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1 INTRODUCTION

When describing good foreign language teaching,viddals with even some
familiarity with the field can list a number of nheids and strategies that they believe
should be used. This list often includes innovatwel modern teaching methods and
principles and emphasis on culture, practical lagguuse in real situations and
communication rather than grammar drills. Howewérs idealistic image of what
foreign language teaching should be like may notréality in many language
classrooms due to restrictions of time and magepalother reasons. In other words, it

is possible that teachers do not always do whatdtsem to believe.

It has been found that teachers’ actions in thescteom are largely influenced by their
beliefs (Pajares 1992: 326). Beliefs are a diffie@ncept to define as they can be used
to refer to the opinions, knowledge, values, asgiong etc. that individuals have about
foreign language learning and teaching (Barceld332®). In other words, the term
beliefs is often used to describe what individutismk about a topic. Different
approaches, suchs the normative approach, the metacognitive apgmoand the
contextual approachall define beliefs in slightly different ways (Ra&los 2003: 11-
25). The normative approach tends to view beliefsopinions learners have about
foreign language learning and treats them as iacbrcompared to the opinions of
scholars. Within the metacognitive approach, begliegie seen as metacognitive
knowledge, that is, knowledge about learning arel ldarning process. Finally, the
contextual approach views beliefs as social, cdangxand individual, meaning that
they must always be examined in the context in Whiey appear. The present study
views beliefs as defined by the contextual appraech was assumed that the different

contexts of the respondents would be reflectetieir answers.

Motivation is a much researched concept in thelfadl foreign language learning and
teaching. It can be used to explain why individudgside to do something, how much
effort they are willing to put into the action amdw long they will keep doing it

(Dornyei 2001: 7). The history of motivation resgain the field of foreign language
learning and teaching can be roughly divided irdor fphases (Doérnyei and Ushioda
2011: 39). These phases consisttloé social-psychological period, the cognitive-
situated period, the process-oriented peraodtithe socio-dynamic periodtach period

has examined motivation from a slightly differemigke and focused on different
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elements of foreign language learning and the &gasuch as the larger social context
and the actual teaching context. All of these pse8pes can be supported with the help
of motivational strategies, which are techniquesambdo enhance individuals’ goal-
related behaviour (Dérnyei 2001: 28). The presenidys draws on the list of
motivational strategies presented by Dornyei (20ft)discusses the strategies in terms
of which larger goal, such as learner autonomyy tta be used to support rather than
examining them temporally depending on the pointimme during the motivational

process they might be most successful at.

Even though a large number of studies on motivatas been conducted in the field of
foreign language learning and teaching, few studiage focused on the practical
implications of motivation. In fact, many studieavie been criticized for ignoring the
perspective of the teacher and actual school cem{®ernaus and Gardner 2008: 387-
388). Similarly, the influence of teacher beliefstbeir actions in the classroom has not
been widely studied even though research has shmatibeliefs have a strong effect on
behaviour. The present study aims to fill this dpgpexamining English and German
teachers’ beliefs on foreign language learningtaadhing and their use of motivational
strategies in order to determine how strong aicelahip the two have, that is, whether
teachers act in a way that supports what they claitmelieve. The results of the study
can possibly help teachers develop more awarerfefge aunderlying reasons behind
their actions and better reflect on what teachirgthwds to choose in any specific

situation.

The present study falls in the field of motivati@search and uses a mixed method of
data collection and analysis. The majority of tlaadchas been collected with an online
guestionnaire that required English and Germanhtyacto rate a number of beliefs
based on how strongly they agreed or disagreed thigm. They also had to rate a
number of statements about how often they had wsehin motivational strategies
within the past year. The ratings given to the tvgts were then compared to find
relationships between them. In addition, the redpats had the opportunity to
comment on any of the beliefs or statements imgtlestionnaire and to add their own in
case they felt something was missing. The questiogrdata was complemented by
four interviews that were conducted to see if tee¢hwho had not seen the
guestionnaire would provide similar or differentsesers to the online respondents.

Further reasons for the choice of data collectam lze found in chapter 5.
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The present study will begin with a summary of eesk on motivation divided into the
four periods suggested by Ddornyei and Ushiosa (RDilarder to provide an overview
of motivation and so that the main theme of theltumotivational strategies, can be
better understood. Chapter 3 will discuss belief$ the influence they can have on the
actions of individuals. Chapter 4 consists of twot®ns, of which the first presents the
motivational strategies listed by Ddrnyei (2001 ame second discusses previous
research conducted on motivational strategies. dlapter presents the most important
theoretical background for the present study. Tiives @and methods of the study will be
discussed in chapter 5. Chapter 6 will presentfitdings of the study and discuss
them. The study will conclude with chapter 7 thaimsharises the main points,
evaluates the study and offers suggestions fdndurtesearch.

2 MOTIVATION IN FOREIGN LANGUAGE LEARNING CONTEXTS

Learners, their parents and even people with ligtsgsonal connection to foreign
language learning have an opinion on what motivaisoand how it leads to success or
failure. Motivation is also often used to descriéarners (Dornyei 2001: 5). Successful
learners are generally seen as highly motivatedewmsuccessful ones are not. In this
way, motivation is used as a measurement of sucbesshis does little to describe

what it actually is.

At first glance, motivation appears easy to defiiteis the power that drives an
individual to perform a certain action. However, timation as a theoretical concept is
far more complex and can be examined from multipdespectives (Dornyei and
Ushioda 2011: 3-4). The large number of differingwpoints has resulted in the fact
that motivation continues to be a relevant subgfctstudy even after decades of
research. It is therefore sensible to take a lhoiek at the most important definitions
and theories before focusing on one aspect thatbeilcentral in the present study —

motivational strategies.

The large number of different theories and appreadio motivation can be broadly
divided into four groups suggested by Doérnyei arshioda (2011: 39-40)he social
psychological period, the cognitive-situated peridkle process-oriented perioand

most recentlythe socio-dynamic periodrhe most important concepts of each period
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will be briefly discussed in the following sectioms order to provide an overview of

how motivation theories have developed.

2.1 Social psychological perspectives

The social psychological period, lasting from 186%he 1990s, offers perhaps the most
influential theories and approaches to foreign legg learning motivation. The period
was characterized by the work of Gardner and Latnlko studied foreign language
learning motivation in Canada. Although other pecdjves have since then re-
evaluated the principles of the social psycholdgag@proach, Gardner's work is still
highly influential and recognised as having created foundation on which later
theories have been built (Dérnyei and Ushioda 201112). The following section will

examine Gardner’s socio-educational model of lagguscquisition.

2.1.1 Integrative motivation

The most important concept in Gardner’'s motivatibeory is that ofintegrative
motivation. The definition of integrativeness and its relasioip with motivation are
concepts that have sometimes been misunderstoodtldisning that integrative
motivation simply refers to individuals’ positivétitude towards speakers of the foreign
language (Gardner 2005: 2). In order to definenithe proper context, the following
section will discuss integrativeness as a part afd@er’'s socio-educational model of

second language acquisition.

As Figure 1 shows, integrative motivation consiststhe following three variables
integrativeness, attitudes towards the learningaibn andmotivation(Gardner 2001
6-8). Integrativeness is defined as openness to actepierts of the target language
culture (not only large cultural concepts but alparts of language, such as
pronunciation or grammar) as part of one’s identhytitudes towards the learning
situation refer to the attitudes individuals haedrds any of the variables in a learning
situation, such as the teacher, the curriculumherdther students. The third and final
variable is motivation, which is made up of threetg:the individual's effort to achieve
somethingthe desire to achieve somethiagdthe enjoyment the individual feels when

trying to achieve something.
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Figure 1. Gardner’s socio-educational model of legge acquisition (adapted from Gardner
2001: 5).

A further important concept of the social psychatay period is the divide between
integrative andnstrumental motivatiofDoérnyei 2001: 16). Instrumental motivation is
seen as the opposite of integrative motivatiortesd of learning the language because
of interest or desire to accept the foreign languasg) part of one’s identity, individuals
are largely motivated by their pragmatic needshsas increased opportunities to
acquire better employment. However, the strict <lori between integrative and
instrumental motivation as polar opposites was ngreposed by Gardner and his
colleagues and is a slight misunderstanding ofrtbdel (Gardner 2005: 2)

As discussed above, integrative motivation consi$tshe variables integrativeness,
attitudes towards the learning situation and matwva Different individuals display
different levels of all three, which leads to diffat levels of integrative motivation.
However, it is not only integrative motivation thdetermines whether individuals
become successful language learners or not. Ifotlesving section, a closer look will

be directed at language learning contexts.
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2.1.2 Language learning contexts

The social psychological period of research onifpréanguage learning motivation has
placed great importance on the social context oéifm language learning and the
relationships between different linguistic commigst(Doérnyei and Ushioda 2011: 40).
This is because it can be assumed that individlegdming the same language in
different contexts would possess different attituided therefore different levels of
integrativeness towards it. Another perspectivethat individuals have different

attitudes towards different foreign languages witthe same context. For example,
individuals living in Poland may have oppositetaties towards learning Russian than

towards learning English.

The suggestion above illustrates how affectivediactre always present when learning
a foreign language, even when individuals have mectd contact with the target
language culture. Gardner (1985: 64-65) describestudy in which he and his
colleagues examined learners of French as a séaogdage in the United States, some
of which came from English- and some from Frencbaging homes. The results
indicate that affective variables play a motivasibrole even in settings where there is

no direct contact with speakers of the target laggu

Language learning contexts can be divided into tywoups:formal and informal
(Gardner 2001: 9-10)Formal contexts refer to settings where languargtruction
plays a role and where learning a foreign languageeen as the primary goal of the
activity, such as schools. Informal contexts in tcast consist of settings where
individuals may learn foreign language materialaaby-product of another activity,

such as watching television.

2.1.3 Towards cognitive-situated perspectives

The validity of Gardner's theories and the relasimp between integrative and
instrumental motivation have been the topic ofrgdanumber of studies over the years.
However, as is explained by Dérnyei and Ushiodd {2@6), ever since the late 1980s
and early 1990s, research has moved from focusingpoial factors to examining the
language learner as an individual, and some of kg concepts of the social

psychological period have been questioned.
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Supporters of the social psychological approachase hsometimes defined social
identity and its connection with the language leagncontext in artificial terms and
have not always been able to provide adequate reaipdas for why individuals may at
one point in time feel motivated, anxious at anotra so on (Norton Peirce 1995: 10-
12). Further criticism has been raised by Crookes Schmidt (1991: 470-478) who
point out that social psychological approaches atocatways correspond with the reality
of the classroom, that the emphasis on integratiggvation and language communities
has had a limiting effect on research on foreigiyleage motivation and that there is no
evidence that motivation is connected with affextiactors, such as attitudes towards
the learning situation. The criticism towards thecial psychological approaches
eventually led to the attempt to incorporate mag@sh cognitive psychological
perspectives into the research on foreign languegeing motivation (Dornyei and

Ushioda 2011: 46). This viewpoint will be discussethe following section.

2.2 Cognitive-situated perspectives

After several decades and countless research [gdjet examined language learning
motivation from the perspective of the social cah@nd affective factors, researchers
felt there was a need to develop alternative amhesm to examine motivation and
foreign languages (Dornyei and Ushioda 2011: 46-#fAgre was a movement to shift
from discussing language communities as large tearationalities to focusing on the
individual. This approach attempted to introduce tiew developments of cognitive
psychology as part of foreign language learningivation theories. Examples of such
approaches include attributional processes (Ushi@i28), the social constructivist
concept of motivation (Williams and Burden 1997)datask-specific motivation
(Julkunen 2001).

One of the most influential theories of the cogyeitsituated period is self-
determination theory, which will be discussed ie tbllowing sections. However, it has
to be noted that self-determination theory is ntheory of foreign language learning.

Rather, it is a general psychological theory tlzat lbe applied in the field.

2.2.1 Intrinsic and extrinsic motivation

Past research in psychology tended to simplify waditon and reduce it to physiological

drives that determine every aspect of individubkshaviour (Deci and Ryan 1985: 19-



12
20). According to these theories, individuals woht&l motivated solely by their needs
which would drive them into performing a specifictian, such as eating in order to
reduce the feeling of hunger. However, researcmteedly showed that such theories
could not adequately explain behaviour, which ledhe development of alternative

views, such as intrinsic and extrinsic motivation.

Individuals are intrinsically motivated when theveed for the action in question is the
action itself, that is, the enjoyment they expereemwhen executing it (Deci and Ryan
1985: 32-34). Individuals must feel free of any sidé pressures and restrictions,
whether they are positive or negative, such as nésvdor good performance or
punishments for failure. The action individuals pegforming must therefore give them
the feeling that their behaviour is initiated byom® rather than an outside force.
Extrinsic motivation by contrast involves outsideegsures and forces that influence
individuals’ behaviour. Concrete examples in foreitanguage learning contexts

include deadlines, the expectations of parentgaed pressure.

2.2.2 Self-determination theory

As the study of intrinsic motivation developed,dd the concept of self-determination
and its importance in the field of psychology. Thistory of self-determination is

discussed in Deci and Ryan (1985: 35-38) by detaiéarlier concepts that influenced
the shaping of the theory and studies that estaddifiow perceived freedom and the
lack of it affected the motivation of individual8ll of these developments eventually

led to the conceptualisation of self-determinatiogory.

Self-determinatioms defined as the feeling of autonomy that indinal$ experience in a
given situation (Deci and Ryan 1985: 38-39; 43)f-8etermination is not merely a
capacity of human functioning but a need, thalhisnans are naturally driven to engage
in behaviours that they find interesting, enjoyahtal that allow them the freedom of
choice. On the other hand, research has shownthibet is a clear lack of intrinsic
motivation in work and school settings, which irad&s that self-determination and

intrinsic motivation need specific circumstanceshiave.

There exist two important aspects to be noted gands to self-determination theory
(Deci and Ryan 1985: 87; 149). One is that indigiddifferences determine how
learners experience the outside forces that infleetheir behaviour. As such, one
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individual may lose all enjoyment of performing &en task when deadlines are
introduced whereas another may experience littlengd in their level of intrinsic
motivation. The second aspect is that even extatigi motivated actions may be self-
determined if individuals actively choose to pemfothem based on their needs and
goals. For example, individuals aiming to receivagh grade in a language exam may
spend extra hours revising the necessary matanabhecause they enjoy it but because
they feel it will help them achieve their goal. Eeeaspects highlight the importance of

autonomy as a central element of self-determindtieory.

2.2.3 Towards process-oriented perspectives

Cognitive-situated perspectives have examineddarkEinguage learning motivation by
focusing on the contributions of cognitive psyclgyland situated factors, such as the
teacher, the curriculum rather than large sociaugs (Dornyei and Ushioda 2011: 46-
47). However, towards the beginning of the 21stugm research began to incorporate
additional factors and to examine motivation fromt yanother perspective. Many
motivation theories did not adequately take intcoamt temporal relations and how

motivation develops over time (Dérnyei and Ott6 8943-44).

The current section has examined self-determinaticeory. Concrete examples of
motivational strategies that implement self-deteation will be discussed in a later
section of the present study. However, first itsensible to focus on the period of
language learning motivation research that followeslcognitive-situated perspectives,
that is, a period which Dérnyei and Ushioda (2032:40) refer to as the process-
oriented period.

2.3 Process-oriented perspectives

The previous section has examined motivation froeognitive-situated perspective.
Research then began to attempt to incorporate te&hperspectives into motivation
theories, that is, to explain how motivation depslover time, both during a single task
and over several years (Dornyei and Ushioda 200).: Bhe following section will

examine one of the process-oriented models. Famamary of further theories and

models, see Dornyei and Ushioda (2011).
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2.3.1 Dornyei and Ottd’s process model of L2 motiten

In a 1998 paper, Dornyei and Otto introduced a ggsanodel of L2 motivation that
they developed because they felt that previous vatidn models were lacking and
focused on motivation at the moment of the decisoperform an action rather than
during the action itself. A further issue raised thg authors (1998: 43-44) was that
previous models did not adequately take into accdle ways in which motivation
develops over time. As foreign language learning lisng-term task that can last years,

this is an important perspective to consider.

As Figure 2 shows, the model proposed by Doérnyei @tto (1998: 48) consists of
three larger phasethe pre-actional phase, the actional phasal post-actional phase.
Each phase in turn includes several smaller phasésfactors that influence the
development of motivation within the phase in questEach phase will be discussed
separately in the following sections, but it is orjant to note that in practice, they can

overlap and influence one another.

The pre-actional phase is a period during whichviddals are preparing to execute an
action and go through planning, become committedhé action and are under the
influence of various motivational factors (Dornyand Ott6 1998: 47-50). If the
individuals possess the means to execute an aatidnf the conditions allow it, the
process moves on to the second main phase of thelpazctional phase. This phase is a
stage during which the motivation to begin exe@utin action turns into the motivation
to keep executing it. It consists of sub-procestbed detail the ways actions are
performed and how individuals are constantly euatgatheir process and changing
their plans and actions if necessary.

Research has found that the actional stage ishdyhigportant motivational phase. A
study reported by Yanguas (2007) examined uniwyediidents’ actional motivation
and its relationship with the quality of their gmaducts. The correlation was measured
by comparing motivation with five linguistic varil@s, such as the number of words
and lexical variety used in their foreign languagéing tasks. The results indicate that
the more motivated individuals feel during the awcél phase, the better they tend to
perform. These findings highlight the importance using appropriate motivational
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strategies, such as interesting tasks and supgodutonomy, to increase learner

enjoyment.
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Figure 2. Schematic representation of the procesdemof L2 motivation (adapted from
Dornyei and Otté 1998: 48).

The final stage discussed by Ddérnyei and Otté (199852) is the post-actional stage,
which is a process that begins when the goal has behieved, when the action has
been terminated or when the action has been iptexiufor a longer period of time,

such as the winter holiday at school. During thsge, individuals look back to the
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action and its outcomes, evaluate them and formspiar further actions. This has the
potential to direct the individuals back to the-paional stage of motivation, that is, to

motivate them to form new plans and set new gaalghemselves.

2.3.3 Towards socio-dynamic perspectives

As is pointed out by Dérnyei and Ott6 (1998: 62;8Agre exist several limitations of
the model, such as conscious vs. unconscious nspotihe mood of an individual,
simultaneous action, multiple goals and task-spemibtivation. The most important of
these limitations is the concept of simultaneougacwhich will be summarised in the

following section.

A particularly important limitation of the model iat it suggests that action takes place
in a linear fashion and in isolation. In realitydividuals are constantly in the process of
executing multiple actions whose processes can gegtly: individuals can be in the
post-actional stage of one activity, in the actlostage of another and so on. These
actions are not necessarily related, and someeoh ttan be short-term tasks such as
writing down vocabulary items or long-term tasksclsuas improving oral
communication skills. In this manner, actions cio de sub-stages of another action,

which complicates the attempts to research and tabgvation.

This section has examined one model of the prosesested period of foreign language
motivation. Process-oriented perspectives haver ciead useful implications for
classroom contexts as they help define what happerarious stages of actions and
how motivation develops. However, the actions timalividuals execute never take
place in isolation and do not necessarily proginesslinear fashion. Due to this highly
complicated nature of human behaviour, a motivatiadel that assumes linearity and
examines actions one at a time cannot give anegntadequate picture of the ways
motivation evolves over time. The following sectwiil introduce new, socio-dynamic
perspectives that have attempted to take into dereion many of the aspects that past

approaches have not properly covered.

2.4 Socio-dynamic perspectives

The previous section has examined process-origmgespectives of foreign language
learning motivation and detailed one such modekné and Ushioda (2011: 69-70)

summarise how the limitations of process-orientetspectives, some of which were
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discussed in the previous section, have led todéneslopment of a new approach:
socio-dynamic perspectives. The current sectiom fivet discuss the socio-dynamic
approach from a general perspective before focusingthe concept of the L2

motivational self.

It is explained by DOrnyei and Ushioda (2011: 69-fidw the current direction of
research on foreign language learning motivatiotias of combining process-oriented
perspectives with new approaches that focus onctimeplexity of foreign language
motivation processes and the numerous influences shape motivation. These
approaches do not aim to disregard previous thedue acknowledge the fact that the
development of motivation is not necessarily admesolated occurrence but rather the
result of a large number of internal, social andtegtual factors affecting motivation.
A further important point is to consider foreigm¢mage learning from an international
perspective and take into account the ways in whadiguages are being used in the

global world.

2.4.1 Possible selves

The theory of the L2 motivational self system isdxh on earlier theories of language
learning motivation but simultaneously incorporatdements of the psychological
theories of self, particularly those qdossible selvesand future self-guidestwo

important concepts in the field of psychology (D@n2009: 9-10). Foreign language
learning motivation research has typically seernieg the foreign language as a
complex process that is invariably linked with an@&lentity. It is therefore sensible to
summarise the psychological theories of possibeesebefore focusing on what they

imply for foreign language learning.

Possible selves are defined as future identitigsiridividuals, such as that of a
competent user of a foreign language (Markus andiuslul986: 964). They can
represent what the individuals may want to becooe)d become, or what they are
afraid of becoming. Future self-guides build onstldiefinition and are more than
possible outcomes: they represent the ideal futtiae individuals hope to or should
achieve (Dornyei 2009: 13).

Possible selves have two important functions (Mar&nd Nurius 1986: 955). Firstly,

individuals’ self-acknowledgement of what is possildor them determines their
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behaviour and influences their motivation. Secongbyssible selves provide a context
for individuals’ current behaviour. In other wordshen individuals feel that they can
achieve something, they are more likely to feelivadéd to attempt it, and evaluation
of the outcomes is influenced by possible selvadividuals who aspire to acquire work
in a foreign country will interpret failure in anguage exam in a different way than

individuals who do not have the possible self ofkingy abroad as part of their identity.

More recent research, such as by Hoyle and Sh¢20lD6), suggests that possible
selves should not be seen as direct contributoradtivation but rather as a part of a
larger and more complex self-regulatory systemsTidicates that there exists a large
number of social, individual etc. factors that ghapossible selves and in turn
motivation. Since possible selves are consideredmgortant factor that influences

motivation and behaviour, it is important to exaeithem from the perspective of
foreign language learning. The following sectionll wherefore introduce the L2

motivational self system.

2.4.2 The L2 motivational self system

The L2 motivational self system consists of thremponents. (Dérnyei 2009: 29he
ideal L2 selfdescribes what type of foreign language user iddals would like to
becomethe ought-to L2 selflescribes what type of foreign language user iddals
believe they need to become whilee L2 learning experiencancludes contextual

motivators such as the teacher, the task and déneifg materials.

The L2 motivational self system and its validitwhaeen tested by conducting related
studies in Japan, China and Iran. The results tegpdoy Taguchi et al. (2009: 77-87)
show a connection between integrativeness and fhendtivational self system but
indicate that the latter offers a better concepgatbn of foreign language learning
motivation. In addition, it was discovered thattiramentality can be connected either to
the ideal L2 self or the ought-to L2 self and ttiedre exist a number of outside factors
that influence how possible selves develop. Fompta, the expectations of the family,
connections with native speakers, the relevancimjuage skills as a sign of high

social status etc. vary from context to context.

The L2 motivational self system has direct impiiwas for foreign language teaching

(Dornyei 2009: 32). The system has a positive natitng influence if individuals have
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a strong, vivid future image of themselves as usttke foreign language, if this image
is plausible, does not clash with expectation$efdocial environment, is an active part
of the individuals’ working self-concept, is suppat by effective methods and
strategies and includes information on the consecpee of failing to achieve the set
goals. In other words, teachers should encouragésgiting, long-term thinking and
visualising future needs for the foreign languagerder to encourage their learners to
create possible selves. In addition, the teachiathads, motivational strategies used in
class etc. should be chosen so that they supperinthividual needs and goals of the

learners.

2.4.3 Future research directions

As socio-dynamic perspectives are still a relayiveéw approach to understanding
foreign language learning motivation, research Weisto explore all possible and

relevant questions. Ideas for further research estgd by Doérnyei (2009: 50) include
defining possible selves more comprehensively atadnéning the relationship between
the L1 and L2 motivational selves. Studies thatehaeen conducted so far certainly
seem to suggest that possible selves and the LRatiohal self system are concepts
that have much to offer to the field of foreign damage learning motivation (for

example, see Ryan 2009, Al-Shehri 2009 and CsimtKarmos 2009).

This section has discussed the most recent develaismin research on foreign
language learning motivation and summarised thennwncepts, benefits and
limitations of future research. Together with thheyious sections, this part has given a
brief overview of the history of research on foreignguage motivation and the most
important approaches to it. Some attention has l@ected at practical implications
and motivational strategies, but these issuesheiltiscussed in more detail in a later

chapter of the present study.

3 TEACHER BELIEFS

This section of the present study will focus on liediefs teachers have about foreign
language learning and teaching. As summarised bgeBs and Kalaja (2011: 281-
282), beliefs about second language acquisitiom fie@en a topic of interest in the field

of Applied Linguistics since the 1980s when resedacused on what learners and
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teachers believed. Since then, the focus has ghifilere towards how beliefs develop
and how they relate to action and identity. Of jgatar interest in the present study are
the ways these beliefs shape teachers’ classroactiqes.

This chapter will begin with an attempt to defingliéfs, after which the relationship
between beliefs and knowledge will be briefly dssed. Beliefs and their effect on
practice will be examined with the help of empilisaudies, and as a conclusion there

will be a sub-section on the importance of teacbfection.

3.1 Defining beliefs

At first glance, beliefs appear easy to define &ry®mne uses the word in every day
contexts and it is generally agreed that to belimeans to have faith in something that
is not necessarily true. In academic contexts, Rewesuch a layman’s approach is not
enough, so an exact definition is necessary bdfeliefs can be the subject of research.
Not only must beliefs be clearly defined but reshahould agree on the terminology to
describe them. The field of educational psycholbgg seen numerous varying terms
accompanying or used in place of beliefs — valjiesgements and preconceptions are
only a few examples (Pajares 1992: 309). As a teisus sometimes difficult to agree

on a definition that is universal and uses the semainology.

A number of definitions for beliefs are listed byrBelos (2003: 9), many of which
refer to them as opinions, assumptions, represensatexpectations and so on that
individuals have about foreign languages and leatnThese definitions describe how
individuals think foreign languages are taught éemned and include the idea that
beliefs are often created in interaction with therreunding context. Further
characteristics are listed by Williams and Burd&89(: 56) who state that despite the
difficulty of forming an exact definition of beligf there are general statements to be
made about them. For example, beliefs may vary ftafture to culture, develop early

in life and do not necessarily change easily.

The definition of beliefs varies somewhat dependimgthe approach that is used to
examine them. Barcelos (2003: 11-25) divides retean beliefs about second
language acquisition into three approachies:normative approach, the metacognitive
approachandthe contextual approacltach approach has a slightly different definition

of beliefs and examines the relationship betwedrefseand actions from varying
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perspectives. The following sections will summaBsgcelos’ discussion of these three

approaches.

According to Barcelos (2003: 11-15), the normatamproach has mostly examined
beliefs from the perspective of learners and defihem as opinions or misconceptions
that they have about foreign languages and leartimggn. Research within this
approach tends to assume that learner beliefsatse Whereas the beliefs of scholars
are correct. The relationship between beliefs anidm@ is one of cause and effect: it is
assumed that beliefs influence behaviour and thatyzctive beliefs will lead to
successful strategies and behaviour and vice véndlaential research within this
approach includes studies conducted with the Belidbout Language Learning

Inventory (BALLI) instrument, some of which are senarised by Horwitz (1999).

Within the metacognitive approach, beliefs are seemetacognitive knowledge. This
refers to individuals’ knowledge about learningg fearning process and so on that is
acquired either unconsciously, through action arsceusly by listening to teachers,
peers etc. (Wenden 1999 435-436). The influencebalfefs on action is closely
connected with learning strategies, that is, belaout the best ways to learn lead to
actions and strategies that support said beliedsc@os 2003: 18).

The contextual approach is a recent attempt to menbeliefs from various

perspectives (Barcelos 2003: 19-25). Common foseéhapproaches is that they see
beliefs as contextual, dynamic and social and esipbdhe importance of individuals’

interpretative meanings of their beliefs. The lielaghip between beliefs and action is
seen as situated, meaning that it is necessamyaimiae the context (both physical and
social) individuals find themselves in and how éfsliand action influence each other in
the context. Based on Barcelos and Kalaja’'s (2@)Hescription, the current state of

the field of teacher beliefs is best representethbycontextual approach.

One element in the difficulty of defining beliefs the difference between beliefs and
knowledge. This distinction has been examined ueis# contexts (Pajares 1992: 309-
311; Borg 2003: 86; Woods 2003: 204; Woods and iIC28i1: 383-384, to name a

few), and this perspective will be examined in mae&ail in the following section.
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3.2 Beliefs and knowledge

The difficulty of defining beliefs often resultsofn the confusion over whether
something should be classified as beliefs or kndgde(Pajares 1992: 311-313). Beliefs
are presumptions that are considered more persiobaalknowledge as they are often
formed through individual experience and are unlernfluence of affective factors. A
similar definition is discussed by Woods and CqRi011: 383-384) who argue that
knowledge can exist as a continuum divided betwsssonal and impersonal. At the
personal end of the spectrum lies knowledge thatdsszidual and situated while the
impersonal end represents universal facts. Inntfaisner, beliefs and knowledge are not
necessarily opposing ideas but different sides r&d ooncept. A similar solution is
offered by Pajares (1992) who summarises a numbstudies conducted on teacher
beliefs and knowledge and argues that there mapeaatclear difference between them

but that they describe the same element at diffgreints of a continuum.

In other words, beliefs are seen to stem from etano and judgement whereas
knowledge has its roots in objective facts. A fartltharacteristic is pointed out by
Nespor (1987, cited in Pajares 1992: 311): bebeésresistant to change, even when
faced with facts that prove them wrong. An add#ilodistinction between beliefs and
knowledge is offered by Woods (2003: 205): knowkedfpscribes the world as it is
whereas beliefs detail how individuals see it stdwg. The author further argues that
more important than an accurate definition of biglie the understanding of how they

are constructed in specific situations.

As is stated by Woods (2003: 202), some researdtzess proposed that beliefs should
not be examined as independent elements of fotaigguage learning but as a part of
larger cognitive systems in which they are oftembmed with knowledge. One such
approach is teacher cognition, which according togB(2003: 81) refers not only to

teachers’ beliefs but also their thoughts and kedgé. The study of teacher cognition
examines the cognitions that teachers have, howdbkeelop and how they influence
teacher training and classroom practices. A sinadifgsroach is described by Golombek
(1998: 447-448): the study of teachers’ personattyral knowledge investigates how

teachers experience and construct knowledge irsrdas contexts. Beliefs and other
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affective factors are seen as part of said proasdsliefs often stem from individuals’

earlier experiences.

This section has examined the relationship betviediefs and knowledge. Regardless
of whether beliefs are seen as independent factoes a part of a larger system, it is
their influence on practice that is the main pecipe in the present study. This issue

will be discussed in the following section.

3.3 Teacher beliefs in practice

As stated by Pajares (1992: 326), research hasrstimtteachers’ beliefs have a strong
influence on how they plan their classes and wyyag of methods they use. In a study
examining teachers’ personal practical knowledgeais reported by Golombek (1998:

454) that teachers’ own experiences as studentgedhwhat they believed to be

effective classroom practices and that they tertdedse the practices themselves. A
comprehensive study by Breen et al. (2001) invasd) the relationships between ESL
teachers’ thinking and actions by observing teaglgssions and interviewing teachers.

The results of the study will be presented latghacurrent section.

Despite the tendency of beliefs to guide actioriefse and practices do not always
coincide. This issue is discussed by Barcelos aaldj& (2011: 2) who point out that
outside factors may hinder teachers from realiiiegr beliefs in practice. For example,
inadequate materials, large group sizes or resingtpresented by the curriculum may
make it difficult or even impossible for teacheosuse methods that they believe to be

effective.

Figure 3 illustrates how beliefs together with indual and contextual factors influence
teachers’ classroom practices. In other wordss ihot only beliefs that affect what

teachers do, even if their influence can be stré&sglagogic principles is a term used to
describe the reasons that teachers have for clgpositain practices (Breen et al. 2001

472). These principles are partly shaped by betietsin turn influence them.
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Teacher's Beliefs

Teacher's Pedagogic Principles

1

PARTICULAR TEAIEH]NG SITUATION
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ACTUAL CLASSROOM CULTURE

Teacher®s Interactive Thinking & Decision Making

Teacher’s Actions

+

v
CLASSROOM ACTIVITIES & TASKS

&

[
Learners” Actions & Feedback

Figure 3. Teacher conceptualizations and classqmactices (adapted from Breen et al. 2001:
473).

The study conducted by Breen et al. (2001) aimeithtbout and examine connections
between teachers’ thinking and their actions irssri@aom contexts. The study was
conducted by interviewing and observing teachedsananalysing the data by drawing
correlations between the teachers’ classroom pexctand the principles they named
during the interviews. The results of the studyigate that while there seem to be
connections between teachers’ pedagogic princatésactions, these connections vary
from teacher to teacher. It was also found thagréam principle can result in various
different actions, which makes it difficult to drayeneralisations between what teachers
believe and what they do.

Despite the difficulty of such an analysis, it ensible to investigate the relationships
between teachers’ beliefs and actions. Four jaatifons for such research have been
presented (Breen et al. 2001: 471-472). Firstlenables observational studies to go
beyond describing what happens in the classroomorigdy, such research has direct
implications for teacher education. The third flisdition is that researching such
relationships helps increase teachers’ awarenegenfwork. Finally, such a practice-
oriented perspective may offer new insights intoglseage pedagogy. As the third
justification is also one of the driving forces beh the present study, it will be

discussed in more detail in the following section.
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3.4 The importance of teacher reflection

As was stated in the previous section, examining rilationships between what
teachers believe and what they do can help teatletter understand what they do and
why and improve their practices. A study by Floveavd(1998) examined the writings
of pre-service ESL teachers in Hong Kong and hdieactng on their own language
learning experiences helped them better understduadl they wanted to do as teachers.
A similar study by Kabilan (2001) discussed how-seflection among pre-service ESL
teachers in Malaysia helped them become more agfamaching and how they could
improve their practices. A study by Dérnyei andz@si(1998) that examined teachers'
opinions on effective motivational strategies imreign language teaching will be
discussed later in the present study.

As figure 3 shows, teaching does not take place wacuum and teachers constantly
receive learner feedback, either explicit or implisuch as what learners do in class).
Despite the resistance of beliefs to change, teadt®uld spend time to self-reflect on
their actions, the underlying beliefs behind therd whether their actions achieve what
they want. It has been suggested by Breen et@1(2473) that teachers’ self-reflection
can possibly alter their pedagogic principles, Wwhis why it is important that they
evaluate their practises based on the outcomefeadtack they receive.

This chapter has discussed teacher beliefs andreiaiionship with teaching practices.
The following chapter will examine different motti@nal strategies in theory and
practice in order to show how teachers can motita¢er students. There are many
types of strategies that approach foreign languegeing from varying perspectives,
so teachers will have to be able to choose betwesn. Self-reflection and awareness

of their beliefs can be effective tools to servat fhurpose.

4 MOTIVATIONAL STRATEGIES IN THE FOREIGN LANGUAGE
CLASSROOM

The previous chapters of the present study haversuised the history of research on
motivation in the field of foreign language leamiand discussed the influence of
teacher beliefs on classroom practices. The cuoteaiter will focus on a more specific

aspect of motivation, that is, motivational stragsgthat teachers can use to help their
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students gain more favourable attitudes towardsnaoisk determination for learning a
foreign language. First there will be an overvieiasome motivational strategies after
which past research on motivational strategieslvalpresented.

Motivational strategies are techniques that candssl to enhance the motivation to do
something (Ddrnyei 2001: 28). They refer to thaoms that are executed consciously
rather than by chance and with the purpose of impgogoal-related behaviour in
mind. Motivational strategies can be organized wadous sub-groups based on their
purpose, the problems they are meant to solvefdhegn language content they
emphasize etc. The following sections will presdiiferent types of motivational
strategies as suggested by Ddrnyei (2001) aftectwhkeveral studies examining the
strategies will be presented. The strategies haen lorganized in four categories by
Dornyei: creating motivational conditions in the languagassroom, generating initial
motivation, maintaining and protecting motivatiaand encouraging positive self-
evaluation. These categories include some similar strategedy implemented at

different stages of the motivational process.

The present study has re-organized these strategiethree groups based on the larger
goal they serve, such as learner autonomy. Theomets this approach is to avoid
overlap and to present the strategies in a wayrtfakies them easier to implement in
practice. The first section will examine motiva@bnstrategies that influence the
relationships and atmosphere in the foreign languagssroom. The second section
will focus on motivating teaching methods and miater The third and final section

will present motivational strategies for encourggearner autonomy and awareness.

4.1 Relationships and atmosphere in the classroom

Certain motivational conditions must exist in tloeeign language classroom before
motivational strategies can be implemented sucolgs{Dornyei 2001: 31). The
current section of the present study will discusachers’ relationships with students
and parents and the atmosphere in the classroomhwhll be examined from two
perspectives, that of protecting learners’ socrelge and of a cohesive learner group.

Having a personal and caring relationship with stud leads to conditions that foster
motivation (Dornyei 2001: 36). Methods for achiayithis goal include acceptance of
the students and their individual differencesgehstg to them and paying attention to



27
their personal matters, such as birthdays, andgbawailable outside lessons, such as
during breaks. Similar ideas are expressed by Vée(@909: 302-305) who argues that
a trusting relationship and positive interactioesaeen teachers and students can result

in increased motivation and performance in school.

The influence of parents on the opinions and aktisuof their children is discussed by
Doérnyei (2001: 39-40) who describes this influemseeither explicit or implicit and
states that parents often have a powerful effectheir children's attitudes towards
learning foreign languages. It is therefore impairtthat parents encourage foreign
language learning or at least do not react nedgtiedat. There are several methods that
teachers can implement to reach out to parentshées should keep them informed of
their children’s progress and ask them to show sitige attitude towards foreign
language learning at home. Supporting arguments baen presented by Cassity and
Harris (2000: 56-57) who state that the parent&SL students should become more
involved with their children’s school life in ordetlo encourage motivation and

achievement.

Foreign language learning is one of the most faceatening school subjects because
learners are forced to communicate in a languagettiey do not master, which can
lead to embarrassment and frustration (Dornyei 2@@). As such, it important to
create a positive atmosphere in the classroom deroto support learning. Similar
arguments for non-threatening classroom contexte baen made over the years, such
as by Taylor (1983: 75-78) who describes an ideetifin language classroom as a
space where communication is comfortable. One viagchbieving this goal is reducing
language anxiety, the fear of using a foreign laggu Language anxiety is very
situated, meaning that the level of anxiety depemuthe context and tasks at hand
(Horwitz 2009: 114). Findings supporting this hdeen found, for example, by Sung-
Yeon (2009) who examined the levels of languageiesyixand motivational goal
orientations across a reading course and a cornierabcourse and discovered that the
students’ level of anxiety varied between the twatexts. In light of these arguments
and findings, it is important for teachers to impent motivational strategies to create a

classroom atmosphere that supports learning.

Dornyei’'s (2001: 41-42; 86-88) strategies for dregai positive classroom atmosphere

and protecting learners’ social image include eraging risk-taking and highlighting
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that mistakes are not to be feared, using humoyradsof teaching and personalising
the classroom with posters and other decoratioaissilpport a sense of ownership. In
addition, providing learners with experiences otcass and encouraging them by
pointing out their strengths allow them to protdetir social image and maintain a

stronger sense of self-confidence.

A further element that influences the atmospherthénclassroom is the type of group
dynamics between the learners. In order for stugdienteel motivated, the learner group
they are part of needs to be cohesive, dedicatéshtaing and ready to work together
(Doérnyei 2001: 42-43; 100-102). Methods for cregtan positive group spirit include
allowing learners to spend time together, learrutleach other, work towards common
goals and preventing the forming of cliques witliivre group. Positive effects of
cooperation include the combination of academicsowial goals, increased expectancy
of success as learners know they can rely on theérs and the satisfaction of
successful team work, which can all have a motigpdiffect.

4.2 Motivating teaching methods and materials

The second group of motivational strategies disliss the present chapter includes
methods that aim to increase the satisfaction arihiag and therefore encourage more
positive values and attitudes towards the foreigngliage and learning it. These
strategies consist of teacher behaviour, learnirgfenals and concrete teaching

methods.

Motivation and interest are related but not synooysterms (Schiefele 2009: 197-
198). While motivation is often used to refer te thesire to perform an action, interest
focuses on the content of the action. Interest loandivided into two categories:
situational interest that is caused by contextaatdrs, such as an exciting text that
makes learners interested in foreign language temskthe duration of one classroom
session and individual interest, which describesase stable and affectively positive
orientation towards any given topic. Enthusiast&chers are the ones who inspire their
students and can hopefully trigger or increase@steand motivation in them (Ddrnyei
2001: 32-33). Strategies teachers can use for sigo@nthusiasm include ways of
sharing their own personal interest in the forelgnguage with their learners and

showing them how learning the foreign languageearaich their lives.
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School contexts do not generally function as sgstisupporting motivation: learners
have little choice on what they do and schoolwasrkot seen as rewarding or enjoyable
(Dornyei 2001: 50-52). Due to these reasons, teacheed to implement conscious
strategies to improve their learners’ values ariludes towards the foreign language
and learning it. Three possible perspectives fbieaing this goal are the three types of
motivation already discussed in the present stundggrative, instrumental and intrinsic

motivation.

Due to the importance of integrative motivationtire field of research on foreign

language learning motivation (see section 2.1 efghesent study), numerous studies
have examined the ways to enhance it in classte§tes suggested by Dornyei (2001:
54-55) include familiarising learners with the terglanguage culture, discussing
common stereotypes and their validity, bringinghauatic cultural products, such as
magazines, to class and arranging meetings witkkengpeakers of the target language.
However, these are only a few examples of the nanseways in which culture can be

implemented in foreign language teaching.

Enhancing instrumental motivation, as discussedbsnyei (2001: 56), refers to the
perceived rewards that learning a foreign languamgt bring. Examples include extra
money, getting a promotion and pursuing hobbie$ tegquire the use of a foreign
language. A further strategy is the implementabbskills that learners have acquired
elsewhere, such as building a website, and condpthiem with the foreign language in
order to highlight its usefulness.

School settings generally involve a large numbefaofors that according to Deci and
Ryan (1985: 29) hinder intrinsic motivation: deadk, expectations, tasks they have no
choice but to do etc. In order to increase theyangnt of foreign language learning,
teachers can implement some of the strategies staggby Dornyei (2001: 53; 72-73):
arousing the curiosity of their learners and cotingcforeign language learning with
activities that the learners enjoy, such as conmmpute sports. In addition, teachers
should bring challenging, exotic, or enjoyable etats to their teaching and highlight

how versatile and interesting foreign languageriieay can be.

Strategies closely related to increasing intrinsigtivation are those of making the
teaching materials relevant to the learners andepteng tasks in a motivating way.
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Learners often feel that what they are requireddan class serves no real purpose in
their lives and that teachers are under pressureatth what will be asked in an exam
(Dornyei 2001: 62-63). However, even when havintptiow a ready-made curriculum,
teachers should find out about the goals and nektieir learners and try to cover the
material in a way that takes these perspectivesaiotount. Furthermore, it is necessary
to present tasks in a way that explains their psgpoaises learners’ curiosity and
provides the learners with instructions for cargyout the task.

4.3 Towards learner autonomy

This final section introducing motivational straegwill present methods that teachers
can implement to encourage autonomous learningas@reness and self-evaluation in

their learners. The current section will brieflgdiss increasing learners’ expectancy of
success and goal-orientedness, creating realkstroér beliefs, encouraging autonomy,

promoting motivating learner strategies and theafbf feedback and rewards.

Individuals generally learn better when they expedie successful (Dornyei 2001: 57).
Similar ideas are expressed by Brophy (1999) watestthat individuals’ expectancy of
success tends to determine what types of stratégggsuse, what types of goals they
set for themselves and how they deal with feedbédcks therefore necessary for
teachers to implement strategies that increaseexpectancy of success, such as by
providing learners with a sufficient amount of tiffoe preparation and by making the
success criteria as clear as possible. Relateidgitea aim to create learner beliefs that
will help learners develop realistic expectatiomsl @avoid disappointment caused by
unrealistic beliefs. It is suggested by DornyeiQ2068) that teachers should discuss
language learning and common myths and miscongeptielated to it in order to

achieve this goal.

The strategies discussed above are closely linkigd goal-orientedness, which can
have a motivating effect since goals direct leanattention to learning the foreign
language and help them develop appropriate plagsngiei 2001: 62). The suggested
methods for increasing goal-orientedness inclutimdglearners discuss their individual
goals and possibly set a common goal for the grafter which everyone is ideally

committed to reaching it.
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The importance of autonomy has already been mesdion the present study (see
section 2.2) and is a vital element of self-deteation theory. As such, it is related to
intrinsic motivation and has the potential to irage learner enjoyment and satisfaction.
Strategies that teachers can use to increase amyoae listed by Dérnyei (2001: 104-
105), some of which include involving learners nganising the learning process and
encouraging project work that allows learners toidke what to do with the material
given to them. The concept of autonomy can be éurtmplemented by encouraging
learners to discover and use strategies that \eilb them stay motivated. The five
categories for such strategies suggested by D6(A06il: 110) areommitment control
strategies, metacognitive strategies, satiation tiadnstrategies, emotion control
strategiesand environmental control strategieShe first group consists of strategies
related to setting goals and working to achieventlnhile the second group describes
strategies that can be used to control concentratial stay focused. The third group
includes strategies for maintaining interest inds@nd tasks that have lost their appeal.
The fourth group consists of strategies that helpdntrol negative emotions, such as
anxiety or anger, that may intrude on learning.afyn the fifth group includes
strategies for maintaining the environment so ihas not distracting but supports

learning.

This overview of motivational strategies will benctuded with a summary of strategies
related to feedback and self-evaluation. Feedbatikes a crucial role in foreign
language learning (Dérnyei 2001: 122-123). Whersgméd right, it will show learners
what they need to do in order to achieve their gjoahcourages them and helps them
reflect on their own learning process and strategkurthermore, feedback should
provide learners with information about the pog$ivand negatives of their progress
rather than judge them by comparing their resulth Whose of their peers. In addition
to the nature of feedback, strategies for presgntawards and grades are important
(Dornyei 2001: 130-133). Teachers should not owertsvards or take them too
seriously but to use them to encourage studergadage in activities that require more
of them than normal classroom procedures. Gradesildhbe combined with
informative feedback and the rating system showddtdansparent, that is, learners
should always know what is required of them. Initold, grades should reflect not

only the end product but progress as well.
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These sections of the present study have offerem/arview of strategies that teachers
can implement in the foreign language classroonoriher to create, maintain and
enhance motivation. The following sections will ggat a number of studies that have
examined some of these strategies and their effactforeign language learning

motivation in practice.

4.4 Previous studies on motivational strategies

The previous sections of the present chapter hdfexzed a brief overview of the
motivational strategies that Dérnyei (2001) hasgsested for enhancing motivation in
the foreign language classroom. The following sadiwill present a number of studies
that have examined these motivational strategiepractice. The first section will
discuss studies that have focused on motivatidnalegies in general while the second
section presents studies that have examined spesifategies that fall into the

categories discussed in the previous sections.

4.4.1 General studies on motivational strategies

A study by Guilloteaux and Doérnyei (2001) examingie effect of teachers'
motivational strategies on students’ motivated Wela by observing them in
classrooms, by asking students to fill in a questasre about their motivation and by
evaluating teachers' motivational classroom prastafter the lesson. The aim was to
discover if teachers' use of motivational stratediad a positive relationship on learner
motivation and if learners' self-reported leveltioéir motivation correlated with their

behaviour in the classroom, such as their eagetnegsunteer for tasks.

The results of the study indicate that there ig@ng relationship between teachers' use
of motivational strategies and learners’ motivatettaviour but that other factors, such
as the school context, also influence motivativicah therefore not be claimed that the
use of motivational strategies or the lack of dre determines how motivated learners
are. However, it was discovered that the use ofvatbnal strategies strongly affects
how learners view the language course in genetailchvn turn influences how they
approach specific learning tasks regardless ofr tlagfitudes towards the tasks
themselves. In other words, a positive attitudeatals the entire course can result in
motivated behaviour when executing tasks that kxardo not normally enjoy.
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The aim of a study by Bernaus and Gardner (2008) twadiscover if teachers and
learners perceived the same motivational strategesame way and whether teachers'
reported use of strategies and learners' perceptibtihe strategies were connected with
learner motivation and achievement. The study veaslected by asking teachers and
learners to rate the frequency of 26 pre-determisteategies, some of which were
considered traditional (such as pair conversatiand)some innovative (such as playing
games in class). In addition, learners' attitudestivation and language anxiety were
measured with the help of the mini-Attitude Motieat Test Battery, which included
the variables integrativeness, attitudes towarddehrning situation, language anxiety,

instrumental orientation, parental encouragemedttanglish achievement.

The results of the study show that out of the teeiwnovative strategies that the
teachers claimed to use frequently, six were notgieed as frequent by the learners.
At the same time, the frequency of ten of the feemttraditional strategies was seen the
same way by teachers and learners. When examinengftect of strategies on learner
motivation, it was discovered that there was norgjrcorrelation between perceived
use of either type of strategies and achievementthmt the use of strategies was
connected with other variables. For example, thregdeed use of innovative strategies
showed a strong relationship with attitudes towatlds learning situation. Most
importantly, however, the results show that it e tlearners' perceptions that are
connected to their affective variables and notehafsthe teacher, meaning that even if
teachers believe they are using effective strasegieey may not have an actual
motivating effect. In other words, the use of matignal strategies influences learner
motivation and attitudes positively only when leam experience the strategies as
interesting and helpful. Finally, the results supgbose of Guilloteaux and Ddrnyei
(2001) in the sense that it was discovered thatvaidnal strategies are far from the

only variable affecting motivation in the classraom

A study by Dornyei and Csizér (1998) examined eifecmotivational strategies in the
foreign language classroom by compiling a list oths strategies based on teacher
responses. The study was conducted by asking tsatheate certain motivational
strategies based on how useful they believed therg w&wnd how often they used them.
However, each teacher only filled in one of these fuestionnaires because it was
hypothesized that teachers who rate a strategygh$yhuseful would be reluctant to
admit that they did not use it often. A list of temmmandments was compiled based on
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the teachers' responses, the three most impomast lmeingsetting a personal example
with one's own behaviour, creating a pleasant, xethatmosphere in the classroamd
presenting the tasks properlyn addition, the results indicate that the mostleegd
area in teaching was supporting learners' goahtatmes as it was perceived as

important by teachers but rarely implemented ircfice.

The results of these studies indicate that teachses of motivational strategies does
have an influence on learner motivation but onlyewthe strategies are perceived as
useful by learners themselves. In addition, theeeother motivational factors that play
a role in the foreign language classroom, such asnpal influence. As such, it is
important for teachers to reflect on their teachimgthods, choice of strategies and the
needs and goals of the learner group in order tabteto decide on the most effective

methods for any given context.

4.4.2 Studies on specific strategies

The previous section has presented some studieéshéve examined motivational
strategies in general without concentrating on@frtyre specific strategies suggested by
Dornyei (2001). The current section will therefémeus on strategies in more detail and
show what kind of influence they can have on moibrain the foreign language
classroom. The purpose is not to provide practca@mples of every single strategy
discussed in the previous sections but to offereaerpl overview of some of the

different motivational strategies that have beewlisd over the years.

A study conducted by Crosnoe et al. (2004) examthednfluence of positive teacher-
student relationships on academic achievement eiplinary problems by analysing
guestionnaire data that included a number of vegbsuch as ethnic background,
achievement and parents’ education level. It wasadiered that positive relationships
resulted in increased achievement and fewer prabl&milar results were found in a
study by Lee and Schallert (2008) who discovered tbreign language learners who
had a positive relationship with their teacher waiae inclined to listen to her written
feedback and improve their performance than thdse ed not trust the teacher. The
data was collected by conducting interviews, olsgrwclassroom interaction and
collecting writing samples. The results seem togssy that a positive and trusting
relationship between teachers and learners leadspooved performance, behind

which could be increased motivation.
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Teachers’ and learners’ perceptions of humour ireifm language learning were
measured in a study by Askildson (2005). Data walleated by asking foreign
language learners and teachers to fill in a questive about their attitudes towards the
use of humour in foreign language teaching. Thelteshow that both teachers and
learners thought the use of humour created a rélakaosphere in the classroom and
helped to decrease language anxiety. Furthermasigndicant number of the learners
felt that the use of humour made them more intedest the subject matter and that
humour made their teacher more approachable assarmpelhe learners also reported
that they felt humour was an important elementhef target language culture and that
using humour in class helped them better undergtamtbreign culture.

A study by Chang (2010) measured the effect grougsses, including group
cohesiveness and norms, had on the motivationato la foreign language in Taiwan.
The study was conducted by collecting data withstjaenaires and interviews and
analysing learner experiences from the perspeativeéhe group rather than the
individual. The results indicate that there is &gl correlation between group
cohesiveness and motivated behaviour and thatdesafelt that the group influenced
their foreign language learning motivation and aeament but that it was not the most
important factor. Supporting results were found\adasdy (2010) who examined what
Japanese learners considered the most importatardaic creating and maintaining
positive group dynamics in communicative Englissstins and how these perceptions
changed over two semesters. The study was condumyedollecting data with
questionnaires that were distributed two semestpast to discover how the attitudes
had changed. The results show that the most impofictor influencing group
dynamics was a shared sense of purpose and enipetthgen learners and the teacher.
The majority of the learners reported that acwgtithat allowed them to interact and

play with each other improved their motivation atttudes towards English.

ESL learners’ communication apprehension and wkpes of language activities
decrease the fear of communicating in English wetamined in a study by Wan
Mustapha et al. (2010). Data was collected with estionnaires that measured the
level of communication apprehension and what typlespeaking activities learners
preferred. The results show that group discusswa® the preferred activity for the

majority of the learners due to the more relaxed sefer environment whereas public
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speaking was the least popular activity. Theserigglindicate that activities that allow
for learners to work together without being theyomhe in the spotlight tend to reduce
language anxiety. A study by Fook et al. (2010) nex&d teacher and learner
perceptions of portfolio assessment as an alteen#bi standardized tests. According to
the results, the majority of the teachers felt thattfolio assessment allowed them to
make their teaching more creative and less exaemai, which can reduce language
anxiety and increase learners’ motivation to steaytheir own. The teachers also
reported that portfolio assessment made it easiseé learners’ progress and give them
more useful feedback. The learner responses sgaptrose of the teachers. In other
words, alternative ways to assess student perfarenaave the possibility of not only
reducing language anxiety but increasing the motwxeo learn a foreign language.

Two studies reported by Patrick et al. (2000) exeui the influence of teacher
enthusiasm on learners’ intrinsic motivation. Ire thrst study, learners filled in
guestionnaires measuring intrinsic motivation, bescenthusiasm etc. whereas the
second study examined motivation after teachingeergents in which some teachers
had acted highly enthusiastic and others not. Asbieen discussed by Deci and Ryan
(1985: 32), intrinsically motivated individuals pam given actions because of the
pleasure of the action itself, not because of datdorces or restrictions. As such,
school contexts do not generally encourage intrinsotivation since control is firmly
in the hands of teachers. However, the two stuslesv that teacher enthusiasm can
increase intrinsic motivation amongst learnersthim first study, it was discovered that
teacher enthusiasm was the most important motiyd#iotor amongst college students.
The second study showed that those students whssadtors expressed high levels of
non-verbal enthusiasm (such as energetic gestwe&® more intrinsically motivated

than students whose instructors expressed lowd@felon-verbal enthusiasm.

A study conducted by Jones et al. (2009) examinad hAutonomy can be used to
increase motivation in the foreign language classro Data was collected by
implementing potentially intrinsically motivatingvities in foreign language teaching
and measuring motivation with questionnaires. Twilts indicate that tasks that allow
learners to make decisions about how to proceedratdeel relevant to them increase
enjoyment and intrinsic motivation. Similar resuitere found by Schneider (2001) in a
study that measured Japanese ESL learners’ mativatter they had been allowed to
work in pairs and record each other speaking Emdiisely. After such activities,
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students were asked to report on their motivatinod anjoyment of the tasks. The
results indicate that in comparison to a normasshaith less autonomy, the activity
increased the learners’ enjoyment and motivaticspeak English.

A study by Csizér and Kormos (2008) examined tlieceff direct and indirect cross-
cultural contact on the attitudes and motivationHoingarian EFL learners. Elements
that were measured included learners’ attitudessepeed importance of contact, self-
confidence when using English, direct spoken cantath users of English, media use
and so on. The results indicate that perceived itapoe of cultural contact is one of
the most important factors shaping learners’ mogiddehaviour and that this factor is
largely socially constructed. In other words, thesults highlight the necessity of
promoting positive attitudes towards the targeglaage users in the classroom. The
results also imply that both direct and indirechte@t have the potential of increasing

motivation.

Teaching grammar through authentic and relevaneriads was examined in a study by
Suppiah et al. (2011). The study was conductednbypducing such material during

grammar lessons and observing learner reactiotesyiawing learners and asking them
to fill in questionnaires about their perceptiof®at the material. The results indicate
that teaching grammar with the help of authentid aelevant materials increases
motivation, encourages autonomous learning andesea more relaxed atmosphere,

which helps learners build their self-confidencéaaguage users.

4.5 Implications

The previous chapters of the present study havedated different periods of research
on motivation in the field of foreign language Ieiag, discussed teacher beliefs and
their relationships with actual teaching practie@sl introduced a number of possible
motivational strategies in classroom contexts. €hssctions have highlighted that
motivation can be approached from a number of getsmges and that there are
therefore numerous strategies that can be implexdeim the classroom to create,
maintain and enhance learner motivation. The petsfgeof teacher beliefs further

stresses that it is necessary for teachers to beeant the beliefs behind their actions.

The studies reviewed in the previous sections,iquéarly those by Guillotaux and

Dornyei (2001) and Bernaus and Gardner (2008), lindethe necessity of teacher
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reflection in order to find the best possible sigats. Teacher beliefs strongly influence
how teachers plan their classes and what methas dhoose to use (Williams and
Burden 1997: 56-57). There are always underlyingefsebehind an action, meaning
that even when teachers act spontaneously, thegtdeast partly motivated by their
beliefs. Furthermore, beliefs have the potential influence teachers’ classroom
methodology more strongly than conscious decisiongpedagogies that they are
supposed to follow.

However, it is not enough that teachers know whay toelieve and how these beliefs
influence their practices. They must also be abladsess the classroom context and
adapt their strategy use so that it meets the n@edgoals of the learner group. The
strategies discussed in the previous sections affange of examples that teachers can
use, but as is stressed by Dérnyei (2001: 138&),rnbt necessary to apply all of them in
order to be an effective teacher. Rather, teachboald experiment with different
strategies, push their limits and try to widen itheactices by trying out new strategies

without replacing everything they have done before.

One of the reasons for choosing the topic of thesemt study was to examine how
versatile the strategy use of English and Germanhirs in Finland is and whether
there are corresponding beliefs behind these giemte The results of the study can
hopefully help teachers better reflect on the sgiats they use and the beliefs behind
their actions. More detailed purposes for the prestudy will be discussed in the

following chapter.

5 THE PRESENT STUDY

This chapter of the present study will introduce thims of the study, research

guestions, choice of methodology and methods @t daltection and analysis.

5.1 Aims of the study

There are currently few studies on how languageha motivate their learners in
practice (Dornyei and Ushioda 2011: 105). In additimotivational studies have been
criticized for overlooking the perspective of tieather and the educational implications

of motivation research (Bernaus and Gardner 20@%-388). The importance of
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teachers as a motivating factor has been discussegveral contexts, such as in
Dornyei and Ushioda (2001: 109), Chambers (1999) a#d Guilloteaux and Dornyei
(2008: 69), so this lack of research in the filldomewhat surprising. The studies that
have been conducted, such as by Bernaus and G4ad@&), Guilloteaux and Dornyei
(2008) and Jones et al. (2009) have largely conatnt on what types of strategies
teachers use and what beliefs students have. Tispgutive of teachers' beliefs on
motivational strategies has not been discussecetaildeven though it is often their
beliefs rather than their conscious decisions dle&rmine their methods and behaviour

in the classroom (Pajares 1992: 328).

The present study aims to partly fill this gap bsamining the beliefs English and

German teachers in Finland have about foreign lagguearning and teaching and
whether these beliefs correlate with the motivatlcstrategies they use in practice. A
further topic of interest is whether there are eté#hces in the beliefs or the used
strategies between teachers of English and Gerfla@a.research questions are as

follows.

1. What beliefs do teachers of English and Germawe habout foreign language
learning and teaching?

2. What motivational strategies do they use inftineign language classroom?

3. Do the teachers’ beliefs correlate with thetegis they use in practice?

4. Are there differences in beliefs and/or usedtsgies between English and German
teachers?

The present study aims to answer these questionspregenting data from
questionnaires and interviews in which teacher&mflish and German were asked
about their beliefs about foreign language learmind teaching and about the frequency
with which they use specific motivational strategi@he results of the study can
possibly help teachers better reflect on theirhgacand how their beliefs shape it. As
was stated above, research on foreign languageingamotivation has often ignored
the practice in schools and instead largely focusetheory. It is therefore important to
apply the findings of motivational research to pigcand raise teachers' awareness of
the effects motivational strategies can have oir gitedents (Guilloteaux and Dérnyei
2008: 73).
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5.2 Methods of data collection

The present study is largely descriptive and fosuseanalysing large amounts of data
rather than examining only a few cases in moreildéta such, the main method of data
collection was a questionnaire (see Appendix 1} #waed to discover what beliefs
English and German teachers in Finland have abongtigh language learning and
motivation and which motivational strategies theg un practice. As the questionnaire
attempted to discover beliefs and strategies, thestipns were constructed as
statements that the respondents had to rate okedt Isccale. Likert scales are often used
to measure beliefs or data that would be diffitoltapture with exact questions (Chimi
and Russel 2009: 1-2). Some respondents may nlotdegfortable giving their exact
opinion by, for example, writing it down in theitva words. Open-ended alternatives
such as “strongly agree” or “somewhat agree” altegpondents to choose the answer
that best reflects their stance without requirimgn to give their exact opinion in detail.
The number of possible responses on a Likert ssaemuch discussed topic (Dornyei
2010: 28). Too many alternatives will lead to uiaiglle responses as respondents might
find it difficult to differentiate between the optis. Similarly, using an uneven number
of options might lead to some respondents chodsiagne in the middle as it is often
considered neutral. Due to these reasons, fouormpfrom 1 to 4 were chosen for the

guestionnaire for the present study.

The questionnaire for the present study consistdtiree larger sections of which the
first two included two sub-sections. The first kargection concerned beliefs and the
second motivational strategies. The first sub-sacin both larger sections included a
number of statements that the respondents weré&eddo rate on a Likert scale. In the
first larger section, the statements were belegig, the rating depended on how strongly
the respondents agreed or disagreed with them.assstated above, the scale included
four options: 1 = completely disagree, 2 = somewdisdagree, 3 = somewhat agree and
4 = completely agree. The second sub-section dedsi$ two open-ended questions in
which the respondents could first elaborate on @&mhe beliefs and their ratings from
the first sub-section and offer additional beligiat they may want to mention. The
second larger section first included a list of estaénts concerning motivational
strategies. The respondents were required to matstatements based on how well they
described their teaching within the past year. €resles included four options: 1 = not
at all, 2 = not really, 3 = somewhat, 4 = well. T§exond sub-section consisted of two
open-ended questions in which the respondents duglidelaborate on any of the
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strategies and their ratings and offer additiomtsgies that they had used. The third
and final section of the questionnaire included sjoes that aimed to gather
background information on the respondents, sucth@g many years of teaching

experience they had at the time of filling in theegtionnaire.

The questionnaire was hosted online, and a link was sent to potential respondents
via e-mail. This stage of collecting the data ldftem January 2012 to April 2012. The
respondents were contacted in batches, each ohwiaid approximately a week to fill

in the questionnaire before another batch was ctedaThe reason for this approach
was the fact that the respondent rate remainetivealow throughout the stage, and it
was therefore necessary to contact more responttemdiad been originally estimated.

Due to the low response rate, it was deemed negesseomplement the questionnaire
data by conducting interviews. A list of themes guoestions for the interviews can be
found in Appendix 2. There are several advantaded tnterviews hold over
questionnaires (Hirsjarvi and Hurme 2001: 36). vieavs allow for respondents to
elaborate on their answers, which can be usedswoder additional information. The
interviewee may also ask for clarifications if tipgestions are not understood properly.
On the other hand, while the acquired data is g&saz, it only applies to the specific
interviewee. It is therefore difficult or even ingsible to draw generalisations from

interview data when there are only a few interviesve

A total of four teachers, two of English and two&érman, were contacted and agreed
to participate in interviews. The purpose of thieiviews was to discover if teachers
who had not seen the questionnaire would raisefisedir strategies not covered in the
questionnaire. In addition, it was considered pmssthat the questionnaire might
influence the teachers’ responses too much. Duestmictions of time, the interviews
had to be conducted before the quantitative arslyad been carried out. As such, it
was impossible to plan the interviews in a way thatld acquire elaborations on
specific trends discovered in the quantitative d&@a the other hand, this had the
advantage that the interviewees could talk morelyrand the themes they raised were

not so much dictated by the interviewer.

Three of the interviews took place at the schookemshthe teacher in question was
teaching while one of them was conducted at thehexés home. Like the
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guestionnaire, the interviews consisted of threetspaThe first part concerned
background information on the respondents, sucth@g many years of teaching
experience they had. This section was placed ifirdhe interviews because it was
assumed that being able to talk briefly about thedwes in the beginning might help the
respondents relax if they were nervous. The sesention of the interviews focused on
beliefs. The interviewer asked the respondentthiar beliefs on certain issues, such as
the parents’ role in foreign language learning.bBlative questions were presented to
discover more details, and the respondents weosvadl to add their own beliefs or
issues that they wanted to mention. The third secbf the interviews concerned
motivational strategies and was structured likesgn@ond one: the interviewer asked the
respondents whether they used certain strategigsvarch additional strategies they
may use. This section also included a question loetlver the teachers felt there was a

different need to motivate learners to learn Eingliean German.

The interviews were recorded and transcribed. Asgeption key can be found in
Table 1. Due to the fact that the interview data waalysed based on the content of the
interviewees’ answers rather than their intonatioterjections etc., the transcription is
not as detailed as it would be in a study focusingliscourse analysis. The interview
method was a semi-structured approach that Hiisgird Hurme (2001: 47-48) have
labelled as “a thematic interview”, that is, theemviewees could speak freely about
topics raised by the interviewer instead of havinganswer detailed questions. The
method was semi-structured as additional pointewaised by the interviewer based
on the interviewees’ responses, and some questieresaltered or omitted if they were

not relevant to the respondent in question.

Table 1. Transcription key for the interviews

Phenomenon Transcription symbol
Pause

Longer pause (2)

Emphasis CAPS

Action *laughs*

Unclear [unclear]

5.3 Respondents

The questionnaire was sent to 547 teachers all Budand. The respondents were

contacted through e-mail after their contact infation had been found on the websites
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of the schools they were teaching at. A total a@ 1dachers filled in the questionnaire,
63 of whom were English teachers and 49 Germarhégsac Tables 2, 3, 4 and 5
provide an overview of the respondents as a whalapyand divided into English and
German teachers. Each table presents both the mahiespondents in each group and
related percentages. The respondents were priméityale with only 12 male
respondents having filled in the questionnaire. #8m40% of the teachers had more
than twenty years of teaching experience. The @eetbout the school level referred to
the respondents’ experience within the past yeatr teir whole teaching careers. It
needs to be noted that many respondents had baenirtg at more than one school
during the past year, so sometimes a respondenvdes counted into more than one
group. Over half of the respondents had been tegdt least on the lower secondary
level within the past year. With the exception aeaespondent, all of the teachers had

finished the required pedagogical studies.

Table 2. Respondents by gender

Whole group English German
N % N % N P%
Female 100 89.3 56 88.9 44 89.8
Male 12 10.7 7 11.1 5 10.2

Table 3. Respondents by teaching experience

Whole group English German

N % N % N %
Less than a year of teaching 0 0 0 0% 0 0
experience
1-5 years of teaching experience 11 9.8 7 11.1 4 2 8.
6-10 years of teaching experience 14 12.5 12 19.0 2 141
11-15 years of teaching experienge 29 25.9 12 19.017 34.7
16-20 years of teaching experienge 14 12.5 7 11.1 7 |14.3
More then 20 years of teaching | 44 39.3 25 39.7 19 38.8
experience

Table 4. Respondents by school level on which thenrk

Whole group English German
N % N % N %

Elementary school level 29 25.9 18 28.6 11 224
Lower secondary level 66 58.9 38 60.3 28 57.1
Upper secondary level 46 41.1 19 30.2 27 55.1
Vocational schools 1 0.9 1 1.6 0 0
Universities 1 0.9 0 0 1 2.0
Universities of applied sciences 0 0 0 0 0 0
Community colleges 2 1.8 1 1.6 1 2.0
Elsewhere 3 2.7 2 3.2 1 2.0
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Table 5. Respondents by whether they had comple&dpedagogical studies

Whole group English German
N P% N % N %
Had finished teacher’s pedagogicall11 99.1 63 100 48 98.0
studies

5.4 Methods of data analysis

The questionnaire data was downloaded as an Eikeeafter which it was possible to

use different functions to receive the results. Aam value was calculated for each
belief and strategy, after which the least and niagily rated beliefs and strategies
could be examined. The focus of this analysis wathe respondents as a single group,
but the results of English and German teachers dvbal compared in a later section.

This phase of the analysis aimed to answer thetWiis research questions.

The third research question concerned the reldtipnsetween beliefs and strategies.
Calculating this relationship was a multi-phasedcpss. As was discussed above, the
respondents had to rate each statement about ratiabstrategies based on how well
they described their teaching within the past y&ae idea was to compare the rating
given to a belief to the rating given to a statetrayout a corresponding motivational
strategy. There were three times more statemerdat abotivational strategies than
beliefs in the questionnaire because for everyehdhere were three related statements.
In the first phase of the analysis, a mean valug e#culated for each group of three

statements about related motivational strategies.

In the next phase, the mean value of the strateggreent group was then reduced from
the mean value of the corresponding belief. Thiy,wawas possible to discover

whether the two values matched or whether the &radmad given the belief a lower

rating than the strategies, or vice versa. For @tanif the belief and the strategies both
received the rating 3 from a teacher, this teasheelief and strategy could be seen as
corresponding with each other. If the belief reedithe rating 2 and the strategies 3, the
remainder would be negative, indicating that tleeher agreed with a belief to a lesser
extent than his or her strategy use would implyitairly, if the remainder was positive,

that is, if the belief received a higher rating rthtne corresponding strategies, the
teacher agreed with a belief but used the corrafipgrstrategies to a lesser extent. The
stronger the value’s difference from zero, thersjgy was the discrepancy between a

belief and a corresponding strategy group. Eveagcher’s rating for every belief-
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strategy group pair was calculated, after whickas possible to examine general trends

in the responses.

The interview data was analysed in its own sectoodiscover whether teachers who
were not familiar with the questionnaire reportedilar beliefs and strategy use as the
contributors of the quantitative data. This anaysas carried out by examining the
interviewed teachers’ responses on those issuésvdra noted in the analysis of the
quantitative data, such as the teachers’ beliedsitgbarental relationships. The purpose
was to find possible explanations and addition#hitieabout issues that received either
a high or a low rating in the questionnaire. Theenview data was therefore used to
complement the questionnaire data and to providiiadal insight into the first three

research questions.

The final research question concerned possibleergifices between English and
German teachers. The majority of the analysis emaththe teachers as a whole group,
but in order to examine teachers of both languagarsitely, the different phases of the
questionnaire data analysis were also carriedarubdth English and German teachers.
That way, it was possible to discover if the most deast highly rated beliefs,
statements about motivational strategies and thetioeship between beliefs and
strategies were different between the two groupsddition, the interviews included a
question about how the four teachers felt abountex to teach English or German in

comparison with the other.

This section of the present study has explainedathres of the study, the choice of
methodology and presented the respondents and dsethb data analysis. The
following section will present the findings of thealysis in separate sections following

the order of the research questions.

6 FINDINGS AND DISCUSSION

The previous chapter has presented the researcstiange the methods of data
collection and processing and the respondentseoptbsent study. The current chapter
will report the findings of the study and discuser in relation to previous studies in
the field. The first section will examine teachdrsliefs based on the questionnaire data

while the second section will discuss the teacheegorted use of motivational
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strategies. The third section will examine thetreteship between teachers’ beliefs and
strategies in more detail. The fourth section mi#sent the interview data and compare
it with the questionnaire data. In the fifth andafi section, differences between English

and German teachers will be examined.

6.1 Teacher beliefs about foreign language learningnd teaching

The first research question of the present studgemed what types of beliefs teachers
of English and German have about foreign languagening and teaching. The study
aimed to discover these beliefs by having teacfikkia a questionnaire in which they
were able to give a list of beliefs a rating fromtal4. Rating 1 indicated complete
disagreement while 4 indicated complete agreenfatings 2 and 3 indicated mild
disagreement or agreement. In addition, the reggrdrdvere allowed to elaborate on
any of the listed beliefs and describe additiorediglis that they might have. Examples
of these answers have been translated from Firoidnglish and will be used to
complement the quantitative analysis. The teachave been numbered from 1 to 112
to show which teacher’s answer is being discussadyagiven point. The language the

teachers primarily teach will also be listed.

The assumption was that the majority of the teachesuld agree with most of the
listed beliefs. This turned out to be true. Seveeabondents in fact remarked on the
fact that the beliefs in the questionnaire seenfiesident and were difficult to
disagree with. Other respondents were also di§eatigvith the list of beliefs due to
different reasons, but these reactions will be @ngd later in the present study.
Examples 1 and 2 illustrate how several teachdratbeut the list of beliefs:

(1) Too many of your questions were the kind thai gouldn’t disagree with
them. (Teacher 76, English)

(2) Most people will probably agree rather thanadree on most things. The
statements were formulated like that. (Teacher Eb@lish)

This assumption and the teachers’ comments welexted in the overall results. There
was not much variation between the ratings givemlitterent beliefs and no belief
received a rating lower than 2.65, showing that tdechers’ ratings for every belief
ranged from mild to strong agreement. There wermafse individual differences with
several teachers giving certain beliefs the lowgsssible rating, but overall the

teachers’ attitude towards the beliefs was positirgure 4 shows the ratings given to
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all 25 beliefs and their relation to each othemvetasing the positive trend of the

teachers’ answers whereas Table 6 explains hoerdift beliefs ranked and what mean

values and standard deviations they received. ddsd¢o be noted that the beliefs are

presented from most to least highly rated, nohexdrder in which they are listed in the

questionnaire.

Figure 4. Mean values of teacher beliefs

Table 6. Teacher beliefs

Teacher belief Mean value of Standard deviation
teachers’ rating

1. A positive attitude towards the foreign language3.93 .24
and culture supports foreign language learning|

2. Mistakes are a natural part of learning. 3.91 2 .3

3. A positive group atmosphere supports foreign | 3.83 .38
language learning.

4. A teacher should be enthusiastic about thedargi3.83 .40
language he or she teaches.

5. The feeling of success is important in order to | 3.79 .43
learn a foreign language.

6. One hast to work hard to learn a foreign 3.79 .45
language.

7. Audio and visual material (photos, music etc.) | 3.73 .52
support foreign language learning.

8. Learners need to know what criteria the teacher3.72 .49
uses when giving them grades.

9. A teacher should be interested in the progréss|d3.69 .54
his or her learners.

10. Foreign language learning should match the | 3.66 .49
needs of every day life.

11. Humour supports foreign language learning. 3.65 .56

12. Clear learning goals are important. 3.59 51

13. In addition to teaching, it is a teacher’s 3.58 .62
responsibility to motivate learners to learn a
foreign language.

14, Feedback should be encouraging. 3.57 .62

15. Teaching should guide the learners to use 3.51 .64
different learning strategies.

16. Learners should know why they are learning a| 3.42 .64
foreign language
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17. The classroom should be a space that supports3.36 .68
foreign language learning.

18. Foreign language teaching should encourage | 3.31 .69
learners to evaluate their learning

19. Learners should know why they have to do eacl3.12 73
exercise.

20. The opportunity for independent work and actip3.08 .67
supports foreign language learning.

21. A teacher should develop extra material to 3.07 .79
complement the textbook.

22. A teacher should be a close adult to the learne 2.84 .76

23. It is possible to make every learner exciteauab| 2.72 .87
foreign languages.

24. A good relationship with parents supports fpne| 2.70 .90
language learning.

25. One needs aptitude to learn a foreign language.2.65 72

As the teachers more or less agreed with all ob#lefs, it is sensible to concentrate
on the extreme ends of the spectrum. As such, itteenfiost and least highly rated
beliefs will be presented and discussed in theofalg sections. Examples from the
open questions will be used to complement the gaséime data and to offer possible

explanations for why certain beliefs received @Engs they did.

Most highly rated teacher beliefs

The beliefs that the teachers most agreed withtlamdtandard deviation for each belief,
that is, how much there was disagreement amontgtehers, can be seen in Table 6.
The five most highly rated beliefs do not signifidg differ from each other in terms of

how the teachers rated them. As they all receieatiyn the same mean value, it is not
sensible to look for meanings in their order. Jthewever, interesting to examine these

five beliefs as a group.

The most highly rated belief relates to integrativalues and Gardner’'s socio-
educational model of language acquisition. The Inigdan value suggests that since the
respondents consider a positive attitude towards ftreign language and culture
important, it IS necessary to incorporate cultuelements and cross-cultural
communication as part of foreign language less®hss attitude was reflected in the
teachers’ comments in which they elaborated orish®f beliefs and provided further
beliefs that they had. The importance of culturdareign language teaching can be

seen in examples 3 and 4:
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(3) Oral language skills and situations in every tife are still not on the
required level. Cultural differences and regionaldes will hopefully be
emphasized more in the future. (Teacher 15, German)

(4) | have made many foreign projects with my leasnin Germany,
Switzerland, France, Belgium. When you have a airggoal, it motivates you
at least to stay on the course. (Teacher 44, Ggrman

The second most highly rated belief concerned kestanade by learners in the
classroom. It can be argued that if the teacheevrs that mistakes are a natural part of
learning, making mistakes is not penalized or tl#id in his or her classroom. This in
turn could lead to a positive group atmosphereasikrs would not have to be afraid of
making a fool of themselves in front of their pedrsthis way, the second and third
most highly rated beliefs are closely connectethasecond is one element in the third.
Examples 5 and 6 illustrate this positive attittioe teachers had towards mistakes and
how they can even be seen as learning opportundid®r than as something to be
avoided:

(5) Even mistakes have a meaning in learning aulage. If only those learners
who make no mistakes write on the blackboard, ngltll learn anything. But
if there are mistakes on the text on the blackhogrd can wonder about what
went wrong together with the class, and that hefpdearn. (Teacher 97,
English)

(6) Learners must be able to give their own mistakethe use of other learners
without fear of being embarrassed. For examplesguriéng and correcting one’s
own sentences or texts should be made into a hatamaof learning. (Teacher

31, German)

The third most highly rated belief related to aipes atmosphere in the classroom. As
such an atmosphere can be achieved in various wWagselief was connected to many

other beliefs. The fourth most highly rated beliefincluded among them as the

teacher’'s enthusiasm can have a positive effedherclassroom atmosphere. As was
discovered in the studies by Patrick et al. (20@0), enthusiastic teacher has the
potential to inspire positive attitudes in his ar kearners. Examples 7 and 8 show how
the respondents described the importance of their enthusiasm and considered it a

major motivational factor:

(7) It is absolutely important that the teacheeighusiastic about the foreign
language and culture. (Teacher 24, German)

(8) Getting excited about the topic is always vienportant and good, but you
have to be able to stand discomfort in your stydies must work even though
it's sometimes difficult (see Keijo Tahkokallio)éacher 34, German)
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Least highly rated teacher beliefs

As was the case with the most highly rated beligfere was no significant variation
between the mean values for the least highly rbgdéfs, so it is not sensible to analyse
their order. However, there are several interestiggects to be noted about the least
highly rated beliefs. First of all, the standardiagon for them is clearly higher than it
is for the highly rated beliefs, indicating thaetd was more variation in how strongly
the teachers agreed or disagreed with them. Secahd possible to suggest reasons

for why these particular beliefs were placed onltneend of the spectrum.

The least highly rated belief was that learningoeeifyn language requires aptitude.
Several teachers remarked that it is helpful bat thalone does not guarantee good

learning results, as can be seen in examples &ndai.:

(9) Aptitude helps at learning foreign languagesi®mot an absolute necessity.
(Teacher 31, German)

(10) Without aptitude you can learn the basicsheflanguage and make it ok.
On a more demanding level where you know pronuiotiatintonation and

vocabulary etc. well, | think aptitude in languagesrequired. (Teacher 50,
English)

(11) Aptitude in languages of course makes learfaster, but even people with
pretty much no aptitude can learn foreign languatiesn it's about their own
motivation and they have to work more. (TeacherEtglish)

Aptitude is often defined as the variable that detees how much time a learner needs
to learn something (Carroll 1989: 26). In everyddg, this variable is sometimes
referred to as a talent or knack for learning fgndianguages. The teachers’ comments
implicitly emphasize the importance of motivatiosaiategies, particularly when trying
to encourage learners who do not have a naturgLdetfor learning languages. In
other words, since learners with no aptitude neeavark harder, it is necessary to
implement different strategies that enhance thestivation and therefore encourage

them to keep learning despite their difficulties.

The importance of parental relationships was tlverse least highly rated belief. There
are several possible explanations for its relagivel rating. Several of the teachers
pointed out that parents play no role in foreigmgiaage learning on the upper
secondary level and especially when teaching aduitsfact, several respondents

expressed explicit frustration at having to ratbebe and strategies related to parental
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relationships because these issues had no relet@aribeir teaching. As 43.8% of the
respondents taught only or partly on upper secgnlgael or were involved in adult
education, it is possible that their low ratingsught down the mean value. Several of
the teachers who taught children commented omtipeitance of parental relationships
by stating that it is difficult to form a conneationvith them, especially one that is
positive. Generally, the role of parents was sexeporee between them and the learner,
that is, parents can influence motivation by offgra positive learning environment and
attitudes at home but not by being in contact wéchers. Examples 12, 13 and 14

illustrate these attitudes towards parental retatiips:

(12) If there is an atmosphere and attitude thapsts learning at home, |
believe it supports foreign language learning. w’dthink it's relevant whether

the teacher has a good relationship with the psrehbugh it does no harm,
either. What's important is that information traveédetween the school and
home. (Teacher 50, English)

(13) | teach in adult education and | have nothingdo with the learners’
parents — and it certainly doesn’t hinder learnifiggacher 52, English)

(14) | think relationships with parents are probdgim There is hardly any
relationship and if there is, it's because of sdmmgi negative. I've been
involved with an unpleasant parent, and that wdwlé a year's nightmare.
(Teacher 53, English)

Parental involvement and relationships betweerhtacand parents were suggested as
positive methods to improve motivation by Dérny2DQ1: 39-40) and Cassity and
Harris (2000: 56-57) who emphasized that suchiogighips may help create a positive
atmosphere for learning at home. However, perhajgsapproach is not particularly
relevant in the Finnish context where learning ifgmelanguages is generally seen as
normal and most people recognise its importanceh&umore, any outright negative
attitudes that parents might show at home are perlmore likely to be directed
towards Swedish rather than English or German. dditianal perspective to consider
is that most learners learning English and Germalrinland are native to the country
and learning these foreign languages is not aftthoetoeir identity, as can be the case
with learners learning English as a second or goréanguage in the United States or
other English-speaking countries. It can theretmeeargued that there is no particular
need for teachers and parents to work togetheiritarkd, and the importance further

diminishes as the learners grow older.
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The third least highly rated belief related to wWietit is possible to make every learner
excited about foreign languages. It is one of the beliefs on the list that do not have
corresponding strategies but were included to geaiverview of the teachers’ opinions
on motivational strategies. The importance of naitnhg learners has been emphasized
in research on foreign language motivation (Dorrayed Csizér 1998: 2007). However,
importance does not mean that it is possible toivat everyone or that teachers
should see it as one of their responsibilitiess ot possible to motivate everyone and
even usually motivated learners may not always rfeativated to fulfil all tasks, but it
is possible to “work on” every individual’s motivah (Dérnyei 2001: 25). In other
words, teachers should not try to make a highlyivattd foreign language learner out
of everyone but rather help every learner impriegrtattitudes and motivation in what
is appropriate for their level, such as by encom@@ disinterested learner to simply
finish the required homework. The teachers’ commdantgely reflected this approach,

as can be seen in examples 15 and 16:

(15) We can't control the learners’ lives and thiegs influencing them, though
we can try to influence them and we must alwaysdewpite everything aim for
the best of the learner. Life is not always nicey &and motivating. (Teacher 87,
English)

(16) Unfortunately you can't make everyone motidateven if you are
“standing on your head”, so to speak. (TeacheE®8Jish)

The last two items on the list of five least highigted beliefs describe teachers’
relationship with their learners and whether theydpce extra material to complement
the textbook or to cover topics that are not paxfficial course material. While these
beliefs are among the least highly rated belidfsieeds to be noted that their mean
differs less than one point from the mean valuesesferal of the most highly rated
beliefs. The belief about extra material in patacuanked among the positively rated
beliefs, having received a mean value of 3.0% therefore once again sensible to point
out that even though these beliefs represent tlveelrd of the spectrum, the teachers
did not perceive them as significantly less impatrtiian the most highly rated beliefs.
Nevertheless, it is sensible to suggest explamatiorwhy these beliefs received lower
ratings than many others.

None of the respondents who gave a low rating ¢obiglief that a teacher should be a
close adult to the learner elaborated on this gaitntheir comments. In fact, all the

comments related to this issue were from teachéws agreed with this belief, often
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combining it with a pleasant classroom atmosphdrds therefore impossible to
discover why this belief was among the ones thdtaydower rating, but possible
explanations include that there is so much matasiabver that some teachers feel they
do not have time to get to know their learners Ahfer explanation is that they simply

do not want to and view teaching the foreign lamguas their only responsibility.

The lack of time is also a possible explanationvlyy the belief of teachers having to
develop extra material received such a relatively Value. As example 17 illustrates,
several teachers mentioned that the textbook ateérotourse materials are so
comprehensive that there is no time or need taudelny additional material in their
teaching. On the upper secondary level, where éesrhave to pay for the books

themselves, there may also be pressure from tloeits focus on the textbook.

(17) Even though | know that | should make mord-tieae and culture-related
material fit into the course, | always get dizzgrfr the textbooks full of material
and | want that the expensive books are used eftigi. (Teacher 56, English)

Additional teacher beliefs

The questionnaire provided the respondents withptssibility to list beliefs that they

have in addition to the ones the list provided. Seheesponses varied from beliefs to
concrete strategies and actions that they usedoaldwhave liked to use. Several
teachers reported dissatisfaction with how fordigmguage teaching is organized in
Finland, blaming it for being too focused on gramraad providing suggestions for
improvements. In addition, many responses emphdsiEeimportance of encouraging
learners to take responsibility for their own leaga Examples 18 and 19 illustrate

these attitudes:

(18) Learners’ own contribution and that the leannes the time in class to his
advantage is the best guarantee for learning. nkthihat nowadays doing

homework and practising at home has significanégrdased. (...) We should
make them value the work of the group more, evezysinould do his part.

(Teacher 75, English)

(19) The meaning of independent and learning/stgdgi home should be made
clear to the learner from the start. (Teacher 6@ligh)

A further belief reported by several respondents We importance of emphasizing
practical uses of the foreign language. The opiibseveral teachers was that learning

the foreign language with usefulness in the realdvmn mind is the ideal situation and



54
provides learners with a concrete and motivatingl gpoit that the reality of the school
context, particularly on the upper secondary lepehbhibits them from realising this
goal and forces them to mould their teaching aroardms. Examples 20 and 21
illustrate these sentiments. A further issue raisgdthe teachers was that there is often
so much material in the textbook that it leaves tme to properly focus on

communication in real life.

(20) What is important about motivating is that tlearners feel his or her
studying is important, nice and that he or sheitse@l be useful in practice for
example on holiday trips. (Teacher 69, English)

(21) The needs of every day life are particulamiportant! (Teacher 1, German)

The current section of the present study has gareoverview of the teachers’ beliefs
and focused on the most and least highly rated grtteem. They have been discussed
in relation with relevant previous studies, andsilie explanations for the results have
been offered. In addition, several additional bsllgave been mentioned. The following
section will first offer a similar overview of atif the motivational strategies in the
guestionnaire before focusing on them in groupshoée based on the definitions

discussed in chapter 4.

6.2 Motivational strategies

The previous section of the present study has gaweaverview of the teachers’ beliefs
and discussed the most and least highly rated arttterg. The current section will

examine a list of motivational strategies and hosgdiently the respondents claimed to
use each of the strategies. First there will beretal overview of all of the strategies
after which they will be examined in the three greuliscussed in chapter 4. The
present section will conclude with a brief discossof additional strategies provided by

the teachers in their answers to the open questiahe questionnaire.

The questionnaire contained 69 statements aboutvational strategies. The scale of

the possible ratings was from 1 to 4 with 1 indiggtthat the strategies were not used
by the teacher and 4 that they were used ofteneAmvalue based on the ratings given
by all 112 respondents was calculated to discovectwstrategies where used most and
which least often. The current section will focus the strategies in the three groups
proposed in chapter 4. A complete list of the styggs, their mean values and standard

deviations and a figure showcasing all 69 strategan be found in Appendix 3. The
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colours shown in the figure in the appendix inddgoathich of the three groups discussed
in chapter 4 each strategy in the questionnairengsl to. The three groups are
strategies related to relationships and atmosplerehe classroom (yellow), to

motivating teaching methods and materials (red) atrdtegies supporting learner
autonomy (blue). The first two groups consist ofstrategies each while the third group
contains 31 strategies. However, as was discusseldaipter 4, the divide between the
three categories is not absolute. For example,rategly can both support learner
autonomy and help to create and maintain a posatiesphere in the classroom. As

such, many of the strategies in each group coslul la¢ placed in other groups.

As can be seen in Appendix 3, the frequency of atmadl of the strategies was
generally positive. The only exception was thetléazjuently used strategy, related to
learners keeping a learning diary in class, whiebeived a mean value of 1.35,
indicating that the majority of the teachers cladni@ never use it. As was the case with
the list of beliefs, several teachers were disBatiswith the listed strategies and
remarked that they could not use them due to varieasons or did not even want to.
One teacher commented that the listed strategies wech basic methods that an
experienced teacher uses them automatically. Sertimeents can be seen in examples
22, 23 and 24. These attitudes indicate that faresteachers, the use of motivational
strategies is perhaps not separate from teachingeimeral and that they do not
consciously try to motivate their learners but thahappens on the side. For some

teachers, the use of motivational strategies man &e useless extra work.

(22) Well once again some of the questions feel tiley came from space, but |
can’t be bothered to browse them. Nowadays theseigh a hurry that it feels
there isn’t always time to go through the courseperly. There certainly isn’'t
time to wonder about how to make the classroom lookre beautiful,
thankfully there are colleagues! | also can’t knetat languages they will need
in their work. How should | know where they end Naturally | tell them about
my own experiences when they suit the context. ¢fiea44, German)

(23) Some things were handled more than once.l$d like to point out that in
adult education there isn't enough time for alldgrof chit-chat. Many of the
guestions have nothing to do with the everydayexdn{Teacher 4, German)

(24) Once again your questions were kind of “b#isilcgs” that an experienced
teacher does without question. (Teacher 76, English
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Strategies related to relationships and atmospheri@a the classroom

The strategies in this group include different roetththat teachers can use to create and
maintain a positive atmosphere in the classroom.aRointroduction of strategies that
belong to this group, see section 4.1. Figure 5Tattle 7 show the strategies related to
relationships and atmosphere in the classroom essgpt the mean values and standard
deviations for each. The number inside the braciketBe table indicates how each of

these strategies was ranked among the total ofd@&ational strategies.

The most frequently used motivational strategietated to relationships and

atmosphere in the classroom focus on using thegioreanguage without fearing

mistakes (strategies 1, 2 and 5) and using hunmotlra classroom (strategies 3, 6 and
8). These strategies also rated well among allhef @9 strategies as they were all
included in the more frequent half of the totale¥é results indicate that many of the
respondents claim to use strategies that emphasitentic language use in the real
world rather than the absolute correctness thednsetimes present in grammar-focused
teaching. A study by Wan Mustapha et al. (2010¢alisred that group discussions
were the most preferred type of speaking activityoag foreign language learners
because they involved the least amount of languageety. It might therefore be

sensible for teachers to introduce pair and groopkwihat allows learners to speak
freely (rather than ask each other to translatéesers word for word, for example) in

order to encourage not only improved group dynaraic a more positive atmosphere
but also to emphasize how well it is possible td gee’s message across despite

mistakes.

1 2 3 4 &5 6 7 8 9% 10 11 12 13 14 15 16 17 18 19

Figure 5. Motivational strategies related to rellaships and atmosphere in the classroom
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Table 7. Motivational strategies related to relaglips and atmosphere in the classroom

Motivational strategy

Mean value of
teachers’ rating

Standard deviation

1 | encourage learners to use the foreign languag&9 .43
(1.) | without fearing mistakes.

2 | stress that communication is more important th&n74 .50
(2.) | correctness in every day life.

3 | allow learners to use humour. 3.73 .50
(4.)

4 There is much pair and group work during m$.66 .49
(5.) | lessons.

5 | stress that even people who speak the foreign 3.56 .59
(12.) | language as their mother tongue make mistakes.

6 | use humour in my teaching. 3.47 .64
(15.)

7 | offer to give extra help to those who need it. 433, .65
(17.)

8 | joke with my learners. 3.29 75
(22.)

9 | try to make the interior of the classroom more 3.21 .89
(33.) | comfortable.

10 | stress that | care about learners as people a@ind n| 3.20 74
(35.) | just about their results.

11 | talk with my learners about topics not related to | 3.19 .73
(37.) | school (hobbies, news etc.)

12 | showcase projects made by learners in the 3.18 .97
(38.) | classroom.

13 | tell my learners that their progress is important | 3.12 .70
(41.) | me.

14 | offer to listen if my learners need support inith 3.10 .84
(46.) | private life.

15 | allow my learners to chat with each other if it 2.78 .80
(55.) | doesn't disrupt the class.

16 | don't allow my learners to do pair and group work 2.71 .81
(58.) | with the same people every time.

17 | also report positive results and not just protdeém | 2.60 1.02
(61.) | the parents.

18 In problem situations | consult the parents as.well | 2.31 .96
(67.)

19 | regularly tell the parents how learners are doing | 2.23 .97
(68.)

The teachers’ attitudes towards the use of humaicmed those found by Askildson
(2005) who examined student and teacher perceptibhsimour in foreign language
teaching and discovered that students and teat#iethat the use of humour creates a

relaxed atmosphere and makes it easier and momyadg¢ to learn the foreign

language. Examples 25 and 26 illustrate how theofiseimour can be seen as one of

the elements that help create a positive and stipgalassroom atmosphere:

(25) A good learning atmosphere and safety helptajust like humour and

informality, away with too much strictness! (Te

ache, English)
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(26) Humour, anecdotes, native guests, native mitéaway from the book”
thinking, (oral) group work, working with differeqtairs, tasks that match the
learner’s level, support. (Teacher 25, German)

The fourth most highly rated strategy among thoskted to relationships and
atmosphere in the classroom focused on pair angbgnmrk. The high value given to
this strategy suggests that teachers acknowledgpdsitive effects group work has on
the classroom atmosphere and group dynamics iel#ss. Similar results were found
in a study by Nadasdy (2010) who discovered tlsdtaaed sense of purpose was one of
the most important factors influencing group dynasrand that group dynamics have a
slight positive effect on motivation. On the otland, it is also possible that teachers
use the strategy without thinking about its effesitece textbooks almost always include
pair and group exercises and since such tasksfame €een as a self-evident part of
foreign language teaching. This possibility is supgd by the fact that other strategies
related to group dynamics (strategies 15 and l§ech much lower both within this
sub-group of strategies and the total of 69 strate@witching pairs and allowing chit-
chat in class are generally not methods suggesteddst textbooks and teachers may

even see them as bothersome or disruptive.

The three least frequently used strategies withis $ub-group all related to parental
relationships. They also ranked in the low endhaf $pectrum among the total of 69
strategies. As was discussed in the previous sectiany teachers felt that parents play
no role in their teaching and that questions rdla® parental relationships were
therefore irrelevant to them. It can be assumetlttieasame reasons caused these three
strategies to rank near the bottom. However, itdee® be noted that the standard
variation for these three strategies approacheindicating that there was some
disagreement among the teachers and that sometgavegher frequency rating than

others.

Strategies related to motivating teaching methodsral materials

Strategies in this group include different methdtlust teachers can use to make their
classes more interesting or useful to the lear@s.an introduction of strategies that
belong to this group, see section 4.2. FiguredbTaable 8 show the strategies related to
motivating teaching methods and materials and ptebe mean values and standard
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deviations for each. The number inside the bracketbe table indicates how each of

these strategies was ranked among the total of@®ational strategies.

1 2 3 4 & 6 7 8 9

10 1

12

13 14 15

16 17 18 19

Figure 6. Motivational strategies related to mdiivg teaching methods and materials

Table 8. Motivational strategies related to moiivgteaching methods and materials

Motivational strategy Mean value of | Standard deviation
teachers’ rating

1 | tell learners of what use the foreign languagi wi | 3.65 .51
(6.) | be to them generally in life (travelling, foreigndks

etc.).
2 | tell my learners of what use the foreign language 3.59 .59
(9.) | will be to them in the working life.
3 | tell my learners about the culture, history efticthe | 3.58 .62
(10.) | countries where the target language is spoken.
4 I liven up my teaching with my own experiences thas.54 .70
(13.) | relate to the foreign language.
5 | tell my learners of what use the foreign language 3.53 .67
(14.) | will be to them in their future studies.
6 | stress in my teaching how learners can use what 3.45 .63
(16.) | they've learned outside school.
7 | handle at least one of the following in my teachi | 3.30 74
(21.) | the spoken language, youth slang, dialects,

vocabulary specific to certain fields.
8 | stress in class what areas of the foreign languag| 3.24 .83
(26.) | (poetry, travelling etc.) interest me.
9 | use video material in my teaching (movies, 3.22 .78
(30.) | YouTube etc.)
10 | bring foreign magazines etc. to class for therees | 3.21 .89
(32.) | to read.
11 | use music in my teaching. 3.20 72
(34.)
12 | encourage my learners to be in contact with 3.13 .82
(39.) | speakers of the foreign language for example on the

Internet.
13 | tell my learners why | want to teach the foreign | 3.10 .87
(42.) | language.
14 | use images in my teaching. 3.10 .79
(43.)
15 | develop some of the material for my teaching 2.97 .87
(49.) | myself.
16 | invite native speakers to visit my class. 2.74 .98
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(57.)

17 | use material from, for example, magazines in my| 2.54 .83
(64.) | teaching.

18 In my lessons, | use tasks from different textbabky 2.50 .93
(65.) | they are better than those of the course book.

19 | ask learners in which situations they need the 2.41 .79
(66.) | foreign language and adapt my teaching accordingly.

The motivational strategies that received the hsglfrequency rating in this sub-group
include strategies that can be used to enhandedh®ers’ instrumental (strategies 1, 2,
5 and 6) and integrative (strategies 3 and 7)udtts towards the foreign language.
Instrumental methods consist of telling learnera/bét use the foreign language will be
for them in terms of their hobbies, interests, vilogklife, future studies and life in
general whereas integrative methods emphasize dhegh language culture and
accepting the foreign language as part of one’stife When asked to elaborate on the
list of strategies or to add some that were ndudexd in the questionnaire, the teachers
did not comment on the instrumental or integrastrategies that they use, except to
remark that they could not always use them evenghdhey would have wanted to.
Possible explanations for the high frequency ratimgge strategies received include that
textbooks always include at least some culturahelgs and that, as was discussed in
the previous section, many of the teachers fettttteneeds of real life are of particular

importance.

Of interest was one teacher's comment on why sles dot encourage learners to seek
contact with native speakers online. The teachmrrted that contacting strangers is not
something she wishes her learners to do, presuntedalguse of the dangers involved.
This issue was not mentioned by any of the othspardents, but the strategy was
ranked 12th in this sub-group and 39th among tted & 69 strategies, and it received
the mean value of 3.13, indicating that it is aatigkly often used strategy. It might
therefore be useful for teachers to consider howniplement this strategy while
making sure that their learners are aware of theath found online, particularly

nowadays when almost everyone uses the Internet.

Methods that can possibly enhance intrinsic matwatthat is, the enjoyment of
working with the language, include strategies thablve the use of video material,
music and so on. These strategies (numbers 941é8nd 17) ranked towards the middle
and the lower end of the spectrum. The stratedias ranked the lowest in this sub-

group all involve some amount of extra work for teacher and may be difficult to
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implement within regular teaching rather than asething additional. Several teachers
commented on the fact that they cannot always lisestrategies they would like to
because of time and material restrictions while trecher reported to use authentic
extra material only with more advanced learnersstriikely because they already have
the necessary language skills to make use of swtkrial. Examples 27, 28 and 29

illustrate these sentiments:

(27) On the upper secondary level, the goal is &sspthe matriculation
examination (well?)! Unfortunately it sets the pdoestudying, even if we try
to do all kinds of nice things in-between. (Teach®@rEnglish)

(28) 1 would like to use more for example imagesl goutube etc. but our

language class doesn’t yet have proper equipméetre(s basically just an

overhead projector), so it's difficult. I'd alské to use extra material in class,
but a simple lack of time often restricts that.4@leer 102, English)

(29) | often show video clips from ARD to more adead learners. (Teacher 9,
German)

Strategies supporting learner autonomy

Strategies in this group include different meththist teachers can use to encourage
their learners to take greater responsibility foeit learning, to better follow their
progress and to familiarize them with differentrfeag strategies. For an introduction
of strategies that belong to this group, see secti@. Figure 7 and Table 9 show the
strategies related to supporting learner autononmy present the mean values and
standard deviations for each. The number insidéthekets in the table indicates how

each of these strategies was ranked among theofd@8l motivational strategies.

Figure 7 Motivational strategies supporting learner autonomy
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Table 9. Motivational strategies supporting leaugionomy

(60.)

during my lessons.

Motivational strategy Mean value of | Standard
teachers’ rating | deviation

1 | tell learners what | take into account when legjv3.74 .46
(3.) | them grades.
2 | praise my learners’ hard work when they succeed 3.64 .58
(7.) | well by their standards.
3 | give my learners positive feedback when they 3.61 .54
(8.) | succeed well by their standards.
4 | praise my learners’ aptitude for languages when | 3.56 .64
(11.) | they succeed well by their standards.
5 | give reasons for the grades | give to my learners| 3.44 .64
(18.)
6 | encourage my learners to always try a little more| 3.37 .65
(19.)
7 | stress that nobody needs to feel stress if their 3.30 .78
(20.) | accomplishments don’t equal those of learners with

more aptitude in languages.
8 | stress that with hard work and the right stradegi | 3.29 .65
(23.) | anyone can learn a foreign language.
9 | also give feedback about progress and not jest th 3.28 .68
(24.) | end product.
10 | stress in my feedback what the learner can and rja3.27 .60
(25.) | just what he still has to learn.
11 | stress that learners aren’t competing with eabbro| 3.24 .76
(27.) | and won't be compared.
12 | stress in my feedback how my learners could 3.23 .64
(28.) | improve their results.
13 | encourage talented learners by, for examplengivi| 3.23 .61
(29.) | them extra challenges.
14 I don’t demand more of the weaker learners than | 3.22 .70
(31.) | what their aptitude allows.
15 | use teaching methods that encourage the use of| 3.20 .64
(36.) | different learning strategies.
16 | talk with my learners about their grades. 3.13 1.8
(40.)
17 | talk with my learners about their studies. 3.10 74 .
(44.)
18 | allow my learners to question the purpose of the | 3.10 .70
(45.) | exercises | give them.
19 | try to help my learners to find the learning &tes | 3.10 .78
(47.) | that best work for them.
20 | encourage my learners to set goals for themsétves3.00 77
(48.) | the beginning of the course or semester.
21 | tell my learners of what use learning strategigs | 2.96 .81
(50.) | be to them.
22 When doing projects, my learners can choose the | 2.85 .83
(51.) | content and how to realise them.
23 | give my learners reasons why it’s important tb se| 2.83 .79
(52.) | goals and follow the progress of reaching them.
24 | give each learner challenges that match his level| 2.83 .67
(53.)
25 | tell my learners what the purpose of each task is| 2.80 .84
(54.)
26 | talk with my learners about whether they've reath 2.77 a7
(56.) | their goals and how they could do it.
27 When doing projects, my learners can choose the | 2.70 .85
(59.) | topic themselves.
28 My learners fill in self-evaluation questionnaires | 2.60 .87
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29 The purposes of different tasks are discussed in my2.59 .76
(62.) | class.

30 | allow my learners to choose between tasks hagd|ir2.56 .81
(63.) | the same topic.

31 Learners keep a learning diary on my lessons. 1.35 .56
(69.)

As can be seen in Table 9, the strategies withhitleest frequency rating in this sub-
group consist of methods related to grades andb&etd Several of the feedback
strategies, particularly strategies 2 and 3, sooedrly identical. The purpose of
including strategies related to positive feedbadk & slightly different wording was to
discover whether it was the successful learnems] asork or aptitude that the teachers
praised. It has been suggested that praising harld @ar effort rather than aptitude or
intelligence is more beneficial to learners dughe fact that effort is a variable that
learners can influence while aptitude is a fixedldqu (Dweck 2001: 40). The strategy
related to praising aptitude was ranked only slghélow the strategy of praising hard
work, being the 4th most frequently used strategthis sub-group and the 11th most
frequently used strategy in total. It can therefooe be argued that the teachers clearly
place more emphasis on hard work than on aptitudeHat they believe in positive
feedback in general since so many of the most é&etly used strategies in this sub-

group concern feedback.

The strategies related to grades also received faghgs. Not only did the most
frequently used strategy in this sub-group focug@ades but the strategy also placed
third in the total list of strategies. A furtheragegy related to grades ranked fifth in this
sub-group and 18th in the total list, but a thire avas ranked lower, receiving the 16th
place in this sub-group and the 40th place in thaltlist. As the national core
curriculum of the Finnish National Board of Educatrequires teachers to give learners
and their parents information about what gradingased on, it is sensible that strategy
1 received a high rating. The other two stratefoesising on grades imply personal
contact with each learner in order to explain acdss his or her grades. Several
teachers commented that there is not enough tintesources to give such individual
feedback about grades or goals, which might expla@ lower ratings. These
sentiments are reflected in examples 30 and 31:

(30) I believe that (face to face) discussion wooddr fruit, but there doesn’t
seem to be time for it. However, | think it's impemt to give regular feedback
and get to know one’s learners better. (TeacheG2Bman)
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(31) Due to the lack of time and large group sizé&n't really possible to have
individual feedback discussions with the learndrhey bring it up themselves,

| give them feedback. (Teacher 99, English

The least frequently used strategy in this sub{groancerns keeping a learning diary.
This strategy ranked the lowest not only in this-guoup but in the total list as well. In
addition, the mean value it received is considgrdber than that of any other
strategy. This is a strategy that can encouragedeato manage their goals and raise
their awareness of their progress and what learmathods are the best for them. No
respondent commented on this strategy in their qgewers, but it is nevertheless
possible to suggest reasons for why it was soyrargllemented by the respondents. As
several of them stated that there is a lot of nedtéo cover and not always enough
time, it is possible that they felt there are ngapunities to make use of learning
diaries in class. Secondly, the phrasing of thetesfyy suggests that learners would write
in the diary in class rather than at home, whicly mave led teachers to say they do not
use this strategy even if their learners keep sudhary outside lessons. However, had
this been the case, it can be assumed that thketsawould have elaborated on the
issue in their comments. Finally, several respotsl@ommented on the increasing
laziness and lack of discipline and interest inrthearners, which suggests that they
may not believe their learners are capable of kepaidiary, an activity which requires

at least some degree of independent work andtiugia

Additional strategies

Several respondents gave examples of how theyhedaternet and modern technology
to liven up their teaching, how the foreign langeiand culture are brought closer to
learners through projects and visits to varioustions and how taking an occasional
break from intensive learning can have a motivaéfigct. Some of these strategies are
described in examples 26, 27 and 28. The first @@ralso showcases how allowing
learners some control over the teaching and méedan be used not only as a

motivator for learners but also as a tool of seffaction for the teacher:

(26) | often have homework competitions. The onewbr example, finds the
largest number of adjectives or words related terain topic gets a prize (a
sticker, a pen etc.) In my lessons there are adsopetitions between groups
about various topics. Using computers is motivapagicularly for boys. | have
allowed my learners to design an exam for themsedwel have chosen the best
tasks for the exam. This has motivated to desigsdgexam tasks and to think
about what is essential. (Teacher 32, German)
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(27) I like surprises. | also listen carefully ttetmood of the group. If they are
very frustrated, we can conduct a quick “recordgbatmusic from youtube).
After that you get a good reason to get back ia &nd the learners will accept it
better. (Teacher 53, English)

(28) Sometimes (pretty rarely) we organize tripstie theatre, to a German
school etc. (Teacher 110, English)

These strategies show that despite the intensive pgported by many of the teachers,
it is possible to incorporate motivational straésgin class and combine them with the
material that needs to be covered. One teachertegposing Smart Board technology
when teaching grammar because the novelty of usief technology and because the
possibilities provided by it help keep learners inaied despite the subject matter that
is stereotypically considered boring. This examijilestrates how motivational

strategies do not need to be methods that areegnseparate from the rest of the

teaching and materials but rather a complementantygh them.

This section of the present study has examineanibivational strategies listed in the
questionnaire in groups and focused on the mosieasd frequently used ones among
them. The following section will attempt to findlagonships between the beliefs
discussed in section 6.1 and the strategies disdussthe present section in order to

discover whether the teachers’ reported beliefcmtiteir reported practice.

6.3 Relationship between beliefs and strategies

The previous sections of the present study haveepted the most and least highly
rated teacher beliefs and motivational strategid® current section will discuss the
relationship between beliefs and practice by examgimow well the teachers’ beliefs
corresponded with related strategies. This anahesssbeen conducted by sorting the 69
motivational strategies into groups of three wisicle group’s mean value corresponding
with the rating given to a matching belief. For armndetailed report of the analysis and

calculations, see section 5.3.

Figure 8 shows each of the 23 belief-strategy gnoaips and which percentage of the
replies each level of equivalence received and thlationship between these
percentages within each pair. The numbering opties begins from 3 because the first
two beliefs in the questionnaire had no correspudirategies and have therefore been
omitted. Value 0, shown in dark green, indicatemglete equivalence between a belief
and a corresponding strategy group, indicating ah@acher gave a belief and the three
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matching strategies the same rating. A negativaevaidicates that the teachers rated
the belief lower than the strategies, meaning tiney used certain strategies more than
the rating given to the belief would indicate. Tiigher the negative value, the larger
the difference between the values assigned toehefland to the strategies. A positive

value, in contrast, indicates that the teacherg gakigher rating to a belief than to the
corresponding strategies, that is, they agreed avliklief but did not use strategies that
support it to a matching extent. The higher thatpasvalue, the larger the difference.

As was stated above, the numbering in Figure 8 meat¢hat of the beliefs in the
guestionnaire (see Appendix 1). The three stradegl@ose mean value was compared
with the rating of the belief can also be foundhia questionnaire. Strategies 1, 2 and 3
correspond with belief 3, strategies 4, 5 and & Wwelief 4 and so on. For clarity, a list
of beliefs and which strategies correspond withrtheas been placed in Appendix 4,

and it also shows the percentage of ratings eatchgpain the different equivalence

groups.
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Figure 8. Relationships between beliefs and stiedeg

As can be seen in Figure 8, all of the belief-sgggt group pairs received the most
ratings between values of -0.7 and 0.7, indicatingt the teachers’ beliefs were
generally supported by their strategy use. As stioh,current section will focus on
those belief-strategy pairs with either very streogivalence or which received a large
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number of ratings in the other directions, indiegtthat even if the general trend was

agreement, there was still some discrepancy betlekafs and strategies.

Belief-strategy group pairs with strong equivalence

Even though the general trend of the relationskafwben beliefs and strategies was
positive, it is nevertheless possible to pinpoetesal belief-strategy group pairs that
have a clearly higher equivalence rate than therqghairs. Five pairs with the largest
amount of complete equivalence will be discusseaane detail below. Figure 9 shows
these pairs in the order of which pair containeel rtiost equivalence, that is, which
beliefs were most supported by corresponding gfiege (For details, see Appendix 4.)
The numbering in Figure 9 matches that in the goushire and Figure 8 in order to

avoid confusion by having the same belief-stratgggup pair assigned different

numbers in different figures. For example, the plaat received the largest amount of
equivalence is numbered 18 because that is the ewrob the belief in the

guestionnaire.

The belief that was most strongly supported byesponding strategies is number 18,
and it relates to the belief that mistakes are tarahpart of learning. It was already
discussed in sections 6.1 and 6.2 how this beli@$ wmong the most highly rated
beliefs and how several strategies supportingceived a high frequency rating. These
sections therefore already hinted at the possibihat the teachers’ belief about this
issue matched their strategy use, but it can be eeen more clearly in Figure 9. The
number of the respondents whose strategies compsetpported their belief, shown in

dark green, was 58%, meaning that over half ote¢hehers reported to act according to
their belief about mistakes. It needs to be noteat this does not mean that this
percentage of the teachers gave this belief anskteeategies the highest rating but
simply that what they reported in the first parttbé questionnaire, whether it was

positive or negative, completely matched their arsvin the second part.

In addition to complete agreement, almost all & thst of the answers for this pair
received a positive value, indicating that while nypeof the teachers agreed that
mistakes were a natural part of learning, their aflsenatching strategies rated lower.
What can be concluded from this and the resultsudsed in sections 6.1 and 6.2 is that

the vast majority of the teachers believe mistak®sa natural part of learning, that
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most of them support this belief with their actionghe classroom and that when there
is a discrepancy, it mostly results from the teashmt using corresponding strategies
to the same extent to which they agree with théebelhis can be due to several
reasons, such as the lack of time, discussed iioee@.1, or lack of awareness of the

issue in practice.

The belief-strategy pair that received the secorghdst percentage of complete
equivalence is number 22, with 45.5% of the respatglusing strategies in a way that
completely matched their belief. This pair relatesthe belief that learners have to
know the purpose of learning a foreign languagesdrategies that support this goal by,
for example, highlighting the usefulness of theefgn language for their future. As can
be seen in section 6.1, this belief received thamlue of 3.42, meaning that the
teachers generally agreed with it. The correspandinategies all ranked high in the
total list of 69 strategies and were the three nfosjuently used strategies in the
strategy group related to motivating teaching meshand materials, as was discussed
in section 6.2. AlImost half of the teachers’ stggtese matched their belief in this area,
but as a notable difference to strategy 18, sewdrtiem disagreed with the belief to
some extent but still used corresponding stratedibe percentage of such responses
was 35%, indicating that for some teachers, itasabsolutely necessary that learners
know why they are learning a foreign language bt they still use strategies that
support the belief. A possible explanation for tlasult is that the three strategies can
be used even if the teacher is not actively trymgiake learners aware of their reasons
to study but rather uses them to generate interéke foreign language, culture and its

users.

Together with the corresponding strategies, théebéhat humour supports foreign
language learning (17) forms the pair with the dhimrgest percentage of complete
agreement between a belief and corresponding gieate The percentage of the
respondents whose strategy use and beliefs matadmagletely was 41.2%. The pair
also received answers towards both ends of therspgcmeaning that some teachers
gave a low rating to the belief but still used esponding strategies, and vice versa.
The majority of the answers with some discrepaneyewfrom teachers who agreed
with the belief but did not use corresponding sias to the same extent. It is possible
that the issues of lack of time and fast pace ass;l already discussed in sections 6.1
and 6.2, create an atmosphere in which there d@aramnmany opportunities for the use
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of humour as some teachers would like. The teashmersonality is also a possible

factor.
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22 Learners should know why they are learning a foreign language

I tell learners of what use the foreipn languags will be to them generally in life
(travelling forzign books ste.).

I tell my lzarners of what use the forsign langnage will be to them in their
future studies.

I tell my lzarmers of what use the forsign lanmage will be to them in the
working life.

17 Humour supports foreign language learning,

T use humour in my tzaching.

I allow learners to uze humour.

1 joke with my learners.

25 Learners need to know what criteria the teacher uses when giving them grades.
I tell learners what [ take into account when I give them grades.

I give reasons for the grades I give to my learners.

I talk with my learners about their grades.

23 Feedback should be encouraging.

1 alzo pive feadback about proprezs and not just the end produet.

I stress in my feedback how my learners could improve their resulis.

I stress in my feedback what the learner can and not just what he still has to learn.

Figure 9. Five belief-strategy group pairs with Bugest amount of complete equivalence

The two remaining pairs that received the highestgntage of complete agreement
between a belief and strategies, numbers 23 anddh, receiving 37.5% of exact
equivalence. These two pairs concern feedback hedransparency of grading. In
order to discover which pair received more agred¢meims necessary to examine the
groups with slight deviation to either directiorgnmely the groups with the values -0.3
and 0.3. Such inspection shows that pair numbee28ived a total of 14.3% in these

two groups while for pair number 25 the amount R4 %. In other words, while the



70

percentage of complete agreement was the sameoforpairs, the pair related to the
transparency of grading received more answers wiily slight deviation. As was
discussed in sections 6.1, the belief related edridgmsparency of grading ranked among
the most highly rated beliefs and received the mealue of 3.72. Out of the
corresponding beliefs, discussed in section 6.2, @mked as the third most highly
rated strategy. The other two ranked lower, perfthesto the fact that they required
personal contact with the learners. It is therefoossible that the respondents agreed
with the belief but did not all of the three copeading strategies to a matching extent,

which might have created discrepancy among the enssw

It is difficult to say why pair 23 received moresdiepancy in the answers. Several of
the teachers mentioned in their open answers thaitiye feedback is important.
However, it is possible that the teachers did eel they had an adequate amount of
time and opportunities to use the strategies asimadhey would have wanted to. The
three strategies imply personal contact with le@rend a deeper review of each
learner’s progress rather than commenting on tderesult only. It is therefore possible
that the teachers used different forms of positeesiback, such as rewarding a correct
answer with a comment in the classroom, rather tfwamusing on the individual
progress of each learner. In addition, one teaolgorted as a response to the open
guestions that no matter how much she wanted ®,cslild not give her learners

encouraging feedback if they did nothing to desérve

Belief-strategy group pairs with high discrepancy

Even though the general trend of the relationskigvben beliefs and strategies was that
they more or less matched, there were several gaatsreceived a high number of
replies that deviated from complete agreement.tlii®most part, the discrepancy was
in the positive direction, meaning that the teastegreed with a belief but did not use
corresponding strategies to a matching extent. Mewesome pairs showed
discrepancy in the opposite direction, that ischeas gave the belief a lower rating than
the corresponding strategies.
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Belief-strategy group pairs with high positive discepancy values

The majority of the belief-strategy group pairsttBaowed high discrepancy in the
answers received a large number of positive disereyp values, that is, the teachers
agreed with a belief but did not use the correspandtrategies to a matching extent.
The most extreme examples of such pairs can belfouRigure 10. The pairs are listed
in order of most discrepancy, but the numberingcheg that found in the questionnaire
and Figure 8 in order to avoid confusion. Eachheke pairs received more than 70% of

their answers in the positive discrepancy groups.details, see Appendix 4.

The belief-strategy pair with the largest amounaimdwers among the different positive
discrepancy groups was number 3, a pair that celitea positive atmosphere in the
classroom. At first glance it would therefore apptwat while teachers agree that a
positive atmosphere is important, they do not umeesponding strategies to the same
extent. However, it needs to be noted that a pes#ttmosphere in the classroom can be
achieved through a large number of strategiesdratin no way limited to the three
which were compared with the belief. In fact, theet strategies that were compared
with this belief all focus on pair and group wofkection 6.2 discussed a number of
other strategies that also influence the atmospinetige classroom, such as the use of
humour and emphasizing that mistakes are not fedred. As such, it is difficult to say
more about the results of this pair other than thatteachers tended to give a higher
rating to the belief than to the three correspogdinategies but that it is possible they
use other strategies to create and maintain aiy®sitmosphere in the classroom.

The belief-strategy group pair related to a positititude towards the foreign language
and culture (20) received the second highest ptagenof answers in the different
positive discrepancy groups. The total amount afhsanswers was 85.7%. It is
interesting to note that this pair received no arsvin the negative discrepancy groups,
meaning that no teacher gave the belief a lowengahan the strategies. The vast
majority of the respondents therefore felt thatosifive attitude towards the foreign
language and culture was important in order tonlé¢he language, but they did not use
the three corresponding strategies to a matchitenexThis can be due to a number of
reasons, such as the fact that the lack of timmwallfor less cultural content in the

classroom than the teachers would prefer.
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The belief-strategy group that received the thirdstnanswers in the positive
discrepancy groups was number 6, related to hoeigorlanguage teaching should
encourage learners to evaluate their learning.t&l tf 83.9% of the respondents gave
this belief a higher rating than their strategy wéde only 8% of the responses were in
complete agreement, making this the pair with #est amount of total equivalence
between a belief and corresponding strategies.sSiple reason for this is that this pair
includes the strategy of learners keeping a legrdiary in class. As was discussed in
section 6.2, this strategy received a clearly lovating (1.35) than any of the other
strategies. The mean value the teachers assignédetdelief was 3.31 while the
strategies related to self-evaluation and discgssie learners’ studies with them
received the values 2.60 and 3.10, respectivelg. [ov value assigned to the strategy
related to learning diaries has therefore broughwrdthe equivalence between the

belief and the strategies.

Pair 24, related to the feeling of success, recei® fourth most answers in the
positive discrepancy groups. A total of 76.8% af thspondents rated the belief higher
than the strategies. The last strategy in thisebstrategy group is worded similarly to
several of the other feedback strategies (seeosebtR), but it stresses that learners
should be praised not only when they do well bueémvthey do well by their standards,
meaning that sometimes even poor results can he a®eositive if the learner is
showing progress. Possible reasons for the fatntbat of the respondents agreed with
the belief but did not report to use corresponditigtegies to an equal extent include a
lack of time for developing extra challenges arel féct that several of the respondents
feel that praising mere effort was not always puesiExample 29 illustrates this

perspective:

(29) Unfortunately | also cannot reward mere effeven though I'd like to
(matriculation exam!) (Teacher 80, English)

The belief-strategy group pair related to how fognelanguage learning should match
the needs of everyday life (19) received 76% ofaitswers in the positive discrepancy
groups. The belief received a relatively high meatue (3.66) and several of the
respondents stressed the importance of the neeslgepfday life in their open answers
(see section 6.1). Despite this perceived impodatie majority of the respondents did
not use corresponding strategies to a matchingnexta fact, only 10.7% of the

respondents used strategies in a way that comypletatched their belief about the
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issue. A possible explanation for this is that siribhe strategy related to teachers
adapting their teaching based on the needs of dhmérs was amongst the least
frequently used strategies, it might have broughwvrd the equivalence for those

teachers who agreed with the belief and often tisedther two strategies.
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3 A positive group atmosphere supports foreign language learning, m:

Therz iz alot pair and group work during my lessons. a3
I don’t allow my learners to do pair and group work with the same people every | g o
time. N
I allow my learners to chat with each other if it dossn’t disrupt the class.

0z

20 A positive attitude towards the foreign language and culture supports foreign language
learning.

I tell my learners about the culture, history etc. of the countries where the target language is
spolen.

I encourage my learners to be in contact with speakers of the forsipn lanmuage for example on the
Internet.

I invite native speakers to visit my class.

6 Foreign language teaching should encourage learners to evaluate their learning.
Ny learners fill in self-evaluation questionnaires during my lessons.

I talle with my learners about their studies.

Learnars keep a learning diary on my lessons.

24 The feeling of success is important in order to learn a foreign language.
I give each learner challenges that match his level.

I stress that learners aren’t competing with each other and won't be compared.
I give my learners positive feedback when they succeed well by their standards.

19 Foreign language learning should match the needs or evervday life.

I stress in my teaching how learners can use what they've learned outside school.

Thandle at lzast one of the following in my teaching: the spolen language. youth slang, dialscts,
vocabulary specific to certain fields.

I ask the learners in which situations they need the foreign language and adapt my teaching
accordingly.

T Clear learning goals are important.

I pive my learners reazons why it’s important to set geals and follow the progress of reaching
them.

I encourage my learners to set goals for themselves in the beginning of the course or semester.
I talk with my learners about whether they™ve reached their goals and how they could do it.

Figure 10. Belief-strategy group pairs with higtsipee discrepancy
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The final belief-strategy group pair that receivettdleast 70% of the answers in the
equivalence groups above zero was related to daaning goals (7). A total of 73.2%

of the respondents gave the belief a higher rdtiag the strategies, indicating that they
believed goals were important but did not use spwading strategies to a matching
extent. These results support those found by Ddoye Csizér (1998) who discovered
that goal-orientedness was perceived as importgntebchers but that strategies
supporting it were rarely implemented in practi€assible reasons for this result
include the lack of time and teachers’ lack of amass of how to promote goal-

orientedness during their lessons.

Belief-strategy group pairs with high negative disepancy values

Several of the belief-strategy group pairs showedrdpancy in the other direction, that
is, the teachers gave the belief a lower rating tinee strategies, indicating that they
used corresponding strategies even though theyndidagree with the belief to a
matching extent. While several of the pairs alredidgussed, such as pair 22 (see the
section about complete agreement) had notableegigncy in this direction, only two

pairs had the most answers in this category. Figlirghows these pairs.

The belief-strategy group pair with the largestcpatage of answers, a total of 74.1%,
in the negative discrepancy group was the paitgeléo whether aptitude is needed to
learn a foreign language (10). The majority of thachers therefore gave this belief a
lower rating than to the corresponding strategheswas discussed in section 6.1, the
belief that one needs aptitude to learn a foreaggliage ranked the lowest among all of
the beliefs, receiving the mean value of 2.65. @dreesponding strategies, however, all
received mean values that were above 3, suggdbtmtghe teachers’ belief and practice
regarding this issue did not reflect each othepa8sible explanation for the results this
belief-strategy group pair received can be founthaadditional answers discussed in
section 6.1. Several of the teachers believedaptitude could make learning foreign

languages easier or faster but that it was notnéateln other words, the teachers

generally did not agree that learning a language mgossible without aptitude but

they nevertheless used strategies that support&dday likely in order to encourage

those learners who did have it. Since a stratelgyee to hard work rather than aptitude

ranked 7th in the total list of strategies and inem@® the mean value of 3.64, it is
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possible that teachers use strategies relatedocaptitude and hard work, perhaps even

different strategies when dealing with differerdrigers.

w3
@ -27
10 B
12l | m -
| | | a1
0 % 20 % 40 % 80 % 20 % 100 % @ -1
10. One needs aptitude to learn a foreign language. |07
I praize my learners’ aptitude for languages when they succeed well by their 0.0z
standards. mo
I don’t demand more of the wealker learners than what their aptitude allows. O o3
I stress that nobody needs to feel stress if their accomplishments don’t equal o o7
those of learners with more talent in languages. @ 4
12. A teacher should be a close adult to the learner. 80
I offer to listen if my learners need support in their private matters. |
I talle with my learners sbout topics not related to school (hobbies, news ete) .
I strezs that I care about learners as people and not just about their results. B3
W7
O3

Figure 11. Belief-strategy group pairs with higlyatve discrepancy

Belief-strategy group pair 12 received a total 6546 of the answers in discrepancy
groups that indicate that the teachers gave théfbal lower rating than the
corresponding strategies. As was discussed inose@il, the belief that a teacher
should be a close adult to his or her learnersad@nong the least highly rated beliefs
but no teacher who disagreed with the belief offeam explanation for it. It was
suggested that a lack of time and fast pace learg/rteachers with little opportunities
or energy to engage with their learners. Theresaweral possible explanations for the
fact that almost half of the teachers nevertheless strategies attached to this belief
more than their rating of the belief would implyrfFexample, the wording of the belief
suggests a stronger bond between a teacher anteigahan some teachers might
prefer. Another explanation is that the respondeafisnot perceive the suggested
strategies as methods that make them close toelsabuit as part of normal interaction
with them, which is why they are used even if tleachers do not want to be

particularly close to their learners.

Remaining pairs

The rest of the pairs (4, 5, 8, 9, 11, 13, 14,18,,21) largely follow the trend that the

beliefs and strategies generally match with moghefdeviation being minor. For more
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details, see Appendix 4. Since these pair rankeatkither extreme of the spectrum nor
were they among the pairs with most agreement legtveebelief and strategies, the
current section has not discussed them individublgwever, it is nevertheless sensible
to examine pair 14 (related to parental relatigpshin more detail because its results

are different than what sections 6.1 and 6.2 haggested. This pair can be seen in

Figure 12.
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14. A good relationship with parents supports foreign language learning. E ..|
I regularly tell the parents how the learners are doing. ® o
In problem situations I consult the parents as well. o
T alzo report positive results and not just problems to the parents. § -3
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Figure 12. Belief-strategy group pair related toepéal relationships

As was discussed in sections 6.1 and 6.2, theflieliea good relationship with parents
supports foreign language learning was the seceast Ihighly rated belief and the
corresponding three strategies ranked as 61st, &¥th68th least highly rated beliefs
out of the total 69. It would therefore be sensibl@ssume that this pair would receive
a high amount of agreement between the belief badtrategies as both were near the
lowest end of the spectrum. However, as can be sedfigure 12, the belief and
practice of only 11.6% of the respondents wereomplete agreement. A total of 33.2%
of the respondents gave the belief a lower ratiag the strategies while the remaining
55.5% rated the belief higher than the stratedibsre was therefore much discrepancy
among the answers. About one third of the teacheexl the strategies related to
parental relationships more than their belief womgly. A possible explanation for
this result is that the teachers do not believeetat relationships are particularly
important but that staying in contact with the péseis one of their responsibilities
which they have to fulfil. Simultaneously, a lititever half of the teachers used these

strategies less than what the rating they gaveh¢obielief would lead to assume.
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Possible reasons for these teachers’ answers mthad they may not have had enough
time or opportunities to stay in touch with the g@gs or that there was no interest in
contact from the parents’ side.

This section has discussed the belief-strategy pgrowith the largest amount of
complete agreement between a belief and the camdspy strategies and with the
largest amount of discrepancy when the teachers tyevbelief a higher rating than the
strategies, and vice versa. The results show tiattrend with all of the pairs was
general agreement as each of the pairs receivechtist answers in the groups that
show complete agreement or only slight discrepatacyither direction. However,
several pairs showed considerably more agreemermtisarepancy than others, and
possible explanations for these differences haws loiscussed in the present section.
The implications these results have for practicedhools will be discussed in section
6.6, but first it is sensible to examine the intewwdata and what additional information
it can possibly offer about teacher beliefs andfica.

6.4 Interview data

The previous sections of the present study havenea the questionnaire data and
discovered which were the most and least highlgdra¢acher beliefs and motivational
strategies the teachers claimed to use and howthelteachers’ beliefs and practice
matched. The current section of the study will pnésthe interview data that was
gathered in order to discover if the intervieweacteers, who had not seen the
guestionnaire, would report beliefs and stratedgifferent from those included on the
list by DOrnyei (2001). The majority of the strategy mentioned by the interviewed
teachers were nearly identical to the ones disdubgeDornyei: even those that were
slightly different fell into one or more of his egpries. However, several of the
strategies suggested by Ddornyei were not impodaeftfective in the teachers’ opinion.
The current section will examine the interviewedcteers’ beliefs and strategies in the

three categories discussed in chapter 4.

As was discussed in chapter 5, a total of fourheecwas interviewed. Eija and Elina
are English teachers while Sari and Saana are Geteathers. For each teacher’s
experience and on what levels they currently tetieir language, see chapter 5.
Extracts from the interviews will be included irethnalysis below. All of the extracts

have been translated from Finnish to English. Roarmscription key, see chapter 5.
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Beliefs and strategies related to relationships andtmosphere in the classroom

As was discussed in section 6.1, the most highiydrdeliefs related to relationships
and atmosphere in the classroom concerned howkesstre a natural part of learning
and how a positive group atmosphere and the ukarabur can support the learning of
a foreign language. Beliefs that ranked towardsldeend of the spectrum included

how parental relationships support foreign langui@gening, how the classroom as a
physical space positively affects foreign langubsgening and that teachers should be
close adults to their learners. As was discusseskeation 6.2, the most highly rated

strategies in this group were strategies relatedntmouraging the use of the foreign
language without mistakes, using humour in class iamplementing pair and group

work whereas the least highly rated strategiesuded those related to parental
relationships and certain aspects of group dynaniies interviewed teachers’ opinions

largely reflected these results.

Protecting learners’ social image and creatingagstbom atmosphere where mistakes
are allowed has been discussed by Dornyei (200424186-88). As can be seen in

Example 30, Eija in particular stressed the impuantaof such an atmosphere and stated
that she aims to instruct her learners not to laatgiach other and that she never wants

to make anyone the centre of attention if he orisim®t comfortable with it:

(30) Eija: Uh... I don’t really know what else to dayt that what | have always
considered important is... | mean, the kind thatheclass that... uh... the lear-
the child should not get... the feeling that... uh...sh@hamed or embarrassed.
| mean the kind that... Of course there are... thegen@stakes but | have tried
to stress that it doesn’'t matter... that mistakes'tdomatter and that there’s
nothing to laugh about if you make mistakes.

The others were more implicit with their answensl aid not point out such specific

ways to create a comfortable atmosphere. Elina ioreed the use of humour as an
important method whereas Saana highlighted thafsignce of the teacher being in a
good mood during lessons, which has the potentididth motivate learners and to
reduce language anxiety. Both Saana and Sari egpdtat the atmosphere in their
lessons was already so free and positive that thiaseno real need to do anything more
about it. Both teachers mentioned that their leagm@ups are very small, which

possibly contributes to the relaxed atmospherentpk@ 31 shows that the atmosphere

in Saana’s class can become so comfortable tha¢skens stop feeling like work:
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(31) Saana: But... but German groups are often psstigll so... right now a
group that participated in the Abitur exams... therge four of them... the...
the lesson... teaching the lesson was that we sathisg and there and
discussed things and sometimes... | forgot that |avagork.

It has been suggested that parents should encodoagign language learning by
expressing positive attitudes towards it at homéri®ei 2001: 39-40). With the
exception of Elina who reported maintaining contadth parents by occasionally
sending them feedback about how their childrendmi@g, the interviewed teachers
approached the role of parents from a differentlaatigan the one presented in the
questionnaire and discussed how the relationshipvdes learners and parents can
support foreign language learning. As can be sedtxample 32, Sari pointed out that
whether the parents themselves know any foreigguages has an effect on whether

their children are interested in learning languagesot:

(32) Sari: Well | think that at least what | seehatme myself is that we have...
The girls are very interested in languages so... #unk they have a great
effect. Or if parents know languages it does hawvefect.

The only one who did not mention parents’ attisigd@as Eija who instead focused on
the concrete actions that parents can take to suthpor children. This is possibly the
result of Eija teaching only on the elementary sthevel when learners are young and
need more guidance than on higher levels. Exanpliduatrates Eija’s opinion of how
parents should help their children with their assignts and how ensuring that they

finish their homework is an important basis for tievelopment of learning strategies:

(33) Eija: Let's say especially... especially the Bnoames... so that... uh...

parents have to be there because well... uh... wheireygetting started at
these... starting to create learning strategies.. wedk.. no... no... The child

doesn’'t understand that if you give that as ho -atwie's given as homework
that he has to write...

There were some strategies related to relationgtndsatmosphere in the classroom that
the teachers did not agree on. Two of the most rtapb examples are the physical
appearance of the foreign language classroom angd beclose adult in their learners’
lives, both of which were ranked towards the lowd ef the spectrum by the teachers
who filled in the questionnaire. Eija reported titeysical elements of the classroom as
relatively unimportant because she had experiende t®aching in widely varying
settings, even in the hallway of a school, andetoee did not consider the physical

context a relevant issue. This approach is illtsttan Example 34:
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(34) Eijja: Yeah... | don't... The classroom setting lably isn't terribly...
terribly important... | mean... it is it is the sociside that is probably more
influential considering that I've taught almost guehere. Like sometimes...
sometimes in the beginning in the school’s hallway.

Two of the other teachers, however, placed som@iitapce on the atmosphere crated
by the classroom setting. Saana thought the clessdi of the room had an effect on
how learners are able to work. According to Elitig general physical atmosphere of
the classroom influences learning. Example 35 shoovg she explained that her own
classroom is not very inspiring due to the smalkesand plain décor. Sari made no

mention of the physical classroom context.

(35) Elina: Uh... it does have an effect... for examppig class... this is very
this kind of kind of like small and plain... | meanthis doesn't... like... this is
not like suddenly so inspiring... like as a room.

A close relationship with the learners was a furilement that was seen differently by
the teachers. Perhaps surprisingly, Eija, who tadigidren on elementary school level,
was the most negative towards closeness with laenées. Example 36 illustrates her
opinion of how a teacher cannot be too close tddeners because it will diminish his
or her authority. As was discussed in section Bohe of the teachers who gave a low
rating to the belief that a teacher should be clodas or her learners elaborated on this
issue. It is possible that for at least some ofrththe reason for the low rating is the
same concern mentioned by Eija. On the other haindeds to be noted that Eija was a
travelling teacher who did not stay at any of thleo®ls outside her lessons, so it might

have been difficult for her to grow close with hearners.

(36) Eija: That | a- | know... when | was youngerrihguring the first years |
realised that if if... well... the learners become...elitoo close or that
learners... like... know me too well... know my busines&ind of too much
about me then in the kind of situation when | sddeg the one who... keeps the
group together... well... it doesn’t work anymore.

The other three teachers, however, reported ckls¢éianships with their learners and
expressed willingness to assist them with pers@nablems outside the context of

foreign language teaching. Sari’'s perspective és@nted in Example 37:

(37) Sari: Yes pretty well... we're pretty close. \an't really... tell
all our personal matters of course but we canftalidy about all...
things.
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Apart from these issues, the interviewed teach&andt go into detail about any of
their beliefs or strategies related to relationstapd atmosphere in the classroom. The
examples discussed mainly support the results efgilrestionnaire analysis as both
highlight the importance of a positive atmosphereere learners are not afraid of
making mistakes. Some of the answers provided byirtterviewed teachers can also
explain the results found in the questionnaire ,dsti@h as why some teachers do not
want to develop a close bond with their learnetge Tact that the interviewed teachers
did not mention their own interaction with parehtg rather focused on the relationship
between learners and parents supports the findlisgsissed in the previous sections,
that is, teachers are generally not strongly carexemith their relationship with their

learners’ parents.

Beliefs and strategies related to motivating teachg methods and materials

As was discussed in section 6.1, the most hightgdraeacher beliefs related to
motivating teaching methods and materials were timsconcerned a positive attitude
towards the target language culture, teacher emmasand using audio and video
materials as part of teaching. The least highlgddielief in this category focused on
teachers having to develop extra material to cometd the textbook. As was found in
section 6.2, the most highly rated motivationaatggies in this group consist of ones
enhancing instrumental and integrative motivatidmereas the lowest rated strategies
concerned adapting teaching to meet the needsaafdes and developing and using

extra material.

The importance of familiarizing learners with tleeget language culture and teaching
them open-minded attitudes about cultural diffeesnwas a strategy mentioned by all
four teachers to some extent. Eija in particulamfb it important to discuss not only

cultural but also ethnic differences with her leasmand expressed open enthusiasm
towards incorporating culture into her lessons. seheentiments are expressed in

Example 38:

(38) Eija: And then that I... I'm very happy to... tke& a lot in books too but
I'm very happy to well... talk and tell learners ab@ome customs in foreign
countries and especially that | want to stress.thabw to... | mean different
things the kind of things that are different tharkFinland... | mean what kind of
attitude to have towards them. [omitted] And anehtfor example my favourite



82

topic is that uh... I mean... why why some people drdifferent colour than
others.

Elina preferred to discuss culture through the measkexperiences she and her learners
have had while Saana’s method was using extra rakatsuch as videos, to introduce
the foreign culture to her learners. Both Eija &ahna also mentioned bringing their
learners to contact with either native speakerf®@ign learners of the same language.
The only one who mentioned no particular strategg Wari who reported that culture is
implemented in textbooks but that she does notngthang additional to highlight it, as
can be seen in Example 39:

(39) Sari: Well we have some things related toucalin the textbooks so it kind
of comes on the side and we don't deal with it gjmadly in any way.

Connecting learners’ own experiences related tddheign language with the teaching
was one of the methods discussed by Elina. Exadipldescribes how she allows her
learners to share their own experiences, photos adher material they may have

acquired during trips abroad:

(40) Elina: Well... yes just like what | just mentexhthat... that if a learner has
been abroad then she can tell about those thinds.asnd well if there are
photos she can show the photos.

This method corresponds with Dornyei’'s (2001: 62-63ggestion of making teaching
material relevant to learners and is a strategydbald be sorted into any of the three
categories suggested in chapter 4. Not only dosisatv learners that knowing foreign
languages is useful for them in their every dagdivbut it can be used to create a more
relaxed and welcoming classroom atmosphere. It ptemotes learner autonomy by
allowing learners to actively contribute to the o of the lessons. A similar strategy
was presented by Eija who led projects in whichlearners exchanged messages with
peers in other European countries, allowing learrter feel autonomous, use their
language skills in real and relevant context angb ahtroducing them to foreign

cultures.

The interviewed teachers’ responses regardingumsntal values differed somewhat
from the results of the questionnaire analysis. l&Vlihe interviewed teachers did
mention the needs of the real world, stressinguns¢ntal values in class was not seen

as particularly important. Three of the four teasheeported not discussing or
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highlighting the instrumental values of learninfpeeign language from the perspective
of future studies or work with their learners inegt detail or at all. Eija did not
explicitly mention instrumental values during th&erview and instead focused on
culture and discipline, perhaps due to the fact @ik of her learners were small
children. For Sari the importance of foreign langes for her learners’ future meant
every day situations or travelling abroad. As carseen in Example 41, work life was
not discussed in her lessons at all because heelsadid not yet know what they want

from their future:

(41) Interviewer: And does work life come up in angly for example on the
courses on the upper secondary school level?

Sari: We haven'’t covered that in any way so... They'dyet know what they
will become.

Elina reported discussing the different situatitimst require English with her learners
every now and then but mentioned that her learseesn to be aware of such issues,
indicating that there is no real need for her tpliexly stress them. As seen in Example
42, Saana stated that instrumental values are soa®ettovered in her lessons but

mostly in the beginning when a new group is stgrtmmlearn German:

(42) Saana: Well... it doesn'’t get like... it doesiiRel... get covered all the time
but sometimes there are that kind of discussiodsf@anexample... for example
when the group starts it as a new language thetlymoshat why it's important
to learn German. And why it's good you've chosemrn.

The lack of using strategies to enhance instrunhentdivation may indicate several
things. It could be that the learners are not @std in discussing the importance of
foreign languages for their future, or the teachmay not see it as a relevant topic to
cover. It is also possible that there is not aisigffit amount of time to cover such topics
in addition to all the other work, especially siraleteachers considered promoting the
target language culture as highly important. Thechers may also see the needs of
everyday life as the only or the most importantrumeental goal, leaving less time for
emphasizing the significance of foreign languagesfthe perspective of future studies
and work. However, based on the answers the temgiterided, it is impossible to

reach a conclusive explanation for the lack ofrinsiental strategies.

The interviewed teachers reported using extra natier complement the textbook to
varying degrees. According to Eija, there is ugusdl little time that she does not have

many opportunities to use material outside thebtmoit. She also pointed out that
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textbooks have improved and become more comprerenser the years, that is, they
now offer so many extra activities and materiak ihis not necessary for teachers to
develop their own. Similar sentiments were expmrdsg Elina who said that even
though she uses extra material, such as videofnglseonline and travel brochures, the
extent depends on the textbook as some books witee than others. Example 43

illustrates this position:

(43) Elina: And it does depend on the book too.th#hat for example we have
new books for 7th and 8th graders. Well those bdwake like all kinds of good
and modern material in themselves so you don’t seethuch. But the book for
9th graders... well... it's last... like in use for thest time... that kind of old
book series. I've taken quite a lot to it too besmau. it's a little outdated.

Sari reported to use the Internet in her teachimyjeanphasized that if the learners have
a topic that interests them, it can be incorporateéa the German lessons. As can be
seen in Example 44, Saana explicitly stated thatektbook is the basis for her lessons
but that she tries to find extra material, suchshsrt films, to complement it. She

further emphasized that teaching should be integesind not focus on one topic, such

as grammar, for too long.

(44) Saana: That... that there is well short filmsgl @md a lot of music and...
well... 1 well try to organize all sorts of things mending on the possibilities.
[omitted] That the textbook is kind of a basis avalthen try to broaden it.

The results of the interviews concerning motivatiegching methods and materials
largely reflect those found in sections 6.1 and Bt most significant differences were
that the interviewed teachers focused less onntipeitance of instrumental motivation
than the teachers who provided the questionnaite lola were more positive towards
finding and developing extra material to complentbettextbook. However, it needs to
be noted that in the questionnaire data audio @whlvmaterial was a separate strategy
from other extra materials whereas in the intergighe teachers saw them as one,

which may have made their stance appear more p@sitan it truly is.

Beliefs and strategies related to supporting learmeautonomy

As was discussed in section 6.1, the most highigdrdeliefs related to supporting
learner autonomy concerned the feeling of sucdlsstransparency of grades and the
importance of concrete learning goals. The leagtliirated beliefs, on the other hand,

focused on learners having to know why they areiired to do certain tasks and the
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possibilities for independent work and decisionsct®n 6.2 showed that the most
highly rated strategies in this category were oftesising on the transparency of
grading and on positive feedback while the straegiith the lowest ratings concerned
learning diaries and the ability to choose betwtssks and to discuss their purpose

with the teacher.

The feeling of success and how it can enhance ataiiv was discussed by Elina who
stressed that motivation stems from the feelinggswicess. In her experience, some
learners start to lose their focus and no longerkwaard enough when learning a
foreign language becomes more demanding, whicls leatbsser accomplishments and
therefore less motivation. Example 45 illustratiess tstance and how she sometimes
finds it difficult to keep providing her learnerstivexperiences of success. Her method
of ensuring that even weaker learners get to expeg success was to incorporate small
exams, such as vocabulary tests, that do not eedhe learners to know the entire
material they have covered in class. That way, ebhese learners who are behind

others can focus on the material at hand and sdccee

(45) Eija: And then that those who do less homewordr not at all then it's
clear that their motivation suffers... well that nvatiion requires that they have
experiences of success. And that if if you're b time... if you understand
what is being covered worse and worse all the tamd you don’t do your
homework and get worse grades then of course yaiivation suffers. And
then that how you enhance it is like it means @i should like create e-
experiences of success and that's sometimes lgkedibly difficult.

Similar sentiments were reported by Sari who shat motivation is born on its own
when learners realise that they are learning theigo language. As Example 46 shows,
she further emphasized that motivation stems frathimnvlearners and that she does not
have to do much as a teacher:

(46) Sari: Well maybe that motivation is born whawu start to learn... you
begin to... like realise that... you learn somethinthihk it's born on its own, |
don’t have to perform any hocus pocus tricks.

While the feeling of success was not explicitly tn@med by Elina, she touched on the
issue implicitly. According to her, good grades aocenetimes not enough to motivate
and motivation needs to be born in the moment, siscivhen learners receive stickers
as rewards or when the teacher praises the whads ébr doing their homework well.
Saana, on the other hand, made no mention of tbkndeof success during the

interview.
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A further strategy to increase learner autonomy ttheteachers mentioned was guiding
them to plan and take responsibility for their dearning. The only teacher who placed
no importance on these strategies was Eija whoaeygd that learner autonomy is not
very relevant for the small children she teachdse ®other three teachers, however,
agreed that learner autonomy is very important #nad its importance increases as
learners grow older. Sari described how she allogrdearners to influence the amount
of homework on her courses depending on the amolumiork they have on other

courses so that the workload will not grow too heas is shown in Example 47, Elina
stressed the importance of discussing goals witHdaners and then reviewing their
work at the end of the course to see if their goedse reached. In addition, she
mentioned how textbooks often include sections thelp learners evaluate their

learning.

(47) Elina: Mm.... There has to be some of it weltdngse if everything comes
from the teacher’s direction... well well it doeswbrk these days. Well like
some textbooks include evaluating your own learmingd... other stuff like that
that | have tried to do with them like goals in theginning of autumn and then
looked at some point how they have like... fulfilled.

Such methods were also used in Saana’s lessonshbuhad also prepared online
instructions for her learners so that they cannleapre about how to best approach

certain task types, such as texts. These sentiraemibustrated in Example 48:

(48) Saana: Well. So... So that way | try to guidenthtowards that and we
have that Optima learning environment in use andeuthe course | have all
kinds of tips about how to for example texts... yan study texts by yourself
and th — that sort of real instructions.

An additional strategy that all four teachers répadusing to some extent was versatile
types of feedback and not relying only on finaldgs to tell learners how they are
progressing. Sari thought that grades do not tetything and could be complemented
by oral feedback the learners could get in writihthey wanted to and proposed that
maybe grades are not even necessary for electhjectsi such as German. However,
she also pointed out that grades are an easy wayalaate learners and that they are
part of the set system at school. Eija considergdad that small children are given a
descriptive evaluation rather than a grade becslisg¢hought giving them grades after
only a short time of learning English might havdeanotivating effect. As is shown in

Example 49, Elina mentioned the importance of mstaedback during lessons, such as
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making positive comments when learners give theecbranswer and drawing smiley

faces or other positive feedback on written assggmsi

(49) Elina: Mm. Well at least in class you kind otamment on some answer
or action that... very very great or good or wellfigd out... some kind of
instant feedback like this important.

As can be seen in Example 50, Saana liked to hawedividual talk with each learner
at the end of the course and give everyone feedbadkeir work. At the end of the
interview, she listed face to face conversationd lgstening to her learners’ thoughts

and opinions as the most effective motivationaltstyy she uses.

(50) Interviewer: Mm. And what do you think are thest effective ways to
motivate those students who may not be that irtesslen learning a foreign
language?

Saana: Well at least one on one conversationdsvgky that... very... well you
take the learner calmly and face him and well..efidb his thoughts and so
on... so often I've noticed that when you talk fdite while and... and
encourage then it may be a great help.

This section of the present study has examinethteeview data and partly compared it
with the questionnaire data in order to discoveditamhal elements and possible
explanations for some of the results discussedhm previous sections. It was
discovered that the interviewed teachers’ belief$ strategies generally matched those
of the teachers who filled in the questionnairethat certain factors, such as the age of
the learners, had an effect on what the teachersidered important and what methods
they used. The following section will attempt tesabver additional differences by
examining both the questionnaire and interview damal comparing English and

German teachers’ answers.

6.5 A comparison of English and German teachers

The previous sections of the present study haveusis®d the most and least highly
rated beliefs and motivational strategies, thetimiahip between beliefs and practice
and discussed related interview data. All of thas bbeen done by analysing all of the
respondents as one group. The current section exgdlmine English and German
teachers as two separate groups and attempt tovdispossible differences between
the groups. First there will be an attempt to finthere were any significant differences
in the ratings English and German teachers gavketdeliefs and the strategies, after
which the relationships between beliefs and straseguill be examined. Finally,
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additional conclusions will be drawn from the answi the open questions and the

interview data.

The hypothesis was that there might be some diftea®in how teachers of English and
German agreed on the various beliefs and espedialy they reported to use the
different motivational strategies in practice. Tieason for this was that English and
German have a different status in Finnish schdeiglish is for the majority of the
learners their first foreign language whereas Garisaan elective subject and when
chosen, often the third or later foreign languagethe students who completed their
upper secondary education in 2011, everyone stuflieglish whereas 24.8% studied
German (Statistics Finland, 2011). In other worntscan be stated that generally
everyone studies English whereas German is a guthjat needs to be chosen and
therefore competes with other elective subjecte Ofnthe questions the present study
aimed to answer was whether there are any diffeseircthe beliefs and used strategies
of English and German teachers, possibly because#eteachers either felt more or

less need to motivate their learners.

The mean values the English and German teachess tgathe different beliefs and
strategies are shown in Figures 13, 14 15 and #i6Tables 10, 11, 12 and 13. The
tables show the mean values the English teachdisgiad the German teachers (GT)
gave to the beliefs and strategies and the startkaridtion (SD) for each value. The
strategies have been sorted into three differgatrés and tables based on the categories
suggested in chapter 4 and the analysis discussesdtion 6.2. As there are no
significant differences between the mean valuesptider of most and least highly rated
beliefs and strategies is almost exactly the sasneas discussed in sections 6.1 and
6.2. As such, it is not necessary to examine whliefs and strategies were given the
most and least highest ratings by English and Gerteachers. The analysis in this
section will instead focus on examining the fewesashen there were some differences
and attempting to explain why the answers were rgélgeso alike. The numbering in

the figures and tables matches that found in sesol and 6.2.

Most and least highly rated teacher beliefs

As can be seen in Figure 13 and Table 10, there m@ssignificant differences between
English and German teachers’ beliefs. When thenme w#ferences, they were usually
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the result of English teachers agreeing with aebslightly more than German teachers,
such as with beliefs 8 and 9. The only beliefs thate rated slightly higher by German

teachers were beliefs 1, 6, 21 and 23. It needsetaoted that the mean values have
been rounded off in the table whereas the figuselde®en drawn with the exact values,
which explains why there are some discrepanciesdsst them. For example, belief 1

was rated slightly higher by the German teachersaa be seen in Figure 13, but due to
rounding off, the values appear the same in thie tab

The beliefs that were rated slightly higher by therman teachers related to how a
positive attitude towards the foreign language aunlure supports foreign language
learning (1), that one has to work hard to leaffioraign language (6), that a teacher
should develop extra material to complement th&éteok (21) and that it is possible to
make every learner excited about foreign langudd8s As the differences between
English and German teachers were not significaartjqularly in case of belief 1, it is
possible that these differences are merely duectoreidence. In some cases, however,
it is possible to offer potential explanations floe results. It is possible that the German
teachers saw their language as more difficult th@nEnglish teachers did and that the
German teachers feel a stronger need to develapaive material, particularly when
discussing cultural elements since the German-spgagountries are usually less
present in the learners’ lives than English-spegkimuntries. However, due to the small
differences in the teachers’ ratings and the faat the answers to the open questions
offered no explanations for these issues, it isossfble to determine whether these

differences mean something or are only coincidences
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Figure 13. A comparison of English and German teegtbeliefs
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Table 10A comparison of English and German teachers’ kelief

Teacher belief ET |SD | GT | sSD
1 | A positive attitude towards the foreign languagd culture 3.94| 24| 394 .24
supports foreign language learning.

2 | Mistakes are a natural part of learning. 395 ,[23.86| .40
3 | A positive group atmosphere supports foreign laigg 3.86| .35 | 3.80 .40
learning.

4 | Ateacher should be enthusiastic about the forkeigguage he| 3.83| .38 | 3.82 .43
or she teaches.
5 | The feeling of success is important in ordeetrth a foreign | 3.81| .39 | 3.78§ .46
language.
6 | One hast to work hard to learn a foreign language 3.73| 48| 3.8 .40
7 | Audio and visual material (photos, music etcppsrt foreign | 3.78| .45 | 3.68 .58
language learning.
8 | Learners need to know what criteria the teaches when 3.76| .43 | 3.6 .55
giving them grades.
9 | Ateacher should be interested in the progresssafr her 3.78| .42 | 3.58 .64

learners.
10 | Foreign language learning should match the needsery day| 3.67| .47 | 3.6 .51
life.
11 | Humour supports foreign language learning. 3.7 | 3.56| .67
12 | Clear learning goals are important. 3|63 .48 43.%4
13| In addition to teaching, it is a teacher’s regoility to 3.62| .60 | 3.52 .64

motivate learners to learn a foreign language.
14 | Feedback should be encouraging. .63 |57 B.50 |.6
15| Teaching should guide the learners to use diftdearning 3.63| 51| 3.36 .74

W

strategies.

16 | Learners should know why they are learning aifor 3.46| .64 | 3.3§ .63
language

17 | The classroom should be a space that suppoeigiio 3.48| .61 | 3.20 .72
language learning.

18 | Foreign language teaching should encouragedeato 3.35| .67 | 3.28 .72
evaluate their learning

19 | Learners should know why they have to do eaehcise. 3.14 71| 3.1Dp .74

20| The opportunity for independent work and actapports 3.21| .62 | 294 .70
foreign language learning.
21| Ateacher should develop extra material to cemgeint the 297| .87 | 3.18 .65

textbook.

22 | Ateacher should be a close adult to the learner 294| 73| 2.72 .78

23| Itis possible to make every learner excitecuabareign 2.67| .87 | 2.80 .85
languages.

24| A good relationship with parents supports fandanguage 281 81| 254 .96
learning.

25| One needs aptitude to learn a foreign language. 273 72| 254 .70

There are several possible explanations that cptaiexwhy the differences between
the two groups of teachers were so small. One Ipiissiis that during their

pedagogical studies, the teachers have approadretyf language learning and
teaching from a general perspective rather thaosiog on the specific language they
would teach. As the majority of the research omifpr language learning motivation is
written in English and concerns English as a seannidreign language, it is possible
that teachers of German simply adapt that reseataltheir own use. A further issue to
be raised is whether motivating learners to leangligh is significantly different from
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motivating them to learn German. The content, [aglcultural themes, may vary, but
the core motivational methods should remain morkess the same. In fact, Dérnyei’s
(2001) list of motivational strategies does notcsyeany particular language but rather

keeps referring to learners’ second and foreigguage in general.

A further possible explanation for the nearly ideat results is that several of the
teachers who filled in the questionnaire might heaegght both English and German or
either of them and one or more additional langudge. teachers were asked to fill in
their answers based on which language they haghtamore within the past year, but
it is likely that those teachers who teach bothlishgand German have largely the same
beliefs about both and use the same teaching metlegdrdless of which language they
are teaching. As such, even if a respondent rephootdde a German teacher, his or her

beliefs and methods might have been influencedrgligh or possibly other languages.

Finally, it is possible that the teachers do n@& st the needs to motivate learners to
learn English are significantly different from thmeeds to motivate them to learn
German. Such issues were mentioned both in theeaagw the open questions and the

interview data, and they will be looked at in mdegail later in the present section.

Most and least highly rated motivational strategies

As was the case with the beliefs, the ratings thgliEh and German teachers gave to
the different motivational strategies showed naisicant differences between the two
groups. The results will nevertheless be presemédbree tables based on the groups
discussed in chapter 4. The first group consiststrategies related to relationships and
atmosphere in the classroom while the second coscrategies related to motivating
teaching methods and materials. The third groupudes on strategies related to

supporting learner autonomy.
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Figure 14. A comparison of English and German teeghratings for strategies related to
relationships and atmosphere in the classroom

Table 11. A comparison of English and German teathatings for strategies related to
relationships and atmosphere in the classroom

Motivational strategy ET SD | GT SD

1 | encourage learners to use the foreign langudiut fearing| 3.76 46 | 3.80 .40
mistakes.

2 | stress that communication is more importaanthorrectness 3.68 .56 | 3.80 40
in every day life.

3 | allow learners to use humour. 3.75 47  3.72 53

4 There is much pair and group work during my lesso 3.73 44| 3.58 .53

5 | stress that even people who speak the foreigguage as theifr 3.56 .61 | 3.56 .57
mother tongue make mistakes.

6 I use humour in my teaching. 3.54 .69 3.4D 57

7 | offer to give extra help to those who need it. 3.56 .64 | 3.32 .65

8 | joke with my learners. 3.33 73| 3.24 .76

9 | try to make the interior of the classroom mooenfortable. 3.30 87| 3.12 .91

10 | stress that | care about learners as peopl@at just about 3.24 75| 3.14 72
their results.

11 | talk with my learners about topics not relat@dchool 3.17 77| 3.18 .68
(hobbies, news etc.)

12 I showcase projects made by learners in trssidam. 3.27 .95 3.04 .98

13 | tell my learners that their progress is intaot to me. 3.16 .67 3.06 73

14 | offer to listen if my learners need suppartheir private life. 3.13 .85 2.98 .81

15 | allow my learners to chat with each othet doesn’t disrupt | 2.81 81| 2.72 .78
the class.

16 | don't allow my learners to do pair and graugrk with the 2.73 .86 | 2.70 73
same people every time.

17 | also report positive results and not justpems to the parents. 2.71 98 2.4»p 1/06

18 In problem situations | consult the parentael. 241 94| 2.16 .97

19 | regularly tell the parents how learners avmgl. 2.37 96| 2.04 .96

As can be seen in Figure 14, there were no sigmifidifferences in how the two groups

of teachers rated the different strategies conogrrelationships and atmosphere in the

classroom. Whenever there were differences, thepllysresulted from the English

teachers having given the strategy a slightly highéng. The only exceptions in this

group are strategies 1 and 2, which relate to eaging users to use the foreign

language without mistakes (1) and stressing theoitapce of communication over
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correctness (2). It must be noted that the numgenirthe figure matches that of Figure
5 and Table 7 in section 6.2, not the questionn#esewas the case with the ratings
given to the beliefs, it is impossible to determivigether these differences result from a

coincidence or mean something.

It is, however, interesting to note the ratingsegivo strategies 17, 18 and 19, which all
related to the relationship between teachers ameéntm The English teachers
consistently gave these strategies a slightly higatng than the German teachers. A
possible explanation for this result is that leagnEnglish is usually started earlier then
German. As was discussed in section 6.1, the relgods felt that the older the learners
are, the less significance the relationship betweanhers and parents becomes. Since
most learners studying German choose the languagbeolower secondary level or

later, it is possible that German teachers fesl te®d to maintain contact with parents.

As can be seen in Figure 15, the ratings the Bmglisd German teachers gave to
strategies related to motivating teaching methodksraaterials followed the same trend
as the previous two figures, though this time ibraa be argued that the English
teachers gave a slightly higher rating to mosth&f strategies. The ratings the two
groups gave to the strategies are closer to edwtr.othe German teachers gave a
slightly higher rating to strategies 4, 8, 15, 18,and 18, though in the case of the latter
two, the difference can barely be noted. In comtthg English teachers gave a slightly
higher rating to several of the other strategieth wirategies 7, 9 and 10 being the

clearest examples.
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Figure 15. A comparison of English and German teeglnatings for strategies related to
motivating teaching methods and materials
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Table 12. A comparison of English and German temthatings for strategies related to
motivating teaching methods and materials

Motivational strategy ET SD | GT SD
1 | Itell learners of what use the foreign languaijebe to them 3.65| .51 | 3.64| .57
generally in life (travelling, foreign books etc.).
2 | Itell my learners of what use the foreign laauge will be to them in| .3.59| .61 | 3.58| .57
the working life.
3 | Itell my learners about the culture, histony. eff the countries 359 | .61 | 3.53| .64
where the target language is spoken.
4 | Iliven up my teaching with my own experiendaattrelate to the 3.49 | .73 | 3.62| .63
foreign language.
5 | Itell my learners of what use the foreign |laage will be to them in| 3.56 | .64 | 3.48| .7(
their future studies.
6 | I stress in my teaching how learners can usd thieg've learned 3.48 | .64 | 3.50| .61
outside school.
7 | I'handle at least one of the following in mydieiag: the spoken 3.38 | .65 | 3.20| .82
language, youth slang, dialects, vocabulary spetifcertain fields
8 | Istressin class what areas of the foreigndagg (poetry, travelling 3.19 | .87 | 3.30| .75
etc.) interest me.

9 | luse video material in my teaching (movies, Yobe etc.) 3.29] .76] 3.16 .78
10 | | bring foreign magazines etc. to class for therless to read. 330 .87 3.10 .90
11| | use music in my teaching. 3.24 | .75 | 3.16| .67

12 | | encourage my learners to be in contact with spesaéaf the foreign| 3.16 | .78 | 3.12| .86
language for example on the Internet.

13| I tell my learners why | want to teach the forelgnguage. 3.10 .83 3.08 91
14 | | use images in my teaching. 3.11 | .86 | 3.10| .7(
15 | | develop some of the material for my teaching rifyse 289 | .93 | 3.08| .77
16 | | invite native speakers to visit my class. 2.62 031} 2.88 | .89
17 | 1 use material from, for example, magazines in eaching. 252 89| 258 .75

18 | In my lessons, | use tasks from different textbabkisey are better | 2.48 | 1.04| 2.52| .78
than those of the course book.
19 | | ask learners in which situations they needdheign language and 2.46 | .83 | 2.36| .71
adapt my teaching accordingly.

Out of the strategies the German teachers gavgtdlglhigher rating than the English
teachers, numbers 4 and 8 relate to teacher eaimisand numbers 15 and 16 to
teachers having to develop some of their matehalmselves and inviting native
speakers to class. As was discussed earlier ipriment section, the German teachers
gave a slightly higher rating to the belief thaddieers should develop extra material to
complement the textbook. It is sensible that theuld also give a slightly higher rating
to the corresponding strategy. While these diffeesrcan be due coincidences, it is also
possible that the German teachers feel a sligitbnger need to emphasize their own
interest in the language and culture and to highligem with additional material as the
German language and culture are not as familiamést learners in Finland as the

language and culture of English-speaking countries.

The strategies that were rated slightly higherh®y English teachers relate to handling

dialects or special vocabulary in class (7), usumdeo material (9) and bringing
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magazines etc. material in class for learners ad (&0). Once again the reason behind
these results may be a coincidence, but it is @dssible to offer explanations for them,
particularly in the case of the latter two. Englshaterial is more widely available both
online and in real life, so it may be easier fogksh teachers to find videos, magazines
and other materials to supplement their teachigs Torresponds with the fact that the
German teachers gave a slightly higher rating éodtinategy of developing their own
material, which could be because German materi@tsivailable to the same extent as

English material.

The last strategy group consisted of strategiegaelto supporting learner autonomy.
Figure 16 shows these strategies and the ratirgEniglish and German teachers gave
them. The English teachers gave the majority ofstingtegies a higher rating than the
German teachers, and this time the difference waasionally clearer, such as with
strategy 27, which received the mean value 2.8 fiteenEnglish teachers and 2.5 from
the German teachers. The only strategies thatvedtea higher rating from the German

teachers were numbers 19 and 30.
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Figure 16. A comparison of English and German teeglmatings for strategies supporting
learner autonomy

Table 13. A comparison of English and German teathatings for strategies supporting
learner autonomy

Motivational strategy ET SD | GT | SD
1 | Itell learners what | take into account wheive them grades. 381 .39 366 .51
2 | | praise my learners’ hard work when they sudogell by their 3.65 | 57| 3.64 .59
standards.

3 | I give my learners positive feedback when theyceed well by 3.62 | .58 | 3.58 .49
their standards.
4 | | praise my learners’ aptitude for languages wthey succeed 3.60 | 63| 3.52 .64
well by their standards.
5 | I give reasons for the grades | give to my leessn 3.48 | .64| 3.40 .69
6 | | encourage my learners to always try a littteren 3.43 | .68] 3.28 .60
7 | I stress that nobody needs to feel stressiif #oeomplishments 341 .70 3.48 .84
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don’t equal those of learners with more talentimguages.
8 | I stress that with hard work and the right stg&s, anyone can 332 | 69| 3.24 .59
learn a foreign language.
9 | I also give feedback about progress and notlesend product. 3.3 .69 3.22 .67
10 | I stress in my feedback what the learner camangust whathe | 3.30 | .66 | 3.22 .50
still has to learn.
11 | | stress that learners aren’t competing witthestber and won't beg 3.30 | .78 | 3.12 .71

compared.

12 | I stress in my feedback how my learners coularave their 3.29 | 63| 3.16 .64
results.

13 | | encourage talented learners by, for examp&gthem extra 3.27 | 65| 3.1 .58
challenges.

14 | | don’'t demand more of the weaker learners thaat their talent | 3.27 | .69 | 3.1 .70
allows.

15| | use teaching methods that encourage the wdifferent learning | 3.27 | .69 | 3.12 .55
strategies.

16 | | talk with my learners about their grades. 3.2578 | 2.98| .81

17 | | talk with my learners about their studies. 13.2 .72 | 2.94] .73

18 | I allow my learners to question the purpose ofakercises | give | 3.11 | .67 | 3.0§ .73
them.

19 | I try to help my learners to find the learning gies that best 3.05 | 82| 3.08 .72
work for them.
20 | | encourage my learners to set goals for tharaseh the 311 | 72| 2.8 .82
beginning of the course or semester.

21 | |tell my learners of what use learning strageguill be to them. 3.08/ .80 282 .79
22 | When doing projects, my learners can choose theenband how | 2.95 | .81 | 2.72 .83
to realise them.

23 | | give my learners reasons why it's important togggals and 294 | 75| 270 .81
follow the progress of reaching them.

24 | | give each learner challenges that match his level 284 | 65| 2.80 .69

25 | | tell my learners what the purpose of each task is 284 | 80| 2.74 .87

26 | | talk with my learners about whether they've restttheir goals | 2.83 | .77 | 2.70 .75
and how they could do it.
27 | When doing projects, my learners can choose the thpmselves.| 2.84| .86 2.52 .81

28 | My learners fill in self-evaluation questionresrduring my 2.67 | .87 | 2.56 .88
lessons.

29 | The purposes of different tasks are discussed iclass. 271 76| 2.4p .72

30 | I allow my learners to choose between tasks hagdtia same 249 | 91| 2.66 .68
topic.

31| Learners keep a learning diary on my lessons. 351 .62 | 1.36] .48

The two strategies that were rated slightly highgrthe German teachers relate to
helping learners find learning strategies that lvestk for them (19) and allowing
learners to choose between tasks that handle the &#pic (30). There is little about
these two strategies that make them more likelypbeoused in German teaching.
Considering that strategy 19 was rated only banafer by the German teachers, it is
probable that the result is due to a coincidenspe@ally since familiarizing learners
with learning strategies is a method that can bEdus any class regardless of the
subject. The fact that the strategy related tonailg learners some freedom of choice
with the tasks could result from an elective subjeaving a slower pace and less
pressure to cover as much material as possiblehwdume German teachers might use
as a chance to be more creative. However, thisaagfibn does not correspond with the
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fact that several strategies related to allowiragriers the opportunity for choice were

rated higher by the English teachers.

As can be seen in Figure 16, the majority of thategies supporting learner autonomy
received a slightly higher rating from the Englislachers. This is particularly notable

for strategies 7, 17, 20, 21, 22, 23, 27 and 29. @uhese strategies, 17, 20, 21, 23
relate to discussing learners’ studies with theoglgyand learning strategies. The fact
that one of the motivational strategies relateteawning strategies was rated higher by
the German and another by the English teachersestgythat the result stems from a
coincidence. Strategy 7 relates to stressing hawézs will not be compared with each

other while strategies 22 and 27 relate to allowlegrners the choice of topic and

content when doing projects. The fact that these dikategies received a higher rating
from the English teachers than from the Germanhiacclashes with how the strategy
of allowing learners to choose between differesksawvas rated higher by the German
teachers. It is therefore difficult to draw any clusions about the freedom of choice in

class based on these results.

Relationship between beliefs and strategies

Figure 17 shows how well the English and Germarhes’ beliefs and strategies
matched. The numbering in the figure matches tbhahd in Figure 8. Each belief-
strategy group pair is represented by two bars lnthvthe lower shows the English
teachers’ results while the upper represents then&@we teachers. What needs to be
noted about the figure is that while it shows tleecpntages for both groups of teachers,
the groups did not have a matching number of redgats. A total of 63 English
teachers and 49 German teachers filled in the iquestire. In other words, even if the
two groups received the same percentage of answergertain equivalence group, it
does not mean that the same number of English arth& teachers placed their
answer in that group. The figure therefore showly dime two groups’ answers in

relation to one another.

As can be seen in the figure, the two groups’ kelkend strategies followed the same
trends with only slight differences. For the mosattpthe English and German teachers’
beliefs and strategies therefore matched, thouglergdy the English teachers’ beliefs

and practice showed complete equivalence (valgee&n) more often than the German
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teachers’. This was particularly the case for pdiend 8 which show that the English
teachers’ beliefs about audio and visual matedalahd learning strategies (8) were
supported by corresponding strategies to a largeene than the German teachers’

beliefs about the same issues.
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Figure 17. A comparison of English and German teegitbeliefs and strategies

There were also differences that show that occaljoone group had given a lower

rating to the belief than to the corresponding tegi@s or vice versa, but these
differences usually resulted from only a handfulkedchers’ ratings and can therefore
not be labelled significant. In a few cases oneaugroad placed no answers in a certain

equivalence group, such as in the case of pairdl8téd to mistakes being a natural
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part of learning). No English teacher gave thedbet this pair a lower rating than to
the corresponding beliefs whereas three Germameesadid. However, all such cases
of discrepancy were minor and it is therefore difft to draw conclusions from them

based on numbers only.

The results discussed in this section have showh tthe English and the German
teachers’ ratings for the different beliefs and inaitonal strategies generally matched
and that when there were slight differences, thsyally resulted from the English
teachers giving a higher rating to a belief or rategyy. The relationship between the
teachers’ beliefs and strategies generally followleel similar trends, though it was
common for the English teachers’ beliefs to be sugol by corresponding strategies to
a larger extent. Possible explanations for theetbffices have been discussed, but due to
the fact that none of the differences were sigaific it is impossible to draw definite
conclusions from the questionnaire data. The remgipart of the current section will
therefore examine the answers to the open questiortie questionnaire and the
interview data to find possible further discrepascor explanations for the results that

have already been discussed.

Open questions and interview data

The final part of the present section will examihe answers the teachers gave to the
open questions in the questionnaire and duringirtkerviews in order to discover
additional differences between the English and3keman teachers and to find possible
explanations for the ones that have already besusgised. The teachers largely did not
mention any such issues in their answers to thetogumaire’s open questions with one
exception. A single German teacher stressed setireras that today’s learners are not
motivated to learn German regardless of the scheadl or the type of teaching,
indicating that this teacher felt that even moimaal strategies cannot encourage
learners to learn German. The same teacher addeduwbn good grades do not have a
motivating effect when learning German because roghective subjects with fewer
courses in the syllabus are more attractive tankzar This sentiment is highlighted in
Example 51:

(51) Even a good grade does not encourage a taetmdgarn German. For
example humanities and sciences beat German. Widy siight courses of
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German when you can get a (good) grade of a subjécimanities and sciences
for a considerably smaller number of courses? (ietadl, German)

Such negative attitudes were not present in therddachers’ answers, indicating that
this teacher was perhaps a single case. The tesaehere more concerned with
differences between different school levels, sushhe elementary school level and
upper secondary level, and how teaching foreigguages on different levels presents
teachers with different requirements for teachiflgs issue has already been discussed
in sections 6.1 and 6.2 in relation with parent&htionships, but the teachers also
mentioned the fast pace and exam-oriented approacthe upper secondary level and
how learners in adult education are already matvadnd do not need teachers to
motivate them to the same extent than on othelde¥xamples 52 and 53 illustrate

these issues:

(52) As a teacher in adult education | cannot dehless of the weaker learners
— The Matriculation Examination Board as well as durriculum set the limits.
Some just don't make it. (Teacher 52, English)

(53) The learners are there [in adult educationumarily and they know
exactly why. They want intensive teaching but aksonice and relaxing
atmosphere after a hard day at work. (Teacher in&®

The answers to the open questions therefore didoffet insight into any possible
differences between the teachers of English andn&er The interviews, however,
contained a question about how the teachers fattathe need to motivate when
teaching English or German in comparison to othegliages. Due to restrictions of

time, this question could not be presented to Eija.

Both Sari and Saana reported that there is lesd twenotivate learners to study
German because it is an elective subject that éearnave usually chosen themselves.
They are therefore already motivated. Elina’s amsweflected those of the others, but
she mentioned that since English has such a laofge in the world and is used
everywhere, few learners question its importana that she has therefore never felt
the need to motivate her learners. She also addad sometimes learners choose
elective subjects without being motivated to adyudbarn them. These answers,
particularly those of Sari and Saana, seem to facusitial motivation. No teacher
mentioned maintaining motivation in their answekgere though it is possible for
learners to drop out of a German class if they iorest in it. Sari in fact admitted that

it has happened in her class and that she doegamtto interfere with it because every
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learner has a different situation in life. The tears’ opinions on the varying need to
motivate learners based on the language they areig can be seen in Examples 54
and 55:

(54) Elina: Mm... Uh... | somehow think that... English after all so... few
kind of question its importance... that you kind afed it... Well of course
elective subjects because you choose them yourselthere can be learners
there too who don't... don’t well... like with me... | ed to teach German as an
elective subject back in the day. And there weeekiimd of learners too that |
don’t understand why they had chosen it. That weflt.least | have never had
to really... motivate English that why you need attthere may not be any need
to do that because you can fi- everyone can findaheasons.

(55) Interviewer: Well is it possible for learnehgre to drop German for
example after a year if they do not want to keeprimg it?

Sari: Yes it is... possible... It is always a shame tivae drops it... But one
can’t do anything about that... Children have differsituations in life and you
can't then... one can't | don’t want to interfere andither does our study
counsellor want to say anything strictly.

This section of the present study has comparedigfnghd German teachers based on
their answers in the questionnaire and the interviehe results show no significant
differences between the two groups but possiblelaegtions for the small
discrepancies have nevertheless been presentedte@bbers’ answers to the open
questions in the questionnaire seem to suggestdbpbndents were more aware of the
differences in the requirements to motivate onedéht school levels rather than in
relation to which foreign language is being taughte final section of the present
chapter will offer a summary of the most importéintings of the study and discuss
them in relation to the practical implications theffer and to general conclusions

drawn from previous studies.

6.6 Summary of the results and practical implicatios

The previous sections of the present study haveepted the results and offered
possible explanations for them. The current chaptifrsummarise these findings and
discuss their practical implications, after whible imerits and limitations of the present
study will be presented. The current chapter wolh@ude by offering suggestions for
further research.
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Beliefs and strategies

As was discussed in section 6.1, the most hightgdraeacher belief among the
respondents was that a positive attitude towards ftmeign language and culture
supports learning. Other highly rated beliefs westated to different aspects of a
positive classroom atmosphere, such as group dgsamneating mistakes as a natural
part of learning and the feeling of success. Intrast, the least highly rated beliefs
related to the importance of language aptitudegmgat relationships, the probability of
teachers being able to motivate all of their leesn@nd various aspects of teacher
commitment. Despite the fact that it was possiblexamine the beliefs based on which
of them got a higher rating than others, it needse noted that the respondents tended
to agree with most of them. No belief received tengabelow 2.00, which would have

indicated disagreement.

Section 6.2 presented the most and least highbdratatements about motivational
strategies and discussed them in groups of thtestegies related to relationships and
atmosphere in the classroom, strategies relatedadtivational teaching methods and
materials, and strategies supporting learner amgndven though it was possible to
rank the statements based on the ratings theyvestethe general trend was largely
positive as the majority of them received a medunevaf 3.00 or higher, indicating mild

to strong agreement. The only statement that redesvnegative value was in the third

group and involved incorporating learning diarisgart of teaching.

The most highly rated statements in the first greopcerned the fact that mistakes
should be seen as a natural part of learning, lrmdge of humour while the least highly
rated statements in this group were all relategacental relationships. These results
show a general trend between the respondentsfdalm practice as both the most and
least highly rated beliefs tended to match the raost least highly rated statements in
this group. On the other hand, it needs to be nibtgiddifferent factors can contribute to
parental relationships being placed at the endv@fspectrum. For example, over 40%
of the respondents taught on upper secondary ledeth might explain why parental

relationships were of less importance to them thidwer motivational strategies related

to atmosphere.
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The most highly rated statements about motivatiatadtegies in the second group
described strategies that emphasize the usefuloésthe foreign language and
knowledge of the target language culture. Mosthef tespondents reported that they
frequently told their learners about uses for threifjn language and introduce them to
some elements of the target language culture dorkis The least highly rated
statements concerned methods that required adalitwork from the teacher, such as
finding and preparing material outside the textbaokl adapting the teaching to the

needs and interests of the learners.

The most highly rated statements in the third groelated to the transparency of
grading and positive and encouraging feedback.|l@&&t highly rated strategies, on the
other hand, concerned various forms of engagingnéza in self-evaluation and

reflection and allowing them some control over wigtdone in class. The only

statement that received a mean value indicatinggdeement concerned learning
diaries, suggesting that it is not a method implat@e often by teachers. This statement
received the mean value of 1.35, which was cldakier than the value related to any

other strategy.

Relationship between beliefs and strategies

The third research question concerned whether ¢aehers’ reported beliefs were
supported by corresponding strategy use. A briehparison of the most and least
highly rated beliefs and statements already shaeede agreement between them, but,
a more detailed analysis was necessary to discbwsv well each individual
respondent’s beliefs and strategies matched. Agiigasssed in section 6.3, the general
trend was agreement. In other words, teachers detal@se strategies in a way that
matched their belief, that is, teachers who gal@varating to a certain belief also gave
a low rating to corresponding statements aboutvatdnal strategies, and vice versa.
However, certain belief-strategy group pairs showedsiderably higher equivalence
than others while certain pairs showed high disamep either into the direction that a
belief received a higher rating than the correspandtrategies, or vice versa.

The pairs with the highest equivalency rate reprmesethe first and third group into
which the strategies were organized in section|6.®ther words, several pairs related
to the atmosphere in the classroom and to suppgotéarner autonomy tended to
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receive matching ratings from the teachers. Fomge, the pair related to mistakes as
natural part of learning received the highest egeince rate with 58.0% of the
respondents having given the belief and correspgnsirategies the exact same rating.

A large number of the pairs received various amowoitdiscrepancy into the direction

that a belief was rated more highly than the cpoading strategies, indicating that the
teachers claimed to hold a certain belief but us@desponding strategies less than this
would have indicated. Such pairs included onedeelto a positive group atmosphere
and to a positive attitude towards the foreign leage and culture, suggesting that
while the respondents considered these element®riamp for foreign language

learning, they used corresponding strategies &ssel extent than their beliefs would

indicate. Possible reasons for these findings wéeged in section 6.3.

Out of the 23 belief-strategy group pairs, only twbowed discrepancy into the
direction that the respondents used certain siegtegore than their beliefs would have
indicated. These pairs related to the necessitgrgjuage aptitude and teachers having
to be close adults to their learners. A possiblganation was that the respondents did
not consciously connect the strategies in thess paithe corresponding beliefs or used
them to motivate their learners in ways that wereralated to these particular beliefs.

A comparison of English and German teachers

The findings listed above concern the respondesatsa aingle group. In addition,

English and German teachers’ beliefs, reportedtegiyause and the equivalence
between them were examined individually to discqessible differences between the
groups. It was found that there were only sliglfitedences and that they were so small
that they could be attributed to coincidence otdescother than the primary language
the teachers teach. This was true for all parth®@fanalysis, indicating that English and
German teachers’ beliefs, use of motivational stigts and the relationship between the

two do not significantly differ from one another.

In fact, it is possible to suggest that factorshsas the school level or available
resources have more effect on teachers’ beliefsstnatiegies than the language they
teach. For example, the teachers’ beliefs abowgnpalr relationships varied depending
on the age of their learners, not on what langulagg teach.
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Practical implications

It has been argued that foreign language teachsraéidn should be more concerned
with the actual context of the teaching and seehter® as learners of teaching (Freeman
and Johnson 1998: 406). Similarly, pre-serviceheecshould be encouraged to reflect
not only on what they do in class but why they d@ohnson 1992: 531). While these
suggestions have been made for teachers in the@rbegiof their careers, it is still
important for even experienced teachers to be emmscof their decisions in the
classroom and the underlying reasons behind thesnhas been discussed in several
sources, teachers’ beliefs, knowledge and prioree&pces influence their decisions
and actions in the classroom (Pajares 1992: 326ndxek 1998: 448; Freeman and
Johnson 1998: 401). Furthermore, teachers whoctedte their actions are likely to try
out different practices to discover the ones thatkvthe best and to develop a stronger
consciousness of the reasons behind their actiodstlze effects they have in the
classroom (Breen et al. 2001: 473-474).

The teachers’ responses already showed awarenessmef issues, such as when the
respondents expressed frustration at having to stdéements about motivational
strategies related to parental relationships ag Kmew why they did not use them
often. Such conclusions cannot be drawn from mbghe other beliefs and strategies,
so it is difficult to say how aware the respondentye of the reasons behind their
beliefs and how they might influence their actiamshe classroom. However, some of
the interviewed teachers stressed that motivatems from within the learner and that
the teacher does not have to do anything spedafiertcourage that. Furthermore,
despite stating that they did not do anything sgiesiome of the interviewed teachers
nevertheless described motivational strategies thay used. This indicates that
teachers do not always see certain methods asationhal strategies but simply as part
of normal classroom interaction. Foreign languagehers might therefore benefit from
examining their actions more closely, particulasyen those actions have become part

of the teaching routine.

A further point to raise is the lack of differende=tween English and German teachers’
beliefs and strategies. While teaching two differeanguages does not necessarily
require different methods, it might still be bew&ll for teachers to reflect on the
language they teach and what methods and approddstshelp to motivate their
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learners. For example, teachers of English and &eroould highlight the importance
of the language they teach in different ways sitlfee two languages can have a

different status and functions for their learners.

Merits of the present study

As has been mentioned before, studies on motivatidhe field of foreign language
learning and teaching have often ignored the pralctmplications of motivation. The
present study has examined English and German desicbeliefs about foreign
language learning and teaching, the motivationategies they claim to use in the
classroom, and the relationships and possible latioe between the two. The present
study has offered an overview of these issues #ethpted to connect motivational
research with what actually takes place in thesctasn by examining the results in

comparison with previous studies.

The teachers have been examined both as one gnoupsatwo based on the primary
language they teach. The present study has gigeneral overview of the respondents’
beliefs and strategies and the trends that thégvichnd has covered all of the different
types of motivational strategies suggested by D&ir(3001). Furthermore, the present
study has re-organized Dornyei’s strategies intedlcategories based on the type of
goal they have, such as improving the atmospheréheénclassroom. This type of

approach, in contrast with the original that sortieel strategies into groups depending
on when during the motivational process they hadpbtential to be effective, might

make them easier to implement in practice and betp teachers to understand the

purpose of each strategy.

Studies concerning foreign language learning belaéafd motivational strategies have
often focused on teachers of only one languagellysknglish. The present study has
offered an additional perspective by involving teers of two foreign languages. Even
though no major differences were discovered betvileenwo groups, it is nevertheless
sensible to consider involving teachers of multipleguages as a direction for research.
First of all, it will help researchers discoverdifferences between languages lead to
different use of motivational strategies in the samontext. These differences can be

related to the languages themselves, to the statlisittitudes connected to them and so
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on. Secondly, research that focuses on more tharfarign language may also help

teachers better reflect on their practices in thestoom.

Limitations of the present study

While conducting the present study, there were atsoe problems, and it was later
found that some of the decisions made about thay stid not function as well as was
originally thought. First of all, the first meriistussed above is also a limitation. Due to
the fact that the present study covered such a raidge of beliefs and strategies, it was
impossible to explore any of the areas discussedare detail within the framework of
the study. As such, the discussion could only ajfemeralisations and suggest possible

reasons for the results without the ability to fowhcrete evidence for any of them.

Secondly, there were some practical obstacles wbitelucting the study. As one of the
aims was to examine the relationship between Isebaid practice, a problem arose
when determining which strategies to compare withleliefs. It is possible to realise a
belief with a large number of different strategiasd a teacher may have a strong belief
and use corresponding strategies, but these doeesessarily include the strategy in the
guestionnaire. To reduce the possibility of sudlations, three different strategies
were assigned to each belief, and their averagdhvesiscompared with the value of the
belief. However, this approach had the disadvantageit implied that a teacher must
use all three of the strategies in order for hisi@r practice to match his or her beliefs.
If a teacher used one of the strategies often batay two rarely, these values would
have brought down the average. It is thereforecdifff to measure how accurate the

questionnaire data really is.

A further problem arose with the interviews. Due restrictions of time, it was

impossible to analyse the questionnaire data befonducting the interviews. As such,
there was no opportunity to formulate the interviguestions so that they would have
elaborated on the trends discovered in the questiocmanalysis. On the other hand, this
prevented the interview questions from leadingréspondents’ answers too much into

directions determined by the questionnaire analysis
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Suggestions for further research

The merits and limitations listed above offer plent possible directions for further
research that could discover more about foreigguage teachers’ beliefs, strategies
and the relationship between them. As was discusbede, the present study has
mostly offered a general overview of these issilibs. findings should therefore be seen
as a basis for further research that covers ontyafrihe areas discussed in the present
study. For example, a possible topic would be #iationship between teacher beliefs
and motivational strategies related to relationsf@pd atmosphere in the classroom on
the lower secondary level. That way, research céatds on one set of beliefs and
motivational strategies and collect more in-deptad As was seen in the previous
sections, some of the respondents of the preseay &It that some of the questions in
the questionnaire held no relevance to them. Chgosil of the respondents from the
same school level would make it easier to form npyeeise questions that better take
into account the respondents’ context.

An additional possibility would be examining teahef English and Swedish rather
than English and German. While the German langdage have a different status than
English in Finnish schools, it is an elective sabgnd it can therefore be assumed that
those learners who choose to learn it show moiessrpositive attitudes towards it. It
might be more fruitful to examine the beliefs atrategy use of teachers of English and
Swedish because both are learned by almost alidesiin Finland and because some
learners show strongly negative attitudes towardedish. Research that aims to
examine differences when the two languages are #gfgrent might benefit from

choosing languages from different language famibesh as English and Russian.

A further direction for future research would beawcbing the methods of data
collection. As was discussed above, there were gmoldems with the questionnaire
and whether the respondents’ answers accuratébcred their beliefs and strategy use.
The questionnaire of the present study was a #iftidool of data collection for a
general overview of the discussed issues, but mesdbhat aims to discover more in-
depth data should consider alternative methodgogsibility for future research would
be to incorporate the approach used by Breen €2@01) and observe teachers in the
classroom and conduct interviews directly after lgmsons in order to discover why

teachers made certain decisions in the classroom.
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7 CONCLUSION

The aim of the present study was to examine therteg beliefs and strategy use of
English and German teachers in Finland and to descd there was a relationship

between the two, that is, if the teachers’ beliefsre represented by their actual
teaching practices in the classroom. The study ceaslucted by sending teachers an
online questionnaire in which they could rate Welend statements about motivational
strategies based on how strongly they agreed agaied with them. This data was
analysed by calculating mean values for each balmef strategy and ranking them

based on the result. The relationship between feedied strategies was examined by
calculating how well each individual respondentiings given to the beliefs matched
those given to the strategies and by organizingréispondents into groups based on
how much discrepancy there was between beliefsstnategies. Additional data was

gathered by interviewing four teachers who hadfilet in the questionnaire.

The results of the study can be examined in thisges based on the research questions.
First of all, the beliefs the teachers agreed tbstrwith were generally ones related to a
positive atmosphere in the classroom, such asdhef bhat mistakes are a natural part
of learning. Other highly rated beliefs concerngabaitive attitude towards the foreign
language and culture, and teacher enthusiasm. €hefdthat the teachers gave the
lowest rating related to the necessity of languaggtude, good relationships with
parents, teachers being close adults to their éesrand whether it is possible to make
every learner interested in foreign languages. &hesults indicate that many beliefs
involving extra work that is not traditionally seas part of language teaching received
lower ratings from the teachers. However, it netedse noted that the ratings did not
greatly differ from one another. The most highliethbelief received the mean value of
3.93 and the least highly rated belief 2.65. Nodbaleceived a value below 2.00,
meaning that the teachers’ responses varied frmomgto mild agreement.

Secondly, the motivational strategies were examinetihe three groups suggested in
chapter 4. They were divided into strategies rdlaterelationships and atmosphere in
the classroom, to motivating teaching methods aramtenals and to strategies
supporting learner autonomy. The most highly rasticitegies in the first group

included ones that emphasized how the foreign laggshould be used without fearing

mistakes and how humour can be used as part ohitgpcThe least highly rated
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strategies concerned teachers’ relationship wamlers’ parents. The most highly rated
strategies in the second group involved stratagigscan be used to inform the learners
of the usefulness of the foreign language for theure, and various forms of teacher
enthusiasm. The least highly rated strategiesigngtoup were ones that involved extra
work for the teacher, such as adapting the teadbasgd on the needs of the learners
and finding and developing additional teaching makeln the third group, the most
highly rated strategies focused on grades and warforms of feedback, such as
praising hard work. The least highly rated strasggenerally involved allowing
learners to question and discuss the methods ugékebteacher. However, the least
highly rated strategy in this group, concerningnégy diaries, is of interest as it was
the only strategy in the entire questionnaire tiegeived a mean value below 2.00,
indicating disagreement. The teachers gave thitesty the mean value of 1.35,
indicating that the majority of the respondentsaraucorporate learning diaries as part

of their teaching.

Generally speaking, the ratings given to the beléefd strategies indicate mild to strong
agreement, but this is partly because the beliats statements about motivational
strategies were chosen and formulated so that steesy to agree with them, as was
noted by several of the respondents. However,dbés not mean that the results are
irrelevant as it was still interesting to compame tatings given by individual teachers

in order to discover if there was a relationshipnaen their beliefs and practice.

Thirdly, the relationship between the responderisliefs and strategy use was
examined by comparing the ratings given to bothebsry individual respondent. The
analysis revealed that the trend was largely p@sitihat is, the teachers tended to use
strategies in a way that matched their reportetetselHowever, some belief-strategy
group pairs showed more equivalence than others, eartain pairs showed
discrepancy, either into the direction that a Welexeived a higher rating than the
corresponding strategies, or vice versa. The phes showed the largest amount of
equivalence between a belief and matching stragagiestly belonged to the first and
third group of strategies, that is, strategiesteeldo relationships and atmosphere in the
classroom and strategies supporting learner autpndinese pairs concerned how
mistakes should be seen as a natural part of tegrhow humour can be used in the
classroom and how grades and feedback can be aigedtivate learners. In addition,

there was strong equivalence between the belie¢leheners should know why they are
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learning a foreign language and strategies thathesipe making learners aware of

instrumental goals.

There were many pairs that showed discrepancy tisvHre direction that a belief
received a higher rating than the correspondingtesires. The pairs with the most
significant amounts of such discrepancy includenlspirom all strategy groups. The
belief-strategy group pair concerning a positiveugr atmosphere received the largest
amount of discrepancy, but as a positive group sprinere can be accomplished with
large number of strategies, it is difficult to shpw well the result reflects the
respondents’ actual practices. Other pairs in wilhehstrategies rated lower than the
belief include pairs about a positive attitude to¥gathe foreign language and culture,
the feeling of success and encouraging learnersviduate their learning. It was
considered possible that these pairs received st migscrepancy because even though
the teachers believed these issues to be importaey, could not realise them in
practice to the same extent, possibly due to otnis of time.

Only two pairs received discrepancy into the digectthat a belief received a lower
rating than the corresponding strategies. Thess paiolved the necessity of language
aptitude and teachers having to be close adulthdw learners. In the case of the
former, the belief that aptitude is necessary iteorto learn a language received the
lowest mean value among all beliefs. The teacheventheless used strategies related
to aptitude, such as praising learners for théir fjiis possible that the respondents did
not believe aptitude was necessary but still udestegies supporting it, perhaps to
encourage those learners who do show aptitudease of the second pair, it was
considered possible that the respondents saw tieé &g implying more closeness than
they were willing to give while still using relatestrategies, perhaps because they saw

them as part of normal classroom interaction.

The interview data was used to gather additiondbrimation about the issues
discovered through the questionnaire analysis. asethe answers of the interviewed
teachers, teachers do not necessarily see motvdhair learners as particularly
important and might think that they do not use pasticular motivational strategies in
the classroom despite naming and describing maeltgtfategies that they use. This

implies that teachers see various motivationaltesgtas as a normal part of the
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interaction between them and learners and do neessarily acknowledge the

motivating effect such interaction may have.

In addition to examining the respondents as a simggbup, English and German
teachers’ answers were compared to discover ietivere any differences between the
two groups. All discovered differences were so $itiat they most likely stem from a
coincidence, though possible explanations for tiaare nevertheless offered. Together
with the answers given to the questionnaire’s opeestions and the interview
guestions, it can be concluded that differencesteachers’ beliefs and use of
motivational strategies are more likely to resuitn variables other than the foreign

language, such as the school level or availablemads.

The results of the present study can be used aslat self-reflection for language
teachers who want to examine their actions in tlescoom and the beliefs that
possibly affect them. The results may make teaamere aware of the different factors
that influence their behaviour in the classroom @mthspire them to try out methods
different from what they are used to. Teachers @alag be better able to assess their

actions and the ways they enhance or diminish éeanotivation in the classroom.

In addition to these practical implications, theults can be used as the basis for further
research. The present study has offered an overvieteacher beliefs and use of
motivational strategies in the classroom, and @mrttesearch can attempt to discover
more detailed results by focusing on only one detaviables, such as motivational
strategies related to atmosphere and relationshipise classroom or by choosing all
respondents from the same school level in orderetuce the influence of several
contextual factors affecting the results. Howewaren though the present study has
provided useful information about foreign languagachers’ beliefs and use of
motivational strategies, it needs to be noted thatfact that the majority of the data
was gathered with questionnaires places some tioria on how reliable the results
are. It would therefore be sensible for furtheressh to implement classroom
observation in order to discover what the teackreity do while teaching. There were
some additional problems while conducting the stsdgh as how the questionnaire did
not always necessarily measure what it was ainurggasure, but overall the study has

served its purpose.
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In short, the present study aimed to examine Emglisd German teachers’ beliefs and
use of motivational strategies in the classroom #&mddiscover if there was a
relationship between the two. The results indichtd teachers’ beliefs are generally
reflected by their actions in the classroom but tumtextual factors can have a strong
influence on this relationship. Furthermore, thbost level, available resources and
other such factors are more likely to affect teaghbeliefs and use of motivational

strategies than the foreign language they teach.
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APPENDICES

Appendix 1: The questionnaire

Note: This is a translation of the questionnair@jolv was originally in Finnish. The
guestionnaire was online, so the layout in thiseaplx slightly deviates from the

original. The content, however, is the same.

With this questionnaire, | collect information abamnotivating in English and German
teaching. In case you teach both languages, | stqumi to fill in the questionnaire

based on the language you have taught more dunréngédst year.

The questionnaire is part of a master's thesis dgoeimitten at the University of

Jyvaskyla. The results will be analysed confideiytia

The questionnaire consists of three parts. The piast handles beliefs about language
learning and teaching, the second motivationateggias in practice and in the third one
| collect background information about the respansielt takes approximately 15-20

minutes to fill in the questionnaire. Thank youyeruch to all participants!

This section lists beliefs about foreign languaggrning and teaching. Please rate how

strongly you agree with the beliefs on a scale ffiota 4.

4 = completely agree
3 = somewhat agree
2 = somewhat disagree

1 = completely disagree

1 It is possible to make every learner excited &bmueign
languages.

2 In addition to teaching, it is a teacher’'s resoifity to
motivate learners to learn a foreign language.

3 | A positive group atmosphere supports foreign uagg
learning.

4 | Audio and visual material (photos, music etcpprt foreign
language learning.

5 | A teacher should develop extra material to complet the
textbook.
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6 Foreign language teaching should encourage learte
evaluate their learning

7 | Clear learning goals are important.

8 | Teaching should guide the learners to use diftelearning
strategies.

9 The opportunity for independent work and actiampports
foreign language learning.

10 | One needs aptitude to learn a foreign language.

11 | One needs hard work to learn a foreign language.

12 | A teacher should be a close adult to the learner

13 | A teacher should be interested in the progrdéskisoor her
learners.

14 | A good relationship with parents supports famelgnguage
learning.

11%

15 | A teacher should be enthusiastic about thedgorkinguage h
or she teaches.

16 | The classroom should be a space that suppoeigifidanguage
learning.

17 | Humour supports foreign language learning.

18 | Mistakes are a natural part of learning.

19 | Foreign language learning should match the netdseryday
life.

20 | A positive attitude towards the foreign languagel culture
supports foreign language learning.

21 | Learners should know why they have to do eaeincese.

22 | Learners should know why they are learning eifr language

23 | Feedback should be encouraging.

24 | The feeling of success is important in ordelern a foreign
language.

25 | Learners need to know what criteria the teachssms whern
giving them grades.

Here you can comment on one or more of the beatiefthe list or elaborate on the
rating you gave them.

Do you have any other beliefs about foreign languagrning and teaching that you
would like to bring up?
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This section lists practical strategies to motivateners. Please rate how well each of
them describes your teaching WITHIN THE PAST YEARascale from 1 to 4.

4 = well
3 = somewhat
2 = not really

1 =not at all
1 (2 (3 |4
1 | There is much pair and group work during my lasso
2 | don’t allow my learners to do pair and grouprkvavith
the same people every time.
3 | allow my learners to chat with each other daiesn’t

disrupt the class.

| use video material in my teaching (movies, Yobd
etc.)

| use music in my teaching.

| use images in my teaching.

| develop some of the material for my teachingsetiy

| use material from, for example, magazines in my
teaching.

9 In my lessons, | use tasks from different texksoib they
are better than those of the course book.

10 | My learners fill in self-evaluation questionmrduring
my lessons.

11 | I talk with my learners about their studies.

12 | Learners keep a learning diary on my lessons.

13 | I give my learners reasons why it's importanseb goals
and follow the progress of reaching them.

14 | | encourage my learners to set goals for theraseh the
beginning of the course or semester.

15 | I talk with my learners about whether they’vaaieed
their goals and how they could do it.

16 | Itry to help my learners to find the learnitigagegies
that best work for them.

17 | 1 use teaching methods that encourage the use of
different learning strategies.

18 | I tell my learners of what use learning strageguill be
to them.

19 | I allow my learners to choose between taskslmanthe
same topic.

20 | When doing projects, my learners can choosedhtent
and how to realise them.

21 | When doing projects, my learners can chooséottie
themselves.

22 | | praise my learners’ aptitude for languagesmihey
succeed well by their standards.

23 | I don’t demand more of the weaker learners thiaait
their talent allows.

24 | | stress that nobody needs to feel stressiif the
accomplishments don't equal those of learners mibine

I

(N o1
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aptitude in languages.

25 | | praise my learners’ hard work when they sudaeell
by their standards.

26 | | encourage my learners to always try a litttren

27 | | stress that with hard work and the right styés,
anyone can learn a foreign language.

28 | | offer to listen if my learners need supporthair
private life.

29 | | talk with my learners about topics not relat@dchool
(hobbies, news etc.)

30 | I stress that | care about learners as peopl@ainjust
about their results.

31 | I tell my learners that their progress is imaottto me.

32 | | offer to give extra help to those who need it.

33 | I encourage talented learners by, for example)qy
them extra challenges.

34 | | regularly tell the parents how learners an@glo

35 | In problem situations | consult the parents ab.w

36 | | also report positive results and not just peolts to the
parents.

37 | Iliven up my teaching with my own experiendest t
relate to the foreign language.

38 | I tell my learners why | want to teach the fgrei
language.

39 | I stress in class what areas of the foreigndagg
(poetry, travelling etc.) interest me.

40 | | showcase projects made by learners in therdam.

41 | | bring foreign magazines etc. to class forldaeners to
read.

42 | | try to make the interior of the classroom more
comfortable.

43 | 1 use humour in my teaching.

44 | | allow learners to use humour.

45 | | joke with my learners.

46 | | encourage learners to use the foreign languétheut
fearing mistakes.

47 | | stress that communication is more importaanth
correctness in every day life.

48 | | stress that even people who speak the folaigguage
as their mother tongue make mistakes.

49 | | stress in my teaching how learners can use thieg've
learned outside school.

50 | I handle at least one of the following in mydeiag: the
spoken language, youth slang, dialects, vocabulary
specific to certain fields.

51 | | ask learners in which situations they needaheign
language and adapt my teaching accordingly.

52 | | tell my learners about the culture, histowy. eff the
countries where the target language is spoken.

53 | I encourage my learners to be in contact widakprs of

the foreign language for example on the Internet.
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54 | linvite native speakers to visit my class.

55 | I tell my learners what the purpose of each tssk

56 | I allow my learners to question the purposéef t
exercises | give them.

57 | The purposes of different tasks are discussetyinlass.
58 | I tell learners of what use the foreign languagdkbe to
them generally in life (travelling, foreign bookis §.

59 | I tell my learners of what use the foreign laagg will
be to them in their future studies.

60 | I tell my learners of what use the foreign laag will
be to them in the working life.

61 | | also give feedback about progress and notleseénd
product.

62 | I stress in my feedback how my learners coularave
their results.

63 | I stress in my feedback what the learner camanglist
what he still has to learn.

64 | | give each learner challenges that match kied.le

65 | | stress that learners aren’t competing witthesber
and won’t be compared.

66 | | give my learners positive feedback when thegceed
well by their standards.

67 | Itell learners what | take into account wheive them
grades.

68 | | give reasons for the grades | give to my leegn

69 | | talk with my learners about their grades.

Here you can comment on one or more of the stregem the list or elaborate on the
rating you gave them.

Do you use any strategies that were not includetherist?

Are you an English or a German teacher? In casdeath both languages, choose the
one that you have taught more within the past year.

* English
e German
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How many years have you worked as a teacher?

e Lessthen ayear
e 1-5years

* 6-10years

e 11-15years

* 16-20 years

* More

At which school levels have you taught English er@an within the past year? You
can choose more than one option.

» Elementary school level

* Lower secondary level

e Upper secondary level

* Vocational schools

e Universities

« Universities of applied sciences
e Community colleges

» Elsewhere

In case you answered ‘elsewhere’ in the previogstijon, where have you taught?

Have you finished the pedagogical studies for teesth

* Yes
* No

Which gender do you represent?

« Male
+ Female

The questionnaire is finished. Thank you very miachyour participation!
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Appendix 2: Framework for the interviews

PART 1: Background information

Which subjects do you teach?

How many years have you worked as a teacher?

At what school levels have you taught

How many hours have you taught English/German weekhin the past year?

PwpNPE

PART 2: Beliefs

Is it possible to get every learner excited abeatning foreign languages?
The atmosphere in the classroom, both physicakanil?

Guiding learners towards autonomy?

Talent and hard work in foreign language learning?

. The role of the teacher?

10.The role of the parents?

11.Feedback?

12.What should foreign language teaching offer?

©ooNOO

PART 3: Strategies

13.How do you try to create an atmosphere that supporéign language learning?
14.What kind of material do you use in addition to tbetbook?

15.How close do you feel you are with your learners?

16. The importance of foreign language to the learnieitsire?

17.The culture of the target language countries?

18.Learners’ own interests and needs?

19.Planning one’s own learning and responsibility?

20.Differences between English and German?

21.The best ways to motivate?
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Appendix 3: Complete list of motivational strategis

3.5 -{HHAHHHHHHHHHH
o T A AT AT R o
2.5 - HHHHAHAHHHE AR HHHAHEH EARHHAHAHAH HHRHHHHAHAHRHAHHA A HHA HHHHH
W00 A A
1,5 A HHAHAARAAARRA AR A RAARH AHAAEAAR AAA AAAA AR AR A RARRHARAHERAE A AAA AR A AR
MR
0,5 4 HHHHHHRHRAR AR A AR AR A A A A AR AR A ARAER AR AR AR A AR A AAARAAA A A ARRRAR AR
1 3 6 7 9 111315 17 19 21 23 25 27 29 31 33 35 37 30 41 43 45 47 49 51 53 55 57 50 61 63 65 67 69
Motivational strategy Mean value o¢fStandard
teachers’ deviation
rating
1. | | encourage learners to use the foreigur9 43
language without fearing mistakes.
2. || stress that communication is mor&74 .50
important than correctness in every day life.
3. | I tell learners what | take into account wher8I74 46
give them grades.
4. | | allow learners to use humour. 3.73 .50
5 | There is much pair and group work durin8 66 49
my lessons.
6. | | tell learners of what use the foreign 3.65 51
language will be to them generally in life
(travelling, foreign books etc.).
7. | | praise my learners’ hard work when they| 3.64 .58
succeed well by their standards.
8. | I give my learners positive feedback when| 3.61 .54
they succeed well by their standards.
9. | I'tell my learners of what use the foreign | 3.59 .59
language will be to them in the working life.
10. | I tell my learners about the culture, history| 3.58 .62
etc. of the countries where the target
language is spoken.
11.| | praise my learners’ aptitude for languages3.56 .64
when they succeed well by their standards.
12.| | stress that even people who speak the | 3.56 .59
foreign language as their mother tongue
make mistakes.
13.| I liven up my teaching with my own 3.54 .70
experiences that relate to the foreign
language.
14. | tell my learners of what use the foreign | 3.53 .67
language will be to them in their future
studies.
15. | I use humour in my teaching. 3.47 .64
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16.| | stress in my teaching how learners can usg.45 .63
what they’ve learned outside school.

17.| | offer to give extra help to those who need 3.45 .65
it.

18.| I give reasons for the grades | give to my | 3.44 .64
learners.

19.| I encourage my learners to always try a littl&.37 .65
more.

20. | | stress that nobody needs to feel stress if| 3.30 .78
their accomplishments don’t equal those of
learners with more talent in languages.

21.| I handle at least one of the following in my| 3.30 74
teaching: the spoken language, youth slang,
dialects, vocabulary specific to certain fields.

22.| | joke with my learners. 3.29 .75

23.| | stress that with hard work and the right | 3.29 .65
strategies, anyone can learn a foreign
language.

24. | | also give feedback about progress and np8.28 .68
just the end product.

25.| | stress in my feedback what the learner cal.27 .60
and not just what he still has to learn.

26. | | stress in class which areas of the foreign| 3.24 .83
language (poetry, travelling etc.) interest me.

27. | | stress that the learners aren’t competing | 3.24 .76
with each other and won’'t be compared.

28.| | stress in my feedback how my learners | 3.23 .64
could improve their results.

29. | | encourage talented learners by, for 3.23 .61
example, giving them extra challenges.

30. | I use video material in my teaching (movies3.22 .78
YouTube etc.)

31.| I don’t demand more of the weaker learnefs3.22 .70
than what their aptitude allows.

32. | I bring foreign magazines etc. to class for {221 .89
learners to read.

33. | I try to make the interior of the classroom | 3.21 .89
more comfortable.

34.| | use music in my teaching. 3.20 72

35.| | stress that | care about the learners as | 3.20 74
people and not just about their results.

36. | | use teaching methods that encourage the 3.20 .64
use of different learning strategies.

37. | | talk with my learners about topics not 3.19 73
related to school (hobbies, news etc.)

38. | I showcase projects made by learners in th&.18 .97
classroom.

39. | I encourage my learners to be in contact with13 .82
speakers of the foreign language for example
on the Internet.

40. | | talk with my learners about their grades. 3.13 1.8




129

41. | | tell my learners that their progress is 3.12 .70
important to me.

42. | | tell my learners why | want to teach the | 3.10 .87
foreign language.

43. | | use images in my teaching. 3.10 .79

44. | | talk with my learners about their studies. 3.10 74 .

45. | | allow my learners to question the purpose3.10 .70
of the exercises | give them.

46. | | offer to listen if my learners need support iB.10 .84
their private life.

47.| 1 try to help my learners to find the learning 3.10 .78
strategies that best work for them.

48. | | encourage my learners to set goals for | 3.00 g7
themselves in the beginning of the course |or
semester.

49. | | develop some of the material for my 2.97 .87
teaching myself.

50. | I tell my learners of what use learning 2.96 .81
strategies will be to them.

51.| When doing projects, my learners can choo2685 .83
the content and how to realise them.

52.| I give my learners reasons why it's importari.83 .79
to set goals and follow the progress of
reaching them.

53.| I give each learner challenges that match hiz.83 .67
level.

54.| I tell my learners what the purpose of each 2.80 .84
task is.

55.| I allow my learners to chat with each other i2.78 .80
it doesn’t disrupt the class.

56. | | talk with my learners about whether 2.77 T7
they’'ve reached their goals and how they
could do it.

57.| I invite native speakers to visit my class. 2.74 8.9

58.| I don't allow my learners to do pair and 2.71 .81
group work with the same people every time.

59. | When doing projects, my learners can choo2&0 .85
the topic themselves.

60. | My learners fill in self-evaluation 2.60 .87
guestionnaires during my lessons.

61. | | also report positive results and not just | 2.60 1.02
problems to the parents.

62. | The purposes of different tasks are discuss@db9 .76
in my class.

63. | | allow my learners to choose between task2.56 .81
handling the same topic.

64. | | use material from, for example, magazine.54 .83
in my teaching.

65. | In my lessons, | use tasks from different | 2.50 .93
textbooks if they are better than those of the

course book.
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66. | | ask learners in which situations they nee@d2.41 .79
the foreign language and adapt my teaching
accordingly.

67.| In problem situations | consult the parents|&s31 .96
well.

68. | | regularly tell the parents how the learners 2.23 .97
are doing.

69. | Learners keep a learning diary on my 1.35 .56

lessons.
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Belief-strategy group pairs and percerdges of each equi

Appendix 4
group

Belief-strategy group pair
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A positive group atmosphere supports foreign
language learning.

Thers 15 2 lot pair and group work durmg my
lessons.

I don’t allow my leamets to do pair and group
work with the same peeple every time.

I allow my leamers to chat with sach other if it
doesn’t disrupt the class.

[=]
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Audio and visual material (photos, music ete.)
support foreign language learning.

T use video materizl m my teaching (mowvies,
YouTube stc.)

Tuse music m my teachng.

T use imapes in my teaching.
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A teacher should develop extra material to
complement the textbook.

I develop some of the materiz] for my teaching
myself.

Tuse materizl from, for example, magazimes
my tzaching.

On my lessons, I use tasks from different
textbooks if they are better than these of the
course book.

0.e

0e
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Foreign language teaching should encourage
learners to evaluate their learning.

My lezmers fill m self-evaluztion questionnaires
durimg my lessons.

I talk with my leamers sbout their studiss.
Lezmers keep aleaming diary on my lessons.

[
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Clear learning goals are important.

I give my leamers rezsons why it's important to
set goals and follow the progress of reaching
them.

I encourage my leamers to set goals for
themselves m the begmning of the course or
semester.

I talk with my leamers zbout whether they've
rezached their goals and how they could do it

2.8

0.9

0.9

Teaching should guide the learners to use
different learning strategies.

I try to help my leamers to fimd the lezming
strategies that best work for them.

I use teaching methods that encourage the use of
different lezming strategies.
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Ttell my leamers of what use lezming strategies
will be to them.

Belisf-strategy group pair
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The opportunity for independent work and
action supports foreign language learning.

I allow my lezmers to choose between tasks
handlmg the same topic.

When doing projects, my leamers can choose the
content and how to rezlise them.

When doing projects, my leamers can choose the
topic themselves.
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10.

One needs aptitude to learn a foreign
language.

I praise my lezmers’ aptinde for languages when
they succeed well by their standards.

I don’t demand more of the weaker leamers than
what thewr aptide allows.

I stress that nobody needs to f22l stress if their
accomplishments don’t equal those of lezmers
with more tzlent m languages.
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11.

One needs hard work to learn a foreign
language.

I praise my lezmers” hard work when they
succeed well by their standards.

I encourage my lezmers to always try alittle
more.

I stress that with hard wotl and the right
strategies, anyone can leam a foreign lanpuags.
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A teacher should be a close adult to the
learner.

I offer to listen if my lezmers need support m
thetr private matters.

I talk with my leamers about topics not related to
zchool (hobles, news etc)

I stress that I care sbout leamers as people and
not ust about their results.
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A teacher should be interested in the progress
of his or her learners.

I'tell my leamers that their progress is important
to me.

I offer to give extra help to those who need it

I encourage talented leamers by, for example,
giving them extra challenges.
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14.

A good relationship with parents supports
foreign language learning.
I regularly tell the parents how the leamers are
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In problem sitations I consult the parents as
well.

I also report positive results and not just
problems to the parents.
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A teacher should be enthusiastic about the
foreign language he or she teaches.

Iliven up my teaching with my own experisnces
that relate to the foreign language.

Itell my leamers why I want to teach the foreign
langnage.

I stress i class which areas of the foreign
language (poetry, travellmg ete.) mterest me.
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The classroom should be a space that
supports foreign language learning.

I showease projects made by the leamers m the
classroom.

I bring foreign magazines ste. to class for the
lezmers to read.

I try to make the mterior of the classroom more
comfortable.
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Humour supports foreign language learning.
Tuse humour m my tezching.

T allow leamets to use humour.

I joke with my leamers.
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18.

Mistakes are a natural part of learning.

I encourage leamers to use the foreign language
without fearing mistakes.

1 stress that communication is mors impoertant
than correctmess in every day life.

I stress that even people who speak the foreign
lanpuage as their mother tongue mzke mistakes.
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Foreign language learning should match the
needs or evervday life.

I stress in my teaching how lezmers can use what
they ve lezmed outside school.

Thandle atleast one of the followmg m my
teachng: the spoken language, vouth slang,
dizlects, voczbulary specific to certzm fislds.

I zsk the lezmers in which situations they need
the forsign language and adapt my teaching
zccordingly.
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A positive attitude towards the foreign
language and culture supports foreign
language learning,
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Itell my lezmers zbout the culture, history ete. of
the countrizs whers the targ et languags is

spoken.

I encourage my leamers to be m contact with
speakers of the forsign lanpuage for example on
the Internet.

1 mvite native speakers to visit my class.

Belief-strategy group pair
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Learners should know why they have to do
each exercise.

Itell my lezmers what the purpese of each task
1.

I allow my leamets to question the purpese of
the exercises [ give them.

The purposes of different tesks are discussed m
my class.
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Learners should know why they are learning
a foreign language

Itell lezmers of what use the foreipn languape
will be to them generally i life (travelling,
forsign books etc).

I tell my leamers of what use the foreign
lanpuags will be to them m their future stmdies.
I tell my leamers of what use the foreign
lznpuage will be to them in the working life.
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Feedback should be encouraging.

I also give fzedback zbout progress and not just
the end product.

I stress m my feedback how my leamers could
improve their results.

I stress m my feedback what the leamer can and
not just what he still has to leam.
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The feeling of success is important in order to
learn a foreign language.

I give each leamer challenges that match his
level.

I stress that lezmers aren’t competing with each
other and won't be comparad.

I give my leamers positive feadback when they
succeed well by their standards.
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Learners need to know what criteria the
teacher uses when giving them grades.
Itell leamers what I take mto account when 1
give them grades.

I give rezsens for the grades T give tomy
leamers.

I talk with mv leamers sbout their grades.
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