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Abstract

The thesis deals with different sources of motovatand types of rewards. The
theoretical part describes motivation in the histdrcontext of diverse theories of
motivation. Furthermore, the thesis presents ssuotenotivation along with specifics
of motivation in the English language classroompakticular attention is devoted to
rewards as on of many motivational strategies.

The empirical part aims to disclose what rewardshers use and with what
effect. The qualitative research compares and atedudata collected from teachers,
pupils and observations. The investigation combibh@s research instruments -
guestionnaire and observation. The obtained resméiscompared and evaluated with
the theoretical part in the final conclusion.

Keywords

ELT, theories of motivation, sources of motivatiomptivational strategies, reward, case
study



Souhrn

Diplomova prace se zabyvaznymi zdroji motivace a typy odin. Teoreticka
¢ast popisuje motivaci v historickém kontextizmych teorii motivace. Dale se
teoretickacast ¥nuje motivaci a popisuje specifika motivace v cazyné vyuce
v prostedi Skolni tidy. V poslednicasti je ¥novana zvlastni pozornost odng, ktera
je jednou z mnoha motivaich strategii.

Empiricky vyzkum si klade za cil odhalit, jaké o&imy witelé pouzivaji
a s jakym efektem. Kvalitativni vyzkum porovnavd@dnoti data ziskana oditel,
Zaki a khem pozorovani. Pro vyzkum byli zvoleny dva nastrej dotaznik
a pozorovani. Zavretné shrnuti srovndva a hodnoti ziskané vysledky wyak

s teoretickowasti.

Kli ¢ova slova
Vyuka anglického jazyka, teorie motivace, zdrojeticaxe, motivani strategie,

odmena, Fipadova studie
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INTRODUCTION

Education is one of the key stones of every natstete and individual and the
nature of the educational process itself is aaoaitisuccess factor. The educational
process needs to have a relevance to the studeérdacation must concern the person
as a whole. Every person as an individual mustdss sn the context of his or her
unique personality and life experience and edusatarst be aware of that context. The
learning process is very complex and many factufteence its success or failure. One
of those factors is motivation of the learner. Tesas are frequently faced with the
challenge how to motivate their students and ssuotenotivation can differ with each
individual. The thesis deals with sources of mdioraand the study specifically aims to
disclose the use and effectiveness of rewards ea®bmotivational strategies. Children
meet rewards since their childhood and the appatgtise of rewards and knowledge of
pupils’ motives to learn are very important to emtesuccessful language learning.

My personal motivation of choosing this theme ldeeply in the past. | have
taught English since 1997 and | see myself as #moetative teacher who cares about
her pupils. During my teaching career | met mangilsuvho were difficult to motivate
to learn English. My intention was to encouragenthgraise and reward them in
various ways. Since | was more or less succedséililvays wanted to learn more about
their motives to learn English. The results of stedy cannot be applied to all pupils
but the outcome can help to uncover deeper unaelisiq of their drives to learn this
language.

The first chapter of the thesis deals with the tagoal background of the theme.
The thesis introduces several constructs of theaidearning and it is described how
these theories of learning characterize motivatibhe second chapter examines
motivation, sources of motivation, motivation tarde and specifics of motivation in the
ELT classroom. The third chapter describes motiveti strategies with a deeper
analysis of rewards and it focuses on reasons whyse rewards as well as how to
reward. Furthermore, the third chapter depictgrisit rewards, extrinsic rewards and

gives extra attention to grades and their meaniiiwevaluation of students. This



chapter also introduces the criticism of rewardifgach chapter is followed by
conclusion.

The practical part is examined in the fourth chapl@e content of the practical
part results from the theoretical part. Firstlye thrior research is introduced and it is
followed by presenting the aim of the research wghunderlying questions. The aim of
the research is to indentify what sources of maitvaand rewards teachers use, with
what effect and compare results with pupils’ opnsioand observations. Following
chapters describe background information, a rebeaethodology and instruments as
well as the analysis and interpretation of the ioleth data. The conclusion of the
practical part summarizes the findings of the redearhe final conclusion follows the

practical part and it brings together the theoeg¢t@nd practical part.



1. THEORIES OF MOTIVATION

Theories of motivation describe the relationshipwleen aspects of education
and individual motivation. Ushioda (1996, p.1) wstthat for any teacher motivation is
a practical challenge they need to solve. For #tem researchers however, it is an
interesting phenomenon. For such researchers niotivia less a practical problem and
more a variable which is worth investigating (ibidcChambers (2001, pp.2-3) describes
that many theorists have tried to identify moreadle motivation. As having many
definitions, which vary in different contexts, & very difficult to clearly define it.
Generally, motivation is a driving force which d#s&z human behaviour. Motivation
consists of a multiplicity of diverse factors, soofehem conscious and others not. An
individual’s motivation is difficult to identify besause different actions can indicate the
same motive. Multiple theories define motivatioonr various perspectives and only an
eclectic approach can get closer to practical, wmgrklefinition of the term (ibid.).

This part of the thesis introduces particular tistsrand the main constructs of
theories of learning. It focuses on the theoriesamby in regard to the learner and their

motivation but also on the individual’'s needs ia tontext of the learning process.

1.1 Behaviourism

Jordan, Carlile and Stack (2008, p.27) proposedhatof the main purposes of
education is to modify the learner’s behaviour atltiple levels. They suggest that
children’s actions must be controlled and that behaism has influenced ideas about
learners’ behaviour. Furthermore, Fontana (199¥46). writes that since the 1930’s
behaviourists have claimed that psychology as ensei should focus on the behaviour
of the individual as well as the environment andditons that drive individual
behaviour. According to behaviourists, the envirenmof the learner has the most
important role in learning (ibid.). Chambers (20Qil2) asserts that “Behaviourism
focuses on stimulus-response associations and catlssr than need and reason for
action.” However, Fontana (1997, p.146) suggesis riiost psychologists do not agree
with this statement and add that the individuakvgare of their own impulses for



learning. Nevertheless, early behaviourists betletleat the most important aspect of

successful learning was the environment and msustis.

1.1.1 Operant Conditioning and Motivation

Behaviourism has changed sincd"x@ntury influenced by many scientists, yet
some its original ideas remain in use among psydists Cap, Mares, 2001, pp.130-
131). Williams and Burden (1997, pp.8-9) propdsat karly behaviourists suggested
that all learning is a form of conditioning. IvaraWWov is known for his theory of
classical conditioning. Although the theory wastgtroved to be limited in predicting
human behaviour, it inspired more sophisticatechbelural approaches.

One of the most important behaviourists is B.F.n8&r who is considered the
founder of modern behaviourism (ibid.). Fontana 9(49 pp.145-146) states that
Skinner’s behaviouristic theoretical framework &led operant conditioning. Skinner
devoted 50 years to experimental learning reseandndescribed its principals. Skinner
taught that learning is the result of the environmeamely “[...] an individual responds
to a stimulus by behaving in a particular way. Vet happens subsequently will
affect the likelihood of that behaviour recurringiid., p.9)

Capek (2008, p.32) describes the stimuli of an iiidial’s actions: reward and
punishment — in the most common traditional behanstic approach. Cangelosi (1994,
p.51) writes that behaviour which is followed byveed will more likely be repeated.
Furthermore, punishment or negative response axton decreases the probability that
the action will be repeated. Pupils are led to evative behaviour by an environment
where cooperative behaviour is rewarded and uncatipe is not rewarded (ibid.). In
other words, a rewarding environment is suppordive increases success in learning.

In conclusion, behavioural approaches claim thatguseward and punishment
as external factors motivate pupils in the way lhea€ need them to establish successful

learning environment.

1.1.2 Neo-behaviourists
Jordan, Carlile and Stack (2008, p.27) describe¢ thassical behaviourism
concentrated only on the external factors whilggnitive science focused more on



internal behaviour. By contrast, neo-behavioupstisemphasis on the importance of the
learners’ personality and motivation. Skinner (1,958 Jordan, Carlile, Stack, 2008,
p.27) claims that students develop their self-cdnéind self-monitoring programmes
“[...] where they identify their own reinforces aragply behaviourists principles to
themselves.” He also adds that students monitorr then performance, choose
effective stimuli and set their own goals. Furtherey Jordan, Carlile and Stack
describe the neo-behaviourist Benjamin Bloom amsdtéskonomy of learning which he
developed in the 1950s. The taxonomy is linkedxteraal and internal behaviours with
three main domains — cognitive, affective and pewyottor (ibid., pp.27-29). These

days Bloom’s taxonomy is widely used and taught.

1.1.3 Conclusion

To conclude, early behaviourists place great ingya# on the environment
controlling learner’'s behaviour. In regard to matien, these stimuli come from the
educator and regulate individual actions. As alyestated, this external motivation is
supported by the reward and punishment. Neo-bebtaste under the influence of the
new cognitive approach do not focus only on extestimuli but they also consider the

importance of internal behaviour believing that jgipan affect their own learning.

1.2 The Cognitive Approach

Behaviourism was the leading approach until the 0$9&vhen cognitive
approaches increases interest in mental procedeeda(l, Carlile, Stack, 2008, p.26).
As mentioned above, behaviourism focuses on therealkle (Chambers, 2001, p.3)
whereas the cognitive approach focuses on cognskviés (Williams, Burden, 1997,
p.30). Chambers (2001, p.3) specifies that cognitisience is concerned in something
which cannot be observed - thought processes, ®&tpes, intentions and
interpretation of various situations (ibid.). Tha@proach claims that to understand
learning it is necessary to concentrate on theviddal and its ability to analyze its
inner world to respond to some situation (Fontdr®97, pp.146-147). There are four
attributions — effort and ability which are inteldactors; and external factors such as

luck and task difficulty (Chambers, 2001, p.3.)eTdognitive approach emphasizes how



the individual understands a situation and likewissees the individual as the active

part of the learning process (Fontana, 1997, ppli4%.

1.2.1 The Cognitive View of Motivation

Williams and Burden (1997, p.119) claim that thestimportant factor from the
cognitive viewpoint is choicePeople make choices every day and through thegn the
control their actions. This is an obvious conttasbehaviourists: “[...] which sees our
actions as at the mercy of external forces [.(ipid.) Dornyei (2001, p.8) states that
learners constantly mentally balance to coorditize desires of possibilities. In other
words, pupils are determined by their own belidfdirat, and then they evaluate the
challenge and think about support. Learners behagerding to their thoughts, believes
and interpretation of events (ibid.). Cognitivismdats view of motivation is concerned
with questions of why people act in certain wagd ahich factors cause them to take
these choices. The teacher is in a position to lemers to make proper decisions
(Williams, Burden, 1997, p.119).

To analyze the cognitive approach from the perspeadf motivation The
Teaching Guide website offers the following summary

Cognitive learning theory sees motivation as largetrinsic. Because it
involves significant restructuring of existing cawe structures,
successful learning requires a major personal tnvast on the part of
the learner (Perry, 1999, 54). Learners must fgceouthe limitations of
their existing knowledge and accept the need toiiyoat abandon
existing beliefs. Without some kind of internal\drion the part of the
learner to do so, external rewards and punishm&unth as grades are
unlikely to be sufficient (Teaching Guide for GSis Theories of
Learning - Cognitive Constructivism, c2005-2010).

To conclude, the cognitive approach considers malemotivation as essential.
Pupils interpret situations and act under the makimpression. Jordan, Carlile and
Stack (2008, p.51) state that although cognitippreach offers useful teaching
strategies there are limitations in this view hueseait forgets about other factors such as

emotions, the affective, and social or contextnfilience.



1.3 Humanism

The first definition of ‘humane’ is characterizeg behaviour which is in
contrast to that of animals (Stevick, 1991, pp.23-Humanistic approaches recognise
the importance of an individual's emotions, feesirajd thoughts and place them at the
forefront of the human development (Williams, Burd&997, p.30). In the context of
learning processes Kalhous, Obst et al. (2009,6).3fate that “The key words for
humanism are the indirect approach, unconditioakdtionship, personality, freedom,
creativity, self-realization, open work, individu@ine, etc. [...].” Williams and Burden
(1997, p.30) observe that the cognitive approactudes on cognitive skills but
humanism places emphasis on the development eflibée individual.

Williams and Burden (1997, pp.30-33) hold the vi¢hat many theorists
characterise human behaviour as being motivateitstyasic needs. These needs drive
the person to act in a particular way to fulfil theOf many humanist theorists, two
stand out as most important: Eric Ericson and AbmatMaslow. Ericson’s theory is
known for his suggestions that learning and devakaqt are life long and they do not
restrict only to a particular part of life. He alslaims that education involves the whole
person and its feelings (ibid.).

Maslow is known for higlierarchy of human needshich is described in Figure
1 (page number 8). The Hierarchy can be divideal twb categories. Firstly, deficiency
needs which are represented by the first four ByBasic physiological shown first)
and secondly, being or growth needs. Deficiencydaabrectly relate to psychological
and physiological balance “and include such psyadiohl requirements as food, water,
sleep and the absence of pain; they also includenéleds for security, belonging, and
self-esteem.” If these basic deficiency needs ast met it becomes difficult or
impossible to fulfil needs higher in the hierardiid., p.33).

To conclude, humanism sees the individual's emstideeling and needs as
primary for human development. According to Maslogeds are the internal motives
for individuals' actions. If not satisfied the lear cannot develop and fulfil higher
needs. For example, a hungry, thirsty or tireddchslnot able to concentrate on learning
and cannot feel safe in such environment. In supmestablishing and satisfying

deficiency needs facilitate the learner to achigigher being and growth needs.



Figure 1: Maslow’s hierarchy of human ne (Williams, Burden, 1997, p.34, fire 4)
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1.4 Constructivism

Jordan, Carlile and Stack (28, p.55) suggest that it is not easy to draw ar«
distinction between cognitivism and constructivisithey propos: that “[...]
constructivism is a natural progression from cagsitn and both are interested
cognitive processes.” But, the differe between them is that “[. whereas
cognitivism focuses on how information is processmuhstructivism focuses on wt
people do with information to develop knowlec’ In particular, the constructivis
approach describes learning as an active prc¢hrough which learners ‘construct’ ne
meaning (ibid).

Currentlymany approaches tend to constructivin whatKalhous, Obst et a
(2009, p.49)describe ¢ “a wide stream of theories about education and @ak
science.” Jordan, Carlile and Stack (2(, p.56) write that construeism emphasize
the individualactive role in learning processes its importance in connection with tl
environment and society. Constructivism refusegtieducation where learners are
passive roles. Learners shoulonstruct by themselves and actively work with tl
experience and information obtained. Constructivisna group of theories which
linked to other sciences such as social scienagspiphy, politics and histor(ibid.)
and it is interested in edttion, didactics or psycho-didacti¢ialhous,Obst et al.2009,
pp.49-50).



1.4.1 The Constructivist View of Education

Ernst von Glasersfeld, known as the father of capsvzism, claims (op.cit.:177,
in Williams, Burden, 1997, p.49) that students mistgiven reasons why particular
behaviour and thinking is desirable. “This entaiplanations of the specific contexts in
which the knowledge to be acquired is believed twkiv (ibid.) Glasersfeld’ s view
presents that issues, concepts and tasks shoubditb@to practice as a problem for
learners to solve and these problem solving stinatare better than giving them direct
information. Teachers are in a position in whicleytHead learners in the direction
needed without telling them what or how to constriifsid.). Skalkova (2001, p.149)
suggests that constructivists agree that pupilateréheir own spontaneous theories.
Teachers who are aware of these theories can lehdaivate pupils. Learners alter
their ideas, evaluate and correct them (ibid.). prablem-setting and problem-solving
approach to teaching has many supporters suchhasDewey and Maria Montessori
and for many years they are very much in the cesfttbe interest (Williams, Burden,
1997, p. 49-50).

Williams and Burden (ibid., p.50) also agree that]“a central component in
motivation to learn is the individual learner’s liag of competence and self efficiency,
which can be gained by working out one’s own sohgi to problems.” The
constructivist general view is that each individismlmotivated differently. Everyone
behaves according to their internal and externatifipation and act in their unique
way. Thus motivation to learn a foreign languadéeds with each individual as well as
what level of proficiency they want to achieve. thermore, motivation must be seen in
the context of the whole culture, social and contakinfluence and situation, as well as

the influence and interaction with others (ibid13D).

1.4.2 The Social Constructivist View

“Social interactionism emphases the dynamic natdirthe interplay between
teachers, learners and tasks, and provides a Vigsaiming as arising from interaction
with others.” (Williams, Burden, 1997, p.43) Thae four key factors affecting the
learning process — the teacher, learner, tasks@mgxts. These do not exist in isolation
and interact in a dynamic process. If any of tHes¢ors changes in some way, it will
influence the others (ibid., pp.43-44). In otherrdg) as supported by Kalhous, Obst et

9



al. (2009, p.55) education is a social process &&twthe teacher and learners and
among learners and it happens through direct ardctdcommunication. Therefore, the
learning processes are personal and social atathe §me. Moreover, Jordan, Carlile
and Stack (2008, p.59) suggest that for social{cocisvists the society and culture play
the important role in learning. Social communitgsape the individual's perception,
interpretation, attach meanings and form what pedphk (ibid.).

Teaching Guide for Graduate Student Instructorsa€fisng Guide for GSls -
Theories of Learning - Social Constructivism, c2@08.0) summarizes:

Social constructivists see motivation as both astd and intrinsic.
Because learning is essentially a social phenomehesrners are
partially motivated by rewards provided by the kihege community.
However, because knowledge is actively construdigdthe learner,
learning also depends to a significant extent enearner's internal drive
to understand and promote the learning procesglilieaGuide for GSls
- Theories of Learning - Social Constructivism, @2€2010).

Social constructivists emphasize importance ofmddlractions happening during
education - between learners, teachers, contends tasks. Internal and external
motivation is seen as an important part of edunatame which is connected to the

individual’s life inside and outside school.

1.5 Conclusion

This part of thesis has introduced several theares their main constructs of
learning; namely, behaviourism, cognitivism, hunsami constructivism and social
constructivism. It also described how these coostraharacterize motivation as well as
external and internal motivational factors.

Furthermore, this part has attempted to analysethewvheorists respect learners
considering their individualities. To conclude, lgdrehaviourists saw the importance of
the external reinforcement specifically the rewardl punishment. Neo-behaviourists
included the internal factors of the learner ascialufor learning processes. Internal
motivation is also important in the cognitive apgeb but this omits the potential of
learners’ emotions, feelings and environment. Hustanin another approach, consider
an individual's emotions, feelings and needs as@ry for learner's development.
Thus, intrinsic motivation is characterised as minlg force for actions designed to
fulfil basic and higher needs. Constructivists andial constructivists describe intrinsic
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and extrinsic motivation as significant for eduoati Furthermore, social-constructivists
point out the importance of the society and culture

In other words, the theory which is strictly focdsen external motivation is
early behaviourism with its reinforcement and does respect learner's individuality.
Other theories mentioned in the previous parag@pisider pupil's individual needs

and motivation at different levels.
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2. MOTIVATION

This part of the thesis focuses on the definitidnnativation, sources of
motivation, motivation to learn and specifics oftiaation in the ELT classroom.

To understand how to motivate learners, teacherst moderstand them as
complex individuals with many needs. Furthermocbosl learning has its specifics and
it is necessary to point out specifically what aaffluence school motivation in order to

successfully enhance language learning.

2.1 Introduction

The concept and meaning of motivation has changed ttime as it has been
used by different theories, psychologists and ati{@filliams, Burden, 1997, p. 111).
As already mentioned in the chapter 1, early behaist psychologists saw the
importance of external motivation, reinforcementd aenvironment. Humanists put
emphasis on general basic human needs and intemtas which drive people to
actions and also the cognitive approach consideesrial motivation as essential. The
last theory of motivation the constructivist vielaims that each individual is motivated
differently and everyone behaves according to thné@rnal and external specification
and act in their unique way.

Doérnyei (2001, p.8) believes that “The current ispir motivational psychology
[...] is characterised by [...] the cognitive apgeb [...].” By comparison, Jordan, Carlile
and Stack (2008, p.155) hold the view that modbeoiies of motivation recognize a
combination of behaviourist reactions to stimulvasl as cognitive processes in which
people attempt to resolve and control their envirent.

Dornyei (2005, pp. 66-67) illustrates the changerdime of the consensus view
of motivation, using examples from motivation rasba

a) The social psychological period959-1990)—characterized by the
work of Gardner and his students and associat€sivada.

b) The cognitive-situated periofuring the 1990s)—characterized by
work drawing on cognitive theories in educationsyghology.

c) The process-oriented peridgthe past five years)—characterized by an
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interest in motivational change, initiated by theorkv of Do6rnyei,
Ushioda, and their colleagues in Europe.

As the example aptly illustrates motivational pylolgy is still undergoing
development and there is no clear consensus vieam@itieorists and psychologists.

2.2 Definition
Doérnyei (2001, p.7) writes that even the term ‘mafiion’ does not have a
consensus definition:

Motivation, like the concept of gravity, is easterdescribe (in terms of
its outward, observable effects) than it is to wefiOf course, this has not
stopped people from trying it (Martin Covington 89%.1, in Dornyei
2001, p.7).

Williams and Burden (1997, p.120), holders of aaomnstructivist view, offer
the definition of motivation as:

» a state of cognitive and emotional arousal,

» which leads conscious decision to act, and

* which gives rise to a period of sustained intellattand/or
physical effort

e in order to attain a previously set goal (or goals)

Williams and Burden propose a definition which iwes all aspects of an
individual's needs, cognitive processes, feelingd ather aspects. This definition, with

its clear and basic criteria, has applicabilityite learning process.

2.3 The Sources of Motivation
The sources of motivation differ and those whick generally accepted by
psychologists and theorists (for exampleCidp, Mare$, 1993; Fontana, 1997; Harmer,
1991; Kalhous, Obst et al.2009; LokSova, Lok$a,9199shioda, 1996; Williams,
Burden, 1997) are described in next three subeeti
Under the most common view, motivation is clasdifes follows:
* intrinsic (internal)

* extrinsic (external)
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* instrumental
* integrative
Intrinsic and extrinsic rewards have relevancehwdbove; however, these will
be described via a deeper analysis in the chafter 3
As previously mentioned, the forces which make pe@gt can be said to be
either external or internal, or both. Nakong (1997, p.51) helpfully summarizes that
motivation gives meaning to a person’s behavioud @& determined by cognitive
analysis of the situation. Also, the way a persehaves is determined by cultural
norms of the environment. Cognitive processes @agdheption, notions or imaginings
and cogitation determine person’s behaviour. Thestemce of cognitive needs is
connected to person’s necessity to know the stnafind out the relationship between

them and put the information into specific struetu(ibid).

2.3.1 Intrinsic Motivation
In the context of learning, Lamb (2001, p.85) wgithat “Intrinsic motivation is

the desire to learn for its own sakeCap (1993, p.187) understands intrinsic motivation
as a set of four particular motives connected écstliibject or activity:

1. The cognitive need.

2. The need of action.

3. The satisfaction coming from something learnt; Biglhompetence and a

new ability.

4. The satisfaction originating from the social commeation and activities

(ibid.).
Williams and Burden (1997, p.123.) put it more diyngvhen people do something for
their own interest and enjoyment and the reasonldorg the activity is for the activity
itself, then the motivation is intrinsic.

Fontana (1997, p.153) explains that intrinsic nmatton can be found in each
individual since childhood. Intrinsic motivationviolves spontaneous exploring and
discovering, and the way others respond to thisoeafory behaviour assists the child’s
development. According to Fontana (ibid.) the peoblwith school education is that it
focuses on long term aims and forgets the childigimal curiosity as a motivational
factor. Teachers should consider the knowledgedial already have: their interest,
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guestions, and problems, and show them relatiorthecsubject and learning (ibid.).
Kyriacou (1996, p.84) proposes that teachers shsufiport and stimulate children’s
natural curiosity and their need for higher achmegat. Moreover, teachers need to
encourage pupils to support their intrinsic moimatand give them feedback on regular
basis (ibid.).

Intrinsic motivation can be created by setting aims. Concretely, Skalkova
(2001, pp.126-7) suggests that learning is mostca¥e if pupils are aware of the aim.
The first basic requirement for success is thatdine must be realistic and attainable.
Secondly, knowledge of the aim activates learnacs enables them to plan their own
work. Since an aim becomes more desirable wherletlmaer is close to attaining it
(ibid.), it is essential that these two basic regmients are considered. Intrinsic
motivation for learning occurs if the pupil hast@eg emotional relationship to the aim,
and if learning is the best way to attaindtp, 1993, p. 187).

An autonomous learner is one with enhanced intrinsdtivation. Lamb (2001,
p.85) claims that learners should be given an dppiy to engage with learning and be
active in the learning process. Teachers shouldktimore of ways they can help
learners to motivate themselves (ibid). Lamb algnd( p.86) hypothesises that
“Intrinsic motivation is based in an innate need fmmpetence, relatedness and
autonomy.” Likewise, Ushioda (1996, p.21) underdsaimtrinsic motivation as “[...] an
expression of personal control an autonomy in ¢laening process. Kalhous, Obst et al.
(2009, p.369) describe that an autonomous leasgivien an opportunity to decide
what, when and where and if he is not, then hisilag is based on extrinsic regulation.
Dornyei (2001, p.105) suggests that when appragriaarners should be allowed to use
self-assessment procedures. “Self-assessment taisdsarner's awareness about the
mistakes and successes of their own learning, avek ghem a concrete sense of
participation in the learning process.” (ibid.) Wxia (1996, p.2) asserts “that the
development of effective and sustained self-matiwatannot depend on any externally
imposed motivational system of stimuli, goals amsvards in the classroom.” She
emphasizes that motivation has an active role wisictot merely a product or cause of
learning experience but a set of processes whielp kiee pupil involved in learning
(ibid.).
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Cangelosi (1994, p.141) introduces another exaroplereating intrinsically
motivated learning. Problem-based learning is desittcentered instructional strategy
in which students collaboratively solve problemsl aeflect on their experiences. It
cannot be used in all class situations but if itised, pupils usually cooperate. Using
real problems to motivate the development and eatdiin of new skills has proved
successful in all subjects and levels of learnibgl(, pp.141-143).

To summarize, intrinsic motivation is vital for s@ssful learning and can be
strongly and positively influenced by the teachetrinsic motivation can be created by
setting out appropriate aims and where suitablequsating intrinsically motivated
learning through the problem based learning appescintrinsic motives related to
learners’ need for autonomy, personal control amuipetence encourage autonomous
learning. Intrinsic motivation is in essence pupibwn desire to learn and teachers

should adapt classroom strategies which cultivate i

2.3.2 Extrinsic Motivation

Fontana (1997, pp.153-154) describes that evengthantrinsic motivation
helps with learning it is not always enough and tis@cher must also use extrinsic
motivation. LokSové and Lok3a (1999, p.15) writattextrinsic motivation occurs when
the individual does not learn for his/her own iet#rbut under the influence of other
motivational factorsCap (1993, p.187) characterizes extrinsic motivaisnmoments
which are not directly connected to the learningelft such as reward, praise,
recognition, reputation or punishment. It can benpleted by Fontana (1997, pp.153-
154) who includes extrinsic motives such as gradesshool report and tests or exams.
Fontana states that it means a lot for childrerbéosuccessful in ways which are
external and visible to all; from these succeskeyg built their reputation, self-esteem
and confidence. The presences of such visible a=svare powerful motivations to
achieve (ibid).

Kalhous, Obst et al. (2009, p.370) write that paiping extrinsic motives learn
in order to gain rewards or in order to avoid pament. They state that some teachers
criticize or even refuse to use extrinsic motivadib strategies. True, extrinsic
motivation which is used without considering itspiaet on the learning process can be
destructive. For example, psychologist Kohn refusgtside rewards but Chance finds
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them beneficial if they are used in accordance wifticular rules. The research shows
that using rewards does not have to destroy intrimetivation but on the contrary, can
complement and enhance it (ibid.).

Williams and Burden (1997, pp.123-124) offer anoeample put forwards by
Susan Harter. She views intrinsic and extrinsicivatibn as opposing forces. However,
Williams and Burden suggest that in the contextlamiguage learning intrinsic and
extrinsic motivation influence one another in maremplex ways and one can
strengthen the other. They also propose that iltyd¢he distinction between intrinsic
and extrinsic motivation is not precise: many @i are more than likely to be
prompted by a mixture of both which is impossildalisaggregate (ibid.).

Integrative and instrumental motivation are spedifnds of extrinsic motivation
which are widely used and discussed. Since instntehand integrative motivation are
highly relevant in the ELT classroom, these willdb@mined in the chapter 2.5.1.

To conclude, despite a lack of consensus abouprisise nature, extrinsic
motivation is an integral part of classroom edwrativhich depends on the educators
and how they use it. A range of different rewards de used during the learning
processes to generate extrinsic motivation and ramel application of such rewards will

be examined in the part 3.2.

2.4 Motivation to Learn

Williams and Burden (1997, p.111) state that wheachers are asked about the
most powerful tools in learning they rank motivatiamong the most important.
Skalkova (2007, p. 174) finds that many theoristsnect motivation with need, which
stimulates and directs actions and activities.d()bi Ushioda (1996, p.12) defines
motivation as something “[...] that is observabfewhat students do and how they
behave [...],” that is, their effort, activity, lelof arousal for learning, etc. But, in terms
of what really persuades students to act othepffaateed to be evaluated - different
beliefs, expectations, priorities and attributiofisid.). According to Markova (in
LokSova, LokSa, 1999, p.14) motivation to learndidven by cognitive, social and
achievement needs. Jiranek (1969, pp.175-176) rdeted that social needs and

interests such as the need for appreciation, aedé&s money, grades, activities and
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other secondary motives are stronger motivatordefaming than primary biological
needs, although this would probably depend on &tera of the learning.

Some authors state that motivation to learn is equiged ability. Firstly,
Kalhous, Obst et al. (2009, p. 367) claim that natton is learnt during the interaction
between the individuality of the pupil and - thadbker, other schoolmates, the subject
matter and other entities. Secondly, Porter (2@R0216-217) points out that students
must be willing to put in the effort to learn arne tteacher needs to make learning easier
for them. “Motivation refers to student’s willings® to invest time, effort and skills in
the tasks that we set for them.” (Ben Ari & Ricl992; Cole & Chan, 1994, in Porter,
ibid.)

As mentioned above, motivation to learn resultsnfrie interaction of many
factors. Vagnerova (2001, pp.174-175) proposesdtiabol motivation can be evoked
in many different ways. Extrinsic stimulation ocsuirstly through parents’ demands,
teachers’ evaluation, and secondly and more imptiytait is shaped by the pupil’s
attitude to school work. School motivation is aésoinner mental state which stimulates
a pupil's activity (ibid.). Vagnerova also mentiott® importance of family in the
motivation to learn. Pupils’ motivation can be e parents’ attitude towards school
and education. Children receive a message fronr fpemients and adopt it. If the
learning is not important for the family then itnet for the child. The child needs to see
positive and also negative reactions to its legnihthere is no response at all the child
is unlikely to become motivated. Pupils’ attitudevards education can change under
acquiring different experiences (ibid.).

Louise Porter (2000) devotes a part of her booMutivating StudentsShe
describes that motivating students requires tHeviahg aspects:

1. Safeguarding studentshich involves basic physical needs and safety;
and emotional environment with positive classrodimate.

2. Satisfying students’ need for autonomlgich promotes independence,
guides students to select personal goals and m®wkloice.

3. Fostering competencehich promotes competence, expands students’
self concept and promotes realistic ideals for thalues.

4. Meeting students’ social needsich as students’ relationship needs,

relationship with teachers and peer relationsliyd ()
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The points mentioned above overlap substantiallth veioncepts introduced in the
previous chapter. Indeed, Porter’'s four areas pew very useful digest of the most

important facets motivation to learn.

2.5 Specifics of Motivation in the ELT Classroom

Although the concepts discussed thus far can béedpm all school subjects
learning languages has special distinctions. Whiiaand Burden (1997, p.107) write
that relatively little research has been carrietimlanguage learning. It is reasonable to
assume that attributions for language learning tniggh different from others. The
authors state that foreign language is differendtteer subjects, mainly because of its
social nature. Since language involves the whotsgueas a social being, especially as
learners struggle to express themselves in a foteiggue. Foreign language education
does not only concern learning skills, rules arghgnar; it also involves learning new
social and cultural behaviours and it has an immactthe social perception of the
learner. Williams and Burden cite Crookal and Odfdhat “Learning a second
language is ultimately learning to be another dgmason’ (ibid., p.107-115).

Richard and Schmidt (2002, p. 343) identified ottistinguishing features of
language learning, namely a difference “[...] bedawean orientation, a class of reasons
for learning a language, and motivation itself’Twhich refers to the learner’s attitudes,
desires, and willingness to learn the languagel)ilibardner and Lambert (in Ushioda,
1996, p.4) state that language learning motivatioes not depend on ability and
aptitudes of the learner. They propose that sauial psychological dimensions have
major implication on motivation in language leaqinThey also argue that “these
social-psychological dimensions distinguished latgulearning motivation from other
types of learning motivation (ibid.).”

Williams and Burden (1997, p.116) propose that mamydels of language
learning are social-psychological because languaegming is “[...] affected by the
whole social situation, context and culture in whibe leaning takes place.” Gardner’s
social-educational model of language learning is oh the most influential (ibid.).
Doérnyei (2005, p.68) highlights three main aspeftsGardner’s motivation theory:

theory of second language acquisitidnis conceptualization ahtegrative motivation
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and atest batterylntegrative motivation has three main constituemviéch are broken
down to subcomponents:
* Integrativeness- integrative orientation, interest in foreign damage,
attitudes towards the target language community.
» Attitudes toward the learning situation the teacher and language
course.
* Motivation— effort, desire, attitude toward learning (ibid.).
More importantly, Gardner describes that motivaai®ubcomponents can be in relative
terms quantified and measured: effort - how mucls idlemonstrated; desire — how
strong it is; attitude — how positive it is (Ushagd 996, pp.7-8).

Williams and Burden (1997, pp. 117-118) depict @&m socio-educational
model as highly influential. However, recently manyiters who think along similar
lines have called for “[...] a broadening of thedhetical perspective and research base
to incorporate cognitive approaches to motivationeducation.” Dornyei proposes a
three level categorisation of motivation specilicah the field of foreign language
learning (ibid.):

Doérnyei’'s motivational framework

1. Language level- motivational factors such as: “the cultural disien,
perception of the target language community, théemi@l usefulness of
competence in the target language (Chambers, POD)L

2. Learner level- “learner’'s self-appraisal of strengths and weskes and how
this appraisal affects their learning.” It can u# factors such as anxiety,
perceived target language competence, self-estgmshexperience (ibid., p.8).

3. Learning situation level

a. Course-specific motivational components- the syfb teaching
materials and methods, learning activities.

b. Teacher-specific motivational components - the Hheapupil
relationship, teacher’'s approach to behaviour mamegt, providing
motivating feedback.

c. Group/specific motivational components — support collaboration,

shared goals and norms of behaviour (ibid., pp.8-9)
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Furthermore, Dornyei (2001, p.19) recommends WilBaand Burden’s detailed
framework of motivational components. Williams amirden consider learners’
motivation as a complex, multi-dimensional condtriiche motivational influence is
grouped into two categories of internal and extefaators and it has number of
subcomponents (see Table 1, page 21) (ibid.).

Table 1: Williams and Burden’s (1997) framework @fmotivation(in Doérnyei, 2001,
p.20)

INTERNAL FACTORS EXTERNAL FACTORS

Intrinsic interest of activity

L Significant others
e arousal of curiosity

. . arents
» optimal degree of challenge . Feachers
Perceived value of activity
* peers

» personal relevance
» anticipated value of outcomes
» intrinsic value attributed to the activity
Sense of agency
» locus of causality
» locus of control re: process and
outcome
» ability to set appropriate goals
Mastery
» feelings of competence
» awareness of developing skills and
mastery in a chosen area
» self-efficacy

The nature of interaction with
significant others
* mediated learning experiences
» the nature and amount of feedback
* rewards
» the npature and amount of
appropriate praise
e punishments, sanctions
The learning environment
e comfort
e resources
» time of day, week, year
» size of class and school
» class and school ethos
The broader context
» wider family networks

Self-concept
» realistic awareness of personal
strengths and weaknesses in skills

required » the local education system
« personal definitions an judgements of  conflicting interests
success and failure . cultgral norms .
o self-worth concern * societal expectations and attitude
* learned helplessness
Attitudes

» to language learning in general
» to the target language
» to the target language community and
culture
»  Other affective states
+  confidence
e anxiety, fear
Developmental age and stage
Gender
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2.5.1 Integrative and Instrumental Motivation

As already briefly described, integrative and imstental motivation are both
types of extrinsic motivation. Since, they are lygtelevant to the ELT classroom they
are described in this section.

Richard and Schmidt (2002, p.343) describe instniedemotivation as being
oriented towards practical concerns such as ge#tifap or passing an exam. Ushioda
(1996, p.5) states that in contrast to integrativetivation, instrumental motivation
values the practical advantages of the second &geglearning.

Integrative orientation, as defined by Richard &whmidt (2002, p.343) is a
willingness to be a valued member of the languagancunity. The authors state that
the construct of integrative motivation includessitive attitudes towards the target
language and also the language classroom (ibicext,NGardner and Lambert see
integrative motivation as sincere interest in otbelture and people (Ushioda, 1996,
p.5). Furthermore, Harmer (1991, pp.3-4) considdgegrative motivation to be stronger
if it is relates tointegration intothe culture of target language and weaker if ldates
only to learning aboutthe culture (ibid.). Lastly, Alison (2001, p.108¢scribes that
integrative motivation was more powerful and susfidsghan instrumental motivation.
Ushioda (1996, p.5) writes that “[...] integratieeientation would sustain better long
term motivation needed for the very demanding taklsecond language learning.”
Furthermore, it was empirically supported that meas with integrative motivation had
better results than those with the instrumentati Kibid.). Nevertheless, Alison (2001,
p.106) presents conflicting research results whichnd instrumental motivation
stronger.

Alison (ibid.) suggests that to solve this discrepa an analysis is needed not
only from teachers’ perspective but also from tfgbupils. Results will differ between
young pupils and pupils aged 14 to 16 years. Opdguils think about their career and
future jobs and they see themselves as young gchitls). Ushioda (1996, p.6) explains
that it is also difficult to classify language lasrg motives such as ‘for travel purposes’
as explicitly instrumental or integrative. Nexttagrative motivation is questioned with
its relevancy as the desire to integrate with pedm@m another country in context with

“pupils learning foreign languages at school (ipid.
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2.6 Conclusion

The research of language learning motivation théprocess of development. It
is not easy to describe the consensus in motivatipsychology because there is little
agreement among its leading theorists. Historichdsps of language motivation
research are characterized by the social psycluabgperiod (1959-1990), the
cognitive-situated period (during the 1990s) ancen¢ process-oriented period; but,
present-day researchers now subscribe to a vasfepproaches from each of these
period.

The sources of motivation are intrinsic and extans with instrumental and
integrative subtypes. Intrinsic motivation can kefined as a learner’s own desire to
learn; autonomous learning is established on sitimotives related to learners’ need
for autonomy, personal control and competence.hEurtore, intrinsic motivation can
be created by setting appropriate aims as welt@sgm based learning.

Extrinsic motivation is not directly connected toetlearning process itself.
Instead, it includes reward, praise, punishmeridigg, school reports, tests and others.
Although many theorists refuse extrinsic motivatiggeven the kind which gives
rewards), they do concede that using rewards da¢shave to destroy intrinsic
motivation. Quite on the contrary, use of rewarals stimulate intrinsic rewards.

Instrumental motivation concerns a learner’s pcattaims, such as passing the
exam or getting a job.

Integrative motivation is a desire to be a valueshnrber of a community or in
the case of foreign language learning - it is aspressed in the learner’s sincere
interest in other cultures.

Motivation to learn is comprised of a variety offeient motives. Each involve
either physical needs and safety, the need fornautg, or cognitive, social and
achievement needs. Learners are affected by diffdreliefs, expectations, priorities
and attributions. The family’s attitude to the dfsl learning is also a very important
factor.

Learning English requires specific motivation mwirdecause of its social
nature. Being aware of the prestige of English msngernational language helps the
learning process. Dornyei’s language, learner aadhing situation levels propose in a

detail specific factors which affect learner's meation as well as Williams’ and
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Burden’s specific internal and external motivatioizetors of language learning. It can
be summarized that Dérnyei’s motivational framewaevith Williams and Burden’s
framework of L2 motivatiorcan be useful tools for teachers to maintain maowal

atmosphere in the classroom.
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3. MOTIVATIONAL STRATEGIES

This chapter will explore the use of motivationhtegies in language learning,
with particular focus on rewards. The analyses redply considers intrinsic and

extrinsic rewards, providing a critical review oéthods discussed.

3.1 Definition

The only book within Language Tuition filed whichestribes motivational
strategies is written by Zoltan Dérnyei. The autf@001, p.2) writes that “This book is
the first of its kind in the second/foreign langagd?2) field that is entirely devoted to
discussingmotivational strategieq...].” (ibid.) Dérnyei (2001, p.28) suggests that
motivational strategiesre “[...] techniques that promote the individuaisal related
behaviour. Because human behaviour is rather comtiiere are many diverse ways of
promoting it [...].”

The author presents taxonomy of motivational sffiai raises practical issues
and offers concrete suggestions for classroom ipeacMotivational strategies are a
significant tool to create motivational conditioms the classroom during learning
processes. Motivational strategies can help toesm® pupils’ motivation to learn and
their desire to be involved in learning. Figure [2ade 26) provides a schematic
representation of the system discussed through y@osnbook. The full list of
motivational strategies is included in Appendix 1.

The following part of this thesis focuses on ondipalar component — rewards.

3.2 Rewards
Many diploma papers have been written about puresitiiout very few consider
rewards; a similar imbalance is found in the puidd research books and journal

articles.

25



Figure 2: The components of motivational teachingcpce in the L2 classrool
(Dérnyei, 2001, p. 29)

Creating the basic motivational
conditions

e Appropriate teacher behaviours

e A pleasant and supportive
atmosphere in the classroom

& A cohesive learner group with
appropriate group norms

Encouraging positive Generating initial motivation

retrospective self-evaluation e Enhancing the learners’ L2-

¢ Promoting motivational . . related values and attitudes
attributions MOthﬂthnal ® Increasing the learners’

¢ Providing motivational . expectancy of success
feedback teaChlng o Increasing the learners’

¢ Increasing learner . goal-orientedness
satisfaction pI‘aCthQ e Making the teaching

o Offering rewards and materials relevant for the
grades in a motivating learners
manner o Creating realistic lcarner

beliefs

Maintaining and protecting
motivation

* Making Jearning stimulating
and enjoyable

® Presenting tasks in a motivating
way

& Setting specific learner goals

e Protecting the learners’ self-

esteem and increasing their self-

confidence

Allowing lcarners to maintain a

positive social image

Creating learner autonomy

Promoting self-motivating

strategies

Promoting cooperation among

the learners

There is little doubt that reward forms an impottpart of huma life. Capek
(ibid.) and Deci&Porac (1978, in Ushioda, 1996, .set out two definitions creward
— informational and motivationalFontana (1997, p.153) describes that v growing
up childrenmeet positive and negative reactions to their bielgyv Childrenbecome
frustrated by the negative reaction and the unveabthaviour willbe less likely to
occur. The psitive reactios suchas praise, pleasant feelings and agreement ofs:
encourage childreto behave as neec more effectively(ibid.). Cap and Mare$ (200

p.253) writethat reward is a particul influence of parents, teachers social groups.
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Reward is connected to the certain behaviour doa@nd it represents an agreement
with social behaviour or an act. Thus reward mesubderstood in a wide social and
educational connection (ibid.).

As already stated, reward and punishment are corymoeferred to
behaviourists Capek (2008, p.32) describes that pupils alreadyectmschool with
behavioural problems and they need a certain nuadiifin of their behaviour. He
explains that reward represents positive evaluatioan individual, producing joy and
fulflment of someone’s needs. Punishment connectgth behaviour represents
negative evaluation and brings frustration, displea and prevents a person form
meeting their needs. Reward and punishment codedipapils’ behaviour and bring
new principles. Both are meaningful if reward irages the behaviour which is worth
rewarding and punishment decreases the negativgods.

Capek (2008, p.46) emphasizes that an attentioarierglly given much more to
punishment than to reward, when in fact the oppasibuld apply, especially at school.
Capek asserts that the absence of reward in edoctia serious mistake. Positive
reactions, feedback and praise should be dominaantreegative reactions (ibid.).

Considering any scientific evidence of positiveliehce of reward<apek
(ibid., pp.31-32) states that it has been prowetebearches that:

* Reward has a stronger influence than punishment.

* A pupil who is not given any attention has worssutes than the
pupil rewarded or punished.

* Repeated reward increases achievement over tinpeated
punishment decreases it.

* Increasing and decreasing achievement is strikiith weaker

pupils.
* The anxiety doe not depend on the momentary pur@shrar
reward but on the previous experience (ibid).

Cap and Mare$ (2001, p.254) also support thesenfindiThey write that results of
several researchers show that education basedr ratherewards is much more
successful. Moreover, rewards tend to support [gupdarning, which has further
benefits for social learning and education. By cangon, the results of punishment are
unpredictable and can lead to many different reasti— agreement, hidden
disagreement, uncooperative behaviour or depresgfamishments have different
results based on the previous experience and ¢ba@dcthe pupil. Rewards in general
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are less problematic but their effect does not havee explicit. It depends on many

factors, such as the kind of reward, charactechidren and their matureness (ibid.).
Nevertheless, it is important to point out that eion reduced only to

punishments and rewards or to punishment only igiasirable. But, both - reward and

punishment have its important position in educaicép, Mare$, 2001, p.252).

3.2.1 Benefits of Using Rewards

Rewards, positive evaluation and encouraging feddla@e crucial in modern
education Capek, 2008, p.43). Rewards which praise pupils’ dgdumehaviour,
achievement and decisions produce positive emotant a feeling of the success.
According toCapek positive evaluation should be used not ontyrésults which are
classified with a grade ‘A’ but it should also beep for other achievements (ibid.). In
the same spirit, B. F. Skinner (in Petty, 1996 5859) emphasizes that the teacher
should strive to notice and respond to pupils’ sgses rather than their failures.
Furthermore, Petty (ibid) describes that using rewdelp the positive climate in the
classroom.

Carl Rogers (1951, iGapek, 2008, p.35) writes that it is in childrenature to
look up to adults for approval of their behaviotiounger pupils see adults as fair
judges and if their manners are often found disaygud pupils can suffer by it (ibid.).
Capek (2008, pp.34-35) states that teachers whopmiish their pupils will never have
a beneficial relationship with them. Only a friepdtespectful teacher with personal
authority can successfully punish as well as rewiid.).

Naturally, learners’ reactions to rewards diffatap, 1993, p.187). Pupils
socially unsuccessful, with less friends and usuatirse grades, after rewarding likely
increase their achievement motivation (ibid.). Tlewen a very weak pupil should be
praised for even small successes in order to ptdvisnor her giving up on learning
(Petty, 1996, p.56). On the other hand, rewards haae little or no effect on socially
successful pupils. These pupils need specific &daicd comments from the teacher.
These differences highlight importance of the iidlalization in teaching(fap, 1993,
p.187).
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In summary, teachers should praise pupil's gooenindbns even if these
intentions are not connected with good grades. apmoach helps not only during the

learning process but also with students’ socidbrneand social learning.

3.2.2 How to Reward?

Petty (1996, p.61) suggests that teachers’ moshummmistake is that they give
little or no praise during their lessons. Perhdgey tdoubt there are enough reasons for
using them. However behaviourists have demonsttagtdhe more frequently rewards
appear the stronger the resulting motivation beso(i®d.). Canter and Canter (1992,
in Porter, 2000, p.26) confirm that “Positive reoiign is the sincere and meaningful
attention you give a student for behaving accordiingour expectations.”

Porter (2000, pp.26-27) states that students’ “[fitdt form of positive
recognition is praise, which must be simple, dirgmtrsonal, genuine, specific and
descriptive.” Furthermoreapek (2008, p.43) points out that pupils shouldtased
for many actions - good ideas, skills, hardworkamgl positive beliefs.

Capek (ibid.) also offers three simple principlesaihmust be followed in order
for reward to be effective:

1. The percent occurree — the frequency of reward is gradually decreased

2. The intensity- reward must be sufficient to quality of the act.

3. The connection between an act and rewarceward should follow the action

immediately (ibid., p.45).

To supporiCapek’s first principleCap and Mare$ (2001, p.254) note that if rewards are
used too often they become ordinary as well as Bknner found out during his
experiments that using rewards on an irregularsbissfar more effective than when
rewards are used regularly (ibid.).

Other suggestions how to reward are given by Jor@arlile and Stack (2008,
p.166) who advise that the reward should:

* be simple, direct and unambiguous and expressedatigt

» specify the behaviour being praised;

* be given for effort, care and persistence;

e include verbal and non-verbal responses;

* be offered appropriately so that learners areswied;

* be for learning rather than compliance;

* not be overdone so as to suggest a lowering oflatds (ibid.).
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Capek (2008, p.43) mentions two risks of using rewawhich can produce
negative effects. Firstly, pupils become used toger, reward becomes an aim and thus
their attention is diverted from learning (alscParter, 2000, p.48). Secondly, improper
reward — praising that can feel ironical. Rewatususd never lower pupil’s self-esteem
and give a negative messag@apek, 2008, p.43).

Hayes (2009, p.88) writes that praise and rewave lilaeir limitations and thus
the context, in which the behaviour occurs, mustdlen into consideration (ibid.).
Canter and Canter (1992, in Porter, 2000, p.27htpout that the criteria by which
pupils earn their rewards must be reasonable aidtie for their age. Thus the teacher
must consider how and where to reward. For examplger students might feel
embarrassed if praised in front of the class apdetbre they should either be rewarded
in private or the whole group of students should geints for the success of an
individual (Porter, ibid.).

In summary, the evidence presented suggests timaf iesvards is meaningful. If
the rules and principles of a reward system arguaoted well to students these rewards
can become a useful tool for working effectivelyttwihem: pupils will know what to
expect and when. Nevertheless, teachers need sideorihe risks of rewards, and use

them with discretion according to the principles@4 in this section.

3.2.3 Intrinsic Rewards

It has been previously suggested that intrinsicivation is preferable to
extrinsic motivation. According to Petty (1996, @) 5Sntrinsic rewards are the inner
satisfaction, achievement of personal goals, ggiainilities, attaining inner assurance -
‘I can do it", ‘I am right, it is correct’” Ushioa (1996, p.20) proposes that intrinsic
rewards can be “[...] defined in terms of positfeelings, such as enjoyment, pleasure,
satisfaction and self-indulgence.” Rewards arigenfrinvolvement in an activity and
create a self-sustaining pattern of motivation tleads to voluntary persistence in
learning (ibid.).

Cap and Mare$ (2001, p.254) write that older pupilggest that their inner
experience is a much greater reward for them thgn catside evaluation. In other
words, the pleasure of what they have achievedoe ds more important to them than
extrinsic rewards (ibid.).
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Intrinsic motivation is, in essence, a pupil’'s odasire to learn; it is in the
learner’s nature to explore and discover. Intringgvards are the pupil’s positive

feelings, satisfaction and inner assurance of their abilities.

3.2.4 Extrinsic Rewards

As already stated, teachers must use extrinsic vatainh where intrinsic
motivation is insufficient. It was also proposeattieven though extrinsic rewards are
criticised they can help to increase intrinsic wation.

Lamb (2001, pp.85-86) writes that teachers vergroface demotivated learners
and to stimulate their extrinsic motivation thee usward systems — merits, tokens and
stickers. Cap and Mare$ (2001, p.253) mention praise, a smpilesent, positive
feedback or emotion, and providing an activity plupil wishes for. Porter (2000, p.44)
points out that social reinforcement such as aenattn and approval can be very
powerful, but only in case pupils value the teashprdgement. Ushioda (1996, p.23)
sees that extrinsic rewards can increase learrssse of competence and self-
determination, and this can lead to intrinsic mation.

Lamb (2001, pp.85-86) describes two problems whinlght occur. Firstly,
inappropriate reward increases self-esteem whiah wadermine pupils’ ability to
realistically evaluate themselves; secondly, revear harm intrinsic motivation (ibid.).
Moreover, Cap and Mares (2001, pp. 253-254) emphasize thatropnjpte and
excessive material rewards negatively affect thiatiomship between adults and
children. Material rewards support extrinsic matiea and can stifle important intrinsic
motivation (ibid). Ushioda (1996, pp.20-22) conesuthat pupils can work effectively
but only on short-term goals. Pupils who learn iidep to score points or good grades
will always require a new stimulus.

On the other hand, it is possible to give extrimemards which are not strictly
material, as presented in the next subparagrapty &efines some extrinsic rewards
that can be used in any class situation and helmdbvate pupils (1996, p.59), for
example when a teacher:

» Listens to the pupil with interest,
* Accepts the pupil’s opinion,

e uses the pupil’'s work as a model,
* isinterested in the pupil’'s work,

* spends time with the pupil,
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« laughs at the pupil’s jokes,

» gives marks and evaluates,

* returns written works with a commentary (writtenooal),

* shows confidence or/and satisfaction with the psipésults with
a smile, look or some other way,

* not only underlines mistakes in written exercisest lalso
comments on well-written parts,

» gives special rewards (ibid.).

Cap and Mares (2001, p.254) also agree that mativatirewards such as praise
or/and positive evaluation are more effective thaaterial rewards. Petty (1996, p.343)
proposes that evaluation which is carried out @biyeinspires, motivates and gives
feedback. Ushioda (1997, p.24) states that “evakideedback can have the desired
effect of focusing student’s attention on percamtiof developing competence [...].”

Fontana (1997, pp.153-154) points out that manghtes forget about the
strong influence of praise which can be highly wational for children. Praise can
build a very strong relationship between the tea@ms pupils and it can coordinate
children’s attention. Praise should be used noty ofdr positive and correct
achievements but also to stimulate pupils’ workckiddren can develop their activities
and creativity (ibid.). Similarly, Hayes (2009, B)8states that “[...] a smile, nod or a
symbolic rewards such as sticker have their placgromoting a secure learning
climate.” (ibid.) Porter (2000, p.44) summariseesth considerations by pointing out
that praise can be use as an extrinsic reward dong is far more effective when it is
used with other types of reinforcement and it nhesspecific, credible and should not
be over used.

Hayes (2009, p.89) defines a striking differencenveen teachers’ and pupils’
views of the most effective reward. Teachers belithat it is praise in front of other
pupils and merit/house points. By contrast, pupilace emphasis on good written
comments, good marks and situations where teadh@&em parents about child’s
behaviour and classification (ibid.).

Hayes (2009) proposes ten particular extrinsic rdgvavhich can be discussed
or evaluated by questionnaire (followed by disauskiin order to explore which
rewards pupils consider most effective. Most ofaedg listed in the subparagraph and
many others will be involved in the practical pairthe thesis:
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. Praise in front of other pupils.

. Private praise.

. Good marks.

. Good written comments.

. Mentioned in assembly.

. Praised by other pupils.

. Whole class praised.

. Merit/house points given by the teacher.

©O© 00 N O O A W N B

. Parents informed about good behaviour.
10. Having work on displalgid.).

To summarize, teachers should consider not onlgmahtut also other types of
rewards in which they can build friendly relatiohwith pupils and support children’s
self-esteem. Rewards which are not material cagcedely help to increase learner’s
self-confidence and also support positive climatehie classroom. It is teachers’ own

responsibility how appropriately they use extringwards.

3.2.4.1 Rewards and Grades

Grades have a particular place among extrinsic ndsval’hey are commonly
used in education and thus using them correctlyvardly can help to increase pupils’
motivation.

Doérnyei (2001, p.131) depicts grades “as the uliemidaddies’ which represent
everything that is wrong with contemporary eduaatwith its emphasis on the product
rather than on the process [...].” (ibid) On thieesthandCapek (2008, pp.94-98) claims
that a grading system is an important way of rewgrdind punishing. The grading
system can be a tool of intermingling pupils aneirtheachers; howevet;apek finds
that teachers very often make mistakes in the figgamles and pupils criticise their
educators for them (ibid.).

Capek (2008, pp.94-98) proposes that the majoritpugdils and their parents
think of grades and the final report as the biggesicesses. Other pupils feel as a
personal success if they avoid bad grades as welhg negative notes in their school
report book (ibid.). Dérnyei (2001, p.131) writdsat the importance which grades

currently have in every facet of education makesgtades become “[...] equated in the
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minds of school children with a sense of self-wdrth.” Dérnyei describes the main
concerns which are often mentioned by researchg$eachers (ibid., pp.131-132):

» Getting good grades can become more importantlézaning [...].

* Grades may put students and teachers into two dappmamps and
often make it difficult for teachers to follow maude student-centred
principles.

 Grades may encourage cheating or uncritical studentpliance,
since learners may be under extreme pressure éoulivto the set
standards. Furthermore, grades often reflect taehex's perception
of a student’'s compliance or good behaviour rathan academic
merit.

» Grades are often highly subjective and sometimesat applied for
the right reasons. [...].

» Grades tend to aggravate social inequality as tiioeg get stronger
and the weak get weaker.

* Grades tend to focus students' attention on abdttyer than effort.

* The knowledge of being assessed increases stuaaptya(ibid).

Dornyei (2001, p.134) offers specific strategiesiovhthe teacher can use to
eliminate some of bad motivational effects of gsadibid.). The complete menu of

strategies is included in Appendix 2, below arehtighlights:

* Make the assessment system completely transpamshincorporate
mechanisms by which the students and their peersals® express
their views.

* Make sure that grades also reflect effort and img@noent and not
just objective levels of achievement.

* Apply continuous assessment that also relies orsunement tools
other than pencil-and-paper tests.

* Encourage accurate student self-assessment bydprgviarious
self-evaluation tools (ibid).

Capek (2008, pp.94-98) claims that grading systemeiig motivational in lower
classes but, if the pupil experiences repeatedréilt leads to frustration, apathy,
stagnation and helplessness. Nevertheless, thertmmge of grades decreases with
higher classes and this change can have eithesiavpoor negative connotations. It can
either mean a loss of motivation, or pupils havgpimerits at school; pupils can feel
proud and satisfied with knowledge they have, whtr improvement, well done work,
and grades have no effect at this poitapek (ibid., p.99) states that “It proves that

there are other values which are the same or eggertreward and motivation.”
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To conclude, grades can be motivational but thexetheir limitations. Since
they are generally considered to be the most irpbrneasure of educational success,
they must be used wisely, transparently and witespect to the pupil’'s age. Teachers
should think of new possibilities, for example em@ging students to provide self-

evaluative assessments, to promote recognitiodwfaional achievement.

3.2.5 Criticisms of Reward

As previously described, the method of using rewaathd punishments is
traditional and was theoretically described and ettqped by the behaviouristic
approachCap and Mare$ (2001, p.257) state that from therskbalf of the twentieth
century onwards the behaviouristic approach has begely criticized - especially by
humanists, Adler’'s individual psychology and otheFor example, Porter (2000,
pp.121-122) defines the humanist approach emphgsighat they do not do:

They reject punishments and rewards [...]. Humanistlieve that
authoritarian methods (whether they are rewardpumishment) leave
students feeling vengeful and hostile [...] and bkely to provoke
resistancerebellion retaliation, escapeor submissior...] (ibid.).

These theorists agree that education through rewardtl punishment emphasizes
outside regulation and thus it is more difficultdevelop intrinsic motivation and child
self-regulation (ibid.).

Furthermore, Cangelosi (1994, p.51) describestttebehaviourists’ approach
is criticised for forgetting a child’s character @vkby a child is taught good manners by
depending on outside rewards rather than formicgranection to the good behaviour
itself. Moreover, often raised in criticism is tlservation that a child can become
habituated to rewards and behaves as a robot withioy free will. Supporters of
behaviour modification respond to this criticisnattliegulation is necessary in earlier
age and helps the child to learn self-control. Thundddren need extrinsic motivation at
the beginning of the learning process and afteengthening cooperative behaviour
children learn the intrinsic value of learning @bi

According to Kalhous, Obst et al. (2009, p.315) dwedurists’ advise that
appropriate use of rewards and punishments catiyebgichange a learner’s behaviour.
Many critics perceive this as manipulation whichinbuman, lacking respect of the
learner’s individuality. Nevertheless, some changgge been made over the time. The
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behaviouristic techniques which were understoodvags of controlling others are seen
today as effective instruments. Behavioural psyetiplhas become a tool which can
develop the individuality of the learner if the gdumderstands its limits and aims - and
this is entirely human (ibid.).

Hayes (2009, p.88) notes concerns that externalvaimn makes pupils to rely
on rewards instead of learning for the pleasurdeafning. Nevertheless, praise and
reward systems are to be found in many elementdrgads because both teachers and
pupils find security in the system. As far as thearrd system is perceived as fair and
consistent, it can have beneficial effects on psipiéhaviour. Although reward systems
can be successful, it cannot change deep-seaitl@st of the individual. Hayes states
that “It is the quality of the adult—pupil interams in the use of rewards and other
incentives that makes a lasting difference.” (ipid

Porter (2000, p.247) writes that theorists sugtiest even though many school
tasks can be intrinsically motivated, some studeatsl extrinsic reinforces to motivate
them. Brophy (1981, in Porter, ibid.) concludeattH...] while it is essential that
students receive feedback (information) about thethievements, it is seldom
appropriate or necessary to praise or rewardtfiege.” According to Brophy (ibid.) if
students are informed about their qualities andeaelments by feedback, it expands
their self-concept. On the other hand, praise amgrds are a judgment or evaluation of
pupils. “Whenever you raise ideals, there is a tisk individuals will be disappointed
in themselves [...] and their self-esteem will beéred.” (ibid.)

Cap and Mare$ (2001, pp.257-258) describe that Dkrbaeyer and G. D.
McKey prefer the encouragement to rewards and parests. The encouragement is a
process which emphases child’s abilities and sscddse encouragement helps children
to develop their self-esteem and the trust in tbein abilities. The encouragement is
given for any improvement or even an effort andaes not compare the child with
others (ibid.).

To conclude, there is a multitude opinion amongtisés regarding rewards.
Supporters of rewards emphasize that they are sa&geto maintain cooperative
behaviour and teach self-control among youngerestis] they can be beneficial if used
systematically and fairly by teachers. However,egithe persistently held views of

many contemporary and respected psychologists teaards are inhuman and
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judgmental, caution is advised. Neverthel€smek (2008) aptly summarises the debate
by stating: “I do not see any conflict of usingfdient approaches in a school field even

though, it seems incompatible at first sight.” dihip.32)

3.2.6 Conclusion

Rewards are often criticised. Not only have humaniattacked these
motivational tools in the past, recent theoristgehalso urged caution with regard to the
use of rewards in a school setting. Neverthelesst muthors agree that rewards are an
important factor when designing education prograsyraed many would feel that they
are a tool which warrants consideration.

To conclude, rewards have its position in educatiod if used appropriately
they can increase pupil’'s achievement. Rewardsyme@ositive emotions and they are
important especially with younger and weak pupHsinciples of rewarding must be
used with caution and always with awareness oétheational and individual context.

Intrinsic rewards such as inner satisfaction, pasiteelings and the pleasure of
attaining goals are generally preferable than esici rewards, because of the self-
sustaining link between learning and this ’insidetm of motivation. Nonetheless,
extrinsic rewards can not only stimulate pupilstresic motivation, but are also
associated with intrinsic rewards and subsequénh&ic motivation. Inappropriate and
excessive extrinsic rewards can damage relatiorisiiyween the teacher and the pupil
but, other, especially non-material types of esidnrewards can be very effective.
Furthermore, grades as commonly used extrinsicneevemjuire a special attention from
teachers, because of the tremendous importandauédtt these by pupils, their parents

and society in general.
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4. RESEARCH

4.1 Introduction

To motivate pupils to learn is very challenging teachers and since rewards
can increase pupils’ motivation, the practical drthe thesis focuses on them. Firstly,
the thesis will introduce the aim of the researelgarch methodology and instruments.
Secondly, the background information is depictedl &ne last part analyses and
interprets the obtained data.

The research focuses on rewards not only from e¥atbut also from pupils’
perspective. Each pupil values rewards differediypending on their age, previous
experience and particular reward. Neverthelesghteas ideas of most effective or
valued reward might differ. Thus the research aesy compares and evaluates
qguestionnaires filled by pupils and teachers. Furttore, the research confronts
teacher’s perspective of using rewards with theenkadion sheet as well as with results

of pupils’ questionnaires.

4.2 Prior Research

| have been interested in rewards for many yeaus thwas pleased that my
colleagues agreed to conduct a prior researchgloun clinical year.

Gavora depicts (2000, p.46) that the aim of therpiesearch is to found out if
the research instruments are functional and | thivdt the prior research proved it.
Pupils understood meanings of questions, but | radstit that some of the questions
were not theoretically supported due to a scogbefproject last year.

The prior research took place in January 2010. dihe of the study was to
determine what rewards were effective for childBme prior research’s instrument was
a questionnaire with 9 questions which referredaioous rewards. The final conclusion
revealed that the most successful rewards accortingupils were grades (46%),

written praise (26%), and oral praise (14%).
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4.3 Aim of the Research

The qualitative research focuses on the interpogtaif subjective meanings,
description of behaviour and act in some conteke fesearch is mainly interested in
subjective theories of individuals in given envinoent. The alignment of the qualitative
research is given by relatively universal questi@gtendl, 2006, p.5).

Theorists and psychologists hypothesize what tgbeswards are motivational
for students. Nevertheless, excluding grades iossaid at what level of efficiency
particular rewards are. The practical part attertpfecus on various questions relating
to rewards. The aim of the research T identify what sources of motivation and
rewards teachers use, with what effect as welloasompare the results with pupils’
opinions.The research aims to find out if those rewards Wwiaie considered by pupils
effective are used by teachers and if teachersaasae of them. Furthermore, the
research aims to answer these underlying questions:

1) What extrinsic rewards are the most appreciated teachers and what for
pupils?

2) What extrinsic rewards are the least appreciated teachers and what for
pupils?

3) What intrinsic reward is motivational for pupils?

4) Do teachers experience that pupils are instruméntaind/or integratively
motivated to learn English? Are their answers incadance with pupils’
answers?

5) What rewards do teachers use? Are their answeractsordance with pupils’
opinion and also with observations conducted inrtblasses?

The aim of the study and all underlying questiores lzased on the theoretical
input discussed in the first part of the thesis.

4.4 Research Methodology and Instruments
The overall character of the research can be defasee an explorative and
gualitative case study. The analyses of data dellieare statistical and interpretative.

Hendl (2006, p. 11) points out that the qualitatigsearch gives priority to interpret an
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individual’'s own prospective. The researcher’ iti@m is to explain subjective
experience, acts and contexts of surveyed indilgdua

The research uses the methodological trianguldgohnique of collecting data
not only to enhance credibility and validity, bld@to broaden the study and to achieve
a deeper insight to the aim of the research. Thkee aalection techniques are:

* Questionnaires for teachers (see Appendix 3A)
* Questionnaires for pupils (see Appendix 4A)
» Participative observations in English classes fqg@endix 5)

The combined research methodology gives to theareler an inner sight from
teachers’ and pupils’ prospective to the problerextiNthe researcher receives from
observations an outside view of the studied phemome

A questionnaire was chosen as an instrument tectadlata as the most suitable
method of receiving a large number of data. Quesages for pupils and for teachers
were given to respondents in Czech in order to nta&equestions understandable and
to avoid a misinterpretation or misunderstandingswvers from respondents were also
in Czech.

Participative observations, as another instrumengéthering the data, will be
confronted with teachers’ and pupils’ questionrair®bservations fall into a low-
inference category and thus it makes it more ridia@bservations are direct and the
observed phenomenon category is of affective ckamra®©bservations note down the
occurrence with natural coding and the observegsnathen and how the teacher praises

the pupil or pupils.

4.4.1 Questionnaires for Teachers

Although all teachers speak English at differentls the researcher decided to
give them a questionnaire in Czech in order theyld/éeel more comfortable and their
answers were more accurate.

The questionnaire consists of a variety of questidnopen, 5 closed and 3 half-
closed questions. Closed questions involve multghleice; bipolar, scaled questions
and half closed offer yes/no choice followed bypmrslents explanation. The aim of the
guestionnaire is to answer these questions:

1. What instruments or strategies teacher use to ssgeupils’ motivation?
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2. Do teachers use problem based or project basedhitegcas a source of
intrinsic motivation? Do they feel any differencéhen compared to the
regular lesson?

Do teachers support the development of an autonsrmopil and how?
What types of rewards do teachers consider rewgfdin

What types of rewards do teachers consider the amakteast appreciated?

What rewards do teachers use in their lessons?

N o g &~ w

Do teachers experience that pupils are instruméntahd/or integratively
motivated to learn English?

Questionnaires were filled by six English teacheith teaching experience
between 1 and 21 years. A list of DornydVietivational strategiesvas distributed to
thembut none of them used it.

When requesting teachers for participating in risearch they asked if their
names would appear in the study. To avoid any eragsment the researcher decided
not to mention their names. For the author’'s regotdachers were noted by capital
letters of their names in order to be able to as®athe particular person with other data
collected. Teachers are indicated in the pracpeat by capital letters A-F where the
letter A represents the least and the letter Frtbst experienced teacher. The number in

the brackets represents their years of experience.

4.4.2 Questionnaires for Pupils

The questionnaire for pupils also consists of theety of 17 closed questions
and 1 half-closed. Closed questions involve mudtighoice and bipolar, scaled
guestions. The guestionnaire for pupils was brodderto a high number of questions
about extrinsic, intrinsic, integrative and insteemtal motivation.

The research was conducted frofhFebruary to 18 February. The number of
respondents reached 171 pupils in 13 classes, 3fbta 9" class. Questionnaires were
given to pupils by the researcher at the beginoiniipeir lesson. The questionnaire was
introduced as a help to the ‘curious’ teacher whmulh like to know what pupils
consider as reward and in what extent. To insua fithpils answer questions honestly,
they were asked to complete questionnaires anongimand the only information
required was a date, age, class and gender. Rugriésinstructed to write: a boy/girl, a
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man/woman orR/J; a few boys and girls wrote the man/woman but rttegority of
them drew pictograms.

The aim of the questionnaire is to answer followgpugstions:

1. What extrinsic rewards are the most appreciateg@iyyils?

2. What extrinsic rewards are the least appreciateghbpyils?

3. Are pupils motivated to learn English instrumentahd/or integratively or

due to other reasons?
4. Are pupils intrinsically motivated in any way amdwhat extent?

5. What rewards do teachers use according to pupp&ion?

4.4.3 Observation

Participant observations were conducted fréhF6bruary to 13 February. The
researcher observed each teacher three times ah dighteen English lessons. The
researcher used an observation sheet especiafignek for the study. The observation
sheet included the date, class observed, capit@rdeof the observed teacher and
columns with different types of rewards (see Appery). The researcher focused on
the teacher and on the occurrence and type of dsmMae/she used. Each time any
reward was used the observer noted it down in Hrécplar column. The aim of the
observation is to analyse whether the data colleate in compliance with teacher’s
answers in the questionnaire as well as with psigiiswers.

Since observations were participant, the reseamdeded to consider particular
facts. The researcher’s intention was to obser@edacher and due to a personal respect
to her colleagues, pupils did not know that thesperobserved was their teacher.
Teachers were informed what particular informattbe observer was going to note
down. Under these conditions teachers did not tleai the researcher was going to
judge their teacher’s abilities or personality myavay. The observer tried to minimize

the intrusion in the lessons by sitting at the ehthe class.

4.5 Background Information
The research took place in an elementary scho@viir Kralové nad Labem

which is a small town with population of 16 300.eT$chool educates 900 pupils in two
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buildings and it has several specialized clasSdsiths, Ecology, Science and Tourism.
The research was conducted in all types of classesder to include a wide sample of
pupils of this school.

As already mentioned, the research collected tha ftam six teachers who
have English teaching experience between 1-21 y&hese were 5 female teachers and
1 male teacher. The number of pupils involved ia tkesearch was 171 and they
attended classes from 5th up to 9th.

Since | have been working at this school for ovgea8rs, it was easier for me to
ask my colleagues if they would participate in negegarch. My colleagues did not
hesitate to help me. | was also surprised whenkédsa new teacher without any
teaching experience that she as well agreed toagsat in my research. Furthermore,
most of the pupils involved in the study were mynopupils which | taught and the

others knew me from the school corridor or sub&itessons.

4.6 Analysis and Interpretation of the Obtained Bat

The author aims to answer many questions concemawgrds. Since a large
number of data was collected, the analysis is strad into six parts. Each part
introduces questions which are going to be answsieck the content of underlying
guestions stated above mingles. The researcheentsethe data by using graphs and
charts. Answers are translated by the researclethey are the accurate transcript of
teachers’ and pupils’ comments. The examples o$tiprenaires completed by teachers
and pupils are in Appendices 3B and 4B. The dallaated from pupils’ questionnaires
are summarized in Appendix 7, and these data & thsough out the whole analysis.

4.6.1 Attitude towards Learning English

Before questions, which the researcher aimed tv@msre analysed, the author
would like to introduce Q12 in pupils’ questionmirThis question was meant to
disclose the overall attitude towards learning Egl

Q12. What statement is correct?:

a) | like English and it is interesting for me.

b) I do not like English and it is not interestifag me.
WY 2. s
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135 (79%) pupils agreed with the first statemerd 86 (21%) pupils with the
second statement. The open question became voluadtar many pupils asked if they
had to answer it. Nevertheless, 137 pupils answetedthey liked/did not like English
and their answers might help to understand pupilsier positive or negative attitude
towards English.

Pupils state different reasons why they like Ernglend the complete list of their
answers is included in Appendix 6. These answelis either into categories of
instrumental, integrative motivation or into otlparsonal reasons for learning English.
Although the question asks why pupils like Englifie most frequent answer is that
pupils ‘would need English’ (14x=10%). Other reasame connected with the ability to
communicate, travelling and interest in the langudupils also place emphases on a
good teacher and that they can speak English amgwhethe world. For the author,
there are several interesting answers:

a) | like English because it is a phonetically resting language.

b) It is a quite lesson.

c) English has more possibilities of developmepn{paring to Math), |
can apply my potentialities, experience.

Most of reasons given by pupils why they do nog lE&nglish are that pupils are
not successful in learning English and have badegaFurthermore, pupils write that
English is hard, boring or they do not understandilwo answers reflect teacher’s
attitudes:

a) Itis hard and nobody gives me any time to eérpta

b) The teacher is not able to bring my attention.

4.6.2 Motivational Strategies

As previously stated, motivational strategies ao®lst which can create
motivational conditions during the learning proceble researcher’s intention was to
find out:

a) What instruments and strategies teachers usmgltineir classes in order to
increase pupils’ motivation;

b) if teachers think that rewards are an importamdtivational strategy;
c¢) and lastly, what rewards given to pupils teashesnsider rewarding.
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Teachers are indicated by capital letters A-F whieeeletter A represents the least and
the letter F the most experienced teacher. The pumkihe brackets represents years of

experience. All teachers are women but Teacher E.

Chart 1

Teacher Motivational strategies and instruments

A(1) Oral praise, grade 1 into pupil’s record book.

B(7) Grades, praise in front of the class, stamps irefaslasses, a smile, a trip to

England, a letter writing, extra events-oversleegcaool, a trip, interesting
tasks, activities, games.

C(10) Competitions, stamps, grades for activities, praise

D(10) Interactive exercises on interactive board, diagsgof real situations,
projects.

E(15) Grades and/or points, oral and written praiseslesmpositive gestures,
interest in pupil.

F(21) Praise, grades for work during the lessons, stickat half-term special

rewards for three best pupils.

Chart 1 presents that every teacher uses diverategkes and instruments.
Teachers’ answers mingle with grades and praises:téachers mention grades and
four teachers use different types of praises -, anafront of the class and/or written.
Teacher A(1) writes that she uses oral praise aadeg and her only two strategies
contrast with Teacher B(7) who names the widesictiein of motivational strategies.
Teacher B(7) also distinguishes the need of differewards for the lower classes.
Teachers C(10) and D(10) describe another twoumsgnts in which motivation can be
increased — competition and projects. Teacher E4IE%) uses positive gestures as well
as he shows interest in pupil work and personality.

Q6in the teacher’'s questionnaire aims to searchfdaachers consider rewards
as an important motivational factor during learnpprgcess. All teachers agreed that
rewards are important and they proposed multipksaes: Teacher A(1) — “Because it
is very difficult to motivate pupils to learn withb rewards. Only pupils who are
interested in the subject learn without rewardsadhers C(10) and F(21) agreed that
rewards please pupils, bring them a joy and matwatio another work. Teacher D(10)
points out that “It is also useful as feedback. fiygee feels great when rewarded.”
Teacher E(15) does not forget that “Every rewardise or success is very motivational
in case that it is deserved and supported by wodkedfort.”
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Graph 1

B Teachers M Pupils
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A good grade |
.—
Written praise ¢ 71%

Oral praise face to face
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Oral praise in the class | ——C o 5376

Graph 1 represents types of rewamwhich pupils and teachers consic
rewarding. Theguestiol was originally aimed at teachers but theearcheisuggested
that the data should be confronted with pupilshagm. The pupils’ questionnaire offe
scaled questions from number 0 which equals anNo and number 5 equaThe most
and the researcher has decided to add up numbérar] ! seeng that these numbe
represent effective rewal. Since the number of pupils and teachers largeélgrdthe
researcher uses the percentage graph to compatatd

Graph 1 reveals that most teachers’ and pupilsivarsare in agreement. T
highestunity of answers is with praise in front of parené&acher’s interest in pupil al
a good grade. The distinct contrast can be fourskueral statements. The lowest ui
of answers is with the sticker and stamp wtmajority of teachers hold an opirn that
these rewards arappreciate by students, but only a small numbar pupils agree.
Pupils stand the opposite attitude about a tolcursion and visit to a museui60% of
children consider themewarding but only 17% of teachers suggbete rewards. The
percentage distinctioamon( the rest ofewards between teachers’ and pupils’ ans
is high and thus they are not in agreement witln edlcer

4.6.3 Extrinsic Reward
When completing the questionnaire for puthe authoraskedherself whether

to focus only orthe mos and least appreciated rewards or not. Bu¢,narrow type of
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guestionnaire would have a little use for the reges’s intention to find out what other
rewards are or are not effective. The author dectidebroaden the questionnaire and
thus not only the biggest and smallest rewardsaaadysed, but also other types of
extrinsic rewards. Furthermore, the data collettech the detailed questionnaire served
as feedback for the least and most appreciatedrdswaVhilst the researcher was
assessing Q17 (What is the least appreciated ré@yvarcgupils’ questionnaires, it was
discovered that a few pupils placed grades amoaddhst appreciated rewards. The
researcher was able to crosscheck in Q4 (It isne¥eat me when | get a good grade for
an oral or written exam) that these pupils assegsades with a very low number.
Exactly, seven pupils evaluated this type of rewarehumber 1. For better visualization
how pupils assessed extrinsic rewards the resaapresents Graph 2. This graph
represents a total summary of gathered data abadhsc rewards. Numbers in the

graph mark off the quantity of occurrence.

Graph 2
Extrinsic rewards

0 1 2 3 4 5

M Oral praise in the class 4 9 25 48 57 29
H Oral praise face to face 11 14 29 51 35 26
= Written praise 4 3 14 33 42 79
M A good grade 0 7 3 23 43 89
M A tour, excursion, etc. 7 13 18 29 41 61
m A sticker, stamp etc. 39 24 35 43 20 12
Teacher's interest in pupil 5 15 13 38 51 44
Praise from schoolmates 16 24 26 46 33 23
Praise in front of parents 2 4 8 26 48 79
Work on the display 13 12 19 36 38 47
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The first aimed questiois what extrinsic rewards are the most appreciate(
pupils and teachersThe data for Graph 3 were quantified by weigtdaedrage in orde
to summarize the little data gathered from 6 teescINumbersin Graph 4 represent tl
occurrence of pupils’ answers. Remaining extrinemards and their positioon the

scaleare presented in Appendix

Graph 3 Graph 4
Teachers -the biggest reward: Pupils - the biggest reward:
4.6 83
- —
E = 29 [
BEa = 23 B 36 28
E 1 E 1 — | e —
| = | | = | | | = = . o W S
= | = | = | S - [ = -—
yd - - - ;/
) A grade Written Praising
Agrade Oral Written praise in front
praise in praise of
the class parent

Graphs 3 and 4 reveal that teachers and pupileabet grades are the mi
rewarding. Written praise is appreciated by bo@chers and pupils but at differe
levels. For pupils witten praise is the second biggest reward but teachersidz=r it as
the thrd biggest reward. For teach the second biggest reward is oral praise in
class. Rpils mention oral praise in the class on the foyadsition in overall summai
(see Appadix 8). Pupils’ third highest reward is fsing in front of their parents b

teachers place threwardon the fifth position on the scale (sepp®ndix 8)

Graph 5 Graph 6
Teachers -the smallest reward: Pupils - the smallest rewards
2.6 2.6 2.6 /8
46
20
Oral praise A smile A praise
face to face from a A Asmile A praise from
schoo-mate sticker, stamp a school-mate
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The second aimed questionwhat extrinsic rewards are the least apprecie
by pupils and teachersGraphs 5 and 6 presengsults gathered in questionnair
Teachers and pupils agree that a smile and prase & schoolmate ione of the least
appreciated reward®upils’ highes number for the smallest reward is for a sticker
stamp but teachers did not place these rewards @uthe threeleast appreciate
rewards at allOral praise face to face placed by teachers among sreallest rewards
but pupils did not mention thelamong the three least appreciated rew For the
position of these rewaron the scale see Appendix 8.

The least and most appreciated rewards have beserged in previous grap
but the researchalsowants to point out the overall insight aboutrinsic rewards.
Pupils’ choice was to define the level of effectiees for each reward as presente
Graph 2. The researcher has decided to add uputetity of occurrence of extrins
rewards. Numbers 3, 4 and 5 were added up since ridggresent soe level of

effectiveness. Numbers 1 and 2 were excluded $featiwe.

Graph 7

Written prais‘ Ry

Oral praise in the Cla | = — RS 134

Teacher'sinterestinpy +——-—————2oH4
A toUr, eXCUISIioN, et | e RRRRRRREEEE— 131
Work on the disple | S 121
Oral praise face to fa 112
Praise from schoolmat 102
A sticker, stamp et 75
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Graph 7 represents the summation of 171 pupilstvarse and it show the
number of occurrencéfhe data in the following analyses are expreby percentage
average in orer to define the overall attitude towards extringward. As previously
discovered the highest numbefor the biggest rewardmong children is for a goc
grade (90%), written praise (90%) and praise imtfraf parents (89%). Other rewar
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such as oral praise in the class (78%), teachatesdst in pupil (77%), a tour (76%) and
work on the display (70%) are can be also descrdsedery effective. Oral praise face
to face (65%), praise from schoolmates (59%) amticker and stamp (43%) are not

that effective due to its lower number of occurenc

4.6.4 Intrinsic Rewards, Autonomous Pupil
The theoretical part revealed that intrinsic mdtva is a desired source of
motivation. The researcher seeks to answers thmestigns which concern intrinsic

motivation and rewards. The data are quantifiexh éise previous section.

Graph 8

100 86
80
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60 50 54
38 41

18 21 T 22
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43
40

0
0 1 2 3 4 5

®| am happy for making a progress in English
| am happy when | successfully finish an excercise, dialogue, etc.

m | like individual work, looking for information, solving problems by myself

The researcher intends to find oupifpils are intrinsically motivated in any way
and in what extentGraph 8 represents the outcome of the data calldoben pupils.
Pupils had to decide in what extent are aimed cuestmportant for them. 92% of
pupils assessed that they were happy for makingogr@ss in English and 81% of
pupils agreed that had positive feelings when thegcessfully finished their work. The
third statement “I like individual work, looking fdnformation, solving problems by
myself,” also relates with intrinsic motivation gifecally with a development of an
autonomous pupil. Only 66% of pupils agreed witls tatatement. Developing an
autonomous pupil is a long-term process of learningnd may be supported by
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teachers. Thus the researcher’s next aimed questianswer was ifeachers support
the development of an autonomous pupil and how.

Teacher A(1) supports an autonomous pupil by inldiai work during lessons
and she gives pupils tasks to solve. Teacher B{fhetimes gives to pupils a choice of
homework and a self-evaluation reflection. Tead®d0) as well as Teacher A gives to
pupils an individual work while working with magaes and dictionaries. Teacher
D(10) is not sure if she supports an autonomousl.pBpe states that “probably yes”
and continues that children play games, listerofgufar songs and she involves English
into IT lessons. Pupils of Teacher E(15) work wettmputer programmes, web pages,
train their pronunciation and reading at web pagewenglishcentral.com. Teacher
F(21) gives to pupils an extra, voluntary work whielates to different topics. Pupils
look for extra information and if they work welleir get a grade.

The last question to answer of this section is teteachers use problem
based learning or project based teaching as a sswifcintrinsic motivation and if they
feel any difference when compared to the regulasda.Teacher A(1) has not taught
project based teaching, yet. Teacher B(7) sugdjestsf the project is properly prepared
it is for pupils more interesting. Teacher C(10¢suproject based teaching and she sees
that children enjoy it more but some pupils takeadwantage of work of others. Teacher
D(10) teaches projects based lessons to limitedngxnd she thinks that it is more
motivational for children. Teacher F(15) does nsg it very often because he thinks it
is not very motivational for children. He claimsaththis type of teaching seems to him
ineffective and he adds in the brackets “(well, stmes effective)”. Teacher F(21)

sometimes uses project based teaching but sheaticea any difference.

4.6.5 Instrumental and Integrative Motivation

This part aims to analyse whethpupils are motivated to learn English
instrumentally and/or integratively or due to othreasonsFurthermore, the researcher
compares the data from pupils’ as well as fromheds questionnaires.

123 (72%) pupils circled that they learn Engliskdese they think that they will
need English for the future career. There is als@ry high number among teachers
where 5 of them agree that pupils are motivatetedon English instrumentally. 43
(25%) students circled that they are interestecther cultures but only 1 teacher holds
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an opinion that pupils learn English for integrativeasons. 67 (39%) pupils learn
English because it is an obligatory school subjébis question was not in teacher’s
guestionnaire thus the researcher has no datargpare. 15 pupils learn English
because their parents require them to and 4 temegeee with this reason for learning

the language.

4.6.6 Observation Analyses

Participative observations aimed to compare pupihsl teachers’ answers with
the data collected during observations. Chartsgmienumber of occurrence of each
type of reward which appeared during observatians,pupils’ or in teachers’

guestionnaires.

Chart 2

Teacher A(1) Observation Answers - 22 Teacher’s
pupils answer

Oral praise in the class 13 7 v

Oral praise face to face 1 v

Written praise 2

A grade 10 v

A smile 1

Praising whole class 1

Nods 48

'plus’ into teacher's note 2

book

Chart 2 shows that Teacher A(1) claims that she asa praise in the class and
the observations and pupils’ answers confirm ite @greement is found between pupils
and Teacher A(1) that the teacher uses gradesh@&e&¢l) is aware of using grades
but not of using written praise which are mentiormdpupils. Observations do not
acknowledge any of these rewards but it can betdueregular frequency of them.
Teacher A(1) thinks that she uses oral praise tadace but none of pupils chose it in
their questionnaire and since the teacher usedypées of praise only one time during
three observations, it cannot be confirmed thatamswer is in agreement with pupils
and observations. One pupil mentions that Teacl{#) smiles in her lessons but the
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researcher cannot confirm this statement. Teacligy #éses nods to assure pupils of

their answers and assesses pupils’ work with &’piuher teacher’s book.

Chart 3

Teacher B(7) Observation Answers - 49 Teacher’s
pupils answer

Oral praise in the class 8 20 v

Oral praise face to face 5 2

Written praise 6

A grade 3 31 v

A smile 10 18 v

Interest in pupil 2

Nods 16

Chart 3 displays that Teacher B(7) uses oral praisthe class and pupils’
answers and observations confirm it. Although head(7) did not circle that she uses
oral praise face to face, pupils’ answers and @p#tive observations revealed that she
praises pupils by this type of reward. Pupils evtliat Teacher B(7) uses written praise
very often but observations do not confirm thatnbkbeless, it can be due to little
frequency of this type of reward. Grades and snakesfrequently used and confirmed
by pupils, the teacher as well as by observati@iservations explored that Teacher

B(7) is also interested in pupils’ personality amork. She also often uses nods during

her lessons.

Chart 4

Teacher C(10) Observation Answers - 33 Teacher’s
pupils answer

Oral praise in the class 60 21 v

Oral praise face to face 7

A grade 14 v

A smile 20 10 v

Interest in pupil 3

Nods 100

Stickers, stamps 4 v

Praising whole class 2

Sweets 1
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Teacher C(10) is presented in Chart 4. She usesidrgly oral praise in the
class. Pupils’ answers and observation revealthigtis the most frequent reward used
(60x!1). She smiles a lot and all three types dfadstated in the chart are in agreement
with it. Pupils also mention that she praises tliaoge to face but observations cannot
confirm their statement. Teacher C(10) mentions uke of stamps as an extrinsic
reward but none of the pupils consider this rewamplortant enough to circle it in their
guestionnaires. Observations revealed that Ted2{id)) also: shows interest in pupils’
personality, praises a whole class and uses nagdreguently. None of these types of
rewards are included in either pupils’ or teachepséstionnaires. Nevertheless, the
researcher can propose that these rewards are adgnmsed by this teacher. An
interesting answer appears in on of the pupil’sstjaenaire that the teacher used once

sweets to reward them.

Chart 5

Teacher D(10) Observation Answers - 20 Teacher’s
pupils answer

Oral praise in the class 10 14 v

Oral praise face to face 2

Written praise 2

A grade 5 11 v

A smile 5 2 v

Nods 30

Interest in pupil 1 v

Chart 5 introduces Teacher D(10). Observations, ilgumnd teachers’
guestionnaires agree that Teacher D(10) smiles, gregles and oral praise in the class.
The highest frequency is shown with the use of praise. Pupils’ circled that their
teacher also praises them face to face and witttenrpraise. Both praises are not in
agreement either with observation or the teacheittéi praise is probably used on
irregular bases. Observations identified that Teadd(10) shows interest in pupils’

personality and the teacher is aware of her interes
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Chart 6

Teacher E(15) Observation Answers - 21 Teacher’s
pupils answer

Oral praise in the class 58 8 v
Oral praise face to face 1 v
Written praise 4 v
A grade 15 15 v
A smile 15 6 v
Nods 54
Interest in pupil 3 v

v

Dots, stamps

Chart 6 shows the data collected about Teacher)EQliservations reveal that
he frequently uses oral praise, grades and smil@papils’ and his answers confirm it.
Pupils and Teacher E(15) also mention oral pramkvaritten praise but observations
did not note them down. But, since they are corguirby his pupils, it can be stated that
the teacher uses these types of rewards. The ukEand stamps cannot be confirmed

either by observations or pupils. The teacher atgis a lot.

Chart 7

Teacher F(21) Observation Answers - 26 Teacher’s
pupils answer

Oral praise in the class 35 12 v

Written praise 1 v

A grade 11 13 v

A smile 3 2

Nods 32

Stamps 1

Chart 7 reveals that pupils’ answers as well as abservation data are in
agreement with Teacher F(21) statement that stegrades and oral praise in the class.
Teacher F(21) and observations also show that sée written praise but none of the
pupils mention this type of reward. Nevertheledssepvations and pupils confirm that

Teacher F(21) smiles. One pupil mentions stammathar type of reward.
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4.6.7 Conclusion

Before the specific results are drawn from the fcat part the aim of the
research is presented. The aim of the research Twasdentify what sources of
motivation and rewards teachers use, with whatcefis well as to compare the results
with pupils’ opinions.The researcher aimed to find out if those rewardischv are
considered by pupils effective are used by teachedsif teachers are aware of them
The author used questionnaires and observationissasiments to gather the data in
order to be able answer the aimed question.

Teachers use extrinsic rewards as a source of atiiiv very frequently.
Although teachers propose slightly different typésxtrinsic rewards than pupils and
teachers’ answers are not completely in the uniith upils’ answers, it can be
suggested that all extrinsic rewards teachers @se la certain meaning to pupils.
Teachers might re-evaluate using some types of rdsyauch as written praise and
praising in front of parents, and increase theeg us order to motivate their pupils.
Observations revealed that most teachers use igleektrinsic rewards but in some
cases, teachers are not aware that these rewardpeciated by pupils.

Project-based teaching as a source of intrinsigvaiixdn is not commonly used
and most of teachers use this source of motivatromregular bases. Teachers’ answers
are not in the unity whether project-based teachehgnore motivational for pupils
comparing to regular lessons. Three teachers of@isider this type of teaching more
motivating for pupils. The development of an autmoas pupil is supported by most
teachers. However, one teacher does not know wieatreautonomous pupiheans.

Pupils highly appreciate intrinsic rewards, suchjogsfrom their improvement
and success in learning English. Since intrinsigarels - and intrinsic motivation is
closely associated with them - are desirable farnieg, teachers should support it by
further encouragement, positive feedback or sedéssment procedures.

Both teachers and pupils consider instrumental vabtn important and
learning English language is generally viewed agssential tool for the future career.
Integrative motivation is mentioned by 25% of pamind it can be assessed as a high
number, since pupils do not live in an English &pegacountry. Since only one teacher
thinks that pupils could be motivated to learn Esiglby integrative reasons, this
motivation should be re-evaluated. Most teachers @nvinced that pupils learn
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English because of parents’ demands but pupilsivars say otherwise. Generally,
teachers are not aware of reasons why their plgaire English and the only agreement
between teachers and pupils was found with instriahenotivation.

Observations findings are in the unity with teashemd pupils’ answers at
different levels. The answers given by teachers sangported either by pupils or
observations. The lowest unity of answers is wigadher A(1) but it can be due to her
little teaching experience. The highest agreeneentith Teacher E(15) who is aware of
most rewards he uses. The research also reveatedabh teacher uses another type of
reward and he or she is not aware of it. These ndsvavere detected either by
observations or pupils.

Pupils’ reasons and comments - why they like omdblike English - reflect
their individual experiences, abilities and neellse general positive attitude towards
learning English is very high and it can be indparzal for teachers to seek for reasons
of such attitude and support pupils in their inséfi@ English. The negative attitude is
encouraging for teachers to determine new aims dtvate these students and help
them to change or at least decrease their neda®liags towards English learning.

In summary, all rewards have their important placevaluating pupil’'s work.
Even though pupils’ and teachers’ answers are ootptetely in agreement, it was
revealed that most of extrinsic rewards are effectind appreciated by pupils. In spite
of teachers’ awareness of the effect of extrineigards, some of them are unaware of
what other rewards or incentives are critical reses for students. No to be so
judgmental towards teachers, most of them suppertdevelopment of an autonomous
pupil essential for intrinsic motivation.

The author’'s personal intention was to explore kel of efficiency of
particular rewards and motives and it can be caleduthat research findings were

satisfactory.
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5. FINAL CONCLUSION

Motivation is one of the factors influencing thadhing learning process. Due to
the aim of the thesis, the first chapter of theoth&cal part serves to outline the
historical development of several theories of matton and their main constructs of
learning. Following chapters describe various sesirof motivation and motivational
strategies with a particular focus on rewards. Tesis presents that these factors can
positively influence pupil’s motivation to learnh@pters 2 and 3 specifically serve as a
theoretical background for the empirical part.

The empirical part aimed to explore the effectien®f different types of
rewards as well as sources of motivation. To irsgethe validity of the research
multiple methodology instruments were used to reaed compare how teachers and
pupils value diverse rewards and sources of matinat

The researched teachers seem to be aware of mexdives extrinsic rewards but
some of them are unaware of certain sources ofvatain. Observations revealed that
teachers commonly use different material typesxtfiresic rewards as well as several
types of extrinsic rewards which are not strictlgitarial; for example - interest in pupils
and smiles. The research explored that instrumemtgivation is very strong not only
among older pupils as the theoretical part intredydout, as well among younger
pupils. Pupils realize the importance of Englishaasinternational language and thus
teachers should place emphasis on this type ofvatain. Intrinsic motivation is
appreciated by a high number of pupils; howevethoaigh teachers support the
development of an autonomous learner, teachergidexploit other sources of intrinsic
motivation at a satisfactory level.

The contrast can be found between the researcinfi@@dnd the theoretical part.
Theorists defined that the difference between te@thand pupils’ view of most
effective reward is striking. The research proveadeowise. However, the research
explored that slight differences can be found betwteachers’ and pupils’ answers.

The results of the research cannot be generalineg snly a small qualitative

research has been conducted. However, some afdisdgs can enlighten the matter of
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motivating learners. For further purposes the uments could be modified for
extended exploring of pupils’ intrinsic motivesléarn.

To conclude, all types of rewards have an imporfaate in every facet of
education. The thesis revealed that pupils appeeonst of types of rewards and their
motives to learn English diverse with each of th&taturally, each pupil is motivated to
learn by more than one source of motivation, andesextrinsic rewards are not always
found to be appreciated by pupils, teachers sheedtt other ways how to motivate their
students. The effective and sufficient use of relsaand diverse sources of motivation
in the English language classroom helps to incrgag®ls’ interest in learning and

support the development of intrinsic motivationeggil for life learning.
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6. RESUME

PredloZena diplomova prace se zabyva tématem nejesjuzchotivace, ale
i odmenou ZakKi jako jednim z mnoha motitaich strategii ve vyuce anglického
jazyka.

Prace je strukturovana do dvasasti, teoretické (kapitoly 1-3) a praktické
(kapitola 4). Kazda kapitola obsahuje shrnuti.

V Gvodu teoretické&asti autorka popisujedtezitost nejen vzélani, gicemz
zduraziuje nutnost, aby byldnem vzalavaciho procesu bran ohled na Zéka z hlediska
jeho osobnosti. titelé by si mgli byt védomi toho, Ze kazdy zak je jedimy, ma
odliSné Zzivotni zkuSenosti a peby. Vzdlavani, jako velmi komplexni proces, je
ovliviiovdno mnoha faktory a jednim z nich je motivaceaz&Kitelé secasto setkavaji
s Zaky, které je obtizné motivovat a motivace khpdénich se tedy fize liSit. Jednim
z motivanich cinitelu je odneéna, se kterou se Zaci setkavaji jiz od ranéietd.
Pokud je odmana pouZzivana vhodnym agobem, miZze byt inpirativni a podgi
UspesSné weni se nejen anglickému jazyku.

Prvni kapitola popisuje jakym #gpobem @izné psychologické myslenkové Skoly
charakterizuji motivaci a jejich postoj k jedincijeho vnitnim a vrjSim motivim
a potebam. Zardrem je nastinit vyvoj teoretickych €ni a jejich chapani motivaich
Cinitelt ovliviujicich chovani jedince. Konkrétnsou gedkladany teorie motivace
behaviouristické,  kognitivni,  humanistické,  kongtivistické a  sociala
konstruktivistické. Kazda z teorii chapélekitost vnitnich ¢i vné¢jSich cinitela, které
ovliviiuji motivaci jedince naizné urovni.

Druhé kapitola sednuje terminu motivace. Uvod kapitoly nastie, Ze se tento
termin mnohokréat v historii zénil a byl ovlivrén i vySe zmignymi teoriemi motivace.
Motiva¢ni psychologie se stéle vyviji, teoretici a psyolgoivé dosud nenalezli shodu
pii samotném vymezeni pojmu motivacge$floze motivace nema jednotnou definici,
Ize ji vyjadit jako stav kognitivniho a endniho vzruSeni, které vede jedince
k védomému rozhodnuti, vedouciho k duSevnimu nebo Kgmw usili k dosazeni
piedem stanoveného cile. Dal&st se zabyva zdroji motivace, které jsou obecn
akceptovany psychology i teoretiky. Jsou to zdrejetini (intrinsic), vr€jSi (extrinsic),
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instrumentalni a integrativni. Viiiti motivace je touha jedince&itise pro jeho vlastni
pricinu a je chapana jako zasadni pro&dsg weni. Sklada se z konkrétnich mditiv
kognitivni poteby; poteby aktivity; uspokojeni vychazejiciho z novych gmhosti
a uspokojeni prameniciho ze socialni komunikaceitfiin motivace mze byt
stimulovana stanovenim vhodnych dcilucitelem, pouzitim problémového nebo
projektového vytovani a také podgenim vyvoje autonomniho Zaka. &% motivaci
jsou charakterizovany momenty, které nejsimp spojeny s vytovanim — odréna,
pochvala, znamka, testy, ale i reputace a uzndef¢ Krichazeji zveti. Prestoze je
vnejSi motivace casto kritizovana, Ize jejim vhodnym pouzitim potipanotivaci
vnitini. Motivace k deni vychazi z interakce mnoha faktoa nmize byt vyvolana
a ovliviovdna mnoha Zjsoby - fiznymi nazory, dekavanimi a prioritami. Motivace
k uceni je variaci dznych motiwi, které zahrnuji itzné poteby: fyzické, bezps,
autonomni, kognitivni, socialni a vykonové iity. Motivace k &eni se cizimu jazyku
ma sva specifika hlaendiky své socialni povaze. Vyuka cizich jagykezahrnuje
pouze geni dovednosti, pravidel a gramatiky, ale takénii se novému socialnimu
a kulturnimu chovani, které ma dopad na sociailitnani studenta. Faktory owtiujici
motivaci Zdka mohou byt hodnoceny ri@mych drovnich - jazyka (kulturni dimenze,
uzitetnost jazyka), zaka (sebehodnoceni, minula zkuSemosywovaciho pedmetu
(osnovy, materialy, titel). DalSim gistupem je hodnoceni motivace jako komplexni,
multi-dimenzionalni kostrukce, kterou owuiivji vnitini a vrgjsi ¢initelé. Ke specifikm
motivace deni se cizimu jazyku pat instrumentalni a integrativni motivace.
Instrumentalni motivace se tyka zakovych praktitkygli, jako je slozeni zkousky
nebo ziskani za#stnani. Pojem integrativni motivace vyjag touhu byt vaZzenym
¢lenem komunity, nebo Vifpadt cizich jazyki Zakovym upimnym zamem o jiné
kultury.

V Uvodu feti a posledni kapitoly teoretick@sti autorka fedstavuje motiveni
strategie a jejich taxonomii. Motivai strategie jsou specifické nastroje, které mohou
napomahat zvySeni motivace Zakackni. Diplomova prace&auje zvlastni pozornost
jedné motivani strategii — odrn¢. Odnena jecasto spojovana s behaviouristy, jelikoz
to byli oni, kdo ve svych teoriich #thziovali nutnost vlivu vejSich ¢initeld, jakoZzto
odmeny a trestu. Odima mize byt definovana jako vliv rodi, witelt nebo socialnich

skupin, ktera je spojena s konkrétnim chovanim. &gnmaji své postaveni v oblasti
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vzklavani a pokud jsou pouzityfimérent, mohou zvysSit zakv vykon. RinaSeji
pozitivni emoce a jsouttezité zejména pro praci s mladSimi a slabSimi zZ&kincipy
odnmenovani musi byt pouzity moue, aby se zabranilo jejich negativnininkam.
Ucitelé musi pi odmenovani zvazit kontext situace. Pro Zakeéegstavuje vnini
odmena pozitivni pocity, uspokojeni a &domeni se svych vlastnich schopnosti.
Za vrejSi odmeénu se povazuji materialni nebo nemateralni typy cadmlematerialni
typy odneén mohou byt efektivéSi nez materialni, protoze mohou pomaciqudovani
Zakovy sebeivéry a gispivaji k pozitivnimu klimatu veridé. DalSi oddil se zabyva
znamkovanim. \teském Skolstvi jsou znamky jednou z ®é&jiji uzivanych odmin

a pro zaky i rodie predstavuji vyjageni usgchu. Teoristé znamkovani hodnoti bud”
negativié - predstavuje hodnoceni vysledku, nikoliv proceseni, nebo pozitiva- je
dilezitym zpisobem odriovani a trestani. Vzhledem k tomu, Ze jsou znaaotiecré
povazovany za nejdezitéjSi mefitko usgchu @i vzdélavani, musi byt pouzity moiel,
transparenth a s ohledem na¢ Zzaka. Pokud jsou pouzivany vhédmohou zvysit
vykonovou motivaci Zaka. Znamkovaniize byt motivujici, ale ma své limity. Posledni
¢ast se zabyvd&astou kritikou odréan a jejich pouzivanim. Tento motird nastroj
napadly v minulosti mnohé psychologické Skoly. &mmi teoretici vyzvali k opatrnosti,
pokud jde o pouzivani odim ve Skolnim progedi. Nicmeég vétSina autolt se shoduje
v tom, Ze odmany jsou dilezitym faktorem @ navrhovani vzélavacich prograi Ze
jsou nastrojem, ktery stoji za Uvahu.

Empirickacast Uzce souvisi &sti teoretickou, ktera tviojeji zaklad. V tvodu
autorka pedstavuje vyzkumny problém, seznamuje s provedemyedvyzkumem
a definuje cil samostaného vyzkumu. Cilem vyzkumidgntifikovat zdroje motivace
a typy odmen, které ditelé pouZivaji a s jakym efektéindale srovnat vysledky
S nazory zak a dat ziskanychdhem pozorovani. Hlavni vyzkumna otazka je nasledn
roz¢leréna do specifickych podotazek, které maji slouziiskétleni daného problému.
V dalsi ¢asti je definovdna vyzkumn& metodologie a jeji rimsienty. Pro zvySeni
validity je tato kvalitativni pipadova studie zaloZen& na smiSené metodologii&ton
dotazniki pro Zaky a titele a pozorovani. Timto apobem je na problém nahlizeno
ze ti pohledi — witele, Zdka a pozorovatele. Na tento oddil navamifrmace

0 zkoumaném vzorku.
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Posledni ¢ast empirického vyzkumu zpracovava, analyzuje arpmetuje
ziskana data. NeZ jefiptoupeno k analyze cile samostatného vyzkumuorleat
piedstavuje celkovy postoj zékk weni se anglickému jazyku. Tat@st seznamuje
z jakych divodi se Zaci bd’ uci, nebo neti anglicky. Divody, pr@& studenti maji, ¢i
nemaji zajem o anglicky jazyk, reflektuje jejichuBlenosti, schopnosti a pelby. DalSi
oddily se ¥nuji jednotlivym drulim motivaci a typ odnmen. FestoZze se odpédi
weiteli a Zaki pln¢ neshoduji na tom, které &j8i odneny jsou pro & nejdilezitejsi, Ize
potvrdit, Ze ditelé jsou si ve #tSirg pripadi védomi, které vijSi odneny jsou pro Zaka
efektivni. Pozorovani odhalila, Z&kteti ucitelé pouzivaji gkterych tym odmen, aniz
by si byli wdomi, Ze tyto odrény jsou cetné zaky. Déale bylo zji&ho, Ze ditelé &zne
neza&azuji do vyuky projektové vywvani jako zdroj vnihi motivace, ale &Sina
ucitelt podporuje fiznymi zpisoby vyvoj autonomniho Zaka. Pouze jedéitell si
nebyl jisty, co pojem autonomni zak znamena. Vamedk tomu, Ze Zaci vysoce
hodnoti radost jako vriti odmeénu, kterd vychazi zjejich pokrokv jazyce ci
aspSnému doko¥eni Ukolu, snahouditelt by melo ji podporovat pozitivni zgnou
vazbou, sebehodnocenim nebo povzbuzenigiteld i Zaci povaZuji intrumentélni
motivaci za dlezitou a wdeni se anglickému jazyku je povaZzovano jako nezbytn
pro budouci kariéru. iestoZe integrativni motivace nebyla Zaky hodnocpiibS
vysoko, niize byt 25% odpaidi, kde Zaci udali tentoisdtod pro keni se anglickému
jazyku, hodnoceno jako vysok#éslo, jelikoZz Zaci neziji v anglicky mluvici zemi.
Oproti tomu ditelé zminili tento typ motivace pouze v jednonippct. Vysledky
pozorovani, kde autorka srovnavala odfgbhvzaki, Wwitela a samotného pozorovani,
jsou na fiznych drovnich shody. Odpédi witeld, které odminy negasgji pouzivaji,
potvrdili bud’ Zaci, nebo pozorovani, nebo oboji. Vyzkumem bykét zjiSéno, ze
ucitelé pouzivaji dalSich odin, které jimi nebyly zmigny, ale byly odhaleny kiizaky
nebo pozorovanimi. Jednim ze &avvyzkumu bylo, Ze &oliv si jsou &itelé vwdomi
efektivnich vrjSich odn&n, nejsou si pléavédomi ostatnich zdr@jmotivace zaka, které
jsou pro ®j dalezité. Diplomova prace je zak&sma souhrnnym zéxem, ktery se
vztahuje k oBmacastem prace - teoretické i prakticke.

Zawrem lze podotknout, Ze vyzkumny proces potvrdil, \&echny druhy
motivace a ¥tSina tyg odmen maji pro zaka vyznam.ddelovou snahou by #ho byt

hledani novych zgsohi, jak motivovat své Zaky, a uptaivat vtomto ohledu
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individualni gistup. Efektivni a vhodné pouziti odm napomaha ke zvySeni zakova
zajmu k &eni a podporuje vyvoj viiti motivace nutné pro Zivotniéeni. | kdyZ jsou
vysledky vyzkum platné pouze pro zkoumany vzoreiskané informace mohou
napomoci osétlit postoj Zaki k motivaci a odrindm a byt inspirujici pro ditele

Vv jejich praci.
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APPENDIX 1: Motivational strategies

MOTIVATIONAL STRATEGIES: CREATING THE BASIC MOTIVATIONAL
CONDITIONS

1 Demonstrate and talk about your own enthusiasm flee course material, and
how it affects you personally.

Share your own personal interest in the L2 wahbr students.

Show students that you value L2 learning as a meéui experience thg
produces satisfaction and enriches your life.

2 Take the students” learning very seriously.

Show students that you care about their progress.

Indicate your mental and physical availability &ll things academic

Have sufficiently high expectations for what ystudents can achieve.

3 Develop a personal relationship with your studsnt

Show students that you accept and care about them

Pay attention and listen to each of them

Indicate your mental and physical availability

4 Develop a collaborative relationship with the gients” parents.

Keep parent regularly informed about their aldfds progress.

Ask for their assistance in performing certaiportive tasks at home.

5 Create a pleasant and supportive atmosphere m ¢lassroom.

Establish a norm of tolerance.

Encourage risk-taking and have mistakes accegstednatural part of learning

Bring in and encourage humour.

Encourage learners to personalise the classroomoament according to the
taste.

6 Promote the development of group cohesiveness.

Try and promote interaction, cooperation and tharisy of genuine person
information among the learners.

Use ice-breakers at the beginning of a course.

Regularly use small-group tasks where studearismx.

Encourage and if possible organise extracuarcactivities and outings.

Try and prevent the emergence of rigid seatattepns.

Include activities that lead to the successful cietiqgn of whole-group tasks or
involve small-group competition games.

Promote the building of a group legend.

7 Formulate group norms explicitly, and have themsdussed and accepted by
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the learners.

Include a specific “group rules” activity at thegimming of a group’s life t(
establish the norms explicitly.

Explain the importance of the norms you mandate hod they enhanc
learning, and ask for the students” agreement.

Elicit suggestions for additional rules from thaneers and discuss these in the
same way as the rules you have proposed.

Put the group rules (and the consequencesdiating them) on display.

8 Have the group norms consistently observed.

Make sure that you yourself observe the estaddl norms consistently.

Never let any violations go unnoticed.

MOTIVATIONAL STRATEGIES: GENERATIG INITIAL MOTIVATION

9 Promote the learners” language-related valuespogsenting peer role models|

Invite senior students to talk to your class altbair positive experience.

Feedback to the students the views of their peegsjn the form of a class
newsletter.

Associate your learners with peers (e.g. in grauproject work) who are
enthusiastic about the subject.

10 Raise the learners” intrinsic interest in the Il@arning process.

Highlight and demonstrate aspects of L2 learnirag ylour students are likely to
enjoy.

Make the first encounters with the L2 a positivperence.

11 Promote “integrative” values by encouraging aspive and open-minded
disposition towards the L2 and its speakers, andidods foreignness in general.

Include a sociocultural component in your languageiculum.

Quote positive views about language learning blyarftial public figures.

Encourage learners to conduct their own exploragicthe L2 community (e.qg.
on the internet).

Promote contact with L2 speakers and L2 culturafipcts.

12 Promote the students” awareness of the instrutabmalues associated with
the knowledge of an L2.

Regularly remind students that the successful masfehe L2 is instrumental
to the accomplishment of their valued goals.

Reiterate the role the L2 plays in the world, higiiing its potential usefulness
both for themselves and their community.

Encourage the learners to apply their L2 proficjeincreal-life situations.

13 Increase the students” expectancy of succegmimicular tasks and in
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learning in general.

Make sure that they receive sufficient preparasiod assistance.

Make sure they know exactly what success in tHeitamlves.

Make sure that there are no serious obstaclestess.

14 Increase your students” goal-orientedness byrfalating explicit class goals
accepted by them.

Have the students negotiate their individual geals outline a common
purpose, and display the final outcome in public.

Draw attention form time to time to the class gaaid how particular activities
help to attain them.

Keep class goals achievable by re-negotiatingdeasary.

15 Make the curriculum and the teaching materialslevant to the students

Use needs analysis techniques to find out aboutstodents” needs, goals and
interests, and then build these into your curriocuks much as possible.

Relate the subject matter to the everyday expezgeand backgrounds of the
students.

Enlist the students in designing and running tha se.

16 Help to create realistic learner beliefs.

Positively confront the possible erroneous belietpectations, and
assumptions that learners may have.

Raise the learners” general awareness about feeedif ways languages are
learnt and the number of factors that can conteiboitsuccess.

MOTIVATIONAL STRATEGIES: MAINTAINING AND PROTECTING
MOTIVATION

17 Make learning more stimulating and enjoyable byeaking the monotony of
classroom events.

Vary the learning tasks and other aspects of y@aghing as much as you car.

Focus on the motivational flow and not just themiation flow in your class.

Occasionally do the unexpected.

18 Make learning stimulating and enjoyable for tHearner by increasing the
attractiveness of the tasks.

Make tasks challenging.

Make task content attractive by adapting it toghelents” natural interests or
by including novel, intriguing, exotic, humorougnepetitive or fantasy
elements.

Personalise learning tasks.

Select tasks that yield tangible, finished products
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19 Make learning stimulating and enjoyable for tHearners by enlisting them
as active task participants.

Select tasks which require mental and/or bodilypimement from each
participant.

Create specific roles and personalised assignni@néverybody.

20 Present and administer tasks in a motivating way

Explain the purpose and utility of a task.

Whet the students” appetite about the contenteofabk.

Provide appropriate strategies to carry out thie tas

21 Use goal-setting methods in your classraom

Encourage learners to select specific, short-tavaisgfor themselves.

Emphasise goal completion deadlines and offer enpf@edback.

22 Use contracting methods with your students tonfialise their goal
commitment.

Draw up a detailed written agreement with individstadents, or whole
groups, that specifies what they will learn and hamd the ways by which yot
will help and reward them.

Monitor student progress and make sure that thalgetf the contract are
observed by both parties.

23 Provide learners with regular experiences of sass.

Provide multiple opportunities for success in thieguage class.

Adjust the difficulty level of tasks to the studghébilities and counterbalance
demanding tasks with manageable ones.

Design tests that focus on what learners can rétla@rcannot do, and also
include improvement options.

24 Build your learners” confidence by providing relgr encouragement.

Draw your learners” attention to their strengthd abilities.

Indicate to your students that you believe in tediort to learn and their
capability to complete the tasks.

25 Help diminish language anxiety by removing ordcing the anxiety-
provoking elements in the learning environment.

Avoid social comparison, even in its subtle forms.

Promote cooperation instead of competition.

Help learners accept the fact that they will makstakes as part of the learnir,
process.

g

Make tests and assessment completely “transpamhinvolve students in thd
negotiation of the final mark.

26 Build your learners” confidence in their learngabilities by teaching them
various learner strategies.
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Teach students learning strategies to facilitagdritake of new material.

Teach students communication strategies to help theercome
communication difficulties.

27 Allow learners to maintain a positive social iga while engaged in the
learning tasks.

Select activities that contain “good” roles for plagticipants.

Avoid face-threatening acts such as humiliatingasim or putting student
in the spotlight unexpectedly.

28 Increase student motivation by promoting coop@ya among the learners.

Set up tasks in which teams of learners are askewitk together towards the
same goal.

Take into account team products and not just iddi&i products in your
assessment.

Provide students with some “social training” tondaow best to work in team.

29 Increase student motivation by actively promafilearner autonomy.

Allow learners real choices about as many aspddtsedearning process as
possible.

Hand over as much as you can of the various leagdsaching roles and
functions to the learners.

Adopt the role of facilitator.

30 Increase students” self-motivating capacity.

Raise your students” awareness of the importanselmotivation.

Share with each other strategies that you havedfageful in the past.

Encourage students to adopt, develop and apphnssifating strategies.

MOTIVATIONAL STRATEGIES: ENCOURAGING POSITIVE
SELF-EVALUATION

31 Promote effort attributions in your students

Encourage learners to explain their failures bylélok of effort and appropriats
strategies applied rather than by their insufficegnility.

U

Refuse to accept ability attributions and emphatsiaethe curriculum is within
the learners” ability range.

32 Provide students with positive information feexti.

Notice and react to any positive contributions frgoar students.

Provide regular feedback about the progress youesits are making and abg
the areas which they should particularly conceatoat.

ut

33 Increase learner satisfaction.
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Monitor student accomplishments and progress, akeltime to celebrate any
victory.

Make student progress tangible by encouraging théygtion of visual records
and arranging regular events.

Regularly include tasks that involve the publicptiy of the students” skills.

34 Offer rewards in a motivational manner.

Make sure that students do not get too preoccupiddthe rewards.

Make sure that even non-material rewards have somdeof lasting visual
representation.

Offer rewards for participating in activities theitidents may get drawn into
because they require creative goal-oriented bebhawiod offer novel
experiences and consistent success.

demotivating impact.

35 Use grades in a motivating manner, reducing asah as possible their

Make the assessment system completely transparaehtncorporate
mechanisms by which the students and their peeralsa express their views,

Make sure that grades also reflect effort and img@neent and not just objective
levels of achievement.

Apply continuous assessment that also relies orsunement tools other than
pencil-and-paper tests.

Encourage accurate student self-assessment bydprgwiarious self-
evaluation tools.
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APPENDIX 2: Strategies and suggestions to eliminatesome of the bad
motivational effects of gradegDdrnyei (2001, pp.132-133)

* The rating system should be absoluteBnsparent that is, it should be obvioys
right from the start what the success criteria &@u could provide students with

models to illustrate what constitutes exemplaryfqgrarance. Alternatively, or in

addition to this, you could have students praaisiag the list of assessment criteria

to evaluate themselves on an assignment.

-

* When marking written assignments, complement gradégscomments that delive
praise and suggestions for improvement. These nates provide an ideal
opportunity to make personal comments and to oiédp.

» Grades should also reflect, as much as possildesttident'selative improvement
rather than only their standard of achievement @sipared to some external
criterion. In practical terms this would mean, &xample, awarding “improvement
grades' when a student redoes an assignment orsmaki®r a deficit or redresses
an error after receiving corrective feedback. Byo(998) stresses that some sort of
‘safety net' should always be included in assessrf@nfailing students, for
example in the form of opportunities to take aeralative test following a period of
reviewing and relearning.

* Involve students in anngoing process of evaluatiaturing the course rather than
relying on the results of one or two tests onlye Tdssessment should also cover
participation in the lessons or in projects. Alime measurement tools, such|as
portfolio assessmentight be particularly appropriate for the purpo$eontinuous
assessment. Portfolios are organised sets of stwdek collected in a folder tp
illustrate the students' progress over time. A hiewt advantage of portfolip
assessment is that learners can exercise a defjreantool in deciding what to
include in their portfolios, and to revise and imoyg the items in response [to
feedback from the teacher or their peers.

» Teacher ratings should be complemented by the stsidelf-assessmento this
effect, provide learners with self-evaluation to@sd show that you trust that

students can be honest in evaluating their own atk
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If appropriate, consider developing a systempeér grading(i.e. when student
evaluate each other).

The final rating of a student should be the prodofctwo-way negotiationfor
example by asking each student's opinion in a patsinterview or studen
conference.

Rating should beawo-sided that is, students should also evaluate the teabtbe

example by completing an end-of-term questionn@id.).

76



APPENDIX 3A : Questionnaire for teachers

QUESTIONNAIRE FOR ENGLISH TEACHERS, ZS SCHULZOVY SADY,
DVUR KRALOVE NAD LABEM

| have been teaching English for.........................years.
| am a woman/man.
Please, feel free to add any commentary.

1.What instruments or strategies do you use tocemse pupils’ motivation?

2.Do you use a problem-based or project teachifig@s, do you feel that confronting with the regul
lesson pupils are better motivated?

3.Do you support an autonomous pupil? If yes, whtswv

4. In your experience, the pupil is motivated trteEnglish because:

the pupil is interested in other culture (peoptayrdries, habits).
the pupil knows that he/she will need English fog future career.
the pupil is under the pressure of parents to dbatischool.

the pupil likes English and he/she is interestednglish.

ahrLONE

5. In your experience, the pupil is not motivatedetarn English because:
the pupil feels that have no talent for the lamgua

the pupil will never need English in future.

the pupil does not have supportive environmenbaté

the pupil is not interested in learning.

agrONE

6.1 think that reward is an important motivatiorfattor during the learning process:

Yes No

Why? :

7. Please circle what you consider as reward (if thisrmore correct answers, circle them):
1. oral praise in front of the class.
2. individual oral praise.
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written praise.

a trip, excursions, a visit in the museum, etc.
stamps, red dots or other types of rewarding.
interest in pupil’s work, personality, opinion.
a grade.

praising in front of the parents.

©CoNoOU AW

8. In your opinion, what rewards are the most amel least motivational for the pupil? Mark 1-3 (lor f
the most in the first column), (1= for the leasthie second column):

THE MOST MOTIVATIONAL THE LEAST MOTIVATIONAL

a. oral praise in front of the class a. oral praise in front of the class
b. individual oral praise b. individual oral praise

C. written praise C. written praise

d. a grade d. a grade

e. a smile e. a smile

f. praising in front of the parents f. praising in front of the parents
0. praise from a school-mate 0. praise from a school-mate

h. a sticker, stamp h. a sticker, stamp

i. other i. other

9 What rewards do you use most often? If younase kinds of rewards circle them?:
a. oral praise in front of the class
b. individual oral praise
C. written praise
d. a grade
e. a smile
f. dots, stamps, stickers, etc.
g. interest in pupil’s work, personality, opinion.
DL OthEr. .
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APPENDIX 3B: Completec questionnaire for teachers

DOTAZNIK PRO UCITELE ANGLICKEHO JAZYKA ZAKLADNI SKOLY

SCHULZOVY SADY VE DVORE KRALOVE NAD LABEM

Anglicky jazyk ut‘.im.........;ft.......,....let,
Isem uéitel / u@itelka. (nevhodné Skrinéte nebo vhodné zakrouzkujieE)
Pokud mate pocit, 2 byste chtéli u kterékoliv otazky cokoliv doplnit nebo pfibliZit, prosim napiste to.

anEivdre ifeni motivace Sdaka?
: .
ZVR gy LAJE LT po AAGLES
vl
Vo Pidouds & ©p 2y

Polhuard PEED TA/'DoU i
AECE v Ad - p-l‘i‘t' lJ'J".l"r" Lo [ ."-i'.'.IJ_E

VoI TRl pleH RAZTeR -
R LE T

il M frarive  UBOLg A PrteT v 2

2. Poufivdte gmb!ﬁmng neba projekrové viudovdni? Pokud ano, vnimdte, Ze Fdci jsou [épe motivovdni g
zadand prdce je bavi vice neZ pfi klasické hodinéfobecné vzato, vyiimky se vidveky najdow ©)7

& E - ¢
PREJELTIVE waulavlel Avo - 3PaRVAE  MEYTAVESY  Prsyiyr

.H:' R,ﬁull \_.-.I{E

rujete autonomnd ulent Sdka? takim zpiisobem?

]

" = [} - - ¥ f § o o .
CACAE VIBER (wmifEar A PO wEgy  VEDMEHODAOCE A

E. Zaka zajumajma kultura (lidé, stity, z»yk}.—*}
2. #ak vi, #e bude anglicky jazyk potfebovat pro své budouei povolani.
%/ na #ika vyviji tlak rodide, aby se dobfe udili.
protoZe Zzika anghck? jazyvk bavi a zajima. .
. jiné.shed enk peadileve B kac o CgehSs

5. Mate zkufenost, Zdci nejsow motivovdni &k udeni se anglickému jazvin, protoe;

1. maji pocit, #¢ nemaji pro jazyvk nadani.

2. nebudou anglicky jazyk nikdy potiebovat,
3. nemaji doma dostateéné zizemi a oporu.
4. ukeni je obecné nezajimi.

5. jiné.. i
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ivadni faktor je nedilnou a dideZiton sonddst! vnky

6. Myslim si, Ze odména jak

-

(A Ne

MNapitte prot:

1. Za odménu pro 2dka povaiuji. Prosim, sakrouZkujte (pokud fe vice odpovédi spravaveh, zakrowskujte je):

L/ Ustni pochvalu pred tiidou,

(2 Ustni pochvalu mezi étyfma oéima.

3 Pisemnou pochvalu.

4, Vylet, exkurzi, navitéva muzea apod.

3. Razitka, ¢ervené puntiky nebo jind forma odmény.
(6. Zijem o jeho prici, osobu, ndzory,

7, Znimku.

8,/ Pochvala zika pfed rodidi.

8. Dle Vaieho ndzoru, které (7 odmény jsou pro Zaka nejvice motivadni a které nefméné? Oznadte dislem 1-3;
{1 =nefvicel, (1=nejméné):

NEIVICE MOTIVUJIC] NEJMENE MOTIVUJICI
4 a.ustni pochvala pred tfidou a.stni pochvala pred tiidou
b.ustni pochvala mezi étyfma ocima £ buistni pochvala mezi ¢tyfma ofima
4 ¢.pisemna pochvala c.pisemna pochvala
d.znamka d.znamka
e.usméy A ensméy
£ fpochvala Zika pied rodidi f.pochvala #aka pred rodici
g pochvala od spoluZika g.pochvala od spoluzika
h.samolepka, razitko Ahsamolepka, razitko
i. jiné i. jiné

Y. Které odmény jako prostredky motivace Zdka poufivdte nejéastéii? Pokud béiné poutivite vice
drufii odmén, zakroufkufre je:
{ajistni pochvala pied tfidou
b.astni pochvala mezi &yima oéima
c.pisemnad pochvala
d.zndmka
ensmév
f.puntiky, razitka, samolepky, apod,
g.zijem o praci Fika, osobu, a jeho ndzory

80



APPENDIX 4A: Questionnaire for pupils
QUESTIONNAIRE FOR PUPILS, ZAKLADNI SKOLA SCHULZOVY
SADY,
DVUR KRALOVE NAD LABEM

Date: Age/class: Gender:

Instructions: Circle the number in each question which isesb$o your opinion.

Number 0 = No, 5 is the most

1. It is a reward for me when the teacher oralbiggs me in front of the class for my
work during the lesson.
012345
2. It is a reward for me when the teacher praisesfane to face for work during the
lesson.
012345
3. Written praise is a reward for me.
012345
4. It is rewarding for me when | get a good graateain oral or written exam.
012345
5. A promised trip, tour, excursion, a visit to theseum etc. is a reward for me.
012345
6. | appreciate when | get other rewards than gradg a sticker, stamp, red dot.
012345
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7. | appreciate when the teacher shows interestyinvork, personality, my opinion, if
he/she spends time with me.

012345
8. I learn English:

because | am interested in other cultures (pecpletries, habits).
because | will need it in future for my career.

because parents require it.

because it is an obligatory school subject.

9. | am happy when | feel that | make a progressray English improves.

012345
10. I am happy when | successfully finish an exacigiven work or complete a
dialogue,

012345
11. I like individual work, to look for informatigrsolve problems by myself without a
help of the teacher.

012345
12. What statement is correct?:

a) | like English and it is interesting foe.
b) I do not like English and it is not irgsting for me.

13. I am happy when my schoolmate praises my work.
012345

14. It is a reward for me when the teacher praisesn front of my parents.
012345
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15. It is a reward for me when my work is on thepthy.
012345

16. Choose the three biggest rewards and number 1the, 3 where number 1 is the
biggest reward.

a. oral praising in front of the class

b. individual (face to face) oral praising

C. written praising

d.a grade

e. asmile

f. praise in front of my parents

g. praise from my schoolmate

h. a sticker, stamp

(10 11 [ PRSP PPPPPPPPPPRPRT

17. Choose the three smallest rewards and number 1h 2, 3, where number 1 is the
smallest reward.

a. oral praising in front of the class

b. individual (face to face) oral praising

C. written praising

d.a grade

e. a smile

f. praise in front of my parents

g. praise from my schoolmate

h. a sticker, stamp

18. My English teacher’s most used rewards is/are:

a. oral praising in front of the class

b. individual (face to face) oral praising

C. written praising

d.a grade

e. asmile

B DTN e
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APPENDIX 4B: Completec questionnaire for pupils

St U e Al e @ i N o
Datum: r\) <‘£ 'Ti!.‘-ﬁ'...\ "\ Vik: '\l" \ KRS Pohlavi: ;3_::)-'\ e
Instrukee: ZakrouZkuj, které &islo je nejblize tvému ndzoru na vétu v kazdé otizee.

Cislo 0 = NE, 5 je nejvice.

l.Je pro mé odmina, kdy mé ugitel Ustné pochvali pred celou tiidou za prici pfi hoding.
12345

2. Je pro mé odména, kdy? mé uditel pochvéli mezi &tyfma oima za prici pii hoding.
0120545

3. Pisemna pochvala je pro mé odména.
01 2r 3435

4, Je pro mé odména, kdy? dostanu dobrou znimku za piscmné neho distni zkoudeni,
012 3@5

5. Je pro mé odména napk, slibeny vylet, zdjezd, navitéva muzea, exkurze atd.
Al
012345)

.Mam radost i z jiné odmény nez znamky, napfiklad samolepka, razitko, derveny puntik.
0123435)

7.Méam radost, kdy# se utitel/ka zajima o mou préei, zajimé ji/ho mij nizor, kdyZ mi vénuje ¢as.
012343
8.Anglictinu se udim, protoze;
a)  protoze mé zajima jind kultura (lidé, staty, zvyky).
by protoze ji budu potfebovat v Zivoté pro svou prici.
) protoze to chtéji rodice.
\J. promh 1o je povinny skolni pi‘t.dmt..l

9.Mim radost, kdyZ citim, z¢ délam pokrok a zlepiuji se v anglitting.
012385

10,Mam radost, kdyz se mi povede ukol, eviteni, rozhovor.
012345

11, Jsem rad/rida kdy? miku pracovat samostatnd na zadaném dkolu bez pomoci uditele, kdy? si sim
hledam informace a fedeni.

012345
12, Anglittina mé:
fa) ¢ bavia zajima = b) nebavi a nezajima . - i Y VL
Napis prud.,\{-.:ﬁ...!.!:f.....‘r.'.“.*.....ﬁe.". a5 % W ST TR 7

e S oA G T g ».9\ i f! i ,;-. I S ,‘.-"w\‘--('". \f“ LS '*l LAy '-_ P S 1‘3*" -
marmse ¢

T
Qongan Dot
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13, Mam radost, kdyZ mé pochvali miij spoluZik za to, Z¢ s¢ mi néco povedlo.
042345

14. Je pro mé odména, kdy? mé uitel pochvali pfed rodici.
012345

15. Je pro mé odména, kdy? je nékde vystavena ma price.
012345

16.Vyber si tfi nejvetdi odmény a otisluj je (napis vedle odmeny cisla 1-3), 1= nejvEtsi

a.0stni pochvala pred tfidou

b.0stni pochvala mezi étyfma ogima

¢.pisemna pochvala %

d.znamka

easmev 4.

f.pochvala pred roditi

g.pochvala od spoluZika

h.samolepka, razitko 7 -

i, jiné (miiFes si vybrat dotazniku)., o

16, Vyber si tii nejmendi odmény a otisluj je (napis vedle odmény isla 1-3), I = nejmendi
a.1stni pochvala pred ttidou-1

b.Gstni pochvala mezi étyfma odima

¢.pisemnd pochvala

d.znimka -

e.usméy

f.pochvala pfed rodici

g.pochvala od spoluzika 2

h.samolepka, razitko

i, jiné (miZes si vybrat dotaznikuu)........oooioiiiiiimii e

17, Mij ugitel/ka anglického jazyka nejvice pouZivi:
@Mﬁtnf pochvalu pied tiidou

b.fistnf pochvalu mezi étyfma odima

¢.pisemnd pochvalu

d.zndmku

c.ismév

£ jiné (miiZed si vybrat 2 dotazniku).. e e
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APPENDIX 5: Observation shee

/)07 . 5,
Date: uw., \‘%\, (77 Class: Qw.ﬁ Teacher: /7.
TYPE OF THE
REWARD
Project teaching Frontal teaching Individual work Pair work _E.OEWE.—EE__”_
I teaching

| Oral praising in front of

the class

Sy v’ VN _p._\_m\\ \\5 \\\ Vel 4 ey L L

. u.ﬂ..m.,..n....\qm_\_ .NQ&..\.J. by et sl .Iﬂ.sﬁ.\. Cir )

Individual oral praising

w

Written praising

Crade

Smile

\x\.f\ N\\ \\ v

Stickers, stamps ete.

Interest in pupil’s work,
personality, ele.

__\\

Orhers

e\m\\\\\ \_\\r\\ \ \\\x
R T

L O B e \\\
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APPENDIX 6: Pupil's attitude towards

learning English

NN N N N N RN

<\

itis

Positive:
| will need it. 17x
We have a good teacher. 7x
| learn new things. 6x
It is interesting. 8x

| like learning a foreign language. 2

X

| want to be able to communicate. 2x

| like to communicate abroad. 2x
You can speak it anywhere. 2x
It is a splendid language. 2x

My mother teaches it. 2x

v

It is the most important language and

also easy.

v | like improving in foreign language.

v' | want to be able to speak abroad and

| want to be smarter that | know 1 more

language.

v' English lessons are fun, we play

games; we have a great teacher.

v

It is a quite lesson.

v It is sometimes fun during the lesson.

v

| want to go to England.

v | can find out what they eat at

Christmas.

v

Because of its pronunciation.

S X X

v

v

v | like learning foreign languages and |

want to travel.

v

| think it is important.

vl like it but it is not interesting for me.

v

| am interested in other cultures.

87

| like this language.

| learn something new and | enjoy
it.

| must learn it is good for getting a
job.

| like it only in case | know it.
| have been successful so far
otherwise | would not like it.

| am better thanks to our teacher
and we can speak English during
lessons.

| do not want to speak only Czech.

| want to learn something.

| am successful.

| could go to England to visit my
aunt and also for communication.

It is my only foreign language and
| want to be good at it.

| like it depending on the teacher.

It is a phonetically interesting
language.

English has more possibilities of
development (comparing to Math)
| can apply my potentialities,
experience...

| do not like Czech and | want to

move abroad.



v

<

D N N NN

v

It is interesting and these days also

important.
English words are cute.

It is fun and educational.

The spelling is easier comparing to

Czech.

It is fun to speak English with

somebody, and it is useful while

watching films.

| like speaking English abroad,;
English, culture, food.

| will learn a lot.

| want to speak a foreign language.

It is easy.

| can teach my parents and | learn

more too.
People who
enjoyable.
It is not boring, | learn new
vocabulary.

| learn about foreign country.

| like English.

It is a different language | strengthen

my memory.

| like travelling and my father speaks

it.

| learn a new language.
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teach me make it

v

AN N NN

v

v

| can write or speak with people
who speak English.
This is the only foreign language |

want to learn.

Negative:
It is hard. 2x

It is boring. 2x

| am not successful. 2x

It is a waste of time. 2x

It seems hard and | do not succeed
in it.

| am not successful and | do not
understand it.

| do not succeed in it at it and |
have bad grades.

It is hard and nobody gives me any
time to explain it.

| do not understand it.

It is a school subject and | do not
like school.

The language does not attract me
and | will never be good at it.

| do not like verbs and subjects,
have, has.

The teacher is not able to bring my
attention.

Neither of it, | just must

learn it.



APPENDIX 7: Answers of pupils’ questionnaires

0 1 2 3 4 5
Individual oral praise in front of the class 4 9 25 48 57 29
Individual oral praise 11 14 29 51 35 26
Written praise 4 3 14 33 42 79
A good grade 0 7 3 23 43 89
A tour, excursion, visit to a museum, etc 7 13 18 29 41 61
A sticker, stamp etc. 39 24 35 43 20 12
Teacher's interest in pupils' work, personality 5 15 13 38 51 44
| learn English because a)43 b)123 c)15 d)67
| am happy for making a progress in English 3 3 6 19 54 86
I am happy when | successfully finish an exercise
dialogue, etc. 2 9 11 38 58 43
I like individual work, looking for information, s olving
problems by myself 18 21 25 50 41 22
| @) like b)do not like English a)135 b)36
Praise from schoolmates 16 24 26 46 33 23
Praise in front of parents 2 4 8 26 48 79
Work on the display 13 12 19 36 38 47
The biggest reward 1-3| a)20,29,40] b)16,10,12 ¢)36,45,38)83,47,29 €)2,5,9 )28,34,44
0)2,5,5 h)0,6,8
The smallest reward 1-3| @)9,12,16 | b)9,14,29 €)2,6,12 d)2,6,14 €)46,48,03,3,9
0)20,46,37| h)78,32,23
My teacher uses| a)85 b)9 c)18 d)85 e)40
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APPENDIX 8 : Graphs of the biggest and smallest extrinsic rewas

Pupils - the biggest rewards
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Pupils - the smallest rewards
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