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Bu calisma, grencilerin Ingilizce 6grenme motivasyonlari ile Ingilizce dilini kullanarak
iletisim kurma isteklilikleri arasindaki iliskiyi incelemeyi amaclamistir. Calisma, Tiirk
Hava Kurumu Universitesi'nin iki yillik meslek yiiksekokulunda yiiriitiilmiistiir.
Calismanim ikinci amaci, bu iki yillik yiiksekdgretim programinda 6zel amagh Ingilizce
ogrenen dgrencilerin Ingilizce iletisim kurmaya ne derecede istekli olduklarmi bulmaktir.
Bu calismada iletisimin konugma boyutuna odaklanilmistir. Calismanin ii¢lincili bir amaci
ise dgrencilerin Ingilizce grenmeye ne derece motive olduklarmi bulmaktir. Hem iletisim
kurma isteklilikleri hem de dili 6grenme motivasyonlari, cinsiyetlerine, siiflarina,
boliimlerine, yurtdis1 deneyimlerine gore ve mezun olduklart lise tiirlerine gore
incelenmistir. Bu amaclara ulagsmak icin karma arastirma yonteminin ¢esitleme yaklagimi
kullanilmistir. Katilimcilar, birinci ve ikinci smifta Sivil Havacilikta Kabin Hizmetleri,
Ucak Teknolojisi ve Yer Hizmetleri Y&netimi boliimlerini okuyan égrencilerdir. ik olarak,
iletisim kurma istekliligi ve motivasyon anketlerinin pilot g¢alismasi 78 Ogrenciye
uygulanmistir.  Gegerlilik islemleri sonucunda motivasyon anketinin 10 maddesi
cikarilmistir. Anketlerin yiiksek giivenirlik katsayisi elde edildikten sonra, anketlerin son
hali 353 Ogrenciye uygulanmistir. Daha sonra, Sivil Havacilik Kabin Hizmetleri
boliimiinde iki sinif, iki hafta gézlenmistir. Dersler videoya kaydedilmis ve gozlemler icin
sistematik bir gozlem cizelgesi kullanilmistir. Gozlemlere ve ogretim elemanlarinin
goriislerine gore istekli ve isteksiz 6grenciler secildikten sonra onlarla roportaj yapilmastir.
12 dgrenci ile birebir, yar1 yapilandirilmis goriismeler yiiriitiilmiistiir. Nitel veriler icin
icerik analizi kullanilirken, nicel veri, SPSS 21.0 programi kullanilarak analiz edilmistir.
Bulgular, &grencilerin  genel motivasyonu yiiksekken Ingilizce iletisim kurma
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istekliliklerinin orta seviyede oldugunu gostermektedir. Nicel arastirma sonuglarina gore,
ogrencilerin Ingilizce iletisim kurma istekliligi ile Ingilizce 6grenmeye yonelik
motivasyonlar1 arasinda pozitif, anlamli ve orta seviyede bir iliski bulunmustur.
Gozlemlere gore, simf ortaminda 6grencilerin motivasyonu ve Ingilizce iletisim kurma
isteklilikleri arasinda giiclii ve pozitif bir iliski vardir. Iki farkli smifta iki hafta boyunca,
derse motive oldugu goriinen O0grencilerin iletisim kurmaya da daha istekli oldugu, ote
taraftan daha az motive oldugu ya da hi¢ motive olmadig1 goriinen d6grencilerin ise iletisim
kurmaya isteksiz oldugu gozlemlenmistir. Ogrencilerin réportaj sorularina yanitlarina gore
ise, iki dgrencinin Ingilizce 6grenmeye motive oldugu, ancak iletisim kurmaya istekli
olmadig1 belirlenmistir. Alt1 6grencinin hem Ingilizce iletisim kurmaya istekli hem de
Ingilizce 8grenmeye motive olduklari, ii¢ dgrencinin az motive oldugu ve iletisim kurmaya
az istekli oldugu ve bir 6grencinin ne iletisim kurmaya istekli oldugu ne de motive oldugu
belirlenmistir. Boylece, roportajlar da ogrencilerin Ingilizce 6grenme motivasyonu ile
Ingilizce iletisim kurma isteklilikleri arasinda pozitif ve anlamli bir iliski oldugunu
gostermistir. Roportajlarda 6grencilerin iletisim kurma istekliligi ve motivasyonla ilgili
goriisleri de incelenmistir. Réportajlarin analizi, dgrencilerin derste ingilizce konusmaya
yonelik olumlu tutum ve diisiincelere sahip oldugunu ve hepsinin Ingilizce derslerinde
daha cok Ingilizce konusma istediklerini gostermistir. Ogrencilerin rdportajlardaki
goriislerine ve anket sonuclarina dayanarak Ingilizcenin yabanci dil olarak konusuldugu
siiflar i¢in pratik dnerilerde bulunulmustur.

Anahtar Kelimeler  : iletisim kurma istekliligi, Ingilizce 6grenme motivasyonu, iletigim.
Sayfa Adedi : 177 Sayfa
Danigsman : Dr. Ogr. Gér. Zekiye Miige TAVIL
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ABSTRACT

This study aimed to investigate the relationship between students’ motivation to learn
English and their willingness to communicate using English. The study was conducted at
the tertiary program of University of Turkish Aeronautical Association. The second aim
was to find out to what extent students were willing to communicate in English at this
tertiary program in ESP context. The focus of this study was on the speaking aspect of
Willingness to Communicate. The third aim was to reveal to what extent students were
motivated to learn English. Both their willingness to communicate and their motivation to
learn the language were examined according to their genders, grades, majors, their
experiences abroad, and types of high schools they graduated from. In order to achieve
these aims, triangulation technique of mixed method was used. The participants were the
students who studied majors of Civil Aviation Cabin Services, Aircraft Technology, and
Ground Handling Services Management in first and second grades. Firstly, the pilot study
of the willingness to communicate and motivation questionnaires was administered to 78
students. As a result of the validity procedures, 10 items of the motivation questionnaire
were removed. After high reliability coefficient of the questionnaires was obtained, final
version of the questionnaires was administered to 353 students. Then, two classrooms of
Civil Aviation Cabin Services were observed for two weeks. The lessons were recorded on
videos and systematic observation scheme was used for observations. After willing and
unwilling students were chosen according to observations and instructors’ views, they were
interviewed. One on one, semi-structured interviews were conducted with 12 students. The
quantitative data were analyzed by using SPSS 21.0, while content analysis was used for
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the qualitative data. The findings demonstrate that students’ overall willingness to
communicate in English was moderate, while their motivation to learn English was high.
According to quantitative results, the relationship between students’ willingness to
communicate in English and motivation to learn English was determined to be significant,
positive, and at a medium level. According to observations, there is a strong and positive
correlation between students’ motivation to learn English and their willingness to
communicate in English in a classroom environment. Students who seemed to be
motivated to the lesson were more willing to communicate and who seemed to be less
motivated or unmotivated to the lesson were unwilling to communicate during two weeks
in two different classrooms. According to students’ responses to the interview questions, it
was determined that 2 students were motivated to learn English; but, they were not willing
to communicate in English. 6 students were determined to be both willing to communicate
in English and motivated to learn English; 3 students were a little motivated and a little
willing to communicate; and 1 student was neither willing to communicate in English nor
motivated to learn the language. Therefore, interviews also indicated that there is a positive
and significant correlation between students’ motivation to learn English and their
willingness to communicate in English. The students’ views regarding willingness to
communicate and motivation to learn the language were also investigated during the
interviews. The analysis of the interviews indicated that the students had positive attitudes
towards speaking English in the classroom and they all wanted to speak English more in
English lessons. Practical suggestions were made for EFL classrooms on the basis of
students’ views in interviews and questionnaire results.

Key Words  : willingness to communicate, motivation to learn English, communication
Total Pages : 177 pages
Supervisor  : Assist. Prof. Dr. Zekiye Miige TAVIL
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CHAPTER 1

INTRODUCTION

This chapter starts with the background information to the study and describes the research
problem. It also accounts for the aim of the study and indicates the significance of the
study as well as the limitations and assumptions of the study. Finally, definitions of the

terms and abbreviations used in the study are provided.

1.1. Background of the Study

There are more and more people who speak English as a second or foreign language than
those who are native speakers of English in the world. Approximately three out of every
four users of English in the world is a non-native speaker of the language (Crystal, 2003, p.
69), so interactions mostly take place among non-native speakers of it (Seidlhofer, 2005).
As the world is globalizing rapidly, English language has become the international means
of communication, and it will presumably continue to be the primary tool for international
communication throughout the 21% century (Alptekin, 2002). English has been used as a
tool of communication among speakers of different first languages for many centuries, and
it has become lingua franca (Jenkins, 2006; Jenkins, Cogo, & Dewey, 2011). It is still
widely accepted as a dominant means of international communication (Seidlhofer, 2010,
p.147). Thus, it has been playing a key role in uniting people with different mother

tongues.

Since the English language is regarded as a tool of communication and interaction among a
variety of countries and cultures, a great number of people learn it to be able to
communicate with other people around the world. Learning English to communicate is
essential for the socio-economic development of a country; to increase business
connections, to develop important sectors such as tourism or to create individual job

opportunities. It provides maintaining economic, political and cultural relations with other
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nations. It is the language of business, media, technology, science, the internet and

academic context.

Due to these important roles that the English language plays, non-English speaking
countries place increasing importance to communication in second or foreign language
teaching and learning. Governments have been adopting policies to improve the practical
English communication skills of students. Likewise, in Turkey enhancing communication
skills has been the top priority in English education. The curriculum of English language
teaching in primary and high schools emphasizes communication, and; textbooks and
classroom activities have been altered accordingly. Students begin their English lessons in
the second grade of primary school. Moreover, most students attend one-year preparatory
classes to learn English when they get into a university. Besides, at some universities, the
medium of instruction is English. Yet, most students experience reticence in oral
communication in English lessons. In English Proficiency Index developed by English
First (2015), Turkey was ranked as “very low proficiency”. According to ETS (2016), the
TOEFL means score of speaking skill of Turkish examinees was 19, and total means score
was 77. Therefore, the effectiveness of English lessons and teaching English

communication skills are issues that need to be addressed.

1.2. Statement of the Problem

One of the main aims of L2 learning is to use the target language and the success of second
language acquisition is determined by using the target language (Hashimoto, 2002).
Maclintyre and Charos (1996) emphasize the authentic use of language by stating that
communication is not only a way to facilitate language learning, but it is also a significant
aim in itself. Generally, the principal motive behind learning a language is to use it for
communication (Maclintyre & Charos, 1996, p.4). Most people think that acquiring
speaking skills is the single most important aspect of learning L2, and success is evaluated
in terms of the ability to carry out a conversation in the language (Nunan, 1991, p. 39). The
competence in other languages does not refer to listening, reading or writing skills of a
particular language. People generally are asked whether they speak a particular language or
not (Lazaroton, 2014, p.106); for example, the general question is “Do you speak

English?” or “How many languages do you speak?”

Owing to the lack of an English speaking environment in Turkey, students are exposed to

limited amounts of English outside the foreign language classrooms. Therefore, classroom

2



interaction is a primary source for students to enhance their communicative abilities. In this
respect, getting students to speak English and teaching communication competence is
essential in English lessons. Learners’ active engagement in attempting to communicate
facilitates learning how to speak in L2 (Nunan, 1991, p. 51), and more interaction results in
more language development and learning (Kang, 2005). Nevertheless, most students in
Turkey avoid speaking English in the classroom. When a teacher asks a question in
English, they usually avoid answering or only give short answers. Not only in the
classrooms, but also outside the classroom most people cannot carry out conversations in
English. In order to promote learners’ participation in speaking, the reasons for students’

inability and reluctance to communicate in English should be clarified.

Surely, there are ample reasons why students are unwilling to communicate in English or
why they have difficulty in communicating in English. It may be because of a high-stakes
test system in Turkey (Alderson & Hamp-Lyons, 1996; Ozmen, 2011). After finishing a
high school, students have to take a test to enter universities; the students who choose to
study English major take an English exam and it is a multiple-choice test. After graduating
from a university, people take an English exam called YDS to have a job or to be an
academician and this exam consists of multiple choice questions, too. Hence, the focus of
English lessons is usually on teaching grammar, vocabulary or reading; teaching speaking
skill is neglected. Another reason might be a large number of students in each class in most
schools. However, in order to teach speaking and to get students to speak English, the
number of students must be decreased. Furthermore, it is possible that because of the
overloaded syllabus, teachers may not spend enough time on teaching speaking in most
schools.

Apart from the abovementioned reasons, there are also individual factors which impact
learners’ speaking English. Even though some students get high marks in school exams or
standardized English proficiency tests, they are not good at performing a pragmatic
conversation in English. Research has shown that while some students have high linguistic
competence but unwilling to speak English, some students have little linguistic knowledge
but willing to speak English a lot (Maclntyre, Clement, Dornyei, & Noels, 1998).
Furthermore, even people who have high communicative competence can possibly be
unwilling to communicate (Dornyei, 2003, 2008). Thus, individual differences account for

the learners’ willingness or unwillingness to communicate in English.



As mentioned before, contemporary language education places a lot of emphasis on
authentic communication as a crucial role in language learning; thus, individual differences
in communication tendencies are significant in language learning outcomes (Maclintyre,
Baker, Clement, & Conrod, 2001). In today’s learner-centered instruction, students are
actively involved in their learning process and construct their own learning; so, their needs,
feelings, and characteristics affect their success or failure in L2 learning. Language
learners differ in their rate of progress and their ultimate level of achievement in mastering
L2 (Cao, 2014; Dornyei, 2008). Research has demonstrated that individual differences are
significant predictors of L2 learning success (Ddrnyei & Skehan, 2003; Dornyei, 2008).

The individual difference factors which affect learning outcomes and mediate the effect of
instruction are cognitive, affective and motivational factors (Ellis, 2012, p.308). Among
these factors, affective variables such as anxiety, personality, attitude, self-perceived
communication competence, self-esteem, empathy, and extroversion (Brown, 2007; Ellis,
2012) play an important role in language learning. Understanding individuals’ emotions,
reactions, and beliefs is an extremely significant orientation of a theory of second language
acquisition (Brown, 2007, p.154). The term “willingness to communicate” is a relatively
new concept and a recent addition to the affective variables (Cao, 2014; Ellis, 2012;

Yashima, 2002) and motivation research (Dornyei, 2003).

The ‘Willingness to Communicate’ (hereinafter WTC) construct was originally evolved
from McCroskey and Baer’s research (1985) to explain individual differences in native
language communication. It was defined as the personality orientation which clarifies the
reasons for a person to choose to communicate and another person not to communicate
under the same circumstances. However, according to Macintyre et al. (1998), WTC in L1
cannot indicate WTC in L2; they are distinct from each other. Hence, they adapted WTC in
L1 to WTC in L2 context.

Since the 1990s, after WTC in L1 was adapted to L2 communication, research on WTC in
L2 education has aroused interest among many researchers worldwide and researchers
have been trying to establish relationships between WTC and other social, psychological,
and individual factors. However, there is not much research on the relationship between
motivation and WTC. Moreover, there is a lack of consensus on whether motivation is
correlated with L2 WTC (Hashimoto, 2002) or it has an indirect impact on L2 WTC
(Yashima, 2002).



1.3. Significance of the Study

Since communication has been playing a key role in L2 teaching and learning increasingly,
there is a need to explain individual differences in L2 communication and the WTC
construct needs to be investigated as a factor that affects communication outcomes
(Yashima, 2002). Research on L2 WTC has great significance for decoding learners’
communication psychology and encouraging communication engagement in class (Peng &
Woodrow, 2010, p.835). As Maclintyre et al. (1998) remarked, the formation of WTC
ought to be the essential objective of language instruction. In other words, a major
objective of L2 instruction ought to lead learners to become willing to use language for
authentic communication (Maclntyre et al., 1998) and WTC in an L2 is considered being
the direct antecedent of students’ actual engagement in L2 communication (Clement,
Baker, & Maclntyre, 2003; Dérnyei, 2005; Ellis, 2012). Furthermore, L2 usage should be
the primary aim of any language learner and WTC is the most predictive variable of L2 use
(Clement et al., 2003).

Motivation has also a key role to stimulate learners and initiate L2 learning, and it is a
driving force in the learning process (Dornyei, 2005, p.65). A great deal of research has
proved that more motivated learners learn more (Ellis, 2012, p. 325); motivated learners
can possibly approach instruction positively and be more active in the classroom. Thus,
motivation conceivably influences the success of instruction (Ellis, 2012). However, its

influence on L2 communication is not adequately researched.

Since the research suggests the importance of motivation and WTC on L2 teaching and
learning, this study has substantial benefits for researchers, language teachers, learners, and
administrators. Language teachers can frame the teaching methods, techniques, and their
behaviors in the classroom according to the results of this study. They will have a better
understanding as to in which situations students are not willing to participate in class and
they may promote students’ communication and participation in the classroom.
Administrators can reevaluate the foreign language instruction and make amendments in
respective curriculums. Learners can improve their speaking ability and communicative
competence; they can feel more comfortable to communicate in the classroom which will

facilitate their English learning.

The significance of this research is also to contribute to the literature on L2 WTC in a

different context by analyzing the relationship between WTC and motivation in detail.

Most studies on WTC and motivation are based on Gardner’s (1985) socio-educational
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model and use its scale. However, there is not much research on WTC and Dornyei’s
(2005) motivational self-system. Motivational self-system is the most contemporary model
of L2 motivation. It was proposed to compensate for the limitations of the socio-
educational model (Dornyei, 2005). Also, a little research can be found in the literature that
aims to analyze both WTC inside the classroom and outside the classroom and dual
characteristic of WTC; trait-like and situational. Moreover, quantitative methods especially
questionnaires have been mostly used in the previous studies on WTC. Qualitative or

mixed-method studies are remarkably scarce.

Most of the previous studies on L2 WTC have been conducted in a second language
context in western countries, notably in US and Canada (Clement et al., 2003; Kang, 2005;
Maclntyre et al., 1998). Nonetheless, there is insufficient research on WTC in EFL context,
especially in Turkey where learners do not have enough opportunities to practice and use
the target language for communication outside the classroom. Also, there is not much body
of research on WTC in the tertiary program and ESP context.

1.4. Purpose of the Study

The primary purpose of this research is to investigate the relationship between students’
willingness to communicate and motivation to learn L2 by using Cao and Philp’s (2006)
WTC model and Dornyei’s Motivational Self System (2005, 2009) as a basis for the
theoretical framework. In order to achieve this purpose, both quantitative and qualitative
methods have been employed, unlike the previous research on WTC that was done

quantitatively using questionnaires.

Considering the importance of WTC in learners’ engagement in L2 communication, the
second purpose of this study is to find out the extent to which the students of the tertiary
program in ESP context are willing to communicate in English. The focus of this study is
on speaking aspect of WTC. Since there is not much research on WTC in EFL context
especially in Turkey, the reasons for students’ unwillingness or willingness to
communicate in English are still not clear. Doing the research in the context of a tertiary
program in ESP education is appropriate for the aim of this study, since most students in
these programs in Turkey are generally considered to be unmotivated to learn English and
unwilling to communicate in English; however, they need to speak English to have a job

and to carry out their future jobs. Hence, this study aims to make a contribution to the



educators by finding out whether the students are willing or unwilling to communicate and
the nonlinguistic reasons behind students’ willingness or unwillingness to speak English
inside and outside the classroom. This study also aims to examine the dual characteristics
of the WTC construct in terms of the trait/situation dichotomy. Trait-like WTC was
measured using self-reported questionnaires, and situational factors of WTC were
examined through interviews. Student’s opinions on WTC were explored by means of
interviews. The degree to which learners” WTC predicts actual L2 use in the classroom
was also analyzed by means of observations. Higher WTC generally means higher L2 use.
However, whether higher WTC leads to higher L2 use or not in the classroom has been

tested scarcely.

The third purpose is to find out to what extent students are motivated to learn English.
Dornyei’s (2005, 2009) L2 motivational self-system is used as a theoretical basis.
Therefore, variables underlying this theory such as Ideal L2 Self, Ought-to Self, attitudes
towards learning English, intended effort, promotion instrumentality, prevention
instrumentality, cultural interest, and vividness of imagery were also examined by means
of questionnaires and interviews. Their opinions regarding motivation were also found out

through interviews.

Another aim of this study is to find out whether students’ levels of WTC and motivation
are influenced by their genders, classroom grades, majors, their experiences abroad, and
types of high schools they graduated from. A little research can be found examining these
factors. These variables were investigated in order to determine the other factors that are

likely to influence WTC and motivation.

Based on the purposes above, the present research aims to provide more

conclusive answers to these research questions:

1. To what extent are Turkish students at the tertiary program in ESP context willing to
communicate in English?

2. To what extent are Turkish students at the tertiary program in ESP context motivated
to learn English?

3. Do the students’ genders, grades, departments, kind of high school they graduated
from, and having been abroad have an influence on their WTC and motivation?

4. What is the relationship between students’ willingness to communicate in English and

EFL motivation at a tertiary program in ESP context?



1.5. Assumptions
The basic assumptions behind the present study are as follows:

1. The “willingness to communicate” and “motivation” constructs can be measured.
2. The participants in the study are assumed to respond to the questions of the surveys and
interviews sincerely and honestly.

3. Itis also assumed that the sample size represents the population.

1.6. Limitations

The data gathered in the study is limited to the students of Ankara Aeronautical VVocational
School of Higher Education. But, the researcher tried to reach a great number of students at
the school. Furthermore, the items in the willingness to communicate questionnaire may
not be suitable for Turkish context. However, research has shown that the scale is highly
reliable and valid, and it has been used worldwide. In addition, piloting of the scales was
conducted.

1.7. Definitions of Key Terms

Willingness to Communicate: The term “Willingness to Communicate” is defined as “an
individual’s predisposition to initiate communication with others” (McCroskey, 1997, p.
77). It means that it is the person’s own decision whether to communicate with other
persons or not, depending on situations such as contexts or type of receivers. It was
originally used in first language communication and described as a trait-like personality
variable that could be affected by various situations. Later, the WTC construct was
extended to second language communication and Maclintyre et al. (1998, p.547) defined
WTC as “a readiness to enter into discourse at a particular time with a specific person or

persons using L2”. Hence, WTC in L2 was described as a more situation based construct.

Self-perceived Communication Competence: McCroskey (1984) defined communication
competence in first language communication as: “adequate ability to make ideas known to
others by talking or writing” (p.263). It requires both being able to perform sufficiently
particular communication behaviors, understanding them, and having cognitive ability to
determine and select communication behaviors (McCroskey, 1984). McCroskey (1997)
believes that our decision whether to communicate or not (at both trait and state levels)



depends on our thoughts as to whether we are competent or not. In other words, an
individual’s decision about whether to initiate or engage in communication is actually
affected by the individual’s self-perceived communication competence rather than the
actual one (Barraclough, Christophel, & McCroskey, 1988; McCroskey & Richmond,
1987; McCroskey, 1997). A great deal of research has demonstrated that the construct is
the most significant determinant of WTC both in L1 and L2.

Communication Anxiety: This affective factor is also a significant predictor of L1 and L2
WTC. Anxicty can be defined as “the subjective feeling of tension, apprehension,
nervousness, and worry associated with an arousal of the automatic nervous system” (K.
Horwitz, B. Horwitz, & Cope, 1986, p.125). L2 communication anxiety originated from
the construct of communication apprehension in the field of communication.
Communication apprehension is “an individual’s level of fear or anxiety associated with
either real or anticipated communication with another person or persons” (Barraclough et
al., 1988, p.188). As McCroskey points out, individuals who encounter high levels of fear
or anxiety concerning communication frequently avoid and withdraw from communication
(McCroskey, Booth-Butterfield, & Payne, 1989). Communication anxiety has also an
impact on self-perceived communication competence as well as WTC (Maclntyre, Babin,
& Clement, 1999; McCroskey, 1997).

Motivation: Motivation addresses the basic question of “why humans think and behave as
they do”; it concerns “the direction and magnitude” of human behavior (Dornyei, 2001,
p.7; Dornyei & Skehan, 2003, p.614; Dornyei, 2005, p.66). According to Dérnyei (2001,
p.7), motivation accounts for the reasons of individuals’ decisions to do something, how
hard they are going to try to achieve it, and to what extent they are willing to maintain the
activity. In other words, it describes “the choice of a particular action, the effort expended
on it and the persistence with it” (Dornyei & Skehan, 2003; p.614).

L2 Motivational Self-system: Dornyei (2005, 2009) proposed this theory as an alternative
to the constructs of integrativeness and integrative motive in Gardner’s (1985) motivation
theory. The theory focuses on L2 learners’ self-perception, especially the perception of
their desired future self-states (Dornyei & Chan, 2013, p.438). It originated in Markus and
Nurius’ (1986) possible selves theory and Higgins’ (1987) self-discrepancy theory in social
psychology. It is comprised of three constructs; Ideal L2 Self, Ought-to L2 Self, and L2
Learning Experience (2005, 2009, 2014; Dornyei & Ushioda, 2011; Ddrnyei & Chan,

2013). Ideal L2 Self is based on an individual’s aspirations and goals as a language learner;
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it refers to the desired self that learners want to become through learning English (Dornyei,
2009, 2014; Dornyei & Ushioda, 2011; Higgins, 1987). Ought-to-L2 Self refers to an
individual’s perceived obligations and responsibilities as a language learner; it refers to the
self that learners believe they should become or avoid becoming through learning English
(Dornyei, 2009, 2014; Dornyei & Ushioda, 2011; Higgins, 1987). L2 learning experience
describes the environmental factors as motivational influence (Dornyei, 2009, 2014;
Dornyei & Ushioda, 2011).

10



CHAPTER 2

LITERATURE REVIEW

This chapter presents the review of the research literature relevant to two main areas of
interest in the current study, that is, the willingness to communicate construct and
motivation. This review involves theories, models, and empirical studies conducted to date
in order to clarify the WTC construct and motivation. Firstly, the WTC concept is
introduced by examining its roots in L1 communication, followed by its conceptualization
in L1 including L1 WTC models and foundational works of WTC. Then, the establishment
of WTC in second and foreign language is explained. Following this, a wide range of
studies on L2 WTC in different contexts are reviewed. The variables which influence L2
WTC are also described. Next, motivation is introduced and its evolution, including
motivational theories and studies, is investigated by moving on to the latest motivational

theories.

2.1 Willingness to Communicate

The “Willingness to Communicate” concept is a recent extension of research on individual
differences. It is a significant concept in contemporary foreign language education due to
its usefulness in accounting for individuals’ L1 and L2 communication as mentioned in
Chapter 1. It first emerged in L1 communication and it was conceptualized by McCroskey
and Baer (1985) as the intention to initiate communication, given a choice (McCroskey &
Richmond, 1987; McCroskey, 1997). It was regarded as a fixed personality trait that
remains stable across situations. In the late 1990s, the researchers began to realize that

there was a need to examine WTC in L2. Thus, the concept was modified for L2 use and
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changed from merely being trait-like predisposition to being trait-like and situational. It
was defined in L2 as a readiness to enter into an L2 communication situation when the

opportunity was given (Macintyre et al., 1998).

After the adaptation of L1 WTC to L2, more and more studies have been conducted in
different countries across the world; both in ESL contexts and EFL contexts. Researchers
have analyzed various aspects of WTC by employing not only quantitative methods, but
also different qualitative and mixed methods. For instance; the relationship between social
context and WTC (Clement et al., 2003; Maclntyre et al., 2001); age, gender and WTC
(Macintyre, Baker, Clement, & Donovan, 2002; Macintyre & Donovan, 2004); classroom
environment and WTC (Peng & Woodrow, 2010; Weaver, 2005); motivation and WTC
(Hashimoto, 2002; Peng, 2007); learners’ perceptions, attitudes and WTC (Saint Leger &
Storch, 2009); international posture and WTC (Yashima, 2002; Yashima, Zenuk-Nishide,
& Shimizu, 2004); Chinese conceptualization of WTC (Wen & Clement, 2003);
personality and WTC (Cetinkaya, 2005) were analyzed. Furthermore, L2 WTC was
examined from dynamic situational perspective (Cao, 2014; Kang, 2005; Maclintyre,
Burns, & Jessome, 2011); both trait-like and situational perspective (Cao & Philp, 2006);
and ecological perspective (Cao, 2011; Peng, 2012). In this chapter, these studies are

reviewed in detail.

2.2 Conceptualization of Willingness to Communicate in the First Language

The “Willingness to Communicate” construct was established by McCroskey and Baer
(1985) in order to account for the differences in the frequency and amount of persons’ talk
with each other in first language and it was identified as a personality orientation, trait-like
tendency (McCroskey & Baer, 1985; McCroskey & Richmond, 1987; McCroskey, 1997).
As stated by McCroskey and Richmond (1987, p.134), WTC is an individual’s
predisposition to initiate communication when free to choose to do so. McCroskey
developed this concept from the Burgoon’s earlier research (1976) on unwillingness to
communicate; Mortensen, Arntson, and Lustig’s research on predispositions toward verbal
behavior (as cited in McCroskey & Baer, 1985); and McCroskey and Richmond’s (1982)

study on shyness.

The term “unwillingness to communicate” was described by Burgoon (1976) as a

predisposition “which represents a chronic tendency to avoid and/or devalue oral
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communication” (p.60). According to Burgoon (1976), research on unwillingness to
communicate construct was based on these factors: anomia, alienation, introversion, self-
esteem and communication apprehension. She believed that anomic or alienated
individuals do not rely on other people and have negative perceptions towards
communication, so they tend to avoid communication. According to her, the introvert
people who are quiet, timid and shy; people who have low self-esteem or who have high

communication apprehension also tend to be unwilling to communicate.

Burgoon (1976) developed a measure, Unwillingness to Communicate Scale (UCS) to
identify the construct operationally. It consists of twenty Likert-scale items and two
factors: approach avoidance and reward. Reward measures an individual’s satisfaction
within a group “because others listen, understand and are honest” (p.64); while approach
avoidance measures the probability of individual’s approach and participation in
communication with others. The results indicated that unwillingness to communicate
correlated only with the approach-avoidance factor and communication apprehension
(Burgoon, 1976). This means that individuals who were scared to communicate or who felt
anxiety about communication were more likely to withdraw from communication than
others. Thus, the results of UCS did not support the tendency of an individual to be willing
or unwilling to communicate globally (McCroskey, 1997).

Mortensen et al. (as cited in McCroskey, 1997) posit that the amount and frequency of
individuals’ communication remain stable across a variety of communication situations
and this is named as “predispositions toward verbal behavior”. They designed a scale
called Predispositions toward Verbal Behavior (PVB) scale including twenty-five Likert-
type items in order to measure this construct (as cited in McCroskey & Richmond, 1987).
The results of PVB scale just proved that there was regularity in the amount of an
individual’s communication; it did not indicate individuals’ predisposition to be willing or
unwilling to communicate (McCroskey & Baer, 1985; McCroskey & Richmond, 1987,
McCroskey, 1997).

Shyness is defined as the inclination “to be timid, reserved or most specifically, talk less”
(McCroskey & Richmond, 1982, p. 460). According to McCroskey and Richmond (1982),
communication apprehension could affect that inclination, but they emphasized the
distinction between shyness and apprehension. They approached shyness as externally
observable behavior and used both observer-report and Shyness Scale (SS) to measure the

amount of talk that people perform. The results revealed that Shyness Scale could predict
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the amount of talk individuals engaged in and was a valid measure of communication
behavior. However; in common with the research on unwillingness to communicate and
predispositions toward verbal behavior, shyness scale did not demonstrate the presence of
a personality-based propensity to be willing or unwilling to communicate (McCroskey &
Baer 1985; McCroskey & Richmond, 1987; McCroskey, 1997). As well as PVB and UCS,
the results of the Shyness scale contributed to WTC research in that there was some

regularity in the amount of an individual’s communication.

McCroskey and Baer (1985) rephrased the notion of Burgoon’s (1976) “unwillingness to
communicate” construct into its positive term, willingness to communicate, in their study
(Zhou, 2012). WTC in L1 was considered to be consistent across different communication
situations and receivers. Although WTC was a trait-like, personality construct; an
individual’s decision whether or not to initiate a conversation with another person was
influenced by some situational factors (McCroskey & Richmond, 1987; McCroskey,
1997).

McCroskey and Richmond (1987) suggested the significance of WTC in L1 for
individuals. Individuals with low level of WTC tend to be less effective in communication
and are perceived negatively by other people in the communication. On the other hand,
individuals with high level of WTC have a lot of advantages in different contexts such as
in schools and society. They are admired by their teachers and peers. They are also

preferable to be employed.

2.2.1 L1 WTC Studies

McCroskey and Baer (1985) designed a WTC scale in order to measure individuals’ L1
WTC. It was proved to be valid and the results of the scale pointed out the validity of
general propensity of willingness or unwillingness to communicate contrary to
Unwillingness to Communicate Scale, Predispositions toward Verbal Behavior Scale and
Shyness Scale. The scale contains 20 items consisting of 12 scored and 8 filler items.
Twelve scored items in the measure include four communication contexts: public speaking,
talking in meetings, talking in small groups, and talking in dyads; and three types of
receivers: strangers, acquaintances, and friends (McCroskey & Baer, 1985; McCroskey,
1992). Its internal reliability is quite high; it is .92 (McCroskey & Baer, 1985; McCroskey

& Richmond, 1987). It was indicated as extensively representative and its content validity
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was satisfactory due to its unidimensionality and easiness of response format (McCroskey
& Richmond, 1987; McCroskey, 1992). It has also high construct and predictive validity as
the research shows (Chan & McCroskey, 1987; McCroskey, 1992). So, most researchers
working on WTC worldwide prefer to use this scale because of its high reliability and

validity.

In order to test whether the WTC scale is valid, Chan and McCroskey (1987) conducted a
research. College students in three classes carried out WTC scale and then they were
observed at certain times. The results supported the hypotheses of the research; students
who had higher WTC scores on the scale participated in class much more than those with
lower WTC. Thus, the scale was signified as valid for the predictive quality. In addition,
this study demonstrated that class participation is possibly “a function of an individual
student’s orientation toward communication” to a large extent instead of a situation-
specific response (Chan & McCroskey, 1987, p. 49). Thus, trait-like orientation of WTC

was emphasized.

Another research was conducted in Hong Kong to check if the WTC scale would be
suitable for the L2 context (Asker, 1998). The WTC scale was carried out to college
students and later some of them were interviewed. The results demonstrated that the scale
worked in the Hong Kong, in a second language context. The instrument was indicated as
highly reliable and valid (Asker, 1998).

McCroskey and Richmond (1987) expanded the WTC construct and they suggested
particular variables in order to clarify the reasons why individuals differ in this tendency.
They described the variables that are likely to influence and cause variations in WTC as
“antecedents” of WTC. These antecedents were introversion, anomie and alienation, self-

esteem, cultural divergence, communication skill level, and communication apprehension.

Since the description of these antecedents, a wide range of studies have been conducted on
the relationship of the antecedents with WTC. They have revealed that whereas three
variables; anomie, alienation, and self-esteem had low correlations with WTC (r<.25),
communication apprehension and communication competence had the highest relationship
with WTC among the antecedents and this correlation was apparent in a variety of cultures
(Barraclough et al.,, 1988; McCroskey & Richmond, 1990a; McCroskey, 1997).
Introversion was also found to have a high correlation with WTC, but it was eliminated

because it had a genetic characteristic (McCroskey, 1997).
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In order to explore the similarities and differences in individuals’ orientations toward
communication and interrelations among these orientations, an empirical study was
conducted across two similar cultures, in Australian and American culture (Barraclough et
al., 1988). The results indicated that the combination of low communication apprehension
and high perceived communicative competence results in high level of willingness to

communicate in both cultures.

With the aim of examining the effect of culture on WTC as the individual difference
variable in first language communication, another study was accomplished by McCroskey
and Richmond (1990a). They analyzed correlations among WTC, communication
apprehension, self-perceived communication competence and introversion from the studies
performed in a variety of countries; Australia, Micronesia, Puerto Rico, Sweden, and the
United States. Their research revealed that the communication orientations; WTC,
communication apprehension, self-perceived communication competence, and introversion
and also interrelations among these orientations vary depending on countries and cultures,
so any generalization should be done with caution. American subjects had the highest
willingness to communicate and the Micronesians had the lowest. Swedish students were
found to perceive themselves the most communicatively competent (79.0), while
Micronesians perceive themselves the least competent in communication (49.0). Swedish
students were also reported to be the most introvert (24.5), while the American students
were the least (19.0). Micronesian students were found to have the highest communication

apprehension (76.6), while Puerto Ricans had the lowest apprehension (59.9).

Sallinen-Kuparinen, McCroskey, and Richmond (1991) carried out a similar study in
Finland and compared the data acquired from previous studies with Finnish students. The
results demonstrated that Finnish students were found to be more willing than
Micronesians, but less willing to communicate than Americans, Australians, and the
Swedish students. They had more self-perceived communication competence score than
Americans, Australians and Micronesians. In addition, they were less apprehensive about

communication than Australians and Micronesians.

2.2.2. L1 Willingness to Communicate Models

Maclintyre (1994) examined WTC factors on a personality basis by using a causal model.

He identified the interrelations among individual difference variables and their relations to
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WTC, such as perceived competence, communication apprehension, anomie, alienation,
introversion, and self-esteem, which were the constituents of unwillingness to

communicate labeled earlier by Burgoon (1976).
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Figure 1. Causal modeling. “Variables Underlying Willingness to Communicate: A
Causal Analysis”, Maclntyre, P.D., 1994, Communication Research Reports, 11(2),
135-142.

The model is initiated by more general personality variables: anomie, self-esteem, and
introversion. According to the model, the variables that have a direct influence on WTC
are communication apprehension and self-perceived communication competence. In other
words, when individuals are not apprehensive about communication and consider
themselves to have high communication competence, they are probably more willing to
communicate (Maclntyre, 1994). The model demonstrates that the combination of
communication apprehension and introversion leads to perceived competence. Individuals
who are anxious about communication believe they are less capable in communication.
That is to say, an increase in communication apprehension engenders a decrease in
perceived communication competence. Furthermore, the combination of introversion and
low self-esteem causes communication apprehension. People with low level of
communication apprehension have high self-esteem. Also, a negative correlation appears
between introversion and self-esteem. Alienation and anomie were not found as causal
factors of WTC and they were eliminated. The model finishes with WTC since it is

regarded as the final step before a person actually initiates a communication behavior.

A second path model of L1 WTC was proposed and tested by Maclintyre et al. (1999).

They investigated the antecedents of L1 WTC both at the trait and state levels since they

were considered as complementary. At the trait level, personality variables; extroversion,

emotional stability, self-esteem, communication apprehension, and perceived competence
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were measured using scales for 226 university students. These scales were analyzed by
structural equation model and it was indicated that the model had good fit to the data
(goodness of fit index= 0.91). At the state level, the effect of a specific situation on WTC,
perceived competence and communication apprehension during a specific moment in time
was examined in a communication laboratory. The participants were asked to do speaking

and writing tasks and at the same time rate their feelings using scales.
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Figure 2. Conceptual model of antecedents of trait-level WTC. “Willingness to
Communicate: Antecedents & Consequences”, Maclntyre, P.D., Babin, & Clement, 1999,
Communication Quarterly, 47, 215-219.

Note: EXTRA: Extraversion
EMOT: Emotional Stability
ESTEEM: Self esteem

APP: Apprehension

COMP: Competence

The results revealed that extraversion positively correlated with emotional stability, self-
esteem and perceived competence; and negatively correlated with apprehension. This
implies that an extravert individual is apt to experience low level of anxiety, feel more
competent about communication, and have higher self-esteem. Furthermore, the path
between emotional stability and self-esteem was positive; this means a person having
higher emotional stability may have high self-esteem. Communication apprehension
negatively correlated with perceived competence; meaning that a person who is more
anxious about communication tends to feel less competent in communication. Remarkably,
there was no significant correlation between communication apprehension and WTC in
contrast to McCroskey and Richmond’s (1990a) research and other aforementioned L1

WTC studies; but rather, communication apprehension affected WTC indirectly, through
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perceived competence. In this study, self-perceived competence was identified as the most
significant determinant of WTC.

The results of this study validated WTC concept and supported the McCroskey and Baer’s
(1985) description of WTC. The group who participated in the communication laboratory
reported considerably higher WTC than the group who did not. Furthermore, the study
pointed out that trait WTC and state WTC complement each other. Trait-level WTC is
likely to get a person into circumstances in which communication is anticipated while
state-level WTC has an impact on the decision whether to communicate or not within a
particular circumstance. After communication takes place, other state factors like

communication anxiety or perceived competence influence communicative behavior.

All in all; as a considerable body of research suggests, WTC is a crucial predictor of
individuals’ actual communication behavior and L1 WTC is substantially stable trait
affected by situational factors. In addition, self-perceived communication competence and
communication apprehension were regarded as the strongest predictors of WTC.
Individuals who have higher perceived communicative competence and lower anxiety

about communication tend to be more willing to communicate.

2.3. Willingness to Communicate in Second or Foreign Language

In the late 1990s, studies on L1 WTC attracted researchers’ attention and researchers began
to focus on L2 WTC studies. According to Maclntyre et al. (1998), among many factors
that are likely to influence WTC, the language of discourse creates the greatest change in
the communication setting because communication in L2 is very different from
communication in L1. One of the differences is that there is a wider range of possibilities
in the antecedents of L2 WTC than L1 WTC. For example; among most adults, L2
communicative competence can vary from %0 to %100; whereas in L1 communication,
communicative competence would be above a certain level, it would never reach %o0.
Moreover; extra social, cultural and political implications are carried in the context of L2
use. Therefore, WTC in L1 can probably not indicate WTC in L2 (Macintyre et al., 1998).

The implementation of the WTC model to L2 commenced with MacIntyre and Charos’
(1996) research. They adapted MacIntyre’s (1994) model of L1 WTC and Gardner’s
(1985) socio-educational model of second language learning and advanced a path model of

WTC. The major aim of the study was to examine the capacity of this hybrid model by
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examining the relations between language learning and these communication models in
order to determine actual use of second language in communication. In addition, the effects
of global personality traits and the sociolinguistic context were examined by integrating

them into the model.

The study was conducted in a bilingual context in Canada; among 92 Anglophone students
whose native language was English and who took beginner level French speaking course.
The self-report measures of socio-educational model of motivation; communication-related
variables including perceived competence, frequency of communication, and willingness
to communicate; Goldberg’s Big-Five personality traits and Clement’s social context

model were used in the study (Macintyre & Charos, 1996).

According to the results, positive paths were found from the frequency of communication
to willingness to communicate, motivation, perceived communicative competence, and
context. Hence, the results supported the paths of Maclntyre’s (1994) WTC model and
Gardner’s (1985) socio-educational model. It means that students who are motivated to
learn the language, who have higher WTC, and who have the opportunity to use the target
language communicate in the second language more frequently. Perceived communicative
competence was reported to be the factor which influences the frequency of L2

communication most.

As to WTC construct, it was affected directly by language anxiety and perceived
competence in this path model. Also, a positive correlation existed between WTC and
context. This demonstrates that having more opportunity to interact in L2 directly
influences willingness to engage in L2 communication. Therefore, students® WTC in L2
depends on the students’ self-perceived communication competence, the opportunity to use
the language, and low level of communication apprehension. Surprisingly, a nonsignificant
relation was found between WTC and motivation. Among the personality traits,
agreeableness affects WTC. In other words, more pleasant individuals tend to have good
interaction with members of target language group. Furthermore, the hypothesized
relationship was found between language anxiety and perceived competence in the same

way as the L1 WTC studies mentioned before.

In conclusion; as seen in this study, communicating in second language was identified with
willingness to communicate in L2, motivation, opportunity for contact, and especially

perceived communicative competence. This investigation indicated that the WTC construct
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was well-adapted to the second language context and highly contributed to the literature on
WTC.

MaclIntyre and his associates (1998) built on MacIntyre & Charos’ (1996) model of L2
WTC and proposed the heuristic model of L2 WTC which is made up of twelve factors in
a six-layered pyramid. They built this pyramid model in order to clarify linguistic,
communicative, and social psychological factors that potentially influence an individual’s
WTC in L2 and to suggest interrelations among these factors. This model was the first
endeavor to examine L2 WTC in such a detailed way. Instead of treating WTC as solely
trait-like and stable, Maclntyre et al. (1998) conceptualized the construct as more situation-
based and also extended it to affect not only speaking but also other ways of
communication such as writing, unlike McCroskey and Baer (1985). Thus they adapted
McCroskey and Baer’s (1985) WTC into the L2 and added extra variables.
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Figure 3. Heuristic model of variables influencing Willingness to Communicate in a
L2. “Conceptualizing Willingness to Communicate in a L2: A Situational Model of
L2 Confidence and Affiliation”, MaclIntyre, P., Clement, R., Dornyei, Z., & Noels,
K., 1998, retrieved from http://tesl-ej.org/ej40/a2-figl.png

In the pyramid, as shown above, while the first three layers signify situation-specific
impacts on WTC at a given time; the latter three layers (IV, V, and VI) are indicated as

having stable, enduring impacts on the process of L2 communication. Situational factors
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are more immediate in causing individuals to initiate second language communication, so
they directly affect L2 WTC; however, they are more transient and may vary in a given
context. On the other hand, enduring factors have long-term, but distal and indirect impacts
upon L2 WTC (Maclntyre et al., 1998). They are the foundation of the pyramid on which
the situational variables operate.

At the peak of the pyramid, L2 use is found and this position symbolizes its significance as
the ultimate and primary aim of second language learning. According to Maclintyre et al.
(1998), L2 education should induce learners to be willing to search for communication
opportunities and to communicate in them. They emphasized the importance of WTC in L2
learning and stated (Maclntyre et al. 1998, p. 547): “a program that fails to produce
students who are willing to use the language is simply a failed program”. Thus, layer I is
regarded as the outcome of WTC in layer Il (Zhou, 2012). Additionally, this layer is
influenced by the interrelations of other factors in the lower layers.

WTC is situated in the second layer of the pyramid and it is described as the probability
that learners will use the target language in authentic communicative interactions when the
opportunity arises. It heavily suggests behavioral intention to engage in communication.
Intention or willingness to act is the most significant predictor of actual behavior; hence,
WTC is considered to be the final step before initiating conversation in L2 (Maclntyre et
al., 1998; Maclntyre et al., 2001).

Both desire to communicate with a specific person and state communicative self-
confidence in the next layer are regarded as the strongest predictor of WTC; hence, they
have the biggest impact on WTC (Maclntyre et al., 1998). Desire to communicate with a
specific person stems from the combination of affiliation and control motives. Affiliation
implies the wish to establish a relationship and communicate with particular individuals
such as those who are attractive, physically nearby or similar to us. Control indicates
exerting power or influence over other communicators by using sophisticated vocabulary
or statements. To put it another way, it refers to communication in hierarchical relations,
such as the communication between teacher and the student, doctor and the patient.
Communication generally arises from the more powerful interlocutor; however, this is not
always the case. State communicative self-confidence includes state perceived competence

and state anxiety.

The other layers deal with enduring individual differences that have an indirect effect on
WTC. Layer IV consists of interpersonal motivation, intergroup motivation, and self-
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confidence. Affiliation and control are still basic constructs of a person’s or a group of
people’s motivation for communication in a second language in a similar way with desire
to communicate with a specific person. Intergroup motivation refers to being a member of
a certain group; while interpersonal motivation refers to a person’s motive to play a social
role within the group (Macintyre et. al., 1998). L2 self-confidence is relatively distinct
from state communicative self-confidence in that the former is stable and contains both a
cognitive factor which indicates self-evaluation of L2 skills and an affective factor which
points out language anxiety, being uneasy when using a L2; whereas the latter is situation-

specific and changes over time.

The following layer includes intergroup attitudes, social situation, and communicative
competence. Intergroup attitudes are related to three components. The first component,
integrativeness, means a person’s desire to learn L2 in order to adapt to the culture of the
target language, to communicate, and to identify with members of the community (Gardner
& Lambert, 1959; Gardner, 1985; Maclntyre et al, 1998). Therefore, it indicates positive
posture towards L2 group. The second component, fear of assimilation is just the opposite;
it means learners’ fear of losing their identities in their L1 community when they learn L2;
thus, it indicates negative posture towards L2 community. The third component is
motivation to learn an L2 and it is defined as “attitudes towards the L2 itself” (MacIntyre,
1998, p. 552); if learners enjoy learning L2 or if they take a positive attitude towards L2

community, they try harder to learn the target language.

Social situation explains a social encounter in a specific time and place. The factors that
affect situational variation are the participants, the setting, the purpose, the topic, and the
channel of communication. In other words, individuals’ characteristics related to their age,
gender, social class, and L2 proficiency; location and time; aims or intentions of discourse
and the medium of communication affect interaction in a social situation (MaclIntyre et al.,
1998). Communicative competence refers to individuals’ actual L2 proficiency, and it is
composed of linguistic competence which is a prerequisite for WTC; discourse, actional,
socio-cultural and strategic competencies (Celce-Murcia, Dornyei, and Thurrel as cited in
Maclintyre et al., 1998). On the other hand, some people who are actually incapable of
communicating but perceive themselves as capable are likely to have high WTC; whereas
some people who are capable of communicating but believe that they are not capable may
become unwilling to communicate. Therefore, WTC is influenced by perceived

communicative competence to a large extent (McCroskey & Richmond, 1987).

23



The last layer of the pyramid relates to the interaction of social and individual context.
Social context indicates the intergroup climate and it means that the language of a
community with relatively higher socioeconomic power and which is highly represented in
social institutions such as the government attracts more speakers and indirectly enhances
the WTC of the language (Maclintyre et al., 1998). In addition, positive perceptions and
attitudes toward the L2 community generate willingness to interact with that community
(Macintyre et al., 1998). Individual context indicates stable personality traits. Specific
personality characteristics influence a person’s reaction to members of another community;
some of them may facilitate L2 communication. Personality has an indirect influence on
WTC as also indicated in Maclntyre and Charos’ (1996) study; both personality and
intergroup climate are placed at the bottom of the pyramid since they are considered to
affect WTC less than other variables.

2.4. L2 Willingness to Communicate Studies

After WTC was established as a valid construct in L2 research, it has attracted a great deal
of attention in the field of L2 learning worldwide. A wide range of studies have been
conducted on L2 WTC in different countries and cultures. Some of the seminal studies are

reviewed in next sections.

2.4.1. Chinese Conceptualization of L2 Willingness to Communicate

Wen and Clement (2003) argue that Maclntyre et al.’s (1998) WTC model may not be
suitable for the Chinese context and the variables underlying it may not describe Chinese
students” WTC who learn English as a foreign language, since the heuristic model of WTC
is based on research mainly carried out in the western context, which has a relatively
different culture from that of China. Chinese students’ lack of WTC in public is not
peculiar to English language learning; it arises from Chinese philosophy and culture.

In Chinese culture, the collective is emphasized, and Chinese people value the judgment of
others. Thus, Chinese students become concerned about the evaluation of their peers when
learning a foreign language, and they may be less likely to participate in classroom
communication. As a result of this, development of their L2 speaking ability is hindered.
The Chinese also place emphasis on a sense of group belonging in their culture, and this

may cause a certain distance from members of other groups or from other cultures. This
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orientation inhibits the interaction that is needed to achieve L2 communication. Another
tendency in Chinese culture is a submissive way of learning. Teachers are considered as
the only authority inside the classroom, and students rely on teachers’ lectures to get
knowledge. Therefore, teacher-centered education is dominant in foreign language learning
and this impedes students from getting actively involved in the learning process and
interacting freely with the teacher and the peers. This is another reason why Chinese

learners are reluctant to engage in classroom communication.

Wen and Clement (2003) modified MacIntyre et al.’s (1998) model due to the cultural
factors above and dealt with the relation between desire to communicate (hereafter, DC) in
the third layer and WTC in the second layer of the heuristic model. According to them,
learners may be unable to feel willing to communicate in English even when they desire to
do so due to the traditional social norms. Between DC and WTC, an individual may go
through a complex process with cognitive and affective variables influencing each other.
These mediating variables between DC and WTC are societal context, motivational

orientation, personality factors, and affective perceptions.

Wen and Clement (2003) emphasize the significance of social context to promote students’
engagement in classroom communication. Social context includes group cohesiveness
meaning a strong commitment to a group, positive classroom atmosphere with class size,
the accomplishment of a task, and group satisfaction; and teacher support. Teachers’
involvement and immediacy are important in this model; if the teacher becomes

approachable and a facilitator, learners” WTC increases.

This conceptual model was an important attempt to analyze the Maclntyre et al.’s (1998)
WTC model in a different EFL setting and to examine variables influencing WTC from a
cultural perspective. This study demonstrates that the factors that affect learners® WTC
differ depending on a culture. However, this model was only theoretical framework and

needed empirical testing.

2.4.2. Situational Willingness to Communicate

Followed by Maclintyre et al. (1998), researchers have investigated the situational variables
that affect WTC. Criticizing that earlier studies on L2 WTC were based on questionnaires,
Kang (2005) was the first to carry out a qualitative study in order to examine the influences

of situational variables on four Korean male students’ level of L2 WTC during a
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conversation situation at a university in the United States, and collected data by means of

semi-structured interviews, videotaped conversations, and stimulated recalls.

It was reported that students’ L2 WTC emerged from the mutual influences of three
interacting psychological states: security, which means being free from fears regarding L2
communication; excitement, which refers to deriving pleasure from talking; and
responsibility, a feeling of obligation to understand and deliver a message (Kang, 2005).
Each of these states was co-constructed by interacting situational factors of the topic,
interlocutors, and conversational context. Based on the results, Kang (2005, p.291)
redefined WTC as: “an individual’s volitional inclination towards actively engaging in the
act of communication in a specific situation, which can vary according to interlocutor,

topic, and conversational context among other potential situational variables.”

Kang (2005) did not deny the trait-like characteristic of WTC; however, she emphasized
the significance of situational conditions in L2 WTC. This study is noteworthy among
other L2 WTC studies in that various qualitative methods were used to collect data and
situational characteristics of WTC were analyzed in detail. Nevertheless, the sampling was

very small.

The interaction of the dual characteristics of WTC in L2: trait-like WTC and situational
WTC was studied by Cao and Philp (2006). The participants were eight foreign students in
General English program in a New Zealand private language school. Triangulation
technique was employed to collect data; a self-report survey was applied to measure trait-
like WTC, while classroom observations and participant interviews were used to
investigate situational WTC. The main aim was to find out if the students’ self-reported
WTC was consistent with their actual behavior in three interactional contexts; whole class,
small groups, and dyads, in the classroom and also to explore the students’ ideas about

factors contributing to WTC in these contexts.

According to the results, no significant correlations were found between learners’ self-
report WTC and their oral behavior demonstrated in three types of interactions, and the
researchers suggest that this inconsistency stems from the influences of both trait-level
WTC and state-level WTC on learners’ WTC behavior. This research demonstrates that
trait WTC measured by a questionnaire is not predictive of actual classroom behavior.
WTC may increase or decrease depending on the specific situation, interlocutor, topic or
task. The results of the qualitative analysis indicate that students are less willing to
communicate in front of the whole class, but more willing to speak when they participate
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in pair work or group work. According to the researchers, this difference is due to the fact
that learners find more opportunity to communicate within a dyad or small group

compared to larger size of a whole class.

A number of factors were revealed to impact L2 WTC behavior in class, such as group
size, self-confidence, familiarity with interlocutors, interlocutor participation, and cultural
background (Cao & Philp, 2006). As students stated in the interviews; a smaller number of
individuals involved in a conversation, having a close relationship with interlocutors,
having perceived competence and lack of anxiety, interest in a topic or having background

knowledge about a topic contribute to increasing WTC.

Saint Leger and Torch (2009) investigated French L2 learners’ perceptions of their
speaking abilities, their attitudes towards speaking activities employed in whole class and
small group discussions, and the influences of such perceptions on their L2 WTC. The data
were collected by means of self-assessment questionnaires administered to 32 advanced
learners of French at an Australian university over 12 weeks and focused group interviews
at the end of the semester. The data obtained indicate that the participants’ perceptions of
themselves as learners in the L2 classroom influence their WTC in class. The more
confident the students were in L2 learning, the more willing they were to communicate in
L2 in class over time. The learners had difficulty in vocabulary and fluency, and they felt
more anxiety at the beginning. Nonetheless, towards the end of the term, they made
progress. Hence, they became more willing to communicate and participate in whole-class
discussions. As to small group discussion, learners had different opinions, which was
consistent with Cao and Philp’s (2006) research. Some of them enjoyed speaking French
with their peers in small group, while others regarded it as not authentic and not natural to
communicate with their classmates in a language apart from their L1. This result was
related to affiliation motives explained in Maclntyre et al.’s (1998) WTC model. To
conclude, the findings emphasize the complex and dynamic nature of the interaction

between self-confidence, anxiety, and perception of learning environment.

Unlike the previous studies, Maclintyre et al. (2011) employed a different qualitative
method in their study. They used focused essays in order to examine adolescent students’
ambivalence about communicating. 100 junior high school students in a French immersion
program described the situations where they felt most willing to communicate (241 entries)
and least willing to communicate (179 entries) in their essays. Mostly communications

with the teacher and peers in school context were reported by the students, in which
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perceived competence, autonomy, and relatedness were identified as major issues.
Summing up the results, it can be concluded that the situations which increased students’
WTC were remarkably similar to the situations which decreased their WTC. To illustrate,
students were both willing and unwilling to speak with learners who had a higher level of
French or lower level of French than themselves. They were both willing and unwilling to
get error correction or to use French media. Thus, this study demonstrates that some people
at certain times can be both willing and unwilling to communicate and teachers should take
this ambivalence into account. The researchers suggest that WTC construct can be
extended to include moment-to-moment dynamics within the social situation; WTC should
be examined from both individual differences approach and a dynamic dialogical

approach.

Peng (2012) performed a qualitative study in order to examine individual and contextual
factors that influence WTC in the EFL classroom in China by combining ecosystems
model and WTC. The study was done with four students by using semi-structured
interviews, classroom observations, and learning journals at a university. The classroom
was regarded as microsystem. Learner beliefs and motivation; cognitive, affective, and
linguistic factors; and classroom environment were explored to influence students’ L2
WTC in the microsystem. For instance; as the students stated in the interviews; having an
interest in learning English, learning expectations, having knowledge about a topic,
insufficient vocabulary, anxiety, caring about others’ opinions, classroom atmosphere,
teacher factors, and tasks contribute to increasing or reducing their WTC. Peng (2012) also
suggested the impact of other ecosystems on WTC in classrooms: mesosystem including
individuals’ prior learning experience, and participation in extracurricular activities;
exosystem referring to the relationship between a classroom setting and curriculum design

and evaluation criteria; macrosystem including social, educational and cultural factors.

This study is significant in that WTC was investigated from the ecological perspective and
it demonstrated there were more different factors influencing WTC apart from anxiety and
self- perceived communication competence. However, this study is limited to a specific

context. Many more factors in the ecosystems might also influence WTC.

As one of the latest studies, Cao (2014) conducted a multiple case study to examine
dynamic and situational L2 WTC in a classroom within a socio-cognitive perspective. The
participants were six Chinese students from English for academic purposes class at a

language school in New Zealand. A wide range of techniques, such as classroom
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observations, stimulated recall interviews, and reflective journals were applied to examine
situated nature of WTC. The learners were observed weekly for five months, and they were
asked for recording themselves. After observations, stimulated recall interviews were
performed. In addition, learners kept a journal to record their WTC in class. In order to
analyze the data, content analysis was used, and codes were identified by identifying first
occasions when participants mentioned their WTC or un-WTC.

According to Cao (2014), WTC was defined as a learner’s “observable intention to engage
in class communication with other interlocutors” (p.810). The findings of the study suggest
that WTC inside the classroom can be described as a dynamic situational variable instead
of a trait-like tendency. Learners” WTC behavior in class fluctuates from lesson to lesson
and even from task to task in a single lesson. This variation results from the three main
factors: environmental factors including topic, task type, interlocutor, teacher, and class
interactions (pair work, group work); individual factors meaning internal affective factors
such as self-confidence and personality; and linguistic factors including language
proficiency and dependence on L1. The combination of these factors impacts WTC and

acts as a facilitator or inhibitor on an individual’s WTC in class.

All in all, recent studies on WTC have pointed out the dynamic and situational nature of
WTC construct. Therefore, this situational view has challenged the perspective that views
WTC as solely trait-like predisposition. As the research has shown, WTC construct is

influenced by both trait factors and state factors.

2.4.3. Willingness to Communicate in the Turkish Context

In the Turkish EFL context, WTC has been scarcely investigated; it has been gaining
importance in recent years. Few studies are available in the literature that examines L2
WTC and interrelations among its variables. For instance; Cetinkaya (2005) carried out a
study that aimed to examine whether students were willing to communicate in English and
to test whether MacIntyre et al.’s (1998) WTC model was acceptable in terms of
explaining relations among social-psychological, linguistic, and communication variables
in the EFL context. The study was a hybrid design that combined both quantitative and
qualitative data collection and analysis procedures. 356 randomly selected students who

were freshmen in English preparatory classes filled in questionnaires consisting of 11
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scales and then, semi-structured interviews were conducted with 15 students who had
completed the questionnaire.

In this study, the students” WTC was found to correlate directly and significantly with their
attitude toward the international community and their perceived linguistic self-confidence.
Furthermore, their WTC was found to be indirectly influenced by their motivation and
personalities in terms of being introvert or extrovert through linguistic self-confidence.
Surprisingly, communication anxiety did not correlate with the perceived competence and
was not related to WTC.

Based on the findings, Cetinkaya (2005) stated that instructors need to create opportunities
for students to communicate in English. In addition, they should raise students’ awareness
of English language; they should give information about the history of English, current

status of the English language, and different varieties of English language.

Another study on WTC in the Turkish context was conducted by Sener (2014). The study
aims to examine the students” WTC in terms of writing, reading, and comprehension both
inside and outside the class. The second aim was to analyze the interrelations among
students’” WTC in English, linguistic self-confidence, motivation, attitudes toward the
international community, and personality. The participants were the students who studied
teaching English as a foreign language at a university in Turkey. Mixed method was
employed to collect data; quantitative part included scales, and qualitative part included
classroom observations and interviews. The scales were administered to 274 students.
Later, students who completed the questionnaire were observed by using Cao and Philp’s
(2006) observation schedule. During the observations, the students who were the least
willing and the most willing to communicate were selected. Then, 22 students among them

were interviewed.

The results demonstrated that students’ overall WTC was between moderate and high, and
there was no significant difference between WTC inside and outside the classroom. It was
also explored that the most significant predictor of students’ in-class and out-class WTC
level was self-confidence. Motivation and attitude toward international community also
had a significant influence on students’ in class and out-class WTC levels. Self-perceived
communication competence was significantly and positively correlated with WTC;
whereas anxiety negatively correlated with WTC both inside and outside the class. There

was a positive but relatively weak correlation existed between personality and WTC.

30



The last study on WTC in Turkey was carried out by Oz, Demirezen, and Pourfeiz (2015).
The research aimed at examining EFL learners’ perceptions of L2 WTC, and interrelations
among L2 WTC, communication and affective factors, gender differences. The participants
were 134 students (34 males and 100 females) majoring English in teacher education

program. They completed eight different scales.

The results indicated that half of the students had moderate WTC. A statistically significant
gender difference existed only in communication apprehension. Females had the highest
score in communication apprehension. On the other hand, males had higher scores in
perceived communication competence, WTC, integrativeness, and instrumental
orientations. The best predictive variable of WTC was self-perceived communication
competence and this finding is compatible with previous studies on WTC. Furthermore,
communication apprehension was found to exert a significant negative influence on WTC.
L2 WTC was affected by motivation indirectly through communication apprehension and

perceived communication competence.

All of the three studies on WTC posit that perceived linguistic self-confidence and self-
perceived communication competence significantly and directly impact Turkish college
students” WTC. They all aimed to identify relations between WTC and other affective,
communication variables. Mixed method was employed in the studies except for H. Oz et
al.’s (2015) study in which only quantitative method was employed. In Cetinkaya’s (2005)
study, participants were college students in English preparatory program while the
participants in the other studies were prospective English teachers at teacher education
program. In Sener’s (2014) study, WTC was examined in terms of writing, reading, and

comprehension whereas the other studies examined only speaking aspect of WTC.

This study was conducted at a vocational school as distinct from the other studies.
Additionally, the relationship between WTC and solely motivation was analyzed in detail
in terms of gender, classroom, department, and types of school which they graduated from.
The focus is on speaking aspect of WTC in this study. Triangulation method was used
unlike Cetinkaya’s (2005) and Oz et al.” (2015) study.
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2.5. Variables Influencing the Willingness to Communicate Construct

Since the suggestion of Maclntyre’s (1998) comprehensive model of L2 WTC, a wide
range of studies have been conducted to investigate the influences of different variables on

L2 WTC. Some of these important studies are reviewed in following sections.

2.5.1. Self Confidence

Clement proposed the term self-confidence which is a combination of a lack of language
anxiety and increased perceived competence (Clement & Kruidenier, 1985; Clement,
Dornyei, & Noels, 1994; MacIntyre & Charos, 1996; MacIntyre, Noels, & Clement, 2007).
In other words; if individuals feel less anxiety in L2 as well as if they are confident in their
language skills and evaluate their own L2 proficiency level as higher, they have more L2

self-confidence.

Research has shown that L2 self-confidence exerts a direct influence on L2 proficiency,
and motivation to learn L2 (Clement & Kruidenier, 1985; Clement, 1987; Clement et al.,
1994; MaclIntyre & Charos, 1996). Clement et al.” (1994) study also revealed that self-
confidence has both a direct effect on L2 proficiency and indirect effect on it through the
attitude toward and effort on learning English. They suggest that good classroom
atmosphere increases students’ self-confidence. Additionally, learners who perceive their
proficiency high contact positively and frequently with the target language community
(Clement et al., 1994; Maclintyre & Charos, 1996).

In their heuristic model of L2 WTC, Maclntyre et al. (1998) suggested both trait-like and
state self-confidence. In the layer IV of their model, self-confidence is an enduring
construct and defined as “the overall belief in being able to communicate in L2 in an
adaptive and efficient manner” (Maclntyre et al., 1998, p.551). State communicative self-
confidence in layer Il is situation-specific and includes state perceived competence which
suggests an individual’s momentary feeling of having enough ability to communicate
efficiently depending on a particular situation (Maclntyre et. al., 1998); and state anxiety
which is considered to be temporary reaction and feeling of tension or apprehension

(Spielberger as cited in Maclntyre et. al., 1998).

A wide range of studies have indicated that L2 self-confidence directly impacts L2 WTC
(Clement et al., 2003; Cetinkaya, 2005; Peng & Woodrow, 2010; Sener, 2014; Yashima,
2002; Yashima et al., 2004).
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2.5.1.1 Self-perceived Communication Competence

Self-perceived communication competence was conceptualized as “the feeling that one has
the capacity to communicate effectively at a particular moment” (Maclntyre et al., 1998,
p.549). This feeling of confidence results from previous experiences in particular
communicative situation, together with having the knowledge and skills required for
successful communication in that situation. However, novel situations can decrease
individuals” WTC, since people are not certain to have the required knowledge and skills

in those situations which they have not encountered before (Maclintyre et al., 1998).

Barraclough et al. (1988) point out that a person’s perception of his/her communication
competence considerably influences his/her communication apprehension and willingness
to engage in a communicative behavior. They suggest a person’s willingness to
communicate is significantly influenced by the person’s self-perceived communication
competence, instead of his/her actual behavioral competence. Furthermore, according to
McCroskey and Richmond (1990b, p.27), many people who do not have actually enough
skill to communicate but believe that they have enough competence to communicate, are
much more willing to communicate than those around them. On the other hand, people
who have sufficient skills to communicate but perceive themselves as poor communicators,
are inclined to be unwilling to communicate. Due to the fact that the decision about
whether to initiate communication is cognitive, WTC is probably more affected by an
individual’s perceived competence which one is usually aware of than the individual’s

actual competence which one is frequently unaware of (McCroskey & Richmond, 1990b).

Almost all studies on WTC have indicated that self-perceived communication competence
is the most significant determinant of both L1 and L2 WTC (Clement et al., 2003; H. Oz et
al., 2015; Maclintye, 1994; Maclintyre & Charos, 1996; Maclintyre et al., 1999; MacIntyre
et al., 2002; McCroskey & Richmond, 1990a, 1990b; Saint Leger & Torch, 2009; Sener,
2014; Yashima, 2002; Yashima et al., 2004) Therefore, much as actual competence may
impact communication, it is the perception of competence that will at last decide the choice

of whether to communicate (Clement et al., 2003).

2.5.1.2. Communication Anxiety

Before the conceptualization of communication apprehension, researchers examined the

concept under various terms including “stage fright” (Clevenger), “the early work on
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reticence” (Phillips), “unwillingness to communicate” (Burgoon), “social anxiety” (Leary),
“audience anxiety” (Buss), and “shyness” (as cited in McCroskey & Richmond, 1987).
These studies mostly suggest that individuals who have high levels of fear or anxiety about
speaking tend to avoid and withdraw from communication (McCroskey & Richmond,
1987, p.142).

In L1 communication, McCroskey conceptualized communication apprehension as a
person’s “level of fear or anxiety associated with either real or anticipated communication
with another person or persons” (Barraclough et al., 1988, p.188). Recent research on
communication apprehension has viewed the construct from both a trait and a state
perspective and the construct has been extended to include not only talking but also all
ways of communication (McCroskey, 1997; Maclntyre et. al, 1998).

Communication apprehension largely affects self-perception of communication
competence. Having high communication apprehension can hinder developing
communication competence because it impacts communication in a negative way. On the
contrary, low communication apprehension acts as a facilitator of communication
competence and it impacts communication positively (McCroskey, 1997). According to
MaclIntyre’s (1994) causal analysis on variables underlying WTC, people have high WTC
if they are not apprehensive about it and if they have high self-perceived communication
competence. On the other hand, an apprehensive individual who feels unable to
communicate is less willing to communicate. In addition, Maclintyre et al. (1999)
suggested that if communication apprehension is low, an individual’s perceived

competence tends to be higher, leading to greater WTC.

Language anxiety is conceptually similar to communication apprehension; they both refer
to anxiety about communicating and they both emphasize interpersonal interactions
(Horwitz et al., 1986; Macintyre & Charos, 1996). It was associated with three units:
communication apprehension, test anxiety, and fear of negative evaluation (K. Horwitz et
al., 1986). Gardner and Maclintyre (1993) define language anxiety as “the apprehension
experienced when a situation requires the use of a second language with which the
individual is not fully proficient” (p.5). Hence, they see it as a steady personality trait and
predisposition for a person to become anxious when speaking, listening, reading, or writing

in the second language.

Language anxiety influences second language acquisition negatively (Gardner &
Macintyre, 1993a). It has been found to be significantly and negatively correlated with
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achievement; course grades, standardized proficiency tests and second language
performance (Horwitz et al., 1986; Macintyre & Gardner, 1991; Maclntyre & Gardner,
1994). Anxiety has also negative influence on attitudes and motivation (Clement et al.,
1994). Learners who have low level of anxiety with regard to using English perceive their
level of English proficiency positively, have high motivation to learn and speak English
(Clement et al., 1994).

The fear of speaking in public by using a language with limited ability and skill is
suggested to be the most significant cause of language anxiety (Maclntyre, 2002).
Research has demonstrated that communication anxiety generally exerts direct and
negative influence on WTC (Cao & Philp, 2006; Clement et al., 2003; Maclintyre, 1994,
McCroskey, 1997; Peng & Woodrow, 2010; Yashima, 2002).

2.5.2. Social and Learning Context

Maclntyre et al. (2001) investigated the influences of social support and language learning
orientations on L2 WTC inside and outside the classroom in terms of speaking, writing,
reading and comprehension skills. The participants were 79 ninth grade French immersion

students in Sydney. Questionnaires were used to collect data.

The results revealed that five orientations for language learning which consist of job,
travel, friendship, knowledge and school orientations, and WTC both inside and outside
the classroom were positively correlated. However, it seems that stronger correlations exist
between language learning orientations especially job orientation and WTC outside the
classroom than inside the classroom. Moreover, concerning the four skills especially
speaking and writing skills, the students” L2 WTC inside the classroom is found to be
higher than outside the classroom in a social context. Besides, considerably higher levels
of WTC outside the classroom were found among students with social support, particularly
from friends than students without supportive friends. Nonetheless, social support did not
influence WTC inside the classroom much.

Clement et al. (2003) carried out a study with 248 Francophone and 130 Anglophone
students in a bilingual (French/English) university in the Canadian context. The aims of the
study were to combine the WTC with social context model and investigate the individual
and contextual difference variables including L2 contact, normative pressures, L2

confidence, WTC, identity, and frequency of L2 use between the two groups. The results
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demonstrated that the contextual model of L2 competence and the WTC model of L2 use
were successfully merged. In addition, a strong, positive relationship between students’
level of WTC and their reported frequency of L2 use was found. Also, a significant path
existed from L2 confidence to L2 WTC among Anglophones with the path coefficient of
.87, and among Francophones with the coefficient of .70.

2.5.3. Age and Gender

Maclntyre et al. (2002) examined the impacts of language (L1 vs. L2), sex, and grade on
L2 WTC; and the affective variables such as anxiety, perceived communication
competence, frequency of communication in French, attitude, and motivation in their
study. The research took place with 268 students including 96 males and 188 females
whose native language was English and who learned French as a second language.
Students’ ages varied from 11 to 16 years and their grades were 7, 8, and 9. The data were
collected by questionnaires. The results demonstrated that most students had a higher level
of WTC in the L1 than in the L2. Additionally, according to the results, female learners at
all grades and learners who studied in grades 8 and 9 were more willing to communicate.
The students in grade 8 were found to be more willing to communicate in L2, perceive
themselves as more competent, and communicate more frequently than the students in
grade 7. However, their L2 motivation declined from grades 7 to 8. In addition, there was a
decline in the difference between L1 and L2 WTC from grades 7 to 9. Also, L2 WTC was

most significantly correlated with L2 perceived competence at all grade levels.

2.5.4. International Posture

Yashima (2002) combined Gardner’s (1985) socio-educational model with MaclIntyre et al’
(1998) WTC model so as to examine the relations among variables that are likely to impact

Japanese college students’ WTC in English in the EFL context.

Yashima (2002) pointed out that EFL Japanese context is different from ESL Canadian
context where the integrativeness construct originated (Gardner & Lambert, 1959).
Japanese have limited contact with English-speaking people, and hence, there is an unclear
affective reaction to the L2 English group in Japan. Additionally, implying that some
researchers have queried the applicability of integrativeness to EFL contexts, Yashima

(2002) coined a new term “international posture” to modify the integrativeness construct.
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The term was defined by Yashima (2002, p.57) as individual attitudes toward intercultural

communication, toward international vocation or activities, and toward foreign affairs.

The data were collected by administering questionnaires to 297 college students. The
results revealed that L2 communication confidence had a strong and direct impact on L2
WTC. L2 WTC was directly affected by international posture as well, but the relationship
was not strong. International posture affected motivation, and motivation affected both
proficiency in English and L2 Communication Confidence. Motivation exerted indirect
influence on L2 WTC through communication competence. This study is significant, since
it supported WTC and socio-educational models, and also confirmed that the WTC
construct is applicable to a different EFL context.

Based on two investigations of Japanese students, Yashima et al. (2004) extended the
Yashima’s (2002) study and added the “frequency of communication in English” construct
in order to explain L2 communicative behavior. The studies were conducted with two
groups of high school students; 154 students in group one had a native speaker English
teacher, and 60 students in group two joined a study-abroad program in the U.S. The data
were collected by a number of questionnaires. The results of Yashima’s (2002) study were
replicated. The only difference was that international posture predicted both WTC and L2
communication behavior; however, international posture was explored to be a much
stronger predictor of frequency of communication than the WTC construct. Moreover, this
study emphasized the significance of WTC on L2 communication. According to the

analysis of two investigations, WTC predicted frequency and amount of communication.

2.5.5. Classroom environment

Weaver (2005) carried out a study with 232 first year and 268 second year students at a
university in Tokyo in order to develop a questionnaire and to measure students’ L2 WTC
in English inside the language class. The questionnaire he designed was a four-point
Likert-type scale and includes 34 items referring to communication tasks or situations
which happen in English classes and asking learners about their willingness to speak
English and write English in these situations. Rasch analysis was used to assess the items
of the questionnaire, and according to the results, 33 items were found reliable, valid, and
useful to describe students’ L2 WTC inside the classroom. Furthermore, the results

revealed that students mostly had a higher level of WTC in English speaking skill than

37



writing skill. There were no significant differences between first-year students” WTC and
second-year students’ WTC as the results showed.

Peng and Woodrow’s (2010) study presents a large-scale examination of L2 WTC with
579 students from eight different universities in China. Six scales including Weaver’s
(2005) L2 WTC scale were used to analyze the hypothesized model integrating WTC in
English with communication confidence in English, motivation to learn English, learner
beliefs, and classroom environment. According to the results, communicative confidence,
which is the combination of communication anxiety and perceived communication
competence in English, was found to be the strongest predictor of WTC. Thus, students
who perceive themselves as having high competence and feel less anxiety are more likely

to be willing to communicate.

Motivation had an indirect impact on WTC through communication confidence. A
motivated learner tends to have higher perceived competence and feel less anxiety, but
may not have higher WTC in English. The results supported the researchers’ hypothesis
that teacher support, task orientation, along with student cohesiveness would create a
convenient classroom environment. Classroom environment directly affected WTC,
communication confidence, and learner beliefs. This demonstrates that an engaging
classroom environment tends to encourage learners to be more willing to communicate
(Peng & Woodrow, 2010). Moreover, the variable of learner beliefs was found to influence
WTC indirectly.

This research could be regarded as heuristic in that it was the first endeavor to examine the
influences of a classroom environment and learner beliefs on WTC inside the EFL
classroom. Peng and Woodrow (2010) emphasize the significance of research on WTC in
English in EFL contexts. Students who are more willing to communicate seek and use an
opportunity to practice communicating in the target language. Hence, it is crucial to
investigate the personal and situational influences on students’ decision to initiate

communication.

2.6. Motivation in Second or Foreign Language Learning

The term “motivation” is difficult to define; thus, many researchers have tried to describe it
from different perspectives. It is defined by Harmer (2007) as: “some kind of internal drive

which pushes someone to do things in order to achieve something” (p.98). According to
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Deci and Ryan (1985, p.3), the study of motivation is an inquiry into the why of behavior.
As Maclntyre (2002) stated, questions about motivation seek to answer the two matters:
“1) why is behavior directed toward a specific goal, and 2) what determines the intensity or

effort invested in pursuing the goal” (p.46).

Gardner (1985) describes motivation for second language learning as: “the combination of
effort plus desire to achieve the goal of learning the language plus favorable attitudes
toward learning the language” (p.10). According to Gardner (1985; Gardner, Masgoret,
Tennant, & Mihic, 2004), four components are crucial in defining motivation: a goal,
effort, desire, and attitudes toward the activity. In other words, a motivated individual is
regarded as one who desires to attain a goal, expends effort in this direction, and enjoys the
task involved (Crookes & Schmidt, 1991; Gardner & Macintyre, 1993a). Gardner (1985;
Gardner et al., 2004) emphasized that none of these factors on their own could be
considered to be motivation. If individuals lack one of these factors, they are not regarded

as motivated.

A number of researchers and teachers attach great importance to motivation and they
acknowledge it as a key factor in affecting students’ success of L2 learning (Dornyei,
1998, 2001; Maclintyre, 2002). Even the brilliant learners are unlikely to achieve long-term
objectives if they are not adequately motivated (Dornyei, 1998, 2001, 2005; Dornyei &
Cheng, 2007; Dornyei & Guilloteaux, 2008). It provides the essential stimulus to initiate
L2 learning (Ddrnyei, 2005; Dornyei & Cheng 2007; Dornyei & Guilloteaux, 2008).

2.7. The History of L2 Motivation

Motivation is an intricate, multifaceted construct; it is an umbrella term that is comprised
of various variables (Dornyei, 1998, 2001). Therefore, the study of motivation in L2
learning has a long history and it is a constantly progressing field. It has been studied for
over 50 years and it is still being studied. Up till now it has gone through various phases,
and different researchers approach it with different aspects. They have identified a variety
of principal factors explaining differences of people’s action; in other words, they have
identified what motivates people most according to themselves (Dornyei, 2001; Ddrnyei &
Skehan, 2003). Dérnyei (2001, 2005; Dornyei & Ushioda, 2011; Doérnyei & Ryan, 2015)
divided the history of motivation into four main phases: the social-psychological period

(1959-1990), the cognitive-situated period (1990s), and the process-oriented period or
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socio-dynamic period (from 2000 to up till now) including his new conceptualization of
motivation, the L2 Motivational Self-system.

Until 1990s, the social-psychological approach had been prevalent. The pioneering
motivational research that has affected a wide range of studies in L2 motivation so far was
Gardner and Lambert’s (1959) research conducted in this period (Dornyei & Chan, 2013;
Hashimoto, 2002). Inspired by this work, Gardner’s (1985) socioeducational model
became the milestone. Most researchers have been still using this model in conducting
motivational research especially in conducting research on WTC and motivation. The
1990s brought about a marked change in the way of scholars’ conceptualization of
motivation and they came up with cognitive theories in educational psychology (Ddrnyei,
2001, 2005; Dornyei & Cheng 2007). The latest studies on L2 motivation focus on
language learners’ view of their desired future language selves (Dornyei & Chan, 2013).
Dornyei (2005, 2009) suggested “L2 Motivational Self System” as the latest emerging
theoretical paradigm. He has suggested three components for his theory: ideal L2 self,
ought to L2 self and L2 learning experience (Dornyei, 2005, 2009; Dornyei & Chan,
2013).

2.7.1. The Social-Psychological Period

Research on L2 motivation originated from the social-psychological approach led by the
influential work of Wallace Lambert, Robert Gardner and their associates in Canada,
beginning in 1950s and it shaped research into L2 motivation for decades (Crookes &
Schmidt, 1991; Dornyei, 1998, 1999, 2001, 2005; Dornyei & Ushioda, 2011; Gardner,
1985; Ushioda, 2008). The main tenet of the approach is that languages are distinct from
other school subjects, since language learning is directly affected by social context and
socio-cultural factors such as individuals’ attitudes towards and beliefs in L2 community.
In other words, language learning motivation involves being willing to identify with
members of another cultural community as well as acquiring knowledge or skill of the
community (Gardner & Lambert as cited in Dornyei, 2001; Dornyei, 2005; Dornyei &
Ushioda, 2011; Gardner, 1985; Gardner et al., 2004; Ushioda, 2008).

According to Dornyei (2001, 2003, 2005), it is not surprising that L2 motivation research
began in Canada; since it is a bilingual location where the speakers of two powerful world

languages, English and French, coexist. Thus, there has been a strong competition between
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these two official Canadian languages (Dornyei, 2001, p.15). Moreover, researchers in the
social sciences have continuously challenged to understand this rare situation, and the

Canadian government has promoted research accordingly (Dornyei, 2003, p. 4).

In Gardner’s (1985, p.133) socio-educational model, the success of second language
acquisition is suggested to be directly influenced by ethnocentric tendencies, aptitude,
attitudes toward the other community, orientation toward language learning, and
motivation. Moreover, the difference between orientation and motivation has great
importance in his theory; however, it has been frequently confused. Whereas “orientation”
is a term to express reasons or goals for L2 learning, “motivation” indicates the
combination of three major factors: motivational intensity, desire to learn the language, and
the attitude towards learning the language, and it may not be associated with an orientation
(Dornyei, 1999, 2001; Dornyei & Ushioda, 2011; Gardner, 1985; Gardner & Maclntyre,
1991; Maclintyre, 2002; Masgoret and Gardner, 2003). To put it another way, the
orientation indicates only a goal which may not have motive power (Gardner, 1985, p. 55).
Furthermore, orientation impacts individuals’ motivation; however, motivation has a direct
impact on second language achievement (Dornyei & Ushioda, 2011; Gardner, 1985;

Gardner & Maclintyre, 1991; Masgoret & Gardner, 2003).

Although Gardner (1985) acknowledged the existence of other orientations, two types of
orientations are given most attention in his model. An integrative orientation refers to
positive disposition toward target language group, desire to communicate with and even
become like the valued members of that community (Gardner & Lambert, 1959; Gardner,
1985; Dornyei, 1999, 2001; Dornyei & Ushioda, 2011). An instrumental orientation refers
to potential pragmatic advantages of L2 linguistic achievement, such as getting a better job
or earning more money (Ddrnyei, 1999, 2001; Dornyei & Ushioda, 2011; Gardner &
Lambert, 1959; Gardner, 1985; Ushioda, 2008).

Although these two orientations have been significant concepts in the L2 motivation
research, it is not the instrumental/integrative dichotomy, but the broader concept of the
“integrative motive” that has become the most developed and researched aspect of
Gardner’s motivation theory (Ddrnyei, 1999, 2001; Dornyei & Ushioda, 2011). It refers to
“motivation to learn second language because of positive feelings toward the community
that speaks the language” (Gardner, 1985, p.82-83). An integrative orientation indicates
simply a goal to study L2 due to favorable attitudes towards the target language group.

Provided that this orientation relates to effort exerted to reach that goal and eagerness to
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learn the language, integrative motive occurs (Gardner, 1985, p.54-55; Maclntyre, 2002). It
is likely that some learners have an integrative orientation, but are not motivated to learn

the language.

The integrative motive is composed of three basic elements; integrativeness, attitudes
towards the learning situation, and motivation (Gardner, 1985). Integrativeness involves
integrative orientation, interest in foreign languages, and attitudes toward L2 community
(Dornyei, 2005; Dornyei & Ushioda, 2011; Gardner & Maclntyre, 1993a). The
manifestations of integrativeness are positive attitudes to the other language group,
eagerness and interest in social interaction with members of the group, and openness to
identify with that group (Gardner & Maclintyre, 1993a, 1993b; Maclntyre, 2002; Masgoret
& Gardner, 2003). The concept of attitudes towards the learning situation implies affective
reactions to formal language instruction, which includes attitudes towards the language
teacher, the L2 course, the textbooks, language laboratory (Dornyei, 2005; Ddrnyei &
Ushioda, 2011; Gardner & Maclntyre, 1993a, 1993b; Masgoret and Gardner, 2003).

Gardner and Maclntyre (1991) examined the influences of instrumental motivation and
integrative motivation on French/English vocabulary acquisition. They found that both
integrative motivation and instrumental motivation had a positive influence on L2 learning.
Still, they emphasized that integrative motivation was more effective than instrumental
motivation; since instrumental motivation had a positive effect as long as the stimulus was
present. In addition, the results revealed that orientation did not have an effect on the

achievement in L2 learning, but motivation affected the achievement directly.

Masgoret and Gardner (2003) conducted a meta-analysis of 75 studies carried out by
Gardner and his associates. The purpose was to examine the impact of attitudes toward the
learning situation, motivation, integrativeness, integrative and instrumental orientations on
second language achievement; secondly, to examine the impact of language context and
age on these variables. The results demonstrated that all of the variables correlated
positively with the achievement in second language; however, the strongest correlation was
found between motivation and achievement. The results also indicated that L2 environment
and age did not affect the variables significantly. In addition, it was found out that
integrative motivation had a substantial effect on second language acquisition, which was
previously supported in other studies (Gardner & Lambert, 1959; Gardner, 1985; Gardner
& Maclintyre, 1991; Gardner, Tremblay, & Masgoret, 1997).
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One of the greatest contributions of Gardner to the research on motivation is to develop the
measure of Attitude/Motivation Test Battery (hereafter AMTB) which has been frequently
utilized so far in various studies of L2 motivation and which has been demonstrated to
have good psychometric qualities with construct and predictive validity (Dornyei, 1998,
2005; Gardner, 1985; Gardner & Maclintyre, 1993b; Gardner et al., 2004). It was aimed to
measure the primary affective variables proposed in the socio-educational model. It is
composed of over 130 items, 11 subtests which can be grouped into the categories of
motivation, integrativeness, attitudes toward the learning situation, language anxiety, and

instrumental orientation (Gardner & Macintyre, 1993a; Masgoret & Gardner, 2003).

2.7.1.1. Criticisms to Socio-educational Model

Prior to the Gardner and Lambert’s (1959) research, achievement in second language
acquisition had been widely related to the linguistic aptitude. Their research demonstrated
that there were also other motivational variables which influenced the success in second
language acquisition. Moreover, Gardner (1985) not only conceptualized motivational
factors, but also based his theory on empirical research and introduced both socio-
educational model and AMTB. Despite the fact that Gardner’s socio-educational model
was groundbreaking, some researchers were critical of it in the 1990s. As Dornyei (1994a)
pointed out, the possibility of making detailed comments on Gardner’s theory is a
manifestation of the ‘high level of elaboration of his model’ (p.516). Furthermore, the aim
of the critical studies on Gardner’s (1985) motivation theory was to complement and

expand it rather than object to it (Ddrnyei, 1994a; Maclntyre, 2002).

First criticism is that Gardner’s motivation theory has been too much dominant and so,
other social-psychological approaches or other motivational concepts were ignored
(Crookes & Schmidt, 1991; Dornyei, 1994b; Oxford & Shearin as cited in Gardner &
Tremblay, 1994; Maclintyre, 2002). Secondly, though Gardner (1985) differentiated
motivation from orientation, they are interchanged frequently in the L2 research (Ddrnyei,
1994a). Orientation is strongly connected with motivation; a person’s motivation to do
something possibly means the person’s reasons for doing something. In addition, in
Gardner’s motivation model, integrative motivation includes integrative orientation.

Hence, the difference between orientation and motivation is not so clear.
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Another criticism is that there is terminological confusion regarding the term “integrative”
(Dornyei, 1994a, 2005). It appears in the Gardner’s motivation model three times at three
different levels: integrativeness, integrative motive/ motivation, and integrative orientation
(Dornyei, 1994a; Dornyei, 2005, p. 68-69). These terms can be easily exchanged in the
place of each other (Doérnyei, 1994a). Another terminological confusion arises due to the
fact that “motivation” is a subcomponent of the integrative motivation construct (Ddrnyei,
1994a; 2005). The term motivation is more extensive than integrative motive, so the latter
must be part of the former (1994a). Moreover, it is unclear whether motivation refers to L2
motivation in general or integrative motivation or the specific motivation subcomponent of

the integrative motivation (Dérnyeli, 1994a, 2005).

Gardner and Tremblay (1994) disagreed with the idea that Gardner and his associates’
motivation theory was limited or limiting as suggested. According to them, this idea
resulted from the misunderstanding of the theory in that it was not only based on the
difference between integrative and instrumental motivation (Dornyei, 2005; Gardner &
Tremblay, 1994). The theory emphasizes the importance of integrative motivation; but
instrumental motivation is not emphasized much. Furthermore, the importance of
integrative motivation is not the main focus of the theory. The emphasis is on the concept
of “motivation”. Additionally, the distinction exists only between instrumental orientation

and integrative orientation, not motivation (Ddrnyei, 1998; Gardner & Tremblay, 1994).

Gardner and Tremblay (1994) supported the critical studies and acknowledged that they
provided deeper understanding of motivation; however, according to them, empirical
research was necessary to test the ideas (Dornyei, 1994a; Gardner & Tremblay, 1994;
Maclintyre, 2002). All researchers agree that motivation is a key factor in second language
learning. Nevertheless, they differ in their ideas regarding the variables that influence
motivation and they also differ in wording to explain the motivation construct (Gardner &
Tremblay, 1994).

2.7.2. The Cognitive-Situated Period

As well as the criticisms mentioned above, a number of researchers believed that Gardner’s
theory did not examine motivation from a cognitive aspect (Crookes & Schmidt, 1991;
Dornyei, 1994b); it tended to view second language learning as an unconscious process

which was hard to connect with motivation (Crookes & Schmidt, 1991). It elaborates the
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influences of motivation on the social milieu (Dornyei, 1994b); on the other hand, it does
not underscore the classroom context of learner motivation adequately (Crookes &
Schmidt, 1991; Doérnyei, 1994a, 1994b; Ushioda, 2008) and does not account for actual
student behaviors (Dornyei, 1994a). This does not meet second language teachers’
expectations of motivation (Crookes & Schmidt, 1991). Therefore, in the early 1990s, the
scholars called for a more practitioner-validated classroom-based concept of motivation
and attempted to reopen the motivational research agenda (Crookes & Schmidt, 1991;
Dornyei, 1994a, 1994b; Ushioda, 2008). They did not refuse the social-psychological
approach, but broadened it by integrating cognitive motivation concepts (Ddrnyei &

Ushioda, 2011, p.47).

This period witnessed an emergence of various new theories and their applications to the
study of L2 motivation. The most influential cognitive theories dealing with motivation
were: self-determination theory (Deci & Ryan, 1985) and attribution theory (Weiner, 1985,
1992).

2.7.2.1 Dornyei’s 1994 Framework of L2 Motivation

Following Crookes and Schmidt’s (1991) initiative to call for a new agenda for the L2
motivation research, Dornyei (1994b) attempted to design an extensive motivational
construct pertinent to L2 classroom motivation and suggested a broad list of motivational
constituents which were classified as three principal dimensions; the language level, the
learner level, and the learning situation level (Dornyei, 1998, 2001; Dornyei & Ushioda,
2011, p. 51).

The language level, which is the most general level of the framework, includes a wide
range of components connected with aspects of the L2 and examines the roles of
integrative and instrumental motivation, which is similar to Gardner’s theory (Ddrnyei,
1994b). The learner level refers to individual difference variables that affect learning
process such as self-confidence and need for achievement (Dérnyei, 1994b; Dornyei &
Ushioda, 2011). The learning situation level, which is the most elaborate level of the
framework, is related to three situation-specific motives in a classroom (Dornyei, 1994b,
1998, 2001). Firstly, course-specific motivational constituents are the syllabus, the
teaching materials, the teaching method, and the learning tasks (Ddrnyei, 1994b, 1998,

2001; Dornyei & Ushioda, 2011). Secondly, teacher-specific motivational constituents
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refer to the motivational influence of the teacher’s character, behavior and teaching style.
The last one, group-specific motivational constituents are associated with the group

dynamics of the learner group.

Each level of motivation has a strong influence on overall motivation independently of the
others; if the variables at just one level change, the overall motivation completely change
(Dornyei & Ushioda, 2011). This framework is significant due to the fact that it
emphasizes the multifaceted nature of L2 motivation; integrates various lines of research
and provides comprehensive analysis of particular learning situations and related motives
(Dornyei, 1998).

2.7.2.2. Self-Determination Theory

Deci and Ryan’s (1985) self-determination theory has far-reaching effects on both
psychology and language education. Self-determination is “a quality of human functioning
that involves the experience of choice” (Deci & Ryan, 1985, p.38) and is based on the

concepts of volition, intentionality or will.

According to Ryan and Deci (2000), motivation is not a singular construct; individuals
differ both in the amount of motivation and in the orientation of that motivation; that is the
kind of motivation. In self-determination theory, orientations of motivation can be
classified depending on how much the goal of carrying out an activity is self-determined
(Noels, Clement, & Pelletier, 2001; Noels, 2001). In other words, these kinds of motivation
explain the reasons or goals of personal choices which cause an action. The kinds of
motivation in self-determination theory are: intrinsic motivation, extrinsic motivation and
amotivation (Deci & Ryan, 1985; Deci, Vallerand, Pelletier, & Ryan, 1991; Dornyei &
Ushioda, 2011; Noels, Pelletier, Clement, & Vallerand, 2000; Noels et al., 2001; Ryan &
Deci, 2000).

Intrinsic motivation means engagement in an activity for its own sake in order to
experience pleasure or satisfaction (Deci & Ryan, 1985; Deci et al., 1991; Dornyei &
Ushioda, 2011; Noels et al., 2000; Noels et al., 2001; Ryan & Deci, 2000). It is the most
self-determined kind of motivation; people who have intrinsic motivation choose to do an
activity with free will without any rewards or pressures (Deci & Ryan, 1985; Deci et al.,
1991; Ryan & Deci, 2000). As to L2 learning, intrinsically motivated students voluntarily

learn L2 because they enjoy doing it and they find learning L2 interesting and challenging.
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Thus, they sustain their effort and engagement in the L2 learning process without external
rewards (Noels et al., 2001).

Contrary to intrinsic motivation, extrinsic motivation describes the actions performed to
attain some instrumental purposes such as receiving a reward or avoiding punishment
(Deci et al, 1991; Dornyei & Ushioda, 2011; Noels et al., 2000; Ryan & Deci, 2000).
Extrinsic motivation is also divided into four forms and these motivational forms can be
placed on a continuum according to the degree to which the motivation for one’s actions

stems from one’s self (Dornyei & Ushioda, 2011; Noels et al., 2000; Ryan & Deci 2000).

The least autonomous extrinsically motivated behaviors can be defined as externally
regulated. It refers to actions controlled by external sources (Deci et al, 1991; Dornyei &
Ushioda, 2011; Ryan & Deci 2000). For instance, a student learns L2 due to the threat of a
punishment such as course requirements, or for a reward such as getting a teacher’s praise
or getting a better a job (Noels et al., 2000; Noels et al., 2001; Noels, 2001). When the
reason for learning the language is removed, there is no motive to continue engagement in
the learning process (Noels et al., 2000; Noels, 2001). In Noels et al.’s (2000) study, the
instrumental orientation in Gardner’s motivation theory had the highest relationship with

external regulation.

The second form of extrinsic motivation is introjected regulation which is more self-
determined. According to this regulation, individuals perform an activity because of the
feeling of pressure from other people and to avoid guilt, anxiety or shame (Noels et al.,
2000; Noels et al., 2001; Noels, 2001; Ryan & Deci 2000). To illustrate, a student practices
an L2 in order to avoid being embarrassed if he/she cannot speak L2 (Noels et al., 2000).
Another example is a student who engages in learning L2 in order not to feel guilty for
disappointing a teacher or a parent (Noels, 2001). Once the pressure is disappeared,

engagement in learning an L2 probably decreases (Noels et al., 2000; Noels et al., 2001).

The more self-determined type of extrinsic motivation is identified regulation which is
somewhat internal (Deci et al, 1991; Noels et al., 2000; Noels et al., 2001; Ryan & Deci
2000). It refers to the person who decides to carry out an activity to reach a goal or because
the person values and identifies with the action; in other words, the action is accepted or
owned as personally important (Deci et al, 1991; Dornyei & Ushioda, 2011; Noels et al.,
2000; Noels et al., 2001; Ryan & Deci 2000). In this situation, students learn L2 because
they have chosen freely to do so and because learning L2 is important to attain a valued
goal (Noels et al., 2001). For instance, a learner voluntarily does extra work in language
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class since the learner believes it is important to be successful in language learning (Deci et
al., 1991).

The most autonomous and internal form of extrinsic motivation is integrated regulation. It
occurs when identified regulation is fully assimilated to the self, which means they have
been evaluated and brought into congruence with the self’s values and needs (Ryan & Deci
2000, p. 62). Integrated regulation has a close resemblance to intrinsic motivation because
it is fully controlled by the self and they are both autonomous (Deci et al., 1991; Ryan &
Deci 2000). However, it is different from intrinsic motivation due to the fact that the
activity is not performed because of the interest in the activity itself, but because it is
considered personally important for a valued outcome (Deci et al., 1991; Ryan & Deci
2000).

The third type, amotivation refers to the lack of any kind of motivation (Ddrnyei &
Ushioda, 2011). Contrary to intrinsic and extrinsic motivation, it lacks an intention to act;
it is impersonally regulated and not self-determined (Ryan & Deci, 2000). In this case, a
student has no goal or reason to learn L2 and so, the student is likely to quit making effort

in learning and performing the activity (Noels et al., 2000; Noels et al., 2001; Noels, 2001).

Even though self-determination theory has not addressed L2 motivation, research has
demonstrated the usefulness and significance of this theory in learning L2 (Noels et al.,
2000; Noels et al., 2001; Noels, 2001). Noels has made the most contribution and
pioneered to extend self-determination theory to L2 learning motivation. Surprisingly, the
study carried out by Noels et al. (2000) indicated that identified regulation, rather than
intrinsic motivation scales, had the strongest correlation with perceived competence,
perceptions of freedom of choice and intention to continue L2 studies, while amotivation
had a negative correlation with these variables. Both Noels’ (2001) study and Noels et al.’s
(2001) study demonstrated that the more learners felt competent and autonomous in
learning L2, the more intrinsically motivated they were. The findings of all these studies
are compatible with the principles of self-determination theory; as the reason for L2
learning is internalized, students feel more comfortable and determined. Moreover, both
Noels’ (2001) and Noels et al.’s (2001) study showed the similarity of integrative
orientation in Gardner’s Socio-Educational model to intrinsic motivation and identified
regulation; they were highly correlated. Furthermore, intrinsic and integrative orientations

were found to have significant relations with motivational intensity and intention to
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continue L2 studies in these studies. So, it means that they both significantly influence

engagement in language learning.

2.7.2.3. Attribution Theory

The attribution theory of student motivation was widely influential in the 1980s (Dérnyet,
2003, 2005). It successfully links individuals’ achievements to their past experiences by
means of causal attributions as the mediating link (Doérnyei, 2003, p.8; 2005, p. 79). The
main tenet of the theory is that people’s subjective interpretation of why past successes and
failures have happened determines their motivation to initiate future action (Dornyei, 2001,
2003, 2005; Weiner, 1992). For example, if people attribute their failure in a particular task
to low ability, then their motivation may decrease or even disappear; thus, they may give
up trying the activity again (Ddrnyei, 2005). The reason is that lack of ability is an internal
cause and uncontrollable (Weiner, 2010). However, if people believe that their failure
stems from a lack of effort, they have a chance to increase their motivation by trying again;

because effort is an internal, controllable cause (Ddrnyei, 2005; Weiner, 2010).

According to Weiner (1992, 2005), this theory starts with a completed event, for example,
success or failure at an exam. Then, an individual’s affective reaction to the exam outcome
which is especially negative, unexpected or significant raises the question of why. The
answer to this question is a causal attribution; it explains why a particular outcome
occurred (Weiner, 2005; William & Burden, 1999). The four major causes to which
learners ascribe their failure or success are ability, effort, luck and task difficulty (Weiner,
1985, 2005, 2010; William & Burden, 1999).

In order to compare and contrast causes and to understand the motivational consequences
of the causal beliefs, the causes are further categorized into three dimensions: locus of
causality, controllability, and stability (Weiner, 1985, 2005; William & Burden, 1999).
Locus of causality indicates the perceived location of a cause, which is either internal or
external to the learner; controllability describes whether the outcome or cause can be
controlled or volitionally changed by the learner; and stability represents the duration of a
cause (Weiner, 2005; William & Burden, 1999). Considering the four major causes of
achievement outcomes, ability or aptitude is classified as internal, stable, and
uncontrollable; effort is classified as internal, unstable, and controllable; luck or chance as

external, unstable, and uncontrollable; task difficulty as external, stable, controllable or
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uncontrollable (Weiner, 1985, 2005, 2010). If a cause is perceived as stable, then the same
outcome is expected again (Weiner, 1985, 2005). For example, if learners perceive their
failure in the exam as being because of an absence of ability, then taking another exam is
anticipated to lead to failure again (Weiner, 1992, 2005). On the contrary, if the outcome is
attributed to an unstable factor such as luck, the expectancy of that outcome may not
change; this does not indicate that the same outcome (success or failure) will occur again
(Weiner, 1985, 1992, 2005).

Since the salient difference between L1 and L2 learning is the level of proficiency,
attribution theory of motivation plays a key role in L2 learning (Ddrnyei & Ushioda, 2011,
p. 55). As the failure in L2 learning is highly frequent worldwide, the way people process
these failures has a very strong general effect (Dornyei, 2001, p. 120, Dornyei, 2005, p.79).
The significance of attributional processes in language learning was indicated by the
studies of Ushioda (1996) and Williams and Burden (1999). Causal attributions were also
included in the learner level in Dornyei’s (1994b) framework.

Conducting a qualitative study, Ushioda (1996) found out that positive motivational
thinking depended on two attributional reasons; positive L2 outcomes attributed to
personal ability or other internal factors (e.g. effort) and negative L2 outcomes attributed to
temporarily shortcomings that can be overcome (e.g. lack of effort or time to spend)
(Dornyet, 2005, p. 79-80; Dornyei & Ushioda, 2011, p. 56).

With the aim of examining the developmental aspects of learner attributions in L2 learning,
William and Burden (1999) demonstrated in their study that age differences influence the
learners’ range of attributions relating to success and failure. While 10-12-year olds
perceived main reasons for success as listening and concentrating, older children provided
more various attributions, such as ability, level of work, effort and the effect of others and
the attributions were generally internal. The attributions which seemed to be specific to
language were circumstances and strategies. This study also indicated the significant

impact of social context on the attributions of success and failure.

2.7.3. The Process-Oriented Period

As acquiring L2 is a sustained learning process, learners’ language learning motivation
demonstrates dramatic fluctuations over a long period (Dérnyei & Otto, 1998; Dornyei,
2001, 2003, 2005; Doérnyei & Ushioda, 2011). Even during a single L2 class, learners’
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enthusiasm varies (Dornyei & Ryan, 2015, p.84). Hence, describing motivational processes
as they happen in time has considerable significance (Dornyei & Ushioda, 2011; Dornyei
& Ryan, 2015). Although this dynamic character and temporal variation of student
motivation are known by most educators, previous motivational models neglected this
aspect of motivation (Ddrnyei, 2001, 2005; Dornyei & Ushioda, 2011). In the late 1990s,
its significance was realized and the most elaborate process model of L2 motivation was
created by Dornyei and Otto (1998).

The process model arranges the motivational influences of L2 learning along the
progression of separate actional events that indicate how motivated behavior is initiated
and enacted (Dornyei & Otto, 1998; Dornyei, 1999, 2000, 2003; Dornyei & Ushioda,
2011). It includes two dimensions. Action sequence describes the behavioral process by
which the initial wishes are converted to goals, then to intentions, leading ultimately to
action and, hopefully, to the achievement of the goals, concluded by the final evaluation of
the process (Dornyei & Otto, 1998; Dornyei, 2000; Dornyei & Ushioda, 2011).
Motivational influences involve the energy sources and motivational forces underlying and

fueling the behavioral process.

The motivated behavioral process is separated into three stages: preactional stage, actional
stage, and postactional stage (Dornyei & Otto, 1998; Dornyei, 2000, 2001, 2003, 2005;
Dornyei & Ushioda, 2011). Firstly, at the preactional stage, motivation must be generated.
The generated motivation causes the choice of the goal or task to be sought; thus, this stage
can correspond to “choice motivation” (Ddrnyei, 2001, 2003, 2005; Dornyei & Ushioda,
2011). Furthermore, this stage consists of three sub-processes; goal setting, intention
formation, and the initiation of intention enactment. Goal setting is the first process in
which a person’s wishes/hopes, desires, and opportunities are selected as an actual goal to
be pursued (Dornyei & Otto, 1998; Dornyei, 2000). However, the goal does not have a
direct effect on the action; it needs to be formed into an intention. Therefore, for action
initiation, it is essential to add a commitment to the goal and then to develop an action plan
including concrete guidelines and time frame (Ddrnyei & Otto, 1998; Doérnyei, 2000). Still,
these are not sufficient to initiate action; there must be the start condition and the essential

means and resources must be available (Dornyei & Otto, 1998; Dornyei, 2000).

The actional stage suggests that the generated motivation must be maintained for the
duration of a specific goal or task (Dornyei, 2001, 2003, 2005; Dérnyei & Ushioda, 2011).

A person undertakes a task and in this way, the person commits him/herself to action.

o1



Therefore, this stage can also be called “executive motivation”. It consists of three
processes. In subtask generation and implementation process, action plans are divided into
manageable units and individuals put these subtasks into action (Dornyei & Otto, 1998;
Dornyei, 2000; Dornyei & Ushioda, 2011). Nevertheless, the action plans are generally not
accomplished; individuals constantly generate further subtasks or goals. Appraisal process
refers to the ongoing process in which learners constantly assess the environmental stimuli
and their action progress (Dornyei & Otto, 1998; Dornyei, 2000; Dornyei & Ushioda,
2011). Action control processes include self-regulatory mechanisms that improve, protect
and maintain motivation and learning progress (Dornyei & Otto, 1998; Dornyei, 2000;

Doérnyei & Ushioda, 2011).

Based on the interaction between the appraisal and control processes, the action causes
some outcomes; the optimal outcome is that the goal is accomplished, while the opposite
outcome is ending the action entirely (Dornyei & Otto, 1998; Dornyei, 2000). After the
action has been carried out or possibly interrupted for a period, the postactional stage starts
(Dornyei & Otto, 1998; Dornyei, 2000; Dornyei & Ushioda, 2011). In this stage, learners
assess their action outcome and prepare for future actions. Future tasks will be determined
by the learners based on the success or failure of the goal or task during the actional stage
(Dornyei & Otto, 1998; Dornyei, 2000; Dornyei & Ushioda, 2011). This stage is also
called motivational retrospection (Dornyei, 2001, 2003, 2005).

Dornyei acknowledged that his process-oriented model has some shortcomings (Dornyei &
Otto, 1998; Ddornyei, 2000, 2005; Dornyei & Ushioda, 2011). Firstly, it is hard to define
when the actional process begins and ends in a real classroom setting (Dornyei & Otto,
1998, Dornyei; 2000, 2005). Secondly, it is impossible to isolate the actional process in
question because learners are usually engaged in a number of other continuing activities,
which may interfere with the actional process (Dornyei & Otto, 1998; Dornyei, 2000,
2005). Different action parts can be active at the same time. For instance; a new action
might be introduced while the accomplishment of the previous action is still being
assessed. This is especially accurate in classroom contexts where students’ motivation and
success are the result of various interacting academic and social aims or intentions.
Nonetheless, there is not adequate research on examining how people manage multiple
actions and aims and how they prioritize between them (Ddrnyei & Otto, 1998; Doérnyet,

2000, 2005).
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In a nutshell, the process model could not describe well the dynamic and situated
complexity of the learning process or the multiple goals forming learner behavior (Dornyei
& Ushioda, 2011).

2.7.4. Socio-dynamic Period

From the process-oriented period, L2 motivation research proceeded to a new phase, socio-
dynamic period (Dornyei & Ushioda, 2011). This period emerged in an attempt to
understand the ever-changing nature of motivation and the driving force behind today’s
foreign language learners’ motivation (Dornyei & Ryan, 2015; p.84). The period is also
characterized by the move towards more socially based, dynamic and complex interacting

systems in the analysis of L2 motivation (Dornyei & Ushioda, 2011, p. 72).

Socio-dynamic models of motivation investigate specific learner behaviors and classroom
processes in a situated manner and motivation is seen as a dynamic factor that indicates
continuous fluctuation (Dornyei & Ryan, 2015, p.84). The previous approaches of L2
motivation examine a small number of key factors that influence learners’ behavior or
performance. They do not explain a variety of internal, situational, and temporal factors
that can influence learners’ motivation (Ddrnyei & Ushioda, 2011, p. 72). Moreover, they
concentrate the attention on generalizable types of learner; learners who share similar
scores, exhibit particular characteristics and behave in particular ways (Dornyei &
Ushioda, 2011). They neglect the unique individuality and intentionality of human beings

as they engage in the process of language learning.

2.7.4.1. L2 Motivational Self System

The L2 Motivational Self System illustrates a big reformation of the previous motivational
thinking and indicates the transition to the socio-dynamic period in L2 motivation research
(Dornyei, 2005; Dornyei & Ushioda, 2011; Dornyei & Ryan, 2015; Ushioda & Dornyei,
2009). As well as major developments in psychological research on self, L2 Motivational
Self System has emanated from the growing dissatisfaction with the Gardner’s (1985)
integrative motivation and the need to reinterpret “integrativeness” (Ddrnyei, 2005, 2009;
Doérnyei & Ushioda, 2011).
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The basic premise underlying the integrative concept in socio-educational model is that L2
learner “must be willing to identify with members of another ethnolinguistic group”
(Gardner & Lambert, 1972, p.135) and this conceptualization makes sense in the
multicultural context of Montreal, where it originated from (D6rnyei, 2005, p. 94; Ushioda
& Dornyei, 2009, p.2). However, because of the global spread of English, there iS no
salient target L2 community. The English language has become separated from its native
speakers; so learners cannot identify with native speakers of English. In most learning
environments, foreign language is taught as a school subject without any direct contact
with speakers. Hence, the concept of “integrative” is ambiguous and does not make much
sense in these environments (Csizer & Cormos, 2009; Dornyei, 2009; Maclntyre,

Mackinnon & Clement, 2009; Ushioda & Dornyei, 2009).

Dérnyei’s initial empirical support for the reconceptualization of integrativeness and the
trigger for his proposal of L2 Motivational Self System come from his research with Csizer
on Hungarian students’ attitudes to learning foreign languages spanning the period from
1993 to 2004 (Cszier & Dornyei, 2005; Dornyei & Csizer, 2002; Dornyei, 2005; Dornyei,
Csizer, & Nemeth, 2006; Taguchi, Magid & Papi, 2009). It was the largest motivation
study ever; the data was obtained by a repeated stratified national survey of motivation
from 13,391 middle school students in Hungary toward studying five target languages. The
multivariate statistical analysis revealed that integrativeness was the single, most important
factor in forming learners’ motivated behavior. It subsumed and mediated all the other
motivational factors measured in the surveys (Cszier & Dornyei, 2005; Dornyei & Csizer,

2002; Dornyei, 2005; Dornyei et al., 2006).

Dornyei and Csizer (2002) suggest that integrativeness represents a broader construct than
Gardner’s (2001) definition would suggest (Macintyre et al., 2009). In addition, two
antecedent variables; instrumentality and attitudes toward L2 speakers/community were
found to determine integrativeness (Csizer & Dornyei, 2005; Dornyei & Csizer; 2002).
This result indicated that two different variables, pragmatic incentives and personal
attitudes toward members of the L2 community defined the main constituent in the
motivation paradigm (Dornyei, 2005, 2009; Taguchi et al, 2009). According to Dornyei
(2005), applying the self-framework offers good explanation of the findings. He (2005)
suggested that integrativeness can be interpreted as being an L2 specific facet of an L2

learner’s ideal self: “if the person that we would like to become is proficient in the L2, we
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can be described as having an integrative disposition” (Dornyei, 2005, p. 102; Ddornyei,
2009, p.27).

In a nutshell, both empirical findings and theoretical considerations led Doérnyei to a
reconceptualization of L2 motivation as part of the learner’s self-system (Doérnyei, 2005;
2009, p. 29). The good fit between the new theoretical approach and the Hungarian data
convinced him that future self-guides are main constituents of this system (Dornyei, 2005,
2009, p.29). Therefore, he (2005) built on the Marcus and Nurius’ (1986) theory of
possible selves and Higgins’ (1987) self-theory from the field of psychology to develop

this new conceptualization of L2 motivation.

Possible selves are visions of the self in future states, involving “individuals’ ideas of what
they would like to become, what they might become, and what they are afraid of
becoming” (Markus & Nurius, 1986, p. 954). Possible selves act as future self-guides;
reflecting dynamic, forward-pointing conception that can account for how someone is
moved from the present toward the future (Dornyei, 2009, p.11; Dornyei & Ushioda, 2011,
p. 80). Higgins’ (1987) self-discrepancy theory proposes a useful description of how
possible selves regulate motivation (Doérnyei & Ryan, 2015, p. 87). Higgins (1987)
focused on two types of possible selves, the ideal self, referring to attributes that someone
would ideally like to possess; the ought self, referring to the attributes that one believes one
ought to possess. According to the theory, motivation refers to the desire to lessen the gap
between one’s actual self and the projected behavioral standards of the ideal/ought selves

(Dornyei & Ushioda, 2011; Higgins, 1987).

Higgins (1987, 1998) pointed out a critical difference between the two types of possible
selves. Ideal self-guides have a promotion focus which is related to hopes, aspirations,
advancements, growth, and accomplishments; while ought-to self-guides have a prevention
focus, which regulates the presence or absence of negative outcomes, associated with

responsibilities and obligations.

Drawing on possible selves theory and self-discrepancy theory, the L2 Motivational Self
System offers a broad construct which is composed of three dimensions; the ideal L2 self,
ought-to L2 self and L2 learning experience. Ideal L2-self concerns a desirable self-image
of the type of L2 user that one would ideally like to be in the future (Dornyei, 2005, 2009,
2014; Dornyei & Ushioda, 2011; Dornyei & Ryan, 2015). If people see a discrepancy
between this and their current state, they may be motivated to learn a new language
(Dornyei & Ryan, 2015, p. 87). Hence, it refers to the learner’ internal desire or vision of
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oneself to become an effective L2 user (Dornyei & Ushioda, 2011, p.86; Dornyei, 2014, p.
8). It corresponds to traditional integrative and internalized instrumental motives (Ddrnyei,
2005, 2009, 2014; Dornyei & Ushioda, 2011). For instance, learning English for the sake
of professional advancement is an instrumental motive with a promotion focus and is
associated with ideal L2 self (Dornyei, 2005; Dornyei & Ushioda, 2011) .

Secondly, ought-to L2 self-concerns the attributes that one believes one ought to possess to
meet expectations and to avoid possible negative outcomes (Dornyei, 2005, 2009, 2014;
Dornyei & Ushioda, 2011; Dornyei & Ryan, 2015). The main source of the motivation to
learn L2 is the social pressure coming from the learner’s environment; it involves someone
else’s vision for the individual (Ddrnyei & Ushioda, 2011, p.86; Dornyei, 2014, p. 8).
Thus, it is associated with the more extrinsic types of instrumental motives (Dornyei, 2005,
2009; Dornyei & Ushioda, 2011). For example, studying English in order not to fail an
exam is an instrumental motive with a prevention focus and is part of the ought-self
(Dornyei, 2005; Dornyei & Ushioda, 2011). The third component, L2 learning experience
is related to situated, executive motives regarding the immediate learning environment and
experience such as the influence of the teacher, the curriculum, (Dérnyei, 2005, 2009,
2014; Dornyei & Ushioda, 2011). It is conceptualized at a different level from the others; it
focuses on the learner’s present experience. It was added to reflect the primary findings of
motivation research in the 1990s, which underscored the motivational importance of the
immediate learning situation in which the proficiency of the L2 occurred (Ddrnyei &

Ushioda, 2011, p.86; Dornyei, 2014, p. 8).

As Markus and Nurius (1986) highlighted, the crucial point of future self-guides is that
they include tangible images and senses; they are a reality for the person: people can see
and hear a possible self. According to Dornyei (2005, 2014; Dornyei & Ushioda, 2011), for
future self-guides to be able to exert their motivational influence, the future self-image
must be elaborate and vivid. People exhibit important individual differences in the
vividness of their mental imagery, and a possible self without adequate detail may not be
able to stimulate the necessary motivational response (Dornyei & Ushioda, 2011). The
technical term “mental imagery” means generating mental representations of perceptual or
emotional experiences and situations in the mind in multiple sensory modalities such as
visual, auditory (Ddrnyei, 2014, p. 13; You, Dornyei, & Csizer, 2016). A study conducted
by Al-Shehri (2009) demonstrated that individuals with a more developed

visual/imaginative capacity can develop a more potent ideal language self.
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Dornyei (2005, 2009) and other L2 motivation researchers (Csizer & Cormos, 2009; Lamb,
2009; Macintyre et al., 2009; Ryan, 2009; Taguchi et al., 2009) have recognized L2
Motivational Self System as the most promising framework to move L2 motivation
research forward. They have conducted a variety of quantitative studies to examine and
validate it in various learning environments. The results of all the studies provided
confirmation for Ddornyei’s theory. They also believe it as an effective motivational
approach to move beyond integrativeness. The studies which examined the relationship
between integrativeness and the Ideal Self indicated that the two concepts have a close
relation with an average correlation of 0.54 (Doérnyei, 2009; Dornyei & Ushioda, 2011).
Furthermore, all the studies found that the Ideal L2 Self correlated highly with
Instrumentality-promotion; whereas Ought-to L2 Self correlated with Instrumentality-
prevention. Therefore, it was demonstrated that instrumental motivation is associated with
Ideal L2 Self and Ought-to L2 Self.

2.8. Motivation and L2 Willingness to Communicate

Although motivation is strongly related to L2 learning and achievement (as mentioned
above) than to communication itself, motivational processes definitely have a significant
influence on facilitating L2 communication (Clement & Gardner, 2001). It is also
associated with L2 WTC (Maclntyre et al., 1998; Peng, 2007). According to Dornyei and
Skehan (2003), L2 WTC is an extension of the motivation construct. Nonetheless, the

influence of motivation on WTC is an ambiguous issue.

Most studies have indicated that there is a positive correlation between motivation and L2
WTC; however, motivation exerts indirect influence on WTC through variables such as
perceived competence and language anxiety (Cetinkaya, 2005; MacIntyre & Charos, 1996;
Maclintyre et al., 2002; Peng & Woodrow, 2010; Yashima, 2002; Yashima et al., 2004).
Hashimoto (2002) and Peng (2007) pointed out that motivation positively and significantly
affected WTC in L2, which resulted in increased L2 communication frequency.

Hashimoto (2002) carried out a quantitative study to analyze affective factors as predictors
of L2 use in classrooms of Japanese ESL students. Motivation and WTC were found to
influence reported L2 communication frequency in classrooms. Thus, it implies that
learners with higher motivation for language learning and with higher WTC use the

language more frequently in the classroom. A path from WTC to motivation was found to
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be significant. According to the results, higher motivation is associated with higher WTC
and higher perceived competence. Perceived competence directly and strongly affected

motivation, which in turn affected L2 communication frequency in the classroom.

Peng (2007) conducted a study to investigate the relationship between integrative
motivation and L2 WTC among 174 Chinese college students learning English. A short
version of AMTB used in Hashimoto’s (2002) study and WTC scale were employed. The
results demonstrated that motivation was the strongest predictor of WTC, followed by
integrativeness (Peng, 2007). Hence, it means that motivation is also significant for

stimulating learners in L2 communication as well as for L2 learning.

Gardner’s (1985) socio-educational model has been widely applied to L2 WTC research
(Cetinkaya, 2005; Hashimoto, 2002; Maclntyre & Charos, 1996; Maclntyre et al., 2002;
Yashima, 2002). Peng and Woodrow’s (2010) study used Self-Determination Theory as a
theoretical basis as different from the other studies. However, few studies are available in
the literature that investigates the WTC with L2 Motivational Self System. Therefore, this
study is significant for the research literature in terms of testing L2 Motivational Self
System in a different context and revealing the correlation between the L2 Motivational
Self System and WTC. Moreover, the relationship between motivation and WTC is rather
ambiguous which was mentioned above; so, this study aims to contribute to literature by
testing the influence of motivation on WTC.

2.9. Summary

The review of literature in this chapter presented the theories and studies which aimed to
conceptualize and examine WTC and motivation constructs. The concept of WTC was
introduced to research literature in the field of L1 communication as an important construct
which indicates an individual’s tendency to communicate or not. It was validated in L1
communication through a number of studies and also its antecedents were analyzed. In
addition, some models of L1 WTC were suggested. After WTC was established as a valid
construct in L2 research, it has attracted a great deal of attention recently in the field of L2
learning worldwide. A variety of studies have been conducted on L2 WTC in different
countries and cultures. Affective variables such as perceived communication competence,
anxiety, international posture, motivation; and also other variables such as age, gender,

social context, classroom environment, which influence L2 WTC, were investigated. Most
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studies have demonstrated that perceived competence and communication anxiety had a
direct and strong influence on L2 WTC; however, motivation had an indirect influence on
WTC.

The motivation construct was also described and its significance in L2 learning was
pointed out. A variety of motivational theories were reviewed, and it was demonstrated
that L2 motivation underwent major changes in the course of time. Research on second
language motivation began with the seminal study of Gardner and Lambert in 1950. Then,
Gardner’s (1985) social psychological approach influenced the development of L2
motivation research for decades. During the 1990s, the approach was criticized because of
neglecting the cognitive aspect of motivation. Thus, motivation theories based on the
classroom context of learner motivation came out. Later, the dynamic character and
temporal variation of learner motivation were emphasized in the late 1990s and process
model of L2 motivation was developed. Finally, the focus of L2 motivation research was
on unique individuality of learners as they engaged in the process of language learning and

L2 Motivational Self System was developed by drawing on psychological research on self.
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CHAPTER 3

METHODOLOGY

This chapter presents a detailed description of the research methods employed in the
current study. Firstly, the research design used to collect data for this study is explained.
The definition of the research design and the purpose of using it are clarified. Then,
detailed descriptions of the study setting, participants, and instruments are provided. The
setting of the study section includes information about the research site and the education it
provides. The description of the participants in this study includes information about
participant sampling and participant profiles. In the section of research instruments, the
process of questionnaire adaptation and modification, questionnaire items, and the other
data collection tools are described. This section is followed by describing procedures for

data collection and methods to analyze the data.

3.1. Research Design

The aims of this study were to identify the relationship between students’ EFL motivation
and L2 willingness to communicate; to analyze the extent of their L2 WTC and motivation;
and also to get their perceptions or views regarding WTC and motivation. In order to

investigate these aims, mixed methods design was employed.

Mixed methods research is defined as combining at least one quantitative and at least one
qualitative component within a single study (Bergman, 2008, p.1). This combination of
methods includes the collection or analysis of both quantitative and qualitative data in a
single study and integration of the data at one or more stages of the research process
(Creswell, Plano, Clark, Gutmann, & Hanson, 2003; Dérnyei, 2007, p.163; Hesse-Biber,
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2010, p.3). In this study, firstly, quantitative data were collected by questionnaires; then,

qualitative data were collected by means of observation and interviews.

One of the advantages of using a mixed method design is to capture the best of both
quantitative and qualitative methods so that a deeper understanding of the research
problem is gained (Creswell, 2003; Dornyei, 2007; Hanson, Creswell, Clark, Petska, &
Creswell, 2005; Hesse-Biber, 2010). By using both quantitative and qualitative approaches,
the findings of a research can be generalized to a population and also a detailed view of the
meaning of the phenomenon can be developed for individuals (Creswell, 2003). Moreover,
since the qualitative and quantitative methods are used sequentially, results from the first
method help develop or inform the other method (Ddrnyei, 2007; Hesse-Biber, 2010). For
instance; statistical data gathered from a quantitative method can be used to develop
interview questions for the qualitative part of the study as in this research (Hesse-Biber,
2010, p.5).

The purpose of the quantitative research is to make valid, objective descriptions; and also,
to indicate positive or negative, strong or weak relationships between two or more
variables (Mackey & Gass, 2005, Tailor, 2005). Thus, the quantitative aspect of this study
involves statistical analysis of questionnaire results in order to identify the relationship
between WTC and motivation, to make reliable, valid and objective descriptions regarding
two variables and also to make generalization by reaching a large number of students.

Qualitative research method presents rich and complex data and detailed descriptions
rather than just numbers; frequencies or scores (Mackey & Gass, 2005, p. 16; Tailor, 2005,
p. 106). Therefore, the qualitative part of this study consists of qualitative analysis of the
observations and interview transcripts, which were used to provide more detailed
descriptions of the variables and to understand in depth the viewpoint of the research

participants regarding WTC and motivation.

One of the most common techniques of mixed methods research design is triangulation,
which refers to the use of multiple, independent methods of collecting data while
investigating the same research question in order to support the study and its conclusions
(Hesse-Biber, 2010; Mackey & Gass, 2005, p. 181). The main purpose of employing this
technique is to enhance the validity and credibility of research findings by collecting data
from multiple perspectives; to minimize the weaknesses of measures and maximize their
validity (Brown & Rodgers, 2002; Gray, Williamson, Karp, & Dalphin, 2007; Denzin as
cited in Marvasti, 2004; Mackey & Gass, 2005). It is generally employed to validate
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quantitative statistical findings with qualitative data results (Hesse-Biber, 2010).
Furthermore, triangulation can add complexity and depth to the data and analysis
(Marvasti, 2004). Because of these reasons, triangulation was used in this study. After
administering the questionnaires, observation and interviews were conducted in order to
validate the questionnaire results as well as elaborating on the descriptions which emerged

from the questionnaire results.

In conclusion; while the quantitative part of the study aimed to describe the significance or
strength of the correlation between motivation and WTC, the qualitative phase of the study
aimed to explain the underlying reasons of this correlation and to determine the validity of
the gquantitative results. Moreover, the secondary purposes of this research were to find out
the extent of students” WTC and motivation. While another purpose of the quantitative part
of the study was to determine the students’ general WTC and motivation level, the
qualitative part of the study aimed to get the students’ perceptions or views regarding WTC
and motivation such as why they are willing or not willing to communicate or why they are

motivated or unmotivated to learn English.

3.2. Setting

This study was conducted in Ankara Aeronautical VVocational School of Higher Education
at University of Turkish Aeronautical Association in the spring term of 2015-2016
academic year, and winter and spring terms of the 2016-2017 academic year.

Approximately a total of 500 students studied in this school.

There are three departments in this school; aircraft technologies, civil aviation cabin
services, and ground handling services management. The students have two years of
education. They take both general English and vocational English courses. When they get
into the university, they take English placement exam and then they are divided into three

classes according to their levels. There are 3 classrooms in each department.

During four terms in two years, students take English education from Al level to B2 level.
In the first term of first grade, students in the department of aircraft technologies and
ground handling services management take 12 hours of Basic English | per week. The
students studying civil aviation cabin services take 10 hours of Basic English I, 2 hours of
Reading Skills I, and 3 hours of Oral Communication Skills | per week. In the second term,

students in the department of aircraft technologies take 6 hours of Basic English 1, and
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students in the ground handling services management take 7 hours of Basic English Il per
week. Students in the civil aviation cabin services take 6 hours of Basic English 11, 2 hours
of Reading Skills 11, and 3 hours of Oral Communication Skills Il per week. In the second
grade, students in the department of aircraft technologies take 12 hours of Basic English 111
and ground handling services management take 8 hours of Basic English Il classes per
week. The students of civil aviation cabin services department have the most English
lessons; they take 14 hours of English courses per week, including 8 hours of Basic
English 111 and Vocational English, 4 hours of Speaking Skill and 2 hours of Writing Skill
courses. In the last term, students in the aircraft technologies take 8 hours of only
Technical English course.

3.3. Participants

Quantitative data were collected from 353 students studying in first and second grade.
Personal information of the participants is shown in the table below:

Table 1

Demographic Information of the Participants in the Study

F %
Male 208 59.0
Gender Female 145 41.0
Total 353 100
Anatolian High School 76 21.6
General High School 107 31.3
Kind of High School They ~ _Private College 21 5.9
Graduated from Vocational High School 131 37.1
Commercial High School 18 5.1
Total 353 100
1% Grade 180 51.0
Grade 2" Grade 173 49.0
Total 353 100
Aircraft Technology 134 38.0
Civil Aviation Cabin Services 138 39.1
Department ﬁ;/lracl)nuang?e rl;}l::]};jling Services 81 229
Total 353 100
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Yes 26 7.4

Having been abroad for a

. No 327 92.6
long time
Total 353 100
Yes 182 51.6
Having foreign friends No 170 48.2
Total 353 100
Yes 101 28.6
Going to an English Course
apart from the School No 252 4
Total 353 100

As is seen from the table 1, whereas % 59.0 (208) of the subjects in this study were male,
% 41.0 (145) of them were female. If the kinds of high school the students graduated from
are examined, it is understood that % 21.6 (76) of them finished Anatolian High School, %
31.3 (107) finished General High School, % 5.9 (21) studied at College, % 37.1 (131)
studied at Vocational High School and % 5.1 (18) studied at Trade Vocational High
School. %51.0 (180) of the students were studying in the first grade, on the other hand, %
49.0 (173) were studying in the second grade. The departments in which the participants
studied were % 38.0 (134) aircraft technology, % 39.1 (38) civil aviation cabin services,
and % 22.9 (81) ground handling services management. When the question of whether the
participants had been abroad for a long time or not was asked, % 7.4 (26) of them
answered yes, %92.6 (327) of them answered no. When the question of whether they had
any foreign friends was addressed, %51.6 (182) answered yes and %48.2 (170) answered
no. In addition, according to students’ responses, % 28.6 (101) of them went to an English

language course apart from the school, %71.4 (252) of them did not go to a course.

For the quantitative part of the study, convenience sampling method was used.
Convenience sampling refers to selection of the students according to the convenience of
the researcher (Dornyei, 2007, p. 98). The participants were the students in the researcher’s
institution. The access to the research participants was easy and learners were willing to
participate in the data collection process because of knowing the researcher. Most
importantly, they suit the purpose of the research in that the purpose of this thesis is to find
out the relationship between motivation and WTC at a tertiary program in ESP context.

Interviews were conducted with 12 students who had already completed the questionnaire.

3 (%25) of them were studying in the department of aircraft technology, 3 (%25) of them
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were in the department of ground handling services management and 6 (%50) of them
were studying in the civil aviation cabin services. 5 (%42) of them were female, 7 (%58) of

them were male. All of them were studying in the second grade.

In order to select the students for the interviews, purposeful sampling was used. Because
only the students in the department of civil aviation cabin services had speaking lessons,
they were observed. Hence, the students in this department were selected for the interviews
based on the observations. In order to add variety to the views on WTC and motivation,
students from the other departments were also chosen based on the perceptions of their

English teachers regarding who is willing or unwilling in the classroom.

3.4. Instruments

In order to investigate the research questions of the study; to reveal the relationship
between students’ motivation and willingness to communicate and to discover the extent of
students WTC and motivation, questionnaires, observations, and interviews were

employed as data collection tools.

Two questionnaires were used in this study: Willingness to Communicate in English and
EFL Motivation questionnaires. The questionnaires also included 7 items to gather data
about the participants’ background. These background information questions include
students’ grades, departments, genders, kinds of school they graduated from, whether they
had been abroad, whether they had any foreign friends, and whether they went to a

language course apart from the school (see table 1).

Students’ WTC was measured by the Cao and Philp’s (2006) WTC scale. It was adapted
from McCroskey’s (1992) and Hashimoto’s (2002) scales. 12 items were used from
McCroskey’s (1992) scale; 7 items were from Hashimoto’s (2002) scale and also there
were 6 items added by Cao and Philp (2006) in order to make the scale suitable for use in
the L2 classroom. 25 items in total assessed the percentage of time the participants would
choose to communicate in four communication situations (public, meeting, group, or dyad)
and with three types of receivers (stranger, acquaintance, or friend). The scale was
indicated as highly reliable; Cronbach’s alpha was .917 (Cao & Philp, 2006). As
previously mentioned (see Chapter 2), the research demonstrated that it had also strong
construct, content, and predictive validity (Asker, 1988; Chan & McCroskey, 1987,
McCroskey, 1992).
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This WTC questionnaire was used for this study because of its high validity and reliability.
Furthermore, it is more extensive than the other WTC questionnaires such as McCroskey’s
(1992), Maclntyre et al.’s (2001), Hashimoto’s (2002) scales. This questionnaire includes
items related to WTC inside and outside the classroom; there are no items related to WTC
inside classroom in McCroskey’s (1992) or Hashimoto’s (2002) scales; and there is no
item related to outside the classroom in Weaver’s (2005) scale. It was also more suitable
for L2 context compared to McCroskey’s (1992) scale. In addition, this questionnaire

focuses on speaking aspect of WTC contrary to MacIntyre et al.’s (2001) WTC scale.

Motivation was measured by the L2 motivational self-system questionnaire used in the
2013 Chinese survey (You & Dornyei, 2016; You et al., 2016). The original questionnaire
includes 73 items. However, the last 10 items were not related to the purpose of this study
and they were optional to respond; so, they were omitted. After the pilot study, 10 items
were also omitted because of insufficient reliability. As a result, it contained 52 six-point
Likert scale items. The questionnaire consists of three main areas; aspects of the L2

motivational self-system, language learning vision, and intended effort.

Both of the questionnaires were translated into the native language of the participants in
order to maximize their comprehension of items and prevent misunderstanding. Back-
translation method was employed. First, the items of each questionnaire were translated
into Turkish by an expert. Then, a colleague translated the Turkish version of the
questionnaires into English. Another colleague compared the original and back translated
versions of the questionnaires. After that, two English instructors and one Turkish
instructor, who are expert in their field, were asked to suggest on the translations and
required modifications were made. Finally, the piloting of the questionnaires in Turkish
was conducted. The reliability coefficient of the motivation questionnaire was found to be
r=.95 and the WTC scale was r=.98.

Observations were conducted by means of a systematic observation instrument. It is a
checklist of various selected variables pertinent to WTC behavior (Cao, 2009). It was
adapted from Cao (2009) who developed the scheme according to the suggestions made by
several researchers (Cao & Philp, 2006; Ely, Oxford, Wajnryb as cited in Cao, 2009;
Maclntyre et al., 1998). The observation scheme consists of seven categories:
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Table 2

WTC Categories of the Observation Scheme

Categories Descriptions
Volunteer an answer/a comment A student answers a question raised by the
(Hand raising included) teacher to the whole class.

A student volunteers a comment.

Give an answer to the teacher’s A student responds to a question addressed

question to an individual student (private response)

Ask the teacher a question A student ask the teacher a question or for
clarification

Guess the meaning of an unknown A student makes an attempt to guess the

word meaning of a new word

Present own opinion in class A student voices his view to the class.

Volunteer to participate in class A student takes part in an activity.

activities

Talk to neighbor A student talks to a student as part of a lesson

Understanding the notion of interdependence, and the dynamics of willingness to
communicate, Cao, Y., 2009, Doctoral Dissertation.

Cao (2009) recorded observations of students in a whole classroom setting, in pairs and
groups in her study. However, during the observations for two weeks in two classrooms,
pair-work or group-work activities were not done because Vocational English lessons were
observed and there was no group work activity in the book. Therefore, items related to
group-work such as talking to group members, talking to other group member were

excluded from the observation scheme.

Apart from the WTC acts shown above, three variables are added to the observation
scheme in order to observe the students’ motivation to English lessons. They are adapted
from the MOLT (Motivation Orientation in Language Teaching) observation scheme
which was developed by Guilloteaux and Dornyei (2008). There are three variables related
to the learners’ motivated behavior; attention, engagement and volunteering for teacher-
fronted activity. However, “volunteering for teacher-front activity” is also included in
WTC observation scheme, so it was omitted. The item “volunteer to participate in class

67



activities” in the WTC observation refers to both WTC and motivation. The descriptions of

the two variables are as follows:

e Attention: students appear to be paying attention; they are not displaying any
inattentive or disruptive behavior; they are looking at the teacher and following his or
her movements, looking at visual stimuli, turning to watch another student who is
contributing to the task, following the text being read, or making appropriate
nonverbal responses.

e Engagement: students are actively taking part in classroom interaction or working on

assigned activity.

In order to observe students’ motivation, the variables above are checked if the students

have them or not.

Interview questions were prepared by taking the items of the WTC and motivation

questionnaires into consideration and adapting the previous studies on WTC.

3.4.1. Pilot Study

Prior to the main study, a pilot study was conducted in order to verify the appropriateness
of the questionnaires in Turkish; to establish construct validity and internal consistency
reliability. 78 students (%56 female, %44 male) of Ankara Aeronautical Vocational School
of Higher Education at University of Turkish Aeronautical Association took part in the

pilot study of both questionnaires.

Firstly, whether the data gathered from students was appropriate for exploratory factor
analysis or not was examined by Kaiser-Meyer-Olkin (hereafter, KMO) coefficient and
Barlett Sphericty test. After it was found that the data was appropriate for the analysis,
exploratory factor analysis was carried out to identify the factorial structure of the WTC
scale and to examine the construct validity. Moreover, total item correlation analysis and

Cronbach Alpha internal consistency coefficient were measured.

The KMO coefficient was found to be .849. As is seen, it is close to 1. Barlett Sphericty
test was measured as 1435.94 (p< .001). The findings of KMO coefficient and Barlett
Sphericty test results indicate that the sample size was sufficient, and the data were
appropriate for the analysis with the reason that the Kaiser-Meyer-Olkin value is over 0.50.

The fact that the Bartlett's Test value is significant in the order of significance of 0.01
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indicates that the measured characteristic is multivariate in the universe parameter (KMO =
0.84; y2Bartlett test = 1435.94; p = 0.000).

In consideration of this information, it was considered that the scale could be
unidimensional. The factor loadings of WTC questionnaire for each item vary between
423 and .776. Total item correlation for 25 items varies between .407 and .699.

All items were statistically significant at 0.01 level (p <.01). Total items, remaining items
and discrimination results were compared after the item analysis procedures. In order to
ensure that an item was reliable on the scale, it was expected that statistically significant
results would be obtained at 0.01 level. As a result of the validity procedures, the scale was
determined to be used as 25 items.

The same process was applied to the motivation scale. The analysis began with 62 items.
Barlett Sphericty test was found to be 3187.53 (p< .001). Hence, the fact that Bartlett's Test
value is significant in the order of 0.01 indicates that the measured characteristic is
multivariate in the universe parameter. KMO value was .66, so it is close to 1. The sample
size is suitable for factor analysis with the reason that the Kaiser-Meyer-Olkin value is
over 0.50 (KMO = 0.66; y2Bartlett test = 3187; p = 0.000).

Table 3

Item Factor Loadings and Total Item Correlation of the Removed Items of Motivation

Questionnaire

Item Number Item Factor Loadings Total Item Correlation
2 290 154
8 191 153
10 293 155
12 224 .180
16 218 A75
22 292 242
26 .298 148
35 164 132
48 297 157
57 .238 192
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As it is understood from the table, the factor loadings of motivation questionnaire for the
10 items above vary between .164 and .293; total item correlation for the 10 items varies
between .132 and .242. The factor loadings of motivation questionnaire for the remaining
52 items vary between .455 and .785. Total item correlation for the 52 items varies
between .308 and .615. Thus, because of low factor loadings and total item correlation, 10

items were removed.

All items were determined to be statistically significant at 0.01 level (p <.01). Total items,
remaining items and discrimination results were compared after the item analysis
procedures. An item is expected to be statistically significant at 0.01 level in order to
remain on the scale. As a result of the validity procedures, 10 items were removed.

For example; item 2 is “I like English films”. The reason of a low score of this item is
probably that the students do not watch English films. Item 8: “Studying English is
important to me because I am planning to study abroad” has low factor loading or total
item correlation because most students do not have a chance to study abroad. Item 10: “I
have to study English, otherwise, I think my parents will be disappointed with me”, item
12, “Studying English important to me in order to gain approval of my peers”, and the item
16: “Studying English important to me in order to gain approval of my family” have also
low scores because the students at this age do not care their families’ or peers’ opinions.
They probably want to learn English for themselves, not for somebody else. The students
may get confused with item 22: “I will study English harder when thinking of not
becoming a successful user of English in the future.” Item 26: “I really like the music of
English speaking countries (pop-music)” has a low score because the students probably do
not listen to foreign music. Item 35: “I can feel a lot of pressure from my parents when I’'m
learning English”, 48 “I remember things I have heard in class better than things I have
read” and 57: “I like for someone to give me the instructions out loud” have low scores

because the students probably do not agree with these items.

Test-retest method was applied to 80 students (%58 female, %42 male) for the reliability
of the Turkish scales. The WTC scale with 25 items and motivation scale with 52 items
were administered to students the second time, three weeks after conducting the scales for
the first time. The reliability coefficient of the motivation questionnaire was found to be
r=.95 and the WTC scale was r=.98.
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3.5. Data Collection Procedure

The data collection began in April 2016 during the fall term of 2015-2016 academic year at
the Ankara Aeronautical VVocational School of Higher Education at University of Turkish
Aeronautical Association. After the permission was gained from the principal of the
school, the pilot study was conducted. Instructors were informed about the purpose and
procedure of the study. In four classrooms, two types of questionnaires were filled out by
80 students. After analyzing the questionnaire results, the WTC questionnaire did not
change; but, the motivation questionnaire was adapted, and some changes were made; for
instance, some items were removed. Three weeks later, at the end of April, questionnaires
were administered once again to determine the reliability. The results were satisfactory;
thus, WTC questionnaire and modified motivation questionnaire were used for the main

study.

In May 2016, the main study was carried out. The researcher clarified the topic and
purpose of the study to the instructors. Instructors carried out the WTC and Motivation
questionnaires to 353 students in the other classrooms except for the four classrooms in
which the pilot study was conducted. The students were notified that their participation
was voluntary, and they could quit whenever they wanted. It took approximately 10

minutes to complete the questionnaires.

In the fall term of 2016-2017 academic year, observations were conducted in order to
monitor the relationship between students’ motivation and WTC in classroom. Two classes
of civil aviation cabin services were observed for two weeks. Since only the students of
this department had speaking lessons, they were chosen to observe. Firstly, the permission
was received from both the instructor and the students. Then, the researcher sat at the back
and did not become involved in any interaction in the classroom. The lessons were video-
recorded. In order to get a general idea and determine if the observations were appropriate
for the purpose of the study, the researcher observed with the observation scheme for one
week and took some notes, but did not video-record the lesson. Later, the participants were
observed during normal classroom activities by means of the observation scheme and they
were video-recorded. The lessons lasted for 45 minutes and the observations were
conducted for two hours in a week. Therefore, the lessons were observed for four hours in
one classroom and eight hours in total. Six students each from two classrooms were

selected randomly and they were observed.
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After selecting the willing and unwilling students to speak English according to the
observations, the researcher agreed with these students on conducting interview. Three
students each from two classrooms were selected. 6 more students were selected from the
other departments. The students’ consent was obtained, and interviews were then
scheduled. Before starting each interview, the purpose and procedure of the interview were
briefly explained. Students were asked to choose a nickname that would be used in the
study to protect their identity. One-on-one, face-to-face, semi-structured interviews were
conducted with 12 students. In case students had difficulty in speaking English and
misunderstood the interview questions, interviews were conducted in Turkish. Each
interview lasted for about 20-25 minutes. They were audio-recorded and later transcribed
in full for analysis. Apart from the questions about WTC and motivation, the researcher

also asked some questions based on observation notes of the classroom interaction.

3.6. Data Analysis

The quantitative data which were collected by means of questionnaires were analyzed by
using SPSS 21.0. Measured scores were investigated at a = .05 significance level. In this
context, one-way analysis of variance (ANOVA) (Gok & Erdogan, 2008; Roussos, 2007;
Taghavi, 2006) and independent t-test (Kaya & Kesan, 2007; Uzel & Ozdemir, 2008) of
the parametric tests were used for the data with normal distribution obtained from the
application results, whereas nonparametric tests were applied for the ones with non-normal
distribution (Biiyiikoztiirk, 2002; Kalayci, 2008). In this study, independent t-test and one-
way ANOVA were carried out for the paired comparisons. In addition, Tukey HSD tests
were performed in order to learn the source of the difference.

In order to find the relationship between students’ motivation and WTC in an actual class
setting, observations were conducted. Students’ actual behavior and interaction in
classroom were observed in terms of WTC and motivation. During the two-week
observation, each student’s participation was recorded according to the observation
scheme. The number of times each learner participated was calculated for each week.
Results of each student’s WTC score were then converted to percentages and six randomly
selected students were compared with each other in terms of the extent of willingness to
communicate in the classroom. Each student’s motivation for the lesson was also observed
by means of three items on the observation schedule; volunteer to participate in class
activities, attention, and engagement, which were adapted from Guilloteaux and Dérnyei’s
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(2008) MOLT observation scheme. The students’ acts which show their WTC and
motivation were compared. Since the lessons were video-recorded, they were watched
repeatedly and the data from the observations of each participant were checked. In
addition, one expert also watched the lessons and checked whether there was a relationship
between students’ motivation and WTC in order to increase the reliability of the

observations.

The qualitative data obtained from the interviews were analyzed using content analysis
method. Content analysis includes identifying and coding key topics in data (McKay,
2006, p.57). In this research, the interviews were transcribed and translated into English,
preparing the data for analysis. Firstly, the data were read repeatedly to look for key ideas
and topics. Both a single participant’s responses to the interview questions and all the
participants’ responses to a particular question were compared. The responses relating to
the research questions which addressed the factors influencing the learners’ WTC and
motivation were selected. Direct quotes from the interviews were used to validate the
participants’ assertions. The results were organized according to the emerging themes of

the interviews and presented in an interpretive narrative style.
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CHAPTER 4

RESULTS AND DISCUSSION

In this chapter of the study, the results related to each of the four research questions are
reported based on the data collected. As the research design of the study is mixed, this
chapter presents all aspects of the quantitative and qualitative findings. Furthermore, the
findings are interpreted and discussed. All of the four research questions are investigated in

the light of questionnaires, observation, and interviews.

4.1. Results of the Research Question 1

The first research question of the study is: “To what extent are Turkish students at a
tertiary program in ESP context willing to communicate in English?” This section presents

both the quantitative and qualitative results of this question.

4.1.1. Willingness to Communicate Questionnaire Results

This section includes findings and interpretations of the results of the survey participants'

willingness to communicate in English.

The results which demonstrate the score ranges of the scale in order to determine the level
of English WTC of the subjects participating in the study are given in table below:
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Table 4

Score Ranges Showing Subjects’ Level of L2 WTC

Significance Level

Options Limit
Very low 0-50
Low 51 -100
Middle/Moderate 101 — 150
High 151 — 200
Very high 201 — 250

Based on the score ranges shown above, the statistical results concerning the participants’

perceived WTC level are shown in Table 5:
Table 5

The Results of the Participants’ Perceived Level of L2 WTC according to Significance

Levels
Scores F % Ss X
0-50 59 16.7
51-100 108 30.6
101 - 150 93 26.4
151 — 200 67 18.9 qo.1s ders
201 — 250 26 7.4
Total 353 100

It is clearly understood from the table that the level of subjects’ English WTC was
“moderate” according to the five evaluation criteria. Hence, according to the result
obtained, it can be said that participants’ general level of WTC is moderate. It means that
they have neither high WTC nor low WTC in general. They are somewhat willing to
communicate. This result is similar to the findings of Cetinkaya’s (2005) and H. Oz et al.’
(2015) studies. Their research also indicated that Turkish students had moderate WTC in
English.
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The WTC questionnaire was also divided into two categories, receiver types and context
types, by means of McCroskey’s (1992) scoring of WTC questionnaire. Table 6 shows the
perceptions of the students” WTC in English in terms of receiver types of WTC:

Table 6
WTC Subscores according to Receiver Types

Willingness to Communicate with Acquaintances

Items N Min Max Mean SD
Item 1 353 0.0 100 36.97 29.70
Item 4 353 0.0 100 41.37 27.62
Item 13 353 0.0 100 46.40 28.80
Item 18 353 0.0 100 48.43 28.85
Item 25 353 0.0 100 43.89 29.94
Willingness to Communicate with Strangers

Item 2 353 0.0 100 35.19 27.64
Item 3 353 0.0 100 33.21 27.60
Item 10 353 0.0 100 40.79 28.11
Item 14 353 0.0 100 37.63 27.99
Item 21 353 0.0 100 35.44 27.94
Willingness to Communicate with Teachers

Item 6 353 0.0 100 63.03 27.78
Item 8 353 0.0 100 46.02 31.06

Willingness to Communicate with Friends

Item 7 353 0.0 100 47.31 29.34
Item 11 353 0.0 100 44.92 29.77
Item 17 353 0.0 100 42.05 28.85
Item 24 353 0.0 100 51.18 29.69

As it is obvious in the table, students are most willing to communicate with their teachers
(%54.52) and friends (%46.47), while they are least willing to communicate with strangers
(%36.45). Among the items of willingness to communicate with acquaintances, item 18:
“Talk in a small group of (about 5) acquaintances” had the highest mean score (%48.43),
while item 1: “Talk with an acquaintance in an elevator” had the lowest mean score
(%36.97). Among the items of willingness to communicate with strangers, item 10: “Talk

in a small group of strangers” had the highest mean score (%40.79), while item 3: “Speak
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in public to a group of strangers” had the lowest mean score (%33.21). Among the items of
willingness to communicate with friends, item 24: “Talk in a small group of friends” had
the highest mean score (%51.18), while item 17: “Speak in public to a group of friends”

had the lowest mean score (%42.05).

Table 7 shows the perceptions of the students” WTC in English in terms of context types of
WTC.

Table 7

Subscores of WTC in English according to Context Types

Group Discussion

Item 10 353 0.0 100 40.79 28.11
Item 18 353 0.0 100 48.43 28.85
Item 19 353 0.0 100 49.84 30.89
Item 24 353 0.0 100 51.18 29.69
Speak in Public

Item 3 353 0.0 100 33.21 27.60
Item 17 353 0.0 100 42.05 28.85
Item 25 353 0.0 100 43.89 29.94
Interpersonal

Item 4 353 0.0 100 41.37 27.62
Item 11 353 0.0 100 44.92 29.77
Item 17 353 0.0 100 42.05 28.85
In the classroom

Item 6 353 0.0 100 63.03 27.78
Item 9 353 0.0 100 55.39 30.05
Item 15 353 0.0 100 51.63 31.47

As it is understood from the table, among the context types; they are most willing to
communicate in the classroom (%56.68), while they are least willing to communicate in
public (%39.71). The items of each context type were also analyzed. Among the items of
willingness to communicate in group discussion, item 24: “Talk in a small group (about
five people) of friends in English” had the highest score, whereas item 10: “Talk in a small
group (about five people) of strangers in English” had the lowest score. Among the items

of speak in public, item 25: “Speak in public to a group (about 30 people) of acquaintances
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in English” had the highest WTC score; while item 3: “Speak in public to a group (about
30 people) of strangers in English” had the lowest score. Item 11: “Talk with a friend while
standing in line in English” had the highest WTC score among the items of willingness in
interpersonal communication; while item 4: “Talk with an acquaintance while standing in
line in English” had the lowest score. Regarding the WTC in the classroom, item 6
“Volunteer an answer when the teacher asks a question in class”, had the highest score
(%63.03), whereas item 15 “Present own opinions in class” had lowest mean score
(%51.63). Moreover, among the all items of the WTC questionnaire, item 6 “Volunteer an
answer when the teacher asks a question in class” had the highest WTC mean score

overall.

To conclude, the results of the WTC questionnaire demonstrated that students are more
willing to communicate with their teachers or friends. They are also willing to speak
English when they are in a small group. As the number of interlocutors becomes smaller,
students are more willing to speak English; they are less willing to communicate in public
or in a large group. Furthermore, if the students have a close relationship with the
interlocutor, they are more willing to communicate; they are less willing to communicate
in English with strangers or acquaintances. The reason is that they probably feel more
comfortable when there are less people involved in a conversation and when they know the
interlocutor. Surprisingly, students are highly willing to communicate in English in the
classroom. It seems that they want to speak English in the classroom. This is probably due
to the fact that they find more opportunity to practice speaking English in the classroom;
there is no other environment where they can speak English in Turkey. In addition, most of
the students like answering the teacher’s question. Maybe, the reason is that it is a simple
activity for the students and they are used to answering the teacher’s question in the
classroom. It is the only activity that is always done during the lesson. Nevertheless, they
are less willing to present their opinions in the classroom. This is usual because students

usually have difficulty in expressing their own opinions even in Turkish.

4.1.2. Results of the Observation

Students’ L2 WTC was analyzed according to the observations in order to calculate the
percentage of WTC acts used in the classroom. Students’ L2 WTC scores of two-week

observation in classroom 1 are shown in below:
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Table 8

The Students’ English WTC Acts during Two Weeks in Classroom I according to

Observation Scheme

ACTS
Teacher-student(s) S1 S2 S3 S4 S5 S6 F %
Student(s)-teacher
Volunteer an answer 22 10 4 15 7 - 58 41
Volunteer a comment 15 4 - 10 1 - 30 21

Give [answer to T-solicit] - Private response

Ask [the teacher a] question 1 - - 3 - - 4 3
Ask [the teacher for] clarification 1 1 2 1 - - 5 4
Guess [the] meaning [of an unknown word 3 - 1 9 - - 13 9

Student-student/ Student-class

Talk to neighbor 1 1 - 3 - - 5 4
Present [own] opinion [in class] 4 - - 2 - - 6 4
Volunteer [to] participate [in class activities] 7 4 1 5 2 - 19 14
Total 54 20 8 48 10 0 140 100
Percentage %39 %14 %6 %34 %7 %0

As it is indicated in the table, the most used WTC act (%40) is to “volunteer an answer”.
The second mostly used (%21) WTC act by the students is to “volunteer a comment”. It is
followed by to “volunteer to participate in class activities”. The least used WTC act (%3) is
to “ask the teacher a question”, to “ask the teacher for clarification” (%4), to “talk to
neighbor” (%4), and to “present own opinions in class (%4).” To “give answer to teacher-
private response” was never used. It was observed that only two most willing students
presented their own opinions in class and asked the teacher a question. Other students used
L1 to ask the teacher a question or to talk to neighbor. In addition, it seemed that the most
willing students knew more vocabulary than the other students because they guessed the

meaning of unknown words a lot.

L2 WTC scores of the students in the other classroom according to two-week observation

are shown in table below:
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Table 9

The Students’ English WTC Acts during Two Weeks in Classroom 2 according to

Observation Scheme

ACTS

Teacher-student(s) S1 S2 S3 S4 S5 S6 F %

Student(s)-teacher
Volunteer an answer 15 15 6 11 6 4 57 46
Volunteer a comment 6 8 2 4 1 - 21 17
Give [answer to T-solicit] - Private response 1 - - 1 - - 2 2
Ask [the teacher a] question 2 4 1 1 - - 8 7
Ask [the teacher for] clarification 1 1 - 1 - - 3 2
Guess [the] meaning [of an unknown word 4 1 1 3 - - 9 7

Student-student/ Student-class

Talk to neighbor 1 1 - - - - 2 2
Present [own] opinion [in class] 2 2 - - - - 4 3
Volunteer [to] participate [in class activities] 5 4 2 4 2 - 17 14
Total 37 36 12 25 9 4 123 100
Percentage %30 %29 %10 %20 %7 %3

As it is understood from the observation scheme above, the most used WTC act (%46) is to
“volunteer an answer” in this classroom, as well. The second mostly used (%17) WTC act
by the students is to “volunteer a comment”. It is followed by (%14) “volunteer to
participate in class activities”. The least used WTC acts (%2) are to “ask the teacher for
clarification”, to “give an answer to teacher-private response”, and to “talk to neighbor”. It
was observed that only two most willing students presented their own opinions in class, as

well. Other students used L1 to ask the teacher a question or to talk to neighbor.

It is obvious that the results of the observation are similar to the results of the WTC
questionnaire according to which, students were the most willing to “volunteer an answer
when the teacher asks a question in class”, whereas they are less willing to “present your
own opinions in class”. Therefore, it is understood that students prefer to answer their

teacher’s questions as a way of communication in the classroom. On the other hand, they
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avoid presenting their own opinions in class. It is likely true that they are shy to talk and
present their own opinions in front of their classmates. One distinction between the
questionnaire and observation is that half of the participants (%51.63) were willing to ask a
question in English in class according to the WTC questionnaire; however, the students did
not ask a question in the class in English during the observations. Hence, the students
probably want to communicate and ask a question in class in English, but they may not feel

confident about their English; they may be afraid of making a mistake.

4.1.3. Results of the Student Interviews

Six questions were asked about students’ English WTC during the interview with the
students. The first question, as an introduction to the interview was about the importance of
being able to speak English for the students. The aim is to find out whether the students

feel the need to speak English and what the main motive is for them to speak English.

Table 10

Categories of the Students’ Responses to the Importance of Speaking English

Why is speaking English important for you? Number of Students

For occupation 12 students

Because English is an international language and 8 students
important for communication

In order to travel 4 students
Throughout their lives 3 students
For self-improvement 2 students

As shown in table, all the twelve students think that speaking English is important for their
departments and future occupations. Even, two students think that it is only important for
their job, nothing else. For example, Onur says:

“The only reason that | would like to learn English at the moment is for my occupation. |
do not need to learn it much; because in my social environment, my family, my friends are
not able to speak English, they always speak Turkish. However, speaking English is very
important for me to do my dream job; you need to express yourself well in English in this
job.”
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Eight students want to learn to speak English because it is lingua franca and necessary to

communicate. For example, Berk said:

“English is a language that everyone in the world uses. When you go anywhere even in
Turkey, you can meet any foreign person and if you know English, you can understand
each other well. In my own abroad experience, English was also really important there; |
travelled to a lot of country, we communicated with each other in English, and it was the

common language that everyone spoke”.

Three students think that speaking English is necessary in order to travel to different
countries. For example; Mert indicated that he wants to speak English to travel and meet
new people, learn new cultures. Asuman expressed that she likes going abroad and travels,

so she thinks speaking English is necessary.

Three students think English is necessary to do most things in life; to pass the exams in

school, to surf on the internet and to search on websites, to play computer games.
Two students think that speaking English is important for their self-improvement.

According to the results of the motivation questionnaire, the majority of the students agree
with the item 18: “Studying English is important to me because my life will change if 1
acquire good command of English”. According to the interview, some students also think
that learning English is very important throughout their lives. All students think that
speaking English is important to find a job and to do their jobs well. In addition, most of
the students agree with the item 1: “Learning English is important to me because I would
like to travel internationally.” In the interview, four students also expressed that speaking
English is important for them to travel internationally and eight students (%67) think that
speaking English is very important to communicate internationally. Therefore, it means
that students” motivation to speak and to learn English is similar; they would like to speak
English because of promotion instrumentality and because they have positive attitudes to

L2 community.

The second question was asked about the environment in which students felt comfortable
to speak English. This was a key question to find out the conditions in which students were
able to speak English comfortably. Because it is assumed that initiating conversation easily
or feeling comfortable to communicate in English is an indication of willingness to

communicate.
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Table 11

The Environment in which the Students Feel Comfortable to Speak English

At school, in the classroom

In a foreign country or with foreign people

Everywhere

N (N W | o1

Nowhere

Five students said that they speak English comfortably in the classroom. Because they
think that there is no other environment where they can speak English except for the
classroom or a course; Turkish is spoken everywhere. For example; Cansu stated: “I speak
English comfortably in the classroom because we do not have any chance to speak English

outside the class.”

Aysem said: “I have a chance to speak English in classroom at school or at the language

course; so, | speak English comfortably there, in an English-speaking environment.”

Three students said that they speak comfortably with foreign people or friends. For
example Asuman said: “I have some friends from different countries in the some social

media platforms which I use and I am relaxed to speak English when I talk with them.”

Another student, Mert, said that if he had been abroad, he would have spoken comfortably
everywhere: “In a foreign country, I can speak more comfortably; for example, when I am
in a café or a pub or if there is a foreign person in Turkey, I can also speak English

comfortably with that person.”

Two people said that in every environment they can speak English comfortably; for
example Berk said: “I speak English comfortably with my foreign friends, but, I can also
speak English comfortably with my Turkish friends if they do not change the conversation

into Turkish.”

Two people said that they are not able to speak English in any environment. For example;
Ata stated:

“I am not able to speak English in any circumstances. I am afraid that I will say something
wrong, because | am not sure about my English knowledge. | have my words stick in my
throat. That is to say, | am afraid that I will make a mistake and will be misunderstood; so,
people will make fun of the things that I will say.”
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Mahmut expressed: “I still do not feel confident about speaking English. Because we do
not speak English in my circle of friends. In the past, | had foreign friends that | talked on
the internet. In those days I was confident. If | have practice for a while, | feel relaxed. But
| do not have practice currently, so | cannot speak English comfortably in any

environment.”

The students’ responses show parallelism with the results of the WTC questionnaire.
Among the context types, students were most willing to communicate in the classroom
(%56.68). In the interview, 5 students among 12 students (%42) also feel comfortable to
communicate in the classroom because they think that they have a more chance to speak
English in the classroom.

The students were also asked with whom they feel comfortable to communicate in English.
Table 12

Interlocutors with whom the Students Feel Comfortable to Communicate in English

Teachers 7 students
Close friends 6 students
Acquaintances 4 students
Strangers 2 students

Four people said that they feel comfortable to speak English with acquaintances. For

example; Ali said:

“I feel more comfortable to speak with the people I have known before, because they know
me and | know them. But, | am not relaxed and | feel nervous about speaking English if |

do not know the people in the environment.”

Six people stated that they feel comfortable to speak English with their close friends. For

example, according to Beyazit:

“I speak English comfortably with my close friends; because I feel better in informal
situations. When | meet a new person, the conversation becomes formal; for example, we

cannot speak with the imperative.”
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Jale expressed that she feels more relaxed to speak English with their close friends and
families because they know her very well and she knows them, so she feels comfortable to
speak with them. Cansu said that her close friend is able to understand whatever she says

and it will not be a problem if she cannot speak English.

Seven people said that they feel comfortable when they speak English with their teachers.
They all think that their teachers do not laugh or make fun of them when they make a

mistake, and correct their mistakes. For example; Berk said:

“I feel comfortable when I speak English with my teacher in the classroom. Because, my
teacher does not laugh at me when | say something incorrect in English, and leads me to

use English in correct way.”

Onur: “I feel more relaxed to speak English with my teachers because they correct my

mistakes and I enjoy learning new things.”

Two students feel comfortable to speak English with a stranger. One of them said that he
does not feel comfortable when he speaks English with an acquaintance or a friend, even

he feels anxious to speak English with them for fear of being misunderstood or mocked.

Six people stated that they never feel comfortable when they speak English with a

foreigner or a tourist. For example; Jale expressed:

“Yesterday, while I was waiting for a school bus, a foreign boy came and asked a question,
but I remained silent; I couldn’t answer. I realized that | can understand what is said, but, |

cannot make a sentence.”

Mahmut told: “While I was walking with my sister, a tourist came and asked where the
post office was. | tried to understand the question at first. Then, my sister described the

directions until I understood. I couldn’t do anything”

The students’ responses were compatible with the results of WTC questionnaire. More
than half of the students (%58) stated in the interview that they feel more comfortable
when they speak English with their teacher, and half of them stated that they can speak
English comfortably with their close friends. Four students (%33) expressed that they feel
comfortable to speak English with acquaintances and only two students (%17) feel
comfortable to speak English with strangers. In the WTC questionnaire, students were
most willing to communicate with their teacher (%54.52) and subsequently with their
friends (%46.47), too. They were a little willing to communicate with acquaintances
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(%43.41) and least willing to communicate with strangers (%36.45). It seems that the
questionnaire is reliable. The students’ responses in the interviews and their WTC scores

are related.

In conclusion, students feel comfortable and want to communicate using English with their
teacher and their friends whereas they feel uncomfortable and have difficulty in speaking
English with strangers as is the case with speaking Turkish. Because when they speak
English with strangers or foreigners, they are not sure about their English knowledge and
they are afraid of being misunderstood or ridiculed, so they feel anxiety. Even in their
native language, people also speak more comfortably with their immediate environment;
with their friends or families, but they may be shy to speak with strangers.

Another question in the interview was about the types of classroom activities in which

students feel comfortable to speak English.
Table 13

Types of Classroom Activities in which the Students Feel Comfortable to Speak English

Type of Activity Number of students
Whole class activities 6
Pair-work 5
Group-work 1

Half of the learners say that they speak English more comfortably when the teacher asks a
question to the whole class. For example, Beyazit expressed that he wants to speak English
more in the classroom, and by means of the whole classroom activities, the opportunity to

speak English increases:

“I feel more relaxed about speaking English when the teacher asks a question to whole
class. Because, on an individual basis, | think that I can express my thoughts more
comfortably. When there are more people included, the chances to express my opinions

decrease.”

Onur said that it is more useful to learn English when he speaks English with his teacher in
whole class activities; otherwise, he and his classmates change the conversation into

Turkish in pair-work or group-work activities:

86



“When the teacher poses a question to whole class, we make comments, discussions, and I
feel more relaxed, because we speak English much more. If you speak with your friend,

after a while, you speak Turkish. Then, we do not get benefit.”

Asuman stated that when she speaks English on her own in the classroom, she feels more
comfortable because her partner’s English may be better or worse than her in pair-work or

group work activities, and so this affects her negatively.

According to Mahmut, in whole-class activities, students can do whatever they want; they

can speak more or they can avoid speaking:

“When the teacher asks a question to whole class, you can speak as much as possible if you
want or if you do not want to speak, you can skip out. But if you have a partner, you

cannot skip.”

Five learners stated that they speak comfortably when they engage in a pair-work activity.
For example; Jale said she likes pair-work activities, rather than group work, because she
feels comfortable to speak with less people: “I prefer to speak English in pair-work
activities. Because, if more people are included, one person can interrupt or laugh when |

speak, so I become distracted.”
Another student, Cansu, said:

“In pair-work activities, as two people know and understand each other, it will not be a
problem when you cannot speak English or when you pronounce the words incorrectly.

But, in group work, some people may disrupt and, you lose your confidence.”

Just one student, Berk said that he feels more comfortable to speak English in a group-

work activity:

“I prefer to speak English in a group. I always like expressing myself in public. Telling
something in front of people is enjoyable for me. | feel more comfortable and | enjoy

speaking when there is more people.”

The students’ responses to this question are also compatible with the results of the WTC
questionnaire and observations. In the WTC questionnaire, they were most willing to
volunteer an answer when the teacher asks a question in class (%63.03). In addition;
according to weekly observations, students had the most WTC score when they
volunteered an answer to the teacher. Hence, it is clear that students prefer whole-class

activities; especially, they want to speak English when the teacher asks a question to whole
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class. They also like speaking English with their partners in pair-work activities. As in the
results of WTC questionnaire, students feel more comfortable as the number of
interlocutors decreases. They are most willing to communicate in English one-to-one with
the teacher, and followed by pair-work; they are also willing to speak English with their
partners. As the WTC questionnaire indicates, students are more willing to communicate in

a small group and least willing to communicate in a large group.

Another question in the interview was on students’ concerns about speaking English. The
purpose of asking this question is to find out the difficulties that students have encountered
in speaking English. If the source of the problems is found, the reason why some students
are willing or unwilling to communicate can be understood; and thus, effective solutions

can be suggested to educators and students.
Table 14

Students’ Responses to the Concerns about Speaking English

Concerns about speaking English Number of students

Fear of being misunderstood and mocked

Incorrect pronunciation

Unsatisfying education

Lack of vocabulary

Lack of practice

Feel incompetent

Context/ Setting

Being nervous

6
5
4
4
Grammar mistakes 3
3
2
2
2
1

Not understanding the question

Half of the learners (six people) said that while they were speaking English, they worried
about making a mistake even if they knew the answer of the question. They said they were
shy to speak English thinking that they would be misunderstood, or mocked. For example,
Onur said: “When someone asks me a question in English, I feel anxiety so much. I am
worried about making a mistake or being misunderstood; I am afraid that 1 will be

ridiculed.”

Five students worry about pronouncing the words incorrectly while they are speaking.

They say that they even avoid communicating in English due to the fear of being ridiculed
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when they mispronounce the words. For example; Irem stated: “I feel tension because of

thinking whether I mispronounce the words while I am speaking.”

Ali said: “I have difficulty in saying the words. If I know the word, I understand it; but I
experience difficulty in pronouncing it. I sometimes know the meaning of the word, but I

find hard to write it or pronounce it.”

Cansu stated: “I cannot speak English because I am thinking that I will be ridiculed if I
mispronounce the words. The people | speak to may think about me that even if she does

not know English, she is still trying to speak.”

Four students think that they do not know sufficient English vocabulary; therefore, they
have difficulty in speaking English.

Ali: “When a foreign person or the teacher asks me a question, I am concerned about if the

word to say comes to my mind, or if [ forget the word.”

Cansu: “I know the English verb tenses by heart but as my vocabulary is not sufficient, I
cannot make a sentence. Even if | know the verb tenses or grammar, | cannot make a

sentence and speak as I do not know the word.”

Mert: “For example; while I am speaking English, some Turkish words come to my mind
and | wish I knew the English equivalent of the word. Because | do not know the word, |
cannot ask any question to any foreign person I am speaking to.”

Three students think that while they are speaking, they make grammar mistakes. For
example; Irem said that she felt nervous while speaking English because of thinking if she
made a grammar mistake. She says: “I am always thinking about grammar while speaking;
for example, I am thinking whether | should speak with present continuous tense or future

tense.”

Beyazit said that he made inversion in sentence structures; but, he thinks that this does not

cause a problem as long as the interlocutor understands.

Jale says: “I sometimes cannot form a sentence, so this causes incoherence and this is a big
problem. I think lack of vocabulary is not a problem, because you can find a word with a

similar meaning.”

Three students said that they are not able to speak English due to insufficient practice. For

example, Mahmut said: “I feel anxious while speaking English. As I cannot talk face to
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face with foreign people much in Turkey, | have lack of self-confidence and this causes

nervousness, so | cannot speak.”

Jale: “I can comprehend when someone speaks English but I am not able to form a

sentence and say it because of lack of practice, unfortunately.”

Two students, Cansu and Beyazit said that they felt incompetent to speak English. For
example, according to Cansu, she does not have enough capacity to speak English with
foreign people because she feels incompetent. She says: “I feel incompetent because 1 do

not study enough, and I think the education that I receive is not satisfactory.”

Beyazit says: “If | attend an interview, | think I will feel incompetent and nervous when

they ask me questions.”

Two individuals think that when a tourist asks a question, they feel anxiety as they are
caught unprepared. Ali said: “When a tourist asks me a question suddenly, | get confused

about vocabulary. So, I get nervous”.

Mahmut said: “When a foreigner asks me a question suddenly, I get nervous until I
understand the question. The problem that people cannot speak English is generally to get
nervous, anyway. They cannot speak English in public or with foreign people. We learn so
many words or grammar structures. | memorized a lot of words. But, they do not come to
my mind at that moment. In fact, | have knowledge of them, but they come to my mind
later; then it becomes late.”

Two students said that the setting affects the feeling of being comfortable to speak English.

For example; Berk says:

“I am very confident normally, but, I sometimes feel nervous depending on the context.
For example, when | am together with my friends, |1 am not thinking much before speaking,
but in situations like this interview, in a formal context, you are thinking a lot before

speaking just like speaking Turkish.”

Just one student, Onur, pointed out that if he does not understand the question that is asked,
he neither can generate an idea nor make a sentence. If he understands the question, he gets

relaxed and answers.

Four students think that the English education they receive is not sufficient to be able to
speak English and half of the students (six people) think that the school must place
emphasis on speaking.
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For example:

Ata: “I think if possible, the English education system must change. The focus of English
lessons must be on speaking skill. Even if you know grammar, you cannot speak. You
should learn grammar, but grammar is not everything because I cannot use grammar in my
daily life. You learn grammar, but you forget two days later. So, it is highly important to

make dialogues and do speaking.”

Beyazit: “The more we practice and speak English in the lesson, the better we learn. We
take books in our hands, and try to learn English. Okay, we learn vocabulary, but we must
do more practice to speak English. We have 12 hours of grammar lesson, instead of this;

we must have 12 hours of speaking lesson.”

Mahmut: “I was really successful in English lessons at high school. My teachers supported
me. | loved English more. | had more practice in speaking. | was talking with foreign
people a lot. But then I gave up and forgot speaking English. We have no chance to speak
English at university, so | am discouraged and not willing to speak. | was willing at high

school, because I practiced speaking.”

According to students’ responses, it seems that the most common concern about speaking
English is to be mocked or to be misunderstood. Most of them are afraid of making
mistakes while speaking. Hence, encouraging students and motivating them is very
important to get them to speak English. They also worry about their pronunciation. It is
understood that teaching pronunciation plays an important role to get students to speak
English. Furthermore, students differ about the importance of vocabulary and grammar
knowledge in speaking. Some of them are not able to speak English owing to insufficient
vocabulary, whereas some of them think that they are afraid of making grammar mistakes
while speaking. Thus, teaching grammar and vocabulary is also important for EFL

classrooms.

Students’ opinions were also asked about their oral participation in English lessons. It was

asked in order to get their perceptions on their actual WTC behavior in the classroom.

Six students said that they sometimes participated in English lessons. Their participation
fluctuates depending on some situations. For instance; two students emphasized that their

oral participation in classroom depended on comprehending the subject of the lesson.

According to Cansu:
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“If I comprehend the subject well, my participation in English lesson also increases; the
better | comprehend, the more | participate. But when | do not understand the subject, | do
not participate in the lesson much. When the teacher asks me a question, if I understand the
subject, I can answer it. But if 1 do not understand the subject, I have difficulty in

answering it; I answer hesitantly. My hesitation arises from not understanding the subject.”

Mahmut said that even if he did not want, he tried to participate in English lessons to get
high mark. He also expressed that if his answers were correct; he became more willing to

participate:

“I am not willing to participate in English lessons; but when nobody answers the teacher’s
question, | try to answer to get high mark from the teacher. If my answers are correct a few

times, | become confident and I attend more.”

Irem stated that she could not participate in English lessons if there was an exam in those
times because of feeling nervous. She said: “I normally attend the lessons, but before
exams, | get nervous. Even if | know something, | cannot speak due to fear of exam

marks.”

According to Mert, as speaking is not frequently done in English lessons, he sometimes

participates in the lesson:

“I sometimes attend the lessons. We generally learn grammar in the classroom, so oral
communication in English is insufficient. Speaking English outside is different from the

lessons in the classroom.”
Two students said that they generally participated in English lessons.

Three students stated that their participation had increased since the previous year. For
example; Sena said:

“I am participating in English lessons now more than last year. As I have learnt more and
more knowledge, my self-confidence increased, and | become more sociable, | speak

English more.”

Only one student said that his participation had decreased since the previous year because

of the teacher. He said:

“This term, our English teacher usually speaks, we listen and take notes. She should try
more to get the students involved in speaking English. Last year, | felt comfortable with
my English teacher. When everybody raised their hand, she chose and called the students;
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so, she tried to get the students involved. She did not always call the same student. Also,
when somebody answers a question, she just says “incorrect” and passes, but our teacher

last year, did not pass; she corrected our mistakes.”

Therefore, as is understood from the students’ views, students’ participation in English
lessons is not stable; it is a dynamic process and depends on some conditions such as
comprehending the subject, type of activity in the class, the way of teaching, and acquiring
knowledge. The most important issue appears to be to get the students to gain self-
confidence. If they gain self-confidence and believe that they will succeed in English, they

participate in English lessons more.

4.2. Results of the Research Question 2

The second research question of the study is: “To what extent are Turkish students at a
tertiary program in ESP context motivated to learn English?” This section presents both the
quantitative and qualitative results of this question.

4.2.1. EFL Motivation Questionnaire Results

This section includes findings and interpretations of the results of the survey participants'
motivation to learn English.

The results which demonstrate the score ranges of scale in order to determine the

participants’ level of EFL motivation are given in Table 15:

Table 15

Score Ranges Showing Subjects’ Level of EFL Motivation

Significance Level

Option Limit
Very Low 52-104
Low 105-157
Medium 158-210
High 211-263
Very High 264-312
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Based on the criteria shown above, the statistical results concerning the level of motivation
that the subjects think they have are demonstrated in Table 16:

Table 16

The Results of the Participants’ Perceived Level of Motivation according to Significance

Levels
Score F % Ss <
52-104 5 19
105-157 15 5.7
158-210 57 216
211-263 142 537 4210  225.22
264-312 45 171
Total 264 100

As it is obvious from the table, the level of subjects’ English motivation was “high”

according to the five evaluation criteria (X = 225.22). Hence, according to the result
obtained, it can be said that participants are highly motivated to learn English.

The students’ motivation was also examined in terms of the motivational self-system
variables in the motivation questionnaire. Doérnyei’s L2 Motivational Self-System
Questionnaire (2016) was divided into 9 categories by using both its original study (You,
et al., 2016) and Taguchi et al.’s (2009) survey. Table 17 provides information about the
percentages of participants’ responses to the items related to “Ideal L2 Self” part of the

motivation questionnaire:

94



Table 17

The Frequency of Students’ Responses to the Items of Ideal L2 Self Part of the Motivation

Questionnaire

=9 5] > & > >

o o= = = = ) (@))
ltems b a) @0 D < < Hh <

f % f % f % f % f % f % X S
ltem7 20 57 23 65 53 150 84 238 100 283 73 20.7 424 1.40

ltem13 16 45 25 71 66 187 81 229 89 252 76 215 421 1.39
ltem21 9 25 13 37 45 127 89 252 110 312 85 241 451 1.23
ltem26 19 54 19 54 51 144 89 252 96 272 79 224 430 1.38
ltem32 16 45 22 62 55 156 79 224 107 303 73 207 430 1.36

According to the results shown in the table, %20.7 of the participants strongly agreed,
%28.3 agreed, %23.8 slightly agreed, %15.0 slightly disagreed, % 6.5 disagreed, %5.7
strongly disagreed with the item 7: “I can imagine myself speaking English in the future
with foreign friends at parties.” Hence, it is clearly seen that %49 of the participants
(%28.3+ 20.7) agree with this item.

In responding to the item 13; “I can imagine myself in the future giving an English speech
successfully to the public in the future”, %21.5 of the participants strongly agreed, %25.2
agreed, %22.9 slightly agreed, %18.7 slightly disagreed, % 7.1 disagreed, %4.5 strongly
disagreed. Thus, it is understood that %46. 7 agreed with this item.

In responding to the item 21; “I can imagine a situation where | am doing business with
foreigners by speaking English”, %24.1 of the participants strongly agreed, %31.2 agreed,
%25.2 slightly agreed, %12.7 slightly disagreed, % 3.7 disagreed, %2.5 strongly disagreed.
It means that most of the participants, % 55.3, agree with this item and imagine this

situation.

In responding to the item 26; “I can imagine that in the future in a café with light music, a
foreign friend and I will be chatting in English casually over a cup of coffee”, %22.4 of the
participants strongly agreed, %27.2 agreed, %25.2 slightly agreed, %14.4 slightly
disagreed, % 5.4 disagreed, and % 5.4 strongly disagreed. It means that % 49.6 participants

agree with this item.
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Finally, in responding to the item 32; “I can imagine myself in the future having a
discussion with foreign friends in English”, %20.7 of the participants strongly agreed,
%30.3 agreed, %22.4 slightly agreed, %15.6 slightly disagreed, % 6.2 disagreed, % 4.5

strongly disagreed. It means that % 51 of the participants agree with this item.

When the students’ responses to the items of this part of the questionnaire are analyzed, it
is highlighted that their Ideal L2 Selves are mostly related to speaking English at work.
More than half of the participants (%55. 3) agreed with the item 21. Their dream seems to
speak English fluently with foreigners at work. This result is also parallel with the
students’ opinions in the interviews. All interviewees, 12 students (%100), stated that
speaking English is really important for their future jobs. They said that they would like to
speak English fluently in order to perform their occupations in the future. Furthermore, for
the 6™ question in the interview (see Appendix); when they were asked to imagine
themselves with a good command of English, they all imagined themselves speaking
English fluently with foreigners at work and described it in detail.

Followed by the item 21, most of the participants (%51) also imagine themselves having a
discussion with foreign friends in English. Hence, it can be said that half of the students
either perceive themselves to be competent to discuss something in English, or they wish
to be able to make discussion in English.

Nearly half of the students (%49 and % 49. 6) agreed with the items 7 and 26; their ideal
L2 selves are related to having a conversation with their foreign friends. They dreamed
about being able to speak English fluently with foreign friends in the future. During the
interview, apart from imagining themselves speaking English at work, 3 students also

imagined having an English conversation with foreign friends.

On the other hand, fewer students (%46.7) imagined themselves in the future giving an
English speech successfully to the public. Thus, it seems that there are not many students
whose dream is to give an English speech to the public in the future. They might not want
it, or they might not perceive themselves so competent.

The percentages of participants’ responses to “Ought-to self” part of the motivation

questionnaire are shown in Table 18:
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Table 18

Frequencies of Ought-to Self-Part of the Motivation Questionnaire

Strongly Slightly Slightly Strongly

ltem Disagree Disagree Disagree Agree Agree

Agree

Number f % f % f % f % f % f %

bl
(9]

Item2 14 40 10 28 28 79 49 139 83 235 168 47.6 4.93 135

tem3 21 59 35 99 60 170 63 178 73 207 98 278 421 154

Item9 39 110 43 122 79 224 79 224 47 133 66 187 3.70 1.58

tem1l 34 96 50 142 62 176 86 244 70 198 51 144 373 152

tem17 30 85 27 7.6 55 156 94 266 79 224 67 190 4.03 1.49

ltem25 40 113 41 116 52 147 83 235 80 227 57 161 3.83 157

tem33 16 45 22 62 55 156 79 224 107 303 73 20.7 430 1.36

According to the results, %20.7 of the participants strongly agreed, %30.3 agreed, %22.4
slightly agreed, %15.6 slightly disagreed, % 6.2 disagreed, and % 4.5 strongly disagreed
with the item 2: “My parents/family believe that I must study English to be an educated
person.” Hence, it is understood that most of participants, %51(%20.7+%30.3), think that

their family wants them to learn English because of its importance in education.

In responding to the item 3: “Studying English is important to me in order to gain the
approval of the society”, %27.8 of the participants strongly agreed, %20.7 agreed, %17.8
slightly agreed, %17 slightly disagreed, % 9.9 disagreed, %5.9 strongly disagreed. Thus, it
seems that nearly half of the participants (%48.5) want to learn English in order to gain the

approval of the society.

Relating to the item 9; “Studying English is important to me because other people respect
me more if [ have a knowledge of English”, %18.7 of the participants strongly agreed,
%13.3 agreed, %22.4 slightly agreed, %22.4 slightly disagreed, % 12.2 disagreed, and %
11 strongly disagreed. Thus, it is clear that not many students (%32) agree with this
opinion. They may think that only knowing English is not sufficient to gain respect of

people.

In responding to the item 11: “Studying English is important to me in order to gain the

approval of my teachers” % 14.4 of the participants strongly agreed, %19.8 agreed, %24.4
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slightly agreed, %17.6 slightly disagreed, % 14.2 disagreed, and % 9.6 strongly disagreed.
Hence, it means that most students slightly agree with this statement. Their aim to learn

English may not be gain the approval of their teachers.

In responding to the item 17: “I study English because close friends of mine think it is
important” % 19 of the participants strongly agreed, %22.4 agreed, %26.6 slightly agreed,
%15.6 slightly disagreed, % 7.6 disagreed, % 8.5 strongly disagreed. Therefore, most
students slightly agree with this statement. Their friends may think that English is

important, but, the students’ aim to learn English may not be for their friends.

Regarding the item 25: “I consider learning English important because the people I respect
think that I should do it”,” % 16 of the participants strongly agreed, %22.7 agreed, %23.5
slightly agreed, %14.7 slightly disagreed, % 11.6 disagreed, % 11.3 strongly disagreed
with it. Thus, many students slightly agree with this item. This may be also due to the fact
that the people the participants respect think that learning English is necessary and they
may suggest the participants to learn it, but the students’ aim to learn English may not be

for these people.

In responding to the item 33: “Studying English is important to me because an educated
person is supposed to be able speak English” % 20.7 of the participants strongly agreed,
%30.3 agreed, %22.4 slightly agreed, %15.6 slightly disagreed, % 6.2 disagreed, % 4.5

strongly disagreed.

To sum up, the students mostly agree with two items; item 2 and 33. Hence, it is
understood that most students’ parents or families believe that English is important and
learning English is necessary; they suggest that the students must study it. Some students
may be affected by their families; they are likely to feel responsible to learn English
because their families want them so. Furthermore, it seems that most students think
speaking English is important to be an educated person. They attach great importance to

speaking English and want to be able to speak English.

The percentages of participants’ responses to the “Attitudes towards Learning English”

part of the motivation questionnaire are shown in table below:
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Table 19

Students’ Responses to the Attitudes towards Learning English Part of the EFL Motivation

Questionnaire

ey o SO Y e S

% f % f % f % f % f % X S
'tesm 26 74 32 91 69 195 103 292 80 227 42 119 3.86 138
“fg‘ 29 82 26 74 79 224 95 269 65 184 58 164 3.89 144
”295” 15 42 19 54 50 142 83 235 100 283 85 241 438 1.35
“Zef‘ 31 88 34 96 97 275 84 238 63 178 44 125 3.60 142
“;g‘ 24 68 25 7.1 60 170 78 221 82 232 82 232 418 148

According to the results shown above, %11.9 of the participants strongly agreed, %22.7
agreed, %29.2 slightly agreed, %19.5 slightly disagreed, % 9.1 disagreed, and % 7.4
strongly disagreed with the item 5: “T always look forward to English classes.” Hence, it is
clearly seen that most of participants slightly agreed with the item; also, only %34.6 of the

participants agreed with this item.

In responding to the item 15: “I really like the actual process of learning English”, %16.4
of the participants strongly agreed, %18.4 agreed, %26.9 slightly agreed, %22.4 slightly
disagreed, % 7.4 disagreed, %8.2 strongly disagreed. Thus, it is understood that only
%34.8 of the participants like the actual process of English; the majority of the participants
slightly agreed with the item.

Relating to the item 20; “I find learning English interesting”, %24.1 of the participants
strongly agreed, %28.3 agreed, %23.5.2 slightly agreed, %14.2 slightly disagreed, % 5.4
disagreed, and % 4.2 strongly disagreed. Thus, it is obvious that most of the participants

(%52.4) think that learning English is interesting.

In responding to the item 24: “I think time passes faster while studying English”; % 12.5 of
the participants strongly agreed, %17.8 agreed, %23.8 slightly agreed, %27.5 slightly
disagreed, % 9.6 disagreed, %8.8 strongly disagreed. Hence, it means that most students
slightly disagreed with the statement; they do not think that time passes faster while

studying English.
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Regarding the item 30: “I really enjoy learning English”, % 23.2 of the participants
strongly agreed, %23.2 agreed, %22.1 slightly agreed, %17.0 slightly disagreed, % 7.1
disagreed, %6.8 strongly disagreed. Therefore, nearly half of the students (%46.4) seem to

enjoy learning English.

In sum, the majority of the students find learning English interesting and also they enjoy
learning English. However, they neither agree, nor disagree to look forward to English
classes and to like the actual process of learning English. They also do not think that time

passes faster while studying English.

When the results of “Attitudes towards Learning English” part of the motivation
questionnaire are compared with the results of “WTC in the classroom”, it can be noted
that students are willing to communicate using English in the classroom; however, they are
not looking forward to English classes. According to the interviews, they want to speak
English in the classroom; maybe this is the reason that they do not like English lessons
much. They are somewhat willing to communicate in English in general and they enjoy

learning English.

The frequencies of students’ responses to the items of the variable of “Intended Effort”

were given in Table 20
Table 20

Frequencies of Intended Effort Part of the Motivation Questionnaire

Strongly . Slightly Slightly Strongly
ltems Disagree Disagree Disagree Agree Agree Agree

f % f % f % f % f % f % X S
Itgén 12 34 8 23 53 150 85 241 92 261 100 283 453 1.29
IT(T 35 99 40 113 90 255 82 232 61 173 44 125 364 148
Iﬂn 17 48 20 57 41 116 57 161 109 309 108 30.6 454 142
It‘(&r}n 13 37 16 45 51 144 83 249 100 283 84 238 441 131
pr 9 25 11 31 44 125 61 173 104 295 123 348 473 1.28

As shown in Table 20, regarding the item 36: “I am prepared to expend a lot of effort in
learning English”, %28.3 of the participants strongly agreed, %26.1 agreed, %24.1 slightly
agreed, %15 slightly disagreed, % 2.3 disagreed, % 3.4 strongly disagreed.
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In responding to the item 40: “I would like to spend lots of time studying English”, % 12.5
of the participants strongly agreed, %17.3 agreed, %23.4 slightly agreed, %25.5 slightly
disagreed, % 11.3 disagreed, % 9.9 strongly disagreed.

In responding to the item 44: “I would like to concentrate on studying English more than
any other topic”, % 30.6 of the participants strongly agreed, %30.9 agreed, %16.1 slightly
agreed, %11.6 slightly disagreed, % 5.7 disagreed, % 4.8 strongly disagreed.

In responding to the item 48: “Even if I failed in my English learning, I would still learn
English very hard”, % 23.8 of the participants strongly agreed, %28.3 agreed, %24.9
slightly agreed, %14.4 slightly disagreed, % 4.5 disagreed, % 3.7 strongly disagreed.

In responding to the item 51: “English would be still important to me in the future even if I
failed in my English course”, % 34.8 of the participants strongly agreed, %29.5 agreed,
%17.3 slightly agreed, %12.5 slightly disagreed, % 3.1 disagreed, % 2.5 strongly

disagreed.

It can be concluded that most students intend to make an effort to learn English; most of
them (%54.4) are prepared to expend a lot of effort in learning English. % 61 of the
students would like to study English more than the other lessons; they may like learning
English more than any other lesson, or they may find learning English more important than
the other topics. Moreover; according to the results, the students know the significance of
learning English so much that their motivation does not decrease even if they fail in

learning English.

The frequencies of participants’ responses to the “Promotion Instrumentality” part of the

motivation questionnaire are given in table below:
Table 21

Frequencies of Promotion Instrumentality Part of the Motivation Questionnaire

Strongly . Slightly Slightly Strongly
ltems Disagree Disagree Disagree Agree Agree Agree
f % f % f % f % f % f % X S
Itim 20 57 4 11 17 48 42 119 56 159 214 606 513 1.38
Itleén 14 40 10 28 43 122 67 190 105 29.7 114 323 464 133
Item
18 9 25 17 48 30 85 53 150 90 255 154 436 486 1.32
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As clearly seen in the table, % 60.6 of the participants strongly agreed, %15.9 agreed,
%11.9 slightly agreed, %4.8 slightly disagreed, % 1.1 disagreed, and % 5.7 strongly
disagreed with the item 4: “Studying English can be important to me because I think I’ll
need it for further studies™.

With regard to the item 16: “Studying English is important to me in order to achieve a
personally important goal (e.g., to get a degree or scholarship)”, % 32.3 of the participants
strongly agreed, %29.7 agreed, %19 slightly agreed, %12.2 slightly disagreed, % 2.8
disagreed, % 4 strongly disagreed.

In responding to the item 18: “Studying English is important to me because my life will
change if I acquire good command of English”, % 43.6 of the participants strongly agreed,
%25.5 agreed, %15 slightly agreed, %8.5 slightly disagreed, % 4.8 disagreed, % 2.5
strongly disagreed.

The results demonstrate that the students have high promotion instrumentality to learn
English. Most of them, %76.5 of the participants, need to learn English for their studies in
the future. In addition, they feel the need to study English for their personal goals, for
example; to get a degree. Indeed, as in the interviews, students always state at school that
their greatest concern is to pass the English exams and graduate from the school. They
know the importance of studying English especially for exams and would like to study;
however, some of them put this into action, some of them do not study. Apart from the
exams at school, most of the students also (%69.1) think that learning English is important
for every part of life. They believe that they need to study English because if they acquire
good command of English, their lives will change. They may have different personal goals
to learn English at a high level.

Table 22

Frequencies of Prevention Instrumentality Part of the Motivation Questionnaire

Strongly . Slightly Slightly Strongly
ltems Disagree Disagree Disagree Agree Agree Agree

f % f % f % f % f % f % X S
Itleln 27 76 34 96 56 159 86 244 84 238 65 184 4.02 148
It;én 9 25 13 37 56 159 66 187 99 28.0 109 309 459 130
It3e1m 16 45 16 45 35 99 67 190 97 275 121 343 463 139
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Table 22 includes the information about students’ responses to the items of prevention
instrumentality. With the item 14: “Studying English is important to me because | would
feel ashamed if I got bad grades in English”, % 18.4 of the participants strongly agreed,
%23.8 agreed, %24.4 slightly agreed, %15.9 slightly disagreed, % 9.6 disagreed, % 7.6

strongly disagreed.

In responding to the item 23: “Studying English is necessary for me because | do not want
to get a poor score mark or a fail mark in English proficiency tests (NMET, CET,MET,
IELTS...)”, % 30.9 of the participants strongly agreed, %28 agreed, %18.7 slightly agreed,
%15.9 slightly disagreed, % 3.7 disagreed, % 2.5 strongly disagreed.

In responding to the item 31: “I have to learn English because I do not want to fail in the
English course”, % 34.3 of the participants strongly agreed, %27.5 agreed, %19 slightly
agreed, %9.9 slightly disagreed, % 4.5 disagreed, % 4.5 strongly disagreed.

According to the results, the students have also prevention instrumentality to learn English.
As mentioned before, learning English is really important for them to pass the exams and
to be successful at school. In addition, they believe that English is also important for their

future exams which they will take after graduating from the school to have a job.

The percentages of participants’ responses to the items of “Cultural Interest” part of the

motivation questionnaire are demonstrated in Table 23:
Table 23

Frequencies of Cultural Interest Part of the Motivation Questionnaire

Strongly

Slightly  Slightly Agree Strongly
Items _ Disagree g

Disagree Disagree  Agree Agree

f % f % f % f % f % f % X S

|th 20 57 29 82 61 173 68 193 83 235 92 26.1 424 1.49
'tf(;“ 28 79 42 119 64 181 83 235 68 193 68 193 3.92 152
'tfg‘ 18 51 22 62 76 215 106 300 74 210 55 156 4.02 1.33

As indicated in the table, regarding the item 6: “I think learning English is important in

order to learn more about the culture and art of its speakers”, % 26.1 of the participants
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strongly agreed, %23.5 agreed, %19.3 slightly agreed, %17.3 slightly disagreed, % 8.2
disagreed, %5.7 strongly disagreed.

With the item 10, % 19.3 of the participants strongly agreed, %19.3 agreed, %23.5 slightly
agreed, %18.1 slightly disagreed, % 11.9 disagreed, %7.9 strongly disagreed; “I like TV

programmes made in English-speaking countries”.

In responding to the item 29: “I like English-language magazines, newspapers, and books”
% 15.6 of the participants strongly agreed, %21 agreed, %30 slightly agreed, %21.5
slightly disagreed, % 6.2 disagreed, and % 5.1 strongly disagreed.

To conclude, half of the students (% 49.6) are aware of the importance of English to learn
more about the culture and art of its speakers. However, most of them do not like English
TV programmes, English-language magazines, newspapers and books much. They seem to

be slightly interested in cultures of English-speaking countries.

The frequencies of participants’ responses to the items of “Attitudes to L2 Community”

part of the motivation questionnaire are demonstrated in Table 24:
Table 24

Frequencies of Attitudes towards L2 Community Part of the Motivation Questionnaire

Strongly . Slightly  Slightly Strongly

Disagree Disagree Disagree ~ Agree Agree Agree
emS ¢ 9% F % f % f % f % f % X S
'telm 23 65 12 34 17 48 34 96 71 201 195 552 4.99 1.48
Itfén 17 48 16 45 46 130 64 18.1 100 283 109 309 453 1.40

As seen in Table 24, with regard to the item 1: “Learning English is important to me
because I would like to travel internationally”, %55.2 strongly agreed, %20.1 agreed, %9.6
slightly agreed, %4.8 slightly disagreed, %3.4 disagreed, and %6.5 strongly disagreed.

In responding to the item 12: “I like to travel to English speaking countries”, % 30.9 of the
participants strongly agreed, %28.3 agreed, %18.1 slightly agreed, %13 slightly disagreed,
% 4.5 disagreed, % 4.8 strongly disagreed”.
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According to the results, the students have positive attitudes to L2 community in general.
Most of them want to learn English in order to travel to different countries.

The percentages of participants’ responses to the items of the variable of “Vividness of

Imagery” in the motivation questionnaire are demonstrated in Table 25:
Table 25

Frequencies of Vividness of Imagery Part of the Motivation Questionnaire

Strongly . Slightly Slightly Strongly

Disagree Disagree Disagree Agree Agree Agree
ems  t 9% f 9% f % f % f % f % X S
It;;n 13 37 19 54 41 116 105 297 89 252 85 241 440 131
It;én 12 34 17 48 65 184 94 266 99 280 65 184 426 1.27
If{n 12 34 28 79 47 133 106 300 90 255 69 195 425 131
If;n 8 23 22 62 49 139 105 29.7 99 280 69 195 434 124
Item

59 13 37 26 74 48 136 94 266 84 238 87 246 433 1.37

As it is clear in the table, with the item 37: “When I’m imagining myself using English
skillfully in the future, I can usually have both specific mental pictures and vivid sound of
the situations”, % 24.1 of the participants strongly agreed, %25.2 agreed, %29.7 slightly
agreed, %11.6 slightly disagreed, % 5.4 disagreed, % 3.7 strongly disagreed.

In responding to the item 39: “I can usually have several vivid mental pictures and/or
sounds of situations when I’'m imagining myself using English skillfully in the future”,
%18.4 of the participants strongly agreed, %28 agreed, %26.6 slightly agreed, %18.4
slightly disagreed, % 4.8 disagreed, % 3.4 strongly disagreed.

In responding to the item 41: “If I wish I can imagine how I could successfully use English
in the future so vividly that the images and/or sounds hold my attention as a good movie or
story does”, % 19.5 of the participants strongly agreed, %25.5 agreed, %30 slightly agreed,
%13.3 slightly disagreed, % 7.9 disagreed, % 3.4 strongly disagreed.

With the item 47: “When imagining how I could use English fluently in the future, I

usually have a vivid mental picture of the scene” % 19.5 of the participants strongly
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agreed, %28 agreed, %29.7 slightly agreed, %13.9 slightly disagreed, % 6.2 disagreed, %
2.3 strongly disagreed.

In responding to the item 52: “My dreams of myself using English successfully in the
future are sometimes so vivid | feel as though I actually experience situations”, % 24.6 of
the participants strongly agreed, %23.8 agreed, %26.6 slightly agreed, %13.6 slightly
disagreed, % 7.4 disagreed, % 3.7 strongly disagreed.

It is concluded that the majority of the students (%49.3) agree with the item 37 and think
that when they are imagining themselves using English skillfully in the future, they can
usually have both specific mental pictures and vivid sound of the situations. In addition,
students slightly agree with each item of the vividness of imagery variable. Hence, this
means that they can both see and hear their possible selves to learn English moderately;

they slightly have mental imagery and dream about using English.

As mentioned in previous chapter, vividness of imagery is crucial for L2 motivational self-
system because if learners have vivid and elaborate mental imagery, L2 motivational self-
system exerts its influence on learners. Research indicates that the more elaborate the
possible self in terms of imaginative or visual, the more motivational power it is expected
to have (Dornyei, 2009). Hence, the results of the motivation questionnaire demonstrate
that learners can imagine about their Ideal Selves; this means that they are motivated to
learn English. They have mental imagery; however, it needs to be a bit more elaborate and
vivid because they slightly agree with the items regarding vividness of imagery. Moreover,
this result confirmed the Markus and Nurius (1986) statement. They stated that possible
selves include tangible images and senses; people can see and hear a possible self. Most
students agree with the item 37, so, they have possible selves.

4.2.2. Results of the Student Interviews

The interview questions were prepared according to the items of Ddrnyei’s motivation
questionnaire, because the purpose of the interview is to validate the quantitative findings
and find out the learners’ perceptions on their English learning motivation within the
framework of Dornyei’s (2005, 2009) L2 Motivational Self-System. Six questions were

asked about students’ motivation during the interview.

Firstly, the students were asked to imagine a situation in the future that they would

graduate from the school and have good command of English; in which situation and with
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whom they would use English. It was asked to reveal the students’ ideal selves. All of the

12 students imagined themselves using English at work. For example, Beyazit described:

“This is my dream. I think I will work inside airplane or at airport as my job requirement. |
have chosen willingly to study at this department. | imagine that 1 will communicate in
English easily/confidently with my foreign colleagues or with executives and understand
each other. In Turkish airline companies, not only Turkish people work; but also, foreign
cabin crew and foreign pilots work. Communicating with them is of vital importance. |

imagine that I will speak English fluently with them.”

Cansu: “As my department is ground handling services, I imagine myself as a department
manager at an airport. Let’s suppose that a foreign passenger in international terminal has a
trouble; comes to me and asks my support. If | have a good command of English, I will

help the passengers like this by speaking English fluently.”

Ali: “T imagine myself working abroad, representing my country and company in the best
way. Also, in Turkey, we have an English technician maintenance book in our job and |

imagine myself understanding the names of the aircraft parts in the book.”

Jale: “I dream that I am a cabin purser, | have a good command of English, and | speak
fluently with all pilots. My English is so great that | am always charged with international

flights. I also know other languages.”

Three students also imagined themselves having an English conversation with foreign

people or friends. For example, Mahmut said:

“When I go abroad, I wish I would make friends and sit in a café, have a chat with people I

have just met. When you talk with foreign people, your circle of friends will also widen.”

Ata: “I imagine that I started to work at Turkish Airlines with an excellent command of
English. I am in flight to USA. I am having a conversation with foreign passengers. “What
do you think it is famous for? What should I eat and drink?” I have a chat with waiters

wherever I go abroad. I try to establish sincere dialogs with the people I have met.”

Mert: “For example; let’s suppose that I am at work and foreign people are coming. I
would like to meet with them. Also, for example; foreign colleagues will come and | am
asked to welcome and talked to them. Then, I wish to use English to meet new people. Or,

I wish I would speak English fluently with a foreign girlfriend abroad.”
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This question of the interview can be associated with the items related to “Ideal L2 Self”
part in the motivation questionnaire. The majority of the participants (%55.3) agreed with
the item “I can imagine a situation where I am doing business with foreigners by speaking
English” in the motivation questionnaire. During the interview, all 12 students imagined
themselves speaking English fluently with foreigners at work, too. Furthermore, nearly half
of the students’ (%49) ideal L2 selves were to be able to chat in English with their foreign
friends in the future according to the results obtained from the motivation questionnaire.
Some students in the interview also dreamed about being able to have an English
conversation with foreigners in the future. Hence, it can be noted that the questionnaire is
reliable.

Secondly, students were asked whether they kept learning or studying English after school.
The aim was to find out students’ actual effort which indicates their motivated learning

behavior.

Half of the students stated that they keep learning English after class. Two students said
that they listened to English music and watched English movies; two students said to
memorize words and study grammar; two students said to read English articles; one
student said to study the business English book; 1 student said to learn English vocabulary
from English games and websites.

Four students said that they study English just before exams. For example; Jale said: “To
be honest, | study English from exam to exam. After school, | do homework. | like

English, but I find difficult to study a lesson”.

Ali said: “I study English to get higher marks in the exam, but I do not learn it for self-
improvement. | only aimed at studying for exams, because | do not come across English
words in my daily life. I do not need it in my daily life. If | pass the exams, I think 1’1l need

English for my future job.”

One student said that he studies English occasionally and 1 student said he never continues
to study English because he does not like studying a lesson:

“No, I do not continue to study English after school because | have never sat and studied
any lesson so far in my life. But, for example; before taking a speaking exam, | met my
friend, he tells me and explains the lesson, gives examples, and | discuss with him, so |
remember easily. | understand better when | make a dialogue and discuss the lesson with

somebody, or I forget.”
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Therefore, it is understood that most students make an effort to learn English; some of
them just study it to pass exams, but they still try. Some of them find difficult to study
English, but they do not like studying any lesson, not just English. According to the
motivation questionnaire, the majority of the participants (%54.4) were prepared to expend
a lot of effort in learning English. In the interviews, the majority of the students stated to
study English regardless of just for exams or not. Hence, the students’ opinions in the

interview are also similar to the results of motivation questionnaire.

Students were also asked whether they planned to continue to learn English after they
graduated from the university. This question was asked to find out the learners’ intended

efforts which also show their motivated behavior.

All of the 12 learners said that they would keep learning English even if the school would
finish and they would graduate from the school. Four students said they would go to an
English course, three students said that they would practice English on their own; two
students intended to go abroad; two students said to study English at home. Two students

also expressed that they felt obliged to continue to learn English only for their jobs.

The students were asked if they would like to go to English-speaking countries for
education, or to live there, or to work there. The aim of asking this question was to find out

the students’ attitudes towards L2 community.

All students want to go abroad. However, two students are afraid of going abroad because

they believe that they do not have a good command of English. For example;

Cansu said: “In fact, I would like to go abroad, but whenever | learn English at a good

level, and then I can go. If I knew English, I would go.”

Jale: “I really would like to go abroad. But I am afraid to go because I do not know anyone
and | do not have a good command of English. Going to a foreign country is very
different.”

Three students want to go abroad for a while, not a long time. For example;

Aysem said: “I would like to go abroad only for education. After I learn the language, |
would like to come back to my country. Because | want to make contribution to my

country, [ want people who know the language well in my country.”

Ali expressed: “I do not want to go abroad for a long time, because I think I will not be
able to get used to there. | want to go there temporarily for education.”
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According to Dornyei’s motivation questionnaire (Dornyei & Ushioda, 2009), the item 1
and 12 are related to the variable of “attitudes to L2 community”. Most students (%75.3)
agreed with the item 1; they think that learning English is important to them because they
would like to travel internationally. In addition, % 59.2 of the participants agreed with the
item 12: “I like to travel to English-speaking countries”, so most of them liked to travel to
English-speaking countries. As a result of the gquestionnaire, it was understood that they
had positive attitudes towards L2 community. According to the interviews, all students
would like to travel to English-speaking countries; some of them have some concerns
about going abroad, they still would like to travel. Thus, they have positive attitudes

towards L2 community, as well.

Another question was asked if the students were interested in learning foreign cultures.
This question was asked to find out the students’ interest in cultures of English-speaking

countries.

Eleven students said that they had an interest in other cultures; only 1 student said he was
not interested in learning other cultures. One student expressed that she reads English
books, listens to English songs; one student said that he follows some websites about
cultures; one student stated that he watches documentaries about cultures of other
countries; one student said that he liked learning cultures by travelling, and one student
said that she watches foreign TV series, one student watches foreign movies. Cansu said:

“I am interested in daily lives, working conditions, social lives, and folk dances of English-
speaking countries. | follow some social media accounts. But, as | do not know English at
good level, | have difficulty in following. If I knew English, | would ask some questions,
chat or write something on social media. As | do not have good command of English, this

affects my interest in culture. But I am interested in learning cultures.”

Students’ responses to the motivation questionnaire also show that they are slightly
interested in cultures of English speaking countries; they slightly agreed that they watched
TV programmes made in English-speaking countries. They also slightly agreed that they
liked English-language magazines and books. Hence, it seems that students have an

interest in other cultures, but not much.

The last question of the interview was about the change in students’ motivation to learn
English or their attitudes towards learning English from past to present. Students were

asked whether there had been a change or not, and if it was, in what way it had changed.
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The purpose of asking this question was to learn the extent of students’ motivation and the

factors that affect their motivation.
Eight students said that their motivation had gradually increased.

Berk: “I have always liked learning English, but my interest has increased recently.
Because | think that | will not be young in the future as much as today. | want to learn with

young mind. So, my motivation has increased in a positive way.”

Asuman said that teachers’ support and positive attitudes towards her contributed to
increase in her motivation. Thus, she emphasized the importance of teachers’ role in

increasing motivation:

“My motivation has increased thanks to my teachers; they have always encouraged me
treated me positively. That is because of my efforts probably. So, they cause me to like
English.”

Beyazit expressed the importance of gaining knowledge in increasing motivation: “I have
always been willing to learn English; but I am more willing at university. My motivation
has gradually increased because | think when people discover and learn a new thing, they

broaden their horizon.”

Ata stated: “I did not want to learn English in the past before coming to metropolis.
Coming to metropolis affected me, broadened my horizon. | never needed to learn English
in my hometown, | also do not need it in school, but I will need it after school, for work.
Also, when you go holiday, you meet foreign people, they try to have a conversation, you

want to talk, too but you remain silent and do not know what to say.”

Ali: “T have had low level of English since I was in primary school. Now it is better, my
motivation has increased. I think it will increase after graduating from the school because |
will learn only for the job. I think my motivation will increase gradually and my English
level will be higher. Now my motivation is affected by exam marks in the school, but after
finishing the school, the more | understand, the more I am motivated. Because | will not

depend on the school subject; I will try to learn the things I meet.”
Two individuals said that their motivation had gradually decreased.

Cansu: “My motivation to learn English was more in primary school. I think the reason is
that subjects were easy. | also did not have much problem in English at high school.
However, after | got into the university, my English has gradually deteriorated. Because
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the knowledge we had in the past is necessary for us now. | did not study hard in the past,
so this decreases my motivation. My motivation has changed in the negative way. In the
secondary school or high school, I did not do social activities much; so learning English
attracted my attention, | was more willing to learn. But at university, my social life and the

other lessons affected my motivation.”

Mahmut: “In fact, | hated learning English in the primary school. I did not want to learn.
Then, at high school, my English level got higher. I was the most successful in the
classroom. | had much practice. | was talking with foreign people by a camera. Later, | left
and forgot. There is no environment like that at university. | am discouraged and unwilling
to learn English now. | wanted to go abroad those days, and desired to speak English
fluently. But now | realize the fact that | cannot go abroad, and | do not have good
command of English. Also, the grammar subjects are very hard. This affects my speaking.

As the grammar subjects are hard, [ am afraid to make mistakes.”

Two individuals said that there had been no change in their motivation or attitudes to learn
English. For example; Irem said that her motivation was always influenced by exam

marks:

frem: “There has been no change in my motivation or attitude to learning English from
past to present. | am influenced by exam marks. I like foreign languages and | generally

like learning new things. But I am affected by success or marks.”

As aresult, it seems that most students’ (%67) EFL motivation has increased; most of them
are more motivated to learn English at university compared to the past. According to their
opinions, this is because they have better education at university and they are more
conscious, they understand the necessity of English more; so, their willingness to learn
English increased. In addition, teachers’ support and gaining more knowledge contributed

to their motivation.

During the interview, questions about students’ attitudes towards learning English were not
asked directly; however, they were deduced from the students’ responses to the questions

mentioned above.

According to the results of the motivation questionnaire, nearly half of the students
(%49.3) slightly agree or disagree with the item 15: “I really like the actual process of

learning English.” Thus, they do not like much the actual process of learning English.
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During the interview, five learners said that they like the English language and speaking
English; however, they find it difficult to learn and they bother to study.

For example, Jale said: “I like English, but I bother to study. I study English only from
exam to exam.” Irem said: “I like foreign languages and learning new things. However, my

exam marks affect my attitudes towards English.”

Ali said:

“In fact, I like studying English. But I sometimes have difficulty in comprehending a
subject. For example; while I’'m studying a verb tense, 1 do not know the meaning of a

word in a sentence, so | feel bad. I like learning English, but I do not push myself hard to

learn it just because I like it.”

In addition, according to the results of the motivation questionnaire, most of the students
(%46.4) agreed with the item 30: “I really enjoy learning English.” During the interview, 5
students stated that they enjoy learning or speaking English. For example, Asuman said:

“I like speaking English. I even want to learn other foreign languages. | feel happy when |
am able to speak English. | enjoy listening to English songs or watching English movies,

learning them makes me happy.”

Berk said: “I prefer to search something in English on the internet because I am interested
in learning English. I enjoy learning, speaking English, writing and listening something in
English.”

Just one student, Cansu said that she did not enjoy learning English because she found it
difficult: “I wouldn’t learn English if I did not need it. | am not interested in learning it and

| have difficulty in learning. My motivation decreases as the subjects get harder. | feel

discouraged.”

It seems that most of the students have positive attitudes towards learning English.

4.3. Results of the Research Question 3

In addition to the general L2 WTC and EFL motivation levels of the students, their WTC
and motivation levels were also analyzed according to their genders, grades, departments,

kinds of school they graduated from, and having been abroad.
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Independent t-test results which were used to determine the WTC level of the subjects
participating in the study by gender are given in table below:

Table 26

Independent t-Test Results of the Participants’ L2 WTC Levels according to Their Genders

Gender N X S Df t P
Female 208 125.72 65.45

352 2.18 .626
Male 145 144.80 60.61

As it is understood from the table, participants’ level of L2 WTC does not differ by gender
at a significant level (t 352y = 2.18, p>.05). According to the data obtained, the level of
participants” WTC was not significantly different by gender; however, it was determined
that male participants’ level of WTC ( X =144.80) was higher than female participants’
level of WTC (X =125.72). According to this result, it can be said that gender difference

has no significant influence on the level of WTC.

Independent t-test results which were used to determine the level of WTC of the subjects

participating in the study by classroom grade are given in Table 27.
Table 27

Independent t-Test Results of the Participants’ L2 WTC Levels according to Their

Classroom Grades

Grade N X S Df t P
1% Grade 180 105.26 64.29

y 350 1.58 041
2" Grade 173 130.63 46.25

As it is understood from the table, participants’ level of L2 WTC differs by grade at a
significant level (ts0= 1.58, p>.05). According to the data, it was determined that the level
of participants> WTC was significantly different by grade. The WTC level of the
participants who studied in the first grade was determined as (¥ =105.26), who studied in
the second grade was determined as (¥=130.63). Hence, it means that students in the
second grade are more willing to communicate in English than students in the first grade.
According to this result, it can be said that differences in students’ grades have significant

influence on the level of WTC.
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It can be inferred from this result that linguistic knowledge impacts studuents” WTC
because students in the second grade learn more English subjects than the first-grade
students. They have more knowledge than first grade students; so they probably feel more
confident. It is possible that because of these reasons, students in the second grade are

more willing to communicate in English than students in the first grade.

Results of the one-way analysis of variance (ANOVA), which were used to determine the
level of WTC of the subjects participating in the study by department, are given in Table
28.

Table 28

ANOVA Results of the Differences between Participants’ L2 WTC Levels according to

Their Departments

The source  Sum of Df Mean F p Significant
of variance  squares Squares Difference
Intergroup  59397.914 3 31326.638 6.156 .000 Cabin
Services-
In-group 877588.546 349 3908.850 Aircraft
Total 936886.460 352 Technology

As is seen from the table, it was determined that participants’ level of English WTC differs
by their departments at a significant level [F (3.319) =6.156, p<.05]. According to this data,
the English WTC levels of the students were analyzed in terms of the departments that they
studied at school and the English WTC level of participants who studied at Civil Aviation

Cabin Services was determined as (X=49.77), Aircraft Technology (X=38.83), and Ground

Services (¥=44.16). It was determined that there is a significant difference between the
Cabin Service department and the Aircraft Technology department according to the results
of the Scheffe test which was conducted to determine the differences between students’
WTC levels according to their departments in which they studied. According to this result,
English WTC level was found to be significantly higher in subjects studying Cabin

Services than in subjects studying Aircraft Technology.

The department of Cabin Services at the tertiary program has more hours of English
lessons than the other departments and students have also speaking lessons in this
department. This probably has a big impact on their willingness to communicate in

English.
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Results of the ANOVA, which were used to determine the level of WTC of the subjects
participating in the study in terms of the kind of high school they graduated from, are given
in Table 29:

Table 29

ANOVA Results of the Differences between Participants’ WTC Levels according to Kind of
High School They Graduated from

The source  Sum of Df Mean F P Significant

of variance squares Squares Difference

Intergroup 67456 3 16483.264 5.483 .001 Anatolian High
School-

In-group  879631.42 349 2970.507 Vorational

Total 947087.42 352 High School,
Genera High
School-
Vocational
School

As is seen from the table, it was determined that participants’ level of English WTC varies
depending on the kind of high school they graduated from at a significant level [Fa.
349)=5.483, p<.05]. According to this data, when the English WTC level of the students was
examined in terms of the kind of high school they graduated from, the English WTC level
of the students who graduated from Anatolian High School was determined as (X
=39.742), General High School (X =36.574), Vocational High School (X =32.972),
Private High School (X =26.467), Commercial High School (X =28.365). The results of
the Scheffe test, which was conducted to determine the differences between participants’
WTC levels according to the kind of high school they graduated from, demonstrated that
there is a significant difference between students who graduated from Anatolian High
School and Vocational High School, between General High School and Vocational School.
According to this result, it can be said that the students who graduated from Anatolian
High School and General High School are much more willing to communicate in English

than the students graduating from Vocational High School.

When the results are analyzed, it can be said that individuals’ educational background
significantly influences their WTC. In Turkey, Anatolian High Schools attach great
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importance to English lessons; they have more hours of English classes and this probably

influences students’ speaking English.

Independent t-test results which were used to determine the WTC level of the subjects

participating in the study in terms of abroad experience are given in Table 30:
Table 30

Independent t-test Results of the Participants’ L2 WTC Levels in terms of having been

abroad
Having N X S Df T P
been
abroad
No 327 127.61 66.45
351 1.26 .709
Yes 26 138.59 56.18

As it is understood from the table, it was determined that participants’ levels of L2 WTC
do not differ in terms of having been abroad at a significant level (t s = 1.26, p>.05).
According to the data, the levels of participants” WTC are not significantly different in

terms of abroad experience; however, the participants who have been abroad is determined

as having higher WTC (X =138.59) than the participants who have never been abroad ( X
=127.61). According to this result, it can be said that abroad experience has no significant
influence on students” WTC level because there are not many students who have abroad

experience.

To sum up, three variables; students’ grades, departments, and the kind of school they
graduated from have significant influences on their English WTC. According to the results
of the questionnaire, students who studied at second grade, whose department was Civil
Aviation Cabin Services and who graduated from Anatolian High School or General High
School were more willing to communicate in English. Thus, it would appear that
individuals’ educational background and linguistic knowledge have an impact on their
willingness to speak English. Students’ departments are related to the school they
graduated from; students who study at the department of Civil Aviation Cabin Services
come from Anatolian High School or General High School. However, students who study
at the department of Aircraft Technology come from Vocational High School and they are

less willing to communicate.
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The students” motivation level was also analyzed according to their genders, grades,
departments, kinds of high school they graduated from, and having been abroad.

Independent t-test results, which were used to determine the motivation level of the

subjects participating in the study by gender, are given in table below:
Table 31

Independent t-Test Results of the Participants’ EFL Motivation Levels according to Their

Genders
Gender N X S Df T p
Male 145 236.82 48.27
352 4.65 .005
Female 208 256.63 37.24

As it is understood from the table, it was determined that participants’ motivation differs
by their genders at a significant level (t ss2) = 4.65, p>.05). According to the data, the level
of participants’ motivation was significantly different by gender; female participants’
average EFL motivation score was (X =256.63), male participants’ average EFL

motivation score was (X =236.82). Hence, female participants’ EFL motivation was

significantly different from male participants’ motivation.

Independent t-test results, which were used to determine the EFL motivation level of the

subjects participating in the study by grade, are given in Table-32.
Table 32

Independent t-Test Results of the Participants’ EFL Motivation Levels according to Their

Classroom Grades

Grade N X S Df t p
1% Grade 180 421.18 86.88

] 352 1.74 851
2" Grade 173 437.05 83.24

As is clear in the table, it was determined that participants’ level of EFL motivation does
not differ by grade at a significant level (t 352 = .851, p>.05). According to the data, it was
obtained that participants’ level of EFL motivation was not significant different by grade;
the average motivation score of the participants who studied in the first grade was

determined as (X =421.18), who studied in the second grade was determined as (X
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=437.05). Hence, it means that students in the second grade are more motivated to learn
English than students in the first grade; but, not at a significant level. According to this
result, it can be said that differences in students’ grades have no significant influence on

the level of their EFL motivation.

The ANOVA test results are shown in table below to determine the differences in the level

of students’ motivation according to their departments.
Table 33

ANOVA Results of the Differences between Participants’ EFL Motivation Levels according
to Their Departments

The source  Sum of Df Mean F p Significant

of variance  squares Squares difference

Intergroup  55027.46 3 18342.48  10.05 .000 Cabin
Services-

In group 636990.81 349 1825.18 Aircraft

Total 692018.27 352 Technology

When the table was analyzed, it was understood that the level of participants’ EFL
motivation differs significantly by their departments [F (z.352) =10.05, p<.05]. According to
the data, the EFL motivation level of the students was analyzed in terms of the departments

that they studied at school and the motivation level of participants who studied at Civil
Aviation Cabin Services was determined as (X =233.90), Aircraft Technology as (X

=212.32) and Ground Services as ( X =225.39). There was a significant difference between
the motivation level of the students who studied at the department of Civil Aviation Cabin
Services and the Aircraft Technology, according to the results of the Scheffe test, which
was conducted to determine the differences of students’ EFL motivation levels according
to their departments in which they studied. According to this result, EFL motivation level
was found to be significantly higher in subjects studying Cabin Services than in subjects

studying Aircraft Technology.

As mentioned before, there are more English lessons in the department of Cabin Services
than the Aircraft Technology department at the school; this probably affects students’
motivation. In addition, students in the department of Civil Aviation Cabin Services

usually come from Anatolian High School, General High School or Private High School
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and they have higher motivation because these schools emphasize the importance of
English. However, students who study at the department of Aircraft Technology usually
come from Vocational High School or Commercial High School and they are less
motivated because these schools attach importance to other vocational courses rather than

English.

Results of the one-way analysis of variance (ANOVA), which were used to determine the
level of the subjects’ motivation in terms of the kind of high school they graduated from,

are given in Table 34:
Table 34

ANOVA Results of the Differences between Participants’ EFL Motivation Levels according
to Kind of High School They Graduated from

Source of the  Sum of Df Mean F P Significant
variance squares Squares Difference
Intergroup 36692.58 3 9172.75 4.565 .043  Private school-

Vocational High
In-group 853050.52 349 3452.82 School. Private
Total 889743.10 352 school-Anatolian
High School,
Private High
School-
Commercial High
School,
Anatolian High
School-
Vocational
School,
Anatolian High
School-
Commercial High
School

As is seen from the table, it was determined that participants’ level of EFL motivation
varies according to the kind of high school they graduated from at a significant level [F .
352) =4.565, p<.05]. When the level of the students’ motivation was examined in terms of
the kind of high school they graduated from, the EFL motivation level of the students who
graduated from Anatolian High School was determined as (X =47.31), General High
School ( X =46.13), Vocational High School ( X =43.08), Private High School (X =48.65)
Commercial High School (X =44.72). According to the results of the Scheffe test, which

was conducted to determine the differences between participants’ EFL motivation levels
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according to kind of high school they graduated from, the motivation levels of English
learners who graduated from Private High Schools were significantly higher compared to
the ones who graduated from Anatolian High Schools, Vocational High Schools, and
Commercial High Schools. In addition, students who graduated from Anatolian High
Schools have significantly higher motivation than the ones who graduated from Vocational
High Schools and Commercial High Schools.

In Turkey, Anatolian High Schools or Private High Schools attach great importance to
English lessons; they have more hours of English classes than the other high schools and
this probably influences students’ motivation. These schools emphasize the importance of
English and so, students graduating from these schools are aware of the need to learn
English. However, students graduating from Vocational High School or Commercial High
School are less motivated because these schools attach importance to other vocational

courses rather than English.

Independent t-test results, which were used to determine the level of the subjects’ EFL

motivation in terms of abroad experience, are given in Table 35:
Table 35

Independent t-Test Results of the Participants’ EFL Motivation Levels according to

Abroad Experience

Having been N X S Df T P
abroad
No 327 112.32 58.27

351 1.795 .548
Yes 26 116.43 52.63

As it is understood from the table, it was determined that participants’ levels of EFL
motivation do not differ in terms of having been abroad at a significant level (t s1) = 1.795,
p>.05). According to the data, participants’ motivation levels are not significantly different
in terms of having abroad experience; however, the motivation level of the participants
who had been abroad was determined as ( X =112.32), the participants who had never been
abroad was determined as ( X =116.43). According to this result, it can be said that having

abroad experience has no significant influence on students” EFL motivation level.

To sum up, three variables; students’ genders, departments, and the kind of school they

graduated from have a significant influence on their EFL motivation. Students’ genders
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have no influence on their WTC; however, it has an influence on their motivation. Their
grades have no influence on their motivation; however, it has an influence on their WTC.
Students’ departments and the kind of school they graduated from influence their
motivation as well as their WTC. Individuals’ educational background has an impact on

their motivation as in their WTC.

4.4. Results of the Research Question 4

The main research question of this study is: “What is the relationship between students’
EFL motivation and L2 WTC?” This section demonstrates both quantitative and qualitative
results of this research question. In the quantitative part of the study, two questionnaires
were employed to collect data. In the qualitative part of the study, observations and semi-

structured interviews were conducted to find the relationship between the two variables.

4.4.1. Results of the Questionnaires

353 students participated in the research and filled out two questionnaires: Cao and Philp’s
(2006) WTC scale and You and Dornyei’s (2016) L2 Motivational Self-system scale. The
results of the correlation between these two questionnaires are given in the Table 36 below.

Table 36

The Result of the Relationship between Learners’ Motivation and WTC according to the

Questionnaires

Pearson Correlation Learners’ Motivation Learners’ WTC
Learners’ Motivation 1 452
Learners’ WTC 452 1

When the table is analyzed, it is clearly seen that the relationship between the participants’
WTC results and motivation results is significant, positive and at a medium level (r=.452,
p<.05). To put it another way, learners’ L2 WTC and motivation are correlated with each

other positively and moderately.
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This result is similar to the previous studies on L2 WTC (Cetinkaya, 2005; H. Oz et al.,
2015; Peng & Woodrow, 2010; Yashima, 2002; Yashima et al., 2004). They all
demonstrated that motivation has a positive influence on WTC; however, this influence is
not direct and not at a high level. This study also indicated that there is not strong
correlation between the two variables. Hence, if it is assumed that the questionnaires are
highly reliable, motivation is not the sole factor that impacts WTC; there may also be other
factors involved. Communicative, affective, social-psychological, or individual difference
factors; such as personality, communication confidence, attitude towards international
community or international posture, or learners’ proficiency levels might affect the
learners” WTC along with their motivation. According to the results of previous studies on
L2 WTC, (Cetinkaya, 2005; H. Oz et al., 2015; Peng & Woodrow, 2010; Yashima, 2002;
Yashima et al., 2004), students” L2 WTC was directly affected by communication anxiety
or self-perceived communication competence; however, it was indirectly affected by
motivation through these variables. As these studies demonstrated, motivation may have
influenced the students’” WTC indirectly through their communication anxiety, self-
perceived communication competence, or self-confidence in this study. Briefly, as Peng
and Woodrow (2010) stated, students with motivation to learn English may not necessarily

be willing to communicate using English.

Students’ WTC and motivation levels were also compared according to the questionnaires.
As mentioned before, it was determined that the level of subjects’ English WTC was
“moderate” according to the five evaluation criteria. They are willing to communicate in
English at a medium level. The students’ general EFL motivation level was also analyzed.
The level of subjects’ motivation to learn English was determined as “high”. It means that
participants have high motivation; they are highly motivated to learn English. Hence, it can
be concluded that students have high motivation to learn English; however, they do not
have high level of WTC in English. They are motivated to learn English; on the other hand,
they are somewhat willing to communicate in English.

The subcategories of the questionnaires were also analyzed. Dornyei’s L2 Motivational
Self-System Questionnaire (2016) was divided into 9 categories. Only the “Ideal L2 Self”
part of the motivation questionnaire was related to the WTC questionnaire; therefore, they

were compared.

The WTC questionnaire was divided into two categories; receiver types and context types.

According to the results, students were willing to communicate in English with their
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friends most. According to the motivation questionnaire, the majority of the participants
(%51) imagined themselves having a discussion with foreign friends in English. In
addition, nearly half of the students (%49 and % 49. 6) imagined themselves chatting with
their foreign friends. Hence, as seen in the “Ideal L2 Self” part of the motivation
questionnaire and WTC questionnaire, students want to speak English with their friends;
they might feel more comfortable to talk with them. During the interview, half of the
students also stated that they felt more comfortable when they spoke English with their
friends. According to the results of both of the questionnaires and the interview, they really
want and dream to speak English with their foreign friends; they may perceive themselves
to be competent to speak English with their friends, as well.

The participants” WTC scores were also analyzed according to the context types mentioned
above. According to the results, the mean percentage of % 39. 71 of the students were
willing to speak English in public; % 42. 78 were willing to speak English for interpersonal
communication; % 47. 56 were willing to communicate using English in group discussion;
and % 56. 68 were willing to communicate using English in the classroom. As is
understood from the analysis, students are most willing to communicate in the classroom,
followed by group discussion. On the other hand, they are least willing to communicate in
English when they speak in public. The results of motivation questionnaire indicated that
%46.7 of the students imagined themselves in the future giving an English speech
successfully to the public; hence, their ideal L2 Self is least associated with “giving an
English speech successfully to the public” compared to other situations. Therefore,
according to both questionnaires, students do not want to speak English in public context
both currently and in the future. They may possibly think that learning English in order to
give an English speech successfully to the public is not necessary; their aim to speak
English may not be to speak in public or to the public. This can be considered as normal;
even in native language, most people have difficulty in speaking in public or to public,
they are usually shy about this situation. In a foreign language, it is much more difficult.
Furthermore; in Turkey, there is no need to give an English speech to the public because
there is no environment to speak English in public. This may be another reason of students’

unwillingness to speak English in public.

The majority of the participants (%51) agreed with the item “I can imagine myself in the
future having a discussion with foreign friends in English” in the motivation questionnaire;

it means their ideal L2 self was highly related to group discussion. With regard to WTC, a
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large number of students (% 47.56) are also willing to speak English in the context of
group discussion. Thus, it appears that students like speaking English in group discussion
at the present time and they also wish to be able to speak English fluently to discuss with

their friends in the future.

Apart from the questionnaire items mentioned above, in the “Ought-to self” part of the
motivation questionnaire, the item “Studying English is important to me because an
educated person is supposed to be able to speak English” is related to WTC. %51 of the
participants agreed to this statement. In other words, nearly half of the students hold this
view. Thus, it is pointed out that students attach great importance to speaking. According
to results of the WTC questionnaire, students want to speak English in the classroom and
interviews indicate that students know the importance of speaking English. Therefore, this
statement of the questionnaire may be another reason why the students want to speak

English in the classroom and why they think speaking English is important.

4.4.2. Results of the Observations

Two weekly observation sessions were conducted in two different classrooms. Six students
from each classroom were selected randomly for observations and three students among
them were interviewed. The table 37 displays the analyses of the data collected by means
of the observation scheme. WTC acts on the observation scheme were shown above; total
scores of frequency of WTC acts which were counted for each participant was written

here. The items which were used to measure students’ motivation were written in the table:

Table 37

Analyses of the Qualitative Data Collected by Means of the Observation Scheme in the

Classroom 1

WEEK 1 S1 S2 S3 S4 S5 S6
Volunteer [to]
participate [in class 4 2 X 3 1 X
activities]
Attention: v v X v v v
Engagement: v v X v X X
Total WTC acts: 31 9 4 22 5 0
Percentage: %44 %13 %06 %31 %7 %0

125



WEEK 2
Volunteer [to]

participate [in class 3 2 1 3 1 0
activities]

Attention: v v X v v v
Engagement: v v X 4 X X
Total WTC acts: 23 11 4 26 5 0
Percentage %33 %16 %6 %38 %7 %0

According to the table, on the first week student 1 had the highest WTC among six
students. Student 4 followed student 1; they were both willing to communicate. Student 2
was a little willing to communicate, but seem to be more willing to communicate than
student 3, 5 and 6. Both attention and engagement sections of Student 1, 2 and 4 were put a
tick, because during the observation, they appeared to be paying attention. They were
looking at the teacher, listening to her carefully, turning to watch another student who was
participating in the lesson, following the text being read and making appropriate nonverbal
responses. They did not talk to another student or they were not occupied with doing
something else; they seemed to focus on the lesson. They also volunteered to participate in
activities; for example, they volunteered to read the text aloud and do the listening

activities.

On the other hand, Student 3 and 5 were less willing; and Student 6 was unwilling to
communicate at all. Student 3 neither paid attention to the lesson nor engaged in the lesson.
He was using his phone, talking with his friend and the teacher warned him. He also did
not participate in the lesson; did not volunteer to read anything. He answered the questions
once or two times. Student 5 and 6 appeared to be paying attention, listening to the teacher
and following the book. However, Student 5 volunteered to participate in class activities
only once; Student 6 did not volunteer to participate any class activity. They did not take

part in any classroom interaction.

On the second week, Student 4 had the highest WTC in accordance with the observation
schedule. Student 1 followed him this time and Student 2 had the third highest WTC again.
They all paid attention to the lesson, engaged in the lesson; volunteered to participate in
class activities, and actively took part in class interactions. They appeared to focus on the

lesson. On the other hand, student 3 displayed inattentive and disruptive behavior this
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week again and the teacher warned him. He told the teacher that he could not understand
anything while the teacher was speaking English. Student 6 also did not seem to be paying
attention and listening to the teacher; he was using his mobile phone and seemed bored. He
also did not volunteer to do any activity in the class. Student 5 seemed to pay attention to
the lesson; she was listening to the teacher and following the book. However, she
volunteered to participate in class activity only once and she did not take part in classroom

interaction; she did not engage in the lesson.

The reason why the student 3 said “Teacher, I do not understand”, “I do not know” during
the lessons and why he did not participate in the lesson was asked in the interview. He

answered:

“I do not understand what the teacher says because | know very little about English
vocabulary. Another reason is that while the teacher is speaking, |1 am distracted at one
point. As the teacher continues to speak, | am trying to figure out what she has just said, so
I miss the point. | usually understand the beginning of her speech, but then I miss the

topic.”

He also stated that his participation in English lessons depended on the kind of English
lesson; he participated in main course, grammar lessons; but he had difficulty in

participating speaking lessons:

“My participation differs from lesson to lesson. | normally like speaking. | frequently
participate in Basic English lessons; but in speaking lessons, you have to make an effort

yourself, you do not adhere to the topic, so I am not able to participate a lot.”

During the interview, Student 1 was asked how she managed to participate in English
lessons a lot and what contributed her to speak English so confidently, because she was
observed, and she was determined to be the most willing student to communicate in the

classroom. She said:

“My participation in English lessons has increased more this year. I owe my high
participation to the lesson and fluency in English both to the support of my teachers and to
study hard. Also, | worked as a flight attendant last year, so | had opportunity to practice
speaking English. | had to speak English with people of all nationalities. They had different

accents and pronunciation. So, I guess I gained self-confidence.”

Student 6 never spoke and participated in speaking lessons. But, he was a little motivated,;

he was listening and paying attention to the teacher and his classmates. So, he was chosen
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for interview. He said that he was shy about raising his hand and participating in English

lesson. He commented:

“When the teacher asks a question to the whole class, I do not raise my hand even if |
know the answer because | am afraid that the answer will be incorrect. | think that the
people who raise their hands have known English before; | do not think that they learn
English at this school during two years. | do not feel comfortable when the teacher asks a
question. If she asks the question outside, | may answer; but, in the classroom environment

| never answer because I feel shy.”
He also complained about the speaking lesson:

“We are not speaking English even in the speaking lesson now. We study a book and we
have to make a dialogue in the book. There are usually same dialogues in the book, or you
have to make a dialogue with particular words or structures. There is no creativity. Also,
we do not often speak, our teacher speaks English. We listen to her and take notes. The
teacher is trying little to get students to speak, but instead of passing, if she pushes a
student to speak, that student cannot avoid in the second or third time. The teacher also
should ask questions to different students; she should not get the same students to involve
in the lesson. She also should not just say “incorrect” to our answers and pass; she should

explain the problem.”

Table 38 shows the analyses of the data collected by two-week observation from the other

classroom:
Table 38

Analyses of the Qualitative Data Collected by Means of the Observation Scheme in

Classroom 2
WEEK 1 S1 S2 S3 S4 S5 S6
Vo_Iu_nFeer [to] participate [in class 3 3 1 9 1 0
activities]
Attention v Y v v v X
Engagement v Y X v X X
Total WTC acts 20 17 5 10 6 2
Percentage %33 %28 %8 %17 %10 %3
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WEEK 2
Volunteer [to] participate [in class

activities]

Attention v Y X v v X

Engagement v v v v X X

Total WTC acts 16 18 7 14 3 0

Percentage %28 %31 %12 %24 %5 %0

According to the table, on the first week student 1 had the highest WTC among six
students. Student 2 followed student 1 and student 4 also seem to be willing to
communicate as compared with student 3, 5 and 6. Student 1, 2, and 4 appeared to be
paying attention to the lesson and engaging in the lesson; they showed interest in the
lesson. They were looking at the teacher, listening to her carefully, turning to watch
another student who was participating in the lesson, following the text being read and
making appropriate nonverbal responses. They did not talk to another student or they were
not occupied with doing something else; they seemed to focus on the lesson. They also
volunteered to participate in activities; for example, they volunteered to read the text aloud

and do the listening activities.

On the other hand, Student 3, 5, and 6 had less WTC. Student 6 neither paid attention to
the lesson nor engaged in the lesson. He was using his phone, and talking with his friend.
He also did not participate in the lesson; did not volunteer to read anything. He answered
the questions once or two times. Student 3 and 5 were listening to the teacher, but student 3
was talking with her classmate at the same time. They did not participate in classroom

interaction or activities.

On the second week, Student 2 had the highest WTC followed by Student 1. Student 1 was
less willing to communicate this week than the first week. Student 2 had nearly the same
WTC as the first week. Student 4 had the third highest WTC again; however, she was
much more willing to communicate this week than the first week. They all seemed to be
motivated this week again; they paid attention to the lesson and engaged in the lesson.

They also volunteered to participate in class activities.

Interview was conducted with Student 2 who seemed to be the most willing or the second

most willing student in the classroom. He said:

129



“I feel comfortable to speak English in school environment; with my classmates and
teachers, because | speak comfortably with people I know. | did not participate much in the
first grade, but I think | participate more now, in the second grade because | know my
classmates better and | feel more confident. Even teachers give feedback to me and

encouraged me.”

Student 4 who was the third most willing to communicate in the classroom and who
seemed to be motivated was also interviewed. She said that she feels comfortable to speak

English with her teachers and friends because they recognize and know her. She said:

“I feel comfortable to speak English in the classroom. There may be some students who
ridicule me, but I think they also do not know English very well. | feel confident and I do
not worry. Also, when I am able to make a sentence and answer the teacher’s question, I

become motivated.”

She said that she tries to engage in all English lessons. In the beginning, she tries to be
involved in the lesson; then, she gradually participates in the lesson more. She wants to
learn English to improve herself and to be cultured. She also expressed that she receives
better education than her high school now and her teachers are very good, so she is more

eager to learn English now and gets high marks.

Student 3 was also interviewed. She seemed to be a little willing to communicate and a
little motivated during the observations; she sometimes participated in the lesson. She said
that she feels comfortable to speak English with her classmates in the classroom. She
stated:

“I try to participate in all English lessons. But when there is an exam, I become nervous; |

even if [ know something, I cannot talk in English about it due to the fear of exam mark.”
She also talked about her motivation:

“Seeing that I am able to do and succeed in English motivates me. But I am demotivated

when | get low marks or when I do not understand the subject.”

She said that she has to learn English, but she also likes it. She also stated that from past to
the present there has been no change in her motivation, but her motivation is affected by
her exam marks. During the interview, her tone of voice was nervous because she said she

got low mark in the English exam and she felt disappointed.
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When all the observation sessions are analyzed, it is understood that there is a strong
relationship between motivation and WTC. In an actual classroom setting, students who
were willing to communicate also seemed to be motivated. For instance; in the first
classroom, Student 1, 2, and 4 were more willing to communicate than others. At the same
time, they seemed to be more motivated; especially Student 1 and 2 were the most
motivated, and ones the most willing to communicate in the classroom. Student 5 was
somewhat motivated, and had a little WTC. Student 3 and 6 were neither motivated nor
willing to communicate. On the second week, the influence of motivation on WTC did not
change. There was also strong relationship between WTC and motivation; students who
were willing or unwilling to communicate and motivated or unmotivated students were the

same. Nonetheless, only the extent of their motivation or willingness changed.

In the other classroom, although the students were different, there was still a strong
relationship between motivation and WTC. For instance, Student 1, 2 and 4 were both
willing to communicate and motivated. Student 3 and 5 seemed a little motivated and were
a little willing to communicate. Student 6 appeared to be unmotivated and not willing to
communicate. On the second week, students who were willing or unwilling to
communicate and motivated or unmotivated students were the same. Nonetheless, only the

extent of their motivation and willingness changed.

To sum up; according to the analysis of weekly observations, there is a strong relationship
between students’ motivation to the English lesson and their WTC in English in both
different classrooms and on both the first and second week. However, it was observed that
only two or three students in whole classroom and the same students appeared to be willing
to speak English and motivated for two weeks. In addition, some students seemed to listen
to the teacher and pay attention to the lesson; but, they did not participate in any activities
or they were not willing to communicate. Hence, as the student 6 stated, there might be
other factors that caused students’ low level of WTC or motivation. For instance; the
teacher did not involve_different students to the lesson; the same volunteer students
answered the questions. Moreover; the course book, the curriculum of the lesson, the
activities might not be suitable for the students; or the classroom environment might have a

negative influence on the students.
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4.4.3. Results of the Interviews
The interview consists of 13 questions; 6 of which are related to L2 WTC, 6 of which ask
about students’ motivation to learn English, and 1 question asks directly the relationship
between students’ motivation and their WTC. The interviews were conducted with 12
students. Students’ responses were classified and compared; their responses to 6 WTC
questions were compared with their responses to the questions on motivation. Direct
quotes were also used. Each student was asked to choose a nickname and use it during the

interview.

One of the students, Berk, believed that he had a natural aptitude for a language and he
said he liked English, so he was willing to learn English. He said that even if he had not
needed to learn English, he still would have learnt it. He is confident; he said that he felt
competent and communicated with people in English with ease due to the fact that he had
been abroad. According to him, he learnt English abroad; he could not speak English at
first, but then he had to speak English. He observed people speaking English and tried to
speak. However, he was a little demotivated to learn when he came to Turkey because he

did not want to speak Turkish at school; he said:

“If I want to learn English and the learning process is hindered, I become demotivated. |
was in abroad for one year. But after | came from abroad, my improvement has weakened,
even ceased because Turkish is spoken everywhere, and | cannot practice speaking
English. I wish there was more chance to speak the language. We try to speak English with

my friends at first, but 5 minutes later we begin to speak Turkish again.”

He also thinks that learning English is really necessary, so he keeps learning English after
school by reading English articles and he also wants to continue learning English after his
graduation from the university. He wants to go abroad, and he is interested in learning
cultures. He says that he has always liked English, but his motivation has increased
recently in a positive way. He thinks that he wants to learn the foreign language as soon as
possible when he is young, because, he will not be as young as now. Thus, it is clearly
understood from his interview that he is both highly willing to communicate and highly

motivated to learn English.

Asuman is a student who has worked as a flight attendant before. She stated that she felt

comfortable to communicate with everyone in English, such as with her foreign friends,

her classmates, her teachers, the passengers in the airplane. She said she loves learning

English; she even wants to learn other languages. She said that she feels happy when she
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speaks English. She said her participation in lessons increased that year because she felt
self-confidence due to her work experience. She said that her dreams motivated her.
According to her, she has to use English well in order to do her job well. She said her
motivation did not decrease especially that year. She enjoyed listening to English songs,
watching English movies, reading English articles, studying the vocational English book
and she felt happy to learn the language by these ways. She said her motivation increased
incrementally. Therefore, according to her interview, she is both willing to communicate in

English and motivated to learn it.

Cansu said that she was not able to speak English with foreign people because she
considered herself to be incompetent. She said that she does not study English enough and
the education she receives is not enough to be able to speak English. She says she cannot
speak English because of thinking that she will be ridiculed if she mispronounces the
words. She also said she could not make a sentence because of not having sufficient
vocabulary. She sometimes participates in English lessons; if she does not understand the
subject, she is demotivated and does not participate in the lesson. If she comprehends the
subject, she is motivated. In addition, she said that the reactions she gets from the people

around her about speaking English causes her motivation to decrease.

She said that she had to learn English for her job but if she had not needed to learn it, she
would not have learnt. She would rather not learn English; she was not interested in
learning it and she found it difficult. When the subjects get harder, her motivation
decreases; she feels discouraged and gives up studying. She said she only studied English
from exam to exam. She wants to go abroad, but when she learns English well, she will go
abroad then. She said that from past to the present, her motivation had changed in a
negative way; after she came to university, her motivation decreased. Thus, it seems that

she is both unwilling to communicate in English and demotivated to learn it.

Beyazit thinks that speaking English is definitely important. He wished that there would be
more chance to speak English. He said that he felt comfortable to speak English with his
friends, teachers, and tourists. He participated in English lessons this year more than last
year. He said that he did not like studying grammar, he liked speaking and speaking was
more important to him. He said that his dream was to speak English fluently in his future
job. He wants to do more practice speaking English at school.

According to him, in English lessons the focus must be on speaking; this affects his
success in grammar. He keeps continuing to study English by studying vocabulary and
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looking up dictionary. He said that he promised himself to continue to learn English after
his graduation. He is also interested in learning different cultures. He has always wanted to
learn English and his wish came true at the university. He said that his motivation to learn
English began at high school and it was gradually increasing. According to the interview,
he is both willing and motivated.

Ata said that he was not able to speak English in any environment especially at school. He
was afraid to say something wrong or make a mistake; because he was not sure about his

English knowledge. He said:

“Last summer, a group of foreign people tried to talk with me, they asked me questions. |
couldn’t even say “hi”. I remained silent, and the words stuck in my throat. Because I
always think that | will be misunderstood. People have been speaking Turkish around us
since we were born, but English language is not the same. We are always given a book, we

study it, but we cannot learn. I think the best way to learn English is to experience it.”

He said that he even could not speak English with his best friend, because his best friend
knew English very well and he was afraid to make a mistake or to be ridiculed when he
was with him. He had never been regularly instructed English until he came to university;
so according to him, this might be another reason why he cannot speak. He said that if he is
misunderstood when he speaks English, this decreases his motivation and he never wants
to speak or study English again. He wants to speak English fluently in his future job or
when he goes abroad. He wants to go to a language course in another country. He said in
the past he did not want to learn English, but he would need English for his job after
graduating from the school. He also wants to speak English in order to communicate with
foreign people when he goes on holiday. He does not like current English lessons; he
thinks that English education must change. The focus of English lessons must be on

speaking skill.

It can be concluded that he knows the importance of speaking English and wants to learn
English, but he does not initiate a conversation and speak English because he is
discouraged and afraid to make a mistake, to be misunderstood or ridiculed. It seems that
he has motivation to learn English, but he seems not to be willing to communicate in

English.

Another student, Mahmut stated in the interview that he did not feel comfortable to speak
English in any environment because in his circle of friends they did not speak English and
he did not have practice. He also said:
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“In the classroom, I participate in English lessons, I get high marks on the exam; however,
| cannot speak, because | get anxious. When the teacher asks a question, | remain silent or

sometimes | answer in Turkish. | know what to say, but | cannot speak™.

He stated in the interview that he had come across with a tourist, but he could not speak
English because he had felt anxiety and had tried to understand the question; he was also
afraid to make a mistake. He said that he was not willing to participate in the class, but he
sometimes participated to get a high mark from the teacher. As he stated, he studies
English at home. He also expressed that he would keep learning and studying English after
graduation because both he needed to learn, and he was willing to learn. He thinks that
learning a foreign language is really interesting and also English language is easier
compared to other languages. He said he was eager to learn English. On the other hand, he
said that from past to the present his motivation to speak English has changed in a negative

way:

“I was really successful in English lessons at high school. My teachers supported me. |
loved English more. | had more practice in speaking. | was talking with foreign people a
lot. But then | gave up and forgot speaking English. We have no chance to speak English at
university, so | am discouraged and not willing to speak. I was willing at high school,

because I practiced speaking.”

It can be said that he likes learning English; he is eager to learn and feels the need to learn
English, so he is motivated to learn it. However, it seems that he is not willing to
communicate in English since he cannot practice speaking English anymore and so he

lacks the confidence to speak English.

Onur expressed that the only reason for him to learn to speak English is for his future job
because there is no person who speaks English in his environment; so, he increases his
motivation to speak English by means of the need for his job. He said that he feels
comfortable to speak English in the classroom, but he feels nervous or shy about speaking
English with foreigners or strangers. He said his participation in English lessons depends
on the type of English lessons; he does not participate in speaking lessons whereas he

participates in grammar lessons. He explained what increases and decreases his motivation:

“For example; if I am in a different environment or if 1 go abroad, this can increase my
motivation to study English because | feel the need to learn it. On the other hand, my

motivation decreases when | am not able to comprehend the subject of the lesson. For
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example; I study a subject, but if | cannot answer a question about that subject in the exam

after studying it, I give up studying because I feel discouraged.”

He said that when he fails in English lessons, he lacks motivation, and this affects his
speaking negatively. He states that he keeps studying English after school and he will also
continue to learn English after graduating from the school; he plans to go abroad. He
expressed:

“I am more eager to learn English at the university. In my previous schools, there were no
people who knew English or tried to learn English. But when | came here, | saw students
who knew English more than me, so | try to catch up with them, so my motivation

increases.”

It is understood from his statements that he is a little motivated; his motivation changes
from time to time. He is aware of the importance of learning English; he feels the need to
learn English for his job and to pass the exams, however, he seems to be a little willing to
learn and speak English. He feels obliged to learn English for his job and for the exams at
school, but he is not willing to learn so much. In addition, he thinks speaking English is not

necessary for him because in his environment, no one is able to speak English.

Ali stated that he feels comfortable to speak English with people he knows, while he feels
anxiety to speak English with a stranger or a foreigner. He said he can sometimes respond
comfortably when someone speaks to him. In addition, he said that when he understands

the subject of the lesson, he participates in the lesson. He talked about his motivation:

“If T get high marks in exams, my motivation increases, and I feel more confident in the
next one. If 1 am able to understand and pronounce an English word, | feel confident. But if

I cannot translate a word when | see it, my motivation decreases.”

He expressed that his feelings and thoughts about English are usually positive; he likes
learning English and he wants to be successful. On the other hand, he stated that he has
difficulty in some subjects in English and finding suitable English words; so, according to
him, this affects his thoughts negatively, he feels unsuccessful and discouraged. He said
that he studies English in order to pass the exams; he does not need it in his daily life. He
stated that his English level is better now than the past, so he is more motivated. He also
said that his motivation is affected by exam marks in school at present; but, when he
graduates from the school, he thinks his motivation will increase because he will not stick

to any subject. He said that he likes learning English and needs to learn for his future job;
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however, he does not force himself to learn it just because he likes it; he has difficulty in
learning it, he does not want to study hard. It is concluded from his statements that he
appears to be a little willing to speak English and a little motivated to learn English. He
finds learning English difficult and does not like studying hard. Moreover, he wants to
speak English, but when he does not know the meaning of a word or if he is not able to
pronounce it, he feels discouraged or does not want to speak.

Aysem stated in the interview that she is comfortable to speak English in the classroom;
she has a little difficulty in communicating with a person one-to-one. She said that she
speaks comfortably when she is obliged to speak English. She also expressed that her
participation in English lessons increased; she felt more confident and she became more

outgoing as she learned more knowledge. She expressed that:

“If I knew English at a high level, I would communicate with everyone who knows
English. I regard knowing English as an advantage. | will be pleased to state that I know

English when I learn at a high level.”

She said that she studies English only for school and she wants to continue to learn English
by going to a course or by doing practice on her own after graduating from the school. She

also stated:

“I have been interested in learning English since I was at a secondary school. I have taken

notes and written English vocabulary since then. I used to play English games.”

It can be concluded that she is both willing to communicate and motivated to learn
English; she is interested in learning English, she usually speaks English comfortably and

she is willing to participate in English lessons.

Mert expressed that he speaks English better with acquaintances or his friends rather than
with strangers. He cannot speak English easily when he is obliged to speak. He stated that
he is not able to participate in English lessons because speaking skill is not taught at

school; grammar is taught instead. Regarding to his motivation, he said:

“When I get low marks in the exam, I am demoralized, my interest in English reduces and
| do not want to study again. On the other hand, when | get high marks, | believe that I can

do and that I will be successful, my interest in English lesson increases.”

He said that he sometimes continues to learn English after school and he will continue to
learn English after he graduates from the school; he expressed that he wants to speak
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English with British accent as if he were a native speaker. He said: “My motivation has
increased. At first, | was reluctant. When | realized the importance of learning English, my

motivation increased.”

According to his statements, he is usually willing to communicate and motivated to learn

English.

Jale said that she feels more comfortable to speak English with her close friends, her
teachers and her family. She said that she tries to participate in lessons; she speaks

comfortably in the classroom, but she is not able to speak English outside. She said:

“If T get high marks in the exam, my motivation increases. Also, if | enjoy the subjects in
the lesson, |1 become more eager and motivated to study them. But | do not feel like
studying boring or difficult grammar subjects. If the subject is difficult, I am afraid that |
will not be able to learn it. | sometimes study a subject, but I cannot do it in the exam, so |

feel discouraged.”

She said that she studies English from exam to exam; she likes English but finds hard to
study it. She wants to continue to learn English after graduating from the school. She
expressed that her motivation has increased, because she receives better education at the
university, she is pleased with her teachers and her exam marks have increased. She stated
that even if she had not needed to learn English, she would have learned anyway to
improve herself. It can be inferred from her statements that Jale is both willing to

communicate and motivated.

[rem stated that she felt more comfortable to speak English with people she knew. She said
she is shy and nervous while talking to strangers and foreigners. She said her motivation
increases when she succeeds in doing English. On the other hand, she said that her
motivation decreases when her exam marks are low and when she does not understand the
subject. She expressed that her motivation is largely affected by her exam marks. She also
said: “If I did not need English, I would want to learn another language. I would like to

learn English because I have to.”

It can be inferred from her statements that irem is a little willing to communicate and a

little motivated; her motivation changes from time to time.

One question was also asked about the relationship between motivation and willing to
communicate. The question that asks students’ views regarding the relationship between

their WTC and motivation is: “Do you think that your success or failure in learning
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English, or your attitudes towards learning English affect you in terms of speaking
English? If yes, in what way do you think it affects?” Eleven students thought that it

affects; but, only one student, Ali thinks that it does not affect:

“In fact, whether I feel myself successful or not in English, I speak English in the same
way. For example; while speaking English, I pronounce the word the same or | translate
words the same; it does not matter if | feel successful or unsuccessful. If I do not know the

word or do not remember the word to say, I cannot speak whether I feel successful or not.”

Eleven students think that success, failure, or attitudes towards English affect speaking
English; five students among them even emphasized that they definitely do affect. For
example; Onur stated in the interview that his failure in learning English influences his

pronunciation:

“For example; when | fail in an English exam, | become unmotivated and | keep thinking
the correct pronunciation of the words while speaking. As | keep thinking whether I will
pronounce the word correctly or incorrectly, confusion arises in my mind. In fact, if |
thought | could pronounce the words correctly, | would speak comfortably. When | think

that I cannot do, I really make a mistake.”

Asuman indicated that her positive attitudes towards English affected her speech in English

positively:

“Yes, I think success, failure, or attitudes towards English affect my English speaking
because | have never said that | cannot do. | have listened to English music, watched
English movies. Doing them has given me a lot of pleasure; it makes me happy to learn

them and this affects my speaking positively.”

Berk said that positive reactions or feedback of interlocutors motivated him and influenced

his English-speaking skill in a positive way:

“When I talk to people in English, it makes me happy to hear from them that I speak
fluently and if they ask me where | have learned to speak so fluently. So, | feel better in my

next English dialogue and I try to speak better.”

Mert also remarked that interlocutors’ reactions especially female ones or being able to

carry on dialogues with them affects his motivation and English speaking:
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“While I am talking with a foreign girl, if I am able to carry on the conversation, this gives
me pleasure. | become more interested in learning English; | learn new words, and so this

affects my speaking positively.”

One student, Aysem, thinks that since English is learned only in classroom environment,

the classroom environment affects speaking English most:

“My English speaking is especially influenced by my English teachers. In addition, anyone
who speaks English better than me and responds to everything in the class affects me
psychologically negative and demoralizes me. | feel that | am left behind, so I do not feel

like doing anything or speaking English in the class.”

Six (%50) students think that exams affect speaking English to a large extent. According to
them if they get high mark in the exam, they want to study more, and this affects their
speaking positively. However, if they get low mark in the exam, they even do not want to
open a book; they believe that there is no point in studying. Hence, this exerts negative
influence on their speaking English. For instance, Jale stated:

“When I believe that I will not know, and I will fail, I am not able to speak English for fear
that I will say something incorrect. If | give correct answer to the questions in the class or
if 1 get high marks in the exam, | motivate myself that | know this, so | speak better. That

is to say; if [ fail, I am discouraged. On the other hand; if I succeed, I speak better.”

Two students also think that the subject of the English lesson affects speaking English to a
large extent. Understanding or not understanding the subject and the simplicity of the
subject affect their success and so speaking. For example, according to Ata:

“The subjects we learned in the first semester last year were very simple. Because of this,
the speaking exams were also simple. As I had already known, | was able to answer the
questions in speaking exams very comfortably. Even if | did not understand what was
asked, | could infer the meaning from a word in questions, | could understand the
sentences, and | believed that | was very successful. But this year last term, | fell behind
the subjects, | did not know the new topics, so | failed in the speaking exam, | could not
answer anything. So, knowing or not knowing about the subject and failure affect speaking
English.”

When the students’ responses to the interview questions were evaluated, it was revealed
that 3 students are highly motivated to learn English and highly willing to communicate in

English, 3 students are generally motivated and willing to communicate. Thus, in total, 6
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students are both willing to communicate in English and motivated to learn English. 3
students are a little motivated and a little willing to communicate. 1 student is neither
willing to communicate nor motivated. 2 students are unwilling to communicate, but
motivated to learn English. They would like to learn and speak English, they know the
importance of learning and speaking English; but they avoid initiating conversation; they
are afraid of communicating in English. The students’ responses were classified and given

in the previous sections.

The questions that were asked about the WTC and motivation in the interview were
evaluated separately and compared. It can be concluded from the students’ responses that
there is a relationship between students’ motivation to learn English and willingness to
communicate in English. The students’ opinions were also asked about the relationship and
they also think that there is a relationship between their motivation to learn English and

willingness to communicate in English.

When the questionnaires, observations, and interviews are compared, it is revealed that in a
classroom environment there is a strong relationship between motivation and WTC;
students who are motivated to the lesson are more willing to communicate in English in
class. On the other hand; students who seem to be not motivated are less willing or

unwilling to communicate in the classroom at all.

Outside the classroom, according to the questionnaires, there is a positive relationship
between students’ motivation and WTC; however, the relationship is not strong. According
to students’ interviews, there is a significant and positive relationship between the two
variables. Thus, both observations and interviews demonstrate that the students’ motivation
to learn English significantly and highly influence their willingness to communicate in
English. It means that questionnaires are not sufficient to determine the relationship
between students” WTC and motivation. Furthermore, it can be also concluded from both
the questionnaires and interviews that some students’ general attitudes and motivation to
learn English may not be correlated with their L2 WTC. Some students have motivation to
learn English, whereas they are not willing to communicate in English. It is possible that
they are eager to learn or desire to learn English. It is also likely that they need to learn it
or feel obliged to learn it; however, they may not want to speak the language since they are
shy and afraid to make a mistake while speaking or they may perceive themselves as

incompetent to be able to speak English.

141



To sum up, in this chapter the results of four research questions were analyzed and findings
were discussed. Firstly, the WTC level of the students was determined to be moderate. In
addition; according to both questionnaires and interviews, the number and intimacy of the
interlocutors were found to be significant for students’ WTC. They are more willing to
communicate in English with their teachers and friends. They are also more willing to
speak English when they are in pairs or in a small group and in a classroom context.
According to observations and interviews, they volunteer to answer when the teacher asks
a question in class; they do this activity most and they like doing it. Furthermore,
interviews indicated that students want to speak English for their future occupations. Their
common concern about speaking English is the fear of being misunderstood or making a

mistake.

Secondly, both questionnaires and interviews demonstrated that students were highly
motivated to learn English. Most of them want to learn English to pass exams, to travel,
and because they feel the need of learning it for further studies and their jobs in the future;
thus, they have high promotion and prevention instrumentalities. Moreover, it was found
out that their ideal L2-selves were related to using English at work in the future. It was also
revealed that most students make an effort to learn English; they have positive attitudes
towards L2 community and culture, and most of them expressed that their motivation to
learn English has increased from past to present.

The results of the third research question indicated that the students’ departments and the
kind of high school they graduated from influence both their WTC and motivation
significantly. Their classroom grades have a significant influence on their WTC, and their
genders have a significant influence on their motivation. Finally; according to
questionnaires, observations, and interviews, it was determined that students” WTC and

motivation were correlated signficantly and positively.
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CHAPTER S5

CONCLUSION AND SUGGESTIONS

This chapter presents some concluding remarks and summarizes the major findings of the
current study. Suggestions for how to incorporate the findings of the study into the EFL

classroom and some possible directions for future research are also offered.

5.1. Summary of the Study

This study aimed to find out the relationship between students’ willingness to speak
English and their EFL motivation at a tertiary program in ESP context. In order to pursue
this aim, questionnaires, observations, and interviews were conducted. Firstly,
questionnaires were administered to 353 non-English major students who studied at first
and second grade at the Vocational School. The data were analyzed by using SPSS 21.0.
Then, 12 students in total were observed by using observation scheme during two weeks in
two different classrooms. The lessons were also video-recorded. The number of times each
learner participated in the lessons was calculated in order to measure their WTC. Their
motivation was also observed and checked by some items in the observation schedule.
Thus, the students’ WTC and motivation could be compared. One instructor also watched
the videos and compared the two variables. Afterwards, 12 students who were observed or
filled in the questionnaires were interviewed. One-on-one, semi-structured interviews were
conducted in Turkish. Later, the interviews were transcribed and translated into English.
Each participant’s responses to the interview questions relating to WTC and motivation
were compared. In addition, all the participants’ responses to a particular question were

also compared.
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According to results of the questionnaires, there is a significant and positive relationship
between students’ EFL motivation and WTC in English. However, the relationship is not
strong; it is at a medium level. In addition, the results of the questionnaires indicated that
students’ ideal L2-Self was related to the students” WTC. On the other hand, observations
demonstrated that there is a strong and positive relationship between students’ motivation
and WTC in a classroom environment. Students who appeared to be motivated to the
lesson were more willing to communicate and who appeared to be less motivated or
unmotivated to the lesson were unwilling to communicate during two weeks in two

different classrooms.

Interviews also indicated that there is a positive and significant relationship between
students’ motivation and WTC. According to students’ responses to the interview
questions, it was determined that 6 students were both willing to communicate in English
and motivated to learn English; 3 students were a little motivated and a little willing to
communicate, and 1 student was neither willing to communicate nor motivated. Hence,
there is a significant and positive relationship between students’ motivation and WTC.
Furthermore, 11 students out of 12 students confirmed the positive relationship during the
interviews. They stated that their success or failure to learn English, or attitudes towards
learning English affect their willingness to speak. Moreover, in the interview, their
responses to the question about ideal self indicated that their ideal L2-Self was closely
related to their WTC. All in all, it is understood that students’ motivation to learn English

and their WTC in English are correlated with each other positively and significantly.

The extent of students” WTC in English was also investigated in this study. The results of
the questionnaires indicated that students are slightly willing to communicate in English;
they have moderate WTC. In addition, male students were more willing to communicate
than female students and students in the second grade had more WTC than the ones in the
first grade. When the students’ WTC levels were analyzed in terms of their departments, it
was found that students in the department of Civil Aviation Cabin Services were more
willing to communicate compared to the students in the department of Aircraft
Technology. Moreover, the students who graduated from Anatolian High School had
higher WTC than the students who graduated from Vocational High School; the students
who had abroad experience were more willing to communicate than the ones who had
never been abroad. However, the influences of grade, department, and the kind of high

school were significant on the students’ WTC in English.
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According to the observations, students had low WTC in the classroom; among 6 students,
only 2 (%33) of them were willing to communicate. In addition, when the videos of the
lessons were watched and during the observations, it can be realized that 2 or 3 students in
the whole classroom were more willing to speak English compared to the others.
Furthermore, it was demonstrated that “volunteer an answer when the teacher asks a
question in class” was the most used WTC act, followed by “volunteer a comment” during

the lesson.

In the interviews, when the students’ responses were analyzed, it can be said that 6
students (%50) were willing to communicate, 3 students were a little willing to
communicate and 3 students were unwilling to communicate. The interviews indicated that
students were aware of the importance of speaking English. They had different reasons to
learn speaking English; but, all of them agreed that speaking English is very important for
their occupations. The majority of the students also stated in the interview that they feel
comfortable and they are willing to speak English in the classroom. Most of the students
said that they feel comfortable to speak English with their teachers and close friends,
which is also indicated in the WTC questionnaire. They also stated in the interview that
they are more comfortable to speak English in whole class activities. Moreover, they have
a variety of concerns about speaking English; the most frequently mentioned was the fear
of being misunderstood and ridiculed, followed by the worry about pronunciation.
According to most students (%50), they sometimes participated in English lessons.
Observations and interviews demonstrated that participation in lessons is dynamic; changes

from time to time.

Another aim of the study was to determine the extent of students’ motivation for English
language learning. The guantitative part of the study indicated that the students were highly
motivated to learn English. Furthermore, it was found out that the female students had
more motivation than the male students at a significant level; the students in the
department of Civil Aviation Cabin Services were more motivated to learn English than
the students in the department of Aircraft Technology at a significant level. It was also
obtained that the students who graduated from Private High School and Anatolian High
School were more motivated compared to the students who graduated from Vocational
High School, General High School and Commercial High School. Students in the second

grade had also more motivation than the students in the first grade, but not at a significant

145



level. In addition, according to the motivation questionnaire, students have high promotion

and prevention instrumentalities.

The observation results regarding motivation were similar to the WTC results. 3 out of 6
students seemed to be motivated to the lessons. Motivated students were also willing to
communicate in English. According to the interviews, the majority of the students (9 out of
12) had motivation to learn English. When the students were asked to imagine a situation
to use English in the future, they all dreamed about having a good command of English
and communicating at work. Hence, this means that their ideal L2 selves are related to
their WTC. In addition, it was determined that most students make an effort to learn
English. They also intend to make an effort even if they graduate from the school.
Furthermore, it was found that the students have positive attitudes towards L2 community;
they all would like to go abroad. Most students are also interested in learning foreign
cultures. In addition, the majority of the students stated that their motivation has gradually
increased from the past to the present; they are more motivated at university. Moreover, in
general, they enjoy learning and speaking English and they find learning English
interesting. Nonetheless, they do not like much the actual process of learning English; they

find it really difficult to learn.

5.2. Pedagogical Implications

If the ultimate goal in language learning is the willingness to seek out communication
opportunities and communicate in them as stated by Maclintyre et al. (1998), L2 WTC
research needs to provide educators with useful recommendations that will help increase

students’ willingness to use their L2.

The findings of this study demonstrated that there is a relationship between students’ WTC
in English and their motivation to learn English. Even though the questionnaire results did
not indicate a strong relationship between motivation and WTC, they indicated a positive
relationship between the two variables. Moreover, students’ opinions in the interview and
classroom observations indicated a significant relationship; hence, in order to increase

students” WTC, educators should pay more attention to motivate students.

In order to increase the students’ motivation, firstly, their vision should be generated
(Dornyei, 2008; 2009; Dornyei & Ushioda, 2011). Teachers should raise students’

awareness about learning English; they should increase students’ ideal L2 selves; they
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should enhance students’ dreams, desires, and aspirations. For example; teachers can invite
a successful role model who is Turkish and speaks English fluently like a native speaker.
In addition, even if students’ desired self-images exist, it may not have a sufficient degree
of elaborateness to be an effective motivator and it may be unrealistic (Dornyei, 2008,
2009; Dornyei & Ushioda, 2011). Therefore, teachers should encourage students to
imagine themselves vividly and elaborately as an ideal English learner. Moreover, teachers
can play English films and music to keep the students’ vision alive. Furthermore, learners’
ought-to L2 self should be generated; teachers should remind learners about the limitations
of not knowing English and emphasize their duties and obligations to learn and speak
English.

This study also indicated that some factors affect both WTC and motivation; thus,
educational recommendations can be made according to them. According to the
quantitative findings of the study, the students’ educational background is closely related
to both their motivation and WTC. The motivation and WTC levels of the students who
graduated from Vocational High School and Commercial High School were significantly
lower than the other schools. Therefore, the education system should be reconsidered;
English education should be given importance in these schools as much as the Anatolian
High Schools or Private High Schools. In addition, the students’ majors are also
significantly correlated with both their EFL motivation and L2 WTC. Students in the
department of Aircraft Technology need to be motivated more to learn English and their
L2 WTC needs to be increased. Thus, the importance of learning English should be
reminded to these students. Extra speaking lessons can be added to the curriculum of this
department.

According to both the questionnaires and interviews, almost all of the students want to
learn and speak English for their future jobs and their ideal selves are related to being able
to speak English fluently in their jobs. Therefore, ESP education is of great importance in
both motivating students and increasing their L2 WTC. The curriculum and English classes
should be designed to provide more ESP education. Teachers should teach students how to
speak English in their future jobs; speaking activities such as role-plays can be done. For
example; useful English expressions and dialogues for real-life situations can be taught to
the students of department of the Civil Aviation Cabin Services; students can act out the
roles of cabin crew and passengers in an aircraft. Task-based conversation activities can

also be designed. Authentic materials of English for specific purposes can be adapted.
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Additionally, graduate students who have a job in their field can be invited to the

classroom and asked to explain how they use English at work.

As the students stated in the interview, positive reactions are important for them to be
motivated and willing to speak English. Thus, instructors should give positive feedback to
students and acknowledge their achievements. In addition, students think that success or
failure and simplicity of the subjects affect their speaking English to a great extent; hence,
students should be told not to give up learning and speaking English no matter they get low
marks in exams. They should be encouraged to make more effort to learn English and
learner autonomy should be promoted. Also, speaking topics and activities should be
chosen carefully to suit students’ levels. In the interviews, most students complained about
difficult grammar subjects; they discourage students and decrease both their motivation
and WTC. Grammar should not be the main focus of the lessons; importance should be
given to all of the English skills equally. The students should not be overloaded with
grammar subjects in a short time; syllabus should be flexible, and subjects should be taught

step by step.

Apart from these, most students stated that not having enough opportunity to practice
speaking English decreases their motivation as well as their WTC. The majority of the
students also think that classrooms are the only environment in which they can speak
English. Therefore, teachers should provide students with more opportunities to speak
English. Class size can be reduced for English lessons; so, students will have more
opportunity to speak English. Conversation classes can be arranged by schools, in which
students meet and talk in English about a particular topic led by a teacher apart from the
lessons. If possible, instructors could invite foreigners from different countries to the
classroom. Administrators should organize study abroad programs to English-speaking
countries or if possible, teachers can cooperate with foreign language teachers from

different countries and do a project together.

In addition, according to most students, the fear of being misunderstood or ridiculed
decreases both their EFL motivation and L2 WTC. Hence, students should be reassured
that making mistakes is a natural process of learning; everybody can make mistakes.
Teachers should create a positive atmosphere in the classroom; they should create
supportive and relaxing classroom environment. In addition, as some students stated, when
they think that the topic of the lesson is interesting and funny, they desire to study English

more. Thus, topics are very important to motivate students and to increase their WTC.
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Different interesting topics which are suitable for their age should be chosen to attract their
attention and get them to speak English.

The results of the questionnaires demonstrated that students are not highly willing to
communicate as in previous studies conducted in Turkey. The reasons why the participants
were not highly willing to communicate in English were analyzed by means of interviews;

so, some practical implications can be recommended according to them.

Firstly, this study indicated the significance of interlocutors for students to communicate in
English. Bohlke (2014) points out that when the speaker has a positive feeling or attitude
toward the topic or other people involved, speaking will generally be easier. In addition, if
students feel comfortable, they become more willing to communicate. According to the
results of this study, most students feel comfortable to speak English with their teachers
and close friends. Thus, when the teachers perform speaking activities, they should take
this into consideration. When they arrange the pairs or groups for any speaking activity,
they can ask the students to choose their friends. Teachers can also conduct mingling
activities in the class; so, students go around the classroom and choose the person whom
they want to speak English. For example; students can apply questionnaires to each other,
do “find someone who” activities, or they can do an interview with any person they want.
Moreover, results of the questionnaires demonstrated that male students are more willing
to communicate in English; but, female students are more motivated to learn English.
Thus, whenever possible, in pair-work activities female students can be partner with male
students or in grouping students the number of female and male students should be similar

to each other in order to maintain a balance.

Furthermore, teachers can speak English with students about a particular topic during the
lesson and ask a lot of questions about the topic to get the students to talk in English.
According to students, speaking English with teachers is useful because teachers correct
their mistakes. Hence, doing error-correction is very important in speaking English. While
the students are doing a pair-work or a group work activity, teachers should pay more

attention to students’ mistakes; they can take notes and then explain them.

This study indicated that the number of interlocutors is also significant. As the number of

interlocutors decreases, students feel more comfortable. Most students prefer to do whole-

class activities on an individual basis or pair-work activities in the classroom. Thus,

teachers can carry out whole-class discussions, picture description activities, chain stories

or oral games such as guessing games with whole class. They should also pay attention to
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give equal opportunities for students to speak English; they should not always get the same
volunteer students to speak English during the lesson as stated in the interview. Teachers
can also perform pair-work information-gap activities. Students can create dialogues or
conversations with their partners by using some prompts. Also, even if not many students
prefer group-work activities, some students feel comfortable to speak English in a group
and in order to add variety to the lesson some group-work activities can be done in the
classroom. However, the number of students should be few in a group such as three or four
at most. In addition, teachers should not always stick to using course books to teach
speaking because some students find this boring and not creative. Hence, teachers should

use authentic materials.

Most students have concerns about their pronunciation while speaking. Thus, teaching
pronunciation has great importance for students to speak English. Pronunciation should be
taught in schools. During the interview with students, some students emphasized
importance of grammar; some students emphasized vocabulary in speaking English. Thus,
teaching grammar and vocabulary is also important to improve students’ speaking.
Moreover, some students stated in the interviews that they feel nervous while speaking
English when a question is asked suddenly; therefore, teachers should give students some
time to think or be prepared before they speak English. Additionally, even if one student
points out in the interview, listening comprehension is also really important to be able
speak English with any person; a person should understand what is asked or said before
answering. Thus, teaching listening skill has also great importance to teach speaking skill;
students’ listening skills should also be improved. In real life, speaking skill and listening
skill are integrated; it is unthinkable that they are separate. A variety of listening activities
can be done in the classroom. Furthermore, students can be asked to watch videos about
speaking English in a particular topic to teach useful expressions or phrases to use in daily
life.

5.3. Suggestions for Further Research

This study was conducted at the tertiary programme in ESP context at University of

Aeronautical Association. It was aimed to find out the relationship between students’ EFL

motivation and L2 WTC, the extent of their EFL motivation and L2 WTC inside and

outside the classroom by using triangulation method. Future studies which focus on the

same topic can be conducted in a different environment; such as at a secondary or high
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school to test and verify the results of the current study. Additionally, future research might
consider increasing number of participants to increase generalizability. Moreover, different
WTC scales can be used in future studies, especially the ones which are specific to the
classroom to explore the interaction in the classroom. Also, future research can examine
the relationship of other affective variables with L2 WTC apart from motivation such as
anxiety or proficiency levels of learners.
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APPENDIX 1: WTC QUESTIONNAIRE

DIRECTIONS: Below are 25 situations in which a person might choose to communicate or
not to communicate in English. Presume that you have completely free choice. Please
indicate the percentage of time you would choose to communicate in each type of
situation. Indicate in the space at the left what percent of time you would choose to
communicate. 0% = never, 100% = always.

1. Talk with an acquaintance in an elevator.
2. Talk with a stranger on the bus.
3.Speak in public to a group (about 30 people) of strangers.
4. Talk with an acquaintance while standing in line.
5. Talk with a salesperson in a store.
6. Volunteer an answer when the teacher asks a question in class.
7. Talk in a large meeting (about 10 people) of friends.
8. Talk to your teacher after class.
9. Ask a question in class.
10. Talk in a small group (about five people) of strangers.
11. Talk with a friend while standing in line.
12. Talk with a waiter/waitress in a restaurant.
13. Talk in a large meeting (about 10 people) of acquaintances.
14. Talk with a stranger while standing in line.
15. Present your own opinions in class.
16. Talk with a shop clerk.
17. Speak in public to a group (about 30 people) of friends.
18. Talk in a small group (about five people) of acquaintances.
19. Participate in group discussion in class.
20. Talk with a garbage collector.
21. Talk in a large meeting (about 10 people) of strangers.
22. Talk with a librarian.
23. Help others answer a question.
24. Talk in a small group (about five people) of friends.
25. Speak in public to a group (about 30 people) of acquaintances.
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APPENDIX 2: WTC QUESTIONNAIRE IN TURKISH

Isim-Soyisim:

Cinsiyet:

Sinif:

Boliim:

Hig yurtdisinda bulundunuz mu?

Gittiyseniz ne kadar stire?

Yabanci arkadasiniz var m1?

Okul disinda Ingilizce kursuna gittiniz mi ya da dzel ders aldiniz m1?
Gittiyseniz ne kadar siire gittiniz?

Hangi tiir liseden mezunsunuz?

Ingilizce Iletisim Kurma Istekliligi
Asagida her bireyin iletisim kurmayr isteyebilecegi ya da istemeyecegi 25 durum
verilmistir. Yabancilarla Ingilizce konusacaginizi ve iletisim kurup kurmamanin tamamen
sizin se¢iminiz oldugunu varsayarak her bir durumda Ingilizce iletisim kurmaya ne derece
istekli oldugunuzu 0 ile 100 arasinda durumunuza uygun herhangi bir say1 secerek her
ifadenin basindaki bosluga yazarak belirtiniz.

% 0----%10----%20----%630----0640---%650----0660-------- 0670-------%80-----%90----%100

Ingilizce konusmak Bazen Ingilizce konusmak Hep Ingilizce konusmak
istemem isterim. isterim.
(iletisim kurmam) (iletisim kurarim

1. Asansdrde bir tanidikla ingilizce konusmak
2. Otobiiste tanimadigim bir kisiyle Ingilizce konusmak
3. Toplum i¢inde tanimadigim bir grup kisiyle (yaklasik 30 kisiyle) Ingilizce
konusmak
4. Sirada beklerken bir tanidikla Ingilizce konusmak
5. Bir magazada satis eleman ile ingilizce konusmak
6. Hoca derste soru sordugunda ingilizce cevap vermeye goniillii olmak
_ 7.Kalabalik bir arkadas bulusmasinda (yaklasik 10 kisi) Ingilizce konusmak
8. Dersten sonra hocayla Ingilizce konusmak
9. Derste Ingilizce olarak bir soru sormak
__10. Tanimadigim kisilerden olusan kiigiik bir grup igerisinde (yaklasik 5 kisi)
Ingilizce konusmak
11. Sirada beklerken bir arkadasimla ingilizce konusmak
12. Restoranda bir garsonla Ingilizce konusmak
13. Tamdik kisilerden olusan kalabalik bir bulusmada (yaklasik 10 kisi) Ingilizce
konusmak

14. Sirada beklerken tanimadigim bir kisiyle Ingilizce konusmak
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15. Sinifta kendi fikirlerini Ingilizce olarak dile getirmek
16. Bir satici ile Ingilizce konusmak
17. Toplum iginde bir grup arkadasimla (yaklasik 30 kisi) ingilizce konusmak
18. Tanidik kisilerden olusan kiiciik bir grup icerisinde (yaklasik 5 kisi) Ingilizce
konugmak
19. Derste Ingilizce grup tartismasina katilmak
20. Cop toplayan bir gorevliyle Ingilizce konusmak
21. Tamimadigim kisilerden olusan kalabalik bir bulusmada (yaklasik 10 kisi)
Ingilizce konusmak
22. Bir kiitiiphane gorevlisiyle Ingilizce konusmak
23. Baskalarmin bir soruyu cevaplandirmasina yardim ederken Ingilizce
konusmak
24. Arkadaslarimin oldugu kiigiik bir grup icerisinde (yaklasik 5 kisi) Ingilizce
konugmak

25. Toplum icinde bir grup tanidik ile (yaklasik 30 kisi) Ingilizce konusmak
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APPENDIX 3: ENGLISH LEARNER MOTIVATION
QUESTIONNAIRE

Tlus questionnamre 1s not a test so there are no “night” or “wrong™ answers and you do not even have to write your name on
it We are wterested m your personal opinion. The results of this survey wall be used only for research purposes so please
give your answers sicerely, as only this wall ensure the success of this project. If you decide m the end that you would
prefer not to participate i this swrvey. you will be free to opt out without any consequence. Thank you very much for yow
help!

Part

In this part, we would like you to tell us how much you agree or disagree with the following statements by simply circling a
mimber from 1 to 6. Please do not leave out any items

Strongly Disagree | Disagree | Slightly Disagree | Slightly Agree Agree Strongly Agree
1 2 3 4 5 6

(Example) If you slightly disagree with the following statement, write this:

[ like skiing very much, 123 4 56
=

[ Learnng Enghsh s important to me because | would like to travel mtemationally 1234686
2. 1like English films 12345¢6
3. My parents/fanuly beheve that I must study English to be an educated person 123458
4. Stdymg English is important 1o me in order to gain the approval of the society 12345€6
5. Studying English can be mnportant to me because [ think I'll need it for further studies. 1234506
6. Talways look forward to English classes 123456€6
7. 1thnk learmng English 1s umportant i order to leam more about the culture and art of its 1:2 84 86
speakers,
8. Studying Enghsh 1s unportant to me because I am planmng to study abroad 123456
9. Ican imagine myself speaking English m the furure wath foreign friends ar parties 123 4886
10. I'have to study English, because, otherwise, I think my parents will be disappointed withme, |1 2 3 4 § 6
11. Studying English is unportant to me because without English I won't be able to travel a lot 12345€6
12. Studying English 1s unportant to me m order to gam the approval of my peers 123456
13. Studying English is important to me because other people will respect me more if I have a 123456
knowledge of English
14. Tlike TV programmes made w English-speakig countries, 123458
15. I'study English because close friends of mme think it is important, 123456
16. Studying English is important to me m order to gam the approval of my family 1234568
17. 1hike to travel to English-speaking countries 12345086
18. T can imagme myself m the future giving an English speech successfully to the public w the 12345€6
future,
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19, Smdying English 1s anpoctant to me, becanse [ would feel ashamed if T got bad grades m 1 2 3 45 6
English.

20, Treallv like the actmal process of leamng English, 2 3 45 6

1. Smdving English is important to me in order to achieve a personally important goal (e.z., 1o 2 3 4 5 6
zet a degree or scholarshup)

22, Twill study English harder when thinking of not becoming a successful user of Englishinthe |1 2 3 4 5§ 6
fumure,

23, Smdying English s anportant to me i order to gan the appeoval of my teachers. 2 3 45 68

24, Studving English s unportant to me becanse my hie will change 1f T acquire good commaned 2 3 45 6
of English.

25, My dreams of how T want to use English i the fune ave the same as those of my parents” 1 2 3 4 5 6

26. Lreally like the music of English-speaking countries (e.g.. pop music). 1 2 3 4 5 6

27 1 find leaming English really interesting. 1 2 3 4 5 6

28, I can imagine a sitwation where I am doing business with foreigners by speaking English 1 2 3 4 5 6

20, Tsmdy English because with English Tean empoy travelling alvoad. 1 2 3 4 5 6

30. Smdving English is necessary for me because [ don't want 1o get a poor score mark or a fail 1 2 3 45 6
mark in Enghsh proficiency tests (NMET, CET, MET, IELTS,. ).

31, Thunk time passes faster while studying English 1 2 3 4 5 6

32. [ consider leaming English important because the people [ respect think thar [ should do it 1 2 3 45 6

33. 1 can imagine that in the fumre in a café with light music, a foreign friend and I will be 2 3 45 6
chatting in English easually over a cup of coffee.

34. When thinking of not becoming a successful user of English in the funire, I feel scared 2 3 45 6

35, I can feel a lot of pressure from my parents when I'm leaming English 2 3 45 6

36. Leaming English is important to me because I plan to travel to English-speaking countries in 2 3 456
the fune

37, 1 like English-language magazines, newspapers, and books 1 2 3 4 5 6

38. I reallv enjov leaming Enghsh 1 2 3 4 65 6

39, I have te learn English because T don't want to fml the Enghsh course. 1 2 3 4 5 6

40. I can imagine myself in the funre having a diseussion with foreign friends in English. 1 2 3 4 5 6

41, Studving English 15 unportant o me because an educated person 15 supposed to be able 1o 1 2 3 4 5 6
speak English.

42. My image of how [ want to use English in the furire is mainly influenced by my parents. 1 2 3 4 5 6

Thank veu very mich so far. Yow ave doing fine. Nenw von are more than hallway through, Wondd von mind doing some

imore items? You are helping us so much, which we appreciate so nmch !

Part Il

These are new ghiestions bt please answer them the same way as von did hefore.

43. When the teacher tells me the instructions [ understand better. 1 2 3 45 6

44, Tam prepared 1o expend a lot of effort in leammng English 12 3 4 5 6
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45, When I'm FHTETES T |11}'.-|:'][\1|:«>||1§__r Enghsh nlul]lfull:.' ut the funwe, T ean usually have both 1 2 3 45 6
specific mental pictures and vivid sounds of the siuations.

46. I use colowr coding (e.g. highlighter pen) to help me as I learn. 123 456

47 Tean wsually have several vivid mental pretures and'or sounds of situations when I'm 12 3 456
imagunng myself nsmg English skallfully m the fume.

48, I remember things I have heard in class better than things [ have read | 12 3 456
49, Twould like to spend lots of e smdving English, 12 3 456
50. If I wish, I can imagine how I could successfully use English in the future so vividly that the 12 3 456

images and/or sounds hold my attention as a good movie or story does.

51. 1 leam better by reading what the teacher writes on the chalkboard. 12 3 456
52, 1 leam better in class when the teacher gives a lechre 12 3 456
53, Twould like to concentrate on smudying English more than any other topic. 123 4656
54, Chans, diagrams, and maps help me understand what semeone says. 123 456
55, When I listen to a teacher, ] imagine pictures, numbers or words 12 3 45 6
56. When magung how T eould use English fluently m the fumare, Tusually have a vivid mental 12 3 456
peture of the scene
57. Tlike for someone to give me the instructions out lond 12 3 456
58. Even if [ failed in my English leaming, I would still leam English very hard. 12 3 456
59, I highlight the text m different colours when I study English 12 3 456
0. I remember things better if I diseuss them with someone. 12 3 456
B1. English would be stll wnportant to me m the future even if T fuled m my English course, 123 456
62, My dreams of myself usmg English successfully m the future are sometimes sovivid Ifeelas | 1 2 3 4 5 6

though I actually experience the simations.

Do vou sometimes imagine yourself using English in the fumre when you have learnt it?
If ves, please answer the next few questions. If not, please go to Part ITL

B63. Sometimes images of myself using English successfully in the funwe come to me withoutthe | 1 2 3 4 5 6
shghtest effort.
B4. My mage or dream of myself usmg English has changed over ihe past vear 123 456
63, [ find it easy fo “play” imagined scenes and 'or conversations in my mind 2 4 6
B6. My mage or dream of myself using English nsed to be sunple, but it has now become more 12 3 456
specific
B7. It 15 easy for me to imagine how I could successfully use English in the fumre 12 3 456
B8, My mage or dream of myself using English has now become more vivid than it used to be. 12 3 456
69. I think I have a natural ability to visualize myself using English successfully in the fure, 12 3 456
70. In the past [ couldn't imagine of myself using English in the future, but now I do imagine it. 12 3 45 6
71, Thave always found 11 easy to visualize mmgmed simations, 12 3 456
72, Tused to have neh imagimations of myself using English m the fure, but now T don’™, 12 3 45 6
73. My Image of myself using English has become less vivid. 123 456
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APPENDIX 4: ENGLISH LEARNER MOTIVATION

QUESTIONNAIRE IN TURKISH

BOLUM I

Sevgili 6grenciler,
Bu bdlimde, agadidaki ifadelere ne derecede kabidigimzi ya da katimadidimizi

sadece 1'den 6'va kadar olan numaralardan birini yuvarlak icerisine alarak belitmeniz
istenmektedir. Latfen highir ifadeyi bos birakmayiniz.

7 3 3 §
T 2 5 6
KESINLIKLE KISMEN KISMEN KESINLIKLE
KaTILMiYORUM | “ATIEMIYORUM o mivorum | kaTiLiyorum| KATIHYORUM | iLivorU

(Ornek) Eger agadidaki ifadeye kismen kalimiyorsaniz, su sekilde isaretlemeniz
gerekir:
Kayak yapmay ¢ok severim. 123 0 6

1. Ingilizce 6grenmek benim igin Snemlidir; cinks yurt digina seyahat etmek isterim.

2. Ailem, egitimli bir birey olmak icin Ingilizce 6grenmem gerektidgine inaniyor.

3. Toplumunun onayini kazanmak igin Ingilizce 6grenmek benim igin nemlidir,

4.Ingilizce 6grenmek benim igin énemlidir; ¢linkd ileriki calismalanm igin Ingilizceye
ihtiyag duyacadimi distnilyorum.

5. Ingilizce derslerini hep dért gozle beklerim.

6. Bence Ingilizce konugan insanlarin kiltir ve sanatlarina dair daha cok bilgi sahibi
olmak igin Ingilizce 6arenmek dnemlidir.

= =] = |=|=] = |KESINLIKLE KATILMIYORUM

r2 o |ne] o (ralr2] o |KATIEMIYORUM

|| w |wlw] w |KISMEN KATILMIYORUM

o] & |&]la] & |[KISMEN KATILIYORUM

o Jan] o Jonfon| on IKATILIYORUM

@ ;) o |;|o| o |KESINLIKLE KATILIYORUM

7.Gelecekte kendimi davetlerde, partilerde yabanci arkadaslarla Ingilizce konusurken
hayal edebiliyorum.
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8.Ingilizce 6grenmek benim igin dnemlidir; ¢linkD Ingilizce olmadan ¢ok fazla seyahat
edemem.
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9.Ingilizce 6grenmek benim igin dnemlidir; ¢lnkd eder Ingilizce bilirsem diger insanlar
bana daha ¢ok sayg duyar.

10. Ingilizce konusulan tilkelerde yapilan televizyon programlanni severim.

11. Ingilizce &grenirim; clnkd yakin arkadaslanm Ingilizce 6grenmenin Gnemli
oldugunu diistintyor.

12. Ingilizce konusulan tlkelere seyahat etmeyi severim.

13. Gelecekte kendimi bir topluluga karsi basarill bir sekilde Tngilizce konusma
aparken hayal edebiliyorum.
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14. Ingilizce galismak benim igin gnemlidir; ¢Unk{ Ingilizce dersinden dustk notlar
alirsam bundan utang duyarim.

15. Ingilizce 8drenme stirecini ¢ok seviyorum.

1_6. Onemli Kigisel bir amacimi gergeklesfirmek igin Ingilizce ogrenmem Gnemiidir
{Ornedin: mezun olmak ya da burs kazanmak icin).

17. Ogretmenlerin onayini kazanmam igin Ingilizce 6grenmek onemlidir.

18. Ingilizce ogrenmek benim icin énemlidir; gUnkil iyi derecede Ingilizce bilirsem
hayatim degisir.
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19.ingilizceyi gelecekte nasil kullanmak istedigim ile fgili hayallerim allemin hayalleri
ile aynidir.

20. Ingilizce grenmeyi cok ilgi cekici buluyorum.

21. Yabancilarla Ingilizce konusarak is yaptigim bir durumu hayal edebiliyorum.

22, Ingilizce 6grenirim; ¢kl Ingilizce ile yurt disina seyahat etmekten zevk alabilirim.
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23. Ingilizce caligmak benim icin gereklidir, ctnkU Ingilizce veterlik sinaviarindan
(NMET, CET, MET. ELTS,...) diigiik not almak ya da basarisiz olmak istemem.

24. Ingilizce caligirken zaman daha hiz! gecer.

25.5aygl duydugum insanlar Ingilizce dgrenmem gerektigini diistindGga igin Ingifizce
dgrenmenin dnemili oldugunu distntyerum.

26.Gelecekte kendimi yabanci bir arkadagim ile birlikte bir kafede hafif mozik esliginde
kahve icerken rahat bir sekilde ingilizce sohbet ederken hayal edebiliyorum.

27.Gelecekte Ingilizceyl basarli  bir  sekilde kullanamayacagimi  dusunince
korkuyorum. .
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28. Ingilizce 6grenmek benim icin énemlidir; ¢ink( gelecekte Ingilizce konusulan
Ulkelere seyahat etmeyi planliyorum.

29. Ingilizce dergileri, gazeteleri ve kitaplar severim.

30.Ingilizce 6grenmekten cok zevk alinm.

31. Ingilizce ogrenmek zorundayim; ¢Unkil Ingilizce dersinden basarisiz olmak
istemiyorum.
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32. Gelecekte kendimi yabanci arkadaslarla bir konuyu Ingilizce tartisirken hayal
edebiliyorum.

33. Ingilizce ogrenmek benim igin &nemlidir ¢inki egitimli bir bireyin Ingilizce
konusabilmesi beklenir.

34. Gelecekte Ingilizceyi nasil kullanmak istedigim ile ilgili hayalim agirlikli olarak
ailemden etkilenmistir.

BOLUM Il

Su ana kadar ok tesekkir ederim, gayet iyi gidiyorsunuz. Asagida yeni ifadeler bulunmaktadhr, litfen bu

bolimit de daha 6nce yaptiginiz gibi cevaplar misiniz?

35. Yonergeleri bana 6dretmen séylediginde daha iyi anlarim.

36. Ingilizce 6§renmek icin gok caba sarf etmeye hazinm.

37. Gelecekte Ingilizceyi ustalikla kullanacagimi hayal ettigimde, genellikle durumiari
gdzimde belirli zihinsel resimler ve net seslerle canlandirabilirim.

38. Cahsirken bana yardimei olmasi igin renk kodlamasi kullaninm. (Ornegin; fosforlu
kalem)

39. Gelecekte Ingilizceyi ustalikla kullanacagimi hayal ettigimde, genellikle durumlari
gozimde birkag net zihinsel resimlerle velveya seslerle canlandirabilirim.

40. Zamanin ¢ogunu Ingilizce galigarak gecirmek istiyorum.

41. Eger istersem gelecekte ingilizceyi nasil bagarill bir sekilde kullanabilecegimi o
kadar net bir bicimde hayal edebilirim ki sesler ve/veya goruntiler bir film ya da bir
hikayenin yaptig: gibi dikkatimi canli tutar.

42. Ogretmenin derste tahtaya yazdiklarini okuyarak daha iyi 6grenirim.

43. Sinifta 6gretmenin dersi anlatmasiyla daha iyi 6grenirim.

44. ingilizce calismaya diger derslerden daha ¢ok odaklanmak istiyorum.

45. Tablolar, grafikler ve haritalar bir kisinin s8yledigi seyi anlamama yardimes olur,

46. Ogretmeni dinlerken, resimleri, sayilari veya kelimeleri hayal ederim.

47. Gelecekte Ingilizceyi nasil akici bir bigimde konusabilecedimi hayal ettigimde,
genellikle olayin net gérintlsiini gbziimde canlandiririm.
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48. Ingilizce 6grenmekte basarisiz olsam bile, yine de Ingflizce ogrenmeye cok
cabalarim.

49. Ingilizce caligirken farkli renkte kalemlerle metnin altini cizerim.

50. Biriyle bir konu hakkinda tartigirsam, o konuyu daha iyi hatirlarim.

51. Ingilizce dersinden basarisiz olsam bile, Ingilizce benim icin gelecekle yine onemh
olur.
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52. Gelecekte Ingilizceyi bagaril bir sekilde kullanacagima dair hayallerim bazen o
kadar net ki olaylari gercekten yasiyormusum gibi hissediyorum.
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APPENDIX 5: STUDENT INTERVIEW QUESTIONS

Interview questions in Turkish:

oo ad

~

10.

11.

10.

11.

Ingilizce konusabilmek senin i¢in dnemli midir? Neden?

En ¢ok hangi ortamda Ingilizce konusurken rahat hissedersin?

Sinifta hangi aktivitelerde Ingilizce konusurken rahat hissedersin?

Kiminle ingilizceyi daha rahat konusabiliyorsun?

Ingilizce konusmaya yonelik kaygilarin var nudir? Varsa nelerdir?

Iki yillik egitiminde genel olarak ingilizce derslerine sdzlii olarak katilimini nasil
degerlendirirsin?

Gelecekte iiniversiteden mezun oldugun ve iyi seviyede Ingilizce bildigin bir durumu
hayal etmeni istiyorum. Nasil bir ortamda/durumda Ingilizce dil becerilerini
kullanirdin?

Okul dis1 aktivitelerinde Ingilizce 6grenmeyi siirdiiriiyor musun?

Mezun olduktan sonra Ingilizce 6grenmeye devem etmeyi planliyor musun?

Gelecekte Ingilizce konusulan bir iilkeye egitim amagli gitmeyi ya da orda yasamay1
ve ¢aligmayi ister misin?

Ingilizce konusulan iilkelerin kiiltiirlerini 6grenmeye ilgin var midir?

Bugiine kadar Ingilizce 6grenme tutumunda, motivasyonunda bir degisiklik oldu mu?
Olduysa hangi yonden degisti?

Sence Ingilizce 6grenmedeki basarin-basarisizigin, ya da Ingilizce 6grenmeye yonelik
diisiincelerin, duygularin Ingilizce konusmami etkiliyor mu? Etkiliyorsa hangi
yonlerden etkiliyor?

Interview questions in English:

Is it important for you to be able to speak English? Why/ Why not?

In which environment do you feel most comfortable to speak English?

In which classroom activities do you feel comfortable to speak English?

With whom are you able to speak English more comfortably?

Do you have any concerns about speaking English? If you do, what are they?

How do you evaluate your oral participation in English lessons during two years of
your education?

| want you to imagine a situation in the future in which you graduate and have a good
command of English. In which situation would you use your English language skills?
Do you continue to learn English in your out-of-class activities?

Do you plan to continue to learn English after you graduate?

Would you like to go to an English-speaking country for education, or to live there and
work there?

Are you interested in learning cultures of English-speaking countries?

Have you experienced any change in your attitude towards learning English and your
motivation to learn English until now? If yes, in what way has it changed?

Do you think that your success or failure in learning English, or your attitude towards
learning English affects you in terms of speaking English? If yes, in what way do you
think it affects?
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APPENDIX 6: OBSERVATION SCHEME

Categories S1 S2 S3 S4 S5

TEACHER-STUDENTS/
STUDENTS-TEACHER

Volunteer an answer [to
general T-solicit]

Volunteer a comment

Give [answer to T-solicit] -
Private response

Ask [the teacher a] question

Ask [the teacher for]
clarification

Guess [the] meaning [of an
unknown word]

STUDENT-STUDENT/
STUDENT-CLASS

Talk [to] neighbor

Present [own] opinion [in
class]

Respond to an opinion

Volunteer [to] participate [in
class activities]

Attention

Engagement

Adapted from: Cao, Y. (2009). Understanding the notion of interdependence, and the dynamics
of willingness to communicate. Doctoral Dissertation.

Guilloteaux, M. J., & Dornyei, Z. (2008). Motivating Language Learners: A Classroom-
Oriented Investigation of the Effects of Motivational Strategies on Student Motivation. TESOL
Quarterly, 42(1), 55-77.
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