazem,

4 — djelomiéno se slazem, 5 - uglavnom se slazem,

2 — uglavnom se ne slazem, 3 — djelomkno se ne slazem,
epetpunosti se slazem

| dio
1. | U ovom poslu imam priliku razviti svoje sposobtio 2 6
2. | Imam dovoljno prakse za rad sa gotovo svim oibha u denju. 2 6
3 Zadovoljan/-na sam daom na koji me tretiraju i koliko me poStuju u 5 6
" | ovoj Skoli.
4. | Koli¢ina izazova u mom poslu je zadovoljauau 2 6
5. | Volim svoj posao jer imam duge praznike. 1 6
6. | Da sam ravnatelj promijenio bih neke stvari aliSk 2 6
7. | Ovo je posao u kojem mogu g#unove stvari, svladati nove vjestine. 1 56
8. | Trudim se svojimdenicima usaditi Zelju zatenjem. 2 6
9 U mojoj Skoli ogenito postoji dobar radni odnos izdweuprave i > 6
" | osoblja.
10. | Vazno je da imam dobar odnos s roditeljimaibuajenika. 2 6
11 U ovom poslu postoje neke stvari (ljudi , pravilayvjeti) koje me 5 6
" | poti¢u da naporno radim.
12. | Bilo bi mi draZe da predajem u drugoj skoli. 12 6
13. | Powavanje na ovoj razini je bitno za razvoj moje jas. 2 6
14.| Znam da stvarno pomazem svojitenicima da nate engleski. g
Kad se u obzir uzmu svi faktori¢itelji imaju prili¢no slab utjecaj na
15. ; o 2 6
postigniéda wenika.
16 Organiziram izvannastavne aktivnosti i izlete jelim provoditi viSe 5 6
" | vremena sa svojiméenicima.
Zadovoljan/-na sam svojim Sansama za napredovaoyejwrganizaciji
17. . 2 6
u budiénosti.
18. | Nisam previSe opteren/-a koltinom posla. q
Smatram da bih osobno trebao/-la preuzeti zaslugevicu za to koliko
19. - N 2 6
dobro moji ¢enici we.
20.| Uzivam u podiavanju. 2 6
Kad se sve zbroji, nastavnik uistinu ne mo&iti mnogo jer véina
21. | ucenikove mativacije i tinkovitosti ovisi 0 njegovom kinom 2 6
okruzenju.
22.| Uvijek sam Zelio/Zeljela postati nastavnik/-ca. 2 6
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23. | Potéem dodatni rad te za isti pruzam svoju pémo 2| 3| 4] 5
24.| Zadovoljan/-na sam svojim poslom. 2 4
25.| U mom poslu ima dovoljno prilika za napredoean; 2| 3| 4| 5
26.| Ogtenito govoréi, mislim da sam sposoban nastavnik engleskogaezik 2| 3| 4| 5
27. | Dobar nastavnik stvarno moze oblikovati razxajih wenika. 2| 3| 4| 5
28.| Radujem se dolasku na posao svaki dan. 11 2| 3| A4
29. | Imam dobar odnos sa svojifenicima. 2| 3| 4 5
30. | Mislim da je moral mojih kolega visok. P 45
31.| Poddgavanje engleskog je ugledno zanimanje. 1 (2|3
32.| Kada sat zavrsigsto pozelim da moZemo nastaviti. 2 4
33. | Danas je jako tesko biti nastavnik jéemici nemaju postovanja. D 4
34.| Volim planirati svoju nastavu. 2| 3| 4| 5
35. | Imam velika ¢ekivanja od svojih &enika. 2| 3| 4| 5
36.| Zadovoljan/-na sam sigurriossvog radnog mjesta. P 4
37.| ViSe pozornosti posweijem dobrim genicima. 2| 3| 4| 5
38, Ako uéenil_<_u mom razredu postane glasan i ometa nastéwino se ol 3] 4| s
mogu nositi s njim.
39. | Postigntia u poddavanju su u mojoj Skoli priznata. P 4
40, E)/g;’réaa?rt]\fri koje moram raditi u ovom poslucsa beskorisna ili ol 3| a4l s
41.| Poddavanje ovih razreda je izazov u kojem uzivam. 1 |12 3|5
42.| Za pet godinau i dalje podtavati u ovoj skoli. 2| 31 4 5
43.| Najvaznije mi je da dam sve od sebe u padanju ovih razreda. 2 il
44 Ak_o se stvarno _pot(udim,_ mogu doprijeti i do najgemmattnijih i >l 3| a4l s
najmanje motiviranih ¢enika.
45.| Mislim da je podtavanje engleskog u ovoj skoli zabavno. 2 4
46. | Dijelim svoje osobno zanimanje za engleskikjszi svojim denicima. 2| 3| 4 5
47.| Volim svoj posao zbog statusa koji ima u drustv 2| 3| 4| 5
48.| Zelim se prestati baviti ovim poslom. 2 4
49.| Moj posao pruza dovoljnu raznolikost zadataita/aosti. 2| 3| 4| 5
50. K_ad wenik imf_;l pote_ékm sa zadatkom, atsio ga mogu prilagoditi ol 3| a4l s
njegovoj razini znanja.
51.| U mojoj Skoli kreativnost se naglaSava i ndgja. 2| 3| 4| 5
52. | Vazno je da imam prijateljski odnos sa svojifanicima. 2 5
53 Zadovq_ljan/:na sam svojom ptam s obzirom na svoje sposobnosti i ol 3| a4l s
trud koji ulazem u posao.
54.| QGajnicki zelim otiti iz ovog posla. 2| 3| 4| 5
55. | Cesto razmisljam o napustanju ovog posla. 112 (3| 4
56. | Mislim da stvarno mogu poricsvojim wenicima da nate engleski. 2l 3 4 5
57.| Radim za uglednu obrazovnu organizaciju. 112 |38]|5
58. | Uéenici mogu individualno d da im razjasnim nedoumice. 2| 3| 4| 5
59.| Od mene se ne trazi da prekomjerno radim. 1|12 8|5
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Hvala na pomdi!

7.3 Appendix C — The interview questions

10.

11.

12.

13.

Pitanja za nastavnika

Molim Vas da kaZete koliko godina imate i kolikodjjoa ve& predajete engleski jezik.
Koja je VaSa stréna sprema ili zvanje?
Zasto ste izabrali ovaj posao?

Jeste li zadovoljni svojim poslom? B® li Vam

kad da ga napustite?
Zbogcéega ste zadovoljni svojim poslom?

Sto Vas u VaSem poslu motivira, a S5to

demotivira?
Smatrate li svoj posao stresnim i zasto?

Mislite |i da je u ovom poslu moda

napredovati? Utge li to na VasSu motivaciju za rad i na kojicie?

Mislite |i da nastavnici imaju dovoljno

autonomije nad nastavnim planom i programom (syky®

Kako Vas u ovoj Skoli tretiraju VaSi kolege,

nadre&eni i wenici?

Mislite li da mozete utjecati na stav svojih
ucenika prema ¢enju engleskog jezika te na kojidia®?

Mislite li da su Vasi tenici motivirani za tenje

engleskog jezika? Zbagega mislite da je tako?

Kakav stav (osjeje) imate prema motiviranim, a

kakav prema nemotiviranimanicima?
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14. Mislite li da su nastavnici poStivani i dovoljno

placeni? Utj€e li to na Vasu motivaciju i na koji tia?

15. Zelite li za kraj jo$ nesto dodati?
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