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Abstract

The objective of this dissertation is to confírm if the use of motivational teaching

techniques facilitates English learning. The observation process took place at level

four at PUCESA, which corresponds to an intermediate profíciency language level.

To collect data, observation sheets to register motivational phenomena relevant to the

study and questionnaires to know about students' learning styles and the strategies

they use to learn the language were used. The results showed that forty percent of

the students were intrinsically motivated, whereas the rest needed some help to

enhance their motivation to learn. The strategies that were not applied in the class

were also registered and later on incorporated to a week plan designed to enhance the

students' motivation to learn English. Even if the motivational technique

implementation time was short, the average in their formal examinations increased.

Moreover, their attitude in the class changed. They became active and enthusiastic

learners with a desire to acquire knew knowledge. As a conclusión, it is necessary to

intégrate moíivational teaching techniques in the everyday lesson píanning to

facilítate students to learn the language.
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Resumen

El objetivo de esta disertación es el de confirmar si el uso de técnicas motivacionales

en la enseñanza del Inglés facilitan su aprendizaje. El proceso de observación se

realizó en el cuarto nivel de Inglés de la PUCESA, que corresponde a un nivel

intermedio de competencia en el idioma. Para la recolección de información se

utilizó hojas de observación para registrar fenómenos motivacionales relevantes al

estudio, y encuestas que establecieron los estilos de aprendizaje y estrategias que los

alumnos usan para asimilar el idioma. A través de estos instrumentos se conoció que

el cuarenta por ciento de los alumnos estaban motivados intrínsicamente y el resto

necesitaba incrementar su nivel de motivación. Se registró aquellas técnicas

motivacionales que no se aplicaban en el aula de clase y a partir de ello se diseñó una

semana de trabajo incorporando las estrategias que incrementarían el interés del

alumno por aprender el Inglés. Los resultados obtenidos fueron positivos a pesar del

corto tiempo de implementación de las técnicas. El promedio general de los alumnos

subió; además ellos experimentaron un cambio de actitud en clase. Su participación

era activa y entusiasta. En conclusión, es necesario integrar técnicas motivacionales

en la planificación diaria de clase.
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INTRODUCTION

This dissertation is about the use of motivational teaching techniques in the English

learning process, and how they facilítate learners understand the language. It

concentrates on the implementation of motivational strategies to enhance the

students' interest in English. The dissertation emphasises the need to incorpórate the

use of a motivational approach in our teaching practice based on some theory and

research. The theory employed here explains how langa ages are learned, current

approaches and methodologies used to teach a second language, students' learning

styles and strategies, and motivation in language learning. This theory has been

utilized on the observation, results analysis, as well as in the selection of the

necessary techniques to be executed with the subjects of study.

The investigation and theory expressed in this dissertation are based on Dornyei's

view (2001) which says that most students with a high motivation to learn a foreign

language are able to reach a certain level of profíciency in spite of their language

aptitude, and that the use of motivational teaching techniques can increase the

students' desire to learn. In this study a set of some suitable strategies that were

considered essential were applied and the results were positive. Students with a low

desire to learn presented a more enthusiastic attitude towards English and their

successful experience working with the language amplified the effort they put on the

English class. It was not difficult to employ the mentioned techniques and it was

possible to intégrate them in the every day lesson planning without any problem.



LITERATURE REVIEW



1.1 English Learning

People involved in the language teaching fíeld such as educators, linguists, and

psychologists, started searching ways in which learners could succeed learning a

second or foreign language. This developed into the study, analysis, and

understanding of second language learning theories. After comprehending the

language learning process, it was necessary to fínd out the best way to help students

learn the language without difficulty, for that, the application of the most appropriate

approach or methodology was crucial so students would learn and retain the

language. Finally, learners, the main performers in the learning process, needed to be

aware of the strategies they could use to help them learn and use a foreign language

more effectively, as well as the individual learning styles they possessed. Knowing

about language learning theories, methodologies, styles and strategies for language

acquisition help both teachers and students succeed in the second language learning

process.

1.1.1 Second Language Learning Theories

Several theories regarding second language learning have been constructed.

However, none of them could be declared as the one that is closest to the truth. Some

of these theories mention predictable sequences that have to be acquired before other

structures are incorporated. (Lightbown, 1985, p. 89) Another theory supports the



creation by the learner of a systematic interlanguage that normally contains the same

errors as the ones a child makes while learning his first language, or the errors caused

by transfer frorn the fírst language. (Lightbown, 1985, p. 92) The development of

interlanguage happens as a result of the learner's Universal Grammar, which permits

the learner to learn some things faster than others that are considered more

complicated. Learners have to be aware of the importance of learning a second

language and feel motivated to do so. Second language learning is a cognitive

process that includes the development of subskiUs that let the learner understand how

the input is segmented into units, which form structures, which convey meaning and

allow him to communicate efficiently. (Lightbown, 1985, p. 93) The following

perspectives are thought as the most relevant in terms of language learning theories:

1.1.1.1 The Monitor Model

This theory was developed in the 1970's, and had Krashen as its main exponent. It

has been supported by numerous scientifíc studies in language acquisition and

learning contexts. The Monitor Model became the basis for The Natural Approach

(Krashen and Terrel, 1983, p. 37), a second language teaching method.

Krashen based his theory on five basic hypothesis:

1. The Acquisition-Learning Hypothesis

2. The Monitor Hypothesis

3. The Natural Oder Hypothesis



4. The Input Hypothesis

5. The Affective Filter Hypothesis

1.1.1.1.1 The Acquisition-Learning Hypothesis

Krashen claimed that language learners have two ways to achieve second language

competence: acquisition, which is a subconscious process similar to the one children

use when they acquire their mother tongue, and learning, which is a conscious

process that consists of comprehending language. (Krashen, 1985, p. 21)

Acquisition occurs in a meaningrul context where communication flows naturally.

Leamers are not worried about form but meaning, so grammar rules and error

correction are not a concern. On the other hand, in a learning situation, such as the

classroom language, formal language rules and feedback are the foundation for

language teaching. (Krashen, 1985, p. 21)

1.1.1.1.2 The Monitor Hypothesis

Krashen stated that ¡n second language performance, acquisition and learning play

particular roles. After The Monitor Hypothesis, learning is used to verífy or rectiry

what is being produced through the use of the acquired system (accuracy), while



acquisition is responsible for fluency. In other words, the grammar rules learned in

formal instruction help to polish what the learner wants to communicate. This

hypothesis works under three conditions:

1. Time. To be able to apply the grammar rules efifectively while speaking, time is

necessary.

2. Focus on form. Not only time is essential but also to communicate our ideas

accurately.

3. Know the rule. Another indispensable requirement is the conscious knowledge of

the grammar rules.

(Krashen, 1985, p. 22)

The Monitor Hypothesis also regards the difference between adults and children at

the moment of learning a language. After it, adults have some cognitive structures

already developed that prohibit them to learn without inhibition. Children, in

contrast, take risks at the moment of producing language because they are not

touched by people's judgments. That is why they are competent language leamers.

(Krashen, 1985,p. 23)



1.1.1.1.3 The Natural Order Hypothesis

This hypothesis declares that the grammar rules of a language are acquired in an

expected order by every learner. Such order has not been established in terms of

difficulty ñor does it depend on the order they were taught in the language classroom.

(Krashen, 1985, p.25) Moreover, Krashen affirms that there was not difference found

in terms of natural order among learners who acquired their second language outside

or inside the classroom.

1.1.1.1.4 The Input Hypothesis

Krashen mentioned that the language learning process followed a natural sequence.

To explain learners' language evolution some mechanisms are needed. Here is where

the Input Hypothesis emerged. It suggests that "humans acquire language in only one

way -by understanding messages, or by receiving comprehensible input...We move

from i, our current level, to i + 1, the next level along the natural order, by

understanding input containing í + 7" (Krashen, 1985, p. 26) For Krashen that was

the most important conception in second language learning because it explains how

human acquire language.

The Input Hypothesis has two main assumptions:



1. Speaking is the emerging result of understanding comprehensible input, so it is the

effect of acquisition not the cause.

2. If the learner receives the adequate quantity of comprehensible input, the required

grammar will be supplied without the teacher's need to explain it. (Krashen, 1985, p.

27)

l.t.1.1.5 The Affective Filter Hypothesis

Krashen expressed that exposure to comprehensible input was one of the most

important aspects for acquisition. However, it was not the only one. Affective factors

are also relevant at the moment of acquiring a second language. The Affective Filter

Hypothesis says that comprehensible input might not be used if the learner presents a

mental block that doesn't allow him to benefit from such input. (Krashen, 1985, p.

30) The affective fílter works as a barrier, if the fílter is down the input attains the

Language Acquisition Device (LAD) and transforms it into acquired competence, if

the fílter is up no input can pass to reach the LAD (Figure 1).

Input fílter Language Acquisition Device

(LAD)

Acquired

competence

Down

Figure 1.1 Affective fílter (Krashen, 1985, p. 30)



Some aspects that make the filter go up could be a lack of motivation, confidence, or

self-esteem. Learners with these characteristics can understand what they see or read,

but they won't be able to communicate. On the other hand, the filter is down when

the learner is calm and willing to be part of the target language speaking community.

(Krashen, 1985, p. 31)

1.1.1.2 Interlanguage Theory

The term interlanguage (Selinker, 1969) stands for the language that learners créate

in their way to achieve target language competence. This term has two meanings: 1)

the learner's structure at certain point in time, and 2) the interconnected system that

distinguishes the progress of learners overtime. ínterlanguage is diñerent from the

target language and the learner's mother tongue. Selinker says that it eventually

changes because learners try to understand the input they receive and organize their

output (Selinker, 1969, p.67)

The process of second language development is different from the process of target

language development according to Selinker. He argued that the second language is

likely to fossilization, which means that some false rules become more fíxed on the

learner than others and are harder for learners to overeóme. Fossilization results

when these false rules develop into permanent features of a learner's use of the

language. (Selinker, 1969, p.72)
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1.1.1.3 Linguistic LlniversaLs

Supporters of this approach think that before describing the acquisition of a

language, it is important to accept the existence of an innate and universal linguistic

component. The most signifícant researchers on this topic are Joseph H. Greenberg,

and Noam Chomsky.

The approach sustained by Greenberg (1974) started with some investigations and

collection of data on world languages to arrive to a general language pattern. From

the research mentioned before the term "language typology" appeared. Such term is

related to the study of common patterns in languages around the world and the

description of potential differences. (Greenberg, 1974, p. 13)

The second most important researcher, Chomsky and his approach to generative

grammar (1980), says that fírst language learners have inside an innate and specific

linguistic knowledge that constitutes the basis to learn a language. Furthermore, he

thought that the language learning capacity was limited by the learner's age. In

Chomsky's early writings he supported Lenneberg's theory (1967) saying that the

limits for fírst language acquisition were between the ages of two and puberty.

Before the age of two, children are not physically mature, and after puberty the brain

loses its flexibility. After few years he questioned the ideas that he sustained before.
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For Chomsky (Cook 1985) language is not leamed, it develops through a systematic

process, begínning in childhood and continuing until adulthood, thanks to some

environmental influences. Part of his hypothesis also says that when a child learns a

language, he makes assumptions based on Universal Grammar. However, when two

children are learning different languages they make different applications of the same

linguistic rules in reply to different surroundings.

Chomsky presents in his work some judgments about grammar rules and second

language development. He declares that complex grammar structures are unlikely to

be transferred from the fírst to the second language, while simpler structures are

probable to be transported to the second language due to their easy usage, and so to

acquire simple grammar structures little language exposure is necessary. On the

contrary, complex structures have to be learned through a lot of positive exposure.

(Chomsky, 1980, p. 38)

1.1.1.4 Acctilturation/Pidginization Theory

This theory, unlike the previous ones, involves social and psychological factors.

Some researches have been studying the connection between acculturation/

pidginization and second language learning success. It is important to mention that

pidgin communities have the characteristics of being multilingual, as well as having

a wide sociolinguistic coníact that makes it possible for the investigator to think
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about an analogy with second language leaming. The concept of language as a

dynamic entity was based on pidgin-creole communities because for them language

change was unpredictable and rapid.

This study was influenced by Schumann (1978), who associated second language

acquisition and pidginization. The latter association suggests the learner's evolution

from internal to external models as he shifts from dependence on simplification and

reduction to replacement and restructuring strategies. (Schumann, 1983, p. 49) That

means that a learner begins using his native language and little by little includes

some words or structures borrowed from the target language until the speaker arrives

to a moment when he substituías and reorganizes elements to achieve second

language proficiency.

On the other hand, Linton (1963) descnbed the process of acculturation in American

tribes. He supported that acculturation consists of attitudes, behaviour, and

knowledge that need to be modified in order to adapt to the new environment This

course of action engages learning the target language as well. Acculturation involves

a cióse contad between cultures that as a result presents changes in one or all of the

participant groups. Besides some culture modifications, assimilation of the new

customs and fmally diffusion are part of the process. (McLaughlin, 1987, p. 45)
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1.1.1.5 Cognitive Theory

This theory has bccn sustaincd by psychologists and psycholinguists. According ío it,

sccond language learning is seen as the devclopment of a difficult cogmtive ability

that involvcs automatization and rcstrueturing. To attain íhis ability ií is neccssary to

practicc and incorpórate the new knowlcdgc into our mental processes through the

automaíization of sub-skiHs such as thc sclcction of corrcct vocabulary, grammar,

ote, as well as a regular resíructuring which means íhat thc learner simptiftes, unifies

and eontrols his interna! representations as his seeond language progrcsses.

(Karmiloff-Smith, 1986, p. 14)

1.1.2 Approaches and Methotiologies to English Learning

To teach any subjcct it is important to analysc its essenee as well as the application

of diíTercní teaching and learning rules bascd on educational-psychological rcsearch.

The product of that proccss is called tcaching method or approach and consists of a

group of teaching and learning principies íicd to a sct of classroom activities

especial I y dcsigned to suit thc learner's needs. Something similar happens to

language teaching. This ficld has cxtrcmcly cvolved concerning tcaching mcíhods

since thc 1900s. New mcthods appcarcd in thc twentieth ccntury. They showed grcat

acceptance by their users. However, some of them were replaced by innovative

methods that supportcd intcrcsting ideas and theories. For instance, the Direct
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Method, Audio lingual i sm, and the Situational Approach are good examples of trendy

methods at their time. Communicative Language Teaching was worldwide accepted

to reach the point of a methodological orthodoxy. Simultaneously, some

unconventional approaches developed and presented a certain degree of approval in

the teaching fíeld. Some examples are the Silent Way, Total Physical Response,

Suggestopedia, and Counseling Learning. Besides, the newest trends in language

teaching such as Múltiple mtelligences, Neurolinguistic Programming, and the

Lexical Approach have gained a lot of recognition lately. (Richards and Rodgers,

2001, p. 1)

1.1.2.1 Brief History of Language Teaching

Before analyzing the major advances concerning methodologies in language teaching

during the twentieth century it is opportune to mention the early stages of language

teaching. In the nineteenth century as the result of Latin teaching practices in

Germán schools the Grammar Translation Method appeared. Its objective was to

learn a foreign language so the student could be able to read and write literature or to

develop intellectually. This method worked flrst on the grammar rules of the

language that had to be analysed in detall, the next step was the translation of

sentences into and from the target language. Language was learned through

memorization of the grammar rules. In the mid-nineteenth century there was a

rejection of the Grammar Translation method because European people needed to

communicate among themselves. Therefore, a new idea emerged. Linguists gave
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attention to how a child learns his first language and they decided to créate the Direct

Method that saw the use of the target language as the main tool to achieve language

learning. Oral skills were taught through the use of questions and answers between

the teacher and student, grammar was taught inductively, everyday vocabulary was

used, and its emphasis was on corred pronunciation and grammar. This method was

successful just in prívate schools where they required only native-speakers as

teachers and the number of students was small. However, it would not work in public

schools. (Richards and Rodgers, 2001, p. 3)

1.1.2.2 Twentieth-Century Language Teaching

The twentieth century has been recognized as the beginning of the teaching

profession as such. Linguists were concerned about the best way to teach. At this

time the characteristic of language teaching was innovation. That is why several

methods and teaching materials were developed. (Richards and Rodgers, 2001, p. 18)

The word method referred to a systematic set of teaching practices based on a

language learning theory. The most relevant methods during this period were The

Oral Approach and The Audiolingual Method.
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1.1.2.2.1 The Oral Approach and Situational Language Teaching

It has its origins in Britain in the 1930s. Two of the main exponents were Palmer and

Hornby. They tried to work on a more scientific oral approach than the one presented

in the Direct Method. The product of their research was a new method that involved

introducing new language points situationally. Of course the target language was the

classroom language. Material was presented orally fírst and then in a written form,

the grammar taught was graded from simple to complex, and they used specific

procedures to select vocabulary so they made sure the necessary Ítems were covered.

Its main objective was to develop the four language skills in a practical way.

(Richards and Rodgers, 2001, p. 36)

1.1.2.2.2 The Audiolingual Method

This method was created as a response to the necessity of the American soldiers of a

quick way to learn foreign languages during the Second World War. Bloomfield

together with other American linguists developed this method which consisted of a

long-hour training course. In that period of time students worked with a native

speaker and a guide, who was normally a linguist, on controlled conversations. The

native speaker, also called informant, was the source of vocabulary, phrases and the

model to be imitated, whereas the linguist was in charge of supervising and

supporting the learning experience. In that way the student little by little understood



17

the basic grammar of the language and was able to communicate as the method's

main objective was to develop oral skills.

This system was adopted by the army and the people who took part of it were

motivated adults, so the results were positive. After the war and having the United

States gained the battle, the demand for learning English increased notoriously.

Universities and Language institutes decided to use Audiolingualism as their

methodology to teach. (Richards and Rodgers, 2001, p. 50) Supporters of this theory

proposed a psychological foundation of the nature of language called Behaviourism.

Skinner was the most important exponent of it and his ideas were summarized as the

following:

Figure 1.2 Psychological foundation of behaviourism

Reinforcement

(behaviour likely to occur

j^ agaín and become a habit)

Stimulus »• Organism ^ Response

Behaviour ^\^^ No reinforcement/

Negativa reinforcement

(behaviour not likely to

occur again)
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Unconventional Approaches and Methods

From the 1970s to the 1980s language teaching experienced a great change.

Researchers were interested in developing communicative abilities. A new group

known as the "communicative movement" wanted to transform the classroom

learning environment into a place where real communication would take place. Many

original methods were created as a product of such revolutionary ideas. (Richards

and Rodgers, 2001, p. 71)

1.1.23.1 Total Physical Res pon se

This method well known as TPR combines speech and actions. It teaches language

through activities. Its main objective was to increase comprehension. Its promoter

was James Asher, an American psychologist. He saw the second language learning

process similar to first language development. He says that children learn their

mother tongue through commands. They respond first with actions before they are

able to speak. That is why Asher thought learners should learn a second language in

the same way. He was also aware of the role the emotional factor played in language

acquisition. For him responding with actions was a stress free approach that

tacilitated learning. (Richards and Rodgers, 2001, p. 73) Asher added that TPR ought

to be used in association with other methods and techniques.
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1.1.23.2 The SUent Way

The Silent Way was a method designad by Caleb Gattegno. It supports that the

teacher should be as silent as possible while the learner produces most of the

language. Gattegno developed special material such as colored-coded pronunciation

charts and Cuisenaire rods to help learners créate language based on his past

experience as mathematics and reading educational designer. For him, the learner

rather than memorizing rules has to discover them through the use of the proposed

material. The method had as its main objective oral fluency at a beginner's level.

(Richards and Rodgers, 2001, p. 81)

1.1.233 Community Language Learning

Its follower was Charles Curran, an American counsellor and psychologist. He

applied psychological counselling techniques in the teaching process. Community

Language Learning characterizes for the role given to the teacher, who becomes a

counsellor, and the learner who is his client. The teacher has as main functions to

give advice, assist, and support someone in need. It works in this way: The learner

says to the counsellor what he wants to say in the Ll, the counsellor transíales the

message into L2 and tells the learner, after that the learner passes the message in L2

to the person he wishes to communicate with. While the process takes place

everybody in the class Hstens to each other messages, so at the end all the learners



20

will know what they are saying. This method involves humanistic techniques that

care about feelings and emotions as well as the learner's language development. This

method has been criticized because of its lack of a syllabus that makes the evaluation

system difficult to apply. (Richards and Rodgers, 2001, p. 90)

1.1.23.4 Suggestopedia

This method was developed by the Bulgarian Georgi Lozanov. It originated from

Suggestology, which is a science that leads with the responses humans have to

nonconscious influences. (Stevick 1976) Suggestopedia works with these influences

in an attempt to enhance learnmg. An important characteristic of it is the use of

special decoration, furniture, music, and the teacher's authoritative behaviour.

Lozanov uses techniques that modify concentraron and states of consciousness. Its

objective is to gain oral profíciency rapidly. In a lesson the teacher reads a

conversation to the students who are in a pseudo-passive state thanks to the

comfortable classroom environment. Modulling his voice tone, the teacher creates a

relaxed atmosphere appropriate to encourage leaming. The relationship between

teacher and learner is the one of parent to child. The learner has to be willing to do

what his teacher says. In the conversation presented to the learner the grammar

points and new vocabulary are included. (Richards and Rodgers, 2001, p. 100)



21

1.1.23.5 Whole Language

It was created by several American educators who were concerned with the teaching

of literacy. According to them language has to be taught as a whole, it can't be

separated. (Rigg 1991) Its main objective was to help children learn to read.

However, its use has been expanded to secondary levéis as welt as to the teaching of

English as a second language. Whole Language stresses the teaching of reading and

writing in a real context, and learners nave to do it for pleasure. It shares the same

philosophy of Communicative Language Teaching where meaning is more important

than form. It involves an authentic real world situation in which a person needs to

use the language to communicate. That is called "learn by doing." Another

characteristic of it is cooperative learning where students and teachers work together

in groups to make of learning a social process. The teacher plays the part of a

collaborator instead of being the giver of knowledge. This approach to language

learning also concéntrales on activities and experiences that are interesting to

íearners. (Richards and Rodgers, 2001, p. 108)

1.1.23.6 Múltiple Intelligences

This philosophy, proposed by Gardner in 1993, refers to the human inteHigence and

its different dimensions that need to be treated and increased in education. After him

every learner is unique. They have developed some types of inteHigence more than
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others, something that needs to be considered the moment of teaching. Gardner

suggested the Múltiple Intelligence Model based on the eight intelligences he

conceived:

1. Linguistic: the ability to use language

2. Logical/mathematical: the ability to think rationally

3. Spatial: the ability to form mental models of the world

4. Musical: a good ear for music

5. Bodily/kinaesthetic: having a well-coordinated body

6. Interpersonal: the ability to work well with people

7. Intrapersonal: the ability to understand oneself

8. Naturalist: the ability to understand and organize the patterns of nature

(Richards and Rodgers, 2001, p. 115)

Language Leaming is related to the Linguistic intelligence, but learning a language

includes more than that. For instance, the rhythm, pitch and volume of a language

could be integrated to the musical intelligence. Besides, language is closely tied to

the senses. They provide the context to a given message. Therefore, more than one

intelligence takes part in the language learning process. English teachers should work

on a combination of activities that increase their students' abilities based on

üardner's studies. (Richards and Rodgers 2001)
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1.1.23.7 Neurolinguistic Programming

This point of view was developed by John Grindler, a psychologist, and Richard

Blander, a linguist, in the 1970s as a form of therapy. They studied successftil

communicators and all their positive traits because they thought such behaviour

could be transmitted to other people to help them achieve their objectives in ufe.

Language teachers should especially regard the way those communicators used

language to persuade people. (Revell and Norman 1997) NLP or Neurolinguistic

Programming consists of a set of communicative techniques and strategies that

people would be able to use in order to become triumphant. It has also been used in

other fields different from language learning. NLP supporters say that if language

teachers applied these techniques to teach a language, the teaching experience could

be more effective and rewarding, and the role of student and teacher would be similar

to those belonging to the humanistic approaches. (Richards and Rodgers, 2001, p.

125)

1.1.23.8 The Lexical Approach

A lexical approach to language teaching is related to the importance vocabulary and

lexical units have in language structures, second language learning, and language

use. (Richards and Rodgers, 2001, p. 132) While Chomsky and his

transformational/generative grammar theory supported that the sentences generated
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by the learner in conversations were a new and unique production, the lexical

approach sustains that few sentences are a new production, the rest are memorized

lexis chunks that speakers use to communicate. Collocations, the group of words

working together regularly, are another important aspect in this approach because

they play a vital role in language learning and communication as well. (Richards and

Rodgers,2001,p. 132)

1.1.23.9 Competency-Based Language Teaching

Competency Based Education is a movement that focuses on what the learner is able

to do after receiving the necessary input. It was created in the United States in the

1970s, and it supports the establishment of goals and objectives regarding the

learner's abilities to perform in everyday situatíons or the know-how list.

Competency-Based Language Teaching puts into practice that ideology. It

emphasises language teaching in the social context it is used. It has been employed

with adult learners who have specifíc objectives to achieve conceming the target

language. Its main aim is communicative competence through the building up of

functional communication skills. Nowadays CBLT is regaining popularity among the

rest of approaches. (Richards and Rodgers, 2001, p. 141)
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1.1.2.4 Modera Communicative Approaches

Communicative Language Teaching, The Natural Approach, Cooperative Language

Learning, Content-Based Instruction, and Task-based Learning are some approaches

that emerged with Communicative methodologies in the 1980's.

1.1.2.4.1 Communicative Laoguage Teaching

Its origins come with the educational reform in Great Britain in the 1960s. Before

then, Situational Language Teaching was apphed to teach foreign languages. British

linguists noticed that this approach and some others sharing the same principies

lacked the Communicative and purposeful component that was crucial in language

learning so they decided to go for a big change. This approach has been growing

since the 1970s and has as the main objectives: make Communicative competence the

goal of language teaching, and develop a course of action to teach the four language

skills. (Richards and Rodgers, 2001, p. 153)

Hymes (1972), one of the proponents of Communicative Language Teaching, said

that its main goal should be "Communicative competence." However, it was until

1980 that a pedagogic definition of Communicative competence was proposed by

Gánale and Swain. They said that it consisted of four dimensions: Grammatical
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competence or linguistic competence, which refers to grammar and lexis.

Sociolinguistic competence, the awareness of the social context in which

communication takes place and all what it involves. Discourse competence, how

ideas are connected to make sense. Strategic competence, the ability to keep

communication going. Investigators found really useful the way communicative

competence was described. It helped them continué searching deeply on those

concepts. (Richards and Rodgers, 2001, p. 154)

1.1.2.4.2 The Natural Approach

The language theory regarding this approach has been discussed earlíer in Language

Learning Theories. Terrel (1977), a Spanish teacher in California, suggested a new

philosophy that would apply the Naturalistic principies of how children learn their

first language as Krashen maintained in his studies of second language acquisition.

Both Terrell and Krashen joined their ideas and as a result they published the Natural

Approach book in 1983. In their book they say that while learning a language the

comprehensible input the learner receives is more important than the practice. They

also state that a positive attitude and self-confídence on the part of the learner are

required to benefít from the acquisition process. Besides, they mention a silent period

in which the learner receives attentively and comprehends the input before producing

any language. Krashen and Terrell think that communication is the most relevant

feature of language. Therefore their ideas try to focus on the teaching of

communicative abilities. (Richards and Rodgers, 2001, p. 178)
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1.1.2.43 Cooperativa Language Learning

Cooperalive Learning is an approach thal makes use of different types of group work

to maximize learners' involvement and participation. It employs some ideas like

peer-monitoring and peer-tutoring that were proposed a hundred of years ago. John

Dewey, an American educator, supported the idea of using this approach in the 1960s

and 1970s when public schools had to intégrate, and they have been applying il since

then. (Richards and Rodgers, 2001, p. 192) Its main objectives are to provide

opportunities for naturalistic second language acquisition through group work, to

provide teachers with a methodology that enables them to achieve language learning,

to provide learners with opportunities to develop learning and communication

strategies, to enhance learners motivation and reduce slress, and lo créate a posilive

classroom environment. (Richards and Rodgers, 2001, p. 193)

1.1.2.4.4 Content-Based Instructiun

This approach has been applied since the 1980's and it is struclured around the

information or contení the student will acquire during the learning process. Contení

is Ihe malerial or área under discussion that students learn or communicate through

the use of language, it is not the language struclures used lo express ideas or

emotions. An important principie underlying Ihis approach is Ihat people learn a

second language better when they think the information they are receiving is
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interesting, purposeñil, and wiü help them achieve their language objectives.

(Richards and Rodgers, 2001, p. 204) It is also thought that language learning

becomes more enjoyable when the learner concéntrales on the material with which

they have to solve problems, give their opinions, etc. rather than when they have to

focus on language itself. (D'Anglejan and Tucker 1975) Another important aspect is

that this approach uses the students' previous knowledge and experience, and they

are treated as people bringing significant information to the class. The main goal of

CBI is to develop the four main language skills in an advanced level. (Richards and

Rodgers, 2001, p. 205)

1.1.2.4.5 Task-Based Language Teaching

Willis (1996) one of the exponents of this approach suggests that language learning

should take place through the use of tasks or activities that students have to

accomplish. He also says that Task-Based Language Teaching sustains some of the

same principies that Communicative Language Teaching has. Those principies are:

the necessity of authentic communication activities, meaningful activities lead to

learning, and language meaningful to the learner helps the learning process.

(Richards and Rodgers, 2001, p. 223)

Studies on second language acquisition have shown interest in the use of tasks as

tools to learn a language. The research concéntrales on the strategies and cognitive
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processes needed to perform a task. They help the activation of learning processes in

the learner's brain and consequently he might present better chances to learn the

target language. According to that research in order to achieve language learning it is

not only importan! to receive comprehensible input, but the use of tasks that require

real communication and negotiation of meaning are also indispensable. (Richards

and Rodgers, 2001, p. 224)

1.13 Language Learning Styles and Strategies

Language learning styies and strategies are included between the most significant

variables that influence second language performance. They tell us how and how

well students learn a language. (Oxford, 1990, p. 67) Learning Styles are the

common approaches students use when they acquire a new language. On the other

hand, learning strategies are specific actions, behaviours, steps, or techniques used by

learners to increase their learning. Every learner is different so they select strategies

that suit his or her learning style to learn the target language. Each strategy used by

the learner might depend on his or her learning style.
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Learning Styles

Ellis (1985) defined learning style as the regular way a learner perceives,

conceptual izes, organizes and recalls information. There are diverse learning styles.

They come from the learner genetic make-up, earlier learning experiences, culture

and the society he or she lives in. Teachers should know about the different styles

because they can use them to: 1) help students learn better and more quickly, 2)

improve students' self-esteem and consequently learning, 3) get students'

involvement, and 4) develop a positive student-teacher relationship. (Davidoff and

Van den Berg, 1990, p. 86) Researchers have classified learning styles in various

forms. Those are:

1.1.3.1.1 The Four Modalities

Blander and Grinder developed four learning styles based on the Neurolinguistic

Programming philosophy they advocated in the 1970's. The styles are: visual,

auditory, kinaesthetic, and tactile. (www.teachingenglish.org.uk)

1. Visual: This type of learner prefers looking at the teacher's face during the class,

looking at wall displays, and books. He recognizes words by seeing them, uses lists

to organize his ideas. He brings to mind information by remembering how it was
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arranged on a page. For these learners it is a good idea to use posters, real i a, flash

cards, or mind maps.

2. Auditory: These learners like the teacher to give oral instructions, conversations,

debates, role-plays, and problem solving activities where they have to talk. They use

rhythm and sounds to remember things. In the class, to maximize learning, the

teacher could employ tapes and videos, songs, chants, rhymes, oral drills, and group

work.

3. Kinaesthetíc: Learners in this category learn better if they are dynamic. They

cannot sit in the same place for a long time. They use movement to remember things.

To help these learners some activities such as competitions, role-plays, and board

games can be applied.

4. Tactile: Learners that learn by touching have a preference for writing and

drawing. They use these activities as reminders. They enjoy working on projects and

exhibitions. For these learners the teacher might use card games, projects, role-plays,

listening ful in activities, or labelling pictures in a reading.
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1.13.1.2 Field-independent versus Field-dependent

These two kinds of styles have been established according to the way students

analyse information and work with others. (www.teachingenglish.org.uk)

1. Field-independent learners: They are able to detach important details from a

hard set. They trust their knowledge the moment of working on a problem solving

activity. They are not good at working with other people. The best thing the teacher

can do is allow them to work individually in some activities.

2. Field-dependent learners: They cannot divide into parts a difficult task. They

have faith in others the moment of solving a problem, and are good at buílding

relationships with others. For them small and group work activities are encouraging.

1.1.3.1.3 Left-brain dominated versus Right-brain dominated

This classiflcation considere the two brain hemispheres and the way each works on

the language learning process. (www.teachingenglish.org.uk)
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1. Left-brain dominated learners: They are thinkers and try to be objective. Their

way of processing information is linear, such information has to be certain. They rely

on language as a reminder. Some activities useftil for them are closed tasks where

students have to discover the correct answer. Verbal instructions and explanations

are also valuable.

2. Right-brain dominated: People belonging to this category are spontaneous. They

process the information in a holistic manner and are subjective. They prefer uncertain

information. They use manipulation and drawing as a learning tool. For these people

the teacher can write clear instructions on the board besides giving them orally,

demónstrate to students how to do things, use open-ended tasks where there are

many possibilities as an answer, use realia and drawing.

1.1.3.2 Learning Strategies

Language learning strategies are defíned as conscious actions or conducís that are

used by learners to improve the way they acquire, accumulate, organize, preserve,

and remember the new information. (Rigney, 1978, p. 53) Research has proved that

the best language learners often use strategies that are suitable for the material, the

activities, their objectives, and interests in learning. These learners also seem to use

more strategies than less profícient ones. The majority or all language learners use

strategies at every level. However, they are not aware of the strategies they are
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employing or which is more useful for them. (Chamot and O'Malley, 1990, p. 125)

Many different strategies can be used by learners. For instance, metacognitive

strategies used for planning, monitoring, and evaluating one's own learning;

cognitive strategies for linking new information with existing one, and for analyzing

and classifying it; and social/affective strategies for cooperating with others and

handling emotions and altitudes. (Table 1.1)

Table 1.1 Learning Strategy Definitions and Classification (Chamot and O'Malley, 1990, p.

126).

Learning Strategy

A. Metacognitive Strategies

Advanced Organizer

Directed Attention

Organizational Planning

Functional Planning

Selective Attention

Defayed Production

Self-management

Self-monitoring

Defiaition

Previewing the main idea and concepts of the

material.

Deciding in advance to aítend in general to a

task.

Planning the parts, sequence, main ideas, or

language to be expressed.

Planning and rehearsing linguistic components

for a task.

Deciding in advance to attend to specific

aspects of input.

Deciding to postpone speaking to learn through

listening.

Understanding the conditions that help

someone learns.

Checking one's comprehension during listening

or reading or the accuracy of oral or written
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Sell-evaluation

B. Cognitive Strategies

Rcsourcing

Repetition

Grouping

Deduclion

imagery

Auditory Representation

Kcyword Method

Elaboratíon

Transfcr

Inlerencing

Rchearsal

Translation

Note Taking

Summarizing

Recombination

production.

Checking the outcomes of one's learning.

Using target language material.

(mitating a language model.

Classifying words, terminology or concepts.

Applying or making up rules based on language

analysis.

Using visual images to understand or remember

new ¡nformation.

Planning back ín one's mind the sound of a

word, phrase, or longer language sequence.

Remembering a new word in the second

language by identifying a familiar word in the

fírst language that has a similar sound or by

generating recall images of reíationshíp with

the first language.

Relating new information to prior knowledge.

Using previous linguistic knowledge to assist

comprehension or production.

Using available information to guess meanings.

Rehearsing the language needed with attentíon

to meaníng.

Using the first language as a base for

understanding or producing the second

language.

Writing down key words.

Making a mental, oral or written summary.

Constructing a meaningíul sentence by
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Substituí ion

Contextualization

C. Social/A ffective Strategies

Self-talk

Qucstion for Clariflcation

Cooperatton

combining known elements in a new way.

Using a replacement target language word

when the intended word is not available.

Assisting compre hens ion or recaí! by pfacing a

word in a meaningful situation.

Reducing anxiety by using mental techniques

that make one feet better.

Eliciting from a peer or teacher additional

expfanalions, examples, or verification.

Working together with one or more peers in a

language activity.
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1.2 Motivational Teaching Techniques

Fnglish Icarning docs not only involvc the teacher's knowledge of languagc thcorics,

mcthodologics, and studcnts1 learning styles and slrategics, but also the ability to

makc thc Icarning proccss more cffcctivc and enjoyablc. Teachers need to explore

the ficld of motivation, thc typcs of motivation that cxist, thc difíerent motivational

views, the relationship bctween motivation and learning, thc aspccts that intcrfcrc

with studcnts' motivation to learn, and finally the motivational teaching stratcgies or

tcchniqucs that can be uscd in the language classroom to enhancc students"

motivation.

1.2.1 Motivation

When tcachers ask themsclvcs what makcs a studcnt do somcthing in a particular

way, or what are studcnts' personal fcclings, thcy are cntcring in the ficld of

motivation which would probably be thc most powerful influcncc on Icarning.

Motivation could be said to havc two componente: a need state and a goal or somc

kind of external stimulation, (Hulsc, 1958, p. 95} Motivation has been dcfincd as thc

group of factors insidc an individual which provokes, sustains and channels

behaviour to a goal. Pcoplc are motivatcd by difíerent things; most of them are not

only physiological needs such as hunger or slccp, but human behaviour is also based

on Icarned motivation. Pcople obtain thcir motivation through their Ufe experience,
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for cxamplc, thcir dcsirc to gct moncy, famc, or a ncw car. (Hulsc, 1958, p.97) Thcrc

havc bccn numerous studics to try to undcrstand human's motivation.

1.2.1.1 lotrinsic and Extrinsic Motivation

Whcn thc qucstion of why pcoplc choosc to bchavc in a ccrtain manner arises, ií is

ctcar that thcrc are diffcrcnt responsos to it. One could be that pcoplc do things for

thc pleasure of it, whilc somc othcrs cngagc in a task bccausc thcy wül rcccivc

somcthing clse that thcy want. After this analysis somc psychologists carne up with a

classifieation of motivation. Csikszentmihalyi and Nakamura (1989) said that whcn a

person cnrols in an activity only bccausc he or shc wants to gct someíhing external to

the task such as passing a test, rccciving somc moncy, or cvading punishmcnt, this

person's motivation is exirinsic. In contrast, if cngaging in an activity produces

cnjoymcnt and intcrcst, and thc reason for doing it is intcrnal, thc motivation wil! be

intrinsic.

In thc Icarning field both intrinsic and cxtrinsic motivation are rclatcd and havc

importan! roles to play. Untbrtunatcly, edueators tcnd to promotc more cxtrinsic

motivation in their classes duc to the difficulty that it rcprcscnts for thcm to work on

thc intcrnal part of a pcrson. Nevertheless, rcsearch on intrinsic motivation has

rcvcalcd somc rclcvant aspccts on humans' attitudcs. It maintains that pcopíc are

intrinsically motivatcd doing ccrtain activity whcn they fccl compctent and



39

autonomous. (Spaulding, 1992, p. 73) Thcy also scc thcmsclvcs as capablc of

pcrforming successfulíy if they can control thc situation and use it in a meaningfuí

way. Thereforc, if a teacher wants to increasc students' intrinsic motivation, he

should makc thcm see íhemselves as proficicnt and in power over any task.

(Spauiding, t992,p. 86)

1.2.1.2Views of Motivation

Many aspccts determine if a student is or is not motivatcd to Icarn. Howcver, there is

no thcory that can cxplain cvcry single factor of students' interest or disinterest or the

spccitlc rcasons why a pcrson in a particular Icarning situaíion is more willing to

Icarn than othcrs. Thc intcrprctation of thc motivational vicws can hclp educators

deveíop tcchniques to motívate students in thc classroom.

1.2.1.2.1 The Behavioural View

Bchaviourists say that pcople tccl motivated whcn thcir conduel is reiníbrccd. This

vicw is hascd on thc studics done hy B. F. Skinner who developcd a technique to

rcinforcc students cvcry time thcy gavc a eorrect rcsponse. Such reinforcement made

thcm want to continué working on thc ncxt task. In this case students wcrc motivated

to accomplish a task bccausc thcy cxpccted a rcward or reinforcement of somc kind.
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(Travers and Htliot, 1993, p. 42) Behavioura! theorists suggest íhat teachers should

use praisc or rcwards of any kind no more than ncccssary beeausc thcy are

considcrcd cxtrinsic forms of motivation that can convcrt tcarning in a proccss in

which studenís are only cxpccting thc rcward. This could lead to the student's angcr,

and thc learner might bccomc ícacher's dependent. 'l'he best way to keep síudents

intcrcstcd, according to Bates (1979), is by showing thcm that íhey are Icarning for

their own benefit.

Anothcr bchavioural inícrprctation of motivation says that Icarncrs are cagcr ío do

somcthing bascd on thcir past cxpcricnccs. I;or insíanec, if somconc cnjoys a subjcct

it might be beeausc he had positive experienees with it before. On thc othcr hand, a

pcrson who dislikcs thc same subjcct might havc had ncgativc cxpcricnccs cariicr in

his or hcr lifc. Finally, Albcrt Bandura (1977), a social thcorist, sustaincd that

motivation also carne from obscrvation, idcntification and imitation. For cxamplc, a

child that observes his oldcr brother working hard ai sehool and gctting good grades,

will want to do the same, or a student who admires a teacher and identifies with him,

wil l do his bcsí to picase thc ícacher and to try to bccomc that pcrson, or if a learner

secs that a peer bchaviour is bcing praiscd by thc teacher, he will imitatc thc same

conduct to rcccivc a rcward as wcll. (Travers and Elliot, 1993, p. 44)



41

1.2,1.2.2 The Cognitive View

This vicw supports that human bchaviour is influcnccd by íhc form pcoplc pcrccivc

things. It says that a person is molivatcd whcn he or she experiences a cognitive

disequilibrium, or a nccd to fínd thc solution to a problcm. (Travcrs and Rlliot, 1993,

p. 55) Thcrcforc, studcnts should be cncouragcd to discovcr more about a topic by

asking íhcm somc unknown mformaíion thcy wiíl havc lo invcstigate. Thc Cognitivc

vicw cmphasi/es intrinsic motivation unlikc thc bchavioural one. In íavourablc

condiíions thc Icarncrs' dcsirc ío be compclcní in somcthing will makc thcm fccl thaí

thcy are Icarning for its own sakc, and ñnding answcrs to a problcm will be thc bcst

rcward thcy could havc, ín this way íhc studcnts wilí try to fínd out information

about personal intercsts and thcy will rcmcmbcr and use it anytimc íhcy nccd it.

Unfortunatcly, to ercatc íhcsc conditions in which a síudcnt has thc dcsirc ío íind

rcsponscs to a qucstion is not always casy. (Travcrs and EHiot, 1993, p. 57)

1.2.1.2.3 The Humanistic View

Abraham Maslow (1943), a humanistie psychologist, síaícd that any thcory of

motivation should intégrate thc human nccds thaí he proposcd and arrangcd in

hicrarchical ordcr. Thosc nccds are: Defíciency needs which includc physiological

(hungcr, slccp), safcty (sccurity, protcction, síability, frccdom from fcar, anxicty),

bclongingness and íovc (famiiy, fricnds), and cstccm (othcrs and sclf-judgcmcnts),



42

and Growth needs self-actualization (feel competent and fiílfílled), knowing and

understanding (awareness of purpose) and aesthetic (appreciation for beauty and

balance).

After Maslow, when people satisfy their deficiency needs, they feel motivated to

continué with their growth needs, not because it is extremely indispensable but

because they want to ftillfil them. This desire to accomplish growth needs engages

the person into self-direct learning. Learners will be encouraged to learn knowing

that their top expectations could be satisfied. Teachers should be concerned about

their students' deficiency needs satisfaction as their first aim (students in the class

ought to be safe and relaxed, comfortable, have a feeling of belonging, and possess a

high self-esteem), in that way the learner will be ready to undertake the realization of

growth needs, and as a consequence they will achieve learning with enthusiasm.

(Travers and EUiot, 1993, p. 63)

Growth Needs

Self-aCtoal^ation

.
Esteem Met-ds

Eelcmgmg Needs

Safcty Needs

Physiological Nwds

Deficiency Needs

Figure 1 ,.í Maslow's hiera rchy of needs (www.webspace.ship.edu)
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1.2.1.2.4 Aspirations and Achievemcnts

The Germán psychologist F. Hoppc (1930) was one ofthe first theorists to deseribe

thc human naturc of making dccisions. In this aecount he cxamincd thc level of

aspiration. It sustains that a pcrson who has cxpcncnccd succcss ícnds to raisc his

objeetives, whcrcas someone who has faced failurc, will try to lowcr thcm. In this

way pcopic protcct thcmsclvcs from frcqucnt failurc or achicving objcctives too

casily and thcy scck to créate a balance, liowcvcr, thcrc are somc pcopic who sct

goals that are too high and thcy ccrtainly faií, whilc thosc who sct low goals are

alvvays achicving thcm and as a rcsult thcy think thcy are incrcdibly succcssful. Thc

ideal is to kccparcalisíic level of aspiration. (Travcrsand Rlliot, 1993, p. 68)

William Glascr (1969, 1972) supportcd thc prcvious ideas and addcd to thcm thc

neccssity to hclp studcnts cxperienec succcss at school through positivo learning

situations and achicvablc goals sctting so thcy build up an optimistic atíitudc íovvards

íhc nccd for achicvcmcnt. If thcy do not accomplish somcthing bccausc thcir

objcctives are not realistic, thcy will blamc themsclvcs for thcir lack of ability and

will not makc any cfforí in thc futurc. (Travcrs and Rlliot, 1993, p. 75)
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1.2.2 Motivation and Lcarning

Wlodkowski (1986) realized that during thc learning proccss íherc wcrc íhree

esscntial pcriods in vvhich motivation vvas vital: 1) thc bcginning, vvhcn students start

1hc Icarning proccss, 2) during thc Icarning, whcn studcnís are invoivcd in thc lesson,

3} the ending, whcn síudcnís are concluding tbe proccss. (Spauíding, 1992, p. 94)

1.2.2.1 Thc Bcginning of Lcarning

Ai this stage of thc proccss attííudes and needs play an important role. Altitudes are

íbrmcd by cognitivc, affcctivc, and bchavioural componcnís. Thcy can be described

as thc students' fcclings about themselvcs, school, the tcacher or thc subject. A

positivo aítitude is ncccssary ío achicvc languagc learnirtg. Howcver, factors such as

bad previous Icarning cxpcriences, lack of intcrcst, lack of thc subject general

knowlcdgc, use of unrclatcd material, among oíhcrs could genérate a negativo

aítitude, so it is íhc tcachcr's job to sitúate tbc problcm and fmd out somc soluíions.

Needs, on the other hand, are necessiíies that arise from the conditions of a situaíion.

As Maslow (1943) síaíed, mere are tvvo main types: dcíícicncy and growth nccds. If

a studcní, for cxampíc, is hungry or íircd, he will be conccrncd abouí climinating thc

need and will not pay attcntion lo íhc Icsson. Anothcr case are safcty nccds tbat are

usually fulíülcd ai homc. Noncíhclcss, somc students might fccl anxious or incapablc

of coping vvith thc group. Thosc students will be far from achieving objcctivcs, for
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that rcason it is a good idea to makc thc classroom as physically and psychologically

safe as possiblc. (Spaulding, 1992, p. 101)

,2.2.2 During thc Lcarning

Throughouí this sícp of learning stimulation and affect are involvcd. Stimulation is

íhc cxciícmcnt to Icarn or do somcthing. Ií couíd be produccd by thc matcriaí, thc

tcachcr, or thc class cnvironrncnt Somc Icarncrs are on control of íhcir own dcstiny

(de Chartns, 1976, p. 22), for thcm to sct goals and accomplish thcm is not difficult.

As a rcsult thcy fínd classcs stimulating. In contrast, othcrs think íhcy dcpcnd on

somconc or somcthing. Tríese Icarncrs nccd thc tcachcr's hclp more than anyonc

clsc. To makc surc thaí a síudcnt finds a lesson stimulating it is a good idea to

involvc his or her nccd for achicvcmcní in thc proccss. Affect, alícrnativcly, is thc

cxtcrnal cxprcssion of cmoíion atlached to ideas or mental rcprcscntations. If a

positivc cmotion is prcscnt in Icarning, studcnts vvill particípate activcly in íhc class.

If thc Icarncr succccds in any task, he will show a fccüng of pridc and will be

motivated to carry on with ií. On thc contrary, if failurc is íhc rcsult of an oulcomc,

thc Icarncr wül prcscní ncgaíivc cmotions such as shamc or !oss of coníidcncc. If this

¡s thc case, thc leachcr should hclp studcnís rccogni/.c thcir strcngths and vvcakncsses

and match tasks with thcir abilitics, so that thcy can use thcir skills to succccd.

(Spaulding, 1992,p. 104)
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1.2.2.3 Whcn Lcarning Knds

At thc last phasc of íhc proccss íwo kcy componcnts íakc part: cornpctencc and

reinforcement. Students are eompetent vvith the languagc vvhen íhey have a fccling

of languagc objcctivc achicvcmcnt and thcir performance demónstrales thcir skills

improvcmcnt. Bandura's thcory (1977) on motivation originatcd by imitation and

modclling suggcsts four proccsscs to achicvc compctcncc: attcntion, rctcntion, motor

reproduction proccsscs, and motivational proccsscs. For protccting attention thc

characíeristics of the modeí, íhe teacher, need to be distinclive but not unusual so

students have constructive behaviours to imítate. Retention is enhanced when the

teacher says out loud to his students what he is doing and ai íhc same time he modcls

íhc action, thcn, he makcs thcm practicc thc bchaviour. Whcn Icarners do it properly,

somc posiíivc rcinforccmcní will be rcquircd. Once studcnts rcalixc thcy are bcing

eompetent, thcy givc more cffort to eertain tasks improving thcir sclf-cffícacy. Thc

sccond componcnt of this stagc is reinforcement which is an incrcasc in thc sírcngth

of a responsc through thc use of a stimulus dcpcnding on that responsc. To use it

thcrc are thrcc basie rules: rcinforcc immcdiatcly aftcr thc behavior occurs, rcinfbrec

in small quantities bul the neeessary vvhatcvcr thc rcinforccr is, and rcinforcc small

progrcss in Icarning and motivation. Thc basic motivalion sccms to come from a

combination of studcnts' likcs and thc use of meaningful matcrials. (Spaulding,

1992, p. 118)



47

1.2.2.4 What Affects Students' Motivation

Becausc motivation is cxtrcmcly important in learning, tcachcrs should he awarc of

some of íhe most deeísive motives that influence someone's behaviour. Those are

íinxicty, aítitudc, curiosity, locus of control, Icarned hclplcssncss, and thc studcnts'

environmcní. (Travcrs and Fllioí, 1993, p. 79)

- Anxlety: It has bccn dcfrncd in thc dictionary as an unplcasant scnsation that is

cxprcsscd vvith fcclings of apprchcnsion accompanicd by rcstlcssncss, hcadachcs, or

stomach achcs. Evcrybody has bccn in a particular situation in which thcy feel

anxious. ít could be said that it is a normal state in a number of eonditions that is not

prcscnt in oíhcrs. Thcrc are somc peoptc, howcvcr, who are always fccüng anxious

and thcy are called neurotie. In thc classroom, anxicty can affcct studcnts'

performance. Thcrc are many things íhat could be thc cause of it, for instancc,

tcachcrs, cxaminations, classmatcs, social rcíationships, or achievemcnt seítings,

Whatcver íhe rcason for having such fccüng, tcachcrs must kccp in mind that low

and modérate levéis of anxiety produccd by controllcd motivation ean be beneficia!

whcn accomplishing a task, yct high levéis gcncratcd by extreme motivation could be

ncgativc and non-adaptivc. Anxious studcnts are always blaming thcmsclvcs for any

failurc, avoiding curiosity, are noí popular, thcy havc ncgativc pcrsonality traits, are

dcpcndcnt, immaturc, and not wcll-adjustcd. (Travcrs and Elíiot, 1993, p. 82)
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- Atíiiude: it is dcfmcd by psychologists as a pcrmancnt way of fccling, thinking, and

bchaving toward somcthing or somcbody. A personas attitudc reveáis his or hcr view

of a situation. ín ícaching, vvhen a person knows more about somcthing or someone

and his/hcr fcclings sírcngthcn, it is difíicult to change his/her atíitude. For cxamplc,

if a teachcr you rcspcct says bad things about a studcnt and shows ncgativc fcclings,

it is ükcly íhat you will havc a ncgativc aítitudc toward that person as wcll. Studcnís"

altitudes are significant the momcnt of learrúng and thcy come from parcnts, siblings,

ctassmatcs, thcir own performance, and tcachers. Learning can be blockcd if a

teachcr or Icarncr prcsents an inflexible attitudc, so a change of it has to be sought in

both cases. (Travcrs and FJliot, 1993, p. 83)

- Curiosiíy: a curious person can be portrayed as somconc active, invcstigaíive, and

manipulativc. The origins of curiosiíy are said to be cxtcrnal (when studcnts flnd

somcthing atíractive from thcir environmcnt) or intcrnal (personal stimulation). If

leamcrs are rclaxcd and want to work, íhcy will demónstrate somc intcrest in thcir

environmcnt. Curiosiíy indicatcs íhat a person is motivated to learn, and studcnts are

curious whcn thcir surrounding is stimulating. (Travers and Hlliot, 1993, p. 83)

Thereforc, curiostty can be onc of thc tcachcr's bcst tools to approach languagc

motivation

- Locas of Control; Rottcr (1966, 1975) and Phares (1973) studicd people's locus of

control. Thcy statcd that if a síudcnt thinks he has littlc control ovcr his acíion, he has

an external locus of control. On the other hand, if a student believes he is in control
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of his actions, bis locus of control is interna!, For cxamplc, vvhcn a síudcnt considcrs

that he suecccdcd beeausc he was skillful cnough, he is in control of his actions, huí

if a sludent aítributes his success to luck, he thinks he does not have control over

himsclf. Wigílcld (1988) found in an invcstigation that past success or failurc has big

influcncc on students' attribution of control. In Icarning, rccognizing thc students1

locus of control can hclp thc tcachcr undcrstand and maximize síudcnís"

opportunitics to make their locus of control becomc interna!. (Travers and Fllioí,

1993,p. 84)

- Learned Hetplesxness: ScUgman (1975) sustaincd that peoplc aftcr cxpericncing

constan! failure get frusíratcd and íhcy stop írying, that is thc state he callcd Icarncd

helplessncss. In tbc classroom, students search thc bcst opportunity to bccomc bcttcr;

howcvcr, if íhcy only cncountcr disappointmcnt, thcy will lose hope and givc up.

Thcrc are thrcc cícmcnts conccrning Icarncd hclplcssncss in thc classroom: failurc ío

iniíiatc aclion (students bccomc passivc), failurc ío learn, and cmolional problcms

(frustration, dcprcssion, incompctcncc, and unmotivation). To persuade students to

havc positive thoughts about íhc capacity and control ovcr their actions, good

performance, vivid cxpcricnccs, verbal persuasión from others, and ernotional

arousaJ are csscntial. (Bandura, 1977, p. 45)

- Students' environments: this section is about motivation and multicultural students.

Somcíhing that is impcrativc for íhcm is their adjustmcnt ío a ncw country, ncw

customs, fricnds, and classrooms. Thc mcntíoncd characícristics influcncc Icarning,
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achievement, and thus learners' motivaíion. Teachcrs can do a lot to hclp thosc

studcnts intégrate to thc group and accompüsh thcir goals. For cxamplc, thcy can

créate a supportivc and undcrstanding cnvironmcnt in thc class. Teachcrs should also

be familiar with thc diffcrcnt cultural backgrounds so thcy assist thosc Icarncrs with

spccial nccds. Anothcr good idea is that tcachcrs takc into aceount Maslow's

hierarchy of nccds and makc surc studcnts fullfil priman Jy dcficicncy nccds.

(Travcrs and Elliot, 1993, p. 85)

1.2.3 Motivationa! Tcaching Practicc

U is not casy to motívate Icarncrs bccausc thcrc is ncithcr a mcthodology ñor a

tcchniquc thaí could be said ío work pcrfcctly. Stratcgics or tcchniqucs that work

well in a situation might be a complete failurc in another. Some rewards that

stimulate ccrtain studcnís could be indiffcrcnt to othcrs. Bcsidcs, íhc ¡ob of

motivating síudcnts has bccn left bchind. Thc ícachcr is thc rcsponsiblc for tcaching

the curriculum, so there is no time avaiíabíe ío work on students' motivation. A

motivationat tcaching pracíice vvill be long-term oriented, and some teachers might

scc that preparing studcnts for tests is somcthing more short-tcrm oriented. Howcvcr,

thcrc is not bcttcr rcvvard than guiding learners to future sueeess by motivating thcm,

and tcaching so that thc classroom cnvironmcnt bccomcs much more cnjoyablc doing

so. (D6rnyci,2001,p. 28)
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1.2.3.1 Motivaiiona! Teaching Tcchniques as Cornponcnts of a Motivational

Tcaching Practicc

Dornyci (2001) bascd his analysis of a motivational tcaching practico in a process-

oricntcd modcl that was dcveiopcd for cducationaJ purposcs and that he considcrcd

comprchcnsiblc.

Encouraging positive
ret ros pective-self-
evaluation

• Promoting
molivalíonal
attribulions

• Providing
motivational
feedback

• Increasing
learner
satisfaction

• Offering
rewards and
grades in a
motivating
manner

Creating the basic motivational
conditions

• Appropriate teacher
behaviour

• A pleasant and supportive
classroom atmosphere

• A cohesive learner group
wilh appropriate group norms

^

Motivational
Teaching
Practíce

\

\
^v

\s.

Maintaining and protecting
motivation

• Making learning stimulating
and enjoyable

• Presenting tasks ¡n a
motivating way

• Setting specific learner goals
• Protecting the learners' self-

esteem and increasing theír
self-confídence

• AHowing learners to maintain
a positive social image

• Creating learner autonomy
• Promoting self-motivating

strategies
• Promoting cooperation

among the learners

Generating initial
motivation

• Enhancing the
learners' L2-
related valúes
and altitudes

• Increasing the
i ilearners
expectancy of
success

• Increasing íhe
learners' goal-
orientedness

• Making the
teaching
malcriáis
relevanl for the
learners

• Creating
realístic learner
beliefs

/
//

//
/
/

/<r

Figure 1.4 The components of motivational teaching practice in the L2 classroom (Dornyei,

200l,p. 29)
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Thc most important units in this proccss-oricntcd modcl are: creating thc basic

motivational eonditions, gcncrating initiaí motivation, maintaining and protecting

motivation, and encouraging positivo retrospcctive sclf-cvaluation. (Dornyci, 2001,

p. 30) Fach of thcm prcscnts a sct of motivational tcaching techniqucs that, if uscd

corrcctly and appropnatcly, will havc a grcat impact on studcnts' motivation to Icarn

a sccond languagc.

1.2.3.1.1 Creating the Basic Motivational Conditions

Motivaíional stratcgics cannot be uscd if thcrc are not ccrtain rcquircmcnts that havc

to be prcviously cstablishcd and that are rcquisitc ío start trying to genérate

motivation. Thosc rcquircmcnts are: appropriatc tcachcr bchaviour and a good

rclaíionship with the studcnt, a plcasant and supportivc classroom aímosphcre, and a

cohcsive Icarncr group with appropriatc group norms. (Dornyci, 2001, p. 31)

- Appropriate teacher behaviour: Aftcr some rcscareh done by Dornyei and Csi/cr

in 1998, ií was found that cducators thought thc most powcrful tool to motívate

learners was the teacher's behaviour and at the same time such tool was the most

undcruscd in thc classroom practicc. To achicvc an appropriatc conduct, tcachcrs

should posscss thc following qualitics:
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1. Bnthusiasm: in 1997, Mihaly Csiks/.cntmihaiyi prcscntcd an articlc in which he

talkcd about the most influcntial tcachers in pcople's livcs. The rcsponsc to that

qucstion was that the enthusiastic tcachers who love their subjeet and dedícate all

thcir cfforts to transmit thcir passion towards the subjcct mattcr wcrc the most

significant in thcir studcnts' livcs. By cnthusiasm it is mcant positivc altitudes,

intcrest in the subjcct, and cffortful sharing of knowlcdgc. (Brophy and Khcr, 1986,

p. 39)

2. Commitmcnt to and cxpcctations for the studcnts' Icarning: if tcachers show

interest in studcnís' learning and improvemcnt, it is likcly for studcnts to do the

same. Tcachers nccd to Ict students know they earc abouí them and that everybody is

capablc to succccd. To attain success, both tcachers and studcnts must work togcthcr.

Thcrc are somc forms of communicating to studcnts that tcachcrs should know about.

Those are: offcring hclp, offcring to cxplain things again individually, responding

immcdiately whcn hclp is nccdcd, correcting tests and homcwork at Ihc appointed

time, giving students copies of intcrcsting material, organiz.ing cxtracurricular

instructional programmcs, cncouraging extra assignmcnt and offcring heip with it,

showing concern whcn problcms arisc, and allowing síudcnts to rcach the tcachcr at

any time if nccdcd. (Dornyei, 200J, p. 34) Morcovcr, tcachers' cxpcctations about

what thcir students are capablc of doing are partieularly significant. If an cducaíor

íhinks that his students are ablc to accompüsh high levéis of compctcnce, studcnts

will probably do so. On the othcr hand, if a tcacher has low expcctations about the

performance of his studcnts, thcy wil! sharc the same fccling and will not do their

bcst. (Dómyci, 2001, p. 34)



54

3. Good rclationship with thc students: Tcachcrs havc to maintain a good rclationship

with studcnts not only acadcmically spcaking but also pcrsonaUy. Tcachcrs who

sharc studcnts" Ufe mattcrs with thcm, worry about thcir personal problems and

cstablish a rclationship of mutual trust are thc ones thaí cnthusc studcnts to cnrol in

sehool aeíivities. Still, crcating a positivc rclationship is not always casy to do. It

rcquircs somc componcnts, such as: acccptancc of studcnts (non-judgcmcntal

positivc attitudc), abiíity to listen and pay attcntion to thcm (greeí studcnts,

rcmcmber their ñames, smilc at them, noticc intcrcsting fcatures of thcir appcarancc,

show intcrest in thcir hobbics, remcmbcr thcir birthdays, etc.), and availability for

personal coníact (join studcnts in thc playground, at lunchtimc, givc thcm your c-

mail addrcss or phonc numbcr, chapcronc sehool cvcnts, etc.) (Dórnyci, 2001, p. 36)

4. Good rclationship with parcnts: In thc case of childrcn cducation, thcir parcnís"

opinión is relcvant and so thcy could be of grcat hclp, at thc momení of cngaging in

moíivational practiccs. Gardncr (1985) statcs that parcnts, in thc fícld of second

language learning, play a passivc role mcaning that íhey transmit thcir fcclings

íowards \ and its community to thcir childrcn and could be models of thc language,

too. A good way to cstablish a positivc rclationship with parents is by kccping thcm

informcd of all thc activitics that takc place at sehool and letting thcm be part of thc

decision-making process on what thcy consider best tbr thcir kids. (Dornyei, 2001, p.

39)
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- A pleasant and supportive aimosphere in (he classroom: Thc language classroom

might be considercd as one of thc most threatening places for síudcnts and cvcn more

fbr those who already havc a low self-cstccm bccausc learncrs havc ío takc risks

without having a complete control ovcr pronunciation, intonation, grammar and

contcnt at íhe same time. That is why crcating a positivc atmosphcrc in the classroom

is indispensable and it can be achicvcd through thc cxistcnee of an cncouraging

relationship between classmates (avoiding making fun of studcnts* mistakes and

taking mistakes as a norma! part of thc proccss), thc use of humour whcn appropriatc

and without disrcspccting anybody, and thc classroom personalisation with posters,

picturcs, bulletins, or dccorations. (Dórnyei, 2001, p. 40)

- A cohesive learner group with appropriaíe group norms: The discipline of

classroom dynamics scc group cohcsivcness and group norms as two elements with

big influence in thc motivational process. Cohcsivcness is dcscribcd as thc

willingncss of mcmbers of a group to providc mutual support, and to makc cvcry

mcmbcr fccl wclcomc in it. (Hhrman and Dornyci, 1998, p. 51) Studcnts in cohesivo

groups tcnd to be highly motivatcd to Icarn and cnjoy thcir classcs duc to each others

encouragement to achicve group goals. To hclp studcnts forro a cohesivo group somc

factors such as thc amount of time spcnt togcthcr, how much learncrs know about

each othcr, contact and interaction, coopcration, succcssful complction of group

íasks, solidarity, and cffort invcstmcnt in thc group's goals are rcquircd. (Dornyci,

2001, p. 42) ín addition to it, classroom rules that determine what a studcnt can or

cannot do in thc class are also an impcrativc clcmcnt. To gct studcnts rcspect thc

rules it is ncccssary to discuss thcm opcnly, so Icarners understand and adopt them
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cagcrly. Thcrc are somc ideas to makc thc rule sctting process easier, among them,

formulating probable goals, justifying thc purposc of cach rule, having thc group

discuss thc norms, cliciting possiblc rules from thc learncrs and submitting thcm to

diseussion, and agreeing on a set of class rules. In this way establishing thc group

norms will becomc a ncgotiation process rathcr than an imposition. Finally, to make

surc studcnts will intcrnalisc thc rules, thc tcachcr has to cnforcc thc agrccd norms by

practicing íhem cvcry day, othcrwisc studcnts will think that it is a wastc of time to

Ibllow thcm and will disobcy. (Dórnyei, 2001, p. 44)

1.2.3.1.2 Gencrating Initial Motivation

In an ideal vicw of motivation and Icarning, ükc littlc childrcn, all studcnts should

posscss an innatc curiosity and readincss to learn, yct, eompulsory curriculum and

school attcndancc make it difficult for thcm to gct involvcd in cnthusiastic Icarning.

(Brophy, 1998, p. 62) Hvcn in a group of students with the basic motivational

conditions thcir motivation will not be automatically thcrc, so tcachcrs musí find

somc ways to convincc thcir studcnts to achievc thc cxistcnt class goals evcn though

thcy are not thc oncs thcy would cnjoy, and genérate a positivc attitudc towards

Icarning. (Dornyci, 2001, p. 50) Generating motivation is a course of action that is

íbrmed by the following elcments: enhancing thc Icarncrs'1 languagc-rclatcd valúes

and altitudes, incrcasing the Icarncrs" cxpcctancy of success, incrcasing thc learners"

goal-orí cntedncss, making thc tcaching materials relevant for the learncrs, and

crcating realistic learncr bcliefs.



- Enhancing the learners' language-related valúes and attítudes: Evcrybody

embraces a valué systcm which has bccn cstahlishcd sincc thcir carly age and

modificd by past lifc cxpcrienccs. lí consisís of a group of altitudes, beliefs, and

fcclings towards our surroundings. This systcm has an important role whcn

expressing people's preferences. Thcrcíorc, it can be exploited in thc motivationaí

languagc Icarning íicid through positivc languagc-rclatcd support of valúes and

attitudcs. In ordcr to do it thcrc are thrcc important dimcnsions of the valué systcm

that tcachcrs nccd to know: 1) thc intrinsic valué (learncrs" intcrcst and cnjoymcnt of

thc languagc elass), 2) thc integrativc valué (learners' desire to intcract with thc

targct languagc community), and 3) thc instrumental valué (convcnicnt bcncfits from

12 proficiency) nccd to be promptcd. (Dornyei, 2001, p. 51)

- Increasing the learners' expectancy of success: Hxpcctancy of succcss has bccn

onc of the most rescarchcd faetors eonccrning motivationaí psychology bccausc

invcstigators bclicvc pcoplc do things cfforttul if thcy know they are going to

succccd. This principie also applies to ¡carning. Hxpcctancy of succcss goes togcthcr

with valúes. If studcnts havc to work on an activity, ií has to be onc that thcy cnjoy

and think as mcaningful to cxpcct them to succccd. To hclp studcnts créate a succcss-

oricntcd attitudc, tcachcrs can cnhancc thcir hopcs for achicvcmcnt by providing

enough preparation to work on a task, offcring assistancc, Ictting studcnts help cach

olhcr, making thc tcrm "succcss" as clcar as possiblc, modelling success with

succcssful studcnts, and rccognizing and rcmoving possible obstaclcs to learning.

(Dornyei, 2001, p. 57)
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- Increasing the learners* goal-orientedness: If thc tcachcr wants any group to

achicvc its objcctivcs, its mcmbcrs will nccd to sharc thc same goals. (Rosemary

Sénior, 1997, p. 2) Although in the Fnglish class it may scem that everybody's main

goal is to achievc languagc proficicncy, somc learncrs eould prcscnt diffcrcnt points

of view. For thcm, aeadcmie goals are not thc only oncs to accomplish, buí social

objcctivcs are also central for thcir motivational dcvclopmcnt. Thc most motivating

learning cxpcricnccs for studcnts will be thosc that rcgard both social and academic

aims. (Wcntzcl, 1999, p. 13) A good mcthod to dircct studcnts to thc same goals is

to discuss students' general goals honestly, negotiate and agrcc on thc most

important for thc class. Thosc goals nccd to be chcckcd pcriodically to makc surc thc

class is following thc corrcct path to attain thcir intcntions. (Dornyci, 2001, p. 59)

- Making the teachtng materials relevantfor the learners: Whislcr (1997) maintains

that onc of thc most dcmotivating aspccts for studcnts is whcn thcy have to learn

somcthing that is not rclcvant to thcir livcs. Unfortunately, this is what rcally

happcns at schoois bccausc the curriculum is created on the basis of what socicty

thinks learners nccd but not on what thcy actually rcquirc. (Brophy, 1998, p. 65)

Some motivational advicc givcn to teachcrs conccrning this is that thcy have to know

about thcir studcnts' goals and thcir intcrcsts, hobbics and nccds, after that thcy can

incorpórate them inío thc curriculum whcncvcr possiblc. In this manner students will

be motivatcd bccausc thcy will sce thc material as worth to learn. (Dornyci, 2001, p.

62)
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- Creating realistic ¡earner beliefs: Languagc students normally have crroncous

bclicfs about languagc Icarning. Somc might think that Icarning a languagc could

onty be done in a target languagc speaking community, or thcy may say that if you

are good at languagcs thc sctting is not importan!, or that learning a languagc

happcns only if you are young enough, to mcntion a fcw. Thc case is that all thcsc

assumptions whcthcr corrcct or incorrcct intcrfcrc with thc normal f!ow of thc

languagc Icarning proccss and thcrcforc with thc languagc objcctivcs somcbody

wants lo reach. To avoid students' false beliefs, teachers should talk about the main

poinís of languagc Icarning, such as thc difficulty of language learning, spcciíícally

thc onc thcy are studying, thc real progrcss thcy can makc along thc coursc, thc

rcquircmcnts to be sueeessful learners, and thc bcst forms to learn a languagc.

(Dornyci, 2001, p. 66)

1.2.3.1.3 Maintaining and Protccting Motivation

If íhe first two steps of the motivationa! teaching practicc wcrc accomplishcd

succcssfuliy, crcating íhe basic motivational conditions and gcncrating initial

motivation, teachers could bclicvc thaí thc motivational proccss had bccn complctcd;

howcvcr, once such proccss starts and is in thc corrcct track thcrc may be many

positivc or ncgativc motivational influcnces likc thc tcndcncy to lose sight of the

goal, or gct tircd or borcd which can obstruct thc normal coursc of action. Thaí is

why motivation needs to be prescrvcd and sheltered. (Dornyci, 2001, p. 71) This will
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only be possiblc if the cight most influcníial motivational arcas are eovcrcd. Those

are:

- Making learning stimulating and enjoyable: Although tcachcrs eonsciously knovv

that tcaching should not be boring or íiring, thcrc are severa! aspccts that contradict

that fací. For cxamplc, somc tcachcrs and students think thaí scrious learning has to

takc place in a scrious, hardworking cnvironment if it is not íhe case Icarning is

doubtful; tcachcrs are also under pressure to covcr íhe curriculum, this makes thcm

forgct about students' cnjoyment and thcy concéntrate on concrete products such as

preparing students to pass an cxam; assignmcnts don't havc thc quality to be

cngaging; howcvcr thcy havc to be done. Most of thc time students have to sit and

listen making thc class tiring and motionlcss. (Dórnyei, 2001, p. 72) Fortunatcly,

somc tcchniqucs to makc classes motivating are:

1. Brcaking thc monotony of learning: Evcn if the tcachcr uses intcrcsting

approachcs to cali students' attcntion ovcr the subject, thc cvcryday use of thcm can

make the class bccome monotonous. 'í'heretbre, to convcrt thc Icarning proccss in a

varicd onc thc focus should be in thc languagc tasks. For cxamplc, a sociocultural

issuc could be used to vvork on a grammar task, a writing activity could be followcd

by a spcaking task, using activitics bascd on studcnts' Icarning styles, working with

thc class as a wholc group and thcn arranging smalícr groups. As wcll as task

variation, tcachcrs should work on other clcmcnts of thc Icarning proccss, for

instance, the teacher's presentation stylc, thc Icarning malcriáis, the degrcc of
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students" involvement, and the classroom arrangcmcnt. Eventually, thc general

rhythm of thc class or thc scqucnee of events eould also he ehanged to makc the class

unprcdietablc. (Dórnyci, 2001, p. 73)

2. Making thc tasks more intcresting: To havc a more intcresting task thc contení of

it has to be attractive to studcnts. Thcy also likc a ccrtain dcgrcc of challenge in

whatcvcr thcy do. Thcrcforc, thc use of puz/lcs, problcrn solving acíivitics and soup

letters can help. Anothcr idea is to add novclty to activities. It rcmovcs borcdom. If

síudcnts havc to intégrate thc exotic, fantasy, or personal clcmcnt in a task, they will

enjoy it a lot. Small group eompctition is also healthy, yct, in a contcst there are

always loscrs, so tcachcrs havc to makc surc that thcy don't takc it scriously. Whcn

studcnts havc to come up with a final product likc a projcct as thc rcsult of thc task,

thcy gct rcally involvcd. Finally, a littlc bit of humour makes things intcresting, too.

(Dornyei, 2001, p. 75)

3. Incrcasing studcnts1 involvement: Studcnts bencflt from a íask if thcy play an

important part in it. Thcrcforc, teachcrs should try to créate as many opportunitics as

possiblc for studcnts to particípate activcly. (Dornyei, 2001, p. 77)

- Presentíng tasks in a motívaiing way: The way in which tcachcrs prcscnt tasks

could makc a big differcncc in how students recognize and are involvcd in such

activities.
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stimulating. For an introduction to be attractive, thrcc componcnts are indispensable:

1. Rxplaining thc purposc and the utility of a task: students are almost always asked

to do a task bccausc thc tcachcr wants to, as if sehool wcrc thc army. Normally, a

good way to ask students to work on an activity is by giving thcm good rcasons to do

it, and tclling them why ií is relevan! in thc learning proccss. To successfully prcscnt

a task, teaehers need tu follow these steps: a) tell students the task will be a learning

opportunity íbr thcm, b) cxplain how thc task fits in thc class goals, c) clarify íhc

points students should concéntrate on and vvhcrc thcy havc to be carcful, and d) makc

a link bctwccn thc task and thc studcnf s lifc cxpcricncc. (Dórnyci, 2001, p. 79)

2. Raisc students' cxpcctations: To make the aetivity sccm more intcrcsting and

cxciting to thc students1 cycs, tcachcrs can do thc following: show cnthusiasm whcn

introducing the task, make students predict or gucss what the activity will be about,

emphasixc thc points to be covcrcd, and changc thc routinc whilc working with

familiar activitics. (Dórnyci, 2001, p. 80)

3. Providing appropnatc stratcgics to do thc task: Whcn students are prcscntcd a task

to do, teaehers oftcn give instruetions without exactly knowmg if students wül be

ablc to be cngagcd in it. A good idea to hclp students undcrsíand better what to do is

by cxplaining the proeess stcp by stcp, tclling them the taeties íhey need to aehieve



thc activity objcctivcs and if ncccssary dcmonstrating with a modcl síudcnt.

{Dornyci, 2001, p. 80) íf there is still somc degree of confusión among learners, thc

teacher can síart working with studcnts on thc activity and once thcy fccl more

confidcnt to work on thcir own, thcy wil! do ií. (Wlodkowski, 1986, p. 75)

- Setting specifíc learner goals: Goal sctting is ncccssary in evcry activity wc do in

our lives and it is of significan! importancc in thc languagc teaching fíeld. If learners

set specifíc and short-term objcctivcs, thcy will feel motivatcd by thc positivc

outcomcs thcy will cxpcricncc. On thc othcr hand, if objccíives are vagucly sct or

thcy are too far from bcing achicvcd, studcnts1 progress will not be sccn as thc same.

Síudents can learn to sct goals in an effective way if they learn how to break down

acíivities or homcwork into smaller parís, givc thosc parís a dcadlinc, and chcck thcir

own progress. (Dornyci, 2001, p. 81) McCombs and Pope (1994) proposcd a scvcn-

step process for successful goal setting: 1) define goals clearly, 2) lisí sícps ncccssary

to attain goals, 3) íhink aboul possiblc problcms lo come, 4) think of solutions for

íhosc problcms, 5) csíablish a time to achicvc cach goal, 6) evalúate progrcss, 7) givc

yoursclf a rcward. Thcy also suggcst that studcnts should know thc "ABCD" of

goais, which means: goals should be Achievable (possible for your age and strength),

Bclicvablc (posiíivc thoughts of accomplishmcnt), Conccivablc (mcasurablc), and

Dcsirabie (rcally wantcd).

- Protecting the learners' self-esteem and increasing their self-con/idence: In thc

languagc classroom it is of cxlrcmc importancc to have studcnls whose sclf-respect is



strong. In this way thcy will be ablc to undcrtakc Icarning in an optimistic manncr. If

that is not thc case, cvcn thc bcst motivational tcaching practiccs will not be cnough

to hclp thcm master the íanguage. Lcamcrs from all ages are likely to suffer from a

low sclf-cstccm causcd by scvcral rcasons, though tccnagcrs are thc most scnsitivc to

it duc to thc stagc of Ufe thcy are going through. For thcsc pcoplc thcir scíf-image is

their main concern. Thcy feel insccurc and worry about evcrything. It gets even

worsc whcn thcy have to face thc fear of pcrforming in a subjeet in which thcrc is a

high probability that thcy will makc mistakcs. They will thcn decide not to

particípate ío protcct thcir own valué and worth. Hopcfully, therc are some

tcehniqucs thc teacher can use to guide studcnts to a constructivc dircction to

building sclf-rcspcct and gaining confidcncc. (Dornyci, 2001, p. 86)

1. Providing cxpcricnccs of succcss: Sehcidcckcr and Frccman (1999) sustain that

thc hiddcn mcaning of sclf-cstccm is succcss. If Icarncrs cxpcricnce it in class

activitics, thcy wili start cnvisaging succcss all thc way through thc proccss.

"Success brecds suceess." (Dornyci, 2001, p. 89) The tcachcr can cnhancc thc

opportunitics for studcnts to succccd if thcy starí with simple tasks that cvcrybody

can do and latcr incrcasc their leve! of complcxity. So if students do wcll at thc vcry

beginning, thcy will be encouraged to accomplish something elsc cven more

chalíenging.

2. Rncouraging thc Icarncr: James Raffini (1993) maintains thaí sclf-cstccm dcvclops

from othcr pcoplc's bclicfs. Whcn tcachcrs bcticvc in thcir studcnts, síudcnts bclicvc



in thcmsclvcs. Whcn pcoplc you rcspcct say that you can do it, you can,

F.ncouragcmcnt is an optimistic convincing cxpression thaí somconc can achicvc

goals. With it studcnts scc thcir capabilitics and strcngth and thcy fccl trustcd. Somc

studcnts might nccd just an encouraging word ío perform eíTectively, while othcrs

may rcquirc constant cncouragcmcnt. (Dórnyci, 2001, p. 90)

3. Rcducing languagc anxicty: Languagc anxicty diminishcs motivation and thc

síudcnts' dcsirc of achicvcmcnt. (Maclntyrc, 1999, p. 32) I.carncrs fccl anxious for

many rcasons, likc pcrforming in a languagc thcy hardly know about, intcracting

with thc teacher in thc targct languagc, thc grading system, or othcrs' critics.

Studcnts nccd to cncountcr languagc in an anxious-frcc 7,onc. This can be possiblc if

al! thc factors that Icad to studcnts1 apprchcnsion are removed. For cxamplc, stop

comparing succcssfu! and unsucccssful studcnts, avoid saying grades out loud, ccasc

commenting with thc learncr that he is a littlc behind the othcrs, evade classroom

compctition whcrc winncrs rcccivc rcwards and loscrs sarcastic commcnts, prcvcnt

thc cxaggcratcd corrcction of mistakcs, and forgct about unannounccd tests.

(Dórnyci, 2001, p. 91)

4. Tcaching learncr stratcgics: A ccrtain dcgrcc of succcss vvorkíng on a task dcpcnds

on thc amount of support studcnts havc. Tcachcrs can show studcnts somc stratcgics

thcy may use in diffcrcnt situations, so learning bccomcs more cffcctivc. Thc sct of

learning stratcgics Icarncrs could cmploy havc bccn prcscntcd prcviously in this

chapter. Bcsides those, students can use communicativc strategics such as asking for
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clariflcation, repctition, confirmation, expressing non-undcrstanding, asking for help,

among others. They will help them overeóme obstacles the moment of

communieating. (Dornyei, 2001, p. 94)

- AUowing learners to maintain a positíve social image: At school students havc to

face not only academic concerns, hut also social issucs. If a Icarncr succeeds in a

suhjcct, this will influcncc his intcllcctual dcvclopmcní as wcü as his social position

in the cíass. In contrast, if someone fails in a subject, the rcsult will be personal

frustration and public humiliaíion, Consequcntly, a Icarncr will do whatcvcr is

nccessary to keep a positive social image. Raffmi (1996) says that "Thcrc are fcw

influcnccs in a studcnt's lifc more powcrful íhan thc fccling of being rcjccted by

others." To support studcnts maintain a positive social image there is a list of

"should not do" that has to be eonsidered: 1) íeachcrs should not criticisc or eorrect

students in a humiliating form, 2) tcachcrs should not tcll studcnts to particípate if

thcy are not confidcnt cnough ío do wcíl, and 3) tcachers should not discipline

students in a way they fcel dishonourcd. The bcst method is to créate opportunities

for studenís lo show their brightcst side and ask them to contribute with elass dutics

they might be good at. (Dornyei, 2001, p. 97)

- Promotíng cooperation among the learners: Group cooperation is onc of thc most

powcrful tools to motívate learners. This faet is so widely known that it has been

declarcd that students who work in eooperative classrooms tcnd to increase íheir self-

esteem and self-eonfidcnce. Moreover, Síavin (1996) talks about an approach ealled



cooperativo Icarning that has shown cxcellcnt results in achicving communicativc

eompctcncc. Thcrc are many rcasons to use coopcration as a motivation promptcr: it

promotes students acceptanec rcgardlcss oí" their race, culture, or social status, it

raiscs studcnts' expccíancy of sueccss, it devclops in studcnts a scnsc of bclonging

and comradcship, it incrcases students' scnsc of obligation and rcsponsibility, it

cncouragcs studcnts" autonomous Icarning, it cnhanccs studcnts' satisfaction for

suecessfully complcting a task., it hclps students relate their suceess to thc dcgree of

effort thcy put on a task. (Dornyei, 2001, 100) To use eoopcration cfftcicntly

tcachcrs should put studcnts togethcr in groups of 3 to 6 mcmbcrs, studcnts should

dcpcnd on caen group mcmbcr to complete a task by giving thcm spccific roles, and

learners should be traincd on how to work as a group. (Dornyci, 2001, p. 100)

- Creating learner autonomy: Autonomy is a tcrm that has gcneratcd positivo and

negativo rcactions among rcscarchers. Thc idea of intcgrating autonomy to Icarning

is that students succeed despite of thc quality of cducation they reeeive at school. A

complcmcníary point of vievv says thaí learners who are capablc of Icarning by

thcmsclvcs may achicvc superior proficicncy. Autonomy givcs frccdom to learncrs to

choosc the activiíics and tcaching matcriaís thcy want to use rathcr than doing things

hy forcé. Such freedom cnhances students" motivation. For an autonomy-supporting

Icaching practico two points havc to be taken into aecount:!) learners" involvcmcní

in the learning process organi/,ation (allowing learncrs to choosc activitics, matcriaís,

topics, and assignmcnts, giving students the position of a real authoríty with

rcsponsibilitics and roles, cncouraging studcnts to contribute with thc class and with

their classmatcs, cmphasizing projcct work, letting studcnts use sclf-asscssmcnt



when appropriatc, and making them decide when and how to be evaluated), and 2) a

ehangc in thc tcachcr's role (the teachcr's role will be as faciliíator). (Dornyei, 2001,

p. 102) Bcnson (2001) rccommcnds the following approaehcs as good prácticos to

cncouragc autonomy: rcsourcc-bascd, tcchnology-based, Icarncr-bascd, classroom-

bascd, and curriculum-bascd approaehcs.

- Promoting self-motivating learner strategies: Most of íhc rcsponsibility to

motívate learners tends to be in the teacher's hands, still, learners could also be

responsible for incrcasing their own motivation through the use of some strategies.

Kuhl (1987) and Corno and Kanfcr (1993) claboratcd somc classifications that are

part of sclf-motivating strategies. Thosc are commitmcnt control stratcgics,

mctacognitivc control stratcgics, satiation control stratcgics, cmotion control

stratcgics, and cnvironmcntal control strategies.

1. Commitmcnt control stratcgics: thcy are conscious techniqucs to hclp studcnts

achieve their original goals. This can be done by keeping in mind positive rewards,

and conccntrating on what could happen if the original goal was not aehieved.

2. Mctacognitivc control stratcgics: thcy are conscious techniqucs uscd by learners

to chcck and dircct conccntration. For cxamplc, rcminding onesclf to concéntrate,

imagining what could happen if you did not concéntrate, tclling onesclf rcgularly

about deadlincs, ignoring unrclatcd aspccts on purposc, rccognizing possible



distractions and working on dcfcncc tcchniqucs, conccntraíing on thc first stcp to

take.

3. Satiation control stratcgics: thcy havc thc purposc of adding attraction or intcrcst

to thc activity by giving to thc task a twist to makc it funnicr or more challcnging,

and using onc's fantasy.

4. Emotion control stratcgics: thcy can consciously promete positivc cmotions to

cxccutc studcnts1 goals. This could be achicvcd by crcating uscfui divcrsions,

rccalling talcnts and strcngíhs, using sclf-cncouragemcnt, applying rclaxation and

meditation techniques, counting to ten, sharing fcclings with someonc elsc, and

praying.

5. Bnvironmental control stratcgics: thcy try to cradicatc ncgative influcncc in the

cnvironmcnt such as noisc, fricnds, or tcmptations likc cigarcítcs or alcohol. Instcad

studcnts can créate positivc cnvironmcntal influentes by arranging a party or a

mccting with íhc only purposc of working, making a promise to do somcthing,

putting yourself in a no way back situation, and asking friends to hclp you. (Dornyei,

200 l ,p . 110)
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1.23.1.4 Encouraging Positíve Self-evaluation

A motivational teaching practice cannot be complete if it lacks the students' self-

evaluation stage. It is a human characteristic to look back and analyse our past

performance instead of just continuing focusing on fiíture challenges. This is how our

past and fiíture are very cióse attached, and a necessary step to increase students'

motivation is to help them confront their past in a positive and productive way so that

they can envisage a ftiture full of success. (Dórnyei, 2001, p. 117) Some important

aspects to be covered in this section are: promotíng motivational attributions,

providing motivational feedback, increasing learner satisfaction, and ofíering

rewards and grades in a motivating manner.

- Promotíng motivational attributions: The word attríbution relates to the

explanation given by people about their success, or why they experienced failure in

the past. The attribution theory that started in the 80's as a result of the psychologists

need to understand such human trait provided teachers with some guidelines

concerning students' thoughts about their past performances and what comes behind

each of them so students' negative altitudes could be positivefy shaped. Learners

normally attribute their success or failure to: abílity, effort, task difficulty, luck,

mood, family background, help or impediment from others. (Graham, 1994, p. 50)

Emma Ushioda (1996) says "The ideal motivational scenario is one in which

students attribute positive outcomes to personal ability, and negative outcomes to
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temporary shortcomings that can be remedied." In language learning the attribution

theory is very important for two reasons:

1. Failure in learning a second language is very common among the people who

engage in L2 learning. There are few people that are able to describe themselves as

proud of their level of profíciency. Therefore, if failure is a frequent experience

among language students, the way people think about these failures will have a

negative impact in their lives. (Dornyei, 2001, p. 119)

2. The language aptitude that some people possess to learn a second language is

frequently referred to by learners. Consequently, it will be easy for them to relate

their failure to lack of ability, even if it is not true. (Dornyei, 2001, p. 120)

Those two incorrect assumptions can be changed by attribution training. Its main

objective is to encourage students' effort attributions. To accomplish the latter goals

it is basic to: provide students with proper feedback (in failure cases relate them with

a low effort and the need to implement skills and strategies), refuse to accept ability

attributions (do not let students refer to the abilities they have but tell them to rely on

hard work, persistence, or the use of techniques ), share personal experiences in

which you had to work hard to succeed, encourage learners to describe the efTorts

they made to accomplish a task, and make effort and perseverance a class rule.

(Dornyei, 200 l,p. 120)
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- Providing motivational feedback: Feedback is an indispensable element in the

learning process and an influential tool to enhance students' motivation. Nonetheless,

not every piece of feedback is as effective as we think. Teachers have to be careful

with the comments they make. They could hurt students' feelings. Ford (1992)

supports that students cannot make progress if they do not receive the correct

feedback information, even pursue of goals could be blocked. To give encouraging

feedback to students three things are necessary: 1) gratiíying function (praise

learners), 2) communicatión of trust and support, and 3) recognition of áreas students

need to improve. Like so, students will be receiving the aimed "positive information

feedback" that they need. (Dornyei, 2001, P- 122)

- fncreasing learner satisfaction: People in general tend to have a challenge-oriented

attention meaning that when success arrives humans take it for granted. They do not

celébrate the accomplishment of a task as often. On the other hand, when people

experience failure, they overemphasize the issue and that prevenís them from

building a positive self-image. Cclebrations are necessary to raise students'

awareness of their capability. A good motivational strategy to celébrate students'

success is the over-celebration. For doing this, teachers can lean on the following

techniques: monitor and recognise students' accomplishments, take time to celébrate

success, look back on what has been achieved, publicly display students' work, and

reinforce students' achievements through an award event, thanking learners, or using

small appreciation gestures. (Domyei, 2001, p. 125)
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- Offeríng rewards and grades in a motivatíng manner: The role of rewards and

grades in the motivational process is controversial. Psychologists do not like the use

of grades and other types of rewards to assess students' academic performance;

however, teachers do. Raffini (1996) says that rewards and punishments are the only

tools some teachers have to motívate their learners. Moreover, some psychologists

think rewards could actually do more damage than benefit to students. They destroy

the real purpose of a task and the genuine point of learning. In an ideal world where

students would have natural curíosity to learn and enjoy the learning process,

rewards would not be required. Nevertheless, nobody lives in an ideal world and

rewards are necessary. There are some possible risks on using rewards. Those are:

rewards can demoralize students' motivation (Deci and Ryan, 1985, p. 40), students

ignore the usefulness of a task when oftered rewards to accomplish it (Brophy, 1998,

72), and students who are used to getting rewards will try to minimize efTorts and

maximize the reward (Covington and Teel, 1996, p. 69).

Although rewards seem to have a negative influence in increasing students'

motivation, when used properly they could be good teacher's allies. To do so,

teachers can use the next pieces of advice: do not overuse rewards, do not take

rewards seriously, rewards should have a visual image like certifícales, or badges, let

students choose their rewards so they become meaningful to learners, and ofTer

rewards as unexpected presents for students accomplishment of tasks. (Dórnyei,

2001, p. 127) Finally, grades, that are used to emphasise the product rather than the

process and represent how wrong contemporary education is, are given a lot of

importance in the education system and so they tend to distort students' self-image.
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Learners think they are just as worth as the grades they receive, disregarding many

qualities they have. (Covington and Teel, 1996, p. 70)

The main concerns about grading and the learning process are: getting good grades

can become more important than learning, grades put teachers and students in

opposite camps in a battle, grades might encourage cheating, grades are subjective,

grades focus students on ability rather than on effort, and they increase students'

anxiety. All those worries are significant if teachers are trying to enhance students

motivation to learn, yet there are some practices that can diminish the negative side

of grades: make the rating system transparent, write positive comments on

performance and suggestions when grading papers, grading should reflect students'

progress, grading should be an ongoing process, the teacher should add learners self-

assessment to the students' ratings, a peer grading system could also be developed,

the final rating should be discussed by the teacher and the learner as a negotiation

process, and students should rate the teacher too. (Dftrnyei, 2001, p. 130)
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1.3 Hypothesis

The use of motivational teaching techníques facilitates English learning at level 4 at

the Languages and Linguistics School in the Pontifical Catholic University of

Ecuador in Ambato.

1.4 Hypothesis Formulation

1.4.1 In dependen t Variable

Motivational teaching techniques

1.4.2 Dependent Variable

English leaming
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II

METHODOLOGY
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2.1 Research Methodology

The investigation approach used in this dissertation is quantitative. It was employed

to search the causes and explanations of the facts that are being studied. Moreover, a

quantitative method leads to the hypothesis verification, and it emphasizes on the

obtained results. (Herrera, Medina, and Naranjo, 2004, p. 102)

The form of investigation utilized besides bibliographic investigation was fíeld

investigation due to the fact that it was necessary to get in contact with the English

teacher and students to collect the data that could match the dissertation's objectives.

Moreover, experimental investigation was also applied because the independent

variable (motivational teaching techniques) had to be manipulated to observe its

impact on the dependent variable (English learning) (Herrera, Medina, and Naranjo,

2004).

2.2 L) ni verse and Sample

The universe, focus of the dissertation, was the English teacher and students at level

4 at the Languages and Linguistics school in the Pontifical Catholic University of

Ecuador in Ambato. There were 10 students in total, five girls and fíve boys, all of
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them adolescents, so the research was done with thc cntirc group. Choosing a samplc

for the invesíigation was not neces.sary in this case because working wiíh a too small

sample would have produced unreliable rcsults (Herrera, Medina, and Naranjo.

2004).

2.3 Subject of Study and Place

English teachers havc always bccn concerned about trying out new activities to

motívate students because motivation is one of the main eíements necessary to

succced in language learning. Nevertheíess, some of the learners would still come to

íhe class withouí any trace of wülingness to learn. Fvcn if teachers did their bcst to

prcsent classes in sueh a way that studenís would enjoy thcm, there was stili a lack of

motivation in thc atmosphere that madc thcm realÍ7,e they should go beyond pleasant

classes. That is why it was decidcd to investígate deeply the different motivational

teaching techniques that couíd be applicd ín the elassroom to help students learn

Rnglish easily.

Thc place sclected to do thc research was Thc Pontifical Catholic Univcrsity of

Ecuador in Ambaío because it is considered a serious institution with several years of

experience that havc been reflected on all the students that fmished the language

courses with a high Jevel of proficiency.
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The group of study consisted of ten teenagers aged 13 to 15. Five boys and fíve girls.

They had an intermedíate level of proficiency in the English language. Generally

speaking their relationship was good. They did not show a lot of enthusiasm in their

ciasses. It is important to mention that despite covering only the fírst two units of the

required contents for the fírst partial exam (see annex 6), the students in this class

showed a regular grade in average. (See table 2.1) Before starting with the

application of this study, an interview (see annex 1) with the teacher in charge of the

ciass was carried out to guide the beginning of the research.

2.4 Process Descriptíon

As it was previously stated in the literature review chapter, the Motivational

Teaching Practice consists of four stages which are: 1) Creating the Basic

Motivational Conditions, 2) Generating Initial Motivation, 3) Maintaining and

Protecting Motivation, and 4) Encouraging Positíve Self-evaluation. That is the

process that can be seen in the following description.

In the fírst step of the process, the level four English ciasses were observed by the

researcher for a reasonable period of time; so that, after it, the techniques could be

applied accordingly, to see if the students would experience any change in their

language learning motivation. There was cooperation all the time. For the
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implementation stage, the students were curious to know what had been prepared for

each lesson and were glad to have another teacher in their class.

After the observation, it was noticed that most of the basic motivational conditions

such as an enthusiastic teacher, the teacher's interest in his students, a good

relationship between the class members, the use of humour in the class, students'

interaction, cooperation, and class rules respect were present at that point. Therefore,

it was decided to concéntrate on the next stages of the Motivational Teaching

Practice that needed to be treated.

The second stage was initiating motivation. Here, two of the principies mentioned in

the theory actually occurred. The teacher made material interesting and he created

students' realistic beliefs about learning English. The rest of the techniques

belonging to this stage did not take place; meanwhile, they required to be worked on.

First, for the enhancement of students' L2 valúes and altitudes one of the exchanged

teachers who come from England every year was invited to join the class and talk

about him and his country. Students were excited to have him with them although

they seemed shy at the beginning. At the end of the session, the learners made

comments about the experience because they had learned some new information

about an English speaking community and they also mentioned that they were able to

understand the teacher most of the time and that made them feel proud. Aílerwards,

to increase the students' expectancy of success they were provided with enough

information and instructions the moment of working on tasks. In that way, they could

accomplish activities successfully and felt confldent about their profíciency level.

For example, there was an activity in which students had to write the follow up of a
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story using a combination of the past tenses they had been reviewing. The beginning

of the story was done for them and they had questions to guide their writings so they

could develop creative and well sequenced stories. They were allowed to work in

pairs because they could help each other. The most creative story was awarded with

some prizes. At the end of the task they had created interesting pieces of writing.

After that, the investigation continued with the third stage in the motivational

practice, maintaining and protecting motivation. The fírst action taken was to work

on short-term goal setting. During the class the objectives of every task were

explained. They were not more than two per lesson, such as being able to infer

meaning from context. When the class ended its objectives were checked again to see

if they had achieved them. Every student answered according to whether they could

do something or not. Students seemed to work more enthusiastically when they knew

the purpose of the class activities.

The next principie, the increase of students' self-esteem and self-confídence was

taken care of through the use of games and competitions. Students were given the

chance to show their abilities and be successful in task completion. For instance, they

played a game called slap the board in which they had several adjectives that

descnbed people behaviour written on the board. The class was divided into two

teams. In turns one member of each group had to stand up in front of the board, far

enough to be able to run and touch the correct adjective the moment they listened to

its defínition in English. Sometimes they did not know an adjective and they used
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their intuition or they listened to their classmates to slap the correct one. Some

students were really happy because they were fast runners and others because they

knew some of the adjectives. In that way, besides sharing with their partners,

socialising, and being praised by the teacher and the rest of the students for their

effort, they felt good about themselves. It could also be said that the relationship

between them became better because there had been some small issues between them

before and they disappeared the moment students were involved in interesting

activities.

Some reading material that the book proposed to teach pupils how to infer meaning

of words from context was prepared and used in a different way so it was easier for

them to understand. It is one of the proposed strategies to balance tasks difficulty so

students can work on them effectively and feel confident with the language.

The last stage of the motivational teaching practice was encouraging positive self-

evaluation. The moment of working on group tasks, students were asked to focus on

the effort they had put on them and the positive outcome they had produced. Some

reassuring and encouraging words were given to them whenever they made a

mistake. When there were competitions, there was always a winner and a loser

group. The winners were clapped and for the losers there was a second opportunity to

end up victorious. Finally, students who tried hard in class were praised, for example,

in an activity where they had to practice English collocations, big cards with verbs

and smaller ones with the nouns that normally go with them were prepared. Students



83

had to match the correct verb and noun. As they were working in pairs, the group

that had all the collocations correct received a prize. That is something teenagers

love. There were always some goodies to make them happy and help them work with

even more effort.

After the time the researcher used to work with the students at level four a change of

attitude was perceived. As Atkinson said in 1993, a reasonable change in behaviour

that results from practise represents learning. The learners enjoyed being in the class

and sharing with their classmates. They seemed to understand the language without

too many difficulties. Their relationship strengthened and they showed interest in the

activities they had to accomplish.

The group average in their first partial exam was 6.91 out of ten. On the other hand,

their average in the midterm exam was 6.93. (See table 2.1 and annex 8) As it is

widely known, researchers prefer numbers to show results in the scientific field. In

the language classroom, not being an exception the Catholic University, one of the

methods to prove students' learning are examination results; being that the case, we

could only prove that the achievement of this class improved a little in spite of the

circumstances. However, as English teachers, we normally consider some other

factors that influence learning evaluation apart from numbers, that is to say,

qualitative appraisa!, which in the assessment process tells educators how well a

student does. (www.silorg.com)



Some other factors that needed to be considered for the study purpose were: the

midterm exam covered more units than the first partial exam; also, the exam level of

difficulty was higher because complex activities were used in the grammar and

vocabulary section. (See annex 7) Nonetheless, we should consider that students

were atso given an oral exam, which showed a better performance. As a result, the

average grade of the midterm evaluation did improve a little.

Student's ñame

Student 1

Student 2

Student 3

Student 4

Student 5*

Student 6

Student 7

Student 8

Síudent 9

Student 10

Average

First

Partial

Exam/10

7,60

7,70

8,40

7,00

4,50

5,60

7,60

7,90

5,80

7,00

6.91

Midterm

Oral

Exam/10

6,00

8,00

9,00

8,00

9,00

7,50

7,00

8,00

8,00

7,00

7.75

Midterm

Written

Exam/10

5,50

7,10

8,70

5,60

0

5,10

6,40

8,80

7,30

6,60

6.11

Average

Midterm

Exam/10

5,75

7,55

8,85

6,80

4,50

6,30

6,70

8,40

7,65

6,80

6.93

* This student did not take the midterm written exam; therefore, her grade was zero.

Table 2.1 Level four grades register

Source: Languages and Linguistics Department PUCESA, 2008
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The previous table shows the grades students at level four obtained in the first partial

and midterm exams. It is important to point out that in the midterm written exam one

of the students was absent and her grade was zero. Such grade did not show the real

improvement the student made. Moreover, it lowered the group average.

Another aspect that iníluenced learning was the fact that the English teacher in

charge of the study group was absent for a week due to a health problem. The group

had a cover teacher; however, they did not move on according to the planning. That

is why, the moment of applying the techniques, the researcher's responsibility was

not only to use the motivational strategies in the class to increase the Icarners'

enthusiasm to learn, but also to help them catch up with the contents, so that, they

could do well in their exam.

2.5 Data CoIIection

2.5.1 Insimule»! Elaboration

The first method used to collect data was a pre-observation interview between the

investigator and the English teacher at level 4 to bring together some general

information about the level he ^vas teaching, his students' baekground, and some
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personal knowledge. (See Annex 1) It was also a good opportunity to explain about

the research objectives and other issues concerning the study. Then, to study

motivational factors it was indispensable to rely on what the investigator perceived in

a real class situation, therefore field observation was employed. During this phase all

the gathered facts were classified and registered in two different types of observation

sheets. The first was a basic observation record sheet that allowed the researcher to

observe the kind of motivation students presented, factors affecting their motivation,

and the stages in the class during which motivation took place from the teacher's

part. The second was a tally sheet that had as its main objective to examine the actual

use of motivational teaching techniques in the class. (See Annex 2 and 3) Finally,

two questionnaires related to English learning, that included methodologies and ways

to learn the language, and motivation and motivational teaching techniques were

applied to students to get some important information for the research. (see Annex 4

and 5)

2.5.2 Verification and Validatíon of Instruments

Before applying the questionnaires to the students that were subjects of research, it

was necessary to do a pilot test to make sure there were no mistakes or

misunderstandings that could cause problems at the moment of collecting the data.

Another group studying at the same institution with similar characteristics as the one

that was going to be observed served this parpóse. The students read the
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questionnaires and answered them. With this pilot test two errors were found, both of

them in the motivation and motivational teaching techniques survey.

The first was in question seven that asks students to enlist the class characteristics

they considered most important. Numbers one to fíve had been put; however, the

characteristics they had to choose from were eight. (See annex 5) Therefore, it was

decided to delete the numbers and instead let ten blank spaces so students could

even add two extra ones if it was the case. The second error was in question eight

where students had to choose the activities that their teacher used to motívate them.

They were also asked to say the frequency in which those activities happened. In

parenthesis ít was written: always, often, sometimes, and never. Nevertheless, it was

not appropriate to put never because students had to say which activities the teacher

employed.

2.5.3 Application of Instruments on Subjects of Study

On the fírst day of observation at the fourth level, the pre-observation interview (see

annex 1) was applied to the teacher in charge. Immediately after, the observer

continued the process with an observation sheet. (See annex 2) Interesting

iníbrmation about students' intrinsic or extrinsic motivation for leaming English was

gathered. After that, using the same instrument, factors that affected students'

motivation were detected.
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To finish with the general observation, the stage of the class in which motivation

took place was recordad using the basic observation sheet as well. Some time after,

studcnts received the two questionnaires related to methodologies and ways to learn

the language, and motivation and motivational teaching techniques. (See annex 4 and

5) They completed them without any problem. The last week of observation was

dedicated to the use of the tally sheet (see annex 3), which aim was to collect

information about the actual use of motivational teaching techniques in the class.

2.6 Data Processing and Analysis

2.6.1 Data Tabulation

2.6.1.1 Pre-Observatíon Interview

The English teacher in charge of the study group answered some general questions

about the level he was teaching, his students' background and the teacher'

qualiñcations. The fourth leve! of English is formed by ten students, all of them

teenagers. They have an intermediate language proficiency level. They have been

working together for the last two semesters and they have a good relationship. The

teacher is proud of the students' progress. There is not a specific approach or

methodology the teacher uses to teach the language but rather a focus on the
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tcaching field allows the teacher to use a combination of activities considered

necessary to help students learn English.

2.6.1.2 Basic Observation Record Sheet

This instrument was used to observe three different phenomena. The flrst was the

existence of intrinsic or extrinsic motivation in the English learners at level four. The

results were that four students had an intrinsic motivation, whereas six students

presented extrinsic motivation.

Students' Motivation

Extrinsic
60%

Intrinsic
40%

Source: Basic Observation Record Sheet (see annex 2)

Figure 2.1 Students* motivation



The next fact observed using the same shect was if factors such as anxiety, curiosity,

aítitude, locus of control Icarned helplessness, or the class environment affected

students' motivation. These were the outcomes:

Factors Affecting Students' Motivation

Negative
Attitude R)sitive

20% Environment
30%^S.

V ^yCurios rtyXj.̂
30%

10%

Negativa
Bivironment

10%

Figure 2.2 Factors affecting students' motivation

The last cvcnt that was experienccd using the same instrument was the stage of the

class in which studcnts' motivation happcncd. During the obscrvation time (three

Hnglish sessions) students' motivation was prcsent most of the time at the beginning

and some during the class.

Stage of the Class in Which Motivation
Occured

During 34%€).Atthe
beginning

66%

Figure 2.3 Stage of the class in which motivation occurred
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2.6.1.3 Questionnaires

The first questionnaire to be applied was the one related to methodology and English

Learning Strategies. One student was absent that day so the information was gathered

from nine students. However, as this was not the only instrument used to collect the

information, the study results were not affected. The results were:

Question Number of Students who

Chose the ítem

Percentage

1. Marque lo que su profesor

hace para enseñar el Inglés:

-Traduce del Inglés al Español

-Presenta nueva gramática en

conversaciones

-Hace que los estudiantes se

muevan y actúen

-Promueve el trabajo en grupos

-Considera las diferencias de los

estudiantes al aprender

-Alienta al estudiante a usar el

idioma la mayor parte del tiempo

-Proporciona al estudiante

actividades que deben ser

cumplidas usando el idioma

44%

66%

88%

100%

55%

88%

77%
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-Elige temas de interés para

desarrollar su clase integrando

los contenidos que se debe

aprender

-Otros (corrige y ayuda con

nueva gramática)

100%

11%

2. ¿Cómo aprende usted mejor el

idioma?

-Poniendo atención al profesor,

haciendo listas para organizar

ideas, observando la distribución

de la información en una página

-Escuchando instrucciones,

conversaciones, canciones,

trabajando en actividades donde

debe conversar

-Moviéndose alrededor de la

clase, jugando, compitiendo,

actuando

-Usando sus manos para trabajar

en proyectos, llenando

información faitante

33%

77%

55%

44%

3. ¿Qué hace usted para integrar

los nuevos conocimientos del

idioma en su mente?

-Organiza ideas en su mente

-Pone atención a partes
importantes de una actividad

55%

55%
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-Escucha cuidadosamente y

entiende todo antes de hablar en

Inglés

-Controla lo que dice y escribe

para detectar errores

-Trata de imitar a su profesor o a

un nativo hablante

-Agrupa conceptos para

aprenderlos fácilmente

-Practica en su mente antes de

decir algo

-Asocia palabras que son

similares en Español

-Traduce para entender

significados

-Pregunta a un compañero o

profesor para esclarecer dudas

-Trabaja en grupo para

desarrollar una actividad

66%

44%

55%

33%

77%

55%

55%

88%

66%

Table 2.2 Methodologies and ways to learn the Engíish language

To ¡Ilústrate percentages in a ctearer form graphs íbr the same survey were uscd as it

fbllows:
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1. Mark the activities vour teacher does to teach the lañe u a a e
Que s tío n 1

n Transíate

• Grammar in context

D Students' interaction

D Group w ork

• Learning styles

D Use target language

• FVtrposef ul activities

O Interesting topes

• Error correction and
grammar help

Figure 2.4 Activities the teacher does to teach the language

2. How do you learn the language better?

Question2

D By seeing
• Bylistening

nBymoving
DBytouching

Figure 2.5 How students learn the language better
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3. What do you do to intégrate the new language knowledge in your memory?

Question 3

nOrganise ideas in rnind

• Pay attention to key
parts

n Listen and understand
carefitlly

D Detect errors before
sayíng them

• Imítate teacher or
native speaker

D Group similar
concepts

n Ranearse before
producing

D Associate words in
nati\ language

• Transíate

• Ask a teacher or peer

D Work in group

Figure 2.6 Wuys to intégrate the new language knowledge in students1 memories

The second questionnaire that was completed by the students was the motivation and

motivational teaching technique one. The obtained data was:

Question Number of Students who

< 'lióse the ítem

Percentage

1. ¿Qué entiende usted por

motivación?

-Aliento a seguir estudiando

-Forma de ayudar mediante

conceptos

-Acciones que ayudan al

desenvolvimiento de alguien

11%

11%

11%
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-Incentivo de otros para

realizar mejor las cosas

-Incentivo para mejorar

-Animo para hacer algo

-Cosa o frase que nos lleva a

realizar mejor las cosas

-Alentar de buena manera a

realizar algo

2. ¿En qué circunstancias se

siente usted motivado a hacer

algo?

-Cuando existe una

recompensa de por medio

-Cuando sabe que va a tener

éxito

-Cuando observa a alguien
exitoso hacerlo

-Cuando desea obtener la

simpatía de alguien

-Cuando piensa que va a

ampliar sus conocimientos

3. ¿Por qué desea aprender

Inglés?

-Para encontrar un mejor
trabajo en el futuro

-Para poder comunicarse con
extranjeros

-Para estudiar en el exterior

-Para mejorar sus
calificaciones

1

2

I

1

1

7

7

3

3

5

9

8

6

3

11%

22%

11%

11%

11%

77%

77%

33%

33%

55%

100%

88%

66%

33%
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-Porque alguien se lo pidió

(padres)

4. ¿Qué factores influyen

positivamente en su deseo de

aprender?

-Entorno

-Curiosidad

-Confianza en si mismo

-Actitudes de otros

5. ¿Qué factores interfieren en

su deseo de aprender?

-Entorno

-Ansiedad

-Temor al fracaso

-Actitudes de otros

6. ¿Qué características están

presentes en su clase de

Inglés?

-Profesor entusiasta

-Ambiente agradable

-Reglas claras

-Apoyo

-Buena relación estudiante-

profesor

-Buena relación estudiante-

estudiante

2

6

8

8

2

3

4

3

5

9

9

7

8

9

8

22%

66%

88%

88%

22%

33%

44%

33%

55%

100%

100%

77%

88%

100%

88%
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-Tolerancia a los errores de

aprendizaje

-Interés del profesor por el

aprendizaje de los estudiantes

7. De las características

mencionadas en la pregunta 6

enliste las más importantes

-Buena relación profesor-

estudiante

-Reglas claras

-Ambiente agradable

-Apoyo

-Profesor entusiasta

-Tolerancia a errores de

aprendizaje

-Buena relación estudiante-

estudiante

-Interés del profesor por el

aprendizaje de los estudiantes

8. Marque las actividades que

su profesor hace en la clase

para motivar a sus alumnos a

aprender el Inglés:

-Explica la importancia del

idioma

-Aclara dudas sobre como se

aprende un idioma

9

8

7

5

5

5

5

4

3

1

5

8

100%

88%

77%

55%

55%

55%

55%

44%

33%

11%

55%

88%
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-Establece objetivos

específicos para cada lección

-Presenta material interesante

-Ofrece ayuda incondicional

-Hace del aprendizaje un

proceso agradable

-Presenta actividades de una

manera motivadora

-Refuerza la autoestima del

estudiante

-Promueve la cooperación

entre estudiantes

-Estimula a los estudiantes a

prender independientemente

-Enseña a los estudiantes a

auto-evaluarse en una forma

positiva

-Recompensa los esfuerzos de

los estudiantes

44%

88%

77%

100%

88%

66%

77%

66%

44%

77%

Table 23 Motivation and motivational teaching techniques

The above questionnaire has also been represented in graphs apart from question

number 1 which asks for a definition of motivation that is difficult to symbolise:



2. When do you feel motívated to do something?

Question 2

100

(A

•4- 4

O

1 3

i Receive rewards

l Know success is
com¡ng

n See someone
successful do it

D Get sympathy

• Knowledge
increment

Figure 2.7 Circumstances ín which people feel motivated

3. Why would you like to learn English?

Question 3

D Get a good Job

• Communicate with
foreigners

D Study abroad

D tmprove grades

• Someone asked
(parents)

Figure 2.8 Reasons to learn English
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4. Which factors influence positively on your desire to learn?

Question 4

a Self-confidence

• Curios ity

n Environment

a Altitudes

Figure 2.9 Factors that influence motivation

5. Which factors interfere in your desire to learn?

Question 5

u

•**
£ 4<D *f
•o

§ 35 3
ki
•? oE 2
3
z

n .

o Altitudes

• Anxíety

D Enwronment

O Locus of control

Figure 2.10 factors that interfere with motivation
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6. Which characterístícs are present in your English class?

Question 6

a Enthusiastic teacher

• Pleasant atmosphere

D Good relationship
teacher/student

D Errors acceptance

• Good relationship
student/student

D teacher's interest for
students' leaming

• Support

n Well established njles

Figure 2.11 Characteristics present in the English classroom

7. From the characterístícs mentioned in question 6 enlist the ones that are

importa ni to yon:

Question?

O Good relationship
teacher/student

• Well established mies

D pleasant atmosphere

D Support

• Enthusiastic teacher

D Error acceptance

• Good relationship
student/student

O Teacher's interest for
students1 learning

Figure 2.12 Class characterístícs important to students
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8. Mark the activitíes that your teacher does in the class to motívate his students

to learn English

Que s tío n 8

10

9

8

7

S
o 6
•o

D Learning enjoyabte

• Explaíns the process of
language learning

D kiteresting material

Ü Motivating activitíes

• Support

O Students' cooperation

• Recogntse students'
efforts

D Reinf orce students' setf-
confidence

• Promote autonomous
learning

• Explain English
importance

D Set specif ic objectives

D Risitive self-evaluation

Figure 2.13 Motivational teaching techniques used in the class

2.6.1.4 Tally Sheet

This tally sheet was the last instrument used to collect data about the actual

application of motivational teaching techniques at level four. Each tally represents

the number of times certain behaviour happened. This was the result in a week time:
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Basic Motivational Conditions
1 . The teacher shows enthusiasm lo the class
2. The teacher shows interesl in studenls1 learning
3. The teacher shows good relalíonships with studenls
4. The sludenls encourage each olher
5. The leacher uses humour in Ihe class
6. The studenls use humour in Ihe class
7. The sludenls decórate the class as they want it lo be
8. The sludenls interact wilh each other
9. The students cooperate in tasks completion
10. The studenls demónstrale solidarity
1 1 .The teacher respects class rules
12. The sludents respect class rules
Initiating IMoti vatio n
13. The leacher enhances Ihe L2 valúes and atlitudes
14. The leacher mercases Ihe sludenls' expectancy of success
15. The leacher increases the studenls1 goal orienledness
1 6. The leacher makes material inleresting lo students
1 7. The teacher créales realislic sludents beliefs about learning an
L2
Maintaining and Protecting Motivation
18. The teacher makes learning stimulating and enjoyable (
studenls involvemenl or breaking monolony)
19. The teacher presents lasks in a molivaling way (explains iheir
purpose, ask ss. to predicl, give slralegies lo do the lask)
20, The teacher helps students sct speciflc short-lerm goals
21. The teacher increases Ihe sludenls' sell-esleem and self-
contidence (gíve examples of success, encourage ss, reduce
anxiely, teach learning strategies)
22. The teacher lels sludenls socialize in the class
23. Ihe teacher promotes cooperalion between studenls
24. The teacher créales students "" autonomy (learners choose
malerial, assignment, emphasize projecl work, leí sludenls assess
themselves)
25. The teacher promotes self-motivating sludenls stralegies (keep
in mind rewards, concentratíng, give a Iwist to the activity)
Encouraging PosUive Self-Evaluation
26. The teacher encourages students1 eíTort allribulions
27. The teacher gives encouraging feedback
28. The teachers celébrales studenls success
29. The leacher praises students (words or rewards)

Tallies

l i l i !
i m i m il i i i n n i i
I I M I I
mu
l E I I I I M I I
I l l l l l l l l l
l i l i
l l l l l ü l
¡ l í l l i l l l l

I I I

l í l l i l l l l
I I I I M I 1 !

1 1

I t l i l í l í

I I I M I M I
n i n m í i

Total

5
9
10

6
5

10
10
4
8
10

3

9
9

2

8

9
10

Table 2.4 Motívational teaching techniques tally sheet (Dórnyei, 2001, p. 137)
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II!

ANALYSIS AND INTERPRETATION OF RESULTS
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3.1 Analysis and Interpretation of Results of Pre-Observation Sheet

After the interview with the Fnglish teacher at level four, a good teacher/students

relationship could be perceived becausc they have been working together for more

than one year. Besides, they werc also a small class so the teacher might have had the

opportunity to get to know everybody very well, However, having the same group of

studcnts for so long may aJso have a ncgative aspccí becausc the tcachcr can have

made use of al! of his best resources and that could give a certain degree of

monotony to the class. The teacher confirmed it, too. It was also noticed that the

tcachcr trusted the students and their effort and willingness to work. The importance

of communicating using the target language was emphasised. The teacher claimed

not to use a speciflc methodology but a more communicative approach. The wide

cxperience accumulatcd by the teacher in the English tcaching/lcarning field is

something the students should takc advantagc of. Soon aftcr the interview with the

teacher the obscrvation process started.
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3.2 Analysis and Interpretation of thc Basic Observation Record

Sheet

The purposc of the first observation was to know whcthcr students were intrinsically

or cxtrinsically motivated to learn Fnglish. It was vcry difficult to gather such

information because sometimes an observer can confuse some attitudes or

behaviours that are scen. Ncvcrthclcss, thc rcsearchcr tricd to be as objcctivc as

possiblc and based on somc investigation about intrinsic motivation indicators

(www.umsl.cdu.com) it was found that four students prcscntcd an inncr dcsirc to

learn. This conclusión was madc bccausc thcy participatcd activcty in thcir classcs,

and their performance was beíter than the others. Thcy werc conccrned about

undcrstanding ncw vocabulary and grammar points. It was also noticcd that one of

thc Icarncrs was a good speaker. On thc oíhcr hand, thc othcr thrcc students with

intrinsic motivation indicators wcrc not as good as the lattcr, but they workcd hard

and showed pcrsistcnce. Thc othcr six students prcscntcd an unintcrested aítitudc in

thc class. Somc of them wcrc thcrc bccausc thcir parents had askcd or forccd thcm to.

Thc rcst bccausc studying Fnglish at thc Catholic Univcrsity is trendy and people can

make lots of friends.

The next observation with the same basic sheet was about factors that affected

students' motivation. A positivc environment with a 30 pcrccnt and curiosity with íhe

same pcrccntage wcrc prcscnt during mosl of íhc síudy. Síudcnís had a grcat time
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togethcr. They madc jokes and intcracted in thc class. Thcir fricndship had flourished

throughout the time. Moreover, they stiti had an innatc intcrcst for anything new that

was done in thc class. That was cncouraging to discovcr bccause the two factors

mentioned before are good influences to cnhancc studcnts' motivation. On the

contrary, a negativc attitude with 20 pcrccnt, a ncgative environment and anxicty

with a 10 perccnl each seemed to happcn in the class. The latter íhree are harmful in

tetros of studcnts' motivaíion dcvclopmcnt. The youngcst studcnt at tcvcl four carne

cveryday with an unbcarablc position to thc class. íí was mentioned by thc tcachcr

that he was pushed by his parcnts to come. It could be said just by looking at him

how angry the síudcnt was for having to do something he did not want to. His

bchaviour was somctímcs a bad influence to the rest bccause they would start feeling

and acting in the same way.

Thcrc was some anxicty, too. It was noticcd that onc of thc fcmalc students would

bccome nervous and start Jaughing whcncvcr shc had to particípate in elass. She

would disguise her fcar by trying to be funny but it would not work all thc time.

Finally, a ncgative environment was somctimes perceptible thc momcnt thc ncw

studcnt in thc class arrivcd and did not make any cffort to intégrate to the group and

neiíher did hcr classmates to become friends. She was not rejecíed but she was not a

good friend either. Most of thc time she would come to the elass, sit, and go without

saying a word. Howevcr, íhcrc werc also times when she talked to the girls next to

her and participated in group work.
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Thc last obscrvation using thc hasie record shcct was thc stage in the class in which

motivation took place. Diffcrcnt factors sueh as thc use of video, or gamcs increased

students1 motivation, and it normally oeeurred at the beginning of the lesson, It has

hccn rcpresented with a 66% of íhc ohscrvation time. The 34% left corresponds ío

motivation happcning duríng thc class.

3.3 Analysis and Interpretárteos of Questionnaires

The questionnairc related to metkodologies and ways to learn the English language

had only three main questions and produced the following outcomes: For question

numbcr one that asked students to mark the activities that their teacher did in the

ciassroom, ninc síudcnts chosc intcrcsting topics and group work. The book that the

teacher used had somc nicc topics to talk about, From time to time the material did

not appear to be in rclation ío the students' age, as they are leenagers, so the íeacher

¡mmcdiaícly changcd to somcthing he kncw they would enjoy better. Another aspeeí

was group work. It acíually occurrcd in cvcry class.

Thc ncxt chotee for students was thc use of thc targct language and students"

intcraction in the elass. F,ight students chosc cach of thc previous Ítems. Thc tcachcr

spokc Rnglish during thc wholc class as students wcrc alrcady ablc to communicatc

in 1,2. Communication among pupils a!so took place as it was stated.
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Another item to be selectcd by seven students was the use of purposeful material.

Howcver, students did not seem to be aware of the objective thaí each activity had in

the class. Tt was rather noticed a mcchanical attitude the moment of working in a

task. Thc students ncvcr askcd why somcthing had ío be done.

l'hc tcaching of grammar in contcxt was thc ncxt choicc six students picked. Therc

was always a convcrsaíion or somc rcading thaí introduccd thc ncxt grammar point.

Five students opted to considcr the students' learning styles. Taking into account that

in qucstion number íwo, which will be soon anaiysed, most of thcm thoughí thcy

wcrc auditory Icarncrs; thc tcachcr was doing a good job by providing thcm with

enough appropriatc input. Ncvcrthclcss, therc was al so a minority that sccmcd to

have a diffcrcnt learning style and that should not be disregardcd.

The use of translation in the class was another cholee íbr four students; however,

during the observation time no translation was hcard. The tcacher used the target

language a!l thc time. Thosc four students probably remembered when thcy wcrc in

lower levéis whcn thc use of somc Spanish was ncccssary. Thc last itcm to be chosen

by onc studcnt was error corrcction and thc cxpianation of some complicated or

unclear grammar. Studcnts may tccl that thcy nccded more of this to enhancc their

language Jearning.
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The second qucstion was about studcnts' Icarning styles. Thrcc studcnts bclieved

thcy had a we!l dctcrmined learning stylc, whüc the othcrs assumcd thcy Icarncd

casity using a eombination of styles. Scvcn students picked the auditory síylc

bccause thcy prcfcrrcd activitics such as listening to instrucíions, conversations,

songs, or speaking tasks to Icarn. Five students wcnt for a kinaesthctic stylc which

mcans thcy Icarn by playing gamcs thaí rcquirc movcmcnt, or doing ro!c-plays. Four

students chose the tactile stylc bccausc thcy considered that working on projects, gap

filling activitics, and cverything that nccdcd íhc use of thcir hands hcipcd íhem Icarn.

To finish, thrcc students sclcctcd the visual stylc bccausc thcy likc to pay attention to

the tcachcr in class, organise ncw information into lists, and remcmbcr the

distribution of information in apage to study.

The last qucstion in this qucstionnairc was about the different Icarning stratcgies

students uscd to incorpórate ncw knowlcdge into their minds. Right studenís said

they asked their teacher or peers. This is a very common technique studcnts use

bccause it is easy and the pupils save a lot of time. Scvcn studcnts mentioncd thcy

rchcarscd bcforc producing any languagc because it gives Icarncrs eonfídencc to

pcrform in cíass. Six studcnts chose listening and understanding carefully to any kind

of input, as wcl! as working in groups to help eaeh other with unknown things. Some

students feel more at case rcceiving their elassmates help rathcr than the teacher^s.

Five studcnts deciared thcy organiscd ideas in thcir minds, concentrated on important

parts of the class, tricd to imítate the tcachcr or a nativc speaker, associatcd F.nglish

words with their Spanish equivalemos, and translatcd into thcir mothcr tongue to

arrivc to a bcttcr understanding. Four pupils mentioncd that thcy dctcctcd crrors of
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any kind bcforc speaking or writing, and thrce students used word grouping as a way

to facilitaíc thc Icarning proccss.

The sccond qucstionnaire that focused on nwtivation and motívational teaching

techniques had cight qucstions in total. Qucstion number one asked studcnts for a

personal definition of motivation. There were differences in their opinions; for

instance, for íhem motivaíion is íhe encouragcmcní Ihey receive to continué

studying, a way to help thcm through thc use of concepts, actions that hclp thcir

personal dcvelopmcnt, othcrs incentives to do things in a bctter manner, incentives to

improvc, cncouragcmcnt to do an activity, something that makcs pcoplc do things

eorrectly, or positive encouragemcní to work on a íask. The two main faetors of

motivation mentioned in the literaturc rcvicw chapter, which are a nccd state and a

goal, are prcscnt in most of thcir dcfínitions which mcans thcy are perfectly awarc of

what motivation is and how it works.

Qucslion number two refcrrcd to what made studenís feel motivatcd to do something.

Seven studcnts said to be motivated when thcy rcccived a reward of any kind or

when thcy knew íhey were going to be succe.ssful in any activity. Five studcnts

declared that their knowledge increment pushed them to work hard. However, in the

analysis of the type of molivation síudents possessed to learn Fnglish it was observed

that only four studcnts prescntcd indieators of having an intrinsic motivation to it.

Three studcnts stated that secing someonc successful do things madc thcm feel the



113

desire of doing the same. A similar number of pupils thought they were motivated to

do someíhing to obtain someone ciscas sympathy.

Question three that asked students the reason for learning F.nglish produced

intcresíing results, Al! of the enquired students chosc íhc option to geí a good Job,

which mcans that if some of thcm had claimcd to be intrinsically motivated, there

was also an cxtcrnal drivc to icarn íhc íanguage. Fight pupils pickcd thc choice to

communieate with íbrcigners which shows their interest in the target íanguage

communiíy. Six wanled to study abroad in íhe fuíure. Three needed ío improve their

grades in Fnglish at high school. And two said their parcnts had asked or rather

forced thcm to study Fnglish.

Qucsíion four was designed to know the factors that influcnccd positively on thc

students' desire ío icarn. Fight studcnís mentioned that their self-confidcnce and

curiosity wcrc major factors íhal Icd thcm to Icarn. Six pupils said íhat a positive

classroom cnvironmcnt was crucial thc moment of learning becausc it reduces

anxiety. Finally, two students said that positive attitudes from their teachers or pccrs

wcrc ncccssary.

Question five, on the other hand, concentrated on aspeéis that interfered in thc

students' desire lo Icarn. Fivc pupils dcclarcd íhaí ncgalive atíiíudes from their

classmates or teacher blockcd their willingness to study. Four studcnís considered



114

anxicty as a big problcm the momcnt of Icarning, and thrcc students said that a

negativo classroom cnvironmcnt and locus of control wcrc responsiblc for

diminishing their language Icarning motivation.

Question six askcd students to mcntion the basic motivational characteristics that

were present in thcir Hnglish class. Ali of the pupils thought that they had an

cnthusiastic teacher, íheir classroom had a pleasant atmosphere, therc was a good

rclationship tcachcr/studcnts, and all the class mcmbcrs acceptcd mistakcs and

treated thcm as normal in the icarning proccss. Hight students also addcd íhat there

was a good rclationship studcnt/studcnt, the tcachcr was concerned about students"

learning, and thaí there was supporí ío overeóme obstacles while learning Fnglish.

The last characteristic that seven students chose was the existence of well established

rules íhat are ncccssary for the norma! flow of the class.

Question scven requested pupils to point out the most important charactcristics from

quesíion six that they rcgarded as csscníial for thcir class. Scven students bclicvcd a

good rclationship tcachcr/studcnt was ncccssary. Fivc students said that well

established rules, a pleasant atmospherc, supporí from the class membcrs, and an

cnthusiastic tcachcr wcrc all indispensable. Kour students stated that error aceeptance

was central for íhem. Three students thought that a good relaíionship síudent/student

and the teacher's interest for their Icarning wcrc vital.
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In the last question of this survey the pupils had to mark the activitics thaí thcir

tcacher usually did to motívate thcm. Ninc students selected the option that said their

tcachcr madc Icarning enjoyable. Hight students decidcd on the Ítem saying íheir

teaeher expiained the language Icarning proccss with a!l the possible obstaclcs they

would havc to overeóme, the use of interesting material and motivating activities.

Scvcn students optcd for the ítem of support ai cvcry stagc of learning, peers

coopcration, and the tcachcr and students' recognition for any cffort madc. Six

síudents picked the option íhat said their íeaeher reinforced íheir scíf-confídence and

promoted autonomous learning, Five pupils went for the teachcr's cxplanation of

how important English was in their livcs, and finally four síudents chosc the setting

of spccific objcctivcs for cach class that tcachcrs tcnd to forgct dcspitc of the

importancc it has, and a positivc sclf-cvaluation of their performance and effort.

3.4 Analysis and Interpretaron of Tally Sheet

Among the baste motivational conditions that are neeessary in íhe language

classroom. It was seen that the teaeher showed enthusiasm and was interested in his

students' Icarning proccss. Trie tcachcr would walk around the class checking, giving

definitions whcn requircd or asking students' fcclings towards the ncw book. The

rclaíionship bcíwccn ícachcr and students, that is another basic aspcct, was really

good.
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Fvcrybody callcd cach othcr hy thcir ñames or nicknames. This was appreciated by

Icarncrs bccausc thcy felt more rclaxcd and willing to Icarn. Anothcr condition,

which is thc use of humour from thc teachcr and thc students, also plays an important

role the momení of diminishing anxieíy. The teaeher usually made jokes that were

appropriate for his students. Howevcr, pupils tended to use humour a bit less than

their teaeher.

Students' interaetion in the elass occurred for severa! times bul more communication

was cxpccted as íhcy werc tcenagers normally curious and talkativc. Thc síudcnts'

coopcration in task complction happcncd only thc momcnt thcy were asked to work

in pairs or groups which Icd ío a !ack of solidarity.

The last basic condition was class rules rcspect. The teaeher and thc pupils respeeted

what thcy had previously established as acccptable bchaviour norms most of the

time. The only conditions thaí were not witnessed were: students encouraging each

othcr and thc class deeoration aeeording ío síudcnts' íasícs. Thc laltcr did not oecur

bccausc thc univcrsity did not allow anybody to stick things on thc walls.

Thc next parí of íhe íally sheel eoncentrated on initiating motiva/ion. In this section

it was obscrvcd that the F.nglish teaeher tried to créate a positivc attitude íowards the

targcí languagc, so students eould enhance the L2 valúes. The íeacher madc also an

cffort to make the material attractivc to Icarncrs; cvcnthough, the book was not
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designed for tecnagers. Morcover, studcnts wcrc awarc of thc things thcy would be

ablc lo do if thcy learncd Hnglish, and thaí is something their teachers had bccn

tclling thcm during thc language Icarning process as a way to encourage them to do

thcir bcst. Howcvcr, somc ícchniqucs such as íhc tcacher incrcasing the students'

expectancy of succcss, and thc tcacher incrcasing thc students' goal orientedncss

wcrc abscnt and thcy would be considercd the moment of working on the

motivational teaching tcchniqucs proposal.

The third eomponcnt of the sheet was maintaining andprotecting motivation. lí was

noticed here that the teacher sometimes looked for hís students" involvement and

wantcd to brcak thc class monotony. Thc tcachcr also prcscntcd tasks in a motivating

way. Studcnís werc allowcd to sociali/c in thc class and thcir tcachcr promoted

eoopcration between them. Nevcríheless, there was a íack of goal sctting, students'

self-esteem increase, studcnts1 autonomy development, and sclf-motivating studcnts1

síraícgics. All of thc activitics mcntioncd abovc nccd to be dcvclopcd to cnhance

studcnts' motivation to learn and thcrcforc hclp studcnts becomc bcttcr Icarncrs.

Thc last ciemcnt of thc tally shcct was encouraging positive self-evaluation. Hcrc

thcrc are somc tcchniqucs likc thc tcacher's encouragcmcnt to attributc succcss to thc

studcnts' cffort, thc tcachcr providing cncouraging fecdback, thc tcachcr cclcbrating

studcnts' succcss, and thc tcachcr praising studcnts with words or rcwards whcn they

dcscrvc íhcm. Nonc of thcm took place during thc observation time and they are
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really important to augmcnt students desire to learn. This section will be covcrcd the

moment of applying motivaíional tcchniques in thc experimental part of thc proccss.

Aftcr gathering all thc ncecssary information through thc use of thc instrumcnts

previously mcntioned, thc bcst critcria to evalúate thc pupils' English Icaniing was

sought so thaí the researcher eould have an idea about students' progress without and

with all thc moíivational tcaehing tcchniques csscntial to cnhance their motivaíion to

study thc languagc. Many tcachcrs agrccd on a formal test as onc of thc most rcliablc

ways of doing it with thc condition that such cxamination had to be propcrly

designed to mcasure how mueh a student knows, Therefore, the results of the

students1 first partial exam and midterm cxam were comparcd and thc lattcr showcd

somc increasc. Resides, pupils changcd their attitudc towards thc Hnglish class. Thcy

carne cvcry day with cnthusiasm and willing to learn knowtng that evcry Jesson had

an objectivc to be achieved, and that thcy wcrc successtul Rngtish performcrs. Their

relationship strengthened and they supported each other more oftcn. Students also

built up their scíf-confídcncc and wcrc cagcr to takc risks, which is somcthing vital at

thc momcnt of Icarning a sccond languagc. AJÍ íhis confírmed thc hypothesis that the

use of motivational teachlng techniqucs facilitatcs Rnglish learning.
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IV

PROPOSED MOTIVATIONAL TEACHING TECHNIQUES
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4.1 Theme

MotivationaJ Tcaching Tcchniques to Facilítate Fnglish Lcarning

4.2 Justification and Objectives

Afíer the positive rcsults thaí thc implcmentation of somc moíivational teaching

techniques produced in fourth level Hnglish learners, it has to be said that íhrough íhe

use of thcsc stratcgics it was possible to enhancc studcnts1 feelings towards English,

incrcasc studcnts' hopc for succcss, hclp learners set and achicvc shorí-term goals

related to language learning, makc students feel more confldcnt about themselves

and their language proficíeney, créate a more relaxed aímosphcre in thc classroom,

and to genérate a positive self-cvaluation of thc learners work. As an Rnglish teachcr

íhe main objcctives with the implcmcntaíion of motivational teehniqucs in the

classroom are to créate, stimulate and reinforee students1 motivation in such a way

that thcy will not only bccomc successful peoptc in thc languagc class but also in

their everyday livcs.
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4.3 Theoretical Back Up

Motivation is a vcry important componcnt in thc proccss of learning a sccond

languagc. (Dórnyci, 2001, p. 1) In thc last 40 ycars thcrc has bccn a lot of rcscarch on

this fícld. Most of it síartcd wiíh Gardner and Lambert (1959), íwo Canadian

psychologists, who wcrc interested in motivation as a social psychological

consíruction. Thcy dcvclopcd instrumcnts to coílcct data on this phcnomcnon and

introduced somc assessmcnt tcchniqucs that could hclp in thc ideal attcmpt to

achieve motivation in Icarning, Howcver, educaíors requcstcd a more realistic

approach that could suit the learncrs'1 nccds as wcll as their teaching praeíice. That is

how in thc 1990s sevcral rcsearchcrs conccntrated on the thcory undcrlying students'

motivation. The most relevant were Aíison, 1993; Brown, 1994; Chambers, 1999;

Cranmer, 1996; Dornyei and Csi/ér, 1998; Oxford and Shearin, 1994; and Williams

and Burden, 1997. The useful ideas Dornyei proposed wcrc found really intcresting

as a way to incrcasc motivation in thc language classroom. This profcssor sustains

that thc purpose of motivational strategies is ío créate and enhance students1

motivaíion, as welt as maintain coníinuing moíivated behaviour and protccí it from

disturbing or challenging faetors. Dornyei wanted to make íanguage teachcrs awarc

of how to use a more motivation-scnsitivc teaching praeticc. His intcntion was not to

créate a magieal recipe book but rathcr to show the broad extent of motivational

teehniques íhat íeachers ean use to enhance íheir learners11 eommitment, effort and

persistence.



4.4 Scientific Reference

The authors that inspircd the researcher of this disscrtation to work on the topic of

motivation in the English languagc classroom and how it could Icad to positivo

results in the students' performance wcrc: Cheryl Spaulding with the book

Motivation in the Classroom (1992), Dimitrios Thanasoulas with his article about

Motivation and Motivating in the Foreign Languagc Classroom (2001), Sclma

Elyildirimin and Sally Ashton with thcir work about Crcating Positivo Attitudcs

Towards English as a Forcign Languagc (2006), and the most important writcr for

this study, Z.oltán Dornyei, the linguist who has actually proposed something

practica! and not only thcorctical with his book Motivational Stratcgics ¡n the

Languagc Classroom (2001).

4.5 Location

The implementation of the proposed motivational tcaching tcchniqucs could be done

at any educational level from primary, sccondary to univcrsity students, ciíhcr in

public or prívate institutions. The stratcgics can be adjusted to suit cvery class nceds

rcgardlcss of the age, background, intcrcsts, or students' abilitics.
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4.6 Feasibility

The use of motivalional tcaching tcchniqucs in thc English classroom is a simple

proccss that docs not requirc much time once tcachers are familiar with it. It consists

of a group of casy activitics that asscmblcd work on students1 intcrcst for learning

and that can be incorporatcd to our cvcry day tcaching practicc without causing

problcms the moment of trying to covcr thc languagc program contcnts. Any teachcr

with a real dcsirc to hclp his or hcr students learn the languagc will be able to make a

good use of this proposal.

4.7 Proposal Description

The use of motivational stratcgics with languagc Icarncrs showcd positive rcsults that

influenced both tcachers and students. Tcachers gct thc bcncfit of working with a

more rcJaxed and enthusiastic group. Thcy havc thc opportunity to cnjoy evcry

Icsson as much as their pupils and learn more about their interests and personal lives.

In that way thc tcachcr/studcnts rclationshtp strengthcns. Morcovcr, thc learners"

positive attitude towards thc ianguagc leads to an intrinsic dcsirc to learn which is

what every teachcr should aim to. Students fccl more confídcní whcn thcy are in

contact with English; thcrcforc, their sclf-cstccm and sclf-conftdcncc incrcasc. Even

thc relationship betwecn classmatcs dcvclops into a more supportivc and cohcsivc

onc. They cncourage thernsclves throughout thc learning proccss and scc mistakcs as

a normal part of it. Thcy also bccome more aware of thc importance of sctting goals
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no matter what they do, cspccially rcalistic and short-tcrm oncs that Ict thcm sce thcir

progrcss and providc positive ícedback to continué working hard. Learners realize

that to be succcssful in languagc Icarning docs not requirc spccial abilities. Any

studcnt who puts a lot of cffort on what he or shc docs is likcly to aehicvc his or her

goals despite of thcir talents. For thesc reasons, cducational institutions and thcir

Knglish teachers ought to adopt motívational tcaching tcchniques to heíp their

studcnts learn in an cnjoyable way.

4.8 Proposed Motívational Teaching Tech ñiques

a. To build the

motívational

environment

Show enthusiasm in class

Trust your students'

capacitíes

Accept students as they are

Use humuor in class

Encourage risk-taking

Promote cooperation

Support class rules respect
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b. To produce initial

moíivation

Make the learning process

enjoyable

Have students experience the

L2 culture

Give students opportunities

to use the language

Balance task difficulty

Help students set achievable

goals

Make material inlerestíng

c. To keep

motivation going

Surprise students with a wide

range of tasks

tixplain tasks objectives

Give hints to work on tasks

Kncourage the use of goat -

setting mcthods

Créate possibilities for

students lo succeed

Emphasíse students strengths

Do nol show preferences

Support team work

Let students make choices

Promote the use of self-

motivation techníques



d. To promote

students' constructivo

self-evaluation

Tell students they are all

capable of learning

Stress students7 eftbrt and

discuss errors constructívely

Celébrate students success

Offer rewards

Use grades to motívate

students

Figure 4.1 Proposed motivational teaching techñiques (DSrnyei, 2001, p. 29)

Thc following sclcction of tcchniqucs, which can be found in thc book Motivational

Strategics in the Language Classroom written by Dórnyci in 2001, is suggested to

tcachcrs intcrcstcd in thcir studenís1 success with thc Knglish language.

For crcating thc basic motivational conditions in thc class tcachcrs can utilizc the

stratcgics bclow:

- To demónstrate our cnthusiasm for thc coursc, tcachcrs can sharc thcir personal

intcrcst in thc L2 with thcir students, or show thcm that learning Engíish will bring

satisfactory cxpcricnccs that can improvc thcir uves.

- To takc students' icarning scriously, tcachcrs could be involvcd in thcir progress,

givc thcm thc time thcy nccd to clarify doubts or talk about thc language being

studicd, or trust their capacities and effort to accomplish objcctivcs succcssfully.



- To créate positive teacher/students rclationships, teachers can let them know how

much thcy carc ahout thcm and that thcy acccpt thcm as thcy are, listen to them, or

be available whenever students need the teacher.

- To créate a relaxing almospherc in thc class, teachers could be tolerant avoiding

indiscipline, cncourage studcnts to takc risks cvcn if thcy makc mistakcs and sccing

mistakcs as a normal part of thc learning proccss. Use somc humour in thc class, and

let studcnts decórate íhe class in such a way that it reprcscnts thcir likcs, bcliefs or

interests.

- To hclp studcnts bccomc fricnds, teaehcrs can support thc cxchangc of thcir

personal information through activitics, use icc-brcakers, work with small groups

wherc studcnts can mix, cncourage cxtracurricular activitics if possible, avoid the

occurrenee of rigid scating patterns, or use activities that involve thc participation of

all the members.

- To hclp studcnts acccpt class rules, teachers could establish thcm from thc

bcginning with thc studcnts' participation and approval, cxplain the importance of

eaeh rule so students undcrstand, ask studenís for extra rules that thcy think should

be considered, and display the group rules in the class and the consequcnccs if thcy

are noí respected.

For gcncrating initial motivation cdueators could rcly on thc ncxt stratcgics:



- To enhance the learners' intrinsic interest ¡n Ihe L2, teaehers can stress and

cxcmpliíy aspccts of 1,2 Icarning that thcy will cnjoy, and makc thcir first cxpcricncc

with the languagc as plcasant as possiblc.

- To promote a positivc attitude towards the L2, teaehers could include in the

languagc curriculum sociocultural aspccts, sharc with thc studcnts positivc commcnts

about Icarning Rnglish madc by important pcoplc, cncouragc Icarncrs to rcscarch

about thc target languagc communitics, and support contaet with native speakers or

L2 cultural producís.

- To cmphasisc thc valué of knowing a sccond languagc, teaehers can rcmind

studcnts that thcir succcss in languagc Icarning will dcpcnd on how wcll thcy

accomplish thcir goals, be rcminisccnt with thc importancc that Hnglish has in thc

world and its uscfulncss, and givc studcnts coníidence to use the languagc in rcal-life

situations.

- To incrcasc studcnts' cxpcctancy of succcss, teaehers could givc studcnts cnough

prcparation and hclp thcm the moment of working in a task, make sure they

understand the task objcctivcs and final outcome that is cxpectcd from them, and

cnsurc that thc activity docs not havc any obstacle to work succcssfully on it.

- To hclp studcnts sct achicvablc goals, teaehers can ask thcm for thcir individual

objcctivcs, thcir purpose and ncgotiatc thc oncs that sccm more rcalistic to rcach,

rcmind studcnts thcir goals and how task completion will help Icarncrs achieve them.



- To makc thc matcrials intcrcsting to studcnts, tcachcrs could investígate thcir nccds,

intcrcsts and objcctives and use thosc as oftcn as possibic whilc tcaching, sharc

studcnts cxpcricnces and backgrounds whcn it is rcquircd, ask studcnts thcir opinions

thc momcnt of planning lessons.

For maintaining and protccting motivation thc ncxt tcchniqucs havc provcd to be

helpful:

- To make learning more cnjoyable and brcak the class monotony, tcachers can vary

tasks and thc way thcy tcach as oftcn as possibic, concéntrate not only on providing

thc ncccssary input but also on kccping studcnts motivatcd, and from time to time

surprisc studcnts with somcthing unexpcctcd.

- To makc learning cxciting to studcnts, tcachers could choosc activitics that nccd

mental and bodily cngagcmcnt of thc participante., and givc cach studcnt a role in thc

class.

- To presení activities in a motivating way, teachers can cxplain thc objcctivcs and

uscfulness of cach task, raisc studcnts' intcrest in thc activity bcforc thcy start

working on it, and givc somc stratcgics studcnts will nccd to work on thc task

succcssfully.

- To use-goal sctting mcthods in the class, teachers could hclp learncrs establish

rcalistic, short tcrm objcctivcs, vcrify if thc objcctivcs are being accomplished in thc

time thcy wcrc meant to, and providc continuous fcedback.
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- To givc tearners opportunities for being succcssful with thc languagc, tcachers

could créate many possibilitics in thc class so studcnts havc thc chance to do things

cffcctivcly, balance task difficulty in such a way that studcnts will be challcngcd and

not disappointed, or plan tests or cxams that focus on what studcnts are ablc to do

instead of concentrating on things they cannot do.

- To buüd thc Icarncrs' confidcncc, tcachers can stress thcir abilitics and strcngths,

and tcll thcm thcy are surc Icarncrs are capablc of working on any task productivcly.

- To reduce students' language anxiety, teachcrs could evade social comparisons,

cncouragc coopcration bctwccn icarncrs, hclp studcnts undcrstand that making

mistakcs is a normal part of thc proccss, and makc thc cvaluation and asscssmcnt

systcm transparcnt.

- To allow students sustain a positive social image, tcaehcrs can prepare activitics

that give Icarners good roles, and try not to humiliatc or threaten thcm in front of

thcir pccrs.

- To incrcase studcnts1 coopcration between them, teachers could prcscnt tasks in

whieh pupils have to work together with the same objective in mind, ccmsider team

producís more importan! than individual outeomes, and instruct studcnts on how to

work as a group.
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- To cncourage studcnts1 autonomy, tcachers can ask students to make choiccs the

moment oflearning, delégate students somc of the tcachcr's roles, and be a faeilitator

more than a controller.

- To cnhanec the students' sclf-motivating ability, tcachers could persuade learncrs

on how importara sctf-motivation is, sharc with students' personal stratcgics that

work for diffcrent people, and créate ¡n students the desire of using or devcloping

sclf-motivating stratcgics.

For cncouraging students' positivc sclf-cvaluation the strategics that will be

mentioned below are of good help:

- To cncourage cffort attributions in the studcnts, tcachers can cxplain thcm that any

failurc is duc to a lack of cffort, and that cvcrybody has the same ability to use the

languagc.

- To givc students positivc fcedback, tcachers could highlight any optimistic rcaction

of studcnts in class, tell them how wcll thcy are progrcssing, and the points in which

they nccd to work hardcr.

- To cnlarge students' fulfíllment, tcachers can celcbrate with them any

improvement, prepare some charts in which thetr progress is visible, and display all

the picccs of work that show the students' talents.
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- To praisc students in a motivational way, teachers could avoid stressing students

bceausc of íhc prizes thcy can gct, cnsurc that all rewards havc a visual image for

students, and recompense Icarncrs for activitics that rcquirc thcir cffort and group

collaboration.

- To use grades in a motivating way, tcaehcrs can asscss in a transparent way asking

studcnts to particípate in the process, certify that grades reflect effort and progrcss,

use an ongoing assessmcnt system that does not only dcpend on tests or cxams, and

support students' sclf-asscssmcnt by giving thcm thc ncccssary tools.

Thcsc tcchniqucs can hclp teachers and Icarncrs makc thc languagc Icarning proccss

more active and rcwarding. Bcforc thc implcmcntation of motivational stratcgics, it

is rccommcndcd to teachers to analysc thc real nccds of students, so that pupils can

benefíí from thcm and enhancc thcir Icarning opportunities.
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CONCLUSIONS AND RECOMMENDATIONS
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5.1 Conclusions

After thc obscrvation period with íhc teachcr and students at levcl four at the

Pontifical Catholic Univcrsity of Ecuador in Ambato, and the implcmcntation of

somc moíivational tcaching tcchniqucs which objcctivc was to facilítate thc English

learning proccss, thc following conclusions wcrc madc:

- Motivation plays a vital role in thc language learning proccss. Síudents who come

to the class with an inner desirc to Icarn English are enthusiastic Icarners who work

hard and are suecessful with the languagc. Thcy particípate activcly in class, worry

about their progrcss, ask whcn thcy havc doubts, and show dctcrmination to face any

obstaclc. Ncvcrthclcss, most of the pupils who study at PUCRSA lack of such drivc

bccausc most of thcm are obligcd to take Bnglish as part of their carccr crcdits;

perhaps, they had negative past cxpcricnccs learning thc languagc, or studcnts do not

likc learning anothcr languagc bccausc thcy do not scc its valué. Thcsc Icarners do

nccd somc hclp to increasc their motivation.

- The proccss of motivating pupils is a complcx mattcr. It nccds to be dcvcloped

íhroughout thc studcnts' languagc learning proccss, bcginning with their fírst

cncountcr with English, which nccds to be cncouraging. Aftcr that, thc every day use

of rclevant material will help studcnts reach their language objcctivcs. Finally, thc

pupils' motivation rcinforccmcnt will assist thcm to attain a ccrtain levcl of L2
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proficicncy. Thc motivational practice should be constant and teachers and studcnts

could work collcctively on ií. This proccss is also going to dcpcnd on thc

circumstanccs whcre Icarning takcs place. For instancc, a studcnt could he motivatcd

in onc scssion, whcrcas anothcr might nccd wccks, months or cvcn ycars to build up

a real desire to learn.

- Hven if ií was said bcforc that thc tcacher and students need to work togeíher to

cnhance language learning motivation, most of thc Job is in íhe teacher's hands.

Thcrcforc, thc tcacher's way of carrying out his or hcr classcs, that is to say thc

methodology uscd, thc contcmplation of studcnts' Icarning stylcs and stratcgics, and

thc incorporation of a motivational teaching practice, will determine most of thc

studcnts' success or faüurc in increasing thcir intcrest to learn. For cxamplc, if a

teachcr is intcrestcd in dcvcloping studcnts' communicativc skills, he could use a

communicativc approach, considcring thc Icarncrs' bcst ways to learn and thc use of

tactics to cnhance their desire to incorpórate new language knowledge. That will be a

good combination of strategies to achicvc Rnglish learning.

- Through the use of moíivational teaching tcchniqucs studcnts cxpcricncc a changc

of attitudc towards the languagc. Thcy gct involved in thc Icarning proccss and show

a better undcrstanding of it. Whcn studcnts cxpcricncc success in Icarning English,

thcy immcdiately put a lot more cffort and intcrest on what thcy do. That is what

happcncd with thc study group. Aftcr implcmcnting somc motivational tcchniqucs,

thcy carne to thc class with cnthusiasm, participatcd actively in class, shared wiíh
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thcir classmatcs, and wcrc ablc to work with thc ncw languagc successfully;

thcrcforc, Icarning English bccamc somcthing studcnts wcrc willing to do bccausc

thcy kncw thcy would be succcssful on it.

- For our studcnts a synonym of "motivation" in thc languagc Icarning classroom is

"succcss". Conscqucntly, as it occurs in any daily task, thc more opportunitics thcy

havc to cncountcr it, thc bcttcr thcy will fccl about thcmsclvcs and thcir capabiiities.

- It is possiblc for any English tcachcr to incorpórate the use of motivational

tcchniques in thc class. Thcy are casy to appiy and do not intcrrupt contcnts

covcrage. A good sclcclion of some stratcgics that suit thc Icarncrs' nccds is cnough

to hclp thcm Icarn thc languagc in a more plcasant and rclaxcd way and avoid boring

and routinc classcs which discouragc studcnts' participation and stop them from

Icarning.
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5.2 Recommendation

Subscqucní to thc prcscntation of this disscrtation conclusions and knowing that most

of íhc studcnts come to thc languagc class without an inncr dcsirc to Icarn, it is

suggcstcd to Erigí i sh tcachcrs thc inclusión of thc use of motivational tcaching

techniqucs in their cvcryday lesson planning in all thc levéis, from thc vcry basic to

thc most advanced, sincc thc proccss of cnhancing studcnts' motivation nccds

constancy and effort from thc teachcr and thc Icarncr.

Aftcr analysing the learncrs" nceds dcpcnding on thcir age, intcrcsts, and Icarning

stylcs, tcachcrs should apply thc proposcd stratcgics to genérate, maintain or protcct

Rnglish Icarning cnthusiasm, so that thcy can créate rcalistic learning bclicfs in

students and help thcm set short term Icarning goals. In this way, pupils will not only

notice their progress, but thcy will also rcckon thc possibilitics thcy havc to be

succcssful and achicvc a ccrtain levcl of Rnglish cxpcrtisc.

It is íinally rccommcndcd to tcachcrs to apply thc proposal about thc use of

motivational tcaching tcchniques in thc Fnglish class to facilítate languagc Icarning,

and so, improvc thcir quality of tcaching.
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Annex 1 Pre-Observation Interview

- What level are you teaching?

Tm tcaehing fouríh leve!

- How hig is the class? /

Thcrc are fivc boys and fivc girls

- What is your studcnts' background?

1 think that dcspite changing the tcxtbook this scmcstcr, my studcnts have a good

Icvcl. Wc have becn working togethcr for the last two scmesters and I'm proud of

their progrcss, cspecially in thc speaking skill.

- Could you tell me vour background informal ion as a teacher?

I have a HA in Linguistics and a Food Knginecring dcgrcc. f have bccn working as an

Knglish teacher for ftfteen years.

- Is there a spccifíc ntethodology or appr/iach you prefer to use in the

class roo m?

Hvcrything dcpcnds on thc group. I prcfcr my studcnts to communicatc in thc target

languagc, so thccc is an cmphasis on oral production, I also use thc studcnts'

prcvious knowledgc to introduce ncw points in thc class.

- What kind of nctivitics do you use in the classroom?

I cmploy vocabulary games, group work, and oral activitics.

- Other notes

My objcctivc for thc class is communication in Bnglish, I'm happy with my síudents1

tcvcl of proficicncy.



Annex 2

Basic Observation Record Sheet
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Annex 3 Tally Sheet

Baste Motivational Conditions
1 . The teacher shows enthusiasm to the class

2. The teacher shows interest in students' learning

3. The teacher shows good reiationships with students

4. The students cneourage each otfier

5. The teacher uses humour in the class

6. The students use humour ¡n the class

7. The students decórate the class as they want it to be

8. The students interact with each othcr

9. The students cooperate in tasks completion

10. The students demónstrate solidarity

1 1 .The teacher respects class rules

12, The students respect class rules

Initiating Motivation
13. The teacher enhances the L2 valúes and altitudes

14. The teacher increases the students' expectancy of success

15. The teacher increases the students' goal orientedness

! 6. The teacher makes material interesting to students

1 7. The teacher créales realistic students beliefs about learning an L2

M aintaining and Protecting Motivation
1 8. The teacher makes learning stimulating and enjoyable ( students
involvement or breakíng monotony)

; 19. The teacher presents tasks in a motivating way (explains their
j purpose, ask ss. to predict, give strategies to do the task)

20. The teacher helps students set specific short-term goals

2 1 . The teacher increases the students' self-esteem and self-
confidence (give examples of success, encourage ss, reduce anxiety,
leach learning strategies)
22. The teacher lets students socialice in the class

23. The teacher promotes eooperation bctwcen students

24. The teachcr creates students' autonomy (learners choose material,
assignment, emphasize project work, let students assess themselves)
25. The teacher promotes self-motivating students strategies (keep in
mind rewards, concentrating, give a twist to the activity)
Encouraging Positive Self-Evahiation
26. The teacher encourages students1 eíTort attributions

27. The teacher gives encouraging feedback

28. The teachers celébrales students success

29. The teacher praises students (words or rewards)

Tal lies Total
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Esta encuesta tiene como finalidad obtener información importante para la
elaboración de la tesis .de grado "The use of motivational teaching techniques
facilítales English learning."Por favor sírvase contestar las preguntas con
honestidad.

1. Marque lo que su profesor hace para enseñar el Inglés (más de una opción es
posible)

Q traduce del Inglés al Español
[J presenta nueva gramática en conversaciones
Q hace que los estudiantes se muevan y actúen
[J promueve el trabajo en grupos
Qj considera las diferencias de los estudiantes al aprender
[3 alienta al estudiante a usar el idioma la mayor parte del tiempo
n proporciona al estudiante actividades que deben ser cumplidas usando el

idioma
[J elige temas de interés para desarrollar su clase integrando los contenidos que

se deben aprender
D otros( )

2. ¿Cómo aprende usted mejor el idioma? Encierre en un círculo la opción que
más le convenga (más de una opción es posible)

a. poniendo atención al profesor, haciendo listas para organizar ideas, observando ta
distribución de la información en una página

b. escuchando instrucciones, conversaciones, canciones, trabajando en actividades
donde debe conversar

c. moviéndose alrededor de la clase, jugando, compitiendo, actuando

d. usando sus manos para trabajar en proyectos, llenando información faltantc

3. ¿Qué hace usted para integrar los nuevos conocimientos del idioma en su
mente? (más de una opción es posible)

O organiza ideas en su mente
O pone atención a partes importantes de una actividad
Q escucha cuidadosamente y entiende todo antes de hablar en inglés
Q controla lo que dice y escribe para detectar errores
Q trata de imitar a su profesor o a un nativo hablante
Q agrupa conceptos para aprenderlos fácilmente
Q practica en su mente antes de decir algo
Q asocia palabras que son similares en Español
Q traduce para entender significados
O pregunta a un compañero o profesor para esclarecer dudas



[J trabaja en grupo para desarrollar una actividad

Gracias por su cooperación



Annex 5 Motivation and Motivational Teaching Tecfaniques Questionnaire

PONTIFICIA UNIVERSIDAD CATÓLICA DEL ECUADOR SEDE AMBATO
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Esta encuesta tiene como finalidad obtener información importante para la
elaboración de la tesis de grado "The use of motivational teaching tech ñiques
facilitatcs Englisb lcarning."Por favor sírvase contestar las preguntas con
honestidad.

1. ¿Qué entiende usted por motivación?

2. ¿En qué circunstancias se siente usted motivado a hacer algo? (más de una
opción es posible)

D cuando existe una recompensa de por medio
D cuando sabe que va a tener éxito
D cuando observa a alguien exitoso hacerlo
D cuando desea obtener la simpatía de alguien
D cuando piensa que va a ampliar sus conocimientos

3. ¿Por qué desea aprender Inglés? (más de una opción es posible)

[J para encontrar un mejor trabajo en el futuro
n para poder comunicarse con extranjeros
n para estudiar en el exterior
Q para mejorar sus calificaciones
Q porque alguien se lo pidió (¿Quién? )

4. ¿Qué factores influyen positivamente en su deseo de aprender? (más de una
opción es posible)

entorno
curiosidad

confianza en si mismo Qactitudes de otros

5. ¿Qué factores interfieren en su deseo de aprender? (más de una opción es
posible)

entorno
ansiedad

temor al fracaso actitudes de otros

6. ¿Qué características están presentes en su clase de inglés? (más de una
opción es posible)

CJ profesor entusiasta
D ambiente agradable
D reglas claras

D buena relación estudiante-profesor
CU buena relación estudian te-estudian te
D tolerancia a los errores de aprendizaje



D apoyo D interés del profesor por el aprendizaje de los
estudiantes

7. De las características mencionadas en la pregunta 6 enliste las más
importantes para usted

8. Marque las actividades que su profesor hace en la clase para motivar a sus
alumnos a aprender .el Inglés (más de una opción es posible) e indique con qué
frecuencia (siempre, a menudo, a veces).

O explica la importancia del idioma
O aclara dudas sobre como se aprende un idioma
D establece objetivos específicos para cada lección
O presenta material interesante
n ofrece ayuda incondicional
O hace del aprendizaje un proceso agradable
Q] presenta actividades de una manera motivadora
Q refuerza Ja autoestima del estudiante
Q promueve la cooperación entre estudiantes
Q estimula a los estudiantes a aprender independientemente
Q enseña a los estudiantes a auto-evaluarse en una forma positiva
D recompensa los esfuerzos de los estudiantes

Gracias por su cooperación
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ESCUELA DELENGUAS Y LINGÜÍSTICA ;

LEVEL4
FORM 1

FIRST PARTIAL EXAM

FACE 2 FACE INTERMEDÍATE Units 1-2

TEACHER'S COPY

A. LISTENING COMPREHENSION
READ THE TEXT TWICE AT NORMAL SPEED.

The loss of the Titanic

The greaí ship, Titanic sailed for New York from Southamplon on April KHh 1912. IL
was carrying 13 16 passengers and a crew of 891. It was a colossal ship.

Four days after setting out, whiie the Titanic was sailing across icy walers of the Norlh
Atlantic, a look-out boy suddenly savv a huge iceberg. After Ihe alarms had been given,
the great ship turned sharply to avoid a direct colusión. Then Lhe captain went down lo
sce what had happened and realized to his horror that the Titanic was sinking rapidly.

He ordered to abandon ship but there weren't enough life-boats for everybody and 1500
lives were lost.

SCORÍNG

A. LISTENING COMPREHENSION
B. GRAMMAR AND VOCABULARY

C READFNG
D WRITING whole paragraph

II
III

5
5
10
5
5

X

X

X

X

X

3
3
2
4
3

MÁXIMUM POSSIBLE SCORE: -

15 PTS
15 PTS
20 PTS
20 PTS
15 PTS
15 PTS

100 PTS
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L E V E L 4
FORM I

FIRST FARTIAL EXAM

FACE 2 FACE INTERMEDÍATE Units 1-2

A. LISTENING COMPREHENSION

LISTEN TO WHAT YOUR TEACHER READS AND MARK T (TRUE) OR F
(FALSE). THEN MAKE THE F (FALSE) STATEMENTS T (TRUE). FOR
NUMBERS 4 AND 5 WRITE APPROPRIATE ANSWERS.

1 . The Titanio started its trip in New York.
2. There were 1,316 passengers on the shíp.
3. The Tilanic turned to avoid a direcí colusión

..4. What did the lock-out boy see?
5. What did the captain order?

B. GRAMMAR AND VOCABULARY
I. MARK THE BEST CHOICE.

I . - A .
B.

2. -A .
B

3. -A.
B.

4 . - A .
B.

homework at the moment?
Yes, I

a. D i d / d o / d i d
b. Do / do / do
c. Are / doing / am

I think all studenls
And they _

be responsibie.
be more polite too.

have to / should
should / can
ought / musí

Your father works for Delta,
No, he .

a. doesrft / doesn't
b. isn't / isn't
c. does / don't

Why aren't you interested
Because I 'm not good

he?

a.
b.
c.

by working / about computers
in the experiment / at science
at the class / with numbers



FIRST PARTIAL EXAM LEVEL 4 FACE 2 FACE INTERMEDÍATE Uni l s 1-2 Form 1 PAGE 2

[ go shopping on Mondays.
Really? I love shopping on Mondays.

a. often don't / to go
b. hardly ever / going
c. never/ go.

II.- FILL IN WITH ONE WORD FROM THE LIST BELOW.
- has - about - us
- on - best - makes
- see - difieren! - spent

-ali
My co-worker Jim Davis loves traveling and visiting new places every year, that
1 him really happy. He has been to 2 30 countries so far and he 3__ __
enjoyad visiting every one of them. 'They are 4
he 5 four weeks travelling around África. He was 6
thinks that trips are the 7__
world in a way that is 9
agree with him!

so different" he says, Last year
a safari in Kenya. He

and only way to understand peopíe and 8 Lhe

r

from the one our govemments want 10_ to see. I

III. WRITE APPROPRIATE QUESTIONS TO THE FOLLOWING ANSWERS.

I . ?
Mike works for Mr. Johnson.

2. ?
Fm making a sandwich. Why?

3. ?
I think he went to México last year.

Now, complete the following sentence beginnings.

4. I think we aren't supposed
5. I'mnot able

C. READING.
READ THE FOLLOWING PASSAGE.

American Sign Language Comes Out of the Closet

Dr. Wüliam C. Stokoe Jr., was hired by Gallaudet University in the mid-1950s. He
became the chairman of the English Department and got interested in Sign language
after he had seen the way deaf people communicated. Stokoe was fascinated. He was a
hearing person, and signs were new to him.

Dr. Stokoe decided to propose a study of sign language aJthough it seemed crazy to
think about studying sign language. Even deaf teachers were nOi very interested in the



FIRST FARTIAL EXAM LEVEL-4 FACE 2 FACE INTERMEDÍATE Units 1-2 Form 1

project but Dr. Stokoe did not give up. Instead, he started the Linguistics Research in
1957. Stokoe and his deaf assisíants, Cari Croneberg and Dorothy Casterline worked bñ
this project during the summer and after school. °'~"u .

The three researchers made films of deaf people signing. The deaf people in the film did
not understand what the research was about and were just trying to be nice to Dr.
Stokoe. Many people thought the whole project was sílly but humored Dr. Stokoe
anyway.
They analyzed the films and tried to see patterns in the signs. The resuits of the research
were surprising.

They found that the sign followed specific rules. They found that the rules were used by
all of the signers and were linguistic rules. ¡
Dr. Stokoe was the first linguist to test American Sign Language (ASt) as a real
language. U passed all of the test! Dr. Stokoe published the resuits in 1960, but not
many people paid atíention to the study. Dr. Stokoe was still alone-he was the oniy
linguist who believed that sign language was more than gestures. He knew it was a
language of its own and not just another form of English.

MARK T OR F. BE SURE TO MAKE F STATEMENTS T

1. Dr. Síokoe worked at Gallaudet University before the 1950's.
2. Cari Croneberg was Dr. Stokoe's assistant.
3. They found thaí deaf people didn't use the same language.
4. Dr. Stokoe was the person who tested trie ASL as a real language.
5. The ASL is now a language.

D.- WRITING

WRITE A PARAGRAPH TELLING ABOUT A PERSON YOU CONSIDER THE
FUNNIEST. TALK ABOUT WHY HE/SHE IS FUNNY. GIVE DETAILS.
USE ABOUT 80 WORDS

Good luck!
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LEVEL4
FORÍVI2

MIDTERM EXAM

,
FACE 2 FACE INTERMEDÍATE UNITS l-4-scuEM D f /

A. LISTENTNG COMPREHENSION
READTHE TEXT TWiCE AT NORMAL SPEED.

TOUR CUIDE
Carmen enjoys meeting people frorn other countries. She likcs to show them "hcr" cíly and to
te!l them about its history and culture.

One day. when she was s tü l in secondarv school. Carmen \ i s i ted a travcl burean to ask about
qualiñcations for thc Job. The manager was kind and spcnt a lona time answering hcr questions
"You should know." he said. "that not cveryone can be tcur guide It takes a special k ind of
person. one who is interestcd in people able to talk to them easiK. 7'his rucáis that a guide musí
be able to speak more than onc ¡anguage-preferable three or tbur-and a l \ \ a \  Engl i sh for mam
uorld travelers speak that langiuige. We want our guidcs to ha ve a good education and lo knou
someüiing about thc culture, cussoms. art, literature and iiistor.1 of many countries besides i h e i r
O\M1."

Tlie manager also s.xplained to Canncn tlial there were thrce difiercnt kinds ot" tounst guides
One kjnd. a tounst assistant, might meet tounsts at the airport.
The second kind takcs tounsts on tours oí" the city and nearby arcas. This kind oí" guíde meéis
tounsts in groups. takes them to see tíie local sights and tells tlicm about local histoiA and
culture.

The tlnrd kind of guides takcs groups of people on buses to íar a\\a>p cities or c\cn to (lifferent
countncs. These tours sometinics take scveral weeks. Usually onk single men sene as giiides
for thcse tours. They must be free lo spend a loi of time a\vay from home. and thcy must be able
to assist tourists with tlieír hea\ luggage. Thcy must also be able to meet all kind of
emergencies.
As she listened to the manager. Carmen was sure that she would try to become a local tour
guide. She was giad that she had smdied ENGLISH. No\ she would try to study other
langnages bcfore she finished schcol.

SC O RING:

A. LISTENING COMPREHENSION
i 5

B GRAMMAR AND VOCABI.H.ARY I
5

n ;
! 10

m , 10
C. RKADING !

X

X

X

X

J\

3 _,

I

3

3
D. WRiriNG
WHOLE PARAGRAPH

MÁXIMUM POSSIBE.E SCORE

1 5 PTS

I 5 PTS

10 PTS

30 PTS

15 PTS

15 PTS

1 00 PTS



PONTIFICIA UNIVERSIDAD CATÓLICA DEL ECUADOR-SEDE AMBATQ,:
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L E V E L 4
FORM 2

MIDTERM EXAM

FACE 2 FACE INTERMEDÍATE UNITS 1-4

A. LISTENING COMPREHENSION
LISTEN TO \VHAT YOUR TEACHER READS AND MARK T (TRUE) OR F
(FALSE). THEN MAKE THE F (FALSE) STATEMENTS T (TRUE). FOR
NUMBERS 4 AND 5 WRITE APPROPRIATE ANSWERS.

I . - Carmen \ \ent to a lourism school lo ask tbr courses.
2 - Carmen had studied Engl i ih befo re she taJked to the manager.
3. - Por longer tours. single men are usuaJly chocen as íour guides
4 - What does a íounst assistant do'.'
5 - What k:nd of person can bu a tour guide'.'

B. GRAMMAR AND VOCABULARY
I. Mark the best choiee.

vou- A- ______
B. Sure. Once I

a. díd / met / meet
b do / meet / met
c. ha\ / met / met

anvone interesting0

Madonna.

2. - A. I have to
B

_ a lot of difíicult customers m myjob

a. pick up / yo u have / great
b. deal with / do yo u / \vhat a pity
c. put up / do you have / thaí's iníeresting

3. - A. Is there e!se
B. Sure, bul I don't know the best way to _

a. anything / \vorth visiting / get around.
b. somethmg / to visit / go
c. nothing / to see / do

4. - A. In 1998 we In Europe most of the vear.
B. Right! And I remember we

biue plástic
a. t o u r / d u r i n g / want
b. were tounng / for / wanted
c. toured / bv / wanted

evervthins m our hotel covered in



MIDTERM EXAM LEVEL 4 FACE 2 FACE INTERMEDÍATE Units 1-4 FORM. 2 PACE 2

5. - A. While the thief
B. Did they "

, the pólice _

A. Of course!
a. was running / arrived / arrest him
b. run / was arriving / caught him
c. had ran / was arriving / shoot him

II. FILL EACH BLANK WITH ONE OF THE WORDS FROM THE LIST
BELOW.

RUNNING A HOTEL
- since - - run - - can •-
- particularly - - problem -
- bring back - surely -

- like-
I started workin» in the hoíEt indusírv 14 vears aeo

- to be honest
- í h i n s -

but this '^ thp
(1) a hotel in a touristy place (2)

2001 and I'm a bit fed up with it, (4)_had it (3)
Managing a hotel is quite stress fu!, (5)
which (6) happen. And I can't stand it \vhen people steal (7)
the rooms.

Cornwaíi. My husband and í have
honest.

when people complain all the time,
from

a souvenir of their hoíiday, but (9)__I suppose people want to (8)
they've got enough towels at home!

Another (10) is that we've been away together for a fevv times, but each time
there was a problem at the hotel so we had to come back early. But this winter weVc
going to cióse the hotel for 2 weeks and go skiing-we're really looking forward to it.

III. WRITE APPROPRIATE WORDS STATEMENTS AND QUESTIONS TO
COMPLETE THE FOLLOWING CONVERSATION

A. - Excuse me is there (1) ?
B. - Well, I think you should síay at the Sheraton (2) It's .
A. - How can I get there?
B. - You can (3) . It's not (4) .
A. - Ok. And what's the besí (5) ?
B. - Well, in Delhi it's probably best to use rickshaws. They're (6)

and quite cheap. Don't use buses.
A. - Ok.
B. - And to trjivel to other cities, I"d (7) the trains.They are safer

than the buses at night.
A.- Hmm, That's (8) . So what are the thmgs (9) í .

-any good museums?
B. - Don't bother going tq museums. There are (10) to see in Delhi

You should definitely see the red fort, in Oíd Delhi- [t's absolutely huge.
A - Thanks a lot.
B."1- You're welcome.



MÜTTERM EXAM LEVEL -4 FACE 2 FACE INTERMEDÍATE Units 1-4 FORM. 2 PACE 3

C. - READING s PA-
READ THE PASSAGE *-•

} ;,;

MULTIMEDIA MATCHMAKING

Arranging meetings for matrimonial purposes is nothjng new. KJngs and queens, the
nobiíity of the past and present, and today's "big .money"' all know very \vell that
fmding the "'right" spouse is a very serious matter.

In India, it is st i l l the custom for parents to arrange their chlldren's marriages. Sons and
daughters are promised to one another at a very eariy age. U is very common for boys
and girls to get married in the eariy teens, especially among the lower castes. In parís of
África a \vife may stii! be bought for severa! cows or the equivalent in monev

Recently, c^nputers have helped make the search for a suitabíe ufe partner more
democratic and a lot is easier. All over the \vorld computer-assisted has become a good
business. Time gels shorter and requiremenís get higher: most people cannot alTord the
time it takes to get to know someone. ñor the nsk of a bl ind date. So. for a modesi
amount of money, your personal data, together \vith your likes and dislikes are entered
inte a computer program ihat \ \ i i i produce a list of ñames of people that might match
you. All you need to do is to make the necessary phone calis to have a date and decide
\\ho is ihe right person for vou.

If you are vvilUng to spend more money, a video of you is made, in uh ich you talk about
yourselfand the kind of person you would hke to meet. The video íS then imported onto
a computer and candidates can choose their partners from screen. If you have your o\vn
computen you can have access to the systsm vía modem. For an extra fee you wiil be
able to see the image of potential candidates in the comfort of your home. And. if all
goes well and you are ready to get marry, yoii may end up invitíng a Pentium III to be
your besí man or bridesmuid at your weddmg ceremony.

NOW ANSWER T OR F. MAKE THE F STATEMENTS T. FOR QUESTIONS 4
AND 5 VVRITE APPROPRIATE ANSWERS.

1. - People have arranged marriages for centuries.
2. - In India, arranged marriages only occur in the lovver castes.
3. - It's really expensive to enter your personal data together with your likes and

dislikes.
4. - What do you need to do once your personal informaíion has entered into a computer

program'7 -
5. - If you have a modem. what can you see on the screen?

D. WRITING
WRITE A PARAGRAPH ABOUT YOUR LAST HOLIDAY. WRITE ALL THE
THINGS YOU HAVE DONE, OR HAVE LEARNED TO DO. MAKE SURE TO
GIVE DETAILS OF EACH ACTIVITY YOU DID OR LEARNED TO DO. /SO
WORDS.
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