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Summary

Key words:  Motivation, ESL learning, black secondary schools, ESL classroom,

course content, teaching method, tasks, ESL teacher, ESL students, L2.

The purpose of this study was to determine if learning-specific motivational corr nents
could affect students’ L2 learning motivation. The study was conducted in bl «
secondary schools 'in the Potchefstroom region. A questionnaire was con iled to
rate students’ motivation towards course-specific, teacher-specific, and group-
specific motivational components. A total of 107 grade 10 students were random

selected from three black secondary schools for the study.

The results of the study indicated that learning-specific motivational components do
affect ESL learning. In accordance with the students’ responses, areas needing attention
and improvement were identified for all three motivational components (i.e. course,
r, and group). Course content was found to be uninteresting and irrelev: t, the
teaching method and teaching/learning materials were found to be unimaginative 1d
uninteresting, -and learning tasks not to be motivating. With regard to the teacher, areas

found most wanting were a demonstrable competence and to a lesser extent, a
aspects of personality. Group-specific components which seemed to have the most
motivational potential were competitive and cooperative rewards structures, and t :
)i gave strong indications of cohesion. It was also found that factors external to t

classroom had great bearing on learning motivation.
This study has left the impression that if students’ opinions could be taken into acc

when designing learning programmes, their motivation, in general, could be s i '
nproved, as well as their performance and achievement in ESL learning.
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Opsomming

S srme: Motivering, swart sekondére skole, Engels as tweede taal, kursusinhoud,

leerwyse, leeropdrag, tweede taal onderwyser, tweede taal leerlinge, tweede ta:

Die doel van hierdie studie was om vas te stel of geleerdheid-spesifiecke kompol 2
van motivering leerlinge se tweedetaal aanleer kan beinvlioed. Die studie is in swart
sekondére skole in die Potchefstroomgebied uitgevoer. ‘n Vraelys is saamgestel « 1 die
leerlinge se motivering ten opsigte van kursus-spesifieke, onderwyser-spesifieke, en
groep-spesifiecke motiveringskomponente te ondersoek. ‘n Totaal van 107 Graad )

ge is lukraak gekies uit die leerlinge van drie swart sekondére skole.

Hierdie studie het aangedui dat geleerdheid-spesifiek motiveringskomponente die
aanleer van ‘n tweede taal beinvioed. Volgens die leerlinge se response benodig al

van - 3 motiveringskomponente (naamlik kursus, onderwyser, en gror ) aandag en
verbetering. Die kursus inhoud word as oninteressant en ontoepaslik ervaar, ie
leerwyse en leermiddele word as verbeeldingloos en oninteressant ervaar, en die
leeropdragte as ongemotiveerd. Wat die onderwyser betref, het veral bewese vermog,
en tot ‘n mindere mate persoonlikheidsaspekte aandag gekort. Groep-spesifieke
komponente wat die meeste motivering tot gevolg gehad het was mededingende en « :
ko-operatiewe vergoedingsstrukture. Dit is ook gevind dat faktore buite die laskamer ‘n

.groot invioed op leergedrag en motivering gehad het.
Hierdie studie kom tot die gevolgtrekking dat indien leerlinge se menings in aanr rking

m  rd in die ontwikkeling van leerprogramme, hulle motivering en taalgebrt

die algemeen aanmerklik verbeter word.
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significance is validated, and they also have to provide opportunities for relationst  building
(McCombs & Pope, 1994). Brophy et al. (1983) claim that the teacher’s presentation style, the
comments at t the work and tasks and feedback influence the amount of effort (i.e. 10otivation)
students put into their work. According to Ellis (1994), students have different views abc the
kind of teacher they think is best for them; some prefer teachers who create space for them to
pursue their own learning paths, while some prefer teachers who structure learning tasks more
tightly. Dreyer (1998), describing ‘a silent battle’ of conflicting teaching and learning styles
between teachers and pupils, states that this incongruence is frustrating for both, and interferes
h ‘ect :teaching and learning. Hyman and Rosoff (1985), Seaton (1993), and Kouba (1993)
support changing teaching styles to accommodate different learning styles; flexibility, choice, a

different challenges for students enhance interest and motivation.

ic motivational components refer to group dynamics which include competitiveness,
comparison with other learners’ progress and group cohesiveness (Ellis, 1985). Acc di to
Clément et al. (1994), social processes and dynamics of the classroom play an important
motivational role; there is a close association between students’ evaluation of their own learner
group and L2 learning behaviour. Some students might be motivated more by group v rk and
cooperating on a common goal than by individual efforts which reflect the academic achievement
of one person at the cost of other students (Purvis, 1983; Chambers & Abrami, 1991; rson,
1992; Dérnyei, 1994).

A review of the literature, therefore, seems to indicate that in addition to external factors that may
influence students’ motivation to learn (e.g. teachers on strike), factors specific to the learning

situation may also influence students’ motivation in the Black ESL classroom.

The following question needs to be addressed:
o > ESL students’ motivation towards course-specific, teacher-specific and group-

specific components in the ESL classroom in Black schools?

1.2 Purpose of the study
The purpose of the study is to:

» determine the ESL students’ motivation towards course-specific, teacher-specific and group-
specific components in the ESL classroom in Black schools.






1.5 Cha, er division

In chapter 2 motivation theories are discussed, and their relevence to classroom lear is
highlighted. Classroom learning is also discussed to highlight important aspects of Et arni
which are influenced by motivation. Chapter 3 focuses on the classroom learning- ecific
components, namely, the course, the teacher, and the group. In chapter 4 the method « research
employed in this study is discussed. Chapter 5 focuses on the presentation and discussion of the

results. Chapter 6 contains the conclusion and recommendations for future research.



Chapter 2

Motivation and ESL learning .

2.1 Introduction

The complexities of both motivation and second language (L2) learning have :ner 3d
extensive controversy and debate. It is accepted that motivation is one of the
determining factors in successful L2 learning (Gardner, 1985; Oxford & Shearin, 1 )4;
Dérnyei, 1994). Together with factors such as personality, learning style, aptitude, and
age, motivation influences the route along which students achieve, the rate and success
in acquiring the language (Ellis, 1985:99), as well as students’ attitude towards e L2
and L2 learning (Gardner, 1985). Motivation is extremely important in classroom 2
learning especially if it offers the primary opportunity for coming into contact with the L2.
It is also important when taking into consideration the social context in which lear

takes place; the differences in socio-cultural and classroom contexts can tran: ite into
difficulty for students, and misunderstanding between them and their teachers. his
would hold negative implications for motivation. Apart from these potential motivational
variables, South African Black schools have a unique history that has in part contrib

to the present learning problems.

Secondary schooling in Black South African schools has deteriorated markedly from the
1970s owing largely to protest politics which relied heavily on student sup rt
(Hartshorne, 1992). Hartshorne (1992:59-61) gives a number of reasons why
Y | n is facing a dilen 1. He claims that Ik

fundamental purpose of secondary education is one of the causes; whether s to
prepare young people to proceed into institutions of higher learning, or whether it is
geared towards the general development and upliftment of the community; what its
relationship is with the world of work; and to what extent the economic needs of the

country should influence it. He goes on to assert that Black secondary schooling has



failed in preparing students for the world of work. But, even more importan it s
failed to develop social and life skills, values and attitudes that will not o/ / build st
respect, but also respect for others and public property in a common shared socie

This manifests itself in poor performance at school, poor school attendance, dropping
out of school, drug abuse, gang formation, defacement of schools, disregard fi

authority, and failure rates that do not show any signs of abating. It is in contexts ke the
South African one where the assertion, “given motivation, it is inevitable that a human
being will learn a second language if he is exposed to the language data” (Corder,
1981:8) becomes significant. If an individual has the opportunity to learn (sc ol,
teacher), even if the conditions are not ideal, if the person is motivated, then ey will

find a way to achieve in spite of adverse conditions.

The problems faced by L2 students are daunting, and need to be addressed from
various angles that are not necessarily concurrent. While motivation research and
findings in no way claim to exclusively have solutions to L2 learning problems, it is
accepted that motivation is a prerequisite for success. The aim of this chapter is to
attempt to show why motivation is regarded as indispensable in L2 learning: what it is,
thé different types of motivation, and what different theories claim about motivation. ESL
learning is also discussed, to highlight some of the social contextual variables which
affect classroom learning and motivation. Input and interaction are also discuss

because they are one of the most important components for classroom L2 learning and
acquisition, and, therefore, have a bearing on motivation. An attempt is made to r ate
this discussion to the South African context, and specifically, to Black second vy

schools.

2.2 Motivation

Motivation is one of the factors that directly affect learning. A review of the literature (cf.
Ely, 1986b; Gardner, 1992; Scarcella & Oxford, 1992) has shown that motivation has a

direct relationship with the following: the use of L2 learning strategies, the extent of the



students’ interaction with native speakers of English, how much input they receive in
target language, how well they do on curriculum-achievement tests, the level of general
proficiency in the language, and how long learners persevere with and maintain L2 sk s

after language study is over.

The concept of motivation is not easily defined, especially in its application to 2
learning. There is also lack of agreement regarding the appropriate use of the te Ti

following section looks at definitions of motivation and its use.

2.2.1 Definition

Motivation is often defined in terms of the various components it consists of. While some
definitions refer to general human behaviour, others specify aspects related to 2

learning.

Wilodkowski (1978:13) states that between what gets a student to start and what h »s
that person to finish a learning task can be an incredible maze of motivation issues. He
states that motivation refers to processes that can: (a) arouse and instigate beha »ur,
(b) give direction and purpose to behaviour, (c) continue to ¢ »w behaviour to persist,
and (d) lead to choosing or preferring a particular behaviour. For Maehr (1982), ¢ d
Stipek (1988:12), there are five indices of behavioural patterns of motive : (a)
direction of an individual’s attention and activity, (b) persistence, the length of time spent
on an activity, (c) activity level, the intensity or half-heartedness of task-engagement, (d)
continuing motivation, returning to task without external incentives; ar (e)
performance, a consequence of the factors mentioned above. These definitions refer to

general human behaviour.

Gardner (1985), whose conception of motivation refers specifically to language learning,
lists the following as components of motivation: a goal, a desire to achieve the goal,

effdrt, and favourable attitudes towards learning the language. While attitudes t¢ r



learning the language might be implied under general terms, it is spelt out in Gardner’s

definition, and is considered very important in his work.

Gardner (1985) also distinguishes between motivation and orientation. Orientations refer
to a class of reasons for learning a second language, while motivation refers to the
directed, reinforcing effort to learn the language. Gardner and Tremblay (1994: 1)
explain that one’s orientation in studying a second language does not necessa
correlate with achievement, unless there is some degree of motivation. Oxford an
Shearin (1994:14) hold the view that motivation and orientation are easily confused
since they use the same basic terminology. They explain the orientation/motiva n
distinction through this example: a learner who registeré to take a language course
bnumber or class of reasons (orientation), and working hard to learn the L2 v en in

the course (motivation).

The definitions for motivation have the same basic elements: drive, desire, aims,
affective reaction and behaviour. Kolesnik (1978:3) lists some of the terms asso

with motivation: innate drives, urges, instincts, impulses, tensions, needs, freely ¢ sen
goals, purpose, pians, values, beliefs and aspirations. However, there is another
variable, attitude, which is not so readily accepted as an unquestionable componentt t

belongs in motivation terminology.

2.2.1.1 Motivation vs. attitude

Lambert and Lambert (1973:72) define attitude as “an organised and consistent1 n r
. thinking, feeling, and reacting to people, groups, social issues, or more generally, >
any event in the environment.” They identify thoughts and beliefs, feelingsor m ns,
and tendencies to react as components of attitudes. For Triandis (197 , r
- components make up attitudes: (a) a cognitive component, (b) an idea, (c) an : ective
component, the emotion which charges the idea, for example, feeling good or bad about
the idea, and (d) a behavioural component, a predisposition to act. The relevance of

attitudes in language learning can be gathered from the assertion made by Lambert and












Diagram 1: Gardner’s socio-educational model

Social Individual Language
milieu differences acquisition Outcomes
contexts

1
1
;
Integrativeness '
;
}
3

Formal Linguistic
ultural Motivation '
1
l veliefs ! Informal Non-linguistic
|
/’
i Attitudes towards i y
: . . . : /,
i | the learning situation i /
! :
| ' /
1 ' ’
____________________________________ 7’
\¢ K4
4
,/
4
Language /
/
aptitude

(Skehan, 1989:59).

The three variables (integrativeness, attitudes towards the learning situ: on, and
motivation) which fall under individual differences make up the integrative motive. The .
integrative motive is a key element of Gardner’s theory. It is its prominence that might
have led to the criticism that Gardner’s work initially placed undue import:
in ive motivation. The social milieu is the context where attitudes and  sectations
" n | Individual differences are influenced by the milieu, and they, i n,
influence contexts of language instruction; the formal and informal. Language aptitude is
more influential in formal learning contexts than in informal contexts, while motivation is
influential in both formal and informal contexts. Explicit instruction in schools and
unstructured acquisition-oriented settings influence learning outcomes, which are oth

linguistic and non-linguistic. Linguistic outcomes refer to language knowledge and skills,

13



and non-linguistic outcomes refer to interest in learning more about the la uage
(Gardner, 1983:223).

Gardner’s work has been criticized for placing more emphasis on integrative motivation
an on instrumental motivation, which is considered to be as important to language
learning motivation. The debate surrounding the two types of motivation is discussed

below.

2.2.2.1.1 Integrative and instrumental motivation

Integrative motivation refers to a drive to acquire the language of another group
language community because of a desire to be associated with, or to be like members of
that community. Instrumental motivation, on the other hand, is related to a desire to iin
personal benefits as a result of learning the language. The two constructs have
warranted equal attention, or rather, they have not always assumed positions of eq
importance, a discrepancy that has not gone unchallenged. This section exami s the
debates concerning the type of motivation that “best” promotes L2 achievement,
motivation orientations that are not distinctly integrative nor instrumental, and v € er

motivation is the cause of .2 achievement, or whether it is the result of L2 achiever

A prominent argument in integrative-instrumental discussions is which type of motivation
best brings about successful L2 learning and acquisition. Gardner’s belief (1979:193:)

t integratively motivated students stand a better chance of successful L2 leaming has
had fairly extensive support (e.g. Gardner, Smythe, & Brunet, 1977; Gardner, Smythe &
Clément, 1979). However, there are a number of opposing findings. In her : idy,
. Lukmani (1972) reports that instrumental motivation was found to be more p sly
related to achievement than integrative motivation. Oller et ¢ (1977) also fou { t
instrumental motivation was related to ESL proficiency rather than integrative motivation.
Strong (1984) reporis that a positive relationship between integrative motivétion and
acquired English proficiency did not exist. Genesee et al. (1983) found that expected

motivational support from the target language group did more to facilitate L2 learning

14









gives a schematic representation of human needs in their hierarchical importance,

beginning from the bottom to the top.

Diagram 2: Maslow's hierarchy of needs

/Actualisation

Self-esteem *approval,

*competence, *recognition
Belongingness and love
Affiliaﬁon, *acceptance, *affecﬁorx
/ Safety* security, \
*psychological safety
Physiological
*food, *drink

(Maslow, 1954:).

Physiological needs refer to appetites and body needs. These needs are con: ered
most important because to a person lacking food other needs assume secol ary
importance. Once physiological needs arei.satisﬁed, other higher needs are push to
the fore. Safety and security needs refer to stability, dependency, protection, freedom
from fear, anxiety and chaos, need for structure, order, law, limits, and stren¢ in the
protector (Maslow, 1954:39). For a child, safety could be routine and mi ty; fety
will be manifested differently due to factors such as age. Belonging refers to the need

nate relations with people generally, and with specific groups or with family. If
this need is not satisfied, it could lead to loneliness, feelings of being ostracised, and
rejection. Esteem needs refer to stability, elevation of the being, self-respect, and the

esteem of others. Also included are desires for strength, achievement, adequa

17



confidence, reputation, prestige, status, fame and glory, recognition, dignity and
appreciation (Maslow, 1954:45). Satisfaction of these needs leads to feelings of self-
worth and confidence, as well as feeling useful and necessary as opposed to :eling
inferior, weak and helpless. Self-actualisation refers to the desire for self-fulfilment, to
become everything that one is capable of becoming. This need finds different

expression in people: athletically, creatively, academically, or artistically.

Maslow (1954:51) cautions that it is not the rule that these needs always follow is
hierarchical pattern; some needs do override others. For example, when a ne¢ as
been satisfied for a long time, it might be undervalued and taken for granted. = e

implications for classroom learning are extensive.

2.2.2.2.1.1 Implications for classroom learning

The classroom serves as a cosmos in which basic human needs have to be satisfied
within the context of what takes place in it (Lindeque, 1996:154). The following are

examples of how needs of students are manifested:

e need for certainty: “What is expected of me?”

* need for security: “What will happen if | fail this test?”

¢ need for friendship: “Why can't | ask Mary about her answer?”

Students are bound to have different needs.at any given time, which makes it impossil

to lay emphasis on one need. A student that has not had food before coming fo sch
will find it difficult to give full attention to classroom proceedings, as a basic need has not
been satisfied. The teacher might not know the reasons for the student’s inattentive ss
or lack interest, 1d ght not be able to act on it, were it known. Aqother st :nt

t urity needs, or a need for love and | onging. In

numbers of students, it can be difficult for a teacher to be attuned to the needs e
student, and even more difficult to give the necessary individual attention. However, this
is not to say that it is only the teacher that can satisfy the needs of students; fellow

students are also integral to the satisfaction of needs (e.g. for love and belonging).
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Students who have suffered humiliating failure will not become autonomous students
until they are convinced that the teacher will support their efforts and that they can make
errors without being blamed or punished (Good & Brophy, 1995:349). Some students
might not feel secure enough to be autonomous students; they might feel more
comfortable working with other students. Forcing them to work alone might yield
miserable results, and it might be demotivating. Family and cultural structures also
influence student needs. Students used to guidance from parents might feel comfortat

in a classroom where the feacher takes charge, and students from a fairly conservative

background might feel secure if classroom learning is structured along similar lines.

This _.eory makes it clear that classroom motivation is not only dependent on  ermn:
factors, i.e. factors that can be manipulated or controlled by teachers or students, r
example, the choice of learning materials or choice of tasks to be completed. Needs
also be manifested differently in students (e.g. the need for belonging and acce ance
could be manifested in a jocular, playful and loud behaviour for one student, \
another student might be withdrawn and shy as a result of this need not being m
Grounds exist for misunderstanding on the teacher’'s part, since he/she might not

understand the causes of certain behaviours.

It is, therefore, desirable that teacher’s knowledge of factors that influence students’
behaviour e‘xtends to knowledge of what motivates students as human beings, and what
motivates students as individuals. It is hoped that if teachers are equipped with this
knowledge then they will develop a sensitivity to students’ neéds and behaviours. They
can also foster a classroom ethos where students can be encouraged to be sensitive to

their fellow students’ needs.

2.2. 2 Need for achievement

This theory is widely associated with McClelland (1951), and it is concerned with the
social origins and social consequences of the need for achievement (Mook, 1996). This

theory recognises that everybody has a need for achievement in one or other area, and
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that some people’s need is stronger and deeper than that of others. According to this
theory, an individual seeks goals that have not been attained; it is the expectation of a
goal that affects behaviour (Mook, 1996:542). The concern lies not with a subject’s
momentary desire to achieve, but with enduring characteristics. However, anind { |
could have high need for achievement, but unless the need is awakened by a challer :
or is roused to activity, it might remain dormant or submerged and have little effect on
the behaviour (Kolesnik, 1978:123).

Commonly identified as nAch, achievement motivation according to McClelland (1985),
is for people who prefer to achieve through their own efforts. People have to  able to
aftribute their success/failure to personal causation. Individual responsibility is a stro

factor. McClelland (1985) emphasizes a moderate degree of risk-taking in the e v,
that a sense of self-achievement would be maximized when the task is neither too
difficult, i.e. risky, nor too easy, i.e. devoid of risk. If there was risk, the e ectation
would be that success would be unlikely, and if there was no risk, there would be no

challenge.

2.2.2.2.2.1 Implications for classroom learning

- Students with a need for achievement show greater preference for difficult tasks, t
enjoy carefully calculated risks, where skill and ability are involved, and not chance
(« son, 1970:110). These students are confident in their ability and do not depen
luck or fate. They are also interested in concrete measures of how well they perform a
task. According to McClelland (1965), a high achievement motivation can be de

His theories and training were directed towards businessmen, but it is highly a|

idents as The following guidelines are based on Mc( :liand’s (1
tri 1ing strategies, and could prove useful in developing achievement motivation in

students:

e Create expectations that a person can, will and should change in a positive way as a

result of the training experience.
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o Have the student develop a clear conceptualisation of the behaviour or motive, and
he he should also learn precisely how the need for achievement is related to

successful performance.
i

e Show that the desired change is consistent \K{ith "d‘emands of reality, ryday

events, self-image, and cultural values.

e Get the student to commit to achieving concrete goalé in life related to e n

formed motive.

e Have the student keep a record of progress toward achieving goals to which he/she

is committed.

e Maintain an atmosphere in which the individual feels capable of guiding and directi

his/her own behaviour

A society that values achievement and success will most likely have students who h¢
the same values. The classroom environment is an opportune place where e nAch
motive can be fostered, given that it is a controlled environment. Sharpening students’
nAch motive is to work on inherent need; it is a question of awakening what is alrea
there. Instrumentality theories, on the other hand, deal with external factors, which are a

result of experience (cf. Section 2.2.2.3).

2.2.2.3 Instrumentality (expectancy-value) theories

The distinctive characteristic of these theories is the attempt to relate a on to the
perceived attractiveness or aversion of expected consequences (Feather, 1982:1).  hat
a person does is seen to bear some relation to the expectations that the erson hi 15
and the subjective value of the consequences that might occur following the action.
Amor the concepts that have been used are: incentive values, utilities, valences, and
reinforcement values, all of which can be positive or negative. The motivation types that
fall under this class of theories include attributive motivation and achievement

motivation.
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patterns. Students showed preference according to their beliefs about ability, ef
luck, and chose tasks that would demonstrate that, and not put into question their at

or effort. Diagram 3 indicates the relationship between attribution and achievement.

23



Diagram 3: An attributional model of achievement behaviour

Stage 1: Task evaluation
hope of success,
fear of failure
causal cognitions of
achievement task —» ability, effort, luck,
and task difficulty
expectancy of

success and failure,

that task
Stage 2: Goal-directed behaviour
hope of success, fear of failure
achievement- success or
—
related behaviour failure

expectancy of success and failure

Stage 3: Task and Ascription Re-evaluation

causal cognitions of /

pride or shame

success or failure — ¥ ability, effort, luck,
and task difficulty
expectancy of
success and failure
future achievement

tasks

(Weiner, 1972:355).
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e the teacher should provide sufficient challenge through a variety of approaches to

interest students;

e participation of students should be ensured, and responsibility must be required of

the students for activities; and

o students should be made accountable for their accomplishments in the classroom.

It is believed that achievement motivation can be learned, similar to the suggestion for
nAch motivation (Kolesnik, 1978). Home, family background, culture, gion al

environmental factors can influence achievement mc ration. Therefore, by
understanding the dynamics of achievement motivation, there is much that the school
and the teacher can do to develop the achievement motive and drive students to vi ie

achievement.

2.2.2.4 Reinforcement theories

Reinforcement theories focus on situations where behaviour is strengthened by r  ards.
The effectiveness of that reward or reinforcer bears some r¢ 1itionship to the drive or
motive active at the time of learning (Cofer & Appley, 1964:539). Reinforcers are also
referred to as ‘incentives’, but more commonly as ‘rewards’ in motivation literature. In
studies of motivated behaviour, the source of motives is seen as either extrinsic or
intrinsic. Intrinsic motives come mainly from within the individual, while extrinsic motives
come from the individual’'s outer physical environment, or from the i aréction between a

person and his/her perceived environment (Bigge & Hunt, 1980:34).

2.2.2.4.1 Intrinsic and extrinsic motivation
AN

Intrinsic motivation refers to an internal, personal motivational state of a student.
Exi motives exist when an individual is driven by reasons that have nothing to do

with the activity; when the benefits will come from outside the activity.
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Deci and Ryan (1985) claim that the pleasure and satisfaction of performing an
activity/task derives from fulfilling innate needs for competence and self-deterr iation.
Intrinsically motivated individuals feel that they are performing an activity because of e
challenge it presents to their competencies. The use of creative abilities called for by
challenging tasks also gives satisfaction and a feeling of accomplishment. Beliefs about
one’s ability to successfully perform tasks, referred to as efficacy (Ames & Ames,
1985:3), are an important aspect of intrinsic motivation. Important factors in int sic
motivation include effort expended towards achievement and accomplishment, a
reduction in fear of failure, and an awareness of one’s ability to influence events. C er

factors that affect intrinsic motivation are characteristics of a task and personal values.

Rewards are extrinsic; we engage in most activities for the rewards that they are likely to
bring. Cameron and Pierce (1994) claim that extrinsic rewards will not affect trinsic
motivation detrimentally; rewards will elicit compliant behaviour, and intrinsic motivation
will develop. Lepper et al. (1996:21) list three functions of rewards, and state how they
subsequently affect motivation: an instrumental or incentive function, an evaluation or
feedback function, and a constraint or social control function. The incentive func n
results in increased task engagement, which could lead to intrinsic motivation, or an
expectation of reward every time the individual engages in that task. As feedba |,
rewards could enhance an individual's sense of accomplishment, and in tum enhance
intrinsic motivation. On the other hand, failure could reduce sense of a ievement, an

intrinsic motivation. The social control function is that it may seem as though an external
agent is controlling the individual’s actions, which could give the impression that the
individual’s participation is extrinsic rather than intrinsic. These three functions of

rewards (instrumental, feedback and social control) are charted in Diagram 4.
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Kohn (1996) argues against extrinsic rewards as they affect intrinsic motiv on
adversely; giving learners rewards for performances might interfere with learners coming
to recognize the inherent value of performing well. Kohn (1996:21-22) draws attenti | to
the instrumental, feedback and social control function of rewards (cf. Diagram 4). The
perceptions of the instrumentality of an activity might determine whether, when, anc «

an individual engages in a previously rewarded activity. Rewards are an indication of
one’s ability in relation to others’ abilities, or to an accepted standard. Rewards could
enhance a student’s sense of competence and accomplishment, or it could reduce
them, with corresponding increases or decreases in intrinsic motivation. Kohn (1 6)
claims that it is impossible to isolate the effects of rewards and to claim that they

diminish intrinsic motivation because a positive or negative result is possible.

2.2.2.4.1.1 Implications for classroom learning

Students, especially teenagers, are unlikely to say that there are intrinsic rewards tc e
gained from studying (Csikszentmihalyi & Nakamura, 1989:53). The problem v
extrinsic rewards is that in their absence, students do not perform as well as they would
otherwise. Marks rewarded for tasks function as incentives, although a negative rest
could be that marks are considered more important than actual knowledge gained and
the pleasure and benefits of learning. Another effect of the marks-rewards system is
feedback it gives about ability. If a student a:ttains a low mark, there is a possit ty ata
student could take that mark as an indication of low ability, depending on the attributions

he/she makes. But low marks generally are not encouraging, regardless of caus

attributions.
2.2.2.4.2 Summary
Any theory md sation does not adequately explain classroom beh ron s

They focus on different aspects of the same process. Some theories explain

in terms of innate drives, urges, instincts, impuises, tensions, needs and other forces
which the individual has no control over. Other theories explain behaviour in terms of
freely chosen goals, purposes, plans, values, beliefs and aspirations. Motivation is not

fixed and constant; it changes depending on the learning situation and proc .
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Teachers are encouraged to carry out motivational teaching practices, with the e thi
they will influence the direction, strength and intensity of student motivation. Mot tion

is susceptible to the influence of other factors, and success is a strong motivator.

ESL learning and the variety of motivational conditions that exist in the classroom offer
problems that are not easily understood or solved by the teacher. In classrooms,
teachers have to contend with a wide range of motivated behaviours, and it an

difficult to find a starting point for dealing with various individual needs. TI ;is 1y
interaction and input has been chosen for this discussion, because they are aspects of
ESL learning that students receive equally, although they might react differer  to them.
The following section aims to highlight important ESL learning features andt :link ey

have with motivation.

2.3 ESL learning

Language learning is the process of internalising a language (Crystal, 1992 3).
Learning implies conscious effort exerted to try and gain some knowledge. Teaching
entails “planned attempts to intervene in the learning process” (Ellis, 1990:14), w
students are directed towards specific properties of the language and also towards
specific learning activities and tasks. Learning and teaching are often regar as
distinct from each other, because learning involves different factors such as intt ce,
memory, personality, and motivation, while teaching involves factors such as '
techniques, and styles (Crystal, 1992:218). While this might be the case, the two are
mutually supporting, especially in a classroom, where learning is almost tote
dependent on teaching. Motivation is important for both teaching and :arning to be

effective.

This section looks at the social context of classroom ESL learning as well as input and
interaction. The social context of learning is discussed in order to ighlight the fact that

students have experiences outside the classroom that they bring into the classroom, and
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which will have an impact on their learning behaviours and on the learning process.
Motivation to learn a second language can be influenced by the social context in which
learning takes place. Availability of input is mandatory for learning to take | ice
(Krashen, 1982); input can be regarded as one of the starting points of language
learning. Interaction in the classroom provides an opportunity for observable learning
behaviour. More importantly, interaction can be an indication of the motivational states
of students as it presupposes participation, personal involvement, and a taki |

initiative in some way (Van Lier, 1988:91).

2.3.1 Social context of ESL learning

This section looks at three social contextual factors that can affect ESL :arning
motivation, namely language attitudes, communicative styles, and age. ‘Age’ in this
context is used to refer to the adolescent stage in social development (i.e. youth), and
not the age (viz. chronological years) commonly referred to in discussions of individual
differences that affect L2 learning and acquisition (e.g. Krashen, 1985; Skehan, 2389).
South Africans’ language attitudes and language usage are characterised by
contradictions that can make the learning of ESL awkward for some. Communicative
styles which are influenced by, amongst other things, the myriad of cultural backgrounds
that students come from, may not be immediately obvious to teachers as fac s that
influence classroom communication. Teachers can, for example, incorrectly abel
students as quiet, uncommunicative and slow. The average secondary school st entis
at a stage (that of adolescence) which affects the behaviour as well as perceptions of
the student. For these reasons, these factors are considered important in understanding
external factors that can influence classroom learning motivation. Diagram 5 indicates
the relationship between these variables and motivation, as well as the interrelati ships

with each other.
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Diagram 5: Social contextual variables in second language learning

I Social context | _provides

leads to

A 4
| Attitudes (of various kinds) l

which appear in the learner as

v
Motivation |

which joins with other personal
characteristics such as

. 4 %
|Age/Youth lPersonalify | Eapabi lities revious knov E
[

I

all of which explain the use the
learner makes of the availat

Il;arning opportunities (formal or informal) |

the interplay between lea :r and
situation determining

\ 4
Linguistic and non-linguistic outcomes for the learner|

(Spolsky, 1989:28).
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2.3.1.1 Language attitudes
Dyers (1997:29) defines language attitudes as “strong positive or negative emo s
experienced by people when they are faced with a choice between languages a
variety of situations or are learning a language.” Language attitudes tend to be difficult to
assess because they are private and deep-seated. Factors that influence language
attitudes include: choice and preference of languages (e.g. status and association made
with a specific language), and use and functions of languages (e.g. forced or v intary
use of language) (Dyers, 1997). South Africa provides a perfect exam| 2 to view
language preference and use, as they are very distinct from each other; languages
preferred are not necessarily the languages that are used. Gough (1994) shows this
contradiction: among white South Africans, conservative Afrikaans farmers reve: e
atest knowledge of African Bantu languages, which most probably could not be said
of white supporters of more progressive parties. Speakers of African languages m:
reveal strong negative attitudes towards Afrikaans because of its past p@ tical
connotations but may actually be highly competent users of the language. In comg  'son
with Afrikaans, attitudes towards English tend to be positive, but when pitted against

African languages, attitudes towards English tend to be negative.

More importantly, language attitudes can influence the extent of success in learning a
language (Roos, 1990:27). The purpose of this section is to relate the socii context of
. language learning to the possible influences on language learning motivation. Spe ¢
focus is directed towards students’ reactions to language attitudes with regard )

English.

With language being one of the tools of self-identification, English in South African Black
communities carries more baggage than simply being a means of communication. There
is a distinction between those who speak the language, and those who cann  Bea

and Gaganakis (1991) conducted a study on the perceptions of Black students towards
English in non-racial private schools, and the extent of the students’ alienation. The

results of their study indicate that:
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Many students consequently developed strategies of “concealing
affiliation” by absenting themselves from school during boycotts, changi
out of school uniform before arriving home, avoiding speaking Engli

and carefully censoring their conversation.

Their situation is best understood as that of a transitory and intermediate
group in the process of becoming an elite. The contradictions which
flowed from this were reflected in central themes in the terviews such as
“the future”, “being sell-outs”, “being English speakers”, “being free”, or

the theme of “the poor”.

(Beard & Gaganakis, 1991:117).

The implication of the findings of Beard and Gaganakis (1991) is that language usage is
greatly influenced by language attitudes prevalent in the society. A negative attil le

towards English will not have a positive influence on learning it.

Gaganakis (1992:51) conducted a study on the complexities and challenges faced by
Black students in multi-racial schools. The focus is on the link between ethnic ider /
and the perceived prestige of the English language. This is part of what his re: arch

revealed on interviewing Black students:

English is perceived as the language of education, the medium of upward
social mobility and carries greater prestige than the vernacular at home.
As a result of such perceptions, English has a doubly alienating effect in
the township. Some students refuse to speak in the vernacular, w 3
others conceal their fluency in the language connected with middle-class

power and privilege.

it might be accepted that knowledge of English could be instrumental in accessing
jobs, etc,, it still might not diminish the negativity with which Black speakers of English
are viewed. For these students not to feel alienated in the communities, they are
conscious of their use of English, and aware that speaking English could draw

ur - i ition ~ them. Use of English is guarded.
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Students can pick up on these attitudes which are prevalent in their communities, € n if
they are subtle, and could possibly internalise them. These attitudes could affect their

motivation to learn, not necessarily negatively, but not always positively either.

2.3.1.2 Communicative style

Communicative style is defined as “the way language is used and understood in a
particular culture, which both reflects and reinforces fundamental cultural beliefs ab t
the way people are and the nature of inter-personal communication” (Johnson,
1995:59). Classroom engagement can be affected by a student's communicative

Cuiturally and socially learned ways of communicating tend to be different from those
expected in the classroom. If, for example, a student comes from a background where a
person does not answer a question unless it is directed to him, he/she will not volunteer
to answer questions that are directed to the entire class. The student will appear
withdrawn as opposed to students who come from a culture where a person as to
respond even if the question is not directed to him/her, and who behaves in the same
manner in the classroom. Not being able to voice opinions, or to be part of the general
classroom communication can be alienating and excluding. This could manifest its¢ as

a motivational issue.

2.3.1.3 Age/youth

Je as a factor that affects learning has been extensively researched and disc
under individual differences (e.g. Ellis, 1985; Skehan, 1991). Attention has been focuse
on the effect of age on the rate of learning. However, this section looks at age 1a
social context. The focus is on the student as an adolescent, and how this affects
learning motivation. According to Cummings (1995:493), classroom enga ment,
academic effort, and the degree of success or failure are ndt only influe d by
individual differences in skills, abilities, and predisposition, but also by situational and

contextual factors, including social contextual variables.
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Adolescence is a stage where formation of identity takes place, when the adolescent
begins to develop a sense of self (Cummings, 1995:234). Physical changes result in
emotional and psychological changes; the manner in which the teenager °
him/herself, the opposite sex, family, and the community changes. This is a stage in
their lives when they have intense experiences at home and outside the home.
Adolescents also tend to base their views of themselves on what others think or say of
them. There is also an awakening of feelings such as confusion, pride, self-respect,
disappointment with one’s self, personal standards, ideals, as well as the emergence of
a philosophy of life (Cummings, 1995). With regard to the classroom, teachers’ views of
them, for example, communicated through comments, and other students’ views : out
them could have a profound effect on their views about themseives and their ab  in
the classroom. This is not to say students have to be cushioned from these possi
unpleasantries, for that is not possible. But an understanding of the student as :
adolescent arms the teacher with knowledge for making provision in how they handle

teaching.

Belongingness, highlighted by Maslow (1954) as one of the basic motivational needs of
humans, is especially important to students of this age. Studies (e.g. Goodenow, 1993)
have shown that a sense of belonging and of being supported in a particc ir s ial
context encourages motivation and engagement. The extent to which they fe

accepted, respected, included, supported by others is important for effective functioning

in classroom activities.

Cummings (1995:474) reports on a study conducted on secondary school students in
the U.S.A. to find out what they would do if they were teachers trying to get students to

become engaged in the learning process. These are some of their responses:

“I hope to design my instruction to make learning fun and relevant. |

would like students to leave saying, ‘What are we going to do tomonr ™
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“Make subject relevant, keep lessons interesting, get them involved, keep

control of the classroom (as much as possible).”

These comments show that students would like to have their interests incorporated ito
classroom leaming and activities. This will make learning relevant, and w :ep
students engaged in classroom learning activities. However, the interests of adolescents
are more likely to be outside the classroom than inside. To direct and focus their
attention on leaming requires patience and skill on the teacher's part. e second
response makes an allusion to behavioural issues; there is potential for behaviour not to
be conducive to a learning atmosphere. Behavioural problems could lead to prc lems
between students and the teacher, and the conflict could give rise to a ost of
motivational problems. But it is necessary for students to understand that they : 2
ultimately responsible for their learning. Too often students are exempted from ki

responsibility for their learning; teachers are burdened with the sole responsi 1 of

ensuring that students achieve success.

It is imperative that it is understood that schools do not operate in a vacuum; ere are
external factors that manipulate what happens in classrooms. The classroom is not an
isolated entity; it is part of a larger community. But again, with full understanding of the
wider context within which learning happens, the classroom is a whole unit, which
makes it necessary that it be isolated to look at how various factors and components

interact in order to bring about motivated learning.

2.3.2 Classroom learning

The classroom exists for one purpose: to bring about learning. There are various factors
that influence or determine the outcome of teaching processes, for example, factc ;
pertaining to the student as individual, to the classroom as a place of learning, and to
the relationship between student and teacher. Anderson and Walberg (1974:153)
recognize that there are several components that make up the learning process. The
environment, aptitude, instruction, and learning are the four interactional components

that influence the outcome of classroom learning. Aptitude and the environment are
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€ as relatively unchanging and general. Learning and instruction are depen (
other variables; that which is true of them today does not necessarily ap sto« r

days. These four components are presented in Table 1.

Table 1: Components of classroom learning

RELATIVE CHARACTERISTICS

Locus Specific, Intended, Temporary General, Implicit, Enduring
| Student Learning (or Achievement)- a | Aptitude (or Ability)- a
change in (or state of) thought, | characteristic of the ind {ual
feeling or behaviour that predicts learning

Instruction- a stimulus intended | Environment- a stimulus, aside
Context to bring about learning from instruction, that predii ;
learning

(Anderson & Walberg, 1974:154).

The general characteristics are not the main focus of this study, but rather the temporary
and changing, specifically, instruction. While aptitude and the environment ca ot be
easily manipulated, instruction can be altered with the intention to bring about what can
be regarded as optimum learning. In keeping with Anderson and Walberg's ¢ )
explanation of instruction (i.e. a stimulus intended to bring about learning), the follc g
section is on input and interaction. Input can be regarded as the basic s nulus
necessary for L2 learning to take place. Interaction is also integral to language learni

Input and interaction can influence motivation in the way in which input is provided, the
type of input provided, who provides it, how it is presented to them, what students are
required to do in the classroom in relation to the provided input, and how students can
prc le ¢« nuli for themselves in order to learn. The following discussion focuses on
clarifying why input and interaction are essential to L2 learning, which will link up with

the discussion in chapter 3.
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2.3.2.1 Input and interaction

Input refers to the language data, utterances or texts, that the student is exposed to. is
“potentially processible language data made available to the student” (Smith, 1994:{
Krashen (1985:2) states that language is acquired by receiving comprehensible
through understanding messages. Although comprehensible input is not sufficient, it is
necessary for learning and acquisition. Diagram 6 illustrates the chain of order of the

processes in language learning which are related to input and interaction.

Diagram 6: A hierarchy of classroom learning processes

Aim: language learning

tasks
Intake cooperation

‘rraTmission

Input ~—— communication

infetaction

participation (action)

Exposure

attention

(Van Lier, 1988:94).

Instruction and learning are interactive processes, the effectiveness of which is
de r ned by the quality and quantity of reciprocal interaction (Le Roux, 1990:426).
While participation in the classroom is not equated with learning (Aliwright, 1980), it can
provide an indication of student motivation. It signals a willingness to learn. Int n

between students is as important as student-teacher interaction; different opportunities
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for L2 development are provided by each. Interaction encompasses another as ¢t of
classroom leaming, input, which can affect the motivational states of students.
Educational communication and interaction implies more than conveying content; it
affects feelings, attitudes, inter-personal relationships, motivational levels, and more (Le

Roux, 1990:427).

Chaudron (1988:5) points out that the student’s task is threefold: making sense of
instructional tasks that are posed in the L2, attaining sociolinguistic competence toa w
greater participation, and learning the content itself. Stern (1983:397) lists three
consequences of L2 learning which are affective, cognitive, and social. Affectively, e
student has to deal with the frustrations of non-communication, whereas he/she is apt in
the L1. Cognitively, the student has to contend with linguistic, semantic, and
sociolinguistic aspects of the second language. Socially, the student is emoti &

dependent on parent figures that provide the social norms that the child learns
unconsciously. For Cook (1991:92), the uniqueness of the L2 classroom lies in 2 fact
that language is involved in two different ways: the organisation and contrc of the
classroom takes place through language, and secondly, language is the actual sut ct

matter that is being taught. This turns the academic subject matter back on itself.

In a situation where students have almost no opportunities for direct contact with the
language outside the classroom, the students’ experience of the language is limited.
Everything the teacher does provides the student with opportunities for encounterin the
language (Cook, 1991:98). Therefore, in the short period that is allocated to ESL
learning in the classroom, the teacher will have to create an intensive Engli. -speaking
environment. There will have to be sufficient activities for listening, speaking, and
reading opportunities that are not available outside the classroom. The situation at is
becoming noticeable in many Black secondary schools in South Africa is the absence of
su :nt input provided in the target language. Although official policy states at e
exclusive medium of instruction is English, in practice, it is different. For example,
studies by Amuzu (1992) and Meyer (1995) show that the ten :ncy is to use the

vernacular as the medium of instruction. The usual reason given by teachers is that
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The motivational value of interaction lies in input, questioning behaviour, feedback, an

student-teacher relations. There are several issues that arise: matching the prof :ncy
of the students with input they receive, the quality of that input- interest and r svance,
and methods and techniques used to present that input. These i 2 discussed in the

following chapter.

2.4 Conclusion

In this chapter, motivation theories that are thought to have direct relevance for
classroom learning were discussed. Practical classroom implications of the eories
were highlighted. The social context of ESL learning provided a broader understanc g
of classroom learning, of which input and interaction were given special me on

because of their motivational potential.

ESL learning in Black South African secondary schools requires a transformation of
diverse components, both inside and outside the classroom. This study hi es to
contribute by drawing attention to motivating practices in the classroom. The follc

chapter looks at specific classroom components and their relationship with language

learning motivation.
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proc ure refers to classroom techniques, practices, and behaviours observe

thod is used. The components of a design are presented in Diagram 7.

Diagram 7: Elements of design that constitute a method

Defgn

a. The general and specific objectives of the method

b. A syllabus model
-criteria for the selection and organization of linguistic and/or
subject-matter content

c. Types of learning and teaching activities
-kinds of tasks and practice activities to be employed in the
classroom and in materials

d. Learner roles
-types of learning tasks set for learners
-degree of control learners have over the content of learning
-patterns of learner groupings that are recommended or
implied
-degree to which learners influence the learning of others
-the view of the learner as a processor, performer, initiator,
problem solver, etc.

e. Teacher roles
-types of functions teachers fulfil
-degree of teacher influence over learning
-degree to which the teacher determines the content of
learning
-types of interaction between teachers and learners

f. The role of instructional materials
-primary function of materials
-the form materials take (e.g. textbook, audiovisuals)
-relation of materials to other input
-assumptions made about teachers and learners

Adapted from Richards and Rodgers (1986:28).

1

v

These different elements of a design (i.e. learning and teaching activities, learner roles,

teacher roles) are incorporated into the method. The approach to teaching (i.e. theories of the
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Table 3: Roles of a teacher

Activity Role
The teacher giv-- *1structions for students to get into groups Manager
The teacher asks students to repeat a sentence for pronunciation | Model
practice
The teacher goes round listening to pairs practising a dialogue Monitor
The teacher advises students on how best to  proach a task Counsellor |
The teacher explains when the present tense 15 used Informant ]
The teacher provides material and guidance to enable students to work on | Facilitator
their own
The teacher stays behind after class and discusses pupil's personal | Social worker
_problems which are affecting their work
The teacher chats with students over coffee or arranges a cinema visit | Friend
with the class _

(Prodromou, 1994:35).

3.3.2 Teaching styles

Teaching styles are a combination of teachers’ personalities, their competence and tea 1g
expertise (Lindeque, 1996). Each aspect of a teacher's style has important motivation:

consequences for learners; it can either enhanc  or hinder motivation to learn.

3.3.2.1 Matching teaching and learning styles

It has been the finding of a number of studies (e.g. Kinsella, 1996; Oxford & Green, 1€ :
Sullivan, 1996; Dreyer, 1998;) that when students’ learning styles are matched with teachi
styles, there is a positive relationship between learning and achievement. There are students
who are readily able to adapt their learning styles (i.e. who have a versatile style of learni ),
but there are also students who have a prefeh 1 way of learning, and who have to contend
with a method of teaching that is not related to their own style. These students are « ' to
show little interest and be poorly motivated to partake in classroom learning activities. It is not
possible to match all the students’ styles with aching styles; an array of teaching st 3s is
necessary. The following section focuses on a classification of teaching styles, learning st s,

and style conflicts that occur as a result of mismatching.

3.3.2.1.1 Classification of teaching styles
Teaching style refers to general patterns of teaching behaviour. The importance of teaching
styles lies in the recognition that students hav individual differences in the way they learn.

Teachers d to be aware of their own learning and teaching styles, as well as the learning
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group (Mudrack, 1989:38). However, there is consensus as to what group ¢ 5
1 : connectedness (O'Reilly & Roberts, 1977), strong ties within a g
(Granovetter, 1973), desire of members to remain in the group (Zander, 1979), and

commitment to the group (Piper et al., 1983).

The primary factor that keeps classroom groups together is their goals. In a classroom the
entire purpose of being put into groups is to ork around a task, and working towar a
common goal. If a member receives a desired | source in a group, it is likely that he will want
to keep things as they are by helping to maintain the group or by working to ensure its
effectiveness (Cartwright & Zander, 1960:88). In a classroom, the ‘resource’ is kely to be
task achievement. If a student is part of a -oup that works well and com s ta

successfully, then that student will be motivatec >wards groupwork. There is also comparison
with other groups. A group that performs better than other groups is likely to be gjarded

favourably.

A cohesive group is one that provides satist tion for the members, or provides a t h
probability of doing so. Because it represents source of satisfaction, the group <es on
value for the members; their own needs are best served by serving the welfare of the group.
Pressures toward uniformity are stronger in a more cohesive group be ise of the value
attached to the group. Members accept these pressures because the standards are important
for the group, and important to maintain their acceptability in the group (Cartwright & ander,
1960:175).

Diagram 9 gives a schematic representation of processes which shape e character of

groups, and it also illustrates the motives which ffect cohesion in groups.
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Diagram 9: Outline of group roles and | ocesses affecting motivation

| Group orgc zation —]
[ Group role requirements |
Interacting with Gaining group  Positive relations Cooperating Acting
peers effectively acceptance with peers with peers democratic vy

|Gr'oup motive patterns |

v
Desire to interact Desire for Favourable attitudes Desire to have Desire to
socially and continuing toward peers cooperative/ parti atein
affiliate with others belongingness collaborative democre
in a group relationships processes

Utilization of positive and negative sanction to guide
the activities of non-grot members and members
temporarily or permanently not in good standing

(Miner, 1993:22).

Group role requirements refer to characteristics that are necessary to pro S
cohesion, and group motive patterns are the rc sons why individual learners want to be  rt
of a group. The positive attitudes of motivated groups can act as deterrents for those se

naviours would not enhance group goals. C 1ssroom learners already constitute a group
where positive relations have to be fostered, but also when they are assigned group ta 5 (cf.
Miner, 1993).

Group composition and pressure are factors at are likely to affect participation in group
work. Sometimes the students are grouped by the teacher, and are likely to end up with
people they would not have chosen for themselves, for any number of reasons. Joining a
group voluntarily will affect the level of enthusiasm and effort a student puts into com| ting a
given task because of personal choice. However, involuntary membership without the option

of leaving the group if the association is not to one’s liking will have a negative impact on
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students’ work as well as in the attitude tow: Is that task. Groups can also Con
pressure on members who do not meet standards set by others; the pressure could increase

anxiety and cultivate a negative attitude towards groupwork (cf. Miner, 1993).

A positive group relationship impacts positivc ' on other learning aspects, for example,
_discipline. It is easier to handle a group of .udents that have positive relations ( ig
democratically, considerately, and cooperative than students who are not used » b g

part of positive group processes..

3.4.2 Classroom reward structures

The concern of most researchers of classroom reward structures is which reward structure
leads to greater motivation and thus greater act vement. According to Ames (1984 , €
motivational processes within each goal structure can be analysed in relation e
dispositional factors that provide the basis for self-evaluation and attribution, which erive
from different sources of performance inf mation and result in different affe =
consequences. The most contrasted are comp itive and cooperative reward structures, the

third reward structure being individual reward structure.

Table 4 demonstrates the level of interpersonal relationships that are fostered by the different

reward structures. The table also puts into perspective the discussion of the three reward

structures that follow.
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3.5 Conclusion

The aim of this research is to find out wh learners’ feelings are about the different
components that make up classroom learning. 1is knowledge will assist in making tea ers
understand what their learners need from th: 1, because dealing with huge classes and

undertaking to motivate it could be a perplexing sk.

The discussion in this chapter centred on motivational variables at are specific to the
classroom situation. The course, teacher and oup dynamics were exami d to determine
motivational characteristics for each component. The discussion was related to Sot rican

Black secondary schools as far as possible.
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after consulting with the teachers in each school, a double period was assi 1ed f
administering the questionnaire.

e Vocabulary: some terms were difficult for e subjects to understand, requiring some
guestions to be rephrased and some.igrms to pe changed.

e Incomplete questionnaires: There was a ten ‘ancy to leave some questiori“s unanswered.
Despite pleas, when the actual study was « rried out, there still remained unanswered

questions in aimost all the questionnaires.

The actual study was conducted in three schoc instead of the anticipated four; one of the
schools was embroiled in strike action. The researcher was responsible for distrib I an
collection of questionnaires. The researcher w: also present during the answering e

questionnaires.

4.2.5 Analysis

The findings of the study are analysed by using descriptive statistics (freguency cou ; and
percentages). The results are presented in tabular form for the Agree/Disagree type of
questions. The responses of the open-ended qi stions were grouped into categories (post-

hoc) according to similarity of response.

4.3 Conclusion

This chapter laid out the manner in which the study was conducted. Frequency and
percentages were calculated, and answers to open-ended questions were analysed. The
following chapter presents and discusses the 1dings of this study, which will hopefully
contribute valuable information regarding ESL  arning in Black secondary schools in the
Potchefstroom area. This study does not claim that the findings are generalizable.
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