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Abstract

Although the research area of motivation and anx;ety in language learning has
experienced a surge in the last two decades, the relationship between teacher use of
motivational strategies and behaviours, and student motivation and anxiety from the
perspective of both teachers and students is under-researched. This longitudinal study, with
two interventions four months apart, investigated the influence of teaching strategies and
behaviours in the English as a Foreign Language (EFL) classroom on student motivation
and anxiety in senior high schools in Limassol (Cyprus). It aimed to establish (1) which
teaching strategies and behaviours students find motivating (2) which teaching strategies
and behaviours positively influence student motivation and (3) which teaching strategies
and behaviours negatively affect FL classroom anxiety.

Using a case-study approach with both qualitative and quantitative data and a range
of analytical and interpretative methods, this study primarily utilised tailor-made
questionnaires and bottom-up interpretive methods of qualitative data. Quantitative data
from questionnaires were analysed using the statistical software programme SPSS 21 to
produce both descriptive and inferential statistics. Thematic analysis was used to analyse
further qualitative data from focus groups and interviews. Consulting both learners and
teachers using a mixed methods approach, permitted triangulation of data from different
perspectives, which together worked to enhance the integrity and credibility of the results.

Results showed that respect. support, awareness of students’ needs and validation of
progress and achievement were associated with increased motivation throughout the year.
Unclear instructions and negative feedback were among factors associated with foreign
language anxiety (FLA). The findings provide important resources for teachers and
researchers in the field to build on in their own educational settings. and have relevance for

other foreign language classrooms in similar cultural settings.
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Chapter 1: Introduction

Most educators strive to consider the needs of their students so-as to provide them
with the most effective education achievable. According to Yashima et al. (2009), two of
the most widely investigated psychological constructs in language learning are motivation
and anxiety. Motivation has been shown to have a positive impact on successful learning
(Deniz, 2010). Anxiety, on the other hand, has been shown to negatively affect
performance (Eum and Rice, 2011). As ‘teenagers are the most insecure people in the
world, their lives vulnerable to a host of different pressures’ (Scheidecker and Freeman,
1999 cited in Dornyei, 2001, p. 87), it is of particular significance for high school teachers
to explore ways to reduce their students’ classroom anxiety.

This study was conducted in senior high schools in Limassol, Cyprus. Asitisa
commonwealth country, which gained independence from Britain in 1960, EFL is a
compulsory subject. The Cypriot educational system is centralised and thus the curriculum
is decided on by the Ministry of Education. All classes are mixed-abilities. The students in
this study began learning English at the age of eight, i.e. before 2012 when the starting age
for English language study wasloweredto six. After the age of 16 students have the choice
to continue EFL lessons for either two or six periods a week, or to substitute it with a
different foreign language. Those who choose to continue studying English have various
motives. For some, it is simply the case that since they have already gained their
International General Certificate of Secondary Education in English (IGCSE) from private
tuition, which is more challenging than what is required at school, they consider itis a
subject in which they can easily get a good grade. For others who have also already
obtained their IGCSE, it is seen as an opportunity to maintain a working knowledge of
English before studying at an English-speaking university.

There is no official assessment for EFL until secondary school. In the first four

years of secondary school, assessment is through class tests and class participation.
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Students receive a grade at the end of each semester (January and May). There are no
negative consequences for low performance. In the final two years of senior school,
assessment continues in the same manner for the two-hour core course, and for the six-
hour advanced course there is a final exam at the end of the year. The exam contributes to
30% of the final mark.

On recruitment, state school teachers are not given any teacher training and they
may or may not have prior teaching experience. Formal teacher training is only provided
before a teacher gains a permanent post, which can be after as many as 10 years teaching in
state schools. Teachers only learn how to motivate their students through personal
experience or from studying motivation theories.

Over the last decade the Cypriot educational system has made the transition from a
more authoritative and teacher-centred pedagogy towards more student-centred learning,
although the degree of autonomy granted to the students is still limited. This reflects
changes in local society and also within the family. The teacher, or father in the case of
family life, is no longer the sole decision maker. Cyprus is, perhaps, an unusual case in that
teachers are not permitted to stay in the same school for more than eight years in
succession, five in the case of deputy heads. All teachers have to complete a minimum of
two years in rural schools. These are usually at the beginning of a teacher’s career and
again on promotion to deputy head. This results in there being little, if any, variation in
teaching practice between rural and urban schools. Notwithstanding, differences in
teaching practices do of course occur on a more personal level, based on teachers’
individual preferences. Furthermore, while the Ministry of Education lays down guidelines
and requirements, not everyone adheres to these unless they are being observed. Some feel
that they know best through years of personal experience; others that they are too old to
change. Inspectors deliver two compulsory seminars a year on teaching methods, and their
preferences are well-known to teachers. Consequently, when under observation, teachers

generally adapt their lesson to the known preferences of that inspector. Moreover, visits
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only apply to permanent staff and take place biannually. The uneven and sporadic nature of
inspection means that teachers as a body are in reality not strictly regulated.

In my role as a foreign language teacher, I suspected, based on classroom
experience in the language classroom and observation of students that both motivation and
anxiety relate to how teachers teach. As I began investigating this topic I found plenty of
literature on both motivation and anxiety, but very little which related these concepts to
teacher behaviour in the classroom. Furthermore, to date, no research has been carried out
on teaching strategies in this specific setting. It was concluded by Wong (2014) that
motivational strategies are culturally dependent, a finding which strengthens the impetus
for studying motivational teaching strategies and behaviours (MTSB) in Cypriot senior
high schools. It was also anticipated that the findings from the present study would
generate indicative advice for EFL teachers.

The growing interest in motivation and anxiety in the foreign language classroom
reflects the important role these variables are considered to play in the learning process.
Previous motivation studies in the FL setting have included investigations into factors
which affect the level of teacher motivation, as well as motivational strategies and
students” perceptions of motivation (Gokce, 2010; Bernaus and Gardner, 2008; Cheng and
Dérnyei, 2007; Gheralis-Roussos, 2003; Williams et al., 2002; Dérnyei, 2001; Dérnyei and
Csizér, 1998). Few studies have looked into how teaching strategies affect students. My
study supports Guilloteaux’s notion that research is needed into ‘the mechanisms by which
teachers influence student motivation and into the kinds ;)f instrumental practices and
interpersonal relationships that support it’ (2007, p. 214). As Moskovsky et al. state: ‘In
light of the undeniable importance that motivation has for learning outcomes, the need to
find effective means of reinforcing and sustaining learners’ motivation does not seem to
require justification’ (2013, p. 35). Thus, the main aim of my study is to determine how

teaching strategies and behaviours interact with student motivation and anxiety and how
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this knowledge can help teachers develop motivational strategies and behaviours that will
help their students achieve successful outcomes.

In recent years there have been a number of investigations into the association
between motivation and anxiety in the FL setting (Bernaus and Gardner, 2008; Wei, 2007;
Gardrer et al., 2004). Keskin (2007), for example, found that motivation is significantly
influenced by students’ levels of stimulation and anxiety (cited in Kocabas, 2009), and
Hurd advocates that ‘language anxiety and motivation are both considered to be highly
influential in facilitating or inhibiting SLA, and have become central to any examination of
factors contributing to the learning process and learner achievement’ (Hurd, 2008, p. 10).
Of greater significance for the rationale of this study is the notion that motivation and
anxiety can ‘be changed and shaped through teacher intervention in learning’ (Robinson,
2002, p. 8). Bernaus et al. (2009) support this view and suggest that student motivation can
be increased and language anxiety reduced through the use of effective teaching strategies.

Anxiety has been found to arise from personal and interpersonal anxieties; learner
beliefs about language learning; instructor beliefs about language teaching; instructor-
learner interactions; classroom procedures; and language testing (Young, 1991, p. 428).
Several studies have sought to define and measure foreign language anxiety (FLA) and
others have explored the impact of learner difference as well as other factors affecting
anxiety (including Hurd, 2003; Horwitz et al., 1986).

Test anxicty has been researched both as a component of FLA (Zheng, 2008,
Onwuegbuzie et al., 1999; Oxford, 1999; Price, 1991; Horwitz et al., 1986) and also as an
independent variable (Birjandi and Alemi, 2010; Yousefi et al., 2010) and has been found
to negatively affect performance. In the increasingly competitive work climate, optimal
performance is vital and thus an exploration of test anxiety was warranted.

In the classroom both teachers and learners are key players. Consequently, both parties

were consulted in a variety of ways and at all stages of the research process, beginning

with data collection in the initial study through to personal interviews as a follow-up to
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guantitative data collection in the main study. Accordingly, during the course of this study
mixed methods ofdata collection and data analyses were employed. Figure 1below shows
the concepts and interrelationships investigated in this study as well as the methods used.
The arrows show the direction of relationships examined.

Figure 1: Concepts and interrelations investigated in this study (see key below)

KEY: MSBQ —Motivational Strategies and Behaviours Questionnaire; PLM - Personal
Level of Motivation; FLCAI - Foreign Language Classroom Anxiety Inventory

As shown in Figure 1, teacher focus groups, student accounts, student and teacher
interviews were used to investigate teaching strategies and behaviours believed to motivate
students in the EFL classroom The Motivational Strategies and Behaviours Questionnaire
(MSBQ, see Appendix Al, pp. 189-192) was designed using qualitative data produced
during the initial study from student accounts, interviews and a teacher focus group. It was
then used to measure the frequency with which the strategies were used by teachers.
Learner motivation was measured using the Personal Level of Motivation (PLM, see
Appendix A2, p. 193) questionnaire and student interviews to obtain deeper insights.
Foreign language classroom anxiety was measured using the Foreign Language Classroom
Anxiety Inventory (FLCAI, Walker and Panayides, 2014, see Appendix A3, pp. 194-195)
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the Motivational Strategies and Behaviours Questionnaire (MSBQ) and student interviews.
Finally, the association between motivational teaching strategies and behaviours (MTSB)
with PLM and FLA was determined using correlation analyses.

The results of this study respond to a pedagogical gap in the field of edwaﬁoml
research by examining the influence of MTSB use on student motivation and FLA within
the same population, simultaneously. Most of the literature, so far, has examined
motivational strategies and behaviours, motivation and FLA independently rather than the
association between these concepts. Some have examined the relationship between
motivation and anxiety but few, if any, have examined the relation between these concepts
and teacher activity. Furthermore, previous research has not examined the influence of
MTSB on student motivation and anxiety through both quantitative and qualitative
methods in a sequential process. The findings presented in this thesis offer insight into the
MTSB which are associated with lower anxiety and higher motivation in the language
classroom. It is hoped that this will be of significant value to language teachers in Cypriot

schools as well as wider afield. The results could also be transferable to similar linguistic

and cultural contexts, although further research will be needed to confirm this.
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Chapter2: Literature Review

2.1 Introduction

As stated by Boote and Beile: ‘A substantive. thorough, sophisticated literature
review is a pre-condition for doing substantive, thorough, sophisticated research’ (2005, p.
3). A key issue in achieving this is relevance. According to Maxwell ‘relevant works are
those that have important implications for the design, conduct, or interpretation of the
study, not simply those that deal with the topic’ (2006, p. 28). To this end, this chapter
discusses and critically analyses literature pertinent to this study. The literature review sets
the backdrop for the study, as it reveals which ideas and concepts can be aligned with this
investigation and wherein which areas the study offers new perspectives. It thus provides
an opportunity to reveal the specific gaps in the literature addressed by this research, which
incorporates both the student and the teacher voice. The conceptual approach of this study
is grounded in research conducted in the fields of motivational teaching strategies and
behaviours (MTSB), language classroom motivation and foreign language anxiety (FLA).

Motivation is one of the many variables at play in the language classroom and is
vital to successful learning. It can fluctuate for many reasons, including student
interactions, especially with the teacher (Sugita McEown and Takeuchi, 2014). According
to Dérnyei and Csizér: ‘Motivating students should be seen as central to teaching
effectiveness’ (1998, p. 207). This point has been underlined in previous studies which
have also discussed the importance of motivational teaching strategies (Deniz, 2010; Kim,
2009; Zhu, 2007; Rost, 2006). Gokce (2010) adds that if teachers lack sufficient
knowledge in the subject of motivation or are not motivated themselves, they are likely to
find it difficult to motivate their students to learn. Likewise, if teachers do not understand
FLA and fail to recognise it in their students, they may not realise that their students are

experiencing it and perceive students’ behaviour as lack of motivation, ability and / or poor
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attitude. The literature relating to each of these constructs is discussed in detail in the
sections which follow.
2.2 Motivation

Motivation is, in the words of Scheidecker and Freeman, ‘without question, the
most complex and challenging issue facing teachers today’ (cited in Dornyei, 2001, p. 1).
The complexity of motivation is illustrated by Gardner who states that ‘the teacher, the
class atmosphere, the course content, materials and facilities, as well as personal
characteristics of the student’ (2007, p. 11) all influence students’ classroom learning
motivation.

‘Motivation is ... a highly complex term’ (Domnyei, Csizér and Németh, 2006, p.9).
Unal-Karagiiven contends that: ‘ All researchers agree to the one generic definition of
motivation, which is a mental state that stimulates the behavior and arouses goal-oriented
desire in human mind’ (2015, p.2).

As a multifaceted concept, ‘motivation’ is open to various interpretations. The

definition with which this investigation is most closely aligned with is that of Igoudin

(2013) who suggests that:
In the classroom context, motivation is a cyclical, interactive process between the
learner and the learning environment. Motivation initiates the student’s actions in
the class and is influenced by the feedback and behaviours of others in the
classroom. (Igoudin, 2013, p.194)

In Greek, ‘motivation’ can be translated in numerous ways, each with a

slightly different meaning. It was therefore necessary to provide a translation in
Greek for the participants that carried the most relevant meaning for this research
and restricted the participants from interpreting the notion in any other way. The
Greek translation ‘mapaxivéd’ was used. Within the context of the present research,

this can be interpreted as a desire along with the enthusiasm to engage in the

learning of English as a foreign language.
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Motivation researchin second language acquisition has developed greatly since the
early days of Gardner who, from his work in the French-Canadian context, identified
desire and satisfaction as key elements in language learning. The research now considers a
range of psychological and scientific frameworks, such as ‘the class atmosphere, the course
content, materials and facilities, as well as personal characteristics of the student’
(Gardner, 2007, p. 11). Over the past two decades Dornyei and Ushioda, among others
building on Gardner, have carried out extensive investigations into multiple traits of L2
motivation. Dornyei’s work provides a rich source of knowledge, aspects of which are
drawn upon in this study. One such aspect is the commandment to ‘set a personal example
with your own behaviour’ (Dornyei and Csizér, 1998, p. 215). This is interpreted in the
present study to mean that if we want our students to be motivated, then we as educators
must also be (or act) motivated.

When talking about motivation, researchers often refer to intrinsic, or academic,
and extrinsic, or social, motivation (Mathew et al., 2013). Foreign language motivation is
more frequently associated with intrinsic motivation. Deniz (2010), among others,
highlighted the importance of motivation for effective foreign language teaching. He
suggests that ‘motivation in L2 is directly connected to how much effort the learner and
teacher are willing to contribute’ (Deniz, 2010, p. 1270). He further states:

As leaders ... teachers have the power to affect students at every level of education.

A teacher who is a good model and shows that he/she takes great pleasure in

teaching has a positive role in encouraging students to learn. Students who see that

their teacher is really enthusiastic may feel more motivated to learn. (Deniz, 2010,

p. 1271)

Furthermore, as Moskovosky et al. (2013) contend, motivation influences students’
attitudes towards foreign language learning, their self-confidence, anxiety, learning
strategies and communication strategies. It could be argued that attitude and motivation

reinforce each other, as well as the other affective dimensions discussed below. The scope
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of the present study does not permit a bidirectional investigation, but this could be the
subject of a follow-up study.

Empirical evidence shows that that the teacher’s motivational practice plays a
positive role in student motivation (Kim, 2009; Guilloteaux and Dornyei, 2008; Cheng and
Dornyei, 2007; Zhu, 2007). Motivation does not appear to remain constant over time
(Dornyei, 2001). Dornyei suggests that, in the action stage, motivation can be influenced
by the *quality of the learning experience, (pleasantness, need significance, coping
potential, self and social image)’ (2001, p. 22). Similarly, according to Sugita McEown and
Takeuchi (2014), the effectiveness of motivational teaching strategies on student
motivation also changes over tlme These observations indicate a need for motivation to be
investigated over a relatively long period. This study therefore measured motivational
dimensions at two points in the academic year.

Mart suggests: ‘If school leaders expect students to become motivated to learn, they
must first sustain their own motivation to create schools where students discover that
learning is an exciting and rewarding activity’ (2011, p. 11). A teacher whose focal interest
is in facilitating the students’ learning by teaching them how to learn, by being open to the
students’ interests and needs, and by caring for their students, is likely to have a more

positive effect on student learning and outcomes than one whose main concern is just to

cover the curriculum.
2.2.1 Motivational teaching strategies and behaviours

Before discussing motivational teaching strategies (MTSB), it may be helpful to
provide a working definition of them. Guilloteaux and Ddrnyei describe them as
‘instructional interventions applied by the teacher to elicit and stimulate students’
motivation’ (2008, p. 57) and Sugita McEown and Takeuchi as: ‘techniques consciously
used by EFL teachers as ways to promote language-learning motivation’ (2010, p. 24). In
this study motivational teaching strategies are defined as motivational techniques used

consciously or instinctively by EFL teachers in their teaching practice. The word
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instinctively is adopted, loosely based on the fact that it is likely} that experienced teachers
act without consciously considering the techniques they use whilst in the classroom. This
instinctive or impromptu use of strategies may have developed as a result of professional
training and / or experience. For the purpose of this study, behaviour relates to the ways in
which the teacher acts and communicates with others in the classroom. An example of this
is being friendly or showing they care.

2.2.2. Theories of motivational teaching strategies and behaviours

Dérnyei and Csizér (1998) investigated teachers’ beliefs concerning 51 MTSB.
This resulted in the ‘Ten commandments for motivating language learners’. These are:

1 Set a personal example with your own behaviour.

2 Create a pleasant, relaxed atmosphere in the classroom.

3 Present the tasks properly.

4 Develop a good relationship with the learners.

5 Increase the learners’ linguistic self-confidence.

6 Make the language classes interesting.

7 Promote learner autonomy.

8 Personalize the learning process.

9 Increase the learners’ goal-orientedness.

10 Familiarize learners with the target language culture. (Ddrnyei and Csizér, 1998,
p. 215)

Dérnyei and Csizér’s (1998) ‘commandments’ have been widely referred to and
also used as the framework for research (Wong, 2014; Scott and Butler; 2008; Cheng and
Dérnyei, 2007). Dérnyei has continued exploring and exemplifying the ‘commandments’
and in his 2001 book raised several points related to MTSB, including the following: (a)
facilitation is more motivating than control; (b) ‘a pleasant and supportive classroom
atmosphere and a cohesive learner group with appropriate group norms’ are indispensable

(2001, p. 31); (c) a teacher’s enthusiasm could be passed off on to his/her students, as
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‘commitment towards the subject material can be infectious’; (d) however, if the students
perceive a lack of interest on the part of their teacher, they quickly lose interest themselves
(Dérnyei, 2001, p. 32). Ning and Hornby (2014) endorsed the view that the building up of
group cohesiveness enhances motivation.

The teaching strategies a teacher uses may not be sufficient to motivate her
students. Teacher behaviour also influences student motivation, as Matsuda and Gobel
(2004) found in their empirical research. In their study, one student commented: ‘The
teacher was very relaxed, so we too were able to relax and study’ (Matsuda and Gobel,
2004, p. 32). The findings from their study led them to conclude that the students’
emotional state is also important and it can be influenced by that of their teacher. Teachers
therefore need to continually assess the classroom climate and if necessary try to improve
it.

As students are individuals, they have preferences and react differently to teaching
strategies. For example, Matsuda and Gobel (2004) conclude that some respond best to
group work and others to pair work. The ability of teachers to adapt to the needs of each
group of students is therefore of paramount importance. More recently, Wagner and Urios-
Aparisi (2011) have shown that the use of humour in the classroom positively influences
motivation. According to Dornyei (2001), humour is a tool against boredom which not
only makes learning more interesting, and it has also been found to lower anxiety (Golchi
and Jamali, 2011; Yan and Horwitz, 2008). Humour is generally considered to be a

behaviour rather than as a teaching strategy, supporting the value of researching

behaviours and not just strategies.

Other factors that influence student motivation have been identified by experienced
practising teachers. In their book on teaching, which is based on their long personal history
and success in the profession, Freeman and Scheidecker (2012, p. 185) suggest that
students want a challenging learning environment that is safe from failure and ridicule.

They further claim that students favour teachers who are patient and encouraging, and
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make several recommendations to teachers, mainly related to interpersonal relationships,
such as being fair and caring, being enthusiastic and harder working than the students and
never using sarcasm. Dornyei (2001, p. 41) also warns against sarcasm, or put-downs, and
the value of mutual trust and respect. Being fair is a behaviour also cited by Taylor (2008,
in Taylor, 2013, p. 45).

In order to find out more about the link between motivational teaching strategies and
behaviours (MTSB), perceptions of motivational strategy use and behaviours in the
classroom were investigated. It is important to recognise that although motivated teachers
may use MTSB, there is no necessary link between the two, and one does not imply the
other. Gheralis-Roussos (2003), for example, suggests that it is possible for a teacher to
feel motivated but for their classroom behaviour to fail to motivate students, due to
students and teachers not sharing the same beliefs on what constitutes motivational
behaviour. The focus in this study, therefore was MTSB and not teacher motivation.
Although motivational practices in EFL classes have already been investigated by Alrabai
(2014a), he sought teacher beliefs concerning the use of strategies and learners" self-rating
of their motivation, rather than ascertaining students’ perceptions of use. There is a lack of
evidence for alignment between students’ perceptions of the use of teaching strategies and
their motivation and anxiety. Differing perceptions are explored briefly in the next section.
2.2.3. Teacher and learner perceptions of motivational teaching strategies and
behaviours

Bernaus and Gardner (2008) report discrepancies between teacher and students’
perceptions of classroom practices. They state that in order for teaching strategies to
successfully motivate students they must be considered of value by their students. They
therefore recommend that teachers “assess their students’vperceptions of any strategies they
employ’ (Bernaus and Gardner, 2008, p. 399). Yan and Horwitz (2008), and later Xiao
(2012), found that the most motivating characteristics are being approachable, patient,

supportive, encouraging and good-tempered. This belief was held by far more students
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than tutors in both studies, reminding us that while beliefs may be shared they may not be
felt to the same degree. In the findings and discussion chapters of this study, these
behaviours as well as differences between student and teacher perceptions are presented
and discussed. The interaction between teachers and learners also plays an important role
in students’ anxiety levels(Koch and Terrell, 1991; Young, 1990). Nguyen (2014)
concluded from his study that the teacher, the mood of the class, the lesson content,
classroom activity and classmates are all sources of motivation in the FL classroom.

Brophy (1983) advocates that a lack of success in schools is most commonly a
result of low motivation among teachers and pupils. Of significance to this study is the fact
that teachers who are not motivated themselves will have difficulty motivating their
students to learn (Gokce, 2010). This creates a problem because, as Rost points out,
‘without student motivation there is no pulse, there is no life in the class’ (2006, p. 1). He
further advocates that teachers have to focus on language development as well as
generating motivation for further learning. He proposes that teachers use themselves as a
model for enthusiasm, thus reinforcing Dornyei and Csizér’s commandment: ‘seta
personal example with your own behaviour’ (1998, p. 215), as mentioned earlier.
Moreover, research suggests that motivation levels have a greater impact on student
learning than teachers’ professional competence (Glynn et al., 2005; Atkinson 2000).

In teacher training, in Cyprus at least, emphasis is placed on general teaching
methodology and not on MTSB. The literature suggests that this is not necessarily enough.
Haycraft (1978) observed ‘classes where the teacher’s techniques were superb, but where
the students were reluctant to learn because the teacher was not interested in them as
people’ (cited in You, 2004, p. 7).

Several issues have been found to negatively impact student motivation in the
literature. Sakui and Cowie (2012) found incompatibilities between the teacher and his or
her students, and that a teacher who was not able to understand the students or predict their

response to an activity might demotivate learners. The aforementioned studies indicate the
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importance of the first research question: According to students and teachers, which
teaching strategies and behaviours motivate EFL classroom learners?

Lamb consulted a large sample of students for their view on inspiring teachers. He
found ‘commonalities’ in teacher behaviour and style that which could be of value to both
‘novice and experienced language teachers’ (2014, p. 8).,This study is similar in that it too
consulted students in its aim to provide useful insight for teachers to take into account in
their teaching. It differed, however, in that it used student perceptions in order to draw
inferences concerning the influence of MTSB on student classroom motivation and anxiety
by correlating the nature and frequency of the use of 21 MTSB with student motivation
and anxiety scores. In other words, the present research investigated associations between
the use of MTSB and students’ motivation and anxiety levels.

2.2.4. Motivational teaching strategies and behaviours in practice

Dornyei suggests that teachers should continually adapt and find innovative ways
to teach the curriculum, as even the best course books “fail to reach the person who reads
them’ (2001, p. 64). Being a motivating teacher requires continued effort and it can be easy
for teachers to fall into a routine, which can become monotonous and demotivating
(Dérnyei, 2001). Teaching an imposed curriculum year after year can have a profound
effect on teacher motivation, which in turn may negatively impact student motivation.

Dérnyei (2001) suggests that confidence is gained when the aspect of language
being taught is demonstrated to students, as this facilitates greater understanding, This
echoes the words of Confucius: ‘Tell me and I forget. Teach me and I remember. Involve
me and I learn’ (cited in You, 2004, p. 2). Novak (2004) advocates that confidence is likely
to be enhanced through teaching pupils how to learn and how to be motivated to learn. The
literature, in the words of Wu and Marek, ‘holds that motivation, confidence, and ability
are directly related and influence each other, and that if one of the factors increases or

decreases, the other two will follow in a direct relationship® (2010, p. 102). Evidence to
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support this is still lacking, especially in relation to teacher behaviour. It must also not be
forgotten that even the most able students need to be motivated.

Dérnyei advises that strategies should not be chosen or applied in our classrooms
without thought since ‘almost everything a teacher does in the classroom has a
motivational influence on learners, which makes teacher behaviour the most powerful
motivational tool’ (2001, p. 120). Guilloteaux and Dornyei (2008) later found a strong
correlation between teachers’ motivational practice and students’ motivated behaviour
observed during class activities. They further highlight the responsibility involved in
decision-making regarding the use of teaching strategies in the classroom. McCroskey et
al. (2006) advocate that the ways in which the teacher commumicates are powerful
predictors of instructional outcomes. When, for example, teachers convey information
clearly, engage in nonverbal immediacy behaviours such as proximity through friendliness
and showing understand (Xiao, 2012; Anderman et al., 2011; Den Brok et al., 2005), and
respond decisively and responsively, students become more motivated to study.

Several other empirical studies (Moskovsky et al., 2013; Papi and Abdollahzadeh,
2012; Huong, 2011) also argue that teachers’ motivational behaviours have the power to
enhance student motivation in second language learners. However, not all actually include
and juxtapose both teacher and student data. For instance, Moskovsky et al. (2013, p.41)
exposed an experimental group of students to 10 preselected motivational strategies,
including ‘Showing students that you care about their progress’ and ‘Consistently
encouraging students by drawing their attention to the fact that you believe in their effort to
learn and their capabilities to succeed’ in order to determine the effects they have on
student motivation. Papi and Abdollahzadeh (2012), on the other hand, measured teachers’
actual use of motivational strategies, through observation, and students completed
situation-specific and general-motivational questionnaires. They found that teacher
motivational practice is significantly related to student motivated behaviour. Neither study

asked the students to rate their perceptions of their teacher’s use of motivational strategies,
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an approach employed in the present study. It further built on previous findings by
investigating the extent of the association between perceived use of MTSB and self-
reported motivation and anxiety levels.

Cheng and Ddrnyei (2007) replicated aspects of Dornyei and Csizér (1998) and
found that ‘strategies in motivating learners should be seen as an important aspect of the
study of L2 motivation’ (Cheng and Dornyei, 2007, p. 153). In neither studies were
students consulted. Students are, however, key stakeholders in the classroom, a persuasive
factor in the decisionto include them in this study and at the same time address an
important gap in the research. Cheng and Dornyei’s (2007) findings partially overlap with
those of Dornyei and Csizér (1998), as can be seen from their conclusion that “at least
some motivational strategies are transferable across diverse cultural and ethnolinguistic
contexts’ (Cheng and D&rnyei, 2007, p. 153). The universality of motivational strategies
camnot be absolute, as cultural practices and expectations of teacher behaviour also play a
role in the language classroom.

Using a framework adapted from Dérnyei and Csizér’s (1998) Hungarian study,
Wong (2014) investigated motivational strategies in the Chinese EFL classroom and found
that only six out of twenty-five were perceived to be effective by the teachers, students and
EFL researcher. These were: (1) offering rewards; (2) making sure that the students
received sufficient preparation and assistance; (3) reminding students of the instrumental
value of the L2; (4) bringing in and encouraging humour; (5) whetting the students’
appetites for the content of the task; and (6) avoiding face-threatening acts.

A few studies have examined the association between teaching strategies and
student motivation in a number of ways. Perhaps the most relevant, in terms of
methodology, is the study conducted by Sugita McEown and Takeuchi (2010) who
investigated this association with a sample of 190 lower secondary school students and five
teachers. The teachers self-reported their use of motivational strategies and students ranked

the influence these strategies had on their motivation. Correlation analyses were then
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performed to determine the relationship between the use of the strategies and student
motivation. They found that there were just four strategies which showed a significant
correlation with student motivation: ‘Apply continuous assessment that relies on
measurement tools other than pencil-and-paper tests’; ‘Share your own personal interest in
the L2 learning’; ‘Help learners accept the fact that they will make mistakes as part of the
learning process’; ‘Provide regular feedback about the areas on which they should
particularly concentrate’ (Sugita McEown and Takeuchi, 2010, p. 25). Findings also
revealed that the effectiveness of some motivational strategies varied according to
students” English proficiency level. This indicates that specific situational contexts
influence the relationship between teacher behaviours and student motivation. The present
study differed from theirs in that the students, rather than the teachers, ranked their
perceptions of teachers’ strategy and behaviour use and completed a separate questionnaire
which assessed their level of motivation. The two were then correlated to give a more
detailed picture of the relationship between teacher strategy use and behaviour and student
motivation.

As mentioned earlier, motivation is one of the many variables at play in the
language classroom. Another ‘complex, multi-faceted construct’ (Campell, 1999, p. 194) is
foreign language anxiety which can have a major negative impact on language learning
(Mahmood and Igbal, 2010; Horwitz, 2001; Horwitz et al., 1986).

2.3 Foreign language anxiety

Foreign language anxiety (FLA) has been shown in the researchto be potentially
the most inhibitive factor in the learning experience, and the FL setting is perhaps the most
vulnerable to anxiety due to, for example, communication problems and identity issues
(Arnold and Brown, cited in Hurd, 2007, p. 488; Horwitz, et al., 1986). Spielberger defines
anxiety as ‘subjective, consciously perceived feelings of apprehension and tension,

accompanied by or associated with activation or arousal of the autonomic nervous system’

(Spielberger, 1966, p. 17).
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Many subcategories of anxiety exist including trait, state and situation-specific
anxiety. Trait anxiety is considered to be an aspect of personality. State anxiety is
experienced at a particular moment in time as a response to a definite situation (Maclntyre
and Gardner, 1991b, p. 90). Situation-specific anxiety, according to Ellis (1994), is an
apprehension aroused at specific situations and events. This study supports the notion that
trait and state anxiety may be a part of FLA, but that FLA is most closely allied to
situation-specific anxiety. According to MacIntyre and Gardner (1991b, p. 90), ‘situation-
specific anxiety can be considered as trait anxiety, which is limited to a specific context’.
They suggest that a foreign language class could be considered to be such a specific
setting.

The difficulties inherent in aligning FLA with pre-defined types of anxiety led
Horwitz et al. to provide the following definition: FLA is ‘a distinct complex of self-
perceptions, beliefs, feelings and behaviors related to classroom language learning which
arise from the uniqueness of the language learning process’ (1986, p. 128). They draw
parallels between 1.2-related anxiety and three related performance anxieties: (1)
communication apprehension, (2) test anxiety, and (3) fear of negative evaluation, and
suggest a model containing these three components. MacIntyre and Gardner (1989) tested
Horwitz et al.’s model of FLA and concluded that all three dimensions of anxiety indeed
play an important role in FLA. However, the results of their study revealed that test anxiety
did not emerge as an important factor. Later Aydin (2007) offered his support for the
model and described communicative apprehension as a fear of real communication with
others. Fear of negative evaluation is, in the opinion of Watson and Friend ‘apprehension
about others’ evaluations, distress over their negative evaluations, and the expectation that
others would evaluate oneself negatively’ (cited in Aida, 1994, p. 157). This differs from
test anxiety in that it extends beyond the test-taking situation.

In 1986 Horwitz et al. also developed the Foreign Language Classroom Anxiety

Scale (FLCAS, see Appendix A4, pp. 196-200) to measure FLA. In line with their
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definition of FLA, they designed an instrument which drew on measures of test anxiety
(Sarason, 1978), speech anxiety (Paul, 1966), and communication apprehension
(McCroskey, 1970), as well as including five items from the French Class Anxiety Scale
(Gardner et al., 1979).

In her first study using the FLCAS, Horwitz (2001) reports that there was a
moderate but significant negative correlation between FLA and the grades students
expected in their first semester language classas well as their actual final grades. Others
also found significant negative relationships between FLCAS scores and final grades
(Mahmood and Igbal, 2010; Yan and Horwitz, 2008; Maclntyre and Gardner, 1991a; Price,
1991; Horwitz, 1986). While it is widely accepted that FLA negatively affects learning
performance, there is a question as to where anxiety occurs in the learning process.

In 1991 Sparks and Ganschow debated the important question of whether anxiety is
a cause or the result of poor achievement in language learning, and proposed subtle first
language learning deficits as the primary cause of poor achievement, a view which has
been fiercely opposed by Horwitz and MacIntyre (Horwitz, 2000; MaclIntyre, 1995; Sparks
and Ganschow, 1995). The relationship between anxiety and achievement is certainly
complex and not one-directional and uni-causal, as both depend on and change witha
multitude of additional factors both internal (student) and external (such as the
environment and teacher). It does not necessary follow that if a student is anxious in one
setting, they are in another. In keeping with MaclIntyre (1999), a student may experience
considerable anxiety in a non-language subject but not feel nervous in the language
classroom.

Learner beliefs are also significant: a perceived inability to learn a language may
lead to increased anxiety. Horwitz et al. (1986, p. 127) state that some students believe
they should avoid speaking in the foreign language until they can make correct utterances.
Such beliefs may lead to anxiety as students are expected to communicate in the second

language before fluency is achieved ‘and even excellent language students make mistakes
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or forget words and need to guess more than occasionally’. Communication may be more
popular with some students than others. Skehan (cited in MacIntyre, 1999) suggests that
extroverts are more likely to enjoy the communicative part of language learning, while
Maclintyre contends that fears about ‘communicating and social evaluation are likely to be
based on a student’s relationship with their teacher and peers’ (1999, p. 31). The diversity
of factors associated with FLA provides a strong rationale for follow -up interviews with
students and mini-case studies in the present study in order to probe further into the
potential causes and alleviators of FLA.
2.3.1 Factors associated with foreign language anxiety

An aspect of the language classroom which has repeatedly been documented as
provoking anxiety is the necessity to verbally produce the language in front of others
(Javid, 2014; Koch and Terrell, 1991; Price, 1991; Horwitz et al., 1986). Nahavandi and
Mukundan (2013) and Tianjian (2010) found moderate to high levels of speaking anxiety
in their studies. Horwitz (1996, p. 369) suggests that a teacher must appear comfortable
speaking in the foreign language in order to encourage the students to believe that they too
can do so. She points out that, ‘if the teacher is not willingto take risks when speaking the
target language, how can we expect students to get the message that they don’t have to be
perfect’? Listening comprehension can also be implicated in FLA. Xu (2011) contends that
this aspect of FLA is easily ignored. He further suggests that listening comprehension
anxiety can affect speech production, as one must first understand what is being said.

Other factors associated with anxiety include teachers using harsh methods of
correction and showing intolerance of mistakes and imperfections in speaking and writing
(Young, 1991; Horwitz, 1988; Horwitz et al., 1986). A specific example comes from a
student in Xu’s (2011) study who talked about hostility generated by personality clashes
between students and the teacher. Xu explains that ‘instructors that put students on the
spot, press for answers, and openly demonstrate frustration when the correct answer is not

forthcoming create anxiety’ (2011, p. 1714). Teachers may not recognise the hostility and
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intolerance that students perceive. Several studies have shown that teaching strategies are
usually influenced by personal learning style preferences (Zheng, 2008; Oxford, 1999).
These may conflict with students’ favoured approaches to learning, which, (Oxford 1999),
can give rise to anxiety. Findings such as these in the literature led to the inclusion in the
present study of both teacher and student perspectives.

Young (1991) and Oxford and Shearin (1994) focus on confidence and self-esteem
in language learning. Young (1991), for exanple, cites Krashen in suggesting that people
with low self-esteem worry about what their peers think, and believes that this can give rise
to anxiety. Confidence and security can be achieved in a number of ways. Oxford and
Shearin posit that

Teachers can reduce anxiety and promote greater emotional security by noticing

signs of anxiety, developing a non-threatening classroom climate, helping students

relax through music and laughter ... avoiding sarcasm and sharp criticism, using

praise well and developing peer support networks. (1994, p. 17)

A lack of time for personal attention has also been identified as a relevant factor
(Trang et al., 2013). Moreover, Williams and Andrade (2008) suggest that confusion and
embarrassment may arise from the inability to comprehend verbal and written input. The
students in their study considered the teacher more responsible for their anxiety than
themselves, again indicating a need to examine both teacher and student views.

Ely (1986) and Horwitz et al. (1986) postulate that anxious learners have a
tendency to forget previously learned material, to freeze up in oral activities, and less
frequently volunteer their participation than those less anxious (in Maclntyre and
Gregersen, 2012). Moreover, Gregersen (2003) finds that anxious students respond less
effectively to their own errors.

According to Mahmood and Igbal (2010), anxious EFL learners feel uncomfortable
about their abilities even if their competence levels are good, and may avoid the learning

situation if they experience too much anxiety. They recommend that students should
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therefore be encouraged to feel successful in using English, and teachers should avoid
setting up activities that increase the chances of failure. Finally, Dewaele and Al-Saraj
(2013) state that knowledge of more languages has been associated with lower anxiety
levels in all languages, which implies that avoidance is not the solution.

2.3.2 Test anxiety

Taking tests is an unavoidable part of language learning (Aida, 1994; Julkunen,
1992) and is widely acknowledged as anxiety-provoking. Test anxiety is ‘the tendency to
view with alarm the consequences of inadequate performance in an evaluative situation’
(Sarason, 1984, p. 214). For some, such as Aydin (2009), it is more simply a fear of failing
tests. Test, or performance, anxiety has been documented as a highly disruptive factor at all
levels of education; it can interfere with students’ ability to concentrate on the test and
even to learn the required material (Wolf and Smith, 1995). It was identified by Horwitz et
al. (1986) as part of the FLA construct, and this was confirmed in the Cypriot setting by
Panayides and Walker (2013).

Test anxiety can cause physical and psychological problems as well as negatively
affecting motivation (Aydin et al., 2006). It affects concentration and achievement and
increases errors in the learning process (Aydin et al., 2006), and can also lead to physical
signs such as perspiration, sweaty palms, headache, upset stomach, rapid heartbeat, and
tense muscles (Birjandi and Alemi, 2010). However, not all researchers agree on the
factors associated with FLA.

Variables found to increase test anxiety include a lack of state validity in the test,
students being faced with questions which are unfamiliar to them (Horwitz and Young,
1991) and student perceptions of the clarity of test instructions (Young, 1999). Raffini
(1993) suggested that if a student is allowed to fail at tasks before having a reasonable
chance of success, they will attribute their failure to lack of ability and stop trying (cited in

Dérnyei, 2001). Student anxiety may also be misinterpreted by teachers as a lack of
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motivation and poor attitude (Gregersen, 2003). This could potentially lead to the teacher
having a negative impression of a student, which could in turn increase her or his anxiety.
2.3.3 Impact of foreign language anxiety on learning

As stated previously, researchers have signalled the necessity for teachers to have
studied the theory of FLA. Four decades ago, Scovel in his review of the anxiety literature,
argued that a degree of anxiety is required ‘to arouse the neuromuscular system to optimal
levels of performance’ (1978, p. 138), but too much anxiety can have a negative impact on
learning. He further proposed that

facilitating anxiety motivates the learner to “fight” the new learning task; it gears

the learner emotionally for.approach behaviour. Debilitating anxiety, in contrast,

motivates the learner to “flee” the new learning task; it stimulates the individual

emotionally to adopt avoidance behaviour. (Scovel, 1978, p. 138)

A number of researchers have suggested that FLA is a debilitating phenomenon
that must be overcome by students in order for them to take full advantage of foreign
language instruction (Horwitz et al., 1986). In fact, Daly (1991, p. 33) warns that ‘the
importance of language learning in the global economy may make language anxiety a
barrier to a successful career’. Moreover, FLA has been negatively associated with student
motivation (Liu, 2012; Liu and Huang, 2011). Lack of anxiety may not, however, imply a
high level of motivation.

2.3.4. Motivating teaching strategies to reduce foreign language anxiety

A relaxed classroom environment has been documented by many as anxiety-
reducing (Hashemi and Abbasi, 2013; Golchi and Jamali, 2011; Noormohandi, 2009; Yan
and Horwitz, 2008; Von Worde, 2003; Dornyei, 2001; Aida, 1994). Careful classroom
management could also lessen the anxiety felt by students, as Sammy and Rardin in Von
Worde (2003) affirmed from the findings of their study: group cohesion helped reduce

anxiety and also had the ability to strengthen language learning. A further successful
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strategy identified by Saito et al. (1999) was the use of authentic texts in the language

classroom.
2.3.5 Summary of foreign language anxiety

As can be seen from the research, anxiety plays a significant role in language
learning and performance (Aida, 1994; Maclntyre and Gardner, 1991a; Price, 1991), and it
is essential for anxious students to realise that they are not alone (Von Warde, 2003).
Research further indicates that teaching strategies are usually influenced by personal
learning style preferences (Zheng, 2008; Oxford, 1999). These may conflict with students’
favoured approaches to learning, which, as stated by Oxford (1999), can give rise to
anxiety. There is currently no literature available for teachers which gives them insight into
the learning approaches, in terms of the classroom strategies and behaviours which
students themselves believe to be effective in reducing their FLA. As teachers’ perception
of students’ anxiety candiffer from that of their students (Levine, 2003) the present study
addressed this issue.

It is possible that not all teachers, particularly those who have not experienced it
themselves, understand how anxiety in the FL classroom can affect the learning experience
and learning outcomes. For this reason, Horwitz (2001) recommends that teachers
familiarise themselves with the sources of language anxiety so as to organise classes in
such a way as to minimise students’ anxiety reactions. This is important as anxiety
contributes to what Krashen (1981) coined as an affective filter making the learner
unreceptive to language input (Horwitz et al., 1986): they fail to absorb the target language
and consequently language acquisition does not advance.

Zheng warns that language anxiety isa ‘pervasive phenomenon’ and ‘instead of
assuming its generic property as one type of anxiety, it is vital to approach this
conceptually complex psychological emotion from diverse angles’ (2008, p. 8). This could
be addressed in the manner Horwitz et al. (1986) advise, with teachers either helping

anxious students learn to cope with the existing anxiety-provoking situation or making the
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learning milieu less stressful for them Friendliness, support and encouragement are
recommended in both the motivation and anxiety literature. The relationships between the
two, are explored in the next section.

2.4 Interrelationships of motivation and anxiety

Although many studies have concluded that anxiety and motivation are intertwined,
few provide empirical evidence of this relationship, and their findings are often
contradictory. Matsuzaki (2006), for example, found only a weak association between
student motivation and anxiety whereas Liu and Huang (2011) and Khodadady and
Khajavy (2013) found a significant negative correlation. More specifically, the study by
Khodadady and Khajavy (2013) showed that ‘amotivation and less self-determined types
of external motivation are positively related to language anxiety’ (2013, p. 269). Thus they
advocate that language teachers should motivate their students in order to decrease their
anxiety in the EFL. Earlier Noels et al. had also found that ‘greater amotivation is
associated with lower anxiety’ (1999, p. 28). Liu’s (2012) recent study into the
relationships between foreign language anxiety, learning motivation, autonomy, and
language proficiency also found learning motivation to be highly significantly and
negatively correlated with anxiety. Conversely, five years earlier, Wei (2007) found
anxiety and motivation not to be significantly correlated, although integrative motivation
was found to be a predictor of low: anxiety. Liu and Huang (2011) investigated motivation
and anxiety inrelation to performance rather than to each other. They found foreign
language anxiety and motivation to be significantly negatively correlated with student
performance.

Despite variations in the findings, there is enough evidence in the literature to
warrant investigating the nature and frequency of use of motivational teaching strategies in
association with both EFL student motivation and classroom anxiety. Since embarking on
this research, Alrabai has conducted extensive research which overlaps with my work and

supports the interest in these research areas. His research approach has however been
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different. He investigated the effectiveness of using motivational strategies on students’
motivation (Alrabai, 2011a) by consulting EFL teachers before using an experimental
approach to test the effectiveness of motivational strategies. He also researched
motivational instruction in practice (Alrababi, 2011b) with a sample of teachers only. Later
he studied teacher beliefs and learner perceptions concerning motivational practices
(Alrabai, 2014a) by consulting teachers on the frequency with which they used strategies
and students on their motivation. Students werenot questioned about their perceptions of
teachers’ use of strategies and behaviours which was done in the present study. Finally in
his study on the influence of teachers' anxiety-reducing strategies on learners' foreign

language anxiety (Alrabai, 2015) he used a quasi-experimental approach.

2.5 Motivational teaching strategies, motivation and foreign language
anxiety

Certain teaching strategies and characteristics of teaching and classroom situations
found to have a desirable influence have been documented in both motivation and anxiety
studies. In his work on motivational teaching strategies, Dérnyei (2001) emphasised the
importance of a supportive classroom atmosphere with a sense of trust, and reminded
teachers to control their temper. A relaxed and friendly classroom, for example, has been
found to increase motivation as well as to reduce anxiety (Taylor, 2008, in Taylor, 2013;
Noormohandi, 2009; You, 2004; Dornyei, 2001; Aida, 1994).

Humour has been listed by students as an essential quality of a good teacher in that
it can help to create a more relaxed atmosphere which in turn may reduce anxiety (Golchi
and Jamali, 2011; Yan and Horwitz, 2008). Indeed, as Bonjour maintains: ‘laughter is the
best tranquiliser with no side effects’ (2011, p. 152). Encouragement, which comes in
many forms including promises and rewards such as grades or prizes, can reduce anxiety

and increase confidence. While rewards can motivate those with low motivation,
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Maclntyre (2002) warns of the possibility that those with high intrinsic motivation, who
are interested in the language for its own sake, may become discouraged.

Burden (2004) believes that learners' level of motivation and effort can be raised
when teachers use commumnicative teaching methodology and adopt a language facilitating
role by encouraging students to assess their performance in a positive light. This can be
achieved through positive feedback which is not only fruitful in motivating students but
can also ease their anxiety. Hurd (2003) also advocates that good quality feedback can
improve motivation, as can giving clear explanations.

Previous studies, including the aforementioned, have provided valuable insights
and knowledge to the field as well as crucial background information and direction for the
present study. Of equal importance, they have suggested methods, and used valuable

measuring instruments for their work as well as words of caution regarding methods and

techniques.
2.6 Methods in motivation and FLA research

Research into teaching strategies, motivation and anxiety has employed qualitative,
quantitative and mixed-methods approaches. Each has its strengths, and potential
drawbacks, and this is discussed at greater length in the methods and methodology chapter
which follows on from the literature review.

Price (1991), for example, conducted interviews to gain detailed descriptions of
what it is like to be an anxious student in a foreign language class, and chose to use student
insights as a source of information on questions of potential interest to the FL educator.
Analysing such qualitative data can be problematic. In studying the meaning of teacher
influence, Zhu (2007) interviewed 46 participants who described how their current and
former English teachers affected their motivation. Although the data produced provided
more insight into student perceptions, it was also described as scattered and difficult to
manage. However, there is strong support for qualitative research in motivation

(International Conference on Motivational Dynamics and Second Language Acquisition,
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2014). In fact, although quantitative methods have been dominant for many years
(MaclIntyre and Gardner, 1989), qualitative research methods in addressing modern
language learning motivation and anxiety have enjoyed increasing pror‘ninence recently
(Lamb, 2014; Ushioda, 2009). The quantitative approach requires valid and reliable
instruments in order to generate valuable data. It can be criticised for being impersonal and
not adding depth to data. However, a considerable advantage is that it facilitates large
samples and is generalizable.

Existing questionnaires or scales devised by other researchers, with few or no
changes, are a popular researchmethod and are sometimes used after merely calculating
the alpha score as an index of reliability (internal consistency) of the scale. However,
Cronbach's alpha on its own by no means supports the validity of the scale. Furthermore,
as Panayides (2013) explains, high alpha does not always guarantee high reliability for the
right reasons and suggests caution when interpreting its values. That is to say that if many
questions are parallel, essentially asking the same thing, for example, then the alpha will be
high but unfortunately the concept under investigation may not be covered well. In other
words, the focus is too narrow. This supports the need for careful piloting and validation of
instruments prior to use.

Reusch et al. (2012), for example, followed a similar procedure to that of the highly
respected studies of Dornyei and Csizér (1998) and Cheng and Dérnyei (2007) with some
modifications to the instrument. Dornyei and Csizér (1998) conducted an empirical
investigation of Hungarian teachers of English who evaluated 51 motivational strategies.
This led to the ‘Ten commandments for motivating learners’, the list set out on page 21 of
the 10 most important motivational macrostrategies emerging from Dornyei (2001). The
initial item pool contained over 100 strategies, which was reduced by piloting the
instrument. Cheng and Dérnyei (2007) later consulted 387 teachers of EFL in Taiwan from

elementary schools to universities, using a 49-item questionnaire.
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Dewaele and Al-Saraj (2013) developed their questionnaire after gathering
information from Saudi Arabian students on their perspectives and anxiety-related
experiences while learning a foreign language. Students were asked to answer a single,
open-ended question in an anonymous written questionnaire. The initial plan for the
present study was to use the FLCAS (Horwitz et al., 1986, see Appendix A4, pp. 196-200)
in assessing the students’ anxiety, but Panayides and Walker (2013) found it to have
limitations, and it needed improving in order to become a strong and appropriate
instrument from which reliable findings could be derived. This led to the creation of the
Foreign Language Classroom Anxiety Inventory (FLCAIL, Walker and Panayides, 2014,
see Appendix A3, pp. 194-195). It should be noted that the original scale, which has been
extensively used with success, was devised almost three decades ago for use with
university students in America. It is therefore not surprising that 27 years later it was not
found to be appropriate in its entirety for Cypriot senior high school students. In creating
the FLCAI, Walker and Panayides (2014) generated new items through consultation with
students, EFL teachers and recently retired veterans in the field. The 18-item FLCAI
contains only seven items from Horwitz et al.”s (1986) FLCAS.

Sugita McEown and Takeuchi (2010) examined the impact of motivational
teaching strategies on student motivation in EFL lower high school students by looking
into the teachers’ self-report of the frequency with which 15 strategies were used and the
strength of student motivation. Perceptions of teachers’ strategy use have been found to
affect 2 motivation more than the actual use of strategies (Bernaus and Gardner, 2008, p.
388). In the present study, students report their perceptions of the nature and frequency of
the teachers’ use of MTSB.

Others have preferred observation over questionnaires in investigating the
relationship between L2 teachers’ instructional practice and their students’ English
learning motivation. Papi and Abdollahzadeh (2012), for example, used the Motivational

Orientation of Language Teaching classroom observation scheme (MOLT, Guilloteaux and
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Dérnyei, 2008), whereas Hurd (2007) used a multi-instrument approach with several
intervention points to investigate the prevalence of anxiety in the distance learning
environment. Wong (2014) on the other hand used three tools, namely ’lesson observations
by an EFL researcher, teacher self-rated questionnaires and student questionnaires at three
different points in time, in order to investigate motivational strategies and their
effectiveness. Also of relevance to the methods of the study presented here, Torres and
Turner (2014) suggest that we should discover which techniques students themselves
consider effective in L2 learning.

Lamb stresses the fact that L2 motivation research has traditionally focused on the
motivation of learners rather than ‘how they were affected by classroom experiences’
(2014, p. 8). Although existing research includes studies investigating motivational
teaching strategies, and a fair amount on pedagogical recommendations, the latter is often
not based on research evidence. Moreover, comparisons between teacher and learner
perspectives are very much under researched. More needs to be known about how
motivation and anxiety are shaped by classroom experiences. The present study, therefore,
aimed to enrich educational research by investigating the influence of teaching strategies
and behaviours on classroom motivation and anxiety from a new methodological
perspective involving both learners and their teachers and using a variety of methods, as
described in the following chapter.

The literature discussed here, the gaps which this study aims to filland a
pedagogical desireto learn about student EFL classroom motivation and anxiety led to the
design of the following research questions.

Research questions:
1. According to students and teachers, which teaching strategies and behaviours

motivate EFL classroom learners?
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2. Is there an association between the reported nature and frequency of use of teaching
strategies and behaviours in the EFL classroom and student motivation at two
different points of the academic year and, if so, to what extent?

3. Is there an association between the reported nature and frequency of use of teaching
strategies and behaviours in the EFL classroom and FL anxiety at two different

points of the academic year and, if so, to what extent?

2.7 Chapter summary

This chapter has documented the literature on teaching strategies and behaviours,
and their influence on student motivation and anxiety. It has revealed a gap, which this
study attempts to address by producing research, which ‘advances our collective
understanding’ (Boot and Beile, 2005, p.3). The study probes further into the relationship
between teacher perceptions of their strategy and behaviour use and that of their students,
in order to find out if there are any associations between strategy and behaviour use and
student motivation and anxiety in the foreign language classroom. Comparisons between
teacher and student perceptions of good motivating strategies and behaviours are also
explored further. Although the literature has examples of studies in which both students
and teachers are questioned on motivational strategies and behaviours and the association
between their use and student motivation, there is not sufficient information concerning the
precise relationship between them. Studies in which the voices of students have been
documented are rare (Taylor, 2013, p. 86) and there has been very little research into
comparisons between student and teacher voices concerning motivation in the language
classroom. In addition, the link between the nature and frequency of motivational
strategies and behaviours and student foreign language classroom anxiety is also still
largely unresearched.

The literature argues that cultural differences exist, and this study provides an

original contribution to the field through investigating a specific setting, that of Cypriot
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senior high schools. An anticipated practical outcome is that it will facilitate improvements
in the teaching practices of the population under examination, as well as being of value to
similar settings. The next chapter illustrates how this investigation was conducted in order

to address the research questions in an innovative and effective manner.
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Chapter 3: Research methodology and methods

3.1 Introduction

The conceptual framework, is at the heart of any research. Like the heart, if it fails
to function adequately, then all organs connected with it will surely shut down. Given the
methodological difficulties of a) ascertaining data from both students and teachers that are
reliable, free of cultural bias and robust and b) drawing meaningful conclusions about their
interrelations, great care was taken to design methods of data gathering and analysis that
are reliable and context appropriate. The processes in designing the methods and
relationships between these are summed up later, in Figure 2 (p. 48) and Table 4 (pp. 83-
84). This chapter provides a description of the paradigms which have shaped this research,
as well as the methodologies and methods used in the study and a rationale for their
selection. The chapter goes on to give details of the sample selection and composition and
to discuss ethical considerations.

According to Sharp et al., the ‘complex nature of the social world requires a more
fluid understanding and application of the relationship between philosophical paradigms
(assumptions about the social world and nature of knowledge), methodology (the logic of
inquiry), and methods (techniques of data collection)’ (2012, p. 36). This study adopted a
combination of interpretive and socio-cultural research approaches which focus on social
interactions with others, how these exchanges affect our thought process and perceptions,
and the manner in which we make decisions. A data-driven approach was used to generate
items during the construction of the Motivational Strategies and Behaviours Questionnaires
(see Appendix Al, pp. 189-192). This is also true for the construction of the extended item
pool for the Foreign Language Anxiety Inventory (Walker and Panayides, 2014, see
Appendix A3, pp. 194-195) which was developed speciﬁcally for the study. The research
presented in this thesis produced empirical data. A follow -up study, of an experimental

nature, could test the findings.
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3.2 Case study within a mixed methods approach

The main study adopted a case study approach, as the aim was to analyse findings
from individuals in order ‘to understand their perceptions of events’ (Cohen et al., 2000, p.
182). The focus was on EFL classes within Cypriot senior high schools. The study was not,
however, ethnographic (Bell et. al., 1984), as although it involved the study of individuals
in their natural setting, importance was not placed on the setting but rather on how
individuals reacted to the use of certain strategies and behaviours.

A strength of case studies is that they ‘observe effects in real contexts, recognizing
that context is a powerful determinant of both causes and effects’ (Cohen et al., 2000, p.
181). They have multidimensional characteristics and can provide insight into similar
situations and cases. This approach is not without its weaknesses, however. It is vulnerable
to bias and, as it is personal, it has subjective elements, with results that may not be
generalizable outside the specific context (Nisbet and Watt, 1984).

The research was also, in terms of quantitative data collection, longitudinal, as the
questionnaires were administered at two stages, November 2013 and March 2014, for the
purpose of investigating possible changes over the academic year. It was considered of
value to conduct a longitudinal study as, in the words of Dérnyei and Skehan, ‘even within
the duration of a single course of instruction, most learners experience a fluctuation of their
enthusiasm/commitment, sometimes ona day-to-day basis’ (2003, p. 617). The purpose of
this research was not to determine which strategies and behaviours (MTSB) the teachers
used, but how often students perceived that the named MTSB were being used, as this
plays a role in how a student feels in a lesson. In other words the psychological effects on
motivation and anxiety were under investigation.

Zhu (2007) and Price (1991) conducted interviews in their studies in order to gather
in-depth data, and Cheng and Dérnyei (2007) used an extensive survey approach. In my
study, both qualitative and quantitative methods were used to address the research

questions. Maclntyre and Gregersen advocate that ‘qualitative methods provide
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illuminating accounts of personal experience, rich, contextualised descriptions and
humanistic data’ (2012, p. 107). The qualitative approach takes advantage of the ‘insider’
perspective and produces in-depth data. While some question the generalisability of
qualitative data (The Open University, 2001, p. 243), and criticise its subjectiveness (The
Open University, 2001, p. 67), it must not be forgotten that such data can provide depth
which cannot be provided through quantitative data. The quantitative approach is more
controlled and objective in nature and allows for the possibility of replicable and
generalisable data. When combined, the result is a rich source of humanistic data which is
supported by numerical data.

Data for the main study was acquired through teacher focus groups, student
accounts (see Appendices B and D, pp. 207-208 and p.212 for examples) and three
questionnaires with follow-up interviews in an attempt to produce a reliable and detailed
account through triangulation of methods. Triangulation merges ‘qualitative and
quantitative data to understand a research problem’ (Venkatesh etal., 2013, p. 24). Each
method was intended to expand on and to enhance the results of the previously used
method(s). The qualitative follow-up interviews were intended to ‘explain in more depth

the mechanisms underlying the quantitative results of the questionnaires’ (Klassen et al.,

2012, p. 379).
3.3 Bias

While emotional engagement with the topic under investigation is likely to cause
unavoidable bias, it can also generate enthusiasm which can be shared with participants.
For example, far more students showed an interest in being interviewed that had been
expected. In educational based research, where the input of others is intended to produce
results which will be used to bring about positive change this could possibly counter-
balance bias. Based on the content of the interviews, which is presented in chapter 4 and
discussed in chapter 5, I speculate that the high level of interest was because these

students’ had experiences they felt keen to express. The interpretivist paradigm could limit
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bias as it does not make predictions prior to data analysis but rather waits for the data to
reveal the processes at work. Bias is a concern in all research and perhaps more so when
the researcher is an insider. |

As a language teacher at the participating schools I was an insider. However, as the
participants in the main study were not my own students, I was also an outsider. Bell
maintains that it is easier for an insider to know ‘how best to approach individuals’ (Bell,
1999, p. 43), and insider knowledge aids authenticity. The insider researcher may,
however, miss details that someone less familiar with the environment may notice.
Hellawell contended ‘that ideally the researcher should be both inside and outside the
perceptions of the ‘researched’” (2006, p. 487). Throughout the research, I made ita
priority to reflect on the role I played in order to avoid the potential pitfalls. As an insider I
had already built up a rapport with my colleagues and believe they felt comfortable
working with me. As Savvides et al. state: ‘Successful research activity requires a high
level of rapport and trust between researchers and the researched. Such trust and other
ethical research processes are more likely to increase its credibility’ (2014, p. 414).

Moreover, the mixed methods design worked to combat the bias which could
unwittingly occur in research which relies on one approach. Here triangulation was used as
‘an attempt to secure an in-depth understanding of the phenomenon in question’ rather than
for validation purposes, as described by Flick (2007 cited in Riazi and Candlin, 2014, p.
144).

Figure 2 presents the methods employed in the present study, showing the
processes involved in designing and developing the methods, as well as their
interrelationships. The Figure illustrates the qualitative — quantitative — qualitative design
which was an original contribution to data collection methods in this specific field. The

direction of the arrows shows the direction of influence of the components.
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3.4 The Initial Study

The initial study had a multi-faceted purpose and as such was a stepped process.
Qualitative data was collected from student accounts and teacher focus groups for use in
constructing two of the three questionnaires to be used in the main study. Wisdom et al.
term as ‘development’ (2013, p. 722) the practice of researchers using the results from one
method to inform another method in creating a measure. It was also an opportunity to test
out the intended data collection methods, instruments and data analyses methods for the
main study.

Table 1 shows a summary of the instruments piloted during the initial study, and

subsequent changes that were made in the design of the main study.
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Table 1: Summary of piloting of instruments

Instrument

MSBQ

FIXAS
(Horwitz et
al., 1986)
independent
cooperative
validation
study by
Panayides and
Walker, 2013

Date of pilot
administration

December,
2012

October, 2012

Participants

2 EFL teachers
and 25 students
(aged 16-18)

304 students
(ages 16-18)

Results

No semantic ambiguities.

Very high reliability(0.96), perhaps
compromising validity (Panayides and
Walker, 2013).

Confirmed that, once five misfitting items
were removed, test anxiety is a component
of FLA.

The scale is unidimensional (a single score
can be calculated from it for FLA).

The 5 point Likert scale was found to be
marginally not optimal.

New items were generated from two focus
groups & written suggestions (Jan, 2013).
Walker & Panayides (2014) used these in
constructing the FLCAL.

Subsequent actions

No changes were made as this was found to
be satisfactory.

A new instrument was designed - the
FLCA1l (Walker & Panayides, 2014)
(Appendix A3, pp. 194-195)

The Likert scale categories were re-
examined.

The 39-item extended FLCA1 was piloted
in April 2013 and the shortened 22-item
version was validated in October 2013.
After which, 4 final items were removed.

No need for a separate scale to measure test
anxiety in the main study.
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TAS
(Panayides,
2009)

Teacher
Focus Group
Discussions

Student
accounts

November,
2012 (priorto
the completion
of analyses on
the FLCAYS)

September
2012

September
2012

40 students
(aged 16-18)

6 teachers

203 students
(aged 16-18)

Good reliability (0.92).

No ambiguities.

Useful method

Useful method

They were not audio recorded.

Items from the TAS were added to the item
pool for the FLCAI thus facilitating a better
coverage of test anxiety (see Appendix A2,

Focus groups discussions in the main study
were extended in size (to 12 and 37

No changes were made as this was found to
be a satisfactory method.
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The Motivational Strategies and Behaviours Questionnaire (MSBQ) and the
Foreign Language Classroom Anxiety Inventory (FLCAI) were designed using both
teacher and student input with a qualitative — quantitative approach. In order to safe-guard
against unreliable results in the main study, a parallel and potentially overlapping sample
was consulted in the initial study. By this I mean that the participants in the initial study
came from schools which were likely to participate in the main study. The potential
overlap refers to the fact that no efforts were made to include or exclude initial study
participants in / from the main study. The parallel sample, as well as the original
procedure, helped to ensure that items generated for inclusion in the instruments were
culturally relevant and appropriate for the population under investigation, and
consequently the research was built on solid ground. The student account and teacher focus
group data were collected from a large data set in the qualitative part of the process in
order to increase reliability. After careful analyses, relevant items were selected from
Cheng and Dérnyei’s (2007) Motivational Strategies Scale (MSS, see Appendix AS,
pp.201-203) for the MSBQ (see Appendix Al, pp. 189-192) and additional items generated
to add to Horwitz et al.’s (1986) Foreign Language Classroom Anxiety Scale (FLCAS, see
Appendix A4, pp. 196-200) for the creation of an extended item pool during the designing

of the FLCAL

3.4.1 Construction of the motivational strategies and behaviours questionnaire

(MSBQ) during the initial study
Students are the ‘clients’ in any EFL classroom and their opinion is therefore of key

importance. For this reason, finding effective ways to elicit information from students, as

well as their teachers, was paramount to this research.

Observation is considered by some researchers to be necessary as ‘in an inherently
social process such as language acquisition, the learner cannot be meaningfully separated
from the social environment within which he/she operates’ (Ushioda and Dornyei, 2012, p.

405). Although it had originally been planned to include observation as one of the data
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collections methods in the study, it was dropped for various reasons. Over 40 years ago,
the sociolinguist Labov realised the problem of the ‘observer’s paradox’. He wrote: ‘The
aim of linguistic research in the community must be to find oﬁt how people talk when they
are not being systematically observed; yet we can only obtain these data by systematic
observation’ (Lavov, 1972, p. 209). In the case of the present study, I was concerned about
observer effects. In other words that my presence in the classroom might influence teacher
and student behaviour. Besides, observation is incapable of revealing preferences and
offers a snapshot of the situation which may not be realistic, as the observer’s presence
may unwittingly lead to either positive or negative influences on the behaviour of those
being observed (Baker and Lee, 2011). This is further affected by the ethical requirement
that the observer disclose the purpose of his/her observation. Without a realistic picture of
classroom behaviour, the data is of little use. Moreover, some colleagues who had shown
an interest in participating in my research stated that they would withdraw if observed, as
they felt that the process would involve them being evaluated and criticised in some way.
Despite the decision to abandon this method, valuable information was not lost, as
information regarding the use and influence of teaching strategies and behaviours was
obtained through questionnaires and interviews. Since observation was not to be used, it
became even more important that the questionnaires were well targeted for the population
and aims of the study.

In September 2012, 203 EFL students were asked to give a written account of
which teaching strategies and teacher behaviours they considered motivating in the EFL
classroom. No specific question was asked. This size sample was used in order to gain a
fair representation of this student body. The idea of accounts stemmed from Xiao (2012)
who used student accounts to learn what positive and negative impact tutors had, if any, on
the students’ learning motivation, in China. Xiao asked participants to write in their own
language so that they could express themselves more easily. The students in this study also

wrote in their first language, in this case Greek. All accounts were translated into English
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by me as a native English speaker and qualified teacher of Modern Greek. An EFL
colleague, whose first language is Greek, confirmed the accuracy of the translations. An
example of a student account can be found in Appendix B (p. 208-209).

The accounts were informal and briefand consequently not too inconvenient for the
students. I felt that less extrovert students would feel more comfortable with this method
than being interviewed or taking part in a focus group because they were not put on the
spot. No word limit or guide was imposed, and students were allowed to provide individual
accounts or to write in pairs or groups of three. 74 accounts were produced. Although they
were not asked to, students also documented activities which motivated them. This data
will be used in a future study which will investigate the influence of various activities on
student motivation.

In November 2012, six foreign language teachers were asked in an initial focus
group discussion to brainstorm the teaching strategies and behaviours they believed
motivated students, based on their experience. This was audio recorded, after obtaining the
participants’ consent. Focus groups are considered today to be a valuable method of data
collection in social sciences although they were initially subjected to a high level of
criticism with regard to their reliabilityand validity (Rodriguez et al., 2011). Rodriguez et
al. contend that they are ‘a powerful qualitative research method which, especially when
designed to be culturally responsive, facilitate collection of rich and authentic data’ (2011,
p. 400). Moreover, focus groups are economical on time, although they generally produce
less data than personal interviews and are reliant on the interaction of the group.

Boateng (2012) warns facilitators to be aware of the potential dangers of ‘group
think’ in focus group discussions. ‘Group think’ is when the opinion of a member, or
members, of the group is adopted by others within the group, thus leaving it unclear as to
whether they truly hold that opinion. This is most common when there are dominant
members in the group. While ‘group think’ may be a disadvantage, spontaneous

brainstorming can be an advantage in that it may inspire and generate thoughts or prompt
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ideas which are hidden at the back of a participant’s mind. Boateng (2012) advises that
focus groups be used in conjunction with other methods so as to form triangulation and
thus produce more reliable data. Focus group data collection is ﬁnst effective, in the
opinion of Rodriguez et al. (2011), when participants share similar social identities and
experiences and are in a comfortable environment, which was the case here.

These data were analysed thematically and frequencies noted (see Appendix C, pp.
210-211). In accordance with Standard 3.7 of the Standards of Educational and
Psychological Testing (AERA et al., 1999, p. 44), the steps taken to selectitems from the
item pool for the construction of the Motivational Strategies and Behaviours Questionnaire
(MSBQ, see Appendix Al, pp. 189-192) are documented here.

A bottom-up process was used within which student accounts and teacher focus
group data were collected and analysed, and the data used to inform the selection of items
to be taken from Cheng and Dérnyei’s (2007) Motivational Strategies Scale (MSS, see
Appendix AS, pp. 201-203), which is based on extensive researchin the field of
motivation, to form the MSBQ (Appendix Al, pp. 189-192). The questionnaire was
therefore based on both qualitative data from both students and teachers and quantitative
data from an existing scale (see Figure 3, p. 57). This innovative technique was adopted as
[ felt it would generate the most appropriate instrument for assessing perceptions of
motivational teaching strategies and behaviour, and would enhance the integrity and
credibility of the results. Teacher and student versions were used during the main study.
Steps leading to the compiling of the MSBQ:

1. The teaching strategies and behaviours noted in the 74 student accounts and the
focus group with six teachers were presented in tabular form and analysed manually.
The nature and frequency of use of each strategy and behaviour was also recorded

(see Appendix C, pp. 210-211).
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2. The data was cross-referenced with Cheng and Dérnyei’s (2007) MSS (refer to
Appendix AS, pp. 201-203), which served as the item pool, and coinciding
strategies were highlighted.

3. Items within the MSS unrelated to the data produced were removed from the item
pool in order to create a culturally relevant instrument. Examples of these included:
Item 5: Explain the importance of the ‘class rules’ that you regard as important. ...
and how these rules enhance learning, and then ask for the students’ agreement .
Item 19: Invite some English-speaking foreigners as guest speakers to the class.

4. The selected items were cross-checked against ‘The ten commandments for
motivating language learners’ (Dérnyei and Csizér, 1998, p. 215) as these are not
only the result of their very large scale study, but also common concepts throughout
the literature.

5. One questionnaire item was shortened to increase its appropriateness for this study
sample. Give clear instructions about how to carry out a task by modelling every
step that students will need to do was shortened to Give clear instructions, as the
full item would have made it too specific for students to have endorsed.
Furthermore, at senior high school level clear instructions can be given without
needing to model every step.

This procedure resulted in the development of two 21-item questionnaires, one for
teachers with two additional questions concerning gender and years of teaching
experience; the other for students, with additional questions concerning their gender (for a
potential future study) and one of an open nature, asking them to state any teaching
strategy or behaviour not mentioned which would increase their motivation. The purpose
of the final question was to find any strategies which had been overlooked and to gain
further insight into the case study students during the main study. Figure 3 shows the

procedure followed in the development of the MSBQ (see Appendix Al, pp. 189-192) for

this study.
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Figure 3: The development of the MSBQ:

3.4.2 Piloting of methods in the initial study

In September 2012, as documented above, 203 students produced 74 accounts and
six teachers took part in a focus group. These served a dual-purpose. Not only did they
provide data for the construction of the MSBQ, but they also allowed these methods to be
piloted for addressing research question 1

Piloting of instruments for new settings and new populations is a necessary process
as ‘existing validity evidence becomes enhanced (or contravened) by new findings’
(Messick, 1993). Luyt explains that piloting determines whether a test ‘requires revision
or a new instrument might better be developed’ (2012, p. 297). The following instruments
were piloted between September and December 2012 (please refer to Table 1, p. 50 for a
summary of the piloting of instruments):
The Motivational Strategies and Behaviours Questionnaire (MSBQ)

The teacher version was given to two EFL teachers to read for possible ambiguities.

None were found. The student version was administered to 25 final year EFL students.
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Again, the students reported no semantic difficulties, although they did have trouble
determining the frequency of motivational strategy and behaviour use by their teacher.
Guidelines for frequencies were therefore provided in the main study.

The Test Anxiety Scale (TAS) (Panayides, 2009)

The TAS, a 10 item, 4-point Likert scale based on Spielberger’s (1980) Test
Anxiety Inventory (TAI), was administered to 25 final year students and found to have
good reliability (Cronbach’s alpha of 0.92) and no lexical ambiguities (refer to Appendix
A6, p.p. 204-205, for the TAS).

The Foreign Language Classroom Anxiety Scale (FLCAS)

The FLCAS (Horwitz et al., 1986) was originally chosen for this study as it is the
most commonly used measure of foreign language classroom anxiety and thus can
facilitate comparisons with the literature. As populations vary in characteristics however,
and the scale had never previously been used with Cypriot senior high school students, a
detailed study of the psychometric properties of the scale for this specific population was
considered necessary prior to its use in this study. This was particularly important as this
study was intended to lead to future research in the field in Cyprus and similar settings. As
Panayides (2012) states: ‘If a measuring scale is not shown to have at least a satisfactory
degree of validity, then all findings of the study based on such an instrument are
questionable’. Among other aspects, it was necessary to test the translation as ‘many
words have different frequency rates or difficulty levels in various languages’ (AERA et
al., p. 92).

A validation study of the FLCAS fell outside the scope of this study and beyond
my abilities. I therefore approached Panayides, an expert in educational and psychological
measurement, to work with me in an independent study. Previous work with him, in which
we validated a well-known Internet Addiction Test through Rasch methods, led me to

understand and appreciate the value of the Rasch Model, and I wanted to use this analysis
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approach with the FLCAS. My decision reflected Messick’s view that all scales should be
validated for use in the specific population in which they are to‘be used (Messick, 1993).

The sample in this validation study of the FLCAS carried out by Panayides and
Walker (2013) consisted of 304 randomly selected senior high school students from three
out of the 10 schools in Limassol. Apart from investigating the psychometric properties of
the FLCAS for this population, using the Rasch models, the study clarified the
discrepancies in the literature concerning the unidimensionality of the scale and whether
test anxiety is a component of the FLCAS. It was confirmed that, once five items identified
by the Rasch models as being problematic (misfitting) were removed, the scale was
unidimensional and test anxiety was indeed a component of FLA. Unidimensionality of a
scale means that the scale measures only one construct, as it should, in this case FLA. Asa
result, a separate scale to measure test anxiety was redundant (since test anxiety was shown
to be a component of FLA). Prior to the initial study, it had been intended that test anxiety
would be examined independently from FL classroom anxiety using the Test Anxiety Scale
(TAS, Panayides, 2009) as a fourth research question.

The decision to conduct a validation study was fortuitous, as Panayides and
Walker’s (2013) study revealed two flaws in the FLCAS: one with the Likert scale
categories; the other concerning the items: ‘The items are very homogeneous and do not
cover a wide range of the construct of interest’ (Panayides and Walker, 2013, p. 506).
Since Bond and Fox state that ‘interpretation of analyses can only be as good as the quality
of the measures’ (2001, p. xvi), a new instrument, the Foreign Language Classroom
Anxiety Inventory, was devised by Walker and Panayides (2014) stemming from the
FLCAS, again independently of this study but for use in it to increase the vigour of results.

Gehlbach and Brinkworth suggest that ‘a literature review and focus group-
interview data can be synthesized into a comprehensive listto facilitate the development of
items’ (2011, p. 380). This was one of the techniques employed in generating the item pool

for the FLCAL Items were taken from the FLCAS and the TAS as well as the literature,
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teacher focus group discussions and written suggestions made by teachers during the focus
group discussions (see Appendix D, p. 212), which took place in January 2013, in order to
generate an extended item pool and widen the coverage of classroom anxiety. The focus
groups consisted of 12 and 37 teachers and were randomly created based on teacher turn
out. The group discussions took part very early on in the main study in order to exploit the
opportunities which had arisen through the presentations I gave to EFL teachers as part of
their annual two-day professional development. Prior to commencing the presentation and
discussion, teachers were asked to note down what they believed caused them anxiety in
the classroom, as well as the strategies and behaviours they believed motivated EFL
students. They were instructed not to discuss their opinions at this stage, and their notes
were collected in before the discussion took place. The motivation part of their written
comments was used to address research question one; the anxiety responses were used to
construct the inventory.

The Foreign Language Classroom Anxiety Inventory (FLCAI, Walker and
Panayides, 2014), which can be found in Appendix A3 (pp. 194-195), was piloted and
validated with a sample of 285 students before being used in the main study. The FLCAI,
while ‘less lengthy, covers the construct of FLA more adequately and maintains the
reliability, while at the same time enhances the validity of the instrument’ (Walker and
Panayides, 2014, p. 616). Cronbach’s alpha and inter-items correlations were used to
assess the internal consistency of the scale. The alpha was .93 for the validation study. The
new scale was shown have better psychometric properties and to be superior to FLCAS, at
least for this population, in that it had more convincing evidence of a high degree of

validity and it was 55% the length of FLCAS without losing any of its degree of reliability.

Typically the larger the scale, the higher the degree of reliability.
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3.4.3 Results of Initial Study

Research question 1: According to students and teachers, which teaching strategies and
behaviours motivate EFL classroom learners?

The piloting of student accounts and the teacher focus group in the initial study
showed these methods to be appropriate in addressing the first research question. Although
the focus group included just six teachers, and thus was not representative, it nevertheless
showed that this method was effective in generating data. It was thus decided that an
enlarged sample size would be beneficial in facilitating more representative data. In the
case of the student accounts, 74 were produced by 203 students working in pairs or groups.
This was representative of the Limassol school population and produced rich data. While
such a large sample was not necessary in order to pilot the method, it produced data which
were used in the construction of the Motivational Strategies and Behaviours Questionnaire
(MSBQ). The initial study data from the focus group and student accounts can be found in
Appendix C (pp. 210-211).

Research question 2: Is there an association between the reported nature and frequency
of use of teaching strategies and behaviours in the EFL classroom and student
motivation at two different points of the academic year and, if so, to what extent?

The MSBQ was designed for use in addressing rt;search questions 2 and 3. It was
not found to have ambiguities in the pilot administration, thus no changes were made to it.
Table 2 below shows the results of the pilot administration. Students were asked to rate the
nature and frequency of use of each motivational strategy and behaviour (MTSB) by their

teacher on a scale of 1-5 (1 = Never; 2 = Rarely; 3 = Sometimes; 4 = Often; 5 = Always).
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Table 2: Results of the pilot administration of the MSBQ

Descriptive Statistics

N | Minimum | Maximum Mean | Std. Deviation
MSBQI 24 1.00 5.00 | 3.0833 1.01795
MSBQ2 24 3.00 5.00 | 4.5000 .65938
MSBQ3 24 1.00 5.00 | 4.0000 1.10335
MSBQ4 24 3.00 5.00 | 44167 .65386
MSBQ5 24 1.00 5.00 [ 3.0000 1.21584
MSBQ6 24 1.00 5.00 | 4.0417 1.16018
MSBQ7 24 3.00 5.00 | 4.2500 73721
MSBQS8 24 1.00 5.00 [ 2.7391 1.21421
MSBQ9 24 3.00 5.00 | 4.3333 .63702
MSBQ10 24 1.00 5.00 | 2.2500 1.35935
MSBQI11 24 1.00 5.00] 2.9583 1.12208
MSBQI12 24 1.00 5.00{ 4.1667 .86811
MSBQ13 24 1.00 3.00 | 19167 71728
MSBQ14 24 1.00 5.00 | 3.3750 1.34528
MSBQI5 24 1.00 5.00 | 3.8333 1.23945
MSBQI16 24 1.00 5.00 | 2.7500 1.35935
MSBQ17 24 1.00 5.00] 34583 97709
MSBQ18 24 1.00 5.00{ 3.8750 .85019
MSBQI19 24 1.00 5.00 2.833 1.04950
MSBQ20 24 1.00 5.00| 29167 147196
MSBQ21 24 1.00 5.00 | 3.8333 1.16718
Valid N 23
(listwise)

The mean responses indicate a moderate to frequent use of the motivational
teaching strategies (MTSB). The results of the pilot study were not representative of the
population as they came from just one class and one teacher. They did however highlight a
need for a change in the representation of results from the main study as means simplify
the results too much, thus disguising differences in perceptions.

Figure 4 below shows the results for the first six strategies of the MSBQ in bar
charts, which give a more detailed representation of the results. The first six MTSB are:
1 Bring in and encourage humour and laughter frequently in your class;

2 Show students that you respect, accept and care about each of them;

3 Familiarise the learners with the cultural background of the English language;
4 Give clear instructions;

5 Introduce in your lessons interesting content and topics,

6 Make sure grades reflect not only the students’ achievement but also the effort they have

put into in the task.
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Figure 4: Results of the MSBQ in the initial study

MSBO1 MSBQ2
MSB04 MSB03
MSB06 MSBQ6

In the cases of MSBQI, 2, 3 and 6 the means statistics provided an accurate
representation of results. MSBQI (Bring in and encourage humour and laughter frequently
in your class), was most commonly perceived by students as being used ‘sometimes’.
MSBQ2 (Show students thatyou respect, acceptand care about each ofthem), MSBQ3
{Familiarise the learners with the cultural background ofthe English language) and
MSBQ6 {Make sure grades reflect not only the students achievement but also the effort
they have put into in the task) were most commonly perceived as being ‘often’ used.

MSBQ4 {Give clear instructions) had a mean of 4.41, giving the impression that most
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students perceived it as being ‘often’ or ‘always’ used even though the most common
response was ‘sometimes’. In the case of MSBQS (Introduce in your lessons interesting
content and topics), the mean score was ‘sometimes’ whereas the most frequent responses
were ‘often’ or ‘rarely’. It is an item which is particularly subjective in nature as we all
have different perceptions of what is interesting.

A fundamental part of addressing this research question, was to establish students’
level of motivation. Initially students were going to be asked to self-evaluate their
motivational level by responding to just one question How do you rate your motivation
level inyour English class? selecting between Non-existent / Low / High / Very high.
While this provided a simple solution, further reading led to the realisation that the use of
just a one or two-item scale is subject to chance error, whereas longer scales yield a more
representative estimate. Mehrens and Lehmann (1984) explain that within longer scales
random positive and negative errors have a better chance of cancelling each other out, thus
rendering them more reliable. Including a full-length scale would have resulted in students
being asked to complete three full-length questionnaires. The ethical implication of this
was the danger of overburdening the participants, with the possibility of participant
willingness to respond honestly being compromised. Moreover, this would have taken up
more lesson time which might have displeased participating teacher colleagues.

After careful reflection, and out of respect for the participants, an additional tool,
the Personal Level of Motivation questionnaire (PLM), was designed for measuring
students’ level of motivation with six items which were deemed appropriate for this
purpose in the main study. The first was a generic question asking students to self-evaluate
their motivational state, the other five were more specific in nature and were taken from
Pintrich and De Groot’s (1990) Motivational Strategies Learning Questionnaire. These
five items, in keeping with Pintrich and De Groot’s (1990) categorisation, are related to the
control of learning beliefs (item 25), task value (items 4 and 17), critical thinking (item

38), and time and study environment (item 43). The items chosen to address these aspects
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of learning motivation were namely item 4. It’s important to me to learn what is being
taught in this class; item 17. I think that what we are learning in this class is interesting;
item 25. I ask myself questions to make sure I know the material I have been studying; item
38. I find that when the teacher is talking I think of other things and don’t really listen to
what is being said; item 43. I work hard to get a good grade even when I don’t like a class.
The resulting personal motivation level questionnaire (PLM) can be found in Appendix A2
(p. 193).

Cohen and Dornyei’s (2001) ‘Taking my motivational temperature on a language
task’ had been considered for the purpose of rating student motivation. It was however
rejected as the questions were less appropriate for the context of the present study, which
focused on the use of teaching strategies rather than the teachers themselves or peers.
Research question 3: Is there an association between the reported nature and frequency
of use of teaching strategies and behaviours in the EFL classroom and FL anxiety at

two different points of the academic year and, if so, to what extent?

Table 3 shows the results from the piloting of the FLCAS to a sample of 304 students. The
FLCAS is a 33 item scale (see Appendix A3, pp. 194-195). Students’ self- rated anxiety
experienced for each of the items on a scale of 1 — 5. The reason for such a large sample
was that the data produced was used to validate the FLCAS for this population. The
validation study was conducted in parallel to this study by Panayides and me (Panayides

and Walker, 2013).
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Table 3: The results of the piloting of the FLCAS

"WWW

N 304 304 304 AL 304 304 304 304 6 32 03 302 304 304 304 304 03 303 302 M3 303 AL AL M3 3 I ¥ IB IB I I IB 32
Mean 2J35 2471 1929 2076 2084 3511 2.347 2631 2257 2785 2491

SD 1242 1241 112 1226 1202 1114 1248 1211 1215 1372 1148 1109 1234 1262 1225 122 1J06 1183 1172 1269 12 1303 1289 115 1224 112 1206 1288 1284 123 1210 1008 1254
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Table 3 shows the mean and standard deviation per item. For all items, except item
6 *During language class, 1 find myself thinking about things that have nothing to do with
the course’, the mean anxiety score was below 2.9 out of a possible 5, indicating a general
tendency towards low anxiety. Since the validation study showed that the FLCAS required
extensive modification, for the population under investigation, a new instrument was
designed.
3.4.4 Decisions made based on the initial study

Student accounts elicited rich and voluminous data and the decision was therefore
made to include them in the same manner during the main study. The plan for teacher
focus groups was modified so as to include a much larger group of teachers given the
unexpected opportunity that arose for this. 12 teachers gathered together for a professional
development seminar on one day and 37 on the following day agreed to take part in focus
group discussions.
3.5 The Main Study

3.5.1 Ethical issues

Educational research has ethical dimensions, as does all research involving people
(Stutchbury and Fox, 2009, p. 489). Since the Cypriot educational system is centralised,
written permission had to be obtained from the Ministry of Education and Culture (see
Appendix E1, pp. 205-206), as well as from the Open University Ethics Committee, prior
to commencing the research. Permission was then sought from the head teacher in each of
the participating schools (see Appendix E2, p. 216). The aforementioned were given
regular updates on my progress. Anonymity of the schools and participants was
maintained, and their confidentiality protected by the coding of all data. All participants
were made aware, both orally and in writing, of the voluntary nature of their participation,
and their right to withdraw at any time (see Appendix E3, pp.216-218). This was clearly

stated on the teacher and student consent form. Furthermore, permission was obtained from
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the relevant authors to use Cheng and Ddrnyei’s (2007) Motivational Strategies Scale,
Panayides’ (2009) TAS and Horwitz et al.’s (1986) FLCAS (refer to Appendix E4, p. 221).

Colleagues were reassured Ithat their competence was not being examined, but
rather that they were assisting in bringing about future improvements in EFL teaching in
Cyprus by providing their thoughts on motivational strategies and behaviours in the EFL
classroom and about their use of such strategies. Ethical issues, as Stutchbury and Fox
(2009) advocate, include making efficient use of the available resources such as gathering
enough data and how to conduct the data collection. On completion of the study, the
findings wereto be made availableto participants and they were given full information on
subsequent use of the data. Preserving the integrity of the researchis of paramount
importance for researchers.

Finally, students need their break-time and teachers are time-poor, thus
consideration for the use of their time for interviews and questionnaires was an important
ethical consideration. Thus, a colleague examined the content of all questionnaires and the
interview schedules (see Appendices F1 and F2, pp. 222-226) in order to check for the
possibility of any offending or misleading questions. In keeping with research ethics,

respect for all participants was considered throughout.

3.5.2 Setting

In Cyprus, to date, on graduation anyone with a degree in a secondary school
subject wishing to become a state school teacher signs themselves onto a waiting list. They
then wait their turn. This can take up to thirty years for some subjects. Recruitment is thus
not based on qualifications but based on having waited your turn. When state school
teachers are recruited they are given no formal teacher training before entering the
classroom They may or may not have taught at a private school or institution priorto
entering the state school classroom. Formal teacher training is provided by the Ministry of
Education, in collaboration with the University of Cyprus, before a teacher gains a

permanent post. Since permanent posts on the island are a set number, a teacher can hold a
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temporary post for anything up to ten years before receiving training. It is therefore of
particular value in this context for teacher researchers to find ways of providing insight,
such as in this case into teaching strategies, for serving teachers.

The study was conducted in five senior high schools in Limassol, Cyprus.
Limassol, one of the five districts of Cyprus, has nine urban senior high schools. The
students were aged between 15 and 18. Cyprus is a former British colony and the English
language is globally the most common second language. The Cypriot educational system is
highly centralised meaning curriculum, teaching appointments and postings, promotions,
and teaching materials are all dictated by the Cypriot Ministry of Education and Culture.
Students begin learning English at the age of six (since 2012), previously eight, and so
have reached a stage where continued motivation to learn is important and a level at which
anxiety could perhaps be more prominent. They have chosen to continue studying English
for a purpose, usually in order to study at a university in the UK.

French is compulsory from the age of 12-16. For the last two years of school,
students have to choose two of the following foreign languages: English, French, Spanish,
Italian, German, Russian or Turkish. The latter four languages are offered only in the final
two years of school and are for complete beginners, reaching level Al of the Common
European Framework. For this reason, the competence level is not compatible with
English, and thus it would have been inappropriate to have investigaicd the foreign
language classroom in general, as this would have led to a less useful, and possibly less
reliable, representation of the situation.

3.5.3 Methods of data collection

As Gilham points out: ‘Good research cannot be built on poorly collected data’
(Gilham, 2000, p. 1). Thus careful preparation and continual revisions to the methodology
were carried out during the initial study, as described earlier. Given the complexity of the
current undertaking, in particular the novelty of combining and juxtaposing student and

teacher voices, it was considered important to apply a mixed method approach.
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Quantitative and qualitative methods were used as ‘the two methods tend to complement
each other’ (The Open University, 2001, p. 142). Gilham (2000) also argues that no single
type or source of evidence is likely to be sufficient. In fact, consistent with Gorard (2002),
most researchers combine approaches in order to ensure that research findings can be
regarded as valid and generalisable. Moreover, as Dérnyei contends: ‘Mixed-methodology
has great potential for future research as it can bring out the best of both approaches while
neutralizing the short-comings and biases inherent in each paradigm’ (2003, p. 30).

Numerically based data, such as that extracted from questionnaires, is able ‘to
transcend our subjectivity’ (Bradley and Shaefer, 1998, p.108). However, while such
quantitative methods allow ‘researchers to make inferences about larger L2 learning
populations’ (Ddrnyei and Csizér, 2012, p. 75) and are efficient in terms of researcher time
and researcher effort (Dornyei, 2003), they are ‘unlikely to yield the kind of rich and
sensitive description of events and participants perspectives that qualitative interpretations
are grounded in’ (Dornyei, 2003, p.14). Yan and Horwitz (2008) also hold that the use of
questionnaires alone is not enough for an examination of how anxiety interacts with other
learner factors. Qualitative methods, such as interviews, add depth and facilitate
triangulation, which, as Patton (2002) argues, strengthens a study. They are also considered
to be “more faithful to the social world’ (Gergen and Gergen, 2000, p. 1027).
3.5.4 Instruments

Research question one involved (1) teacher focus group discussions and teacher
notes, written in the first minutes of the focus groups, and (2) informal student accounts.

For research questions two and three, the 21-item, five category Likert scale,
Motivational Strategies and Behaviours Questionnaire (MSBQ) was administered in
November 2013 (stage 1) and March 2014 (stage 2) (see Appendix Al, pp. 189-192). It
was administered twice so as to investigate any changes in strategy use and behaviours
adopted. Teachers and their students were asked to mark the frequency with which they

perceived each strategy and behaviour to be used in their lessons. This allowed me to
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determine whether there was a need for further research into differences between student
and teacher perceptions. A second version of the MSBQ, with a modified Likert scale, was
administered to students to rank the importance of MTSB in reducing anxiety on a scale of
1-3, with 1 being not at all and 3 very (see Appendix A7, pp.206-207).

For research question two, students were asked to complete the six—item Personal
Level of Motivation questionnaire (PLM) (see Appendix A2, p. 193). They responded to
these statements on a four-point scale. The motivational status of each student was
calculated as the total score of the six items.

For research question three, the 18-item, five category Likert scale, Foreign
Language Classroom Anxiety Inventory (FLCAI, Appendix A3, pp. 194-195) was
administered to all student participants at both stages to measure the classroom anxiety
they experienced in their EFL lessons. Students’ level of anxiety was calculated by adding
together the students’ score for each item. The possiblerange of scores was between 18
and 90.

3.5.5 Sample

Few studies have reported on the effectiveness of motivational practices from both
teacher and student perspectives (Sugita McEown and Takeuchi, 2014). To address this
issue, the sample in the present study consisted of both teachers and students from five
schools. This was a multi-step study which was sequential in design. The population used
throughout was parallel, meaning that it was selected from within the same population
(Onwuegbuzie and Collins, 2007, p. 292). The student interview sample can be described
as nested, as it was made up of a sub-sample of the quantitative sample (Onwuegbuzie and
Collins, 2007, p. 292). It was selected based on students volunteering to be interviewed and
convenience of access.

More specifically, for the student accounts in September 2013, the sample number
was 157. The focus groups, which took place in January 2013, comprised 49 teachers. 10

teachers and 13 classes (226 students) took part in the first stage of quantitative data
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collection; 10 teachers and 184 students in the second. The reason for a smaller student
sample at the second stage was because several students were absent from each class. The
ten teachers, aged between 47 and 60, were female. While in other countries this might not
be a representative sample of the EFL teaching population, for Cyprus it is. There are no
English teachers in state schools under the age of 42 due to the recruitment process and

more than 90% are female. In the five schools I taught at during the study, only one was

male.

21 students were interviewed, even though the planned number of students had
been just nine. This was because when I approached the students asking for volunteers, far
more students expressed a keen interest in being given a voice than expected. In fact 29
volunteered but only 21 were also accessible, based on our timetables. Finally, 16 of these
students were followed throughout the study as potential mini-case studies. The purpose of
these was to track several students of varying performance levels from as many of the

participating classes as possible throughout the main study, and to thus increase validity

through triangulation of the data.
The purpose of the study was explained to the EFL teachers in the five senior high

schools where I teach. The teachers were asked to allow one or two of their classes to be
investigated, and were invited to complete the Motivational Strategies and Behaviours
Questionnaire (MSBQ, Appendix Al, pp. 189-192) for each of their participating classes.
All were informed that they could withdraw at any time. The interest was greater than
foreseen. Having a sample of 10 teachers from all five schools which are spread across
Limassol was welcome, as this facilitated the collection of more representative data than
could have been obtained from the original three planned. The geographical dispersion of
the schools helped to guard against possible socio-economic factors influencing the
findings.

My own classes did not participate for two reasons. Firstly, this protected against

students providing information, or indeed agreeing to participate just to please me, which
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can be an issue with this age group, and would be likely, therefore, to deliver more
subjective results. Secondly, for the past 11 years I have been teaching Spanish rather than
EFL, due to the need for Spanish teachers. In this respect, I was an ‘outsider’ in the

research.
3.5.6 Qualitative data collection
Student accounts

As in the initial study, student accounts were collected, in line with Price’s
contention that ‘students can provide valuable information to the language instructor, not
only about anxiety but also about other aspects of the language classroom’ (Price, 1991, p.
108). 157 15-18 year-old EFL students were approached in September 2013 during my
lesson time for convenience of access, and asked to make informal notes either
individually, in pairs or in groups on the teaching strategies they found motivating in the
EFL classroom, in the same way as in the initial study. The main study produced a total of
92 informal accounts. Little guidance was given as to the intended meaning of ‘teaching
strategies’ in order not to influence their answers. Examples were, however, given such as:
‘Do you prefer traditional teaching strategies such as doing exercises or would you rather
something else was done?’ This method was used to gather data inrelation to the first
research question: According to students and teachers, which teaching strategies and
behaviours motivate EFL classroom learners?
Focus groups

To gain information on the teacher perspective, focus groups were conducted. At
the end of January 2013, two focus groups were held with EFL teachers from Cypriot high
schools. The first group consisted of 12 teachers (9 female, 3 male) with between 8 and 35
years teaching experience. The second was made up of 37 teachers (3 male) with between
1 and 30 years teaching experience. The reason for the uneven numbers is that the groups
were not formed specifically for this purpose, but rather were groups gathered for a

professional development seminar. They shared social identities and experiences and were
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comfortable in the school amphitheatre which was used for the gathering. The
participating teachers were asked to discuss their beliefs concerning which teaching
strategies motivated students. The data gathered were also used to answer research
question one.

A significant change was made following the initial focus group discussion in
which some colleagues had appeared to be almost silenced by the audio recording. It was
decided that the group discussion should not be audio recorded, both for this reason and
due to the complications created by having a large number of participants. Plans were
made for the data to be accurately and effectively gathered and recorded in another way;,
through note-jotting by the participants themselves in the first minutes of the gathering. In
this way, ideas were recorded in the participants’ own words which led to potentially more
reliable results. During the discussion which followed, colleagues voiced their ideas.
Additional thoughts which were expressed may have been prompted by hearing other
colleagues’ ideas, or perhaps additional ideas came to them.

The focus groups were held during a Ministry of Education endorsed presentation
and workshop I gave on the influence of teaching strategies on student motivation and FLA
during the annual two-day professional development conference for teachers. The reason
for scheduling the focus groups at this time was that a large number of language teachers
were gathered together for the event, and, moreover, during work hours, which did not
require them to give up their leisure time. The groups were formed randomly. The
intention to gather data from those present before the presentation was announced at the
start, and welcomed by all those present. As they had not been forewarned, the participants
were not able to plan or discuss their ideas with others in advance. This led to fresh,
spontancous and unmediated data. Had the teachers present not been willing to participate
on that occasion, their subsequent participation in any focus group would not have been as

useful, as it was likely that the data would have been influenced by the presentation.

Page 74 of 239



I made it clear that oral contributions during the focus group discussion would be
noted and possibly used in my study. In the case of the smaller group, I made notes
immediately after the session. In the larger group a colle;gue took notes on the oral
discussion while it was taking place. In order to ensure accuracy and enhance the reliability
of the findings, we discussed and compared our notes for inter-rater reliability. The
subsequent data produced were subjected to manual thematic analysis.

Towards the end of the presentation I presented the results from the student
accounts and focus group from the initial study (see Appendix C, pp. 210-211). Feedback
from the focus group was very positive. It served as a catalyst for comments, including one
teacher asking if their data would be used in a similar way. Confirmation of this was met
with approval.

Interviews

The initial study produced informative data, but it also became clear that further
probing would enhance the findings of the main study. Interviews were therefore set up
with a dual purpose: (1) to probe more deeply into aspects concerning the most
significantly correlated teaching strategies with personal motivation of students and with
FLA (2) to produce data that could be triangulated with findings from the other
instruments. Thus, the interviews were designed, as described in Feilzer, to follow the
survey research sequentially to explore in more detail the survey findings’ in ‘a sequential
mixed methods design’ (2010, p. 10).

Interviews are designed to allow for flexibility of response, to support and enrich a
study. To complement the large-scale quantitative data from the questionnaires, small-scale
interviews were conducted in April 2014 with 21 students and eight of the ten participating
teachers. The remaining two were not interviewed due to timetable clashes. The interviews
were audio-recorded, since they were held on an individual basis, and then transcribed.
Since the research followed a sequential design (Klassen et al., 2012; Feilzer, 2010), the

quantitative data from the questionnaires were analysed before the interview schedule was
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designed. This allowed me to see where further probing through interview would be
helpful in answering the research questions. Furthermore, by keeping the interview
questions closely linked to the quantitative results, triangulation of data was facilitated.

The interviews lasted between 10 and 30 minutes depending on the amount of
additional information the participant offered. 16 of the 21 students who were interviewed
became individual case studies. The data for the case studies came from the interviews and
the motivation and anxiety scores generated from self-report questionnaires. The reason for
16 and not 21 is that the pre-requisites for selection were that the student had been present
at both stages of quantitative data collection and that parental consent was obtained.

Patton (1990) suggests that each participant’s response format should be open-
ended, and that the interviewer should not supply predetermined phrases or categories that
have to be used by respondents to express themselves. The strategy of open-ended
response helps capture the complexities of the respondents’ individual perceptions and
experiences. For this reason, the follow-up interviews with students were initially intended
to be purely of this nature. However, further reading (Cohen et al., 2000) led to the
realisation that although this approach would have led to a rich source of potentially
interesting information, it would have been difficult to code and, more importantly,
difficult to use for comparative analysis. Consequently, semi-structured interviews were
conducted.

‘Semi-structured’ here means that specific questions were asked, following a
schedule but not a script, and no guidance was provided regarding the answer. Some
believe that not having identical wording can affect responses (Cohen et al., 2000).
However, in this study it was not considered to be a limitation, given that by nature
Cypriots are informal in their approach. The participating teachers were asked 15
questions, composed after the quantitative data had been analysed. The interview schedules
can be found in Appendices F1 and F2 (pp. 222-226). The questions over-lapped slightly

so as to allow participants to confirm responses. The yoked subject procedure (White,
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1999), which asks interviewees to articulate their thoughts to a hypothetical person, was
used in two questions addressed to the teachers: They were asked to imagine they were
talking to another colleague advising them on ways to motivate EFL students and reduce
anxiety.

The aim of the follow-up teacher interviews was to delve deeper into the teachers’
perspective, in order to gain further insight into their teaching practices. They also added a
more personal and human aspect to teacher behaviours and use of strategies, and provided
information on how teachers consciously try to motivate students and/or ease learners’ FL
anxiety. Teachers were also asked to state what influenced their choice of strategy. The
interviews were all held at the teachers’ convenience in a place of their choosing.

Teachers were given a choice of being interviewed in Greek or in English. Two
chose to respond in English. The other six interviews were transcribed in Greek and
translated into English by myself. The translated transcripts and the originals were shown
to the relevant teacher who confirmed the accuracy of the translation. Translated student
interview transcripts were given to teachers in different schools to verify accuracy. It can
therefore be assumed that the translations were not distorted. Where translations have been
provided, links to the original Greek, which can be found in Appendix G (pp. 226-230) are
provided in brackets.

The purpose of the student interviews was to reveal additional insights into the
strategies they found motivating, what caused them to experience anxiety and what they
believed could be done to reduce this. They were also intended to add flesh to the bones of
the quantitative data produced through the questionnaires.

3.5.7 Quantitative data collection
Questionnaires

The quality of instruments in this study was assessed through item review

procedures and pilot testing, both of which focus on content quality, clarity and lack of

ambiguity (AERA et al., 1999, p. 39). Item review procedures are steps taken to establish
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the quality of items for inclusion in a scale. As questionnaire respondents are participants
in research and not passive data providers (Cohen et al., 2000), feedback from them on
response categories, the appropriateness of questions, time necessary for the administration
of the questionnaires and possible problems in the comprehensibility of the items was
essential for fine-tuning the questionnaires for the main study. Such changes included
providing students with oral explanations of frequency categories. Specifically, students
were advised that ‘rarely’ would refer to a strategy, or behaviour, used once a month and
‘frequently’ for ones used perhaps every three lessons whereas ‘always’ would apply to
strategies used almost every lesson. Student questionnaires were number coded, to enable
the first and second intervention responses to be linked and compared. Students were
aware of this and had to keep a note of the code or pseudonym they had chosen at Stage 1
so as to use the same again at Stage 2.

Motivational Strategies and Behaviours Questionnaire ~ (MSBQ)

As students are ‘the raison d’etre of schools and colleges, there is a strong moral
case for consulting them’ (Open University, 2009, p. 85), and their perceptions were
crucial to this study. The students were asked to mark on the MSBQ (see Appendix Al, pp.
189-192) how frequently their teacher used the 21 motivational strategies and behaviours
(MTSB) in their EFL lessons. They were informed of the importance of providing honest
responses and reminded that their participation was voluntary.

With self-report, participants may tend to ‘describe their behaviours in a better than
real light' (Cheng and Dérnyei, 2007, p. 156). However, the teachers were also given the
MSBQ and asked to mark the frequency with which they used the MTSB in their lessons.
The teachers’ input was important for cross-checking results, and also to provide the
impetus for comparisons between student and teacher perceptions.

The questionnaires were prepared during the initial study in English and translated
into Greek by me as a fluent user of Greek. The wording was subsequently revised by a

native Greek speaker in order to ‘produce natural-sounding texts in the target language’
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(Dornyei and Csizér, 2012 p. 79). Lastly, they were translated back into English by an
independent bilingual expert in order to confirm that the meaning of the questions had not
been altered. It was initially intended that the MSBQ would be administered to the teachers
in English but the word ‘motivation’ has multiple interpretations, each of which has a
different word in Greek. In translating questionnaires it is important to maintain
‘equivalence in terms of experiences and concepts’ (Sechrestetal., 1972, p. 41). If the
teachers had not interpreted the word ‘motivation’ in the same way, it would have affected
the reliability of results. It was therefore decided that the questionnaire should be translated
for them, thus ensuring a common understanding.
Personal Level of Motivation (PLM)

Participants’ personal levels of motivation were measured using the PLM (see

Appendix A2, p. 193). The PLM is a 6-item, instrument with a four-point Likert scale (‘not

at all’ ‘a little’ ‘quite alot’ ‘very much’).
Foreign Language Classroom Anxiety Inventory (FLCAI)

Participants’ self-reports are the most commonly used method in examining
anxiety in educational studies (Zheng, 2008). As previously stated, FL classroom anxiety
was measured using the FLCAI (see Appendix A3, pp. 194-195) which was administered
to all participating students in the study. As a reminder, the FLCAI is an 18-item
instrument with a five-point Likert scale (‘never’ ‘rarely’ ‘sometimes’ ‘often’ ‘always’
with no neutral category in the middle). These labels were shown by Panayides and
Walker (2013) to function better than the original five used in the FLCAS (Horwitz et al.,
1986, see Appendix A4, pp. 196-200) which had included a neutral category. Possible
scores on the FLCAI range from 18 to 90. The higher the score, the higher the level of
foreign language anxiety experienced.

A second administration of the questionnaires was conducted after the second
semester test in March, 2014 after an interval of four months. The questionnaires were

identical so as to facilitate comparisons. The purpose of this was to show whether changes
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occurred in the use of MTSB, motivation and / or anxiety as the school year progressed.

This provided for a more detailed report and served to extend knowledge in the field.

3.5.8 Mini-case studies

Mini-case studies were conducted which drew together elements of both the
qualitative and quantitative data collection with the intention to ‘portray, analyse and

interpret the uniqueness of real individuals and situations’ (Cohen et al., 2000, p.79).

3.6 Methods of data analysis

Data produced from the interviews were analysed both qualitatively and
quantitatively as it was necessary to document frequencies of certain responses as well as
the content. Such practice has been labelled as ‘conversion mixed design’ (Teddlie and

Tashakkori, 2009, p. 151).

3.6.1 Analyses of qualitative data

The student accounts, the focus groups and individual interview data were analysed
thematically. Thematic analysis involves ‘finding and marking the underlying ideas in the
data, grouping similar information together, and relating different ideas and themes to one
another’ (Rubin and Rubin, 1995, p. 229). The process was purely data-driven as the aim
was to learn about the situation in this population and not to determine which features of
the literature were present. Comparisons were made between the data produced and the
literature, after the former had been analysed.

The data from student accounts and focus group written data were translated at the
analysis stage. As they were analysed purely thematically, there was no need for a back
translation to be performed however a Greek-speaking EFL teacher did compare the
original accounts and focus group data with the translated results. In the case of teacher
interviews, teachers were given a copy of the transcription in the original Greek and the
English translation to confirm accuracy, or, if necessary, to make modifications. Students
were not given the translation of their interviews as their competence level in EFL may

have hindered this process. Instead, anonymised copies of the transcripts in Greek and the



translations I had made were given to colleagues, in schools other than that which the
relevant student attended, to check for accuracy. The reason for giving the transcripts to
colleagues in a different school was to ensure anonymity.

In the case of the interview data, tables were created with the interview questions in
one column, transcriptions relating to each of these in another. Three highlighter colours
were chosen and used to identify themes related to each research question (refer to
Appendices H1 and H2, pp. 232-235 for examples).

3.6.2 Statistical analyses of quantitative data

The quantitative data produced were analysed using the statistical software SPSS
21. Both descriptive and inferential statistics were used. Descriptive statistics included
percentages and frequencies. Associations between variables were investigated through
correlations. Through correlations between PLM (see Appendix A2, p. 193) scores and the
MSBQ (see Appendix Al, pp. 189-192), possible associations between the nature and
frequency of strategies and behaviours (MTSB) used, and student motivation was assessed.
This process was carried out twice, specifically in November 2013 and March 2014.
Possible associations between the nature and frequency of the MTSB used and students'
anxiety scores were also examined through correlations, using the FLCAI (Walker and
Panayides, 2014) and the MSBQ.

Correlation analysis is useful at showing relationships which exist, or might exist. It
is, however, unable to ‘demonstrate that the ‘cause’ precedes the ‘effect’ while controlling
the influence of all other possible causes’ (Sugita McEown and Takeuchi, 2014, p. 34).
Hence the value of combining this with qualitative researchin the form of interviews and
mini-case studies.

3.7 Chapter summary

In this chapter, the methodology on which this study was built and the methods
used have been explained in detail. The interpretive and socio-cultural research

approaches, focusing on social interactions with others and their perceptions were the
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dominant paradigms underpinning the investigation. The statistical, objective analyses of
the quantitative data could be considered positivist in nature as they produced ‘reliable
facts’ (Burgess et al., 2006, p. 54) related to associations between the use of strategies and
behaviours with student motivation and anxiety in the EFL classroom. Table 4 shows the

relationship between research questions, data collection and analysis methods.
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Table 4: The relationship between research questions, data collection methods and data analysis methods for the main study

Research question

1 According to
students and
teachers, which
teaching strategies
and behaviours
motivate EFL
classroom learners?

2. Is there an
association between
the reported nature
and frequency of use
of teaching
strategies and
behaviours in the
EFL classroom and
student motivation at
two different points
of the academic year
and, ifso, to what
extent?

Date Sample
157
September 2013 students
January 2013 49
Teachers

10 teachers

226 students
From 13
classes

November 2013
March 2014

April 2014

8 teachers &
21 students

16 students

Data collection

Student accounts

Teacher focus group and group
discussion

Student mini-case studies

Teachers rate their use of motivational
strategies & behaviours (through the
MSBQ)

Students rate their teachers’ use of
motivational strategies & behaviours
(through the MSBQ)

Students self-rating of their personal
level of motivation (PLM: 6 item
questionnaire)

Teacher and student interviews a) for a
deeper understanding and to avoid
misinterpretation of quantitative data
b) to investigate correlations

Student mini-case studies

Data analysis

Content analysis and descriptive
statistics

Correlation analysis for associations
between students’ rating of their
teacher’s use of MTSB and students’
PLM.

The teachers’ self-rating of their use of
MTSB was used to form comparisons
between the students’ perception of
their MTSB use and their own.

Descriptive statistics and frequency
ranking of use of MTSB
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3. Is there an
association between
the reported nature
and frequency of use
of teaching
strategies and
behaviours in the
EFL classroom and
FL anxiety at two
different points of
the academic year
and, if so, to what
extent?

Additional
information

November 2013

March 2014

April 2014

April 2014

February 2014

226 students

From 13
classes

8 teachers &
21 students

16 students

64 students

Students rate their teachers’ use of

motivational strategies & behaviours
(through the MSBQ)

Students self-rate their FLA (FLCAL:
18 item questionnaire)

Teacher and student interviews a) for a
deeper understanding and to avoid
misinterpretation of quantitative data
b) to investigate causal relations

Student mini-case studies

MSBQ for importance of strategies in
reducing anxiety.

Investigation of association was
carried out through correlation
analysis between students’ rating of
their teacher’s use of MTSB and their
FLCA1 score.

Ranking of importance of MTSB in
reducing anxiety

Page 84 of 239



Chapter 4: Data analysis and findings

4.1 Introduction

The findings of the study are presented in this chapter, and discussed in the next, in
relation to each of the three research questions. The data which informed these results
were collected from both teachers and students in the EFL classroom. Consulting both
parties on their perspectives is important, as stipulated by Reusch et al. (2012), who,
among others, found significant differences between the two groups in their study.

The research explored the relationship between (1) the nature and frequency of
motivational teaching strategies and behaviours (MTSB) and personal student motivation
(PLM), and (2) the nature and frequency of MTSB and foreign language anxiety (FLA).
These topics were investigated at two points during the academic year (Stage 1 =
November, 2013 and Stage 2 = March, 2014). To recap: the MSBQ isa 21-item
questionnaire which seeks student perceptions of the nature and frequency of use of
motivational strategies and behaviours (see Appendix Al, pp. 189-192); the PLM is a six-
item self-rating scale aimed at generating a score for each student’s level of motivation
(see Appendix A2, p. 193); and the FLCAI is an 18-item self-rating scale aimed at
facilitating a score from each student’s level of classroom FLA (see Appendix A3, pp. 194-
195). The reason for two data gathering interventions as part of a longitudiral study was to
facilitate an examination of possible changes in nature and frequency of use and level of
influence of MTSB during the year.

The mixed-methods research design provided the opportunity to investigate in
depth the influence of MTSB, student motivation and student classroom FLA through
different lenses. In accordance with Tashakkori and Teddlie’s description: ‘The qualitative
data and results provided rich explanations of the findings from the quantitative data and
analysis’ (2008, p. 103). The qualitative-quantitative-qualitative approach led to

triangulated results that could be triangulated.
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4.2 Research Question 1: According to students and teachers, which
teaching strategies and behaviours motivate EFL classroom learners?

Qualitative data results

Figure 5 shows the 20 most popular teacher responses (N = 49) during the
gatherings in January 2013 (referto Table4, pp. 83-84), and the frequencies (seebase of

the chart) with which they were givea The complete list of strategies and behaviours

stated can be found in Appendix D (p. 212).

Figure 5: The 20 most popular teaching strategies and behaviours in motivating EFL

classroom learners, according to teachers

Teacher responses
M otivational strategies and behaviours

Being friendly
Being positive towards, showing an interest in...
Using group work
Using humour
Using technology
Using creative / inspirational tasks
Encouraging / supporting feedback
Using role play
Making the lessons lively and interesting using...
Showing videos related to the language taught i
Showing enthusiasm for the lesson i
Using games
Using real situations as examples
Use of lots ofvisualaids
Listening attentively rather than constant...
Demonstrating a love for the subject
Involving the students in our teaching
Playing songs for use in exercises
Teacher being an actor

Using communicative methodology
10 12 14

As can be seen in Figure 5, Creating afriendly atmosphere was the most popular

answer with teachers noting it. It was also the top answer in the initial study (refer to

Appendix C, pp. 210-211). Beingpositive towards students, mentioned 10 teachers, using

group work and using humour were the next most common responses.
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4.2.1 Student accounts

Table 5 shows the strategies and behaviours identified as motivational from the
student accounts (col. 2) and teacher focus groups (col. 3), so that quick comparisons can

be made.

Table 5: According to students, these teaching strategies and behaviours motivate

EFL classroom learners (Sample A =92)

Student results Teacher focus

Teaching Strategy - Behaviour from accounts ~ 97CuP results for
(A:92) comparison

(A =49)

Creating a friendly / relaxed / democratic 49 (53.3%) 12(24.5%)

atmosphere / mutual respect

Using group / team work 35 (38%) 9(18.4%)

Showing films with subtitles 26 (28.3%) 5(10.2%)

Counting participation in the grade 24 (26.1%)

Use of student presentations / project work 22 (23.9%)

Allowing a small break during the 1.5 hour 14(15.2%)

lesson

Use of pair work 14(15.2%)

Presenting mini-videos of cultural sights /

presentati%ns by the teacher ’ 14(15.2%) 5(10.2%)
Use of games for practice exercises 12(13%) 4 (8.2%)
Using, encouraging humour 11 (12%) 9(18.4%)
Holding cultural discussions (in Greek) 9 (9.8%)

Making the lesson lively 9 (9.8%) 6(12.2%)
Making the lessons interesting / innovative 9 (9.8%) 7(14.3%)
Playing English music 8 (8.7%) 3(6.1%)
Use of songs for learning vocabulary and 8 (8.7%) 3(6.1%)
grammar

Placing emphasis on oral rather than
written language

7 (7.6%) 3(6.1%)

Creating afriendly atmosphere was the most popular response here, from both the
students and teacher cohorts, as shown in Figure 5. However, more than half of the student
accounts (53%) noted this, whereas only 24.5% of the teachers did. In the follow-up
teacher and student interviews, with eight teachers and 21 students, it was also the most
common response. Group work was the second most popular response. Again it was more

popular with students (38%) than teachers (18.4%). However, in comparing these results
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regarding Group work with the correlation analyses which are presented in the section on
research question 2 (p. 109), we find that Group work has, according to student data, one
of the weakest associations with student motivation of the strategies investigated through
quantitative questionnaires. At Stage 1 the correlationwas 0.263 and at Stage 2 0.365, both
highly significant. As a reminder, the items chosen for the Motivational Strategies and
Behaviours Questionnaire (MSBQ, see Appendix Al, pp. 189-192) were all generated
through qualitative data from 92 student accounts and a teacher focus group of six and so
were expected to have a positive association with student motivation. Humour attracted the
same number of responses from teachers as Group work. Including participation in the
grade; Student presentations or Project work; Allowing a small break; and Pair work were
only mentioned by students. The remaining strategies and behaviours recorded by students
in their accounts showed similar response patterns to the teachers in the focus groups.

The initial study accounts and main study accounts were compared, not for the
purposes of this study, but in order to determine the generalizability of results. This was
possible as the instructions to students were the same, but the sample was not. The fact that
there were overlaps in responses enhanced the generalizability of results for this setting,
4.2.2 Follow-up teacher interviews

The data produced from the interviews (see Appendix G1, p. 227) for the original
Greek quotes) provided further insight into strategies and behaviours which teachers
themselves believed to motivate EFL students. They also facilitated triangulation with the
results from the teachers’ notes and discussions at the focus groups, thus generating more
complete and comprehensive results. The interview data findings are presented below

question by question:

1) Do you have particular ways of teaching that you find really motivate students? Could

you please give me some examples?

Teacher 11 stated: Students don’t want traditional lessons that is for sure. They like

songs and video clips. The experience of video clips was also put forward by teachers 22,
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51, 52 and 53. Songs were acknowledged by teachers 22 and 52. Teacher 31 said that
students are motivated by warmup and attractive lessons. Teacher 41 found that an
opening discussion helps and added certainly not just from the book (T41-1) and teacher 51
A friendly chat (T51-1).

2) What do you think makes your students (in general) most motivated?

Students are most motivated by their grades and by the teacher using effective
motivational techniques, in the opinion of teacher 22. I asked her to elaborate on this and
she replied: I mean that if they feel their work will be rewarded, they try harder. Teacher
41 signalled the importance of interpersonal relationships between the students and
between the students and the teacher (T41-2). This coincides with the focus group
responses and students’ accounts which included friendliness and respect. Both teacher 52
and 53 stated how motivating students find discussing personal experiences.

3) Could you please give me three pieces of advice that would you give to another teacher
asking for ways to motivate EFL students?

Colleagues were asked to imagine they weretalking to another colleague advising
them on ways to motivate EFL students using the ‘yoked subject procedure’ (White, 1999).

Table 6 shows the teachers’ responses to this question.
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Tabic 6: Advice given by teachers to a new colleague on how to motivate EFL

students (/V= 8)

Advice given by teachers on how to motivate Frequency
EFL students
Elicit as much as you can from your students
Establish a good relationship with student
Don’t usejust the book
Make the students feel cared for / be understanding
Encourage the students
Show video clips
Play a song
Use modern technology
Know the content of the book
Student brainstorm
Be yourself/ authentic
Bring authentic material
Encourage autonomous learning
Make lessons attractive
Make lessons interesting
Show a film in English with no subtitles
Communicate with the students
Approachable
Lively lessons
Move around the classroom
Have a sense of humour, and use it
Explain the value ofthe language they are learning

P RPRPPRPRPRPREPRPRPRPRPERPR,ERLRRLRNNNMNNNDW®

The results in Table 6 show that the most common suggestions were for eliciting as
much as possible from students and establishing a good relationship with them.
Participants also advised that rather than just using the book, teachers should include video
clips and songs.

4.2.3 Results of mixed methods of data collection - (teacher data)

Table 7 shows the results of the focus groups (see Appendix D, p. 212) and teacher

follow-up interviews. The order of results is based on the order the data were collected.

Seven of the eight teachers interviewed were also at the presentations during which the

focus group data were collected.
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Table 7: Comparisons between two types of teacher generated data results.

Focus group results Follow-up interviews
(V=49) (A=8)

Friendly / good relationship 12(24.5%) 3(37.5%)
Make students feel cared for /understanding 10(20.4%) 2 (25%)
Humour 9(18,4%) 1(12.5%)
Group work 9(18.4%)

Use technology 8(16.3%) 1(12.5%)
Interesting lessons 7(14.3%) 1(12.5%)
Be encouraging 6(12.2%) 2 (25%)
Lively and interesting lessons 6(12.2%) 1(12.5%)
Show videos 5(10.2%) 2 (25%)
Use authentic material 4(8.2%) 1(12.5%)
Show enthusiasm 4 (8.2%)

Elicit as much as you can from students 3(6.1%) 3(37.5%)
Plavsongs 3(6.1%) 2 (25%)
Communicative 3(6.1%) 1(12.5%)
Lr:)collt(lde activities other than based on course 2 (25%)

As can be seen, Good interpersonal relationships I Friendliness was the most
popular response, regarding what motivates students, with 24.5% of the teachers in the
focus group and 37.5% of the teachers in the follow-up interviews mentioning it. Eliciting
as much as you canfrom students was believed to be equally motivating in the teacher
interviews but was referred to by only 6.1% of the focus group participants. Making the
studentsfeel caredfor / Being understanding; Being encouraging; Showing videos',
Playing songs and Including activities other than based on the course book were the next
most commonly mentioned opinions in the interviews. In the focus groups Making the
studentsfeel caredfor / Being understanding was the second most common response,
whereas Showing videos (10.2%) and Playing songs (6.1%) were less frequently stated.
Including activities other than based on the course book was not identified at all in the
focus groups. Examples of such activities were however suggested, such as Using
technology (16.3%) and Showing videos (10.2). The Use ofhumour was noted by 18% of
the focus group participants and by one of the eight (12.5%) interviewees. Group work was
an equally popular idea in the focus group jottings but was not considered motivating by
any of the teachers in the interviews which followed Stage 2 of the quantitative phase of
the data collection. This could be because during the personal follow-up interviews
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teachers had more time to think about their answers, which led to them suggesting that
while students liked Group work it did not actually motivate them. These results represent
the teacher perspective. In the next section the student perspective is presented.
4.2.4 Follow-up student interviews

Data produced from student interviews gave further insight into what motivates
EFL students, and facilitated the triangulation of results from the 92 student accounts. The
plan was to interview them all in Greek and then to translate the transcripts. However, four
asked to respond in English or partially in English for practice. This was permitted, as I
strongly believe that when a student wishes to practise their language skills, it would not be
good pedagogical practice and would also be unfair of a teacher to refuse them the
opportunity. Notwithstanding, all questions were repeated in Greek to confirm
understanding. The student sample was consulted once the interviews had been transcribed
and I went through their responses checking that their feelings had been expressed
correctly. Where translations of comments have been provided in text, links to the original
Greek are provided in brackets. The interview schedule can be found in Appendix F1 (pp.

222-223).
The 21 students interviewed were asked what motivates them most in the EFL

classroom Their responses are presented below in Table 8.
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Tabic 8: What strategies and behaviours do students find the most motivating?

Student interview responses: What motivates you Frequency Reminder of

the most? (yV=21 students) frequency in
teacher data
(/V = 8 teachers)

Good relationship between the teacher and students / 5(23.8%) 3(37.5%)
friendly

Group work 5(23.8%)

Interesting lessons / variety 4(19%) 1(12.5%)
Teacher presentations 4(19%)

Films without subtitles 4(19%)

Humour 3(14.3%) 1(12.5%)
Lessons not just from the book 2(9.5%) 2(25%)
Pleasant lesson 2 (9.5%)

Fun lessons 2 (9.5%) 1(12.5%)
More in-depth lessons 2(9.5%)

Opportunity for student presentations 2 (9.5%)

Use social media 2 (9.5%)

Teacher installing the importance of EFL and the lesson 2 (9.5%)

Video clips to introduce the subject 2 (9.5%) 2 (25%)
Projects 2(9.5%)

Interesting topics of discussion 1(4.8%)

Speaking 1(4.8%) 1(12.5%)
Games for learning 1(4.8%)

Modem teacher 1(4.8%)

Well prepared lesson 1(4.8%)

Lessons at a logical speed-nottoo fast nortoo slow 1(4.8%)

When not only tests are included in semester grade 1(4.8%)

Teacher showing an interest in the students 1(4.8%) 2 (25%)
Innovative lessons 1(4.8%) 1(12.5%)
Teacher eliciting as much as possible from students 3(37.5%)
Teaching showing encouragement 2 (25%)
Listening to songs as part ofthe lesson 2(25%)
Use ofauthentic material 1(12.5%)
Use oftechnology 1(12.5%)

Good relationships between the teacher and students, and Friendliness were top of
the list, as can be seen above, together with Group work in the student interviews. The
importance of Good relations was acknowledged by both students (23.8%) and teachers
(37.5%) whereas Group work was not acknowledged by the teachers, in their interviews, as
being an important strategy to use in order to motivate students. In fact many teachers
suggested in their interview responses that group work often ends up as an excuse for the
students to gossip rather than being a successful learning strategy. It was however very
popular in the teacher focus groups oral and written comments. The association between

Group work and motivation is discussed in the results of both correlation analyses and
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student and teacher interviews in the section which follows on research question 2 (pp.
112-113).

Interesting lessons / variety was one of the second most frequent responses with
19% of students stating it and 12.5% of teachers. The equal second most popular student
answers, Showing films without subtitles and Teacher presentations were only suggested
by students (19%). The use of film was included within one of the motivational teaching
strategies (MTSB) that required a student rating in the quantitative aspect of data
collection. The results of the correlation analyses between this strategy and student
motivation are presented in the next section (p. 109) where it can be seen that the
association between the use of film and motivation increases as the academic year
progresses.

Humour was noted by 14.3% of students and 12.5% of teachers, suggesting a
common understanding. Speaking was mentioned by one student (4.8%) and one teacher
(12.5%). Two students (9.5%) and two teachers (25%) were also in agreement that Lessons
should not be purely book based. However, this result could be misleading as students
referred to many specific examples of non-book based lessons such as Use of social media
(9.5%), Projects (9.5%), Interesting topics of discussion (4.8%) and Games for learning
(4.8%). Teachers also stated non-book related strategies namely Use of technology
(12.5%), Use of authentic materials (12.5%) and Listening to songs (25%). These
strategies were not mentioned by students.

Differences can be seen between the two constituencies in relation to Teachers
showing an interest in the students, which was mentioned more frequently by teachers
(25%) than students (4.8%). It should be noted that this means by two teachers and just one
student. Students further suggested that being asked to Present work and to conduct
Projects is motivating. No teacher mentioned this in their notes or in the group discussions.
In their interviews teachers implied that both Presentations and Projects became more

popular with students after experiencing disappointment with their test results. There was
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also a suggestion that these were more attractive to students in theory than in practice.
Teachers believe that Eliciting as much information as possihlefrom the students is
important, whereas no student raised this. Teachers also stressed the need for student
Encouragement.

4.2.5 Results of mixed methods of data collection (student data)

Table 9 below shows the results of the student accounts, correlation analyses
between use of motivational teaching strategies and student motivation levels, and student
follow-up interviews. The order of results is based on the order in which the data were
collected. The interviewees all contributed to both the quantitative data and to the student
accounts. The empty cells are those for which there were no data. The purpose ofthe Table
isto show at a glance the relationship between the three types of student data.

Table 9: Comparison of the three types of student generated data results

Correlation analyses

Accountresults between MSBQ and ::not:al;)vvzle-\tjvz
(N=92) PLM results (Ar=21)
(NI=226,N2=184)
Friendly / good relationship 49(53.3%) ABT**  B** 5(23.8%)
Group work 35(38%) .263**  365** 5(23.8%)
Films /video clips/social media 26(28.3%) 9go*x  3oqxk 421((2?50/:/0))/1(4.8%)/
Counting participation in the 24(26.1%) 349%%  4Q4xx
grade
Opportun_ityforstudent 22(23.9%) 376%%  4p7x* 2(9.5%)
presentations
T_eache_rpresentations/cultural 14(15.2%) Dgo*x  AgEx* 4(19%)
discussions
Use of pair work 14(15.2%)
Allowing asmall break during 14(15.2%)
the 1.5 hour lesson
Games for practice 12(13%) 1(4.8%)
Humour 11 (12%) .384**  428** 3(14.3%)
Interesting lessons 9(9.8%) 4(19%)
Lessons not just from the book 9 (9.8%) .387**  330** 2(9.5%)
Fun lessons 9(9.8%) 2(9.5%)
Interesting topics ofdiscussion 8(8.7%) 270%*  444** 1(4.8%)
Songs for vocabulary 'grammar 8(8.7%)
Placmg_emphasw onoral rather 7(7.6%) 3g8** 457 1(4.8%)
than written language
Pleasant lesson A436**  534** 2(9.5%)
More in-depth lessons 2(9.5%)
Teaching installing importance
of EFL and the lesson 2(9.5%)
Projects 2 (9.5%)
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As can be seen from the table, Being friendly and / or having a Good relationship
with students was the most common response in the student accounts (53.3%) and student
follow-up interviews (23.8%). In the correlation analyses it had the strongest positive
association with student motivation levels at Stage 1 (.467) of the data collection and
showed the second highest positive association at Stage 2 (.5). Group work was noted in
38% of the student accounts and brought up by 23.8% of the students interviewed.
Although a highly significant correlation was found between Group work and student
motivation, it displayed one of the weakest associations of the 21 motivational strategies
and behaviours explored. Interestingly, although 26.1% of the student accounts referred to
Counting participation towards the grade and it was found to have the fifth strongest
association with motivation at Stage 1 and the third at Stage 2, no student talked about this
in their interview. A Pleasant lesson had the second most significant correlation with
motivation at Stage 1 (.436) and the highest at Stage. 2 (.534). In contrast it was not
mentioned in the student accounts. A possible explanation is that Creating a pleasant
classroom atmosphere was too vague a term for students to identify, although it was talked
about by students in the follow-up interviews (9.5%). I speculate that having seen this
strategy listed in the MSBQ (see Appendix Al, pp. 189-192) led to the students thinking of
this as a separate strategy, whereas they may have previously considered it as a part of
Being friendly and having a Good relationship. A third concept which was popular across
the board was Teacher presentations or Cultural discussions. In the student accounts,
15.2% identified this, in the student interviews 19%, and the association between Teacher
presentations / Cultural discussions and student motivation was .292 at Stage 1 and .486 at
Stage 2.
4.2.6 Final thoughts on comparisons between teacher and student perspectives

As students are individuals, they have preferences and react differently to teaching
strategies and behaviours. As stated by Matsuda and Gobel (2004), some respond best to

group work and others to pair work. The value of teachers adapting to the needs of each
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group of students is therefore of paramount importance. Insight into student preferences is
essential in achieving this. Examining similarities and differences between teacher and
student perceptions sheds light on the extent to which teachers understand today’s students.
Two of the most prominent contrasts in perspectives concerned teachers eliciting as much
as possible from students, which 37.5% of teachers suggested in the focus groups and
which no student noted, and teacher presentations which were selected by students but not
teachers. Although group work was a popular student response and the correlation between
the use of group work and student motivation was highly significant, it was not among the
strategies with the strongest associations.
4.2.7 Student and teacher perceptions of the teacher’s use of motivational strategies
and behaviours

The teachers” self-rating of their use of MTSB was used to form comparisons with
their students’ perceptions. In order to compare students’ perceptions of the nature and
frequency of use of the listed MTSB in the MSBQ with their teacher’s perception, the class
mean student rating was compared with the corresponding teacher’s rating for each of the
21 teaching strategies and behaviours with the use of t-tests. Out of the ten participating
teachers in the study, only six teachers completed the questionnaire in full. A seventh
responded to approximately half the questions, and three failed to complete it. In total 136
one-sample t-tests were performed.

The t-values were calculated in all 136 cases, using -2 and 2 as the cut-off values.
All t-values outside this range (-2, 2) are considered significant, indicating differences
between the two scores. Table 10 shows the results of the t-tests for MTSB-1 Bring in and
encourage humour and laughter frequently in your class for all classes. The t-values

representing a large difference between student and teacher responses are in red.
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Table 10: One-sample t-tests forteacher and student perceptions of the use of the first

MTSB on the MSBQ for seven teachers’ classes

MSBQ Class Class St.error Teacher’s
Class item N mean St.dev mean score t-val ue
1 1 24 2.958 0.908 0.185 3 -0.225
21 1 20 3.200 0.951 0.213 4 -3.760
22 1 35 3.286 0.860 0.145 5 -11.793
41 1 12 3.250 1.055 0.305 4 -2.462
42 1 21 2.667 0.856 0.187 3 -1.784
52 1 25 1.720 0.792 0.158 3 -8.085
53 1 14 2.429 1.016 0.272 4 -5.785

All t-values below -2.0 are significant at the 0.05 level and below-3.0 at the 0.01 level.

Two findings are noteworthy in this table. First, five out of seven tests led to a
significant result and all the t-values were negative, indicating that the students’ mean
rating is lower than the teachers’ rating (The lull table of results for all 21 MTSB can be
found in Appendix I, pp. 236-239).

The vast majority of t-values were negative (92.6% ofthe values) and below the
cut-off values of -2.0 (79.4%). Only three values were above 2.0. The outcome of the tests
is evident: teachers tend to rate their use of motivational teaching strategies and behaviours
(MTSB) higher than their students perceive their use. Below two teacher groups are
presented in order to give more depth to the statistics of two individual cases. These two
were chosen out of the nine because these teacher groups exhibited the starkest contrasts
between student and teacher perceptions. Furthermore, the most negative comments

coming from student follow-up interviews related to these two teachers.

4.2.8 Differences in student and teacher perceptions

Teacher group 52 (T52) exhibited very different responses from the teacher and her
students regarding the use of MTSB, warranting a more detailed analysis. Teacher 52 had
twenty-five years teaching experience. Table 11 shows the students’ and teachers’
perceptions of the nature and frequency of use of the 21 teaching strategies and behaviours
(MTSB) for each teacher, ranging from 1(‘never’)to 5 (‘always’). The top figure shows

the percentage of students who selected a given response category at Stage 1(November
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2013) of the data collection. The bottom figure shows the percentage of students who
selected a given response category at Stage 2 (March 2014) of data collection. The figure

in bold in each row is the most common student response.
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Table 11: (T52) Teacher and student perceptions of the nature and frequency of use

of the MTSB
Students’ responses ( %
. g Teacher’s
Strategies / behaviours s |2 |5 3 2 Responses
z2 | 5 [E & |2
Z o A [} <
1. Bring in and encourage humour and laughter frequently in 44 44 8 4 Sometimes
your class. 44 8 16 4 4
2. Show students that you respect, accept and care about each 16 24 40 20 Always
of them. 16 32 8 12 4
3. Familiarize the leamers with the cultural backgroundof the | 20 24 | 44 12 Always
English language. 32 12 20 4 4
4. Give clear instructions 12 12 48 16 12 Always
12 16 | 20 20 4
S. Introduce in your lessons various interesting content and 56 20 16 8 Always
topics which students are likely to find interesting. 44 8 16 4
6. Make sure grades reflect not only the students’ 24 24 20 24 4 Always
achievement butalso the effort they putinto in the task. 12 | 24 | 16 8 12
7. Show your enthusiasm for teaching English by being 36 28 32 4 Always
committed and motivating yourseif. 24 16 | 20 8 4
8. Break the routine of the lessons by varying presentation 52 16 24 8 Always
format. 36 16 12 8
9. Establish a good relationship with your students. 40 28 20 12 Always
28 12 20 12
10. Encourage student participation by assigning activities 44 16 24 12 4 Often
thatrequire active involvement from each participant. 36 12 16 4 4
11. Try and find out about your students’ needs, goals and 56 8 23 4 4 Always
interests,and then build these into your curriculum as much 44 8 16
as possible.
12. Create a supportive and pleasant classroom climate where 44 16 36 4 Always
students are free from embarrassment and ridicule. 28 | 20 | 12 12
13. Bring various authentic cultural products to class as 76 12 8 Often
supplementary materials. 64 8
14. Make clear to students that the important thing in leamning | 44 24 1 28 4 Often
a foreign language is to communicate meaning effectively 24 32 8 4 4
rather than worrying about grammar mistakes.
15. Notice students’ contributions and progress, and provide 28 32 20 6 Often
them with positive feedback. 20 | 20 | 20 | 12
16. Include activitics that require students to work in groups 86 8 16 12 8 Often
towards the same goal in order to promote cooperation. 24 | 12| 24 8 4
17. Adopttherole of a ‘facilitator’. 36 32 24 8 Sometimes
16 20 | 32 4
18. Motivate your students by increasing the amount of 28 24 20 12 16 Always
English you usein class. 12120 | 20 8 12
19. Make tasks attractive by including novel or fantasy 68 16 12 4 Always
elements 50 as to raise the leamers” curiosity. 40 16 4 8 4
20. Enrich the channel of communication by presenting 48 24 28 Sometimes
various auditory and visual aids such as pictures, realia, tapes 36 24 8 4
and films.
21. Try tobe yourselfin front of students without putting on 52 16 28 4 Sometimes
an artificial ‘mask’, and share with them your hobbies, likes 40 12 | 4 16

and dislikes.

KEY: Teacher responses: teachers ranked their use of 21 strategies and behaviours on a scale of 1 (‘never’)
to 5 (‘always’). Students’ responses are recorded based on percentage of eachresponse category. Bold

figures are the most common responses.
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The lack of over-lap between the students’ and teacher’s perceptions is perhaps the
most significant result regarding strategy and behaviour use. Although 'teacher 52 self-
reported that she used the majority of the MTSB ‘always’ and the rest either ‘often’ or
‘sometim;s’. her students perceived most of the MTSB were ‘never’ used. While
quantitative data analysis was capable of detecting these differences, it could not suggest
any explanation. Triangulation of data through qualitative student interviews gave a more
personal and in-depth picture, providing a clearer and more comprehensive picture of the
complexity of personal interrelations between teacher and student. When I approached the
students asking for volunteers to be interviewed, hoping to find three, seven volunteered.
As the quantitative data had raised many questions in my mind, after collecting their
consent forms | interviewed all seven. Having analysed the interview data generated, 1
wanted to extend the sample of students taught by teacher 52 to check that this was
representative, as opinions were particularly negative. I therefore sought out two further
students to probe further, in an attempt to provide a balanced picture. Antonis’ responses,
as one of the mini-case studies, are presented in more detail later (p. 136).

Regarding motivation, in her interview, teacher 52 stated that we can enhance
student motivation by direct[ing] our teaching towards students’ personal experiences
(52-1). We talk about their interests and problems (52-2). Teacher 52’s comments suggest
that she shows a great interest in the students’ well-being; however, the students’
comments dispute this. Two of students interviewed claimed that she is aware that the class
lacks motivation but does nothing to improve it: She knows... I tell her (Penelope 1) and
She knows but does nothing (Yiota 1).

In response to questions concerning changes in motivation, Antonis remarked: We
have a ridiculous amount of exercises. It is monotonous and dull. Yiota stated: I could see
that the classes were monotonous and weren't going to change, so I don't care either

(Yiota 2). And Panayiotis said: / gave up showing an interest (Panayiotis 1).
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All teacher groups were analysed in the same detail as teacher 52°s group but only
data that specifically addressed the research questions of the present study are presented
here. However, teacher group 31is worth commenting on, as this group displayed increases
in the use of motivational strategies and behaviours (MTSB), which appear to have been
generated by informal discussions we had throughout the year about MTSB and the
teacher’s willingness to experiment. Teacher 31 (T31) has been teaching in state schools
for ten years and had a further 20 years teaching experience in a private language institute.
Table 12 shows the teacher’s and students’ perceptions of the frequency with which she

uses the 21 MTSB from | (‘never’) to 5 (‘always’).

Table 12: Teacher and student perceptions of the frequency of use of the MTSB (T31)

MIS [ 102 3 4 5 6 7 8 9 10 11 12 13 14/ 15 16 17 18 19 20 21
Teacher 31 505 55 3 5 5 4 5 5 S 5 4 5 5 4 5 5 5 4§
StudentsT 204 25 2 3 2.2 4 3 1.3 1 3 4 L3 4 1 23
StudentsT2 | 31 41 4 5 3 435 335 3 4 13 4 3 4 3 323 4 5

As stated above, this group showed, with two exceptions, only increases in
perceived frequency of use of the 21 MTSB. Closer investigation however revealed that
some strategies were perceived as ‘never’ or ‘rarely’ used at the beginning, of this study.
Notwithstanding, although students perceived an increase in the frequency of use of most
teaching strategies and behaviours during the year, their perceptions still differed greatly
from those of their teacher. In his study, Alrabai (2014a) also found that motivational
techniques were used occasionally orrarely by participating EFL teachers.

Quantitative data results
4.2.9 The perceived nature and frequency of use of strategies and behaviours

The MSBQ was used, as stated above, to investigate perceptions of MTSB use in
the classroom. The most influential motivational teaching strategies and behaviours
(MTSB) study for the design of present study was perhaps Cheng and Dornyei (2007),
whose study built on Dérnyei and Csizer (1998). In their discussion, Cheng and Dornyei

(2007) compared the frequency of use of the 10 motivational clusters between the two

Page 102 of 239



studies. Table 13 below shows the rank order of perceived Ifequency of strategy and
behaviour use in Dornyei and Csizer (1998), Cheng and Dornyei (2007) and the present
study in order to facilitate comparisons in a further cultural setting, that of Cypriot senior
high schools. It should be borne in mind that this study investigated the 21 most culturally
relevant strategies and behaviours from within Cheng and Domyei’s (2007) 48 items. Thus
results presented here are an indication of similarities and differences rather than direct
comparisons. Domyei and Csizer (1998) and Cheng and Dornyei (2007) consulted
teachers, whereas this study consulted both students and teachers.

The purpose of the colours in Table 13 below is to facilitate identification of
strategies belonging to the same macro category. Below are the categories, with their

colour code, for the macro-strategies, in keeping with Dornyei and Csizer (1998).

Set a personal example with your own behaviour
Create a pleasant, relaxed atmosphere in the classroom
‘Proper teacher behaviour’
Promote learners’ self-confidence
Make the learning tasks stimulating
Promote learner autonomy
Personal relevance
Increase the learners’ goal-orientedness
Recognise students’ effort
Present tasks properly
__ Familiarise learners with L2-related values
Promote group cohesiveness and set group norms
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Table 13: The rank order of MTSB use

Present study, Cyprus
(Stage 1/ Stage 2)
Students "rating of MTSB use

Proper teacher behaviour: respect,
care

Give clear instructions

Recognise students’ effort: grades
also reflect effort
Proper teacher behaviour: Establish
a good relationship with your
students

Create a pleasant and relaxed
atmosphere in the classroom

Promote learners’ self-confidence:
Notice contributions, progress, and
provide positive feedback

Familiarise learners with L2-related
values: increase use of English

Proper teacher behaviour,
committed

Familiarise learners with L2-related
values: cultural background

Proper teacher behaviour: without
putting on an artificial ‘mask’

Recognise students’ effort: grades

also reflect effort
Give clear instructions

Proper teacher behaviour: respect,
care

Proper teacher behaviour:
committed

Proper teacher behaviour:
Establish a good relationship with
your students
Proper teacher behaviour:
without putting on an artificial
‘mask’

Familiarise learners with L2-
related values: cultural
background
Promote learners’ self-
confidence: Notice contributions,
progress, and provide positive
feedback
Familiarise learners with L2-
related values: increase use of
English
Create a pleasant and relaxed
atmosphere in the classroom

Dornyei and Csizer (1998) Hungary
Teacher self-report questionnaire

Set a personal example with your own
behaviour

Create a pleasant, relaxed atmosphere in the
classroom

Present the tasks properly

Proper teacher behaviour: good rapport

Promote learners’ self-confidence

Make the learning tasks stimulating

Promote learner autonomy

Personal relevance

Increase the learners’ goal-orientedness -

Familiarise learners with L2-related values

Cheng and Dérnyei (2007)
Taiwan
Teacher self-report questionnaire

Set a personal example with your own

behaviour

Recognise students' effort and celebrate
their success

Promote learners’ self-confidence

Create a pleasant and relaxed atmosphere
in the classroom

Present tasks properly

Increase the learners’ goal-orientedness

Make the learning tasks stimulating

Familiarise learners with L2-related values

Promote group cohesiveness and set group
norms

Promote learner autonomy
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In comparing the rankings by Dornyei and Csizer (1998) and Cheng and Dornyei
(2007) with the present study, we can see that there are four macro-strategies which do not
feature in the Cypriot list of the most commonly used strategies. These are Setting a
personal example with your own behaviour; Making a task stimulating; Increasing goal-
orientedness and Promoting learner autonomy. This is not only in contrast with the two
aforementioned studies but also with the responses of Romanian teenagers in Taylor
(2013). Furthermore, although nearly all the same strategies and behaviours feature in the
ten most commonly used in both stages of this study, the nature and frequency of use
changed over time. It is possible that teachers make less effort to Create a pleasant and
relaxed atmosphere once the group has learnt to work together. Giving clear instructions
remains the second most commonly used micro-strategy 'tln-oughout the year.

In the present study, ‘ Proper teacher behaviour’ (Cheng and Dornyei, 2008) was
perceived by far as the most commonly used macro-strategy, with four micro-strategies
within this category featuring the 10 most commonly used. These were Showing respect;
Establishing a good relationship with your students; Being committed and Not putting on
an artificial mask, consistent with Alrabai (2011b), Dornyei and Csizér (1998) and Cheng
and Dérnyei (2007). This, in Alrabai’s words, ‘reveals that EFL teachers are aware of their
role as the main players in the game of motivating their learners’ (2011b, p. 272). The
second most commonly used macro-strategy was Familiarise yourselfwith L2 related
values, with two micro-strategies featuring in the ten most commonly used, according to
student perceptions. These were ranked the seventh and ninth most commonly used at both
stages of data collection. Dérnyei and Csizer (1998) found it to be the tenth most
frequently used macro-strategy and in Cheng and Dornyei (2007) it was ranked ninth.

The next research question looks at associations between strategies and

behaviours and motivation scores.
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4.3 Research question 2: Is there an association between the reported
nature and frequency of use of teaching strategies and behaviours in the

EFL classroom and student motivation at two different points of the

academic year and, if so, to what extent?

In order to address this research question students were asked to complete the 21-
item Motivational Strategies and Behaviours Questionnaires (MSBQ, see Appendix Al,
pp. 189-192) which sought their perceptions of frequencies of use (refer to Table 4, pp. 82-
83) and the six-item self-evaluation Personal Level of Motivation questionnaire (PLM, see
Appendix A2, p. 193).

As a reminder, the PLM was administered together with the MSBQ in November,
2013 and March, 2014 (see Table 4, pp. 83-84). Alpha is an index of the internal |
consistency (reliability) of the scale and values greater than 0.80 indicate a satisfactory
degree of internal consistency for a scale of a reasonable length (Panayides, 2014). As
Taris states: ‘Researchers need to examine and establish measurement reliability and
validity at each measurement occasion, rather than just at the beginning of the study as is
typically done in longitudinal studies’ (2008, cited in Barkaoui, 2014, p. 70). At Stage 1 of
the data collection, the sample for the six-item PLM was N = 226 and Cronbach’s Alpha
was .712, which is a satisfactory index of interval consistency for such a short scale. At
Stage 2 the sample was N = 184 and Cronbach’s Alpha was .765. The sample size was
smaller at the Stage 2, as 47 of the original participants were absent at the time of
administration.

Quantitative analyses

4.3.1 Correlation analyses

The quantitative data gathered by means of the MSBQ and PLM were correlated to
test for associations between students’ rating of their teacher’s use of MTSB and students’

personal level of motivation (PLM). Correlation analysis was chosen as it has the ability to
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identify possible associations between two variables, in this case the use of MTSB and
student motivation in the EFL classroom.

For the statistical analyses the full sample, and not individual classes, was used as
this facilitated more reliable and generalisable results as the sample size of individual
classes would have been too small. An ANOVA test was performed to check for any
differences between the mean scores obtained from each teacher group for students’ self-
reported personal motivation level (PLM). The results are shown in Table 14 below. PLM1
represents Stage 1, the first intervention (November, 2013) and PLM2 Stage 2 (March,
2014).

Table 14: ANOVA test for student personal motivation scores (PLM) by teacher

groups
Sum of Df Mean Square F Sig.
Squares
PIM Bgtween Groups 439.792 9 48.866 5.055 <0.001
Stagel Within Groups  2146.156 222 9.667
Total 2585947 231
PLM Between Groups  472.328 9 52.481 4593 <0.001
Stage? Within Groups 1999.424 175 11.425
Total 2471751 184

The ANOVA test yielded significant results (F = 5.055 with p <0.001 for the Stage
1 data and F = 4.593 with p <0.001 for the Stage 2 data). This indicates significant
differences between the PLM mean scores of the different teacher groups. Very high scores
were observed in group 21 and Qery low scores in groups 52 and 53 (see mean plots
below). Figure 6 shows the mean student personal level of motivation scores. The vertical

axis shows the PLM scores, and the horizontal axis shows the group code.
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Figure 6: The average student personal level of motivation scores (PLM) per teacher

group

Mean PLM score per teacher group

25 i

m MeanPLM
Stagel

m MeanPLM
Stage 2

Cil C21 C22 C31 C41 C42 C43 C51 Ch2 (53

Classes 52 and 53 belong to the same school. Since teacher group 51, also at the
same school, does not have students with such low motivation, it is unlikely that the school
location or other school related factors are responsible. It is more likely that the teacher, or

the nature and frequency of MTSB used is responsible.

Table 15 shows the correlations between MTSB use and student motivation The
five most significant correlations in each stage of the data collection are in red. The two

least significant correlations in each stage are in blue.
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Table 15: Correlations between the students’ perception of the nature and frequency

of MTSB and students’ personal motivation (PLM) scores

dislikes.

PLM PLM
MSBQ ITEMS November, 2013 | March, 2014

1. Bring in and encourage humour and laughter frequently inyour 384+ 428**

class. ) '

2. Show that they respect, accept and care about each of their 451 %% 59

students. ) )

3. Familiarize the learners with the cultural background of the 29+ 486**
| English language. ) )

4. Give clear instructions. 223%% A485**

5. Introduce various interesting content and topics which you find

interesting. 270%* 444>*

6. Make sure grades reflect not only your achievement but also 349%* 494%*

the effort you put into in the task. ) )

7. Show their enthusiasm for teaching English by being

committed. 466** 427**

8. Break the routine of the lessons by varying presentation format. 211** 384 %*

9. Establisha good relationship with the students. 46T** S**

10. Encourage student participation by assigning activities that

require active involvement from each participant (e.g. group 376%* A27**

presentation).

11. Try and find out about your needs, goals and interests, and 414%* 51

then build these into the curriculum as much as possible. : *

12. Create a supportive and pleasant classroom climate where 436%* §34%%

students are free from embarrassment and ridicule. i i

13. Bring various authentic cultural products to class as 243%x 307**

supplementary materials. ) ’

14. Make clear that the important thing in learning a foreign

language is to communicate meaning effectively rather than .388** A5T**

worrying about grammar mistakes.

15. Notice students’ contributions and progress, and provide them 374%% 515

with positive feedback. ) -~

16. Include activities that require students to work in groups

towards the same goal (e.g. plan a drama performance) in order to 263 ** 365

promote cooperation.

17. Adopt the role of a ‘facilitator’. 412%* S523%*

18. Motivate you by increasing the amount of English they use in

class. 300*+* 403**

19. Make tasks attractive by including novel or fantasy elements 3g7% 330+ *

so as to raise the learners’ curiosity. ’ o

20. Enrich the channel of communication by presenting various 28k 354%*

auditory and visual aids such as pictures, realia, tapes and films. ’ '

21. Try to be themselves in front of the class without putting on

an artificial ‘mask’, and sharing with you their hobbies, likes and 365%* 366%*

** Correlation is significant to <.01 (2-tailed)

As can be seen in Table 15, all 21 MTSB are significantly and positively

associated with student motivation. This enhances the degree of construct validity and thus
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the overall validity, of the questionnaire and was expected, since the strategies for
inclusion in the MSBQ had been chosen based on 49 EFL teachers' and 157 students’
thoughts on MTSB. Table 16 below shows which MTSB are most positively associated
with students' personal level of motivation (PLM, Appendix A2, p. 193). The results were
generated through correlations between the students’ perceptions of nature and frequency
of use and their PLM score. The MTSB are listed based on the strength of association with

motivation, beginning with the strongest.

Table 16: The MTSB most positively associated with student motivation.

The most positively associated MTSB with student motivation.
Stage 2 (March, 2014)
Proper teacher behaviour: respect
Create a pleasant and relaxed atmosphere in
the classroom

Stage 1(November, 2013)
Proper teacher behaviour: good rapport
Proper teacher behaviour: enthusiasm for
teaching
Proper teacher behaviour: respect

Create a pleasant and relaxed atmosphere in
the classroom

Promote learner autonomy: facilitator
Increase the learners’ goal-orientedness

Promote learners’self-confidence: feedback
Proper teacher behaviour - good rapport
Recognise students’ effort

Increase the learners’goal-orientedness
Promote learner autonomy: facilitator

Promote learners’self-confidence:

communication vs grammar
Familiarise learners with L2-related values

Present tasks properly

Make the learning tasks stimulating

Create a pleasant and relaxed atmosphere in

the classroom - humour
Promote learners’ self-confidence:

communication vs grammar

Promote learner autonomy: group work

At Stage 1lit is clear that the macro-strategy ‘proper teacher behaviour ’is the
most strongly associated as the three items related to this Establish a good relationship
with the students, Show enthusiasmfor teaching English by being committed, Show
respect, accept and care about each oftheir students, were the three strategies and
behaviours relating to student motivatioa Create a supportive andpleasant classroom

climate ..., Tryandfind out aboutyour needs ... were the next two most often mentioned

strategies relating to student motivation.
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There was a change in the order of significance of association between MTSB
and student motivation between Stage 1 and Stage 2. Making the learning stimulating,
Showing an enthusiasm for teaching, and Humour and Group work were no longer among
the 10 most highly associated MTSB with student motivation by Stage 2. Showing respect
and Creating a pleasant atmosphere were consistently among the most highly associated
MTSB with student motivation however. By March 2014 Recognising students’ effort,
Familiarising learners with L2 related values and Presenting tasks properly had moved up
into the 10 strategies and behaviours found to have the strongest association with student
motivation. It could be argued that Recognising students’ effort plays such an important
role in motivating students as grades are highly subjective. Teachers can choose to rely
purely on test scores in assigning grades or to include other aspects of classroom learning
such as oral contribution and projects.

The five MTSB most associated with student motivation at Stage 2 were Show that
they respect, accept and care about each of their students; Create a supportive and
pleasant classroom climate ...; Adopt the role of a ‘facilitator’; Try and find out about
your needs ... and Notice students contributions and progress, and provide them with
positive feedback. Nevertheless, Establish a good relationship with the students and Show
their enthusiasm for teaching English by being committed remained among the most highly
significantly correlated with student motivation.

The increase in association between Adopting a facilitator role and motivation
suggests that students wish to become more autonomous as the year progresses. The least

significantly correlated strategies should not be ignored though, as they too show a highly

significant correlation with student motivation.
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Qualitative analyses

4.3.2 Follow-up teacher interviews

Teachers were asked two questions related to recognition of student motivation
levels: Are you aware of any particularly motivated or de-motivated students in your
class? and How do you recognise student motivation? Teacher 11 said: ‘ The interested
ones participate and generally look more interested. The ones who are not motivated do
not take part, do not understand and do not write much down’. Teacher 22 also suggested
that *motivated students tend to have higher goals and to ask more questions. They are
more active in their participation. On the other hand, the ones who aren’t motivated seem
to switch off or get restless’. As she says, ‘they are the ones we have to try and reach’.
Teacher 52 was of the opinion that ‘everything gives it away, from the way they look and
what they do, from their books too’ (T52-3).

When asked if they consciously do anything to increase student motivation, all eight
teachers stated that they did, which was not unexpected. Teachers 11 and 31 said they tried
to interest their students. In her response, teacher 22 stated that she tried to motivate her
students because ‘it bothers me when they are not motivated. I mean with a class of
uninterested students we begin to lose interest... so I try to motivate them. I cannot tell you
exactly what I do because it depends on the class. Different people need different things’.
This supports the value of consulting a large student sample. Teacher 43 conducted various
discussions with her students, and teach;er 52 commented that they talk about the students’
interest and problems. Incorporating new technology into the lesson was mentioned by
teacher 53.

The quantitative data showed that Group work was found to be the 10" most highly
associated teaching strategy with motivation at Stage 1 and the 13" at Stage 2. Two
questions were put to the teachers in order to learn more about their experiences of group
work: Irrespective of what we are told by the Ministry, do you believe students are more

motivated when they work in groups. In September 2013 157 students were asked to note
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down what they found motivating in the EFL classroom. They produced 92 sets of data and
in these 35 stated that they found group work motivating. Do you find group work to be
possible with all your classes?

Opinions were mixed, although there was a general consensus that group work is not
effective, as students often misuse the time available to work with others. The advanced
course (six hours per week) generally worked better in groups than the two-hour core
course. This could be because the advanced course has a higher competence level and / or
that, since the students had chosen this course as one of the four main subjects, they had
slightly higher motivation. Teacher 11 pointed out that ‘they often just gossip, especially
the weak ones". This was echoed by teacher 31: ‘They like to talk to their friends but maybe
not do their work®. Group work is not simple for the instructor, as teacher 22 commented:
‘It requires a lot of hard work and preparationtime ... for it to help, you need to prepare
carefully. They don't really know how to work properly in groups’. Teacher 51 responded:
“It 'sa matter of training ... I am not convinced the benefits are ... worth it (T51-2).
Teacher 52 felt that they worked better in pairs (T52-4).

When asked if she believed group work raised motivation levels, teacher 51
remarked: ‘Slightly, but probably because it breaks the routine’ (T51-3). Teacher 41 raised
the issue of the need to maintain interest, although this was not the focus of her comment:
‘We rarely do group work because it doesn’t interest them. Their interest lasts until they
see the topic and then they switch off’ (T41-3). Teacher 53°s response raised an important
point: *...ifa class has students with attention deficiency, group work doesn't always bring
about the best results’. We must know our students, their needs and their abilities. The
teachers’ responses suggest that group work is not considered to be as valuable to student
learning as had been suggested in the teacher focus group discussions.

In 22 student accounts, projects and presentations were cited as motivating to
students. Teachers were asked to comment on this by answering the question: In your

experience, is there a genuine interest among students for these? Do you feel there are
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practical difficulties for the teacher involved in these? Responses were mixed. Teachers
mostly liked the idea (T51- 4) but they ‘tend to just copy [projects] which is not
acceptable’ (Teacher 22). Teacher 41 also raised this concern. Practical difficulties for the
instructor regarding projects can include the fact that it is *not always easy to know what
grade to give’ (Teacher 31).

4.3.3 Follow-up student interviews

Follow-up interview schedules were designed for students, as with the teachers,
after all quantitative data had been collected and analysed (see Appendices F1 and F2, pp.
222-226). The aim was to probe further and to add depth to the quantitative data. Interview
comments made in English are quoted here in verbatim, those made in Greek have been
translated and the original Greek can be found in Appendix G2 (pp. 228-231). The
interview comments from six students have been included in the mini-case study section
which follows the results of research question 3. All participants were given pseudonyms.

Ore student remarked: ‘I want to change teacher. We don’t laugh in the lesson. We
use the book too much and it’s boring’ (John); ‘I want more than just a lesson. I want her
to give attentionto everybody’ (Simos). These statements reflect the importance of good
interpersonal relations between the teacher and students. Furthermore, Simos’ comment
regarding negative feelings generated by his feeling view that the teacher does not pay
attention to all echoes Trang et al.’s (2013) finding that favouritism can cause anxiety.

When asked if they believed their teacher was aware of any particularly motivated
or de-motivated students in their class, Danae stated that her teacher only gave attention to
the strongest students (Danae 1). Further student comments from this teacher group remind
us of the importance of being careful how we react. When asked what they found the least
motivating, students said the feacher shouting unjustifiably ... I get angry when she insults
me and my friends (John) and Elsie said: when she insults us (Elsie 1). Elina also stated: */
am slow and she shouts and gets others to answer and so I don’t raise my hand now’

(Elina 1). Since MTSB-2 Show students that you respect, accept and care about each of
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them was found to be the third most influential MTSB on student motivation during Stage
1, and the most influential at Stage 2, it emerges as a necessary strategy, or set of.
behaviours, to be included in suggestions to teachers during professional development.
These comments echo recent findings by Lamb and Wedell (2015, p. 216) who reported a
student perceiving her teacher as inspiring because she was kind and seldom became
angry.

In response to questions regarding changes in motivation levelsbetween Stage 1 and
Stage 2, Anna put her dip in motivation down to fatigue (Anna 1). Eleni’s motivation level
dropped as she did not enjoy the fact that all activities were conducted as a whole class
(Eleni 1). MTSB-11 Try and find out about your students’ needs, goals and interests, and
then build these into the curriculum was found to be the fifth most influential MTSB on
student motivation at Stage 1 and the fourth at Stage 2. Joanna expressed her
disappointment that the difficulty level of the course was lower than she had expected and
that she was no longer interested in learning grammar (Joanna 1). Panayiotis
disappointedly stated:  When I saw how the course was, I lost interest’ (Panayiotis 2).

Regarding changes students would like to see in order to increase their motivation,
Eleni expressed a desire for more freedom, small breaks in the double lessons and also
wished her teacher was friendlier with her students (Eleni 2). Leonidas wanted more
innovation, learning through more games (Leonidas 1). Although MTSB-19 Make tasks
attractive by including novel or fantasy elements so as to raise the learners’ curiosity was
one of the least positively associated MTSB, it nevertheless had a positive association with
student motivation, as did all the strategies included in the MSBQ (see Appendix Al, pp.
189-192). As stated previously, this was not unexpected given that the questionnaire was
based on information from student accounts and a teacher focus group from within the
Cypriot high school setting. Joanna added to her comment that the level was below her

expectations by saying that she would like more exercises in preparation for the [ELTS
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(Joanna 2). Elina stated for her teacher not to shout (Elina 2), again confirming the
influence of MTSB-2 Show students that you respect, accept and care about each of them.

Students were asked if they found group work motivating, As documented in the
previous section on teacher interviews, and as shown in Table 15 (p. 109), Group work was
found to be the 10" most highly associated teaching strategy with motivation at Stage 1
and 13" at Stage 2. Interview comments included liking it because ‘we can talk’ [laughing]
(Simos). This can be linked with teacher 52’s negative comment that ‘/ would say that it is
a waste of time. Indeed they like it but they gossip’ (T52-5). More encouraging remarks
from a pedagogical perspective included: ‘Ifyou have questions you can ask them and get
support’ (Leonidas 2) and: ‘If you want to ask something you can ask other members if the
group and also feel safer working as a group’ (Eleni 3).

Interviewees were asked if they found presentations and projects motivating, Eleni
found them ‘anxiety-provoking’ (Eleni 4), whereas Joseph said he did not have a problem
but would rather not have them Laughing in response to the question, John said that the
feedback was ‘enthusiastic and good but she always says “oh good” to everyone’. The
theme of feedback was also taken up by Elsie who remarked: ‘We can write rubbish in
essays and she puts a v and gives us 19’ (Elsie 2). The students’ loss of motivation as a
result of such feedback can be linked with Hurd (2003) who stated that good quality
feedback can improve motivation. This can also be connected with teacher 11’s statement

that: *Students like you to tell them the truth — positive and negative comments’.

4.3.4 Research question 2 summary

In this section, results from both quantitative and qualitative data were discussed.
The macro strategy / behaviour Proper teacher behaviour had the strongest correlation
with student motivation throughout the year. More specifically, initially good rapport was
the strongest correlated teacher behaviour with student motivation. Later the teacher
showing respect had the highest correlation. While the quantitative data was able to show

statistical correlations using a large sample, the qualitative student and teacher interviews
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provided more descriptive data. For example, Group work was shown to have a significant
correlation with student motivation, although it had one of the weakest correlations out of
the 21 strategies and behaviours. Qualitative data sources were able to explain, for
example, that students often misuse group work time to chat, that teachers feel that group
work ‘breaks the routine’ (T51 -3), and that student interest often only lasts until ‘they see
the topic’ (T41-3).

4.4 Research question 3: Is there an association between the reported
nature and frequency of use of teaching strategies and behaviours in the
EFL classroom and FL anxiety at two different points of the academic

year and, if so, to what extent?

Apart from student motivation, this study also focused on foreign language anxiety
in the classroom setting and looked into the strategies and behaviours instructors can adopt
to help reduce the anxiety their students may feel.

Quantitative data

4.4.1 Correlation analyses

In addressing research question 3, an investigation of association was carried out
through correlation analysis between students’ ranking of their teacher’s use of MTSB (see
Appendix Al, pp. 189-192 for the MSBQ) and their own Foreign Language Classrooin
Anxiety Inventory (FLCAI) score. This was followed up by interviews (refer to Table 4,
pp. 83-84). The FLCALI scores range from 18 to 90, with higher scores indicating higher
levels of anxiety.

At Stage | of the data collection, the sample was N =231 and Cronbach’s Alpha
for the FLCAI was .938. At Stage two the sample was N = 184 and Cronbach's Alpha for
the FLCAI was 0.952. Since an Alpha value of greater than 0.80 indicates a satisfactory
degree of internal consistency, for both administrations of the FLCAI the degree of internal

consistency was very high. As stated earlier, the reason for the drop in sample size was that
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47 of the original participants were absent at the time of administration at Stage 2. The
scores for Stage 1ranged from 18 to 82 with a mean of 34.80 and a standard deviation of
13.376. The scores at Stage 2 ranged from 18 to 79 with a mean of 30.9 and a standard
deviation of 13.727. Figure 7 below shows the distribution ofthe FLCAI scores (for the
FLCAI, referto Appendix A3, pp. 194-195).

Figure 7: The distributions of the FLCAI scores at the two stages

As can be seen, the distribution of scores shifts slightly to the left for Stage 2, indicating a

general drop in anxiety.
Table 17 shows the correlation between the students’ perception of the nature and

frequency of use of MTSB, by their EFL teacher, and the students” FLCAI scores for both

stages of data collection. The five most significant correlations in each stage are in red.

Page 118 ol 239



Table 17: Correlations between students’ perception of nature and frequency of use

of MTSB and students’ FLCAI scores

FLCAI FLCAI
MSBQ ITEMS November, 2013 | March, 2014
1. Bring in and encourage humour and laughter frequently inyour 013 -.138*
class. )
2. Show that they respect, accept and care about each of their -.106 -172%
students.
3. Familiarize the learners with the cultural background of the -.070 -113
| English language.

4. Give clear instructions -174%* - 207%*
5. Introduce various interesting content and topics which you find -.079 -.089
interesting.
6. Make sure grades reflect not only your achievement but also ~ 194 %* -.166*
the effort you put into in the task.
7. Show their enthusiasm for teaching English by being -.058 -.102
committed.
8. Break the routine of the lessons by varying presentation format. -.020 -.099
9. Establish a good relationship with the students. -.130* -.155*
10. Encourage student participation by assigning activities that -.147* -.095

require active involvement from each participant (e.g. group
presentation).

11. Try and find out about your needs, goals and interests, and -.059 -.101
then build these into the curriculum as much as possible.

12. Create a supportive and pleasant classroom climate where -228%* -110
students are free from embarrassment and ridicule.

13. Bring various authentic cultural products to class as -016 -.123
supplementary materials.

14. Make clear that the important thing in learning a foreign -.080 -.159*

language is to communicate meaning effectively rather than
worrying about grammar mistakes.

15. Notice students’ contributions and progress, and provide them = 178%* -.158*
with positive feedback.
16. Include activities that require students to work in groups -.064 -.070

towards the same goal (e.g. plan a drama performance) in order to
promote cooperation,

17. Adopt the role of a “facilitator’ (i.e. to help and lead the -.107 -052
students to think and learn in their own way, instead of solely

giving knowledge to them).

18. Motivate you by increasing the amount of English they use in -.080 -.145*
class.
19. Make tasks attractive by including novel or fantasy elements -.142* -.106
so as to raise the learners’ curiosity.
20. Enrich the channel of communication by presenting various -.043 -.090
auditory and visual aids such as pictures, realia, tapes and films.
21. Try to be themselves in front of the class without putting on -127 118
an artificial ‘mask’, and sharing with you their hobbies, likes and
dislikes.

** Correlation is significant to <.01(2-tailed)
* Correlation is significant to <.05 (2-tailed)
As can be seen in Table 17, all of the MTSB, except the humour item, were

found to be negatively correlated with anxiety but only some correlations were significant.
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Notably, the strategies which were shown in the previous section to have the greatest

influence on student motivation, namely MTSB-2 Show students that you respect, accept

and care about each of them, MTSB-7 Show their enthusiasm for teaching English by

being committed, MTSB-11 Try and find out about your needs, goals and interests, and

then build these into the curriculum... did not all have a significant negative association

with anxiety, as measured using the FLCAIL. Only MTSB-9 Establish a good relationship

with your students and MTSB-12 Create a supportive and pleasant classroom climate

where students are free from embarrassment and ridicule were significant in both aspects

of the classroom experience. The following strategies were found to have a significant

negative association with anxiety: MTSB-4 Give clear instructions; MTSB-6 Make sure

grades reflect not only the students’ achievement but also the effort they put into in the

task; MTSB-10 Encourage student participation by assigning activities that require active

involvement from each participant; MTSB-14 Make clear to students that the important

thing ... is to communicate meaning effectively and MTSB-15 Notice students’

contributions and progress.

An ANOVA test was performed to see if there were significant differences

between mean teacher group scores on FLCAIL The results can be seen in Table 18.

Table 18: ANOVA test for differences between class scores on FLCAI

Sum of df Mean Square F  Sig
Squares
Between Groups 2895.875 9 321.764 1.858 .059
FLCAI Within Groups 38435.603 222 173.133
Sagel ol 41331478 231
Between Groups 3337.548 9 370.839 2.071 .034
FLCAI Within Groups 31333.501 175 179.049
Stage 2 1oma) 34671.049 184

The differences between class FLCAI scores at Stage 1 are not significant. At Stage

2, however, the differences were found to be significant. Teacher group 41 exhibited the
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lowest level of anxiety in November and the second lowest at Stage 2. Teachers groups 51
and 52 exhibited the highest levels of anxiety at both stages. Teacher group 53 displayed
the second lowest at Stage 1and the lowest level of anxiety at Stage 2. As Von Worde
points out: ‘No two students are alike ... what may provoke anxiety for some may reduce it
for others and vice versa’ (2003, p.12).

The mean student scores on the FLCAI, indicating their level of foreign language
classroom anxiety, per teacher group (CIl 1- 53) for both data collection points are shown
in Figure 8. The vertical axis numbers shows the FLCAI scores and the horizontal axis
shows the group codes.

Figure 8: The average student scores for FLCAI per teacher group at Stages 1

(FLCAIa) and 2 (FLCAIb)

Teacher group means for FLA
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As can be seen in Figure 8, all group mean FLCAI scores have fallen and the
pattern remains almost the same. This could be as a result of students becoming familiar
with their teacher and her methods and thus feeling more relaxed in the classroom
Conceivably, knowing the teacher's grading system could also have an influence. Student

interview responses, which help to shed more light on this, are presented later in this
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chapter and in the mini-case studies. Teacher group C53 had the greatest decrease in

anxiety.

All the MTSB investigated, with the exception of using humour at Stage 1, were
found to have a negative association with anxiety, but only some significantly. Table 19

below shows the 10 MTSB that were found to have the most significant negative

correlations with student anxiety.

Table 19: The MTSB with the most significant negative correlations with FLCAI

scores

As can be seen in Table 19, “Creating a supportive andpleasantclassroom climate’ is the

The MTSB with the most significant negative correlations with anxiety
Stage 2 (March, 2014)

Stage 1 (November, 2013)
Give clear instructions

Create a supportive and pleasant
classroom cl jmate w here students are free
from embarrassment and ridicule
Recognise students’ effort: grades also
reflect effort
Promote learners’ self-confidence: Notice
contributions, progress, and provide
positive feedback
Give clear instructions

‘Proper teacher behaviour’: respect

Recognise students’ effort: grades also
reflect effort

Promote learners’ self-confidence:
communication vs grammar
Promote learners’ self-confidence:
Notice contributions, progress, and
provide positive feedback
‘Proper teacher behaviour’: Establish a
good relationship with your students

Promote learner autonomy: group work

Make tasks attractive by including novel
or fantasy elements so as to raise the
learners’ curiosity
‘Proper teacher behaviour’: Establish a
good relationship with your students

Familiarise learners with L2-related
values: increase use of English
Bring in and encourage humour and
laughter frequently in your class

most important MTSB in reducing anxiety at the beginning of the academic year but no
longer significant by the end of March. This was probably because group dynamics had
taken over by Stage 2. ‘Promoting learner autonomy* and *Making tasks attractive' Were
only significantly correlated with the reduction in anxiety at the beginning of the course.

By Stage 2 ‘Showing respect’, ‘Promoting learners’self-confidence' and ‘Bringingin and

encouraging humour and laughter' showed significant negative association with anxiety.
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4.4.2 Analysis of students’ ratings of the importance of MTSB in reducing their
anxiety

Students (N = 64) from within the full study sample ranked the importance of
MTSB in reducing their anxiety on a scale of 1-3, with 1 being not at all and 3 very, on a
modified version of the MSBQ (see Appendix A7, pp. 206-207). The reason for a reduced
sample size was that colleagues were reluctant to lose more teaching time, even though I
had explained that it would only take 10 minutes. The 64 participants were students who
are also taught Spanish by me, so I had access to them during my lesson time and therefore
neither took away any of their free time nor imposed on colleagues’ lesson time. It was
impressed on them that this was related solely to EFL lessons. The students represented
roughly 25% of the total sample and came from all the teacher groups involved in this
study.

The mean score for the importance placed by the students on each motivational
strategy or behaviour in reducing their anxiety was calculated and the strategies ranked

based on their perceived capacity to reduce anxiety. Figure 9 shows the results.
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Figure 9: The mean student perception of the importance of MTSB in reducing

anxiety

Students' perceptions of the importance of teaching strategies &
behaviours in reducing foreign language classroom anxiety
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Below I discuss the strategies in order of perceived importance by the students in
reducing anxiety and connect this with the correlations between the nature and frequency
of use of MTSB and the FLCAI score.

MTSB-1 Bring in and encourage humour and laughterfrequently inyour class was
perceived by students as the most likely strategy to reduce anxiety. However, analysis of
the perceived frequency of use of this strategy with anxiety showed that there was no
significant correlation at all at Stage 1(.013). Furthermore, it did not feature among the
strategies which were most negatively associated with anxiety at Stage 2 either (-.138%).
Whereas MTSB-9 Establish a good relationship withyour students was rated as the second
most important and was indeed found to have a significant negative correlation (-.130* at
Stage 1, -.155* at Stage 2, the sixth highest). MTSB-2 Show students thatyou respect,

accept and care about each ofthem was only found to have a negative correlation at Stage

2 (-.172*, the second highest).
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MTSB-4 Give clear instructions, which was suggested here as the fourth most
important strategy in reducing anxiety, was found to have the fourth highest negative
correlation with anxiety at Stage 1 (-.174**) and the highest at Stage 2 (-.207**). This
confirms that students recognise the importance of this strategy. In connecting this with
motivation, Hurd (2003) advocates that giving clear explanations can improve motivation.
Indeed in this study MTSB-4 Give clear instructions was found to be highly significantly
correlated with personal motivation (.223** at Stage 1, .485** at Stage 2). MTSB-6 Make
sure grades reflect not only the students’ achievement but also the effort they put into in
the task was suggested as the fifth most influential strategy in reducing FLA. In the
quantitative data analysis this strategy had the second highest negative associationwith
anxiety at Stage 1 and the third highest at Stage 2 (-.194**, -.166*).

MTSB-12 Create a supportive and pleasant classroom climate where students are
free from embarrassment and ridicule was ranked as the sixth most important of the 21
MTSB. In the quantitative data analyses it was found to have the strongest negative
association with anxiety at Stage 1 (-.228**). By contrast, at Stage 2 it was not found to
have a significant correlation with FLA (-.110). A possible explanation came from a
teaching colleague who suggested that ‘students feel peer pressure because no one knows
them vet at the beginning of the year and they feel that they have to establish themselves in
the class. So if an insulting comment is made they feel even more insulted than at any other
time® (teacher 22, 18/5/2014).

A few MTSB were found to have significant negative correlations with anxiety but
were not considered among the most important strategies in reducing FLA by the students.
For example, MTSB 15 ‘Notice students’ contributions and progress, and provide them
with positive feedback’ was found to have the third most significant negative correlation
with FLA at Stage 1 (-.178**) and fifth at Stage 2 (-.158%). Interestingly, MTSB 14 ‘Make
clear to students that the important thing in learning a foreign language is to communicate

meaning effectively ...” was found to have the fourth highest negative correlation at Stage 2
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(--159%), yet at Stage 1 it did not have a significant correlation. The reverse can be seen
with MTSB-10 Encourage student participation by assigning activities that require active
involvement from each participant which had the fifth most significant negative correlation
with FLA at Stage 1 (-.147) but not a significant correlation at Stage 2. In other words, it
was associated with lower anxiety in November 2013 but not in March 2014. This could be
because in the earlier stages of a course students may not yet be ready to volunteer
participation as they are still assessing the group dynamics of the class. By being
encouraged to participate, students are protected against classmates believing they are too
keen and also shy students do not need to find the strength to volunteer. Later in the year

students are possibly more confident working together and so have less need to be actively

encouraged to participate.
Qualitative data

4.4.3 Follow-up teacher interviews

As with the teacher interview data for research question 2, the data are presented here
under each relevant question (see Appendix G, p. 226 for the original quotes in Greek).
Two questions were asked which related to student anxiety. In response to the first: Are
you aware of any anxious students in your class? with the sub-question: How do you
recognise student anxiety? there were similarities in teacher responses. Teachers 11, 22,
31, 41 and 52 all stated that anxiety shows in the students’ faces and body language.
Teachers 11, 22 and 31 also noted that anxious students ask more questions and find it
harder to take in what is being said. This overlaps with teacher 22’s belief, stated earlier,
with reference to motivated students. Teacher 43 stated that ‘they are ready to have fights
and to express their anger and all this stuff’.

In response to the question: What do you think makes your students (in general) most
anxious? five teachers stated that they believed students to be most anxious about tests,
and five about grades. Teacher 52 said that they get particularly anxious if they have just

one test and the teacher uses this as the semester grade. Notably teacher 41 felt that
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students feel more anxious after the test if they get a low grade and they have to take their
test home to their parents. Teacher 41 also suggested that grammar makes them anxious.
Teachers were shown the five most important motivational strategies and behaviours,
which, according to students, were most effective in reducing foreign language anxiety,
and asked to comment on these. The only comments made supported the views of the
students. Their facial expressions and body language indicated general agreement too.
Finally the ‘yoked subjective procedure’ (White, 1999) was used in the same way as it
had been with motivational strategies and behaviours to elicit the advice teachers would
give to new colleagues on how to reduce student classroom anxiety. They were asked:
What two or three pieces of advice would you give on how to reduce student anxiety?

Teacher 51 recommended focusing on student psychology: ‘Be prepared to ask
questions they can answer. Don’t confuse them. Encourage them and then increase the
difficulty. Start low ' (T51-5). Teacher 41 said: ‘Be at ease yourself. Know your material.
Be flexible. It takes lots of pre-lesson preparation. Be friendly at the beginning and give a
topic or play a song to grab their interest’(T41-4). MTSB-9 Establishing a good
relationship, which is likely to include being friendly, was also found in the correlation
analyses to reduce anxiety. Although it was not among the strategies and behaviours with
the strongest associations, it was nevertheless seen to be effective.

Teacher 11 stated: ‘Respect is definitely important. Students like you to tell them the
truth — positive and negative comments’. Showing respect was found to have a negative
association with classroom anxiety, in other words it helped lower it. In fact at Stage 2 of
the quantitative data collection MTSB -2 Showing respect... displayed the second highest
negative association with anxiety. Giving positive feedback had the third strongest
negative association with anxiety at Stage 1 and the fifth at Stage 2.

Teacher 52 highlighted the need to lead by example saying: * First, they shouldn’t
be nervous themselves ... because their anxiety is carried over. Tell their students that

various things count [towards the grade] ... to have a good relationship with the students’
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(T52-6). And teacher 53 advised: ‘Say something even funny to make them feel relaxed ...
You must give clear instructions and create a pleasant environment ".

Table 20 below shows the results of the mixed methods of data collection related to
foreign language classroom anxiety. The table shows student interview responses
regarding what they find helpful in alleviating foreign language anxiety (FLA), and the
results of the correlation analyses. As a reminder, the correlation analyses were carried out
between the frequency of use of motivational strategies and behaviours (MTSB) and
student anxiety scores, and the result shows the association between the two. The data from

the follow-up interviews with teachers is presented in the third column. The purpose of this

table is to provide accessible comparison of data results.
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Table 20: A comparison of results from the correlation analyses and follow-up

student and teacher interviews regarding anxiety

Correlation analyses Follow-up  Follow-up
results between MSBQ use student teacher
and FLCAI scores interviews interviews
(A/=226,/V2= 184) (A=21) (A=8)

Bringinandencourage humour and 013 - 138+ 4(19%) 2 (25%)
laughter

The_ teacher showing interestin/ - 130* - 155% 4(19%) 2 (25%)
caring about (all)students

Teacher acting in a friendly manner 4(19%)

Teacher b_eing supportive / 1(4.8%) 2(25%)
encouraging

Rewards / teacher praise 1(4.8%)

Speaking 1(4.8%) 1(12.5%)
Clear instructions - 174** -.207** 1(4.8%) 2 (25%)
The teacher communicating with the « 1(4.8%) 1(12.5%)
students

Group work -.064 -.070 1(4.8%)

Video clip related to the lesson 1(4.8%)

Gradually increasing the difficulty of 1(4.8%) 1(12.5%)
the lesson

More than one test 1(4.8%)

Project_s to be included in the 1(4.8%)

evaluation

Not being put on the spot 1(4.8%)

Raise students self-image 1(4.8%) 1(12.5%)
Help relax the students 1(4.8%) 1(12.5%)
Give honest feedback - 178** -.158* 1(4.8%) 1(12.5%)
Make sure grades reflect effort -.194** -.166* 1(12.5%)
Make tasks attractive -.142* -.106

Teachers be themselves -.127 118

Adopt the role of facilitator -.107 -.053

Create a pleasant environment -.228** -.110 2 (25%)
Teac_her es:tabllshlng agood 1(12.5%)
relationship

Flexible teacher 1(12.5%)

As can be seen in Table 20 above, the most common student responses, in their
follow-up interviews, concerning what the find helpful in reducing their FLA in the
classroom setting were Bringing in /encouraging humour and laughter (19949; The teacher
showing interest/ caring about students (19%) and The teacher acting in afriendly
manner (19%). The first two of these strategies and behaviours (MTSB) coincide with the
teacher follow-up interviews (25%). In contrast, no teacher mentioned The teacher acting
in a friendly manner. 25% did, however, suggest that the Teacher being supportive/
encouraging; Giving clear instructions and Creating a pleasant environment helped ease

anxiety. Out ofthe 21 students interviewed, only one (4.8%) mentioned Teacher being
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supportive/ encouraging and Giving clear instructions. None stated that Creating a
pleasant environment helped them. The results do not contradict one another, but rather
encompass personal sentiments from both teachers and students.

The correlation analyses, with a sample of 226 students at Stage 1 and 184 at Stage
2, revealed the association between the MTSB with student classroom FLA, for the sample
in general, as opposed to individual thoughts and feelings derived from the interview data.
The correlation analyses showed that Giving clear instructions had the fourth strongest
negative association with FLA at Stage 1 and the strongest negative association at Stage 2.
When compared with the interview data, it appears that teachers are more aware of the
importance of Clear instructions than students are. The same is true for Creating a
pleasant environment which had the strongest negative association with FLA at Stage 1 but
a non-significant negative correlation at Stage 2. Grades reflecting effort was stated by
students as motivating in their accounts but not cited as an anxiety reducer.
Notwithstanding, the correlation analyses revealed that it had the second strongest negative
association with FLA at Stage 1 and the third at Stage 2.

In this section (referring to Table 20, p. 129), statistical comparisons of results have

been discussed. In the section which follows, the qualitative data from the student

interviews is presented.

4.4.4 Follow-up student interviews

Data produced from student interviews provided further insight into their
experiences of foreign language classroom anxiety. 21 students were interviewed in March
and April, 2014. The comments made by six of them are included in the mini-case studies
at the end of this chapter. As a reminder, all students were given pseudonyms.

Students were asked six questions related to anxiety. The first question was
designed to find out if they become anxious in their English lessons, and if so, when and
why. Generally speaking, the students interviewed did not express high levels of anxiety.

For example, John claimed not to experience FLA as: It 's oo easy our lesson. This can be
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supported by the general tendency towards low anxiety found in the quantitative results.
Specifically 79% of the 231 quantitative sample had a FLCALI score of less than 45 out of a
possible 90 at Stage 1 and 86.2%, of the 184 sample, at Stage 2. The students were,
however, able to identify specific aspects of the EFL classroom that caused them anxiety.

When asked which aspects of the language classroom they considered anxiety-
provoking, Michaela said that it was the grade she would get following her first test result
(Michaela 1). Victoria, on the other hand, said that if there was something, it would have to
be grammar (Victoria 1). Anna described the anxiety experienced when entering a new
classroom with students you have never met before, or whom you do not know well (Anna
3). This supports the finding of the correlation analyses related to MTSB-12, Create a
supportive and pleasant classroom climate. This MTSB was found to be the most highly
associated with lower anxiety at Stage 1, whereas it was not found to have a significant
association at Stage 2. Eleni felt teachers who ‘acted all high and mighty’ caused anxiety
(Eleni 5). The most anxiety provoking aspect of the EFL classroom for Simos was having
to talk in front of the class, in line with the literature (Cheng et al., 1999; Horwitz et al.,
1986; Young, 1991). Michaela said having to talk about unfamiliar topics (Michaela 2)
caused her anxiety. Speaking has frequently been cited as being one of the most anxiety-
provoking aspects of the language learhing (Javid,2014; Nahavandi and Mukundan, 2013;
Tianjian, 2010; Horwitz et al., 1986).

For Panayiotis, having tests for which they were not forewarned caused anxiety
(Panayiotis 4). Hassani and Rajab (2012) found test anxiety to be the most important factor
in English language class anxiety. The findings of this study however, suggest that anxiety
is not neéessarily related to taking the tests but to the results. In her interview, Victoria
noted:  didn 't do well in the test and I am afraid what grade I will get (Victoria 4). This
feeling was echoed by teacher 41: Anxiety sets in after the test (T41-5). In order to
understand why this is the case in Cyprus, it is necessary to be familiar with the system of

student assessment. Although student evaluation in the advanced course is based 30% on
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exam scores i.e. an end-of-year external examination in the final year and an internal final
examination in the penultimate year, the rest of the assessment is based on the semester
scores. Teachers are free to decide the percentage that tests scores contribute to semester
scores. The subjective element of student evaluation leads to anxiety in those who
underachieve intests, as they have no way of knowing what grade they will receive. Some
teachers give very little value to class contribution; others raise grades considerably.

Panayiotis’ response raised an unexpected issue. He stated that he felt no anxiety as
he simply no longer paid attention (Panayiotis 1), thus connecting anxiety with motivation.
When encouraged by my facial expression to expand on this, he added that ‘you have just
seconds to answer’ (Panayiotis 3). In line with this, Yiota, who has the same teacher,
looked upset as she confided inme that ‘we don’t pay attention. IF we did, we would get
anxious because she gets angry with us. You are afraid to put your hand up... IF you are
slow in answering she asks another, she doesn’t wait’ (Yiota 3). This can be linked to the
remark made by a teacher in Wedell and Lamb who remarked in her interview:
‘Sometimes I get angry with them, sometimes ... then they don’t feel relaxed any more’
(2013, p. 5). Additional support for the adverse consequences of teachers’ negative
behaviours comes from Hashemi and Abbasi who report that:

Many language learners think that the authoritative, embarrassing and humiliating

attitude of the teachers towards students, particularly when they make mistakes, can

have severe consequences on learners’ cognition and their willingness to

communicate in class. (2013, p.644)

The students were also asked to state which strategies they found anxiety-
alleviating. Since they had generally expressed a lack of FLA, it was explained that the
question could be considered more generically as anything their teacher did, or could do, to
alleviate anxiety, or prevent it from developing. Table 20 (p. 129) shows the anxiety-
reducing strategies identified by the students in their interviews. The only student ideas

which overlapped with their teacher’s opinions, as can be seen in Table 20, concerned
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encouragement, establishing a good relationship and clear instructions. Victoria said she
would like her teacher to understand that she gets anxious and has weaknesses, and also
not to make her feel that only she was being asked to contribute to class discussion
(Victoria 2). Anna said that it helped when the teacher came closer to them, and that it
would help if the teacher approached them alone to explain some things to them in order to
become more familiar: By being friendly towards the students they would feel more
comfortable with the teacher and classmates (Anna 2). Eleni stated feeling my teacher
loves and cares about me and encourages me (Eleni 6). Victoria also mentioned a teacher
behaviour. She said: If I make a mistake, for the teacher to make light of it (Victoria 3).
Michaela believed that if they had some kind of project to do rather than just a test, it
would help (Michaela 3).

Finally, students were asked if they were more or less anxious in their EFL lessons
than in October, and to explain this. Although Victoria (Victoria S) claimed to be more
anxious in March than she was in November, this was not supported by her FLCAI score,
which showed little change (38 in November and 24 in March, out of a possible 90). 1
assembled the mini-case study data after the interview and noted this discrepancy. I
therefore returned to ask Victoria if she could shed any light on this and she explained that
only her grade caused her anxiety, hence her low score. Simos stated being less stressed
because I now know the teacher 's style. His anxiety levels were among the highest of the
case study students. His motivation level was comparatively high too and he achieved an
average grade of 20/20. His relatively high anxiety score could be as a result of being a
good student who wishes to achieve or maintain his grade. Leonidas, who displayed
similar anxiety scores but was less motivated and had an average grade of 15/20, said he
was more anxious at the beginning until he knew who the teacher was and how the lessons

would be. This implies an insecurity generated by fear about the unknown (Leonidas 3).
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So far in this chapter, student data sources have been presented largely
independently of each other. In th¢ section which follows, student data is drawn together in

mini-case studies.

4.4.5 Student mini-case studies

Mini-case studies have research value as they facilitate a better understanding, as
well as being capable of suggesting causal links. Ushioda states that learners *are not
theoretical abstractions but real people’ (2008, p. 30), and advocates that: ‘We need to
understand second language learners as people’ (2009, p. 216). This is supported by
Noormahamdi: ‘Learners are people. They not only think, but also have feelings’ (2009, p.
39). In educational psychology feelings cannot be ignored. While the quantitative part of
this study was able to successfully depict broad trends in the use of teaching strategies and
behaviours and the association between these and student motivation and anxiety, it was
not able to offer explanations for these tendencies. The mini-case studies provided data
which helped to triangulate methods by allowing me to link existing data, and offered a
more in-depth understanding of the influence the teacher had on individual students’
feelings and perceptions. They further built on previous studies which focused on either the
student perspective or the teacher perspective, but not on their interrelationships.

16 students of varying performance levels from six participating teachers were
tracked throughout the main study. Unfortunately, although it had been intended to include
equal numbers of students from three achievement levels, since the students were recruited
on a voluntary basis, this was not accomplished. The data from all 16 were analysed but
only six are discussed here due to limitations of space. These were chosen based on the
richness of data in their comments, for example the depth of explanations related to the
specific aspects of the EFL Jessons that made the students anxious or influenced their
motivation.

Table 21, on the next page, shows the mini-case study students’ codes, pseudonyms

and demographics. The six students discussed in this section are in red bold. The Table
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also contains their FLLA and personal level of motivation (PLM) scores (Stages 1 and 2) as
well as the number of periods a week students are taught English. Students in Cypriot
senior high schools choose to take either 0, 2 or 6 periods of 45 minutes a week for their
final two years. Efforts were made to represent students taking both 2 and 6 periods a week
in the six selected mini-case studies.

Even though all the mini-case study participants contributed to the student
accounts, it did not prove possible to include their comments here as these were not only
anonymous but also mainly produced in pairs or groups. The tracking of students started
with the three questionnaires and, as stated earlier, it was hoped that this would lead to the
identification of any changes in student motivation levels and FLA during the year course.
I made no assumptions as to what these changes might have been, but rather waited for the
data to disclose this information. The results revealed that motivation and FLA are highly
influenced by students™ subjective perceptions of the classroom situation such as the

teacher’s use of strategies and adoption of behaviours.
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Table 21: Mini-case study student details (the six selected cases are in red)

Periods 5 23
Date of - T o
Pseudonyms  Code Age Gender per Grade FLA PLM . . © 2 o
interview S o o
week Se e
Danae 2112 17-18 F 6 18 gé ;f 28/3/2014 Greek
. 20 48 12
Elsie - i
3102 16-17 F 2 19 57 " 24/3/2014 Mixed
; 58 18
Simos 3109 -
16-17 M 2 20 47 17 24/3/2014 Eng.
John 3116 16-17 M 2 20 18 17 24/3/2014 Eng.
18 7
. . 38 18
Victoria 5117 16-17 F 6 15 24 19 8/4/2014 Greek
19 38 16
Anna 5127 16-17 F 6 20 31 16 9/4/2014 Greek
50 13
Penelope 5218 16-17 F 2 15 29 9 19/3/2014 Greek
. 55 14
Leonidas 5219 16-17 M 2 15 48 15 19/3/2014 Greek
. 63 14
Yiota 5220 16-17 F 2 17 47 13 19/3/2014 Greek
L. 34 17
Panayiotis 5221 16-17 M 2 26 12 19/3/2014 Greek
Elina 5223 16-17 F 2 14 >4 17 19/3/2014 Greek
63 14
18 18
Alexandras 5304 17-18 M 6 20 n 18 27/3/2014 Greek
34
Joanna 5311 17-18 F 6 20 17 27/3/2014 Greek
) 44 11
Michaela 5317 17-18 F 2 19 20 14 2/4/2014 Greek
5401 18 22
i 17-18 M 6 20
.Antonis (52) 18 29 27/3/2014 Eng.
. 5402 29 20
Eleni 17-18 F 6 18 27/3/2014 Greek
(52) 29 20

In the data, | also looked for correlations between FLA and motivation. As the
sample of mini-case studies was too small to produce statistically reliable results, the
correlations were analysed for the full sample and compared with the 16 students. At Stage
1the correlation between FLA and motivation was -0.047 (N = 232) and at Stage 2 -0.143
(N = 185). The results show a non-significant association between the two variants. Grades
were obtained only for the mini-case studies, and did not appear to be associated with FLA
or motivation either. For example both Elsie with 20/20 and Elina with 14/20 had high

FLA. Victoria, Penelope and Leonidas all had 15/20 as their grade on both semesters but

their anxiety scores ranged between 24 and 55. John and Antonis both achieved 20/20 but
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had motivation scores of 7 and 22 respectively at Stage 2. Elsie and Michaela were both
high achievers but had among the lowest motivation levels (Elsie 12 and 11, Michaela 11
and 14). Below six cases are discussed in more detail.

Antonis

Antonis was approached to participate in the mini-case study, as my insider
knowledge told me that his abilities and self-confidence in EFL meant he might be more
objective than some other participants who were very emotional in their interview
responses. Antonis was a 17-18 year-old student on the advanced English course. He felt
comfortable using English and asked to be interviewed in English. I obliged, but insisted
on repeating the questions in Greek in order to ensure his understanding. Antonis has low
classroom anxiety (18) and a high PLM (22). These remained constant throughout the
period of the investigation.

In response to interview questions regarding motivation, as stated earlier (p. 101),
he exclaimed: We have a ridiculous amount of exercises. It is monotonous and dull ... I
would have higher morale if the teacher covered more in-depth when it comes to the
subject. It is noteworthy that he used the word ‘morale’ and not motivation. This seems to
imply that his motivation stems from his love for the English language. Regarding
motivation he said: Friendliness of course plays a major role as first of all it attracts the
audience of the students ... it boosts morale also.

Antonis achieved the maximum grade of 20 for both semesters and achieved the
highest external final examination score in the school. Interestingly, he was a weak student
in most of his other subjects. Antonis was taught by teacher 52. Teacher group 52 was
discussed earlier (pp. 98-100), as there was a mismatch between the teacher’s interview
data and her students’ perceptions. Although Antonis did not express a positive opinion

regarding his teacher’s classroom practices. his level of motivation, FLA and results were

not affected by his perceptions.
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Elina

Elina is a 16-17 year-old student on the core English course. She displayed an
above moderately high level of FLA with 54 at Stage 1 of the data collection. This went up
to 63 (an average of over 3.5 per item) at Stage 2. Her motivation scores were 17 and 14
with a maximum score of 24.

Elina suggested that to raise motivation her teacher should tell a joke, not always be
moody... and not shout (Elina 2), and blamed her teacher for her drop in motivation as she
disliked her (Elina 3). As documented earlier, in the findings related to aspects of the
classroom experience that cause anxiety, Elina stated: 7/ am slow and she shouts and gets
others to answer and so I don’t raise my hand now (Elina 1). This supports previous
findings in the research literature, namely that FLA can be caused by teachers correcting
errors harshly (Horwitz et al., 1986; Koch and Terrell, 1991) and showing intolerance
(Aida, 1994; Bekleyen, 2004; Trang et al., 2013). Elina’s feelings also compare with
Taylor (2008 in Taylor, 2013) who found that students disliked teachers who mocked them
and who seemed not to care about them. Taking in to account Elsie’s classroom experience
and the finding that Making sure grades reflect not only the students’achievement but also
the effort they put into in the task was one of the motivational teaching strategies and
behaviours (MTSB) which was found to be the most strongly associated with lowering
foreign language classroom anxiety at Stage 1, intolerance emerges as a behaviour teachers
should seek to avoid.

With regard to what might help ease her anxiety, Elina believed that working ina
group and more encouragement from the teacher would be beneficial (Elina 4). There is a
contradiction between Elina’s declaration that her anxiety was lower by March, and her
FLCAI scores. More specifically, she stated that her anxiety level was lower as she had
given up caring (Elina 5). It could be argued that this inconsistency arose because there is a
difference between being asked a general question about your feelings of anxiety and being

asked to rate specific aspects of the EFL classroom Hence the need for different
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instruments/methods of data collection which can help to explain apparent contradictions
in the data.

Elina achieved 14 in both semesters. She was taught by teacher 52, who was
discussed earlier, and became notably upset as she spoke of her classroom experience. Her
high anxiety level, therefore, is not surprising, nor is the drop in her motivation.

Michaela

Michaela is a 17-18 year-old student on the advanced English course. She was
interviewed in Greek. Michaela’s FLCAI score was 44 in November and it dropped to 20
by March. 44 suggests an average response of ‘rarely’ experiencing various aspects of
anxiety, and 20 an average of ‘never’. Her PLM was 11 in November and 14 in March
which can be characterised as fairly low throughout.

Regarding experiencing foreign language anxiety in the classroom, Michaela said:
Not at all, apart from my grade after the first test (Michaela 1). She found oral when it is
something unfamiliar (Michaela 2) to be the most anxiety-provoking aspect of the
classroom experience. She also stated that she would have liked some kind of project and
not just a test (Michaela 3). In response to how many tests they take per semester, she
responded: Two the first semester and one the second (Michaela 4). Notably she would
find it reassuring if fold it’s ok [not to worry] (Michaela 5). Contradictory to the
quantitative data, Michaela claimed to be more anxious in April because I don’t know what
grade I'll get (Michaela 6). The apparent discrepancy does not render the quantitative data
unreliable, but rather provides support for the value of qualitative interviews in which
students were able to provide details of how they really feel. In Michaela’s case, it would
seem that the anxiety she experiences in relation to her grade was so intense that she felt it
to be higher in April than in November. The FLCAI required her to rate her anxiety level
for 18 aspects of the language classroom, and consequently the overall score was low.

With regard to motivation, Michaela found watching a trailer or something

(Michaela 7) to be motivating and just talking (Michaela 8) to be off-putting. She said she
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was less motivated as the year progressed as / don’t need the subject [for university
entrance] (Michaela 9), but this again mildly contradicted her quantitative responses. At
Stage 1, her PLM score was 11 out of a possible 24, and at Stage 2, it was 14. Neither
score was high, with an average of 2 out of 4 for each aspect of personal motivation for
EFL. It could be that what Michaela perceived as the meaning of ‘being motivated’ was
goal-oriented motivation, whereas the questions in the Personal Level of Motivation
questionnaire (Appendix A2, p. 193) also concerned specific aspects of classroom
engagement.

Michaela achieved 19 on both semesters and opted not to take the external final
examination as she did not need it for university entrance. She was a strong student and is
now reading Law. Michaela, like Alexandros, was taught by teacher 53.

Alexandros

Alexandros is a 17-18 year-old student on the advanced English course.
Alexandros’ FLA was low throughout the year (18 and 21) and his PLM remained 18 out
of a possible 24 throughout the year.

Alexandros also said he wanted the teacher to talk to us as if we are peers and to
use the technology that young people use... [for the teacher] not to consider herself
superior (Alexandros 2). He found the teacher dictating to the class, acting superior and
not taking into account the students’ opinions (Alexandros 3) to be demotivating. This
corresponds with Taylor who advocates that ‘teacher’s apparent indifference can even
engender aversion for the subject’ (2013, p. 42). When asked about changes in his PLM he
said: / generally like it because English is a nice language. it's motivating but it’s not nice
with this particular teacher (Alexandros 4). His motivation remained unchanged, as
reflected in his comment: / like English (Alexandros 5). Alexandros believed a change in
approach (Alexandros 6) could improve motivation, as would if we used our own

computers in class (Alexandros 7)'. Finally, he found working in groups to be motivating.

He was in favour of student presentations but not projects.
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Alexandros achieved the maximum grade of 20 on both semesters and achieved 17
in his external final examination. He was generally a good student, but English was his
strongest subject. He was taught by teacher 53.

Danae

Danae is a 17-18 year-old student also on the advanced English course. She
displayed a particularly low level of anxiety, with 21 at Stage 1 and 20 at Stage 2. This
meant that her average response to experiencing FLA in various situations was ‘never’.
Her motivation scores of 18 and 21 suggest that she was highly motivated.

Danae provided some food for thought when she reported that she would prefer it if
the lesson was more in-depth (Danae 2). She further stated: The teacher should also be
friendly (Danae 3). The issue of friendliness is not necessarily as simple as one might
believe. In the opinion of teacher 31, children, they try to take advantage if you are too
friendly. Danae commented that if she had to make a presentation in class: Of course I
would be nervous, I get nervous easily but I'll definitely have to make presentations at
university in front of people (Danae 4), implying that it would be good practice for the
future. Regarding group work, she stated a preference for working alone or in pairs (Danae
5). At the end of the Motivational Strategies and Behaviours Questionnaire (MSBQ), see
Appendix Al, pp. 189-192) students were given the opportunity to add any other strategy
or behaviour they felt would motivate them. Here Danae said she would like more films
because they really help in learning the English language and improving accent (Danae 6).

She achieved 18 in both semesters and opted not to take the final examination as
she did not need it in order to study Music. Danae therefore had low goal-orientated
motivation and her motivation was likely to have been largely associated with a love of
English and / or the teaching strategies and behaviours employed by her teacher. Danae
was taught by teacher 21. Overall, most students in Group 21 were found to be highly

motivated. As an advanced group of final year students this was not unexpected.
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Elsie
Elsie isa 16-17 year-old student on the core English course. She displayed a

medium level of anxiety with 48 at Stage 1. This went up to 57 (scoring an average of over

3 per item) at Stage 2. Her motivation scores of 12 and 11 suggest that her motivation level

was fairly low.

Elsie claimed to have a clash of character with her teacher which she admitted
made it hard for her to make any positive comments. She said: She insulted me, and she
was unfair to me (Elsie 4). When asked about her anxiety, Elsie said, in reference to her
teacher: She doesn’t care so we don’t get stressed (Elsie 3). This is not however reflected
in her FLA with an average of between ‘sometimes’ and ‘frequently’ on the 18 items. In
response to the optional final question on the MSBQ, Elsie wrote that she wanted to
change teacher and that if not, she could make us interested by letting us watch some

movies elc.

Elsie achieved 20 in the first semester and 19 in the second and was taught by

teacher 31.
4.4.6 Concluding comments on mini-case studies

The mini-case studies provided diverse insights through investigating individual
thoughts and feelings, which added depth to the results and provided illustrative examples
of how learner achievement, motivation, attitude and anxiety are interrelated. They also
served as evidence that mixed methods have a unique ability to allow generalisation based
on specific experiences. The clearest examples of this are the apparent contradictions
between general perceptions that students expressed in their interviews, and the data
produced through the questionnaires. For example, Elina said that she felt less anxious by
March whereas her responses to the FLCAI showed an increase. Victoria on the other hand
reported feeling more anxious by March. Her FLCAI scores showed a drop in anxiety.
Victoria explained she was very anxious about her grade, but only her grade. The

combination of quantitative (the three questionnaires, see Appendices A1-A3, pp. 189-
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195) and qualitative (personal interviews) methods, coupled with individual case-studies,
yielded data that enhanced the robustness of the findings and provided a fuller picture than

would have been possible with fewer methods ofdata collection.

4.5 Additional findings of relevance to the study

The mean rating of the nature and frequency ofthe use of motivational teaching
strategies and behaviours (MTSB) was calculated for the full sample so that strategy and
hbahviour use in Cypriot senior high schools could be ranked. This was carried out for
both Stage 1and Stage 2 of the data collection in order to facilitate comparisons between
the nature and frequency of MTSB use over the school year. Figure 10 shows these scores.

Figure 10: Mean perceived frequency of use of MTSB at Stage 1and Stage 2

Mean percleved frequency of use of motivational strategies and
behaviours
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As shown in Figure 10 above, the majority of strategies were perceived as being
used more often in March 2014 than in November 2013. The strategies students considered
to be used the most frequently wereMTSB-2 Show students thatyou respect, accept and
care about each ofthem; MTSB-4 Give clear instructions; MTSB-6 Make sure grades
reflect not only the students achievement hut also the effort theyput into in the task;
MTSB-9 Establish a good relationship with your students. This remained the case
throughout the year. MTSB-8 Break the routine ofthe lessons by varyingpresentation
formatand MTSB-21 Try to beyourselfinfrontofthe class withoutputting on an artificial
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‘mask’, and Sharing with you their hobbies, likes and dislikes showed the greatest increase
in use. Breaking the routine was rated in Alrabai (2011a) as one of the 10 most important
of 53 motivational strategies 117 Saudi EFL teachers. In the case of MTSB-21, I would
argue that this is likely to be because as the course progresses, the teacher becomes more
familiar with her students and is therefore more willing to open up. MTSB-13 Bring

various authentic cultural products is perceived throughout the year as the least used

strategy.

Cross-referencing the most frequently used strategies and behaviours, as perceived
by the students, with the most strongly associated strategies and behaviours with student
motivation, as shown through correlation analysis, revealed that MTSB-9 Establish a good
relationship with your students and MTSB-2 Show students that you respect, accept and
care about each of them were the most frequently used strategies and also among the most
significantly correlated with student motivation. MTSB-7 Show their enthusiasm for
teaching English by being committed, MTSB-12 Create a supportive and pleasant
classroom climate where students are free from embarrassment and ridicule were both
effective and among the more frequently used.

However, while MTSB-11 Try and find out about your needs, goals and interests,
and then build these into the curriculum was also found to have an equally significant
association with the students’ personal motivation level it was one of the least frequently
used strategies. At Stage 2, which is roughly two-thirds of the way through the academic
year, MTSB-17 Adopt the role of a ‘facilitator’ and MTSB-15 Notice students’
contributions and progress, and provide them with positive feedback were also found to
have a significant correlation with student motivation. In Alrabai (2011a) teachers rated
this as one of the 10 most important strategies. MTSB-15 was among the more frequently
used strategies, whereas MTSB-17 Adopt the role of a facilitator’ was among the least

frequently used. MTSB-4 Give clear instructions and MTSB-6 Make sure grades reflect
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not only the students’ achievement were among the most frequently used, but not among
the most highly associated with student motivation.

When shown the results of this study, teacher 22 recalled a student of hers from the
past who said that a student is like a mirror. It reflects back whatever you show it (T22-1,
17/5/2014). The student data indicated that perceptions of teacher motivation greatly affect
student motivation. In other words: If we are motivated, so are they. If we are relaxed, so

are they. If we are willing, so are they.
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Chapter S: Discussion of findings and conclusions

5.1 Introduction

In this chapter, the findings of the study are discussed in relation to each of the
research questions and compared with the findings from other studies in order to draw
similarities and to highlight where gaps have been filled. The methodology and research
instruments are evaluated in terms of effectiveness in addressing the research questions.
Limitations in the study are also explored. Finally, pedagogical implications for EFL and
other foreign language teachers are presented, along with suggestions for further
investigations.

This study was inspired by a desire, as a language teacher, to learn more about
language students’ needs and preferences in order to improve their motivation and to
reduce their foreign language classroom anxiety (FLA). My students over the years have
criticised the way some of their teachers teach them English, indicating that they perceive a
lack of motivation on the part of the teachers as being associated with a loss of student
motivation. My experience of student anxiety has been related to tests, listening
assignments and speaking in class. I believe teacher researchers, with their insider
knowledge, are the most appropriate people to investigate classroom motivation and
anxiety. This is in agreement with Ushioda who advocates that ‘teachers are ideally
positioned to undertake research ... that can contribute to teachers” own professional
development as well as to professional knowledge at large’ (2008, p. 29). In researching
and learning about the influence of teaching strategies and behaviours on student

motivation and anxiety in the EFL classroom student, the main stake-holders in the

classroom were given a voice.
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5.2 Discussion of each research question

5.2.1 According to students and teachers, which teaching strategies and behaviours
motivate EFL classroom learners?

Since ‘motivation is a very complex phenomenon with many facets’ (Gardner,
2007, p.10) it was necessary and appropriate to begin this investigation by consulting
students and teachers in the teaching and learning setting about which strategies they
believed to be motivational for EFL classroom leaners. It cannot be taken for granted that
teachers know what motivates their students. In Brown (2000), for example, students
preferred a grammar-based approach as opposed to the teachers who favoured
communication.

In this study, teachers and students both expressed a belief that teacher friendliness
was the most influential motivational teaching behaviour, consistent with Taylor (2008,
cited in 2013, p. 45). Being positive was also considered extremely important by teachers.
Students and teachers both expressed the value of group work, although this was not
supported by the quantitative results generated in addressing the second research question.
A popular concept across the board was teacher presentations or cultural discussions.
Student discussions were also popular. Students also stated that when their participation is
taken into account for the final grade they felt motivated. This was not however mentioned
by the teachers.

While there was some agreement and overlap in perceptions of the motivational
influence of strategies and behaviours, which is encouraging, there was not such strong
agreement between perceptions of the nature and frequency of use of the strategies (pp. 96-
99 and Appendix I, pp. 236-239). The divergence in perceptions found in this study
supports Bernaus and Gardner’s (2008) finding. Student ratings of their teachers’ use of
strategies and behaviours were lower than those of their teachers. The implications of this
are that teachers are aware, to a greater or lesser extent, of what motivates students, but

there is a need for teachers to reflect on their actual use of strategies and behaviours. As
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teachers, we are likely to act instinctively rather than make conscious decisions during our
lessons, as the speed of interpersonal interactions can be so fast and we always have to
bear in mind the requirements of the curriculum.

5.2.2 Is there an association between the reported nature and frequency of use of
teaching strategies in the EFL classroom and student motivation at two different
points of the academic year and, if so, to what extent?

According to Ushioda, ‘being motivated (or not) can make all the difference to how
willingly and successfully people learn other languages later in life’ (2013, p. 1).
Consequently, the use of appropriate strategies and behaviours (MTSB) is considered a
valuable part of good teaching practice in terms of raising levels of student motivation
(Moskovsky et al., 2013; Papi and Abdollahzadeh, 2012; Huong, 2011), and improving
performance (Trong Tuan, 2011). The association between motivation and achievement is
so powerful that Trong Tuan sees it as analogous to ‘the heart to a body’ (2011, p. 1257).

The Motivational Strategies and Behaviours Questionnaire (MSBQ) allowed for an
examination of students’ perceptions of actual use of MTSB, which were then correlated
with their motivation levels. All the strategies for inclusion in the MSBQ had been chosen
based on 49 EFL teachers’ and 203 students’ thoughts on MTSB. This led to a culturally
relevant questionnaire, and as a result all the strategies and behaviours included in it were
found to have a positive correlation with motivation. By contrast, Sugita McEown and
Takeuchi (2010) focused on tutor perspectivesonly: four English teachers and the first
author chose 65 of the suggested motivational strategies and then 124 EFL teachers rated
these. The top 15 were then used in the 2010 study and ‘there were only a few motivational
strategies which showed a significant correlation with students’ motivation’ (Sugita
McEown and Takeuchi, 2010, p.21). Alrabai (2014a) asked teachers to self-evaluate their
use of strategies, and students to self-rate their motivation levels. While Alrabai’s(2014a)
research involved both teachers and students, the present study has shown that teacher and

student perspectives regarding the nature and frequency of use of the strategies do not
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always coincide. and students’ feelings of motivation may be based on their perceptions of

the classroomreality. This can be aligned with Bernaus and Gardner’s finding that:
although the teachers’ reported use of motivational and traditional strategies was
not related to the students’ English achievement, attitudes, motivation, or language
anxiety, the students’ perceptions of these strategies tended to be related to their
attitudes and motivation at both the individual and class levels. (Bernaus and

Gardner, 2008, p. 387)

In their book based on teaching experience in high school, Freeman and
Scheidecker (2012) suggested that students favour teachers who are encouraging, fair and
caring. These behaviours also emerged in this study. During Stage 1 (November, 2013) of
this investigation the five most positively associated MTSB with student motivation were
found to be Establishing a good relationship with students; Showing enthusiasm for
teaching English by being committed and motivating; Showing students that you respect,
accept and care about each of them; Creating a supportive and pleasant classroom climate
where students are free from embarrassment and ridicule and trying and find out about
students 'needs and building them into the curriculum. Since these were shown to be the
most important in motivating students during the first part of the course, it would be
reasonable to suggest that they should be adopted as much as possible during teaching
time. All five MTSB are related to interpersonal relationships, require no special traimng,
and are thus easily achievable. Reusch et al. (2012) also found, in accordance with Cheng
and Dornyei (2007), that teacher - student relationships and the classroom climate strongly
influence learners’ motivations. Participating teachers in Alrabai (2014b) considered ‘the
development of positive relationships with students to be the most important strategy for
increasing learner motivation’ (Alrabai, 2014b, p. 20).

Good rapport with students was found to be the most strongly associated behaviour
with motivation at Stage 1 and the sixth most at Stage 2. This coincides with Taylor's

(2013, p. 42) finding that ‘if the teacher is genuinely interested in the students, this
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increases the students’ interest and engagement too’. Interpersonal relationships have been
documented in the literature and found in this study to influence perceptions. Sugita
McEown and Takeuchi, who examined changes in the effectiveness of motivational
changing strategies with a sample of one instructor and 222 university students, suggest
that ‘frequency sometimes could be a meaningful or meaningless variable, and such
findings also raisethe question of whether it is the teachers’ use of specific strategies or
simply whether the students like the teacher’ (2014, pp. 33-34). The results from the

student interviews for John and Simos, in which they express dislike for their teacher,

presented in chapter 4, support this suggestion.
By Stage 2 (April, 2014) the association between the MTSB and student personal

motivation (PLM) had changed, in some cases marginally and in others more significantly.
While Showing respect; Trying to find out about student needs and Creating a supportive
and pleasant classroom were still among the most strongly associated with student
motivation, Showing enthusiasm for teaching and Breaking the routine of the lessons were
not. During this period, the latter part of the course, Adopting the role of a facilitator and
Noticing students’ contribution and progress and providing them with positive feedback
became two of the most strongly associated MTSB with student motivation. Thus the
current data suggest that developing relations between students and their teacher, and
among students, although critical in the early stages, is not of paramount importance in
motivating students once the course is well underway. However, the results of this study
suggest that giving students opportunities to develop autonomy, coupled with frequent
acknowledgement of their efforts and achievement, is a promising way for teachers to
foster sustained motivation.

Group work was among the most commonly noted strategies by both teachers in
the focus groups and students in their accounts, and yet not only was it not one of five most
highly associated teaching strategies with motivation at Stage 1 of the study, but it did not

feature in the top 10 at Stage 2 either. A possible explanation for this is that students like
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the idea of group work, as documented earlier, thinking of it is an excuse to talk (Simos) or
‘gossip” (T52-5). In the student accounts students had been asked what they found.
motivating, whereas the Personal Level of Motivation questionnaire addressed feelings of
motivation specifically related to EFL. Contrasts can be drawn with Brown (2000) who
stated that students were less keen on group or pair work than their teachers.

Moskovsky et al. (2013) produced the first empirical investigation to confirm a
positive causal relationship between motivational strategies and'student motivation
(Alrabai, 2014b). Alrababi (2014b, p. 20) states that ‘effective teacher behaviour regarding
motivation should be viewed as the starting point to improve student motivation’. The
research presented here supports his statement and Moskovsky et al.’s (2013) finding, and
provides insight into which specific teaching strategies and behaviours have the strongest
positive correlation with motivation in 16 — 18 year old EFL students in Cyprus. Further
research is needed to investigate the extent to which the results overlap with similar
settings.

5.2.3 Is there an association between the reported nature and frequency of use of
teaching strategies and behaviours in the EFL classroom and FL anxiety at two
different points of the academic year and, if so, to what extent?

As mentioned previously, the students had all been learning English for at least 8
years before participating in this study, and they have exposure to English in their
everyday lives through the internet and TV. They generally exhibited low to moderate
levels of anxiety. However, given the complexity of the FLA construct, the study aimed to
find out more, through follow-up interviews, about how it affected learners and what other
factors in the classroom, apart from the motivational strategies and behaviours, might be
associated with it. It is hoped that by informing the professional teaching body of foreign
language teachers of the findings of this research, they willbe in a better position to

address FLA interms of offering targeted support to their students.

Page 151 of 239



The five motivational teaching strategies and behaviours (MTSB) which were
found to be the most strongly associated with lowering foreign language classroom anxiety
at Stage 1 were Creating a supportive and pleasant classroom climate where students are
free from embarrassment and ridicule; Making sure grades reflect not only the students’
achievement but also the effort they put into in the task; Noticing students’ contribution
and progress and providing them with positive feedback; Giving clear instructions and
Encouraging student participation by assigning activities that require active involvement

Jrom each participant. This finding suggests that it is of value to foreign language teachers
to actively use these strategies in their lessons from the beginning of the academic year.
The classroom climate can be created from the first lesson. The teacher could inform the
students that (s)he will grade them in accordance with their effort and contribution and not
only on their level of achievement, in order to encourage the students to participate from
the beginning of the year.

At Stage 2 (March, 2014) Giving clear instructions; Showing students that you
respect, accept and care about each of them; Making sure grades reflect not only the
students’; Making clear to students that the important thing in learning a foreign language
is to communicate meaning effectively rather than worrying about grammar mistakes and
Noticing students’ contribution and progress and providing them with positive feedback
were the most highly associated with reducing foreign language classroom anxiety. This
implies that anxiety could be addressed by the teacher through patience, encouragement
and understanding. The value of these MTSB is underlined by Young who found that
anxiety arises ‘from personal and interpersonal anxieties’ and 'instructor-learner
interactions’ (1991, p. 428), among other factors.

Creating a supportive and pleasant classroom climate where students are free from
embarrassment and ridicule and Noticing students’ contribution and progress and
providing them with positive feedback featured in the five most highly associated MTSB

with both higher student motivation and lower anxiety. From this we can reasonably
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conclude that these are vital strategies and behaviours for teachers to include in their
lessons.

The negative comments made by Panayiotis and Yiota, in their interviews, about
their teacher lacking patience and getting angry (see p. 131) serve as reminders of the
importance of a pleasant and supportive atmosphere, although quantitative results showed
this to be generally less important at Stage 2. Panayiotis claimed that he no longer gets
anxious as he has given up caring. The potential effect of inappropriate teacher behaviour,
such as illustrated here, should alarm us as teachers. Panayiotis’ reported lack of interest is
supported by his motivation (PLM) score which fell from 17 at Stage 1, out of a possible
24, to 12 at Stage 2. His anxiety level was just 26 out of a possible maximum of 90.
Comments cannot be made as to how this affected his performance as I was unable to
obtain grades for him. Besides, in order to reflect upon the influence on his performance, it
would be necessary to have his grades, motivation and anxiety scores from previous years
for comparison.

For the mini-case study students in this study there was no correlation between
grades and anxiety, nor grades and motivation. The association between anxiety and grade
scores could usefully be followed up on in a longitudinal study following a set of students
through high school. Victoria for example stated that only her grade caused her anxiety and
Simos, a student with 20/20 for his performance, had high anxiety (see p. 133). Simos
further commented a fear of the unknown, regarding teacher style, made him anxious. This
was also the case for Leonidas, who also displayed high anxiety scores and had an average
grade of 15/20. This suggests that it is not only useful for the teacher to have insight into
his / her students learning preferences, but also for the students to aware of how the teacher
plans to teach and evaluate.

Although the strategies and behaviours here do not coincide with those that Alrabai
(2015) used in his experimental study into the influence of motivational strategies on

anxiety in his population, which included reducing learner communication apprehension
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and increasing students’ self-confidence, the findings showed a significant decline in
learner anxiety. This supports the need for teachers to incorporate in their teaching practice
strategies and behaviours which have been shown in their own population, or similar

populations, to reduce anxiety.

5.24 Additional findings related to motivation and anxiety arising from the
investigation

In chapter 4 the results of ANOVA tests checking for any differences between the
mean scores obtained from each teacher group for students’ self-reported personal
motivation level (PLM) and FLCAI scores were presented (see Table 14, p.107 and Table
18, p. 121). Significant differences were found between mean teacher group PLM scores at
both Stages (November 2013 and March 2014), whereas significant differences were found
between mean teacher group FLCAI scores only at Stage 2. This result suggests that the
use of motivational strategies and behaviours influences student classroom motivation
more than it affects student classroom anxiety.

The aim of this study, as shown in Figure 1 (p. 15), was to investigate the
relationship between (a) the use of teaching strategies and behaviours and student
motivation and (b) the use of teaching strategies and behaviours and student FLA. The
literature has established that there is a potential link between FLA and motivation,
although findings relating to the significance of this association between them is
contradictory (eg Khodadady and Khajavy, 2013; Liu and Huang, 2011; Wei, 2007;
Matsuzaki, 2006; Noels et al., 1999). A detailed investigation into this link would have
gone beyond the scope of the present study. However,, during the data analysis phase of
my investigation, I looked for correlations between FLA and motivation in the quantitative
data, and discovered that at Stage 1 the correlation between FLA and motivation was -
0.047 (N =232) and at Stage 2 -0.143 (N = 185), showing a non-significant association

between the two variants. Further mixed-method research would be necessary to probe
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further into the possible relationship between motivation and anxiety and enhance

understanding of this relationship in this particular cultural setting,

5.3 Effectiveness of the methods used in this study

A thorough review of the existing literature and the identification of gaps led to the
design of the research questions. Once they had been chosen, it was necessary to find the
most effective ways to investigate the issues raised. While methods used in studies to date
have produced valuable data, I felt that none were appropriate in their entirety for this
study. Two of the research methods — student accounts and an original type of focus group
i.e. that included participants making notes before the discussion began — had not been
used before in studies exploring the topics of my investigation. To this extent, the
instruments | used could be seen as an innovative contribution to existing data collection
methods in the field. I wanted to be sure that the tools I used were the most appropriate, not
just for the type of questions I planned to address, but also for the population I wished to
investigate. Triangulation of the findings elicited from a variety of different methods
helped to enhance the robustness of results.

Student accounts gave students the chance to express their views without being put
on the spot. They were successful in gathering data, and also proved so popular with
students and useful to me as a teacher, that | have incorporated them into my curriculum.
Consulting students, as was done through the use of student accounts, has been
documented in the literature as having positive consequences. Patall, for example, says that

*students may feel more competent, more in control, more motivated, and perform better

when they are able to express their preferences’ (2013, p. 522).

The focus groups which, as described earlier, included a pre-stage in which
teachers were invited to make written notes of their thoughts prior to the oral discussion,
proved more useful than anticipated. The logic behind the plan originated from a concern
that it would be difficult, if not impossible, to distinguish between so many voices in an

audio recording with the size of the groups (12 and 37). It also meant that it was possible to
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count the frequency with which certain ideas were raised more reliably, as colleagues did
not have an opportunity to hear the ideas of others before handing in their written notes.

The semi-structured interviews were effective in facilitating a deeper and more
personal understanding of the students’ motivation and FLA, as well as the teachers’
perceptions of student motivation and FLA. The questions were designed after analysis of
the quantitative data in order to specifically target areas that needed probing further.
Structured interviews would undoubtedly have led to the simplest analysis, but it is also
possible that teenage students would have felt uncomfortable and imagined that there was a
right or wrong answer. In the same way, my colleagues might have felt they were being
examined. Such insider knowledge is invaluable for the collection of qualitative data.
Insiders are also aware of where best to conduct interviews so as to generate the most
appropriate ambience for productive data collection.

As Savvides et al. state: ‘The role of reflexivity as an approach for ensuring
methodological rigour is widely recognised’ (2014, p. 416). Being an insider-outsider
researcher I was obliged to keep this in mind throughout the different phases of the
research. While I consider myself an outsider as far as the quantitative data collection was
concerned, as a member of the school and thus a familiar face to all student participants,

and a friend and colleague to the teacher participants, I felt very much an insider during the

interviews.

To sum up, the almost cyclical use of qualitative and quantitative methods allowed

for data collection in which methods complemented each other and helped compensate for

potential weaknesses in any of them.

5.3.1 Measures to limit bias

In order to produce data that were reliable, and in turn analyses, measures were
taken to limit unwanted or unnecessary bias. This included constant reflection on data
collection methods and data analyses. All necessary modifications were made following

the initial study. My role as facilitator was kept to a minimum in the focus group
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discussions so as to diminish potential influence on the groups. Furthermore, a colleague
also kept notes in the larger group which we compared straight after the discussion.
Interviews were audio-recorded, transcribed and then checked by the teacher interviewees
to limit bias by ensuring an accurate record. In the case of the students, I felt that they
might not have the necessary linguistic ability to check the translated transcripts and so
these were checked by colleagues in other schools. Lastly, regarding interviews, as stated

earlier, the risk of bias should also have been reduced by the semi-structured question

format.
5.4 Pedagogical implications for practitioners

Having completed this study, I am treating it as a priority to disseminate the results
as widely and carefully as possible, in order to encourage practitioners to incorporate
relevant findings into their ongoing professional development. Teacher 31 seemed keen to
learn what the literature suggested, and to learn about the results of the study. This
encouraged me to believe that both teachers and students have gained from this study, even
if only to a minor extent. I am therefore optimustic that through a well-planned
dissemination of the results, positive change can be achieved.

Since *practitioners do not, on the whole, read the research’ (Ur, 2013, p. 53),
dissemination of results from relevant studies is particularly important. Colleagues will
not, therefore, merely be presented with the results but will be encouraged to discuss the
issues of motivation and anxiety with their students, following Yashima et al. who
maintain that ‘psychology mirrors the effectiveness of teaching’ (2009, p. 42). Teachers
need to consult their students and to become familiar with their students’ learning styles
and/or preferences. They should embrace this knowledge when preparing lessons, in order
to include a variety of activities to suit different preferences and needs. In addition, they
should also take steps to find out what motivates their students and what could help

alleviate their anxiety. This could be done ina combination of ways which are discussed

below.
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For the motivational aspect, teachers could ask their students to write accounts, as
was done in this study. Since beginning my investigation three years ago, I have built this
into my curriculum and have found that students appreciate it and enjoy being consulted.
This is supported by Taylor (2013) who reported on a girl who admired her teacher for
asking them on the first lesson about their personal likes and dislikes so as to incorporate
them in her lessons. Since the MSBQ (see Appendix Al, pp. 189-192) is a simple and
reliable instrument, it could usefully be administered to students by their teachers. An
improvement might be a slight modification i.e. to ask the students on a scale of 1 — 5 how
motivating they perceive the strategies and behaviours to be. Additionally, or alternatively,
teachers could hold a group discussion on the subject. This is likely to be well received by
the students, as teacher presentations or cultural discussions were common responses in all
student data sources related to the motivation of students. Student discussions were also
popular. This suggests that discussions of different kinds should be built into the

curriculum

It might also be of value to the teacher to access their students’ personal level of
motivation, using the small and easy to analyse PLM, in the early stages of the course and
to follow this up later on. This would be a quick method of assessing how well student
motivation is being maintained or enhanced. Adjustments in teaching practices could be
conducted accordingly.

Similarly, to assess foreign language classroom anxiety, teachers could administer
the FLCAI in the early stages of the course so as to assess the level of anxiety and areas of
anxiety their students’ experience. It is simple to administer and to analyse. Following this,
they could hold a class discussion on anxiety. This could be of an impromptu nature or the
teacher could tell the students to think about the topic for the next lesson. Javid (2014) also
recommends discussing anxiety with students at the beginning of the course. By allowing
students to discuss their thoughts and feelings regarding anxiety in groups, and then to

relate the group’s thoughts to the class as a whole, oral practice is encouraged, and at the
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same time the teacher learns about her students. This study demonstrated that by asking
students what caused their anxiety and what helped alleviate it, as well as measuring their
anxiety with the FLCAI, a more complete assessment of the realities of the classroom
could be made.

All the motivational teaching strategies and behaviours (MTSB) included in the
Motivational Strategies and Behaviours Questionnaire (MSBQ) were found to be
significantly correlated with student motivation, but this is not unexpected since 203
students and six teachers had contributed to the generation of items used in the creation of
the MSBQ. The FLCAI (Walker and Panayides, 2014) was also developed using items
generated from data provided by students and teachers in this study. Since both instruments
have been shown to have a high degree of validity and reliability, they could prove useful
to teachers wishing to generate student profiles in order to make decisions regarding how
to adjust the curriculum to the needs of the students. In my experience, the content of a
curriculum may be rigid, while still allowing for flexibility in the ways in which it is
delivered. Consistent with Rosenholtz (1991), while less certain teachers tend to stick to
routine practices, more confident ones experiment and are flexible.

Variables found to increase test anxiety included a lack of state validity in the test
or students being faced with questions which were unfamiliar to them (Horwitz and
Young, 1991). Young (1999) additionally states that student perceptions of the clarity of
test instructions have an influence on their reactions to language tests. Thus, teachers
should ensure that they provide clear instructions and test what is taught, as well as
informing their students of the aims and content of the test before administering it.
Objective scoring could also help. Personal experience has shown that a gentle tone of
voice and a friendly smile can also ease test-anxiety.

5.5 Opportunities which have arisen as a result of this study

In 2013, during the annual two day professional development for teachers in

Cyprus, I conducted two presentations and workshops on motivation and anxiety in the
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EFL classroom, which gave me the opportunity to disseminate the results of the initial
study. This not only made it possible to conduct the focus group discussions, but also to
discover that language teacher colleagues are interested to learn more about the subject.
The success of these presentations have led head-teachers to ask me to conduct further
workshops and presentations for my colleagues during the annual two-day professional
training sessions. These have been on teacher burn-out and an internal evaluation of the
leadership model of three of the schools from the teachers’ perspective.

Two published articles have resulted from parallel studies. The first was the
validation of the FLCAS (Panayides and Walker, 2013), and the second, a follow-up study,
in which we designed and validated the Foreign Language Classroom Anxiety Inventory
(Walker and Panayides, 2014). These studies were presented at the Annual UK Rasch
User’s Group Meeting, held at The University of York in 2014.

In an endeavour to expand on the findings of this study and make comparisons with
other European settings, I have designed an Erasmus+ project proposal which entails a
replica study in five senior high schools located in Cyprus, Spain, Italy, Croatia and
Finland. The findings of such a study could enhance professional training in these
countries by providing up-to-date insights into the EFL classroom. Moreover, it will give
us the opportunity to investigate whether the construct of FLA is invariable, that is,
whether the construct has the same meaning across different populations. While this would
be the main objective of the project, it would also provide an opportunity for me to
disseminate the results of the present study in four other European schools. Furthermore,
the proposal includes plans to help students learn how to conduct researchand how to
analyse their data. Moreover, the students will be required to design questionnaires based
on the data they obtain from interviews conducted with peers in their own school, and
which they will administer to other local schools. The proposed two-year study will

concentrate on the EFL classroom in the first year and the Science classroom in the second.
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5.6 Further directions

Aspects of the results have led me to compile a list of areas I, as a researcher-
practitioner, believe worthy of future investigation. Since two students stated that the
curriculum is not challenging enough, there is reason to investigate student satisfaction
with the curriculum and to consult students on suggestions for change. The role of positive
and negative feedback on motivation, anxiety and performance are worth further
investigation. Furthermore, since there were significant differences between mean male
and female FLCALI scores, with females displaying slightly higher anxiety levels in both
administrations, this could also be a topic for a more detailed examination. It could be
further enlightened by conducting comparative studies in different cultural settings where
gender equality has reached different levels.

Another area which would be of particular interest is that of humour. Students in
their interviews referred to it in the context of motivation and anxiety-reduction. Asitisa
broad area, the concept of humour could feasibly be broken up and researched
independently. Finally, I would like to investigate the role of student learner autonomy in
motivating students and its effect on anxiety.

In terms of dissemination, I want to get the message across to colleagues how
important it is not to show dislike for our job or for our students. I also want to find a way
to explain to them that snapping or shouting when students do not understand or give the
wrong answer is not only demotivating, anxiety-provoking and unkind, but it negatively
affects the teacher’s enjoyment too. As my study evolved, I found myself agitated that
there were colleagues who displayed a general disregard for their students’ feelings and
needs. I will therefore endeavour to convince them of the value of consulting their students
through presenting the results of my research, although there could be opposition from

some quarters such as the Ministry of Education’s Inspector for English or colleagues.
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Nevertheless, I feel that | have an obligation and responsibility to students to make their
voices heard as far as is possible.

5.7 Conclusions

This thesis is located within the fields of Second Language Acquisition specifically
EFL, and psycholinguistics. It filled a perceived gap in the research by exploring the
influence of specific teaching strategies on student motivation and anxiety in the EFL
classroom. The strategies and behaviours under investigation were identified by the
teachers and students from within the cultural setting during the initial study. The
qualitative — quantitative — qualitative design and inclusion of both teacher and student
perspectives from within the same population led to the identification of pedagogical
implications based on empirical research within a carefully constructed methodological
framework. It is hoped that the results will be of value to foreign language teachers, as well
as to educational researchers who wishto conduct similar research in other disciplines.

The literature review reported on cultural differences regarding the use of strategies
which were found to be motivating, including differences concerning their effectiveness.
The results of my study were further confirmation of these differences. For example, none
of the six motivational strategies found to be effective by Wong (2014) in the Chinese EFL
classroom coincided with the motivational strategies and behaviours identified in my
investigation. In addition, four of the macro-strategies found by Dérnyei and Csizer (1998)
and Cheng and Dornyei (2007) to motivate students, and a further four identified by Sugita
McEown and Takeuchi (2010) were not noted by the student or teacher participants in my
study. The importance of identifying motivational strategies and behaviours that are
effective in specific cultural context, both in relation to motivation as well as anxiety, is
clear.

It is intended that the insight provided through this thesis into the extent to which
the use of certain teaching strategies and behaviours influences student motivation and

anxiety will be of value to teachers in Cyprus, and similar settings, in addressing their
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students” needs. The results revealed which MTSB have the strongest association with
higher motivation (Table 15, p. 109) and which MTSB with lower FLA (Table 17, p. 119).
Having insight into associations between MTSB and motivation, and MTSB and anxiety
could be of value to language teachers in planning and conducting their lessons.

This study aimed to improve the learner experience of future students by giving the
participating students a platform on which to be heard. Through their participation in the
qualitative and quantitative components of the investigation, students were made aware of
the fact that efforts were being made to bring about improvement in the classroom
experience in the future, and that they were the starting point. Students were reassured that
they were not alone in any anxieties they might experience in the language classroom, and
that their opinion was considered important.

Throughout this study I constantly reflected not just upon the methodological
decisions I needed to make and the effectiveness of these choices, but also on my own
teaching practices and how I might adapt them. Although my classes did not participate in
my study, I have administered all of my instruments to them each year since designing
them, and have made changes to my teaching practices based on their responses.
Furthermore, as they too have written accounts each year on what they consider to be
motivating I have also aimed to incorporate these preferences, where possible, into my
lessons. It became apparent to me how much students valued and appreciated being
consulted about their feelings and preferences in language learning, and their perceptions
of the realities of their language lessons. In this respect, I found the study of value not just
to me from a researchand pedagogical perspective, but also on a personal level, as I have
been able to test out all my tools on my own students and adapt my teaching according to
each class’s preferences and needs. This has led to a more enjoyable working relationship
which I feel has been of mutual benefit. This, coupled with the fact that there was a small
positive change in teacher group 31 during the course of the study, encourages me to

believe that both teachers and students have also gained from this study, and this has
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confirmed to me the importance of disseminating the findings of this study to other

language colleagues.

I began dissemination when I presented the results of the initial study to 49
colleagues in the second half of the first year of my study. I am optimistic that a continued
thorough and well-organised dissemination plan will help achieve positive change. I am
aware that my results can only be interpreted as fuzzy generalizations. Fuzzy
generalizations are ‘neither likely to be true in every case, nor likely to be untrue in every
case’ (Bassey, 2001, p. 10). The reason for this is that motivation and anxiety, as
psychological constructs, are personal and subjective. I consider, nonetheless, that the
findings are of value, as the sample was large enough to produce reliable patterns and to
suggest useful pedagogical implications. Investing time in learning about your students is
rewarding, and for me, it was that which ‘broke the ice’ in the first lessons, helping to
create a pleasant and supportive atmosphere, which this study has shown to be of great
importance in the early stages of an academic course.

Since it is not the classroom environment as such which may provoke anxiety but
rather aspects related to speaking, listening and / or tests in the EFL classroom, consulting
the students is of considerable importance. Teachers are advised to measure FLA, as
students learnmore effectively when their FLA is identified and the teacher takes the
necessary measures to help them overcome it (Aida, 1994). The present study aimed to
provide information for use by foreign language teachers in Cyprus, and similar
populations from an insider position. This responds to Park and French who advocate that
in-service teachers should ‘investigate current teaching methods and techniques in this
environment’ (2013, p.469).

The findings of the present study indicate that as teachers we should invest time in
consulting our students, reflect and re-evaluate our teaching methods and behaviours if,
upon reflection, it is seen to be necessary. We should try new approaches, and assess their

motivational value and their potential to help reduce classroom anxiety. Students in this
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study indicated a desire to be challenged. This supports Dérnyei (2001) who suggests that
students like to be challenged. Not only could we push the level to the highest degree
possible within student limits and needs, but students could even design a lesson based on
the topic we will be teaching or have just taught. This would give us as teachers a chance
to see the approach they enjoy, as well as giving students the chance to share responsibility
for their own learning.

Through an interpretivist and socio-cultural investigation, this researchbuilt on
previous studies in order to extend our understanding of student.EFL motivation and
classroom anxiety through responding to voids in the research. The findings provide

important resources for teachers of senior high school EFL.

5.8 Limitations of the present study

As Vialleton remarks: ‘It is in the nature of scientific knowledge that any research
project has limitations, as any evidence is only valid for the particular context in which it
was collected, and as generalisations can only ever be made with the utmost caution’
(2013, p. 208). With the benefit of hindsight, several limitations can be identified in this
study. Firstly, it could be reasonably asked if the teacher population in the study was truly
representative. In terms of numbers, it was acceptable, but questions might arise in relation
to the teachers who chose not to participate. It is possible that they were just not interested
in the study, but perhaps there is another more serious reason. It is feasible that these
colleagues were concerned that they do not include enough motivational teaching
strategies and behaviours in their teaching and were reluctant to be put under the
microscope. If this is indeed the case, then data which would have been produced in their
classes could have been very informative and it could have contributed to a more complete
picture.

It is recognised that some may question whether the validity of student responses
could be compromised by their possible immaturity and lack of (or limited) knowledge of

teaching methods. However, as previously noted, this study aimed to examine the students’
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perceptions and not to obtain an accurate measure of the actual use of motivational
strategies and behaviours.

As far as the focus groups are concerned, I had no plan B if my colleagues had
refused to participate. They were not forewarned of my intentions. It was therefore
fortunate that 100% agreed to participate. This could be considered by some as a limitation
in terms of replication of this study, however I believe the situation was unique. During the
discussions, a colleague with whom I have conducted research, took notes which I
compared with mine soon after the meeting. It is reasonable to assume that he was free
from bias as he had no personal interest in this and, moreover, as a researcher he
understands the value of accurate unbiased data.

Concerning the use of correlation analysis, it could be suggested that since numbers
in rating scales do not have precise meaning, as the difference between categories 2 and 3
may well not have been equal to the difference between 4 and 5, correlations cannot be
used with rating scales. However, in this study, the intention was to provide indications of
associations between perceptions of use and two subjective psychological constructs of the
language classroom, motivation and FLA, and not to provide a numerical relationship in
terms of a mathematical model. Through triangulation of methods, it is believed that any
potential shortcomings were overcome. A further limitation related to the correlation
analyses is that I did not include the data produced at Stage 2 by students who had
forgotten / lost their codes. This oversight was caused by a desire to be able to compare
sets of data for all students in the sample at both stages. However, with hindsight, there
was no reason not to include this data in the correlation analysis which would have led to a
larger sample at Stage 2, as individual codes were not necessary.

Ore possible criticism of the study could be that students taught by only five
teachers (eight classes) were interviewed and not from all the participating classes. This

was unavoidable due to timetable clashes which prevented accessibility. The sample does,

however, provide representation for 62% of the participating classes.
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The study could have been enriched by including student proficiency in the
variables, by exploring possible associations between motivation and proficiency and
performance and anxiety. Also, having seen that students’ perceptions of the nature and
frequency of use of motivational teaching strategies and behaviours (MTSB) changed
during the year, it is perhaps a shortcoming of the study not to have asked the teachers to
have rated their use twice to match the experience of the students.

While some may question why observation was not used, believing that this could
have offered a more objective picture, the purpose of the study was not to determine actual
use but the use of frequencies as perceived by the students, as this plays a role in how a
student feels during lessons. The focus of this study was the psychological, not scientific,
effects of student perceptions on motivation and anxiety.

Having realised that it would be beneficial to obtain student perceptions on the
importance of MTSB in reducing their anxiety, I decided to administer a fourth
questionnaire. [ had gained the consent of participating teachers for the administration of
the three questionnaires during their teaching time. When I approached them about the
prospect of a fourth I felt they were, understandably, reluctant to lose more teaching time. 1
therefore decided to administer the questionnaire to the 64 students who had participated in
the study and who were also taught Spanish by me. These students represented roughly
25% of the total sample and came from all the teacher groups involved in this study.

During the teacher interviews, participants were asked to comment on student opinions
related to reduction of anxiety. The only comments were in agreement with the students.
On reflection, it is not possible to know if this was due to genuine agreement or through
reluctance to disagree with the student data.

Triangulation of results led to apparent discrepancies between the quantitative and
qualitative results. This does not invalidate the results, but rather highlights how sample
sizes can affect results. It is also a consequence of using different data eliciting methods.

As LeCompte and Preissle state: ‘Discrepant cases are not so much exceptions to the rule
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... as variants of the rule’ (1993, cited in Cohen et al., 2000, p. 150). It should be
remembered that the FLCAI and PLM, as a rating scales, and the MSBQ as a Likert scale
questionnaire asked structured, closed questions (see Appendices A1-A3 for these
questionnaires, pp. 189-195). In the semi-structured interviews, fewer ideas were
suggested, but the opportunity arose to expand on emotional states, rather than respond to a

rating scale. This led to students providing far more detail related to their feelings.

5.9 Concluding remarks

This research was conducted in the EFL classroom setting in Limassol, Cyprus.
While the results, as mentioned in the limitations, can only be considered valid for this
specific context, they are certainly relevant to other foreign language classrooms in similar
cultural settings. However, one can only speculate at this stage about their application to
other contexts. Further researchis needed to see whether student preferences may be
transferable to other subjects in parallel cultural locations too.

The finding that students valued being given a voice can be considered a generic
pedagogical insight. Thus, even if specific findings of this study are found in later research
not to carry over into other settings, the inclusion of the student voice could usefully be
embraced. The outcomes of this study demonstrated the effectiveness and appropriateness
of the methodological choices. The qualitative — quantitative — qualitative mixed-method
research design helped to ensure the integrity of the project and led to results that were
reliable and credible. Finally, the findings from this study should offer an invaluable

resource for other researcher-practitioners wishing to improve the learning experience of

their students.
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Appendices

Appendix A: Instruments used in this study

Al Motivational Strategies and Behaviours Questionnaires (Greek)

(Adapted from Cheng and Dérnyei, 2007)

HMopaxdre vrapyel £vag KaTahoyos mMOaVAOV GTPATNYIKAOV OV YPNGIHOTOI0TY KATOL0L
EKTAOEVTIKOL Y VO TAPaKIVIIGOVY ToVg pabntic Tovg. 660 avyva (pnoponoiei kGBe
sTpatTYiKi} o/n kabnmmid/kadnmitpra Tov Ayylikdv cag et T6En cag,

INopaxkah®d KUKAQGTE AVALOYE. PIE TO TL MGTEVETE EOEIG MPOSMOTIKA.

1=Ilot¢ 2=ZLZmnavia 3=Mepwkéigpopéc 4=2Xvxva S5=Ilavra

1. Ewodyer kan evBappiiver 1o (o0pop ko o YEMO 610 pddnpa

oag.

2. Aciyvet otovg pafntég 6Tt Toug oéPetal, Toug amodEXETAL Kan

voweton yw To Kaféva and avtovg. 1 2 3 4 5
3. [poonadei va s£0KeIDVEL TOVG PABNTEG pPE TO TOMTIGHIKO

vroBabpo TG ayyhknig YAOGGCOG 1 2 3 4

4. Aiver cageig 0dnyyieg 1 2 3 4

5.Ewcdyset 010 padnpa dudgopa 0épara ntov mbavd va Kivodv to
evdpépov cag (1. Y TNAEOTTIKG Tpoypappata, actépu g | 1 2 3 4 5
non M Ta&idw).

6. Befaurdvetan nwg ot Babpoi aviikarontpilovy oyt poévo v

enidoon oog, aAAd kou TV TPoSTAdEel OV KaTaPAAETE OTIG 1 2 3 4 5
gpyacieg cag.

7. Aciyver tov evBouslocpd Tov/tng Y ™ dwaokodin g

AyyhMixng yYAdooug deiyvoviag apocinon Kol EUTvevucn. 12 3 4 5

8. Tnalel ™ povtiva Tov pobfipatog pe dilipopoug TpéTOLG
napovoiacng (7.x. Eva pyo YPRHUHOTIKNAG UTOpPEl va

akohovOnBsi and eEdoknon npoopdc, pio Suhheln unopei va. 1 2 3 4 5
akoAovBeitan and opadicy epyacio).

9. Kafwiepover kaln oxion pe tovg pabnrés. 1 2 3 4 5
10. EvBappivet ™ cuppetorm tov podntodv pe tny avabeon
dpacTNPOTATOV OV ARAITOVY THV EVEPYO CUMNETOXN OA®V 1 2 3 4 5

(.Y, mapovoincn g opadag).

11. Ipoonadei va pabel ta evorpépovta, Tig aVAyKEG Kot
GTOYOVG TAOV HABNTAOV Kat 6T CUVEXEW 0. GUUREPAOUPEVEL

aQUTd 6TO TPOYPapupa 660 TO SUVATOV MEPIOGOTEPO. 1 2 3 4 5§
12. ANpovpyei éva LIOGTHPIKTIKO KAl EVYAPIGTO KAiNa otV

6. 6mov ot pabntég Sev vibbouv aunyavie Kot yehoonoinon. | 1 2 3 4 5
13.0épver S1dpopa avBeVTIKG TOAMTISTIKG avTikeipeva (TT.y.

nePodIKd, ePNUepideg 1) oTiYOVG TPAYOLIIDV) STV TAEN ¢ 1 2 3 4 5

SUUTANPOUATIKG VAIKO.

14. Kaver cagég 6Toug pabntég 01t 1o o onpavtikd yu thv

gkpadnom pog EEvng YAOGGOS Eival 1) AnOTEAESUATIKY 1 2 3 4 5
gmkowvovia Kot oyt ta Aadn YpoOUHaTIKAG.

15. Topatnpei t cvppetoxf Kot v Tp6odo Twv padntdv, ka
Tovg mopéxel BTk avatpooddtnon. 1 2 3 4 5
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16. Zvuneprappaver SpacTnpOMTES TOL ATATOVV AN TOUG
padnTég va epyactolv og opddes pe okomd va mpowdiioer
oLVEPYOTIOL.

17. Yiobetei 1o péro tov «dupecorafntip (Snradn o oxonds
givar va fonBnoet ko va odnynoel Tovg pabntég va okeTovy
Kat va pabouv pe To d1kd tovug Tpdmo, avti va divel povo

YVAOOEK).

18. [Noapaxivel Tovg padntés pe v avdnon g xpnong g
ayyAMK1g YAwooag oty Taén

19. Kdver 116 gpyacieg eAxuoTikég pe T cupmepiinymn véwv kat
EVPAVTACTOV GTOLEIV MOTE Vo avENOEL N TEPépyewr oag.

20. Epmhovtiler 10 diavio emkowvwviag pe TNV mapovciacn
S@dpoV axovsTIKOV Kat onTIKOV Bondnudtev Onmg
POTOYPAPIES, TEPIODIKE KOl TOUIVIEG.

21. Eivau 0 gavtdg 100 UpocTta 6TOVG Habntés xwpis «packan,
Kot LOPGCETan pe autovg Ta YOUML TOV, Kal UTA 7OV TOVG
QPEGOLV Kal HEV TOVE APEGOLV.

22, ®vro: Appev Ofiv___

23. KatevOuven Kowov koppov

T ag vxaploTd Yo T1) ovvepyacio ©

H ovpperoxi oag eivar e0edovriki
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Motivational Strategies and Behaviours Questionnaire (translation)

Adapted from Cheng & Dérnyei (2007)

Below is a list of possible motivational strategies and behaviours that some teachers use to

motivate their learners.

Please circle the frequency with which your teacher uses them in your class, according to

your personal perception

] =Never 2=Rarely 3 =Sometimes 4 =Often

S = Always

1. Bring in and encourage humour and laughter
frequently in your class.

2. Show that they respect, accept and care about
each of their students.

3. Familiarize the learners with the cultural
background of the English language.

w
&
17}

4. Give clear instructions

w
F S
v ]

5. Introduce interesting content and topics which you
find interesting (e.g. about TV programmes, pop
stars or travelling).

6. Make sure grades reflect not only your
achievement but also the effort you put into the task.

7. Show their enthusiasm for teaching English by
being committed.

8. Break the routine of the lessons by varying
presentation format (e.g. a grammar task can be
followed by one focusing on pronunciation; a whole-
class lecture can be followed by group work).

9. Establish a good relationship with the students.

10. Encourage student participation by assigning
activities that require active involvement from each
participant (e.g.group presentation).

11. Try and find out about your needs, goals and
interests, and then build these into the curriculum as
much as possible.

12. Create a supportive and pleasant classroom
climate where students are free from embarrassment
and ridicule.

13. Bring various authentic cultural products (e.g.
magazines, newspapers or song lyrics) to class as
supplementary materials.

14. Make clear that the important thing in learning a
foreign language is to communicate meaning
effectively rather than worrying about grammar
mistakes.

15. Notice students’ contributions and progress, and
provide them with positive feedback.

16. Include activities that require students to work in
groups towards the same goal (e.g. plan a drama
performance) in order to promote cooperation.
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17. Adopt the role of a ‘facilitator’ (i.e. to help and
lead the students to think and learn in their own

putting on an artificial ‘mask’, and sharing with you 1 2
their hobbies, likes and dislikes.

way, instead of solely giving knowledge to them). 1 2 3 4 5
18. Motivate you by increasing the amount of
English they use in class. 1 2 3 4 5
19. Make tasks attractive by including novel or
fantasy elements so as to raise the learners’ curiosity. 1 2 3 4 5§
20. Enrich the channel of communication by
presenting various auditory and visual aids such as 1 2 3 4 5
pictures, realia, tapes and films.
21. Try to be themselves in front of the class without

3 4 5§

22. Gender: Male Female ____

23. Do you do the core or extended course?

Thank you for your co-operation, I really appreciate it ©

Please note: All information is anonymous. Participation is voluntary.
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A2 Personal Level of Motivation Questionnaire

1 = KAGOAOY 2=AITO 3=TIOAY 4=TIAPATIOAY

1. [1éoo evBovowaoud deiyvels 6to pabnua twv Ayyhkav;

2. Eivon onuaviké yio. péva va nabw 6o d1ddoroviat 6To pnadnpa
Twv AyYMKGV pov.

3. Potd ToV £00TO POV S1APOPES EPMTAGELS 610 AYYAIKA Y1 val
BePorwdd o1 pabaive OAN v KA mov Siddokopar 6To padnuc.

4. Epyalopm oxinpd o10 pdbnpe tov AyylMkov yu va tépo éva
KoAO Badpd.

5. [hotedm ot 660 padatvovpe oy Taén Tov AyyMKOV givon
evdwpépovia.

6. Otav n kafnyirpue TV AyyMk@v pov napadiderl to pdbnua
oKEQTOMOL AN Tpdpata Kan dev TV TOPAKOAOVOD TPOYHOTIKG.

Evyapiet@ moldd yia Ty cvvepyasia cag @

Personal Motivation Questionnaire - translation

To what extent do you agree with these statements?

1 =Not at all 2=A little 3 = quite a lot 4 = Very much

1. I am very enthusiastic about English lessons.

2. It’s important to me to learn what is being taught in this class

3. I ask myself questions to make sure I know the material I have been
studying

INEJIES

4. work hard to get a good grade even when I don’t like a class

5. 1 think that what we are learning in this class is interesting

PR

really listen to what is being said

6. I find that when the teacher is talking I think of other things and don’t

i-

Thank you for your cooperation ©

N.B.: Items 2 — 6 are taken from Pintrich and De Groot’s (1990) Motivational Strategies

Learning Questionnaire
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A3 The Foreign Language Classroom Anxiety Inventory

Kiipaxa Mét Ayyovg 610 Ma

Obdnyieg: Mo kavo divovrar kamorcg SNADGEL; 0L ONOiES TEPLYPAPOVY TG PROpEi Va
vid0e évag pabnric n pia pabritpla oto pa TOV AYYAIKAV GTO 6Y0ALio.

INapaxaleiote 6n0g onperdoete v 1 X 611) 6UYvOTTA MOV AVTIGTOLEI 6TO T6GO
ovva vinlete eocig 610 kKabiva and Ta mo KGr.

IBavéig anavrijocis eivar:  Ilotré, Zmavwe, Mepwcic gopés, Zuyva, Havra.

Agv vrapyovv cmotig )| havlaspéveg anavmioeis Y1’ avto napokeld anavrijeTe ot
6\ Ta epoTipaTa elevBepa.

w
5‘§
\- U‘\a
¢ §|2¢|8
el B | & o 5
ElWN| 2 &R

IMavra

1. Zra Stoywvicpata 1oV AyyAKk@V aviiovy® punnag dev
karalafaive 1o Aetdbyio ota Keipeva.

2. Zro pdfnpa 10V AyyYAIKQV ayy@vopm 6Tav ot a6KNGEIg
‘pov eivau &yvaooTes.

3. Avnouvyd 6m n kadnyiTpia Twv AYYAIKOV HOV PTOPEi va
HE PWTHOEL KATL TOV Va unv Katadafaive.

4. Nuwbo Gveta pe ta Sidgopa TECT mOL Yivovial otV Taln
TOV AYYAMKOV.

5. Ayydvopa étav To draydvicpa Twv AYYAIK®OV TEPIEYEL
Kot KOppaT listening.

6. IMavikofdiiopat 6Tav mpénet va pirficw oty taén ota
Ayyhiké yopic va €y TPOETOUAOCTEL

7. ®oPapa 6Tt pmopei va pnv mPoPépw cwWOTa Kanowa AEEN
omVv T6EN TV AyYAIK®V.

8. Zkéyeig Ont umopei va amotiyw exnpedlovv ™
GUYKEVIPOOT) . POV KaTd T StdpKela Tov Siaywvicparog.

9. O ex@ioeicoTa AYyAIKd pE ayy(dVOLV.

10. Ntpénropar va tpoduponondd v’ anavtiow £pOTOELG
Kati ™ SidpKela TOL padNUATOG TOV AYYAMKAV.

11. Katd m didpketa onpavikdv Slayoviopatov ota
Ayyhiké gipat 1660 ayx®pHEVIVOG TOL AVAKATEDETAL TO
CGTOUGYL HOV.

12. Avnovyd ya 1o fabud pov ota AyyAikd.

13. Orav kévovpe TPpoPopikolg didhoyovg ota AyyAikd
avnovyd pireg Sev kataddBfw T pov Aéet 0 GAAOG.

14. Oco neprocdtepo Sfalw oo pddnpa Twv AyyAikdy
1600 TEPIGCOTEPO PREPSEVOUAL.

15. Mévra viddw 6Tt o1 cVPpadnTéc pov pihodv Ta AyyAlkd
KaADTEPQ OO péva.

16. Katé ™ Sidpxeia twv diayoviopdtov ota AyyAkd mdve
70V EQUTO POL VA QVIGUXEL Y1 TIG CUVETELEG MBAVIG

amotvyiag.

17. To pédnua Twv AYYAIKOV Tpoxwpei 1600 ypriyopa mov
avijovy® 6n Ba peive Tiow.

18. Ayywvopat 6tav dev KaradaBaive 6,71 Aéet o kabnyntig
oto pddnpa 1oV AyYAMKoOV.
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Translation: The Foreign Language Classroom Anxiety Inventory

(Walker & Panayides, 2014)

N.B.: Items in BOLD are those taken from the FLCAS (Horwitz et al., 1986), items in
italics are those taken from the TAS (Panayides, 2009).
Instructions: Below is a list of statements used to describe the feeling of a student in the
EFL classroom at senior high school. Please respond with Y or X in the boxes provided
according to the frequency with which you experience such feelings. Possible responses
are: Never, Rarely, Sometimes, Frequently, Always

There are no correct or incorrect responses, so please respond freely to each item.

Thank you for your cooperation ©

4
5|55 | o3
2| 518 | &| B
Z|&|& | S| <
1. Intests, I worry that I won’t understand the vocabulary in the texts.
2. I get nervous when the tasks are unfamiliar to me.
3. I worry that my English teacher might ask me something that I
won't understand.
4. I am usually at ease during tests in my language class.
5. I get anxious when the test has a listening component.
6. I start to panic when I have to speak without preparation in
language class.
7. 1 am afraid I may mispronounce a word in front of the class.
8. Thoughts of doing poorly interfere with my concentration in tests.
9. Essays make me nervous.
10. It embarrasses me to volunteer answers in my language class.
11. During important tests I am so tense that it upsets my stomach.
12. 1 worry about my grade.
13. When we have an oral dialogue, [ worry that I might not be able to
understand what the other person is saying.
14. The more I study for a language test, the more confused I get.
15. 1 always feel that the other students speak the foreign language
better than I do.
16. During tests I find myself worrying about the consequences of
failing.
17. Language class moves so quickly 1 worry about getting left
behind.
18. 1 get nervous when I don't understand every word the language
teacher says.
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Ad The Foreign Language Classroom Scale (FLCAS)
Kiipaxa Métpnong Ayyovg oro Mabnpa Ayyhikdv ag Eévn I'doca

Ogmgg’: ITo Kd’t’m 8a Ppeite pia Aiota and SMADOOEIG TOV YPNGIHOTOOOVTAL 1A Va REPLYPAYOLY
ovvaioffpata evog pabnm 1 pag paditplag omy 16N 610 MAOHMA TON AITAIKON oto
oyoeio. IMapakard onpsidore v 1 X oo kovréax mov avrictoyei 610 Pabpoé cvugwviag oag e
avtég g nhaoeg, O emAoyég ia ke MAwon eivau:

Awuve anddvta, Aw@uvd, Ovte CLUPWVH 0UTE S1KPWVEH, ZVUEEVE Kat TuUPWVD
andéivta.

Agev urapyovv cnatég ) Aadog anavTHOELG Y1’ QUTO TOPUKOAD aravTNOTE OF OAa Ta EpwTHNaTA
£AEV0epA. T0C EVYAPIGTD yia T CLVEPYAGIA.

] ‘8 ] {8 | ¢
> > 2 > 2 2
sEls (2,888
sS85 2E5| 22
4|4 OCH 4| W |W

andivra

1. Asvviddm noté Giyoupog yia ToV EUTO POV
660V apopd 10 va pirfjon omv taln.

2. Tova kbve AGdn oy 16&n 8¢ pe avnovyel.

3. Tpéuw étav Eépw 6m Ba apénel va priiice omy
TGEn.

4. Me poBiler to 6Tt Sev karadaPaivw Tt Afeto
xafmynmc ota AyyAikd.

5. AevOa p’ evoyrovoe kaBoAov va padw ki dhieg
Eveg YAdooEG,

6. Kard m Sdpkera tov padbfjpatog twv AyyMkdv
oKéQTOopm TPdypatTa wOY Sev EXOVV va KGAVOUV pE

T0 padnua.

7. Sxéeropar diapkdg 6T 01 GAror pabnTig sivan
KOAUTEPOL OO péva ota AyyAiKd.

8. Ni®bw dveta pe ta Sidpopa TEGT MOV Yivovral
omy 16N Tev AYYAKOV.

9. HNovikopdAiopar dtav npénet va pIANcw oy
14N oo AyyAika ywpis va £xw npoetopactei.

10. Avijouy® e Tig GUVERELEG ToV Ba £xEL N
arotuyia Hov 6T0 uabnua TV AyyAMKdv.

11. Aevxarcdafaive yati kGrotor ayy@voviar 16c0
v Ta padipara tov AyyAikdv.

12. Zro pddnpa tev AyyAlk@v ayyd@vopat 1660 ROV
Eexvod 6,m Eépw.

13. Ntpénopar va apoBuponombéd v’ araviion
EPOTHOELG KaTd T1} Sidpkera Tov pabdfpatog TV

AyyMxav.

14. Aev O ayywvopovv va phitce AyyAiké pe
AyyAdavoug avipdrovg .

15. Stevoywpiépar 6tav Sev xataraBaive T Aéero
Kafynmis ya va pe SlopBdoer oto pddnpa tav

AyyAkdv.

16. Ayxdvopar axéun K av eipar koA
TPOCTOIRAGHEVOS/N 6T0 Padnua TV AYYAKAV.
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17.

TloAAEq gopég de Bédw va mnyaive oto pdBnpa
10V AyyAikov.

18.

Nidbw aveta va pA® oto padnua Tov
AyyAikav.

19.

PoPapar 6Tt o xadnyntiig pov Bu pe Sopbiver
GUVEXDE .

20.

N0 mv kapdia pov va xTond ypiyopa 6tav
pe govaloov va Byo otov nivake oto padnpa
TOV AYYAIKOV.

21.

Voo repiccdtepo dhaPalw oto pddnua tov
AYYAMKQV T0GO EPIOCOTEPO UREPSELORAL.

22.

Ae vioBo xaB6Aov mecpPivoc/n Vo TPOETOLHAGTR
KOAQ Y10 TO PGONUA TOV AYYAIKOV.

23.

[Tavta viddo® 61t ot cuppadnTég pov pikodv Ta
AyyAika xalOT1epa atd péva.

24.

Acv £xo xavéva rpéfanua va piion oto
AyyAikd pmpooTd and Toug cuppadbnTég pov.

25.

To padnua tov AyyAikev rmpoympei 1660
ypAYopa mov avnouye® 6n Ba peive ticw.

26.

Ayydvopm kot ravikoBEALopol TEPIGGOTEPO GTO
padnua TV AyYAIKOV Ttapd 6Ta vEoAoTa
pnafnuata.

27.

Ayyovopa kai suyydlopon 6tov ptAé oto
Hadnua TV AyyAKGV.

28.

Orav sipat xafoddv yta 10 paénua v
AyyAikdv vidodm modd aveta.

29.

Ayyovopar otav dev katohaPfaive 6t Aéet o
KadnyMTig 610 Hadnpa Twv AyyMKdv.

30.

AoBdavopau Suospopia ya Tov apipsd Tov
Kavovev ov fpénel va nabw yia ta AyyAkd.

31.

DoPdapar 611 01 GAror pabnrtég Ba pe kopoidevovy
o6tav pidion ota AyyAikd.

32.

MBavév va éviwda Gveta avapesa oe
AyyAépuvovg avBponovs.

33.

Ayyovopar 6tav o xabnyntig TV AyYAMKOV pov
KGVE! EPOTAGELS Y1 TIG OTOIEG BEV £X
NPOETOINACTEL QO TPIV.
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Foreign Language Classroom Anxiety Scale (Horwitz, Horwitz & Cope, 1986)

1. I never feel quite sure of myself when I am speaking in my foreign language class.
Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
2. I don't worry about making mistakes in language class.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
3. I remble when I know that I'm going to be called on in language class.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree

4. It frightens me when I don't understand what the teacher is saying in the foreign
language.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
5. It wouldn't bother me at all to take more foreign language classes.
Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree

6. During language class, I find myself thinking about things that have nothing to do with
the course.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
7. I keep thinking that the other students are better at languages than I am.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
8. I am usually at ease during tests in my language class.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
9. I start to panic when I have to speak without preparation in language class.
Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
10. I worry about the consequences of failing my foreign language class.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
11. [ don't understand why some people get so upset over foreign language classes.
Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
12. In language class, I can get so nervous I forget things I know.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
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13. It embarrasses me to volunteer answers in my language class.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagreé
14. 1 would not be nervous speaking the foreign language with native speakers.
Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree

15. 1 get upset when I don't understand what the teacher is correcting.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
16. Even if I am well prepared for language class, I feel anxious about it.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
17. 1 often feel like not going to my language class.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
18. I feel confident when I speak in foreign language class.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
19. 1 am afraid that my language teacher is ready to correct every mistake 1 make.
Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
20. I can feel my heart pounding when I'm going to be called on in language class.
Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
21. The more I study for a language test, the more con- fused I get.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
22. [ don't feel pressure to prepare very well for language class.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
23. I always feel that the other students speak the foreign language better than I do.
Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree

24. 1 feel very self-conscious about speaking the foreign language in front of other
students.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
25. Language class moves so quickly 1 worry about getting left behind.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
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26. I feel more tense and nervous in my language class than in my other classes.
Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
27. I get nervous and confused when I am speaking in my language class.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
28. When I'm on my way to language class, I feel very sure and relaxed.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
29. I get nervous when I don't understand every word the language teacher says.
Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree

30. I feel overwhelmed by the number of rules you have to learn to speak a foreign
language.
Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree

31. 1 am afraid that the other students will laugh at me when I speak the foreign language.
Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree

32. I would probably feel comfortable around native speakers of the foreign language.
Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree

33. I get nervous when the language teacher asks questions which I haven't prepared in

advance.

Strongly agree Agree Neither agree nor disagree Disagree Strongly disagree
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AS Original Motivational Strategies Scale (Cheng and Dérnyei, 2007)
Items in BOLD are those which were retained for the MSBQ in my study.
I. Bring in and encourage humour and laughter frequently in your class.
2. Show students that you respect, accept and care about each of them.

3. Create opportunities so that students can mix and get to know each other better (e.g.
group work, game-like competition).

4. Familiarise the learners with the cultural background of the English language.

5. Explain the importance of the ‘class rules’ that you regard as important (e.g. let’s not
make fun of each other’s mistakes) and how these rules enhance learning, and then ask
for the students’ agreement.

6. Give clear instructions about how to carry out a task by modelling every step that
students will need to do.

7. Invite senior students who are enthusiastic about learning English to talk to your class
about their positive English learning experiences/successes.

8. Monitor students’ accomplishments, and take time to celebrate any success or victory.

9. Regularly remind students that the successful mastery of English is beneficial to their
future (e.g. getting a better job or pursuing further studies abroad).

10. Encourage students to select specific, realistic and short-term learning goals for
themselves (e.g. learning 5 words every day).

11. Design tasks that are within the learners’ ability so that they get to experience success
regularly.

12. Introduce in your lessons various interesting content and topics which students are
likely to find interesting (e.g. about TV programmes, pop stars or travelling).

13. Make tasks challenging by including some activities that require students to solve
problems or discover something (e.g. puzzles).

14. Teach the students self-motivating strategies (e.g. self-encouragement) so as to keep them
motivated when they encounter distractions.

15. Make sure grades reflect not only the students’ achievement but also the effort they
have put into in the task.

16. Ask learners to think of any classroom rules that they would like to recommend because
they think those will be useful for their learning,

17. Show your enthusiasm for teaching English by being committed and motivating
yourself.
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18. Break the routine of the lessons by varying presentation format (e.g. a grammar
task can be followed by one focusing on pronunciation; a whole-class lecture can be

followed by group work).
19. Invite some English-speaking foreigners as guest speakers to the class.

20. Help the students develop realistic beliefs about their learning (e.g. explain to them
realistically the amount of time needed for making real progress in English).

21. Use short and interesting opening activities to start each class (e.g. fun games).

22. Involve students as much as possible in designing and running the language course (e.g.
provide them with opportunities to select the textbooks; make real choices about the
activities and topics they are going to cover; decide whom they would like to work with).

23. Establish a good relationship with your students.

24. Encourage student participation by assigning activities that require active
involvement from each participant (e.g.group presentation or peer teaching).

25. Give good reasons to students as to why a particular activity is meaningful or important.

26. Try and find out about your students’ needs, goals and interests, and then build
these into your curriculum as much as possible.

27. Allow students to create products that they can display or perform (e.g. a poster, an
information brochure or a radio programme).

28. Encourage learners to try harder by making it clear that you believe that they can do the
tasks.

29. Give students choices in deciding how and when they will be assessed/evaluated.

30. Create a supportive and pleasant classroom climate where students are free from

embarrassment and ridicule.

31. Display the ‘class goals’ on the wall and review them regularly in terms of the progress
made towards them.

32. Bring various authentic cultural products (e.g. magazines, newspapers or song
lyrics) to class as supplementary materials.

33. Make clear to students that the important thing in learning a foreign language is to
communicate meaning effectively rather than worrying about grammar mistakes.

34. Notice students’ contributions and progress, and provide them with positive
feedback.

35. Include activities that require students to work in groups towards the same goal (e.g.
plan a drama performance) in order to promote cooperation.
36. Teach students various learning techniques that will make their learning easier and more

effective.
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37.

38.

39.

40.

41.

42.

43.

43.

46.

47.

48.

Adopt the role of a ‘facilitator’ (i.e. Your role would be to help and lead your

students to think and learn in their own way, instead of solely giving knowledge to
them).

Highlight the usefulness of English and encourage your students to use their English
outside the classroom (e.g. internet chat room or English speaking pen-friends).

Motivate your students by increasing the amount of English you use in class.

Share with students that you value English learning as a meaningful experience that
produces satisfaction and which enriches your life.

Avoid ‘social comparison’ amongst your students (i.e. comparing them to each other for
example when listing their grades in public).

Encourage learners to see that the main reason for most failure is that they did not make
sufficient effort rather than their poor abilities.

Make tasks attractive by including novel or fantasy elements so as to raise the
learners’ curiosity.

. Encourage students to share personal experiences and thoughts as part of the learning

tasks.

Enrich the channel of communication by presenting various auditory and visual
aids such as pictures, realia, tapes and films.

Show students that their effort and achievement are being recognised by you.

Try to be yourself in front of students without putting on an artificial ‘mask’, and
share with them your hobbies, likes and dislikes.

Give students opportunities to assess themselves (e.g. give themselves marks according to
their overall performance).
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A6 Test Anxiety Scale (Panayides, 2009, adapted for EFL)

Kiipoxa Métpneng Ayyovg Madyrov ot Teot (Ilavayideg, 2009)

Odryyieg

Mo katw akohovBovv karoeg SNADCELS TS OToieg YpNoonoincav dipopor Gvlpamor
Y0 V& TEPLYPAYOLV TOUG EAVTOVG TOUG. ZNHEUDOTE, AVAAOYQ UE TO TG VIHDETE £0¢iC, oF
now cvyvotnta cvuPaivel o€ £0dg aVTO TOL TEPLYPAPEL 1) KGBe dNAwon, Baloviag kiKlo

otov avtioToro apBud ov Ppickerar Sekud and kabe dNAwon.

1 =Xyedév Moté, 2 =Mepikig gopés, 3 =ZTuyvd, 4=Xyedév Ilavra

Agv vrrapyouvv opBic 1) Aavlaouéveg amavmoelg. Mnv Eodéyete modd xpdvo o€ pia
Miwon, aAld dwote v andvinomn 1 onoio vopilete OTL Teprypagel Tdg eoeis ViDOETE.

Mapakard anaviote OAEG TIS SNADOCEL.

O mo kare dnhoosig avagépovrar ot dwryoviopata 1 egeraceig ota AITAIKA

lo. Zxéyeig 611 8¢ Ba METHYW ERNPEALOVV TNV AVTOCUYKEVTIPWOT) HOV
o070 dwydVIGHO

2e. AoOavop va Tpépum 6tav éxw Eva oNUavTikd SyGviopa

3e. Katd m dudpxea tov duyovicpdtov vimdn oA éviaon

47. Katd m Sudpkewr onpavikav Suyoviopdrov Bpiockopat og 1oom
£VTaoT MOV TO GTOMUAYL KOV AVUCTUTAVETOL

5w. Exo v evtinoon 6Tt aTa oHavTikG Swyovicpata anodide
XEWPOTEPA NS 6060 PTOP®

6¢. AwoBavopo movikopAnpévog/n xatd ™ duipkewr vOg onpavIiKoL
daywviopatog

7e. Avnovy® mapa oA TPy amd pio onpavin e&étaon

8w. Kata m dupkewn tov dwyaviopdtav cullapfave tov eavtd
HOV V&L OKEPTETAL TIG CUVETEIEG AIOTUYING

91. AQoD TeAeUdoEL piot e5ETacm npocTabd va prv avnovxd YU aut
aAAd Sev Ta KaTaPEPVR

10w. Katd ™ Suipxein e£eTdoemv £ipat 1060 veupikde/n mov Eexvd

yeyovéta mov ciyovpa EEpw

2 3
1 2 3
| 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
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Translation

Instructions:

Below follows a list of statements used by people to describe their feelings during tests.
Please respond in accordance with how you feel about these statements by circling the

frequency with which you experience the feelings described.

1 =Rarely, 2 =Sometimes, 3 =Often, 4= Usually -

There are no incorrect answers. Do not spend much time on each statement, simply circle

the answer which best describes how you feel.
Please respond to all statements.
The following statements refer to tests of exams in English

1. Thoughts of doing poorly interfere with my concentration on
tests

2.1 tremble when taking an important test.
3. During tests I feel very tense.

4. During important tests [ am so tense that it upsets my stomach.
5. I believe that I underperform on important tests.

6. I panic when I take an important test.

7.1 worry a great deal before taking important examinations.
8. During tests I find myself thinking about the consequences of
failing.

9. After an exam is over I try to stop worrying about it but I can't.

10. During examinations I get so nervous that I forget facts I
really know.

2 3
2 3
2 3
2 3
2 3
2 3
2 3
2 3
2 3
2 3
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A7 Modified Motivational Strategies and Behaviours Questionnaire

(Importance of strategies version, adapted from Cheng & Démyer (2007)

Below is a list of possible motivational strategies and behaviours that some teachers use to

motivate their learners.

Please circle the extent to which each, in your opinion, helps reduce your anxiety in

language classes.

1=Extremely 2=Fairly 3 =Not at all

1. Bring in and encourage humour and laughter frequently in
your class.

2. Show that they respect, accept and care about each of their
students.

3. Familiarize the learners with the cultural background of the
English language.

4. Give clear instructions

5. Introduce various interesting content and topics which you
find interesting (e.g. about TV programimes, pop stars or

travelling).

6. Make sure grades reflect not only your achievement but also
the effort you put into in the task.

7. Show their enthusiasm for teaching English by being
committed.

8. Break the routine of the lessons by varying presentation
format (e.g.a grammar task can be followed by one focusing on
pronunciation; a whole-class lecture can be followed by group

work).

9. Establish a good relationship with the students.

10. Encourage student participation by assigning activities that
require active involvement from each participant (e.g. group

presentation).

11. Try and find out about your needs, goals and interests, and
then build these into the curriculum as much as possible.

12. Create a supportive and pleasant classroom climate where
students are free from embarrassment and ridicule.

13. Bring various authentic cultural products (e.g. magazines,
newspapers or song lyrics) to class as supplementary materials.

14. Make clear that the important thing in learning a foreign
language is to communicate meaning effectively rather than

worrying about grammar mistakes.

15. Notice students’ contributions and progress, and provide
them with positive feedback.

16. Include activities that require students to work in groups
towards the same goal (e.g. plan a drama performance) in order

to promote cooperation.

17. Adopt the role of a ‘facilitator’ (i.e. to help and lead the
students to think and learn in their own way, instead of solely

| giving knowledge to them).

2 3
2 3
2 3
2 3
2 3
2 3
2 3
2 3
2 3
2 3
2 3
2 3
2 3
2 3
2 3
2 3
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18. Motivate you by increasing the amount of English they use
in class. 1 2 3
19. Make tasks attractive by including novel or fantasy A
elements so as to raise the learners’ curiosity. 1 2 3
20. Enrich the channel of communication by presenting various
auditory and visual aids such as pictures, realia, tapes and 1 2 3
films.

21. Try to be themselves in front of the class without putting on
an artificial ‘mask’, and sharing with you their hobbies, likes 1 2 3
and dislikes.

22. Gender: Male Female ____

23. Do you do the core or extended course?
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Appendix B: 3 Student accounts- from the main study
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Translation

I prefer the lesson to be communicative. Without the guidance of the book because I learn
and understand better when the lesson is communicative and for us to copy from the board
into our note books. Also we all like to talk about different topics and even about irrelevant
matters. This way we will give 100% attention.

e [ like there to be a friendly atmosphere.

e [ like it better not to do a lot from the book but rather from the board and to write it

down.

e 1don’t want to race through chapters but to work on them until we at least
understand something.
* I consider the idea of a 3 minute break [between lessons in a double lesson] to be a
very good one.
¢ For the classroom climate not to be heavy / boring but for us to tell the odd joke or
story to break the ice.
For songs and DVDs to be played.
For the lesson to be friendly.
To work in groups or pairs.
To do group projects (in class).
Not to have homework.
For the teacher not to be the only one to talk so the lesson isn’t boring.
For there to be a break between lessons.

For the teacher to be lenient about late arrivals at the beginning of the lesson.
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Appendix C: Student account and teacher focus group data — initial

study

This Table shows the data produced from the student accounts in the initial study. It was

used in the selection of items for inclusion in the Motivational Strategies and Behaviours

Questionnaire (MSBQ) designed for use in the main study.

Behaviour / activity Frequency
Friendly / relaxed / democratic atmosphere / mutual respect 29
Films with subtitles 26
Humour 25
Group / team work 19
Emphasis on oral rather than written language 15
Music for relaxation at the end of the lesson 14
Small breaks during 1.5 hr lesson 13
Songs for analysis 12
Written test should dictate grade 11
Pair work 11
Student presentations / project work 10
Not much homework / no homework 9/1

Mini-videos of cultural sights / Presentations by the teacher

Not putting students down / insulting them

Individual work

Teach vocabulary and phrases

Easy / not difficult / short tests

Topics of interest for discussion

More teacher input rather than course book page by page

Do not progress too quickly — ensure understanding before proceeding

Students permitted to have a say in the content of the lesson

Emphasis NOT on grammar

Participation should count strongly towards the grade

Easy homework

Not many tests
Must be interested in the students / be understanding

Cultural discussions (in Greek)

Constant explanations / translation/ not immersion in the language

Listening to music whilst doing exercises

Use of games for practice exercises

Lively lesson

Innovative lessons

Revision before tests

Presentations to count in the grade (poss. Instead of tests)

In double lesson 1% per written work, 2°¢ oral

Use of Internet

Words and phrases needed for 2 periods to be given in 1% period
Lots of dialogues

No songs / music

Texts as dialogues which are actedout

Emphasis on spelling and reading

Music until after role call

No unannounced tests

Texts as dialogues which are acted out

Work sheets to have pictures

Teachers shouldn’t talk too much (student centred lessons)

Multiple-choice exercises

._.--—-———-----——lNNNNNNNMwWUA&Ah-&AMMO\O\O\O\\I\IOO

Lead by example: no phone, no chewing gum
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Fill in the gap

Quiet — not silence — inclass

No student presentations

Once student has completed exercises = relaxes
Don’t call on students unless they volunteer
Pictures as the basis for discussion

No shouting

Trip to a country speaking the language
Smiling teacher

[y ey N e e I 2

This list shows the data produced from the teacher focus group discussion in the initial
study. It was used in the selection of items for inclusion in the Motivational Strategies and
Behaviours Questionnaires which was used in the main study.
¢ Is consistent in their words and actions, they keep their promises
e Listen to all students’ opinions
e Avoid allowing all to shout at once
e Give students choice of activities and, wherever possible, a choice in topic areas
e Keep up to date with developments, not only within their field but also within
society and with teaching methods as they deal with young people who easily grow
bored
e Show aninterest in their students psychological well-beingand try not to put them
in any awkward position
e Never insult the students
e Alter their method of communication in line with the situation (sternness, humour,
light irony, severity etc.)
e [s consistent and reliable when it comes to his/her responsibilities so as to set an

example for the student
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Appendix D: Focus group data on MTSB (21st and 22nd Jan, 2013)

Vlotivational teaching strategies suggested by teachers Frequency
Creating a friendly atmosphere 12
Being positive towards, showing an interest in & communicating with students 10
Using humour 9
Using group work 9
Using technology 8
Using creative / inspirational tasks 7
Make the lessons lively and interesting using new methods and techniques 6
Using role play 6
Encouraging / supporting feedback 6
Showing videos related to the language taught 5
Using real situations as examples 4
Using games 4
Showing enthusiasm for the lesson 4
Using pair work 3
Holding discussions not related to the curriculum 3
Using communicative methodology 3
Teacher being an actor 3
Playing songs for use in exercises 3
Involve the students inourteaching 3
Demonstrating a love for the subject 3
Listening attentively rather than constantcorrection 3
Use oflots ofvisual aids 3
Teacherbeing well prepared 2
Building trust 2
Allowing ALL students tocontribute 2
Never teasing |
Rewarding all students equally 1
Trying to motivate ALL students (strong and weak) |
Asking easier questions to weaker students 1
Asking more specified questions to outstanding students 1
Holding discussions 1
Doing practical work |
Showing lenience 1
Setting easy tasks |
Providing clear goals |
Setting transformational tasks |
Setting brief / short tasks |
Teacher being lively *
Student centred lessons 1
Cooperating with the students *
Offering a wide variety o ftasks 1
Allowing short breaks 1
Gving rewards (higher grades, gifts, watch a film) 1

1

Teaching about the target culture

Guiding the students
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Appendix E: Consent forms for participation

El Letter of consent from the Ministry of Education.

W
KYnPIAKH AMMOKPAIIA

vnovprEio

AIEYOYNIH
ttAIAEIAZ KAl nOAITIJWOY

MEIHI EKHAIAEVIHI

Ap Ook :7.15.17.5/2

Ap Tr)A 22800642

Ap <Pa{.22800638

E-mail : chfychrysanthou@schools ac.cy

23 Auyouotou 2012

Kupla Mipdvta ItaOpou
AVQCpiberg 12

4007 Mica Tcitovia
Acpcobg

OIpO riapO'I'Uipnonoec.qc via Cutavwvn iocuvac

Ava*optx6 pc in oxt'itO pc io mo ttdvw 8tpa alir|0/] oa<; oio Kivtpo Exnai6cutixn<;
Epcuvat KOl ASioA6ynoo<; nptpopnviai 23/7/2012. ItAnpocpopcioit 6ti io aliripd oa<;
yw OittaYuiY'l tpcuva? pc xw6ix6 tpcuvo? 197936. pc 6tpa «The influonce ol teacher
motivation on EFI students motivation and anxiety», oia nAaklia rpcuvac; yia tnv
cmPxirion 6i6axtopisou 6mAwpato<; and to Avoixtp ncvctiionlpio tn< AyyAia?.
CYxpivtiai Nociioi 6ti 6a AdPttt undipo oa<; tic; cionydotK tou Ktvipou
Exttaidcutixr® Epcuvac; xai AEioA6yoon<;. oi onoicc; tnicuvirrriovTai. xai 6a inp/|actc
1H axdAouOcc; itpo(jtio9toti<;

1.6a cMooipaAkjctc tr] ouyxatdScon iuiv PituOuvtwv tui* oyoAtiuiv to ottola 6a
ouppcidoxouv otnv iptuva.

2.n ouppnoxiT twv paOptwv xai iwv txttaiOcutixwv otnv tpcuva 6a civai
npoatpetixiV

3.6a c(ao<paAiottc in Ypam/| ouyxaidécon twv yoviuv twv paOntwv ttou 6a
aupptidaxouv oinv tpcuva

4 6a ClaaipaAiocic in ypatttn ouyxatdOcan uov cxnai&cuiixuiv trou 6a
auppcidoxouv otnv tpcuva

5.6¢ 60 cirnpcaoOct 0 6i60xtix6" xP*yo< xai n opaAn Acnoopylo twv oxoAciwv yia in
6iciaywY” tni ipcuvac;

6.6a X,Hotl,t 10 otoixcia twv tpttAcxopCww pc titoto tpdno. wore va
Btao<paAtotci ttAnpwi; n avwvupia touc;,

xpx>?0-t ;oitnnpoiMBagn<>ti«x to~to.wmiwvwu.MxieYKi tiovpwi

\fdafga_c nrtaAmexd IMAREe
Ink 22800 600fill 22x2A266 KMOAI(o hitp /wwnfnove.pdv.cy


http://www.fnovc.pdv.cy

w
7.yia Tr) XPH™n payvgToepujvou g OTTOiaadqTTOTE aAAQG (jE0600u yia tuxév «aTaypacpq

gxou q eikOvag, Oa twpéttei TTpUna va ndpETE adeia ypaiTTujc otto touc
ejjttAekopevoucg (Al ottoioi Oa auppETéaaxouv koi téAog,
8.to aTTOTeAéapaTa Tqc épEuvac Oa KoivoTTOigOollv oto Y ttoupyeio riai6Elac koi

noAinopol koi OTa ctxoAefo ttou aa¢ Trapaxwpqaav oéieukoAuvoeic yia Tq

0iE™ayajyq Tqg.

Eux6paaTE xaAq ettitudo otoug EpEIMITIKOG aa¢ okottolic

Ap Zqgva ilouAAq
AieuOlvTpia
MEoqc EiaTaiOEUoqg

Translation

Subject: Consent to conduct research

With reference to your application to the Centre for Educational Research and Assessment,

date 23/7/2012, we would like to inform you that your application to conduct research code

number 197936 on "The influence of teacher motivation on EFL student’s motivation and

aaxiety” within the bounds of completing your doctorate at the Open University, U.K. This

is dependent on you taking into account the recommendation of the Centre for Educational

Research and Assessment which are attached and also that you adhere to the following

guidelines:

1 You obtain permission from the head teachers ofthe schools involved in the
research,

2. The participation of students and teachers in the research is optional,

3. You obtain written consent from the parents of the student participants,

4. You obtain written consent from the teacher participants,

5. Teaching time is not to be lost nor is the smooth running ofthe school to be
interrupted,

6. Data isto be handled in a suitable manner to maintain anonymity,

7. For the use of audio recording or any other method of recording sound or image,

written consent must first be acquired from those involved and finally,
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8. The results of the research must be made public to the Ministry of Education and
Culture and to the schools which allowed you access to conduct your research.
We wish you good luck in your research aims.

Dr Zina Poulli, Director, Secondary Education
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E2 Consent form signed by headmaster - All five signed a similar document

AHAIESH SYIKATAOKEHS AIEYQYNTfEN

O ULOVOMMES ot eeire e _
StcuQuvriy; too Auicciou no/xpiauljv, ovyKtmtiOenat arr| auppeToxii nuOptuv B teat *
Aukxiou orrjv epeuva tifc Kupiai; Mipavxa Walker £tavpou, pc mko "The influence of
leaching strategies and behaviours in the EFL classroom on student motivation and anxiety
<A kAuiotu epewnnkii<; Cpyaaiai; t) oxoia Sicdycrai jurrd axo ¢ykpioTt iou YXOUpYyeiou

nuioeia; tan llonnapoo,

AicuOuvrfK Aukeiou ilokxptdiMv

| Heéadmaster of Polcmidia Lyceum.

hereby consent to the participation of students of the second and third grade classes in
research to be conducted by Ms. Miranda J. Walker, entitled "The influence of teaching
strategies and behaviours in the EFL classroom on student motivation and anxiety" which

has already gained the approval of the Ministry of Education and Culture.
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E3 Consent form (in Greek) — for all participants

TITAOZ EPTAZIAX: The influence of teaching strategies and behaviours in the EFL
classroom on student motivation and anxiety

(H 3nlwon va cupminpwdei and tov/tmy cuppetéyova)

Hapaxaio
DIOYPOUUICTE
010 oV 16YDEL TNV
mepintwaon oog
‘Exete evipepmBei yio 10 GKOMO g £pevvog; NAI / OXI
Zag 866nke 1 evkapia va {ntnoete SlevkpviioE Kot va
oui{nmoeTe yw TV £pevvo; NAI / OXI

Tag 300nKav IKAVOTOMTIKEG anavINGE o€ OAEG TS epatnoel;  NAI / OXI
Zvykatatifeote vo AdPete pépog oy gpyacio; NAI / OXI

Zuykatotifeote va AMaPete pépog o€ cuveEVTELEES OV Ot
HAYVIITOQ®VNOO0UV: NAI / OXI

AvtopBaveste 611 eicaote elevBepot va anocvpbeite and v epyacio:
* OMOWSNHNOTE GTIYUN| TO ANOPACICETE
* yopig va ypewotel va dhoete sEnynoeig
* yopic kopio cvvénew; YES /NO

Oton: Kadnyntric / Madntig (Mapakaid vAOYPAUHIGTE AVTO TOV WGYVEL GTNV MEPITTOOT
cas)

YROYPAQI RAPTUPA ...t Hpepopnvia.............ccoveeenennnnnn.

(ONOMATEIIQNYMO ME KE®AAAIA)

.........................................................................
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Consent form for all participants — translated into English

TITLE OF PROJECT: The influence of teaching strategies and behaviours in the

(The participant should complete the whole of this sheet himself/herself)

EFL classroom on student motivation and anxiety

Please underline as necessary

Have you been informed about the project? YES /NO

Have you had an opportunity to ask questions and to
discuss the study? YES /NO

Have you received satisfactory answers to all of your questions? YES /NO

Do you consent to participate in the study? YES/NO

Do you consent to take part in interviews where audio recordings will

be made? YES /NO
Do you understand that you are free to withdraw from the study:

* at any time and

* without having to give a reason for withdrawing and

* without suffering any consequences? YES /NO

Status: Teacher / student (Please underline as necessary)

Signature of WItNESS ................cccoooeiiiirinviiennne. Date ........ccccoeennnenne.

(NAME IN BLOCK LETTERS) ......ooviniiiiiiiiicccec e,
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Parental consent form (in Greek) — for participation in student interviews

TITAOL EPTAZIAL: The influence of teaching strategies and behaviours in the EFL classroom on
student motivation and anxiety

To epwmuartoroylo xopnyeitar pe myv £ykpion tov Yrovpysiov Madeiag xon IMoAtniopovw.

(H dnAmon va cvpainpwoei and tov/mv ovppetéyovia)
Hopaxala vroypoupiote
avTo MOV 1oYVEL TNV

nepinrtwon cog
‘Exete evmpuepadei yia to oxond mg épevvag; NAI / OX1
Zag 600nke N evkapia va {nToeTe DIEVKPIVIIBELS KO Vo
SV{NTMGCETE Yia ™MV £pEvVA; NAI / OXI
Tag 606nKkav 1KAvOmONTIKEG ANAVTAGELS OF OAEG TIC EPOTIOELS; NAI / OXI
ZuykatatiBeote vo AaPete pépog omyv epyocia; NAI / OXI

AvtihapBaveste 0T cicaote eAevBepor va anocupbeite amd v epyacio:
* OmOOANTOTE GTIYUT) TO ONOPACGIGETE
* yopig va yperootel va docete eEnynoeig
* yopig kopia cvvéneia; NAI / OX1

YROYPAPY ...eoeoviiiverncncviincieiincininennnenenn.. Hpgpopqvia...... TRRpa ...............
(Ovopatendvupo padnm ME KEQAAAIA) ...

ZYTKATAGEIH FONEA/KHAEMONA

O/H vroyeypappévod/n ..

natspag/pntspa/xnﬁepovag tov/mg mMo TAVE pu(-)nrn/paenrplag Snvaw on cuymwnespm T0

noudi pov va Aafer pépog oty epyasia aut. Emeuldcom oto naidi pov to Sikeiopa va arosvpBei
ané mv épevva av Kan 6roTe To emBupnosL.

YROYPEPH ...coovvvneireecrievevvrcvisseinne i en e ssssenesiesenee. HPREPOPNVEG. ...,
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Parental consent form (translation) — for participation in student interviews

TITLE OF PROJECT: The influence of teaching strategies and behaviours in the EFL classroom on
student motivation and anxiety

The questionnaires have been approved by the Ministry of Education

(The participant should complete the first part of this consent form)
Please underline as

necessary

Have you been informed about the project? YES /NO
Have you had an opportunity to ask questions and to
discuss the study? YES /NO
Have you received satisfactory answers to all of your questions? YES/NO
Do you consent to participate in the study? YES/NO
Do you understand that you are free to withdraw from the study:

* at any time and

* without having to give a reason for withdrawing and

* without suffering any consequences? YES/NO

Signed .........ocoovviiinnninne v, Date . Class ............

(Name of student in BLOCK LETTERS) ...

PARENTAL CONSENT

O .. as father / mother / guardian give my consent for my child to take
part in your pro_;ect l reserve the nght for my child to withdraw from the project if and when he may

chooseto do so.

Signed .......coooveveiiiiii e s Date .......ovvvevvervnveerannn,
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E4: Consent for the use of instruments from their authors

Friday, March 02, 2012 12:14:45 AM

It's nice to meet you, and I appreciate your interest in my work.

Subject to the usual requirements for acknowledgment, I am pleased to grant you permission to use
the Foreign Language Classroom Anxiety Scale in your research. Specifically, you must
acknowledge my authorship of the FLCAS in any oral or written reports of your research. I also
request that you inform me of your findings. Some scoring information about the FLCAS
instruments can be found in my book Becoming a Language Teacher: A Practical Guide to Second
Language Learning and Teaching, Allyn and Bacon, 2008 (second edition forthcoming).

Best wishes on your project.
Sincerely,
Elaine K. Horwitz

Thursday. March 01, 2012 14:25:55 PM

Hi Miranda

Of course vou can use the TAS in any way you see fit.
Panayiotis

Dr. Panayiotis Panavides

(BSc. MSec. PhD in Educational Measurement)
Secondary Mathematics Education, Cyprus
Assaciate lecturer, University of Nicosia

25/11/2011
Dear Miranda,

Thank you for your e-mail and for your interest inmy work. You are welcome to use those

scales.
I would like to wish you all the best to your studies,

Zoltan

Zoltan Déryei

Professor of Psycholinguistics

School of English Studies, University of Nottingham
University Park, Nottingham NG7 2RD, United Kingdom
Tel +44 115 951 5904 Fax: +44 115 951 5924

http/www.nottingham.ac.uk/english/researchveraVdoku.php? id=people zoltan
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Appendix F:

F1 Student interview schedule — in Greek

[TpoBéppavon

L.

Zag apioer n expadnon mg AyyAknig YAOooog (o€ YeVIKES Ypappés 6TO oolsio

Ka1 ota Wuitepa);

2. T oag apéoer meprocdTEPO Kat AtydTEPO OTO uabnua TwV AyyAMKoOV;

Epomioeig Odnyog ouvévrevtng

1. Zoppava pe tovg Mapaxivntikég otpatnyikég dwaokaliog givon
pabnTic kan Tovg TOPUAKWVITIKEG TEXVIKEG OV YPTICIUOTOIOVVION
EKTAEVTIKOVG, cuvveldnTa 1 evoTKTwd g amd kadnyntés Ayyiic
TOLEC OTPATITYIKEG oV TpaxTikn g Swackaring Tovg.
Sdaoxaliog & 1. Tlowrg atpatnyikéc & CUUTEPUPOPES TAPAKIVODY
CVUTEPLPOPES 10 EVOWQEPOV GOV TEPLOCOTEPO;
RAPAKIVOUV TOVG 2. Tloweg otpatykés & cupumeppopis TapaKivovy
pabnric oo pabnpa T0 EVIWPEPOV GOV AtyOTEpO;

TOV AYYAMKOV;

Ynrapyer oyxéon
petald ™ ypon
CTPATYIKDV
Sdaoxalriag oy
TaEN Kar To KiviyTpo
TV pabnTav;

PN

Nopilew nog N kadnpmrpa cov avayvepiler
nowt padntég oty TGN Exouvv Wwritepo
evowgépov / 1) kaBohov evéuapépov yua to
padnpa tov AyyAikav;

‘Exeg mepiocotepo 1) Aydtepo evdwpépov oto
pédnua tov AyyAkav Topa and 6, Tt gixeg Tov
OxtdBpo; 'H dev éxe1g mapatmpricer Kapio
ardoyny;

Tt vopiles 6T mpokddece avti) TV ahhayi);
Yndpyer kart mov 8a ROekec va gixe ahhaset;
Zov apéoel va Sovkevelg o opdda;

20V apECEL VO KAVELS TAPOVGIAGELS KAl EPYACIES
TUTOL project; Zov Jivetar 1) evkapia vo KAvelg
TOPOVGILCES Kt EpYRGiES TUMOL project;

Yrapye oyion
peTaly T xpiion
STPATYIKDV
ddaokalriag oy
TGEN Kal To evinedo

ayyog TV pabnTav;

10.

11

12.
13.

Ao0dveoar ayywpévog/n oto padnua Tav
ayyhMkaov; Av vat, Tote / ywari;

Yndpyet kdtt to omoio kavel i kabnynrpua cov,
1 6o popPovOE va KAVEL, Y VO avaKoLQicEr 1
va 10 anofdAsl To &y oG Gov;

Mo cuykekpéva, TOEG CTPATIYIKEG GOV
TPOKaAoOV &yX0G;

TMoweg atpatiyikés avakovgiovv to dyyog cov;
Eiom nepiocotepo 1) Atydtepo ayywpévog / 1 610
pédnpa tev Ayyhikdv ard tov Oxtappio; Na
nolovg Adyovg; Eav o eninedo tov dyyovg cov
dev éxer aAragel, mag Ba afodoyodoeg o
eMinNedo 1OV dyyovg oov; Mropeig va e&nynoey
ywati oupPaivel avtd;
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English translation
Warm up

1. Do you like learning English (in general: school and private lessons)?

2. What aspects do you look forward to and what do you find less appealing in your

English lessons?

Research Questions Interview guide
1) According to students Motivational teaching strategies are motivational
and teachers, which techniques used consciously or instinctively by EFL
teaching strategies and teachers in their teaching practice. Motivational
behaviours metivate EFL behaviours are teacher behaviours intended to
classroom learners? motivate students.

3. Which strategies and behaviours do you find

most motivating?
4. Which strategies and behaviours do you find
least motivating?

2) Is there an association 5. Do you think your teacher is aware of any
between the reported particularly motivated or de-motivated
nature and frequency of use students in your class?
of teaching strategies and 6. Are you more or less motivated in your
behaviours in the EFL English lessons now than in October? Or
classroom and student have you not noticed any change?
motivation at two different 7. What do you think has caused this change?
points of the academic year 8. Is there anything you would have liked to
and, if so, to what extent? have changed / what did you hope would

happen in terms of teacher motivating them?

9. Do you find group work motivating?

10. Do you find preparing presentations and
projects motivating? Are you given the
opportunity to do presentations and projects?

3) Is there an association 11. Do you get anxious in your English lessons?

between the reported If so, when / yvhy?

nature and frequency of use 12. Is there anyﬂung your teacher fioes, or cpuld

of teaching strategies and do, to alleviate this or prevent it happening?

. . 13. More specifically, which strategies do you
behaviours in the EFL find anxicty provoking?

classroom and FL anxiety 14. Which strategies do you find anxiety

at two different points of alleviating?

the academic year and, if 15. Are you more or less anxious in your EFL
so, to what extent? lessons than in October? In what ways? For

what reasons?

16. If your anxiety level has not changed, how
would you rate your anxiety level? Can you
explain why this is?
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F2 Teacher interview schedule

Hpobippaven

1. Tléca ypovia S1ddokerte;

2. Eicaote evyopriompévn @étog pe ta tuMpata cag;

Epomjpara

Odny6g ovvévreving

Zoppwva pe Tovg
padnTig kan Toug
EKTAWDEVTIKOVG, TOLEG
OTPATIVIKES
Sdackadiog &
OVPREPIPOPES
RAPUAKIVOUV TOVG
pabntic oTo padnpa
TOV AYYAIKOV;

Mopaxvitikég otpatycés Swaokariog givan
TOPAKIVIITIKEG TEXVIKEG OV YPNOHOTOOVVINL CUVEDNTA 1)
EVOTIKTOOMG and Kadyntés AyyAkig OTNV TPAKTIKN THG
dwaokaliog Tovg.

1. "Exete ovyxkexpipévoug tpémovg dwbackadiog mov

MOTEVETE  OTL  MPOYUATIKE  TAPAKIVOUV 1O
evlwQEpov Tav padntav; Ga propodoate va, pov
dwoete pepkd mapadeiypata;

Yrapyer oyéon peralv
™ xpiion
STPATIYIKAV
ddaokaliag ety
TaEn xa To Kiviyrpo
TOV pabnrov;

Yrapyovv padntég otnv 1aén ot omoiol £xovv
Wwitepo evdurpépov / N kaBoAov eviupépov yun
T0 padnpa twv AyyAkov;

Iog propeite va avayvopisete 1o eninedo tov
EVOPEPOVTOG TOV HABNTOV;

Tt vopilete 611 mapakivel nepiocdtepo 10
evéwpépov Tav pabntov cag (oc yevikég
YPOppES) péca oTo pabnua;

Mnnog GuvedNTad KAVETE KATL Y VO TAPAKIVEITE
70 EVOPEPOV TV HaBNTOV;

Avelapmro and to 1L Afer t0 Yrovpysio,
mMOoTEVETE 0T 01 padnTég evbupépovian
REPIOGOTEPO OTAV EPYALOVTAL GE OUADES;

Tov ZentéuPpro tov 2013 157 pabnréc kKAnBnkav
V& CNUEDCOVY Tig oTpatnykés Sidackaliog Tov
TPOTIUOVV GTO pabnpa Tev ayyiikav. Eypayav
ouvoro 92 oet onpedoewy Kk o€ 35 and avtd
dhwoav 411 N opad KN Epyacio TOVG MAPAKIVEL
neplocotepo 10 eviwpépov. IThotevete nwg sivar
duvatd va yiver opadikn epyacio pe Gha ta
TUNpaTo,

22 and avtd SMiwoav OTL TOUg MAPUKIVEL TO
gvo1PEPOV VL KAVOUV TAPOVCIACEL; KOl EPYOTIES
Tomov project. An6 TV sumeipia cog, VAEPXEL
eMkpivég  evdwpépov;  YapYouv  mpOKTIKEG
Svokolisg ywx Tov kadmymi;

@a propodoate va pov neite Tpei supPovdéc mov
0a Sivate oe GhAov ekmadevtkd {nrdvrag
TPOMOVG YW Vo TAPAKIVAGEL TO evOlapépoV TV

pabntaov tov;

Ynapyer oyéon peradv

10. Yréapyovv podntés oty 165N cag pe dyxog;
11. Téx evtomilete Tovg padntég pe dyyog;

™ xpion /TOMILETE T (
STPATNYIKDV 12. T vouilete ot1 kdver TOUG pgenteg oag (o€
owdackaliag ety YEVIKEG YPUUHEG) TTIO OYYOUEVOVS;
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ratn ko o eminedo
ayyog Tov pabnrav;

13. Mg cuvedntd KAVETE KATL Y10 VO HEVDGETE
UE Gyyog TV pabntov;
14. Otav {ftnoa and tovg pobntég va
BaBuoloyioovy Ty onpacia mov £xovv
OPIOUEVEG TUPUKIVIITIKEG OTPUTNYIKEG OTN
HEIMGT TOV GyYovg 6TO Pabnua v AyyAkadv,
Badpordynoav Tig axdrovleg S wg Tig Mo
ONUAVTIKEG:
Tnv ewcaywyn kot evOappuven YOVHoP Kot YEAMO GLYVE GTO
pabnpa
H dnpovpyia pog kakng oxéomg pe Toug padntég and tov
kofnynth
Zefaopog Kot evOPEPoV TPog avTovs and Tov kednynm
Zapeic 0dnyieg anod tov xabnynm
Ortav ot fabpoi Pasiloviar 6yt pévo oy anddoon twv
padnTév, oAl ko oty tpoonadew tov KataPdiovy
Oa 05AaTE VO KAVETE OTOOVONTOTE GXOAO CYETIKA HE TA IO
névew; Nog motedere 611 propovv va emtevyBovv o1 ev
Aoyo otpatyég; Yrapyovv evdexdpeveg duoxolieg oty
VAOTOINCT] AVTAV;
15. Edv enpdkerro va ddoete o€ GAAOV ektadeuTIKd
TPEIG CVUPOVALG GYETIKG PE TOVG TPOTOVG Yut TN
HEimOM TOL AyYOVg TV padntav, o Ha HTav
aVTEC;

English translation

Warm up

1. How many years have you been teaching?

2. Are you enjoying teaching your classes this year?

Research Questions

Interview guide

1) According to
students and teachers,
which teaching
strategies and
behaviours motivate
EFL classroom
Jearners?

Motivational teaching strategies are motivational techniques
used consciously or instinctively by EFL teachers in their
teaching practice. Motivational behaviours are teacher
behaviours intended to motivate students.
1. Do you have particular ways of teaching that you
find really motivates students? Could you please
give me some examples?

2) Is there an
association between
the reported nature
and frequency of use
of teaching strategies
and behaviours in the
EFL classroom and
student motivation at
two different points of
the academic year

2. Are you aware of any particularly motivated or de-

motivated students in your class?

How do you recognise’student motivation?

4. What do you think makes your students (in general)
most motivated?

5. Do you consciously do anything to increase student
motivation?

6. Irrespective of what we are told by the Ministry, do
you believe students are more motivated when they
work in groups?

w
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and, if so, to what 7. In September 2013 157 students were asked to note
down what they find motivating in the EFL
classroom. They produce 92 sets of data and in these
35 stated that they found group work motivating. Do
you find group work to be possible with all your
classes?

8. In the same data set, 22 stated that they found
student projects and presentations motivating. In
your experience, is there a genuine interest among
students for these? Do you feel there practical
difficulties for the teacher nvolved in these?

9. Could you please give me three pieces of advice that
would you give to another teacher asking for ways
to motivate EFL students?

3) Is there an 10. Are you aware of any anxious students in your

association between . ;‘aSS?d ccogaise student anxicty?

. How do you r ?

the reported nature 12. What do you think makes your students (in general)

and frequency of use most anxious?

of teaching strategies 13. Do you consciously do anything to reduce student

and behaviours in the anxiety?

EFL classroom and 14. When asked to rank the importance they believe

certain motivational strategies and behaviours to

extent?

FL anxiety at two have in reducing their foreign language anxiety, the
different points of the students rated the following 5 as the most important:
academic year and, if | Bring in and encourage humour and laughter frequently in
so, to what extent? your class

Establish a good relationship with your students
Show students that you respect, accept and care about each
of them
Give clear instructions
Make sure grades reflect not only the students’ achievement
but also the effort they put into in the task
Would you like to make any comments about these? How
can these strategies be achieved? Are there any potential
difficulties in realising these?

15. If you were to give another teacher three pieces of

advice regarding ways to reduce student FL anxiety,

what would they be?
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Appendix G: Interview comments in original language

The interview comments in Greek below have been translated and used in the thesis. The
codes in brackets facilitate identification of the quotes.

G1 Teacher interview comments

Koppat and Bivieo, éva piiuaxi iy éva tpayovdaki. No amevOovouoote oTIC TPOTOTIKES
suneipiectov pabnraov (T52-1)

Miléue yra 1o evoragépov toug kai ta mpofiuaro tovs (T52-2)

An6 ta wavra. Ard Tov poémo mov ko1tadel awo 1o Tl kavel ... and ta Piflia rovg (T52-3)
Ipdrta, va unv eival ayywpévos o i0106... 010T1 uetapépetal to ayyos. Na tovg mel otovs O
éAeya mawg doviedovy mapa mave drav dovisdovy dbo odo (T52-4)

...Orav dokiudlw pe 2wpo w¢ ovvibng 600 60vAebOVY, dDO UIAGVE Y10 TOOOoPALPO 1
uoda... Kar axoua oy1 6ies o1 ouddes epyalovrar. Eivai Oa édeya yaouo ypévo. Ot tovg
apéael, apéael 1ov¢ alla kovfeviiaovy... 2To 6wpo ws ovvibwg dovieder modd wpaian
ouaoda (T52-5).

paBnTéG 611 HETPODY dIGYOpa.... va Exel Kad ayéon pali tovs... (T52-6)

Na kataidfet o padnric mwg avtos dev eivai pévo tov Pifliov. Kamoior pabnréc 8élovv
o1yovpid tovg ka1 1o Pifiio eivai n oryovpia rovg (T41-1)

H eyéon petald rovs kot n oyéon pag padi tovg (T41-2)

To 2wpa 6RAVIA KAVOVUE OE OPGOES OLOTI IV TOVS TOAD evilapépel. To evdiapépov tovg Ba
Ueiver ¢ mov va. dovv 0 OEua alld petd kavoov switch off (T41-3)

Na aic0averai o idrog averos. Na {épel to avtikeiuevo tov. Na cioal evéliktoc. @édel modd
dovieia np1v umet oy 16én. Na eival giAixog oy apyn kaiva farer éva Qéuo n 1payodor
va tovs Tpapnler to evorapépov. (T41-4).

0 AyY0¢ T0VS T0 £XOVV UeTd amo 1o daywvicua (T41-5)

Iavto ovykevipawvoual ato Oéua e yoyoloyiac ... va tovg Eexabapiowm 6t wepiuévo and

tov xaféva (T51-1)
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It’s a matter of training ... dev eiuai aiyovpn 6vi the benefits they get are so... it 's worth it
anyway. Olovv ndpa moAd training xau pe 25 pabnéc kat iowe va uny
evorapépovral ... IIpémel va 6waoels polo aTov kabevos ... £0b KAVEIS £ta1... £0D aiAidc...
1600 xpovo va kavew eyd yia training aldd eivat kald Suws. Apéokel atove pabntéc. Ka
wadi Ba 1o kave 2-3 gopég 1o ypévo (T51-2).
Elagpds alia iows eneidn onaler m povriva (T51-3).
H 10éa tovg apéoer (T51-4)
Na giga1 éroyog va tovs kaveig pia epayman wov va umopéoovy va araviheovv. Oyt va tov
umnepoéyer. EvBappove tov amo exei kai yeta ddoe Tov kdti mio dvoxolo. Ziyovpa va
sexvioels ano kdarw (T51-5).
0 pabntng eivar kabpéptns kai 6Tt Tov deiyvels oov deiyver (T 22-1)
G2 Student interview comments (in alphabetical order)
| Alexandros 1 O ka@nynuicva pidd oav va ipaote oovourniixol ki va ypnoiuomnoici ta péoa
mov ypnaiponotody o1 véoi. Na ipaote 1axvr. Na unv Biémel tov avtd tov avartepo
Alexandros 2 Na maile: tov diktd10pa oy 161, v KGVEl OT1 ival avadTepa Kal va unv
Aaupaver vmoyn ™ aroyn Twv ualnrov
Alexandros 3 I'evika pov apéaovv o161t 1a ayyiika eival wpaia ylwooa, eivar motivating
alda e tn ovykekpiuivy kalnyntpia dev eival wpaio
Nai
Alexandros 4 uov apéoovv ta ayylika
Alexandros 5 apodéyyion
Alexandros 6 icw¢ va raipvaue ka1 ueic HY om tadn
Anna 1 Aiyo Atyérepo yiati gipai mo xovpaouévy
Anna 2 Orav épBei mio KOVTG TOVS Katl TOVG UIANOEL... PPIOKEl TOVS KAmOI0 ()pa povovs Tovs
Kal £€nya Tovg KATola IPAYUATA. .. va. yivovy mio familiar ... va épBovy mio kovia... va yivovv

pilot ac modue aiyovpa o puabnuic Oa viwbe: mo dvera pe o kablnynmi kai e Tovg

ovppadntis v
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Anna 3 I'evika mov urikeg o€ pia ai@ovea mov dev Eava UTHKES mOTé 60U ... ATOUA TOV OEV
éxeic del moté ot {wn 6ov 1 dev Tovg Eépeig kald mpoxalei 6ov ayyos... oiyovpa ox1 wavra
1000 ToAD aiAd oiyovpa evoylei oe T0 va gioal yopw amé d1apopovs pabntéc wov dev
YYOPICEIS KA VA IPEREL VO UILAS

Anna 4 Movo ta npata pabnuata yiati dev Eépeig tov kalnynti 1 tovg coupadntés eov
Danae | Only she only gives attention to the yAdgteg ka1 ot ondoUATO

Danae 2 av eivai Aiyo mo fabd to uaOnua

Danae 3 npénel va givai kai piiikdg o kabnynme

Danae 42:iyovpa Ba ue Gyywve, ayywvouar ToAd edkola ey@m kai vipémopal allé aiyovpa
oo Tavemotjuio Ba mpénel va TaPoOVOIGTW UTPOGTE OTOV KOOUO

Danae 5 Na gov ww, dy1... Mov apéael va doviedw puovn pov n ue ™ ooupadntpia poo, ™
oriaviy pov

Danae 6 ITepiooortepec taivieg oot mpayuatikd fonbodv tnv uabnon e Ayylikns yAdeoag
Kal TIPOPopa

Eleni 1 Aryotepa dion mpémer va kavovpue OAA pe my waln

Eleni 2 Nai va fitav mo cAe00epa.. va KAVOVUE I0AEIUUATO KO VA HTAY TTIO PIAIKN UE TOVS
nontéc...

Eleni 3 Nai, éra1 fonBodue o évag 10v dAio kar viobw aopdieia

Eleni 4 Me npoxalodv ayyos (PRESENTATION)

Elen 5 H KaOnynIp1a vo Oeiy Vel TS DIEPAVOD ...

Eleni 6 Na vidfw newg 1 kadnyRipio uov ayomws ue Kai EVOLaPEPETAL YIX UEVO KAl
evBappover ue

Elina 1 Eyo apywm k1 pwvalel kat faigl GAA0 kot yio avT6 Oev anKdve To XEpt pov Tidpa.
Elina 2 Nu kavet kavéva aotcio, va unv eivai oovéyeia ue ta uovtpa ... Na unv pwvade
Elina 3 I'ia 11 dev pov apéoer n kabnyitpia.

Elina 4 Orav dovAevovue o€ opada kai 6tav ue evlappive o kaOnynuic

Elina 5 A1yotepo Enaidn) vidoBerg xohOtepa; Oy, ene1dn otauatnon va evolapépopuat
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Elsie | Orav pag npoofiaiet

Elsie 2 Mropovue va ypawovuse meddpec ac éxlean ka mad1 BalerN kar 19. Aev éxel oyéon
T1 YPAPOVUE

Elsie 3 dev evoiagéperai kai €101 dev ayywviouaote

Elsie 4 mpocfaie ue, kai nrav adikn podi yov

Joanna 1 mépa wavw aoxijoeis wov Oa ue fonboiboe oro erinedo mov cinal rapa ... o
XOUNAO TO ETIMEIO A0 OTI MEPIUEVA KA DEV UE EVOIAPEPEI TAEOV 1] YPOUUATIKY

Joanna 2 Ilapa nave aoxnoeic mov Ba ue fonboiee ato eminedo mov eipal Tdpa.. yia g
eleraoeigtov IELTS kai mov Oa maw mavemomuio kal va unv uov Bdiet present simple and
present continuous

Joseph dev éyw mpofinua alia mpotiud va unv kéave

Kyriaki Na pag deiéer o kaOnynnic kan yia va éyovue 10éa 11t éAel kau uetd va kavel o kale
KaBnyntHc 10 1K6 TOL OAV OUGOO

Leonidas 1 Av railaue mapa navw rayviola. Bagika av diapopetikd ro uabnua
Leonidas 2 av éyeic amopies, umopeic va 1g KAVEIGKaL va Tig ADoEelS

Leonidas 3 Zmpv apyi cixa Aiyn. ¢ mov va dw moiog kadnyntic frav va épber kat wdds Oa
nrav

Michaela 1 KaBéAov extéc and yia to fabué uerd ano 1o npwto diaydvicua

Michaela 2 IIpogopixé tav gival Gyveooto mpayua

Michaela 3 Na yivel kamola epyacia kai 61 VO T0 OIGYAVIOUA...

Michaela 4 400 1o mpdTo TETPAUNVO KAt £va TO JEDTEPO

Michaela 5 Na uov ne1 61 dev meipdder

Michaela 6 Tepioadrepo 16w dev {épw 1 fabud Oa maow

Michaela 7 Na uov Jeiler éva péidep kat ...

Michacla 8 Na uag piAnoe! anid

Michaela 9 Miyérepo 1o eivai uafnpa wov dev yperagouar

Panayiotis 1 otaudmmoa va evolapépoual
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Panayiotis 2 416wt 6tav umixa ket eida wog eival 10 palnua éxaca 1 evéiapéipov
Panayioti.s 3 éyeic devtepdlemra puévo va anavticeis

Panayiotis 4 To va kavovue anpocidorointo diaywviouara

Penelope 1 I'ta puéva Eéper ... Aalad ¢ to

Victoria 1 Karote .. av eivai k@t mov dev EéEpw oav ypouatikn

Victoria 2 na kataldfer 6t Exw ayyog ko advvauio kol va unv pov Paier uévo suéva
Victoria 3 Av ww kdtn AaBog va pov kavel gav aoteio

Victoria 4 dev éypaya kald ato diaydvieua kal poféual yia 1o fabué pov

Victoria 5 Ilepioadtepo S10t1 dev Eypaya KAAG 0T0 O1ayvIoua kal pofduai yia to fofué
Hov

Yiota | Eéper alla dev kavel tinote

Yiota 2 &ida TS eival HovoTovo to uanua xai dev alrader kai £161 dev ue evorapépel obdre
euéva

Yiota 3 dev divaue onuacia. AN divaue onpacio nrav va uag ayywoer 016t1 Gopmver pog.

dofidoal va yniaeeis 10 yépi oov ... AN apynoeigva anaviioeis faiel GAAo, dev mepipuéve.
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Appendix H: Interview data
HI: Teacher interview #53 22 years of experience, female, interview conducted in

English, 09/04/2014

, £%Q2 and (2QT

Interviewer's question Interviewee's reply
Do you have particular ways of  ves ofcourse. 1basically do
teaching that you find really show them extractsfrom
motivate students? Could you but dialogues Sometimes I

please give me some examples? vantor authentic material, or ljust ask
them to interview each other

Yes, in every classsome students are more
motivated than others. Certain students are

more engaged than others in the lesson

Are you aware ofany
particularly motivated or de-
motivated students in your

class?
3. How do you recognise student They are eager to answer questions and to
motivation? share their own ideas, to expand on ideas

What do you think makes your iersfizjg 'Midralamnito d

students (in general) most
motivated?

5. Do you consciously do anything
to increase student motivation?

Yes, l employ differentteaching strategies to
help the understanding o fthe textand also |
integrate\ M&ztw Ijmtfafo

No, ifa class has students with attention

6. Irrespective of what we are told
deficiency, group work doesn 7always bring

by the Ministry, do you believe
students are more motivated
when they work in groups?

about the best results. In this case | have to
employ differenttechniquesto increase their

|focus during class

7. In September 2013 157 students  No..
were asked to note down what Is there a difference between the 2 hour and the

they find motivating in the EFL 4 hour course?
classroom. They produced 92 No, itall depends on the students|. Ifl have a
sets of data and in these 35 classfor 2periods a week and they are very
stated that they found group good...yes... | can try and use group work
work motivating. Do you find
group work is possible with all
your classes?

In the same data set, 22 stated
that they found student projects
and presentations motivating. In
your experience, is there a
genuine interest among students
for these? Do you feel there are
practical difficulties for the
teacher involved in these?
Could you please give me two
or three pieces of advice that
would you give to another

Not all students can do it butprojects can
Btudentsin a more acti  way. But in
this case they need more guidance. Especially

in the initialdevelopmentstage.

Firstofall to have a good relationship, to be
Y&FY Understanding, to make his or her gfcson
more interesting, to leave them to take partand

ffE Ness theirfeelings... Show their
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teacher asking for ways to
motivate EFL students?

10. Are you aware of any anxious
students in your class?

11 How do you recognise student
anxiety?

12. What do you think makes your
students (in general) most
anxious?

13. Do you consciously do anything
to reduce student anxiety?

14. When asked to rank the
importance they believe certain
motivational strategies and
behaviours to have in reducing
their foreign language anxiety,
the students rated the following
5 as the most important:

Bring in and encourage humour and
laughter frequently in your class
Establish a good relationship with your
students

Show students that you respect, accept
and care about each of them

Give clear instructions

Make sure grades reflect not only the
students' achievement but also the
effort they put into in the task

Would you like to make any comments
about these? How can these strategies
be achieved? Are there any potential
difficulties in realising these?

1s. If you were to give another
teacher two or three pieces of
advice regarding ways to reduce
student FL anxiety, what would
they be?

knowledge ... all this stuffand to bring
authentic material in to class and everything |
said before.

Wellyes, especially the 3rdclass. Almost all are
very let’s say anxious... they have

%hout the results of their exat*”jhow much
they need to study...they are sometimes looking
very very tired. There is a stage in their lives,
and this is it, they an adolescents and they an
anxious about a number ofissues in tlicit
lives...and how | understand it... their reaction.
They are ready to havefights and to express
theirangerand all this stuff.

I believeimm and espedallVPW ttA and the
last thing which I think is tojuggle their
studying with their social life

ljust try to communicate with them to In
\iiendI\... to make them feel that they have a
compassionate and willing listener in me

They are notonlypossible but whatwe should
do but how we should teach them. | absolutely
agree

bite could use a VMHOfiiM GW Mti(§tW dTt8tM ¥KiiOh*l

rdtixefland what can Isay and to give them the
and sav something even

to make them feelrelaxed... Some subjects

need to be handled with seriousness ... itis

good to havejokes butsome things need more.

Ifthe subjectis serious the student will react

with seriousness. Itis necessary to have trust.

pleasant environment.
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H2: Student Interview #13 5401 Grade 20. Age 17-18, Male. 27/3/2014. Conducted in
English at the student's request. ANTONIS

FLCAI A: 18, B: 18

Personal Motivation Score A: 22, B: 22

RQ2 and |
Interviewer's question Interviewee's reply
1 Which strategies and I don t want them to go by the book...they are
behaviours do you find notso one-sided... they utilise differentaspects
most motivating? oflearning...from social mediafor

example..anddifferentsources ofinformation...
Also Ido not believe thatone shouldjustgive
ones opinions and all listen to one opinion. The
teachershould make the \ludcuts aware oj ill£
fyipdr/iiiiL i o] tin AWjftB... and what one is
learning at a specifictime. The h athershould
WWWMWifhMbWVWWWTIR: students so jhat
the students earn to eel a betterunderstanding of
what they are discusstn.itami learning.

How do you like the teacher’s approach to be?
Do you prefer a more traditional approach or a
friendlier one...?

of all it attracts the audience ofthe students it

Rousts morale also.

fanstaut cxcrvOBAIlwould love a little
conversation, notjustoutoftopic butalso
related to the lesson. I think it makes us more
interestedand more involved.

Obviously, ofcourse. But I do not think thatsuch
steps are taken to change this.

2. Which strategies and
behaviours do you find
least motivating?

3. Do you think your teacher
is aware of any
particularly motivated or
de-motivated students in
your class?

4. Are you more or less
motivated in your English
lessons now than in
October? Or have you not
noticed any change?

5. Ifyou have noticed a
change, what do you think
has caused this change?

6. Is there anything you
would have liked to have
changed with regard to the
ways in which your
teacher tries to motivate

Itis affected by various ways, it may be external
things. Itcould befrom how Ifelt lastyear.

There is not much changefor me really.

lie have a ridiculous amount oj exercises. It is
monotonous and dull thesame thingjust with
lifferentexercises. So | would definitelydo some
afferentthings to change the subject. Many
iafferentthings insteado fexercises... \ome
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10.

11.

12.

13.

you and your fellow

conversation” like I said before...orperhaps do
students?

something that has an indirectcorrelation to the
subject.

Your teacher usually asks
you to work individually I of attention from the other member of the groups
imagine, do you find as | give them. As itis something different. I am
group work motivating? all for it, why not?,
Do you find preparing Yes. why not” Although | must he honest, 1am a
presentations and projects little bit lazy aboutpresentations. 1 would be
motivating? Are you given Vveryexcited about presenting something.
the opportunity to do Are you given the opportunity to present things?
presentations and Thisyear to be honest Iwasn j reallygiven much
projects? If your teacher opportunity. The subjects are so one sided that
offered you the chance to0  you can barelyproduce... notproduce...
prepare a projector creative... be creative.
presentation, would you? Excellent. What about projects, you said that you
are a little bit lazy. Would you be prepared to
spend time working on a project?
Well, like I said before... 1am very... | have the

Of course&so long as / receive the same amount

resolve to do a project, a good one, >nlvwhen |

have an interestin the subjectoftheproject. So
ifsomeone is interested in what they do thev will
fe

Do you get anxious in No...

your English lessons? If

so, when / why? If not:

And why do you think you

don’t feel anxious?

Is there anything your Let me turn that into a hypothetical question as

teacher does, or could do,  Yyou have no stress. If you were anxious, what

to alleviate this or prevent ~ might help you?

it happening? [/ would have higher morale ifthe teacher
covered more in-depth when itcomes to the
sabject . iflreceivedgreater support from the
mmibHUnd”"D BB iP Andalso
basically ifat the beginning ofthe lesson when
1U haw a new subject the leather should start
from a much easier... even start from the very
basics before getting in to depth on the subject

More specifically, which

strategies do you find

anxiety provoking?

Which strategies do you

find anxiety alleviating?

Are you more or less

anxious in your EFL

lessons than in October?

In what ways? For what

reasons? If your anxiety

level has not changed,

how would you rate your

anxiety level? Can you

explain why this is?
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Appendix I: One-sample t-tests for the students’ ratings of their teacher’s

use of the MSBQ items, and the teacher’s self-rating, for seven classes

The t-values were calculated in all 136 cases, using -2 and 2 as the cut-off values. All t-

values outside the range (-2, 2) are considered significant, indicating differences between

the two scores.
MSBQ Class Class St. error  Teacher's

Class item N mean St.dev mean score t-value
11 1 24 2958 0.908 0.185 3 -0.225
11 2 24 4.083 0.776 0.158 5 -5.791
11 3 24 3708 0859 0475 4 -1.664
11 4 24 3792 0779 0159 5 -7.598
11 5 24 2,625 1.096 0224 4 -6.146
11 6 24 3.667 1.050 0214 5 -6.224
11 7 24 3.875 0.900 0.184 5 -6.124
11 8 24 2.333 0917 0.187 4 -8.906
11 9 24 4,042 0.751 0.153 5 -6.255
11 10 24 2.667 1.274 0.260 3 -1.282
11 11 24 2.458 0.932 0.190 5 -13.367
11 12 24 3.875 0.947 0.193 5 -5.820
11 13 24 1.667 0.868 0.177 3 -7.524
11 14 24 3.000 1.063 0.217 4 -4.608
11 15 24 3.667 1.239 0.253 5 -5.270
i1 16 24 2.208 1.179 0.241 4 -7.446
11 17 24 3.125 0.900 0.184 4 -4.763
11 18 24 3.583 0.881 0.180 4 -2.318
11 19 24 2.583 0.830 0.169 3 -2.460
11 20 24 1.833 0.702 0.143 5 -22.100
11 21 24 3.167 1.239 0.253 5 -7.246
21 1 20 3.200 0.951 0.213 4 -3.760
21 2 20 4.083 0.708 0.158 5 -5.791
21 3 20 3.708 0.784 0.175 5 -7.369
21 4 20 3.792 0.711 0.159 5 -7.598
21 5 20 3.600 1.095 0.245 4 -1.633
21 6 20 4474 0.715 0.160 4 2.964
21 7 20 3.875 0.821 0.184 5 -6.124
21 9 20 4.600 0.598 0.134 3 11.961
21 10 20 3.750 0.851 0.190 4 -1.314
21 11 20 2.458 0.850 0.190 5 -13.367
21 12 20 3.875 0.864 0.193 5 -5.820
21 13 20 2.100 0.852 0.191 4 -9.970
21 14 20 3.800 1.322 0.296 4 -0.677
21 15 20 4250 0.786 0.176 4 1.422 .
21 16 20 3200 1.152 0.258 3 0.777
21 17 20 3.500 1.100 0.246 3 2.032
21 18 20 4.100 0.852 0.191 4 0.525
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21

20

. 2.583  0.757 0.169 5 -14.270
21 20 20 1.833  0.641 0.143 5 -22.100
21 21 20 3.167 1.131 0.253 5 -7.246
22 1 35 3286 0.860 0.145 5 -11.793
22 2 35 4.057 0.938 0.158 5 -5.950
22 3 35 3.559 1.065 0.180 4 -2.450
22 4 35 4257 0919 0.155 5 -4.785
22 5 35 3.343  0.873 0.147 4 -4.455
22 6 35 3914 1.147 0.194 5 -5.599
22 7 35 3.686 1.105 0.187 4 -1.682
22 8 35 3200 1.106 0.187 4 -4.279
22 9 35 3.771  1.165 0.197 5 -6.237
22 10 35 3.114  1.078 0.182 3 0.627
22 11 35 2914 1.011 0.171 3 -0.502
22 12 35 3.800 1.158 0.196 5 -6.130
22 13 35 2.000 1.237 0.209 3 -4.784
22 14 35 3.114  1.231 0.208 4 -4.256
22 15 35 3.588 1.227 0.207 5 -6.809
22 16 35 2.294 0952 0.161 3 -4.386
22 17 35 3.371  1.087 0.184 4 -3.421
22 18 35 3.829 1.150 0.194 4 -0.882
22 19 35 3.229  1.031 0.174 4 -4.425
22 20 35 3.441 1.203 0.203 4 -2.748
22 21 35 3.800 1.183 0.200 4 -1.000
41 1 12 3.250 1.055 0.305 4 -2.462
41 2 12 4750 0.452 0.131 5 -1.915
41 3 12 4417 0.793 0.229 4 1.820
41 4 12 4167 0.577 0.167 4 1.000
41 5 12 3.833 1.193 0.345 5 -3.386
41 6 11 4273 0.786 0.237 5 -3.068
41 7 12 4.083 0.669 0.193 5 -4.750
41 8 12 3.250 1.357 0.392 4 -1.915
41 9 12 4417 0.793 0.229 5 -2.548
41 10 12 3.667 1.155 0.333 4 -1.000
41 11 12 3.167 1.337 0.386 4 -2.159
41 12 12 4333 0.888 0.256 4 1.301
41 13 12 3.000 0.603 0.174 4 -5.745
41 14 12 3.083 1.240 0.358 5 -5.354
4] 15 12 3.667 0.888 0.256 5 -5.204
41 16 12 3250 0.866 0.250 4 -3.000
41 17 12 3.500 1.243 0.359 4 -1.393
41 18 12 3.500 0.798 0.230 4 -2.171
41 19 12 3.083 0996 0.288 4 -3.188
41 20 12 3.083 0.900 0.260 4 -3.527
41 21 12 3.500 1.446 0.417 5 -3.594
42 { 21 2.667 0.856 0.187 3 -1.784
42 2 21 3.667 1.155 0.252 5 -5.292
42 3 21 3333 0.966 0.211 4 -3.162
42 4 21 3.762 0.944 0.206 4 -1.156
42 5 21 3.381  1.024 0.223 5 -7.249
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42 6 21 3.619 1.024 0.223 4 -1.706
42 7 21 3.048 1.203 0.263 4 -3.627-
42 8 21 3333 1.065 0.232 4 -2.870
42 9 21 3.524 0.873 0.190 4 -2.500
42 10 21 2333 0.796 0.174 4 -9.597
42 11 21 2.095 0.889 0.194 4 -9.818
42 12 21 3333 1317 0.287 4 -2.320
42 13 21 1.857 0910 0.199 3 -5.754
42 14 21 2333 1111 0.242 3 -2.751
42 15 21 3.286 0.956 0.209 4 -3.423
42 16 21 2,571  0.926 0.202 4 -7.071
42 17 21 2.714  0.845 0.184 4 -6.971
42 18 20 3.650 1.040 0.233 5 -5.805
42 19 21 2667 0.796 0.174 4 -7.678
42 20 21 3.476  0.928 0.203 5 -7.522
42 21 21 4.048 0.669 0.146 5 -6.523
52 1 25 1.720  0.792 0.158 3 -8.085
52 2 25 2.640 0.995 0.199 5 -11.859
52 3 25 2.480 0.963 0.193 5 -13.089
52 4 25 3.040 1.136 0.227 5 -8.628
52 5 25 1.760  1.012 0.202 5 -16.014
52 6 24 2.583 1.248 0.255 5 -9.485
52 7 25 2.040 0.935 0.187 5 -15.837
52 8 25 1.960 1.241 0.248 5 -12.249
52 9 25 2.040 1.060 0.212 5 -13.964
52 10 25 2.160 1.248 0.250 4 -7.374
52 11 25 1.920 1.187 0.237 5 -12.969
52 12 25 2.000 1.000 0.200 5 -15.000
52 13 25 1.400 0.816 0.163 4 -15.922
52 14 25 1.920 0.954 0.191 4 -10.902
52 15 24 2250 1.073 0.219 4 -7.987
52 16 25 2.080 1.412 0.282 4 -6.800
52 17 25 2.040 0978 0.196 3 -4.908
52 18 25 2,640 1.440 0.288 5 -8.195
52 19 25 1.520 0.872 0.174 5 -19.959
52 20 25 1.800 0.866 0.173 3 -6.928
52 21 25 1.840 0.987 0.197 3 -5.879
53 1 14 2429 1.016 0.272 4 -5.785
53 2 14 3.786 1.016 0272 5 -4.470
53 3 14 3.714 00914 0.244 4 -1.170
53 4 14 4.071 0917 0.245 5 -3.789
53 5 14 3.214  1.369 0.366 5 -4.881
53 6 14 3.786 1.051 0.281 5 -4.323
53 7 14 3.357 1.082 0.289 5 -5.682
53 8 14 3.143  0.770 0.206 5 -9.021
53 9 14 4.000 0.877 0.234 5 -4.266
53 10 14 3.286 0914 0.244 5 -7.019
53 11 14 2.571  1.089 0.291 4 -4.907
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When researchers perform so many statistical tests there is the danger of concluding that in
some cases statistical differences exist when in fact they do not (Type I error). Given.that
the significance level used throughout this study, as in the majority of research studies, is
0.05 one would expect 5% of the 136 tests, or approximately seven tests, to lead to a false
significant conclusion. Nonetheless, I proceeded in testing the null hypothesis, in other
words that there are no differences between the class mean student score and the teacher's

score for each teaching strategy and behaviour in each of the seven classes.
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