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OZET

Necmettin Erbakan Universitesi, Egitim Bilimleri Enstitiisii
Yabanci Diller Egitimi Anabilim Dal1
Ingiliz Dili Egitimi Bilim Dali
Yiiksek Lisans Tezi

YABANCI DIiL OGRENEN LiSE OGRENCILERININ AKADEMiK
MOTIVASYONLARI IiLE ZIHNIYETLERI ARASINDAKI ILISKIYE YONELIK BiR
ARASTIRMA

Zeliha MERMER

Bu ¢aligmanin amaci, lisede yabanci dil 6grenen dgrencilerin akademik motivasyonlari ile zihniyetleri
arasinda bir iliski olup olmadigini aragtirmaktir. Caligma, dncelikle sayisal veri toplamayi igeren nicel bir yontem
kullanmaktadir. Bu ¢alismada iki Likert 6l¢egi kullanilmistir: Her bir 6grencinin akademik motivasyon diizeyinin
cesitliligini degerlendirmek i¢in Karc1 & Giindogdu (2018) tarafindan gelistirilen "Ingilizce Ogrenmeye Y6nelik
Motivasyon Olcegi" ve katilimcilarin zeka ve yetenek algilarini 6lgmek igin Y1lmaz (2022) tarafindan olusturulan
"Zihniyet Kurami Olgegi". Mevcut ¢alismada, durumu betimleyecek bir dizi veri toplamak icin, arastirmacinin
tamamen betimsel bulgular iiretmek amaciyla gézlemlere ve 6l¢iimlere dayanmasi gereken deneysel olmayan bir
aragtirma tasarimi kullanilmistir (Thompson ve Panacek, 2007). Bu c¢alisma Sirnak'in Giigliikkonak ilgesindeki
Anadolu Imam Hatip Lisesi'nde 11. ve 12. smifta 6grenim gdren 84 dgrenci ile gerceklestirilmistir. Yaslar1 15 ile
19 arasinda degisen 38 kadin ve 46 erkek katilimci bulunmaktadir. Toplanan veriler, akademik motivasyon ve
zihniyet arasinda herhangi bir iligki olup olmadigini ortaya ¢ikarmak i¢in SPSS versiyon 25.0 ile analiz edilmistir.
Bu siirecin sonunda, bu ¢alismanin veri analizi cesitli sonuclar ortaya koymustur. Ilk olarak, lise 6grencilerinin
akademik motivasyon diizeyinin yiliksek oldugu bulunmustur (ortalama toplam motivasyon puant
59.68+11.12'dir). ikinci olarak, dgrenciler bilyiime zihniyetine yonelik bir egilime sahiptir. Ancak, akademik
motivasyon ile cinsiyet arasinda anlamli bir fark bulunmazken, zihniyet ile cinsiyet arasinda anlaml bir fark
bulunmustur. Erkek katilimeilarla karsilastirildiginda, kadin katilimcilarin sabit benlik teorisi puanlari énemli
Olglide daha yiiksektir (1(82) = -2.286, p < .05). Ne yazik ki, bu durum kadmnlarin genellikle deger gormedigi ve
bakis acilarinin bolge ¢apinda yeterince desteklenmedigi fikriyle iliskilendirilebilir. Basitge ifade etmek gerekirse,
cografya insanlarin hayatlarini sekillendirmede ve kaderlerini belirlemede 6nemli bir rol oynamaktadir. Son
olarak, bu ¢aligmada biiyiime zihniyeti ile akademik motivasyon arasinda pozitif bir iliski oldugu bulunmustur (p
<.05, **p < .01, ***p < .001).

Anahtar Kelimeler: Akademik Motivasyon, Lise, Dil Ogrencileri, Zihniyet
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ABSTRACT

Necmettin Erbakan University, Graduate School of Educational Sciences
Department of Foreign Language Education
English Language Education Program
Master Thesis

AN INVESTIGATION INTO THE RELATIONSHIP BETWEEN ACADEMIC
MOTIVATION OF HIGH SCHOOL FOREIGN LANGUAGE LEARNERS AND
THEIR MINDSET

Zeliha MERMER

The purpose of this study is to investigate whether there is a relationship between academic motivation
of high school foreign language learners and their mindset. The study employs a quantitative method that involves
collecting primarily numerical data. Two Likert scales were utilized: "The Motivation Scale Towards Learning
English" developed by Karci & Giindogdu (2018) to evaluate the diversity of each student's academic motivation
level, and "The Mindset Theory Scale" created by Yilmaz (2022) to measure the participants' perceptions of their
intelligence and ability. To gather a set of data to describe the condition, the current study used a non-experimental
research design in which the researcher needs to rely on observations and measurements to produce purely
descriptive findings (Thompson & Panacek, 2007). This current study was carried out with 84 students of 11th
grade and 12th grade at Anatolian Imam Hatip High School in Giiglitkonak, Sirnak. There were 38 female and 46
male participants, with a range in age from 15 to 19. The collected data were analyzed by SPSS version 25.0 to
reveal whether any relationship would exist between academic motivation and mindset. At the end of this process,
the data analysis of this study presented several results. Firstly, it was found that high school learners’ academic
motivation level was high (the mean total motivation score is 59.68+11.12). Secondly, the students tended a growth
mindset. However, there was no significant difference between academic motivation and gender while there was
a significant difference between mindset and gender. Compared to male participants, female participants had
substantially higher fixed self-theory scores (t(82) = -2.286, p < .05). It is unfortunately relatable to the idea that
women are often undervalued and their perspectives are not adequately supported around the region. To put it
simply, geography plays a significant role in shaping people's lives and determining their destiny. Finally, there
found to be a positive relationship between growth mindset and academic motivation (p < .05, “p < .01, ™p <
.001).

Keywords: Academic Motivation, High School, Language Learners, Mindset
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CHAPTER |
1. INTRODUCTION

This study investigates the level of academic motivation of high school foreign language
learners and their mindset type and aims to find out whether there is a relationship between
them. In this chapter, first, the statement of the problem and purpose of the study will be
explained. Next, research questions and the significance of the study will be presented. Then,
assumptions, limitations, and definitions of some key concepts will also be included in this

section.

1.1. Statement of the Problem

It has been commonly accepted that learning a second or foreign language (L2,
henceforth) has gained popularity over time. People learn a language in a developing and
changing environment either out of need or out of curiosity. English is one of the most
commonly spoken languages worldwide and is particularly preferred as L2 due to its numerous
advantages. For example, learning English develops networking and communication skills,
creativity, and self-confidence (Palomo Blazquez, 2018). Also, it is considered essential for
future career planning and advanced training, and these are accepted as factors affecting
motivation (Kyriacou & Kobori, 1988). Learner motivation, which has been of great interest to
L2 experts over the past few decades plays an important role in the language learning process.
Dornyei & Otto (1998) asserted that motivation lies at the heart of L2 learning. Students who
have the motivation to learn a new language can be more eager to actively participate in the
learning process because motivation positively affects language learning. In the same vein,
Cook (2001) contends that language learning becomes more effective when motivation is high.
Hence, it is impossible to deny that motivation has a significant impact on students’ language

learning.

L2 motivation can be defined as making an effort to learn a language, having the desire
to learn, and performing the necessary activities to practice L2 (Gardner, 1985). According to
Gardner (1985), L2 motivation consists of three parts: motivational intensity, the desire to learn,
and an attitude toward language learning. Individuals who possess these three essential
components can find the drive to acquire a new language, and with perseverance, eagerness,
and regular training, they can achieve success. It has also been accepted by teachers and

researchers that motivation is one of the main factors in L2 learning success. Dornyei &



Hadfield (2014) posit that the academic achievement of learners in L2 is influenced by
motivation to a large extent. That is, highly motivated students who expend the effort to study
and believe in their abilities are more likely to succeed in L2 environments. This is also
supported by Reece & Walker (1997), who stated that underprivileged students who are highly
motivated can succeed more than intelligent students who are not well motivated. Thus, it can
be said that students’ motivation level plays a more pivotal role than their intelligence in L2

SUCCeSS.

The effect of motivation on behavior and academic success is very clear and worth
examining. Individuals who do not have enough motivation, cannot reach their goals, even if
they have good teachers, remarkable skills, and the appropriate program (Dornyei & Otto,
1998). That is, motivation is a crucial power that drives individuals to explore new things and
continue with their efforts to achieve their goals voluntarily. By activating this power,
individuals' academic achievement and academic motivation levels may be increased. It is
among the primary responsibilities of educators to make an effort to maximize students’

motivation levels and to help them succeed in learning a new language process.

In the language learning process, another key factor is a mindset that leads people to
think about themselves (Dweck, 2006). According to Dweck, people’s mindsets that cover a
fixed, and a growth mindset have a significant impact on language success, career, and
interpersonal relationships even if they are not aware of it. Likewise, Bai & Wang, (2020)
conducted a study related to the effect of a mindset on self-regulated learning, motivation, and
English language learning achievement. It has been found that a growth mindset has more effect
on self-regulated learning and the participants’ success in learning English is significantly

influenced by self-regulation.

According to Ng (2018), there is an interplay between growth mindset and intrinsic
motivation and these two concepts positively affect student learning and outcomes. Growth-
minded students are open to posing some questions to discover their skills and improve them
with hard work, effort, and practice. Self-aware students may have a nice grasp of how to
motivate and inspire themselves to learn and acquire information. Those who are intrinsically
motivated can use their independent judgment to obtain new knowledge and internalize it with
intrinsic factors such as attention, memory, and motivation. Thus, the link between a growth

mindset and intrinsic motivation is important for academic performance.



In the first lesson in 2021, in the region, when the researcher of the present study was
appointed as an English teacher in Sirnak, it was observed that students had some prejudice
about learning a new language. The students believed that learning English was like learning
mathematics, consisting only of formulas because they were taught English grammar in
elementary and secondary school, rather than the skills of reading, writing, listening, and
speaking. Another prejudice was related to the use of English in Tiirkiye. In the classroom, it
was perceived that learning English was a waste of time because there was neither one nor a
chance to practice. Additionally, students only had two hours per week to improve their
language skills with the teacher, which was not enough to learn and speak English fluently. It
was also thought that learning English was very difficult because it was not a language that
people could read as easily as they could write, so even if students learned a lot, they would not

succeed.

As mentioned above, it has been observed that many students hold biases towards
learning English, which must be broken before the beginning of the teaching process. As a
researcher, the teacher has noted that these biases may stem from a fixed mindset, which can
negatively affect the students' motivation to learn English and their willingness to engage with
related material. To effectively motivate students during instruction, it is important to
understand their mindsets. Therefore, it is necessary to shed light on student's areas of concern

to identify the underlying reasons for their prejudices about language learning.

1.2. Purpose of the Study

There are two types of mindsets namely growth and fixed mindset. In a growth mindset,
people believe that their basic abilities can be developed through dedication and hard work
whereas people who have a fixed mindset believe their basic qualities such as their intelligence
and talent are simply fixed traits (Dweck, 2006). Fixed-minded people think that focusing on
their intelligence to develop with effort, hard work or practice is a waste of time. Before the
study, the researcher observed that most of the students were towards to fixed mindset because
they had some barriers to learning English. Thus, to have a deeper understanding of the learners’
background for effective training, the researcher decided to look into the mindsets, and
motivation levels of the students. Therefore, the study aims to shed light on these two contexts.
The study basically focuses on the academic motivation of high school students, their mindset
types, whether there is a relationship between them, and whether students’ academic motivation

levels and mindset types differ according to gender.



In the present study, 84 junior (11th) and senior (12th) students from Anatolian Imam
Hatip High School in Giigliikonak, Sirnak were included. The age range of the group was 15 to
19 years old. The researcher deliberately chose to work with 11th and 12th-grade students for
two reasons: First, as non-native speakers of Turkish, 11" and 12" graders have more
competence and experience in Turkish compared to 9" and 10" graders. Second, the researcher
herself attends the classes of these grades, making it easier for her to observe them in the

research process, as part of convenience sampling.

1.3. Significance of the Study

Having a close look at the previous studies, it can be seen that motivation is key to L2
learning (Dornyei & Otto, 1998). Students who are motivated to learn a new language may be
more ready to actively participate in the learning process because motivation positively
influences language learning. It is important to note that achieving high levels of motivation in
the classroom results in accomplishment (Moulaert et al., 2004). Similarly, Siiriicii & Unal
(2018) claimed that motivation is the most important aspect in determining students’ academic
success and a teacher plays a critical role in the development of motivation of learners. It is
impossible to deny that teachers have a place in students’ lives not only with their academic

knowledge but also with behaviors, attitudes, beliefs, and mindsets.

Mindset is also a concept that highly affects individuals’ lives and their language-
learning motivation. Considering the academic process, there are many differences among
students. Some students have the potential to succeed in L2 learning while others need to put
more effort into learning new languages. According to Dweck & Yeager (2019), this situation
is due to the types of mindsets that students have. Mindset Theory (Dweck, 2006) covers a
growth mindset and a fixed mindset. According to Dweck, individuals with a growth mindset
believe that their basic abilities can be enhanced through dedication and hard work, while those
with a fixed mindset hold the belief that language acquisition is an innate ability that cannot be
developed through practice or effort. Fixed-minded people also think that their fundamental
characteristics, such as their intelligence or skill, are just fixed attributes. They also think that

success is only the result of brilliance, not hard work (Dweck, 2015).

As can be seen above, some research has been conducted on academic motivation and
mindset separately. However, there has been very little research done on the relationship
between the academic motivation of high school learners and their mindset in the ELT field.

Regarding the gap in the literature, this present study focuses on this need and sheds light on

4



whether there is a relationship between high school students’ academic motivation and their

mindset.

1.4. Research Questions

This study searches for answers to these Research Questions:
RQ1: What are the motivation levels of high school students?
RQ2: What types of mindsets do high school students own?

RQ3: Is there a significant difference between students’ academic motivation in terms of

gender?
RQ4: Is there a significant difference between students’ mindsets in terms of gender?

RQ5: Is there a relationship between high school student’s academic motivation and their

mindset?

1.5. Assumptions
In this study, it is assumed that:
e All participants frankly and sincerely respond to each item in data collection tools.
e All participants eagerly participate in the study and freely answer the questions.
e Instruments that are used in this study can fairly measure the participants’ academic

motivation and their mindset.

1.6. Limitations

Two limitations of this study may inhibit the generalizability of results. Firstly, this
study is limited to 11th-grade and 12th-grade students who are studying at Anatolian Imam
Hatip High School which is located in Giigliikonak, Sirnak in the 2022-2023 Academic Year.
Secondly, due to regional conditions, the study used a non-experimental quantitative research
design. This is because students in this area do not regularly attend school as they work in
various locations throughout Tiirkiye. As a result, the number of students in a classroom is
always changing. Therefore, a non-experimental quantitative research design seemed more

appropriate and practical for this study, which is another limitation to consider.



1.7. Definitions of Key Terms
Mindset: A person’s assumptions, beliefs, or mental attitudes.

Mindset Theory: “A social-cognitive approach that stems from goals and goal-oriented

behavior and relates to individual differences in beliefs and values” (Dweck & Legget, 1988).

Growth Mindset: An approach to life in which people believe that their intelligence, talent,

and abilities can be developed with hard work.

Fixed Mindset: An approach to life in which people believe that their intelligence, talent, and

abilities are fixed traits and unchangeable.

Motivation: “A psychological construct that refers to the desire and incentive that an individual

has to engage in a specific activity” (Loewen & Reinders, 2011:119).

Intrinsic Motivation: “Deals with behavior performed for its own sake to experience pleasure
and satisfaction, such as the joys of doing a particular activity or satisfying one’s curiosity”

(Déornyei, 2001).

Extrinsic Motivation: An incentive to engage in a specific activity, especially motivation

arising from external factors such as the expectation of reward or punishment.

Amotivation: “Reduction in the motivation to initiate or persist in goal-directed behavior”

(Barch & Dowd, 2010).



CHAPTER II
2. LITERATURE REVIEW

The main goal of this study is to investigate the relation, if any, between the academic
motivation of high school learners and their mindset. First, this chapter will give a theoretical
framework on the notions of motivation, academic motivation, and amotivation. The next step
will be to analyze implicit theories, mindset, and sub-dimensions of mindset namely growth

mindset, and fixed mindset. Each section contains a more detailed look at each concept.

2.1. Motivation

Motivation has reflections in all areas of life. Especially in the success stories, the
motivation of people who reach their goals without giving up and the success they have
achieved is told. In the 15th century, the term "motivation™ came to signify the mental condition
that propels someone to take action (Online Etymology Dictionary, 2020). Motivation can be
defined as the motive that drives people to act. Each person has specific needs and Bursalioglu
(1994) puts forward that motivation arises from these basic needs. In other words, motivation
is the state of being directed and activated toward needs to meet them. The meanings added
today support the word's original meaning. Generally, according to the definitions, although the
contexts are different, the term motivation has been broadly described as the condition of energy
and passion that drives someone to work in a certain way to accomplish a particular goal
(Akbaba, 2006; Engin, 2020; Ozbey & Koycegiz, 2019).

Motivation is an important force in what people see in their behaviors; it moves them
towards a specific goal or purpose, encourages work, and shapes their behaviors. Motivation is
a very important concept, especially for students in school life and for employees in business
life. Itis also closely linked to the teaching and learning process because it provides willingness,
unity, and continuity in their working life. It is possible to explain the basic factor of successful
teaching and learning with the concept of motivation (Hastings, 1997). However, motivation is
not boosted in the same way for all people. Different students are motivated in different ways.
For instance, some students may be motivated if the teacher understands their individual needs
and prepares lesson plans accordingly. On the other hand, some students may be highly
motivated by using technology in the classroom because they find it fun and engaging while

others might find non-digital materials like charts, books, maps, and games more interesting



and captivating. Therefore, the same motivation technique may be efficient for people as they
have different characteristics.

There are many factors affecting students” motivation in the language learning process.
Dornyei & Otto (1988) highlighted that the teacher's enthusiasm and commitment are critical
factors influencing learners' motivation. Barak et al. (2016) asserted that language itself may be
viewed as a significant motivator for learners because it enables communication among people
and assists learning. People might have new friends and learn about different cultures thanks to
foreign languages. This situation motivates people to learn and use a new language in daily life.
The learner's belief is another factor that affects the process of learning a second language.
When students think that the language learning process is enjoyable, this period will be as
thought. It will be a challenging task if they believe that L2 learning is like mathematics
consisting of formulas. This situation decreases the interest of individuals in L2 learning (Arslan
& Akbarov, 2010). To prevent the decrease to some extent, teachers should be aware that
encouraging students to participate in educational activities and supporting their belief in
learning a new language can increase their L2 learning interest and academic motivation (Ryan
& Deci, 2009).

2.2. Motivation Theories

Motivation has been the subject of many theories. A comprehensive understanding of
motivation involves considering multiple perspectives. Integrating elements from behaviorist,
cognitivist, and humanistic theories can provide a holistic approach to addressing the complex
nature of high school students' academic motivation. Researchers and educators may benefit
from adopting a blended approach that combines strategies derived from these diverse theories

to support students effectively.

2.2.1. Behaviorist Motivation Theory

According to behaviorists, learning and motivation are highly interrelated. They put
forward that learning happens when the learner is exposed to a specific input that has the
potential to influence their behavior (Rogti, 2021). In addition, they assert that students take
action when they are motivated by external factors such as stars, ribbons, presents, nice words,
etc. This is because they receive reinforcements to take action (Schunk, 2009). Learners who

have reinforcements are eager to continue their learning processes and behaviors.



For students to achieve their learning goals, it is crucial to motivate them. Abdulrasoul
(2012) recommended using teaching tools that encourage students’ motivation. To achieve this,
teachers need to know about their students’ backgrounds and utilize tools such as readings,
textbooks, multimedia components, and other resources that students enjoy using. These tools
can inspire students to come up with new ideas and engage them in the language-learning
process. Additionally, various instructional resources created by experts from around the world
are simple to use and help students develop their abilities and self-confidence in learning
English. Moreover, teachers can use these instructional tools to increase students' motivation

and guide them in constructing knowledge and using different learning techniques.

However, the limitation of behavioral theories in explaining motivation by focusing on
external motivation factors is neglect of people’s internal motivations and mental processes
such as thinking, problem-solving, and creating new ideas. A teacher adopting behavioral
principles will be neglecting students’ mental processes and internal motivation. Therefore,

these aspects need to be considered while planning the learning process.

2.2.2. Cognitivist Motivation Theory

Unlike behaviorist motivation theory, the cognitivist view of understanding motivation
touches upon cognitive and individual traits (Keblawi, 2009). Cognitive motivation theory
suggests that mental processes that cannot be observed directly affect behavior related to
internal resources. According to this theory, we are driven to engage in activities that are
consistent with our aims and values and motivated to refrain from actions that are incompatible
with these goals and values. The cognitive theory of motivation places a strong emphasis on
how cognitive functions like perception, memory, and decision-making affect human

motivation and behavior.

According to Woolfolk (1998), an individual's beliefs, expectations, values, and
objectives play a crucial role in their drive. Regarding academic success, some people may
excel more than others due to their personal internal drive, beliefs, and cognitive processes. For
instance, those who believe in achieving their goals may be highly motivated by their internal
drive, while those who lack confidence in studying and succeeding may struggle. Therefore,

individual differences have a significant impact on motivation.

Cognitive theory may be used in education in a variety of ways, such as offering

examples, employing mnemonics, and expanding on real-world scenarios (Clark, 2018). Due

9



to the teacher-centered nature of this approach method, instructors should design lesson plans
that allow students to connect new information with their prior knowledge. By doing so, the
learning becomes more meaningful and relevant, and students are more likely to succeed.
Therefore, teachers should aim to relate the lesson plans to the students’ interests and

experiences to create a more engaging and effective learning environment.

2.2.3. Humanistic Motivation Theory

Humanistic Motivation Theory focuses on an individual's emotions and motives since
the person is considered as a whole. In this theory, an individual is responsible for his behaviors
(Burger, 2006). Humanists reject impartial scientific methods to investigate humans. They try
to understand subjectivity and touch upon individuals’ free will and decisions to realize their
potential. Maslow divides motives into two categories: primary motives, which are related to
psychological needs, and secondary motives, which are based on the social environment
(Selguk, 1997). Maslow's Hierarchy of Needs Theory is based on humanistic motivation theory,
which prioritizes the interests of each individual and maintains that every person has the
potential to fulfill their capabilities (Tekke, 2019). This theory emphasizes an individual's needs
and the actions required to realize his potential. Below is a description of Maslow’s Hierarchy

of Needs Theory which represents a humanistic view of motivation:

Maslow’s Hierarchy of Needs Theory

People’s actions may be motivated by internal or external factors. Maslow’s theory
makes the interpretation of behaviors clearer. According to his theory, a low-level need begins
with the cell’s most fundamental requirements. It is not possible to move on to the next level
without being met. People who live their lives based on this theory may evaluate events more
logically, and rationally, be more healthy in social relations, and be successful in both

professional and private lives (Kula & Cakar, 2015).
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morality,
creativity,
spontaneity,
problem solving,
lack of prejudice,
Self-actualization acceptance of facts

self-esteem, confidence,

achievement, respect of others,

Esteem respect by others
friendship, family, sexual intimac
LLove/belonging k ! Y
security of: body, employment, resources,
Safety morality, the family, health, property
S breathing, food, water, sex, sleep, homeostasis, excretion
Physiological

Figure 2.1. Maslow‘s Hierarchy of Needs (Maslow, 2016).

According to Maslow, needs are the basis of a person's behavior. Another important
point in this theory is that needs are formed according to a certain hierarchical order (See Figure
2.1.). That is, unless the needs at a lower level are met at a level that satisfies the living being,
the behavior aimed at a higher level will not be achieved. According to Maslow (2001), each
need is believed to lead to another need. Meeting a need can increase motivation and

excitement.

Educators need to know what people's needs are and which needs cannot be moved to
the next step until they are met. A teacher who knows these steps prepares the lesson plan
considering students’ needs and creates a peaceful environment to complete their needs.
According to Akbaba (2006), if a student feels that the framework of the learning program is
inappropriate for his or her needs, this will demotivate the learner. Therefore, to increase
students' motivation and attention, lesson plans should be tailored to their specific needs.

2.3. Learning and Motivation

There is a strong link between motivation and the learning process because learning is
defined as a process that requires conscious and deliberate effort (Niederhauser, 1997).
Learning occurs when a student asks for information about any subject. To improve the
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academic learning of students, it is crucial for teachers to have a comprehensive understanding
of them. This includes knowing their learning styles, personalities, and interests. By having this
knowledge, teachers can observe and support their students' learning processes more

effectively.

A student's ability to succeed in school depends on their level of motivation which is
the force behind effective learning (Morados, 2023). To be motivated, a learner should be
willing and enthusiastic to learn. In this way, students might gain a deeper understanding of the
subject. The motivation of students to study is affected by several factors. Morados (2023)
argues that these factors include students’ enthusiasm for the topic, their apprehension about
failing, the benefits of the information to them, a general drive to achieve, and their sense of
self-worth and self-confidence. These factors can affect the students’ learning motivation level,

learning process, and success in L2.

Students’ motivation affects their participation and contribution in a learning setting.
Highly motivated students might take part in activities and be eager to learn without waiting
for incentives from others. It can be observed that students are motivated when they pay more
attention to the lessons, are interested, do their homework, and study for exams. On the other
hand, students who lack motivation do not want to attend lessons, participate in class activities,
or focus on related materials that are used during the lesson. Therefore, it might be suggested

that students learn and be academically successful when they are motivated enough.

2.4. Academic Motivation

Academic motivation, which is referred to as the generation of the energy required to
produce academic works (Bozanoglu, 2004), affects people’s personal development and
learning process. People who are motivated academically may have the enthusiasm to do
research, improve themselves, go a step further, and learn something new in a short time.
People’s levels of motivation might vary from one another. Different people may have different
levels of motivation as well as different motives that are oriented in different ways. It can be
said that motivational orientation is related to the reasons for the action. For example, a student
may be motivated to study to get good grades while another student may be motivated by new
learning because he thinks it will be beneficial to him. In a nutshell, it can be stated that the

nature and focus of motivation are different (Ryan & Deci, 2000).
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Academic achievement is also defined as a student’s capacity for completing cognitive
objectives. In other terms, according to Cevizci (2010), academic success is the degree of
competence demonstrated by the student about the program’s objectives as a result of a
particular course. In this framework, it can be said that motivation plays a crucial role in
affecting student’s academic performance (Bakar et al., 2010). To be able to keep students
motivated, the teacher should know about students’ interests, learning styles, and backgrounds
and put different teaching methods into practice. According to Bacanli (2000), the instructor,
the classroom climate, and the learning-teaching environment affect student motivation during

a lesson.

The teacher is one of the factors that affects students' academic motivation and leads to
success. If the teacher motivates the student during the lesson and succeeds in attracting the
student's attention, the student participates in the lesson, works hard, practices, and might be
successful. To be able to draw students' attention, the teacher should prepare a fruitful lesson
plan and arouse curiosity through activities. If outstanding activities are incorporated into the
lesson plan, students may feel more motivated academically and take ownership of tasks,
leading to increased satisfaction with the lesson. Thereby, to know and apply remarkable
activities, teachers should regularly participate in reflective practice and take the subject of

updating and improving their educational abilities (AbdulRaheem et al., 2015).

Considering school climate as another factor affecting student motivation, it is crucial
to keep control over aspects that contribute to student’s ability to achieve and sustain their
educational goals. Skiba & Peterson (2001) defined school climate as the emotions that
teachers, students, and other staff members have towards the learning environment. It is
noticeable that all stakeholders have a positive attitude about the school and students if they
have sincere relationships with each other. Students who see this sincerity might come to school
and desire to engage in lessons because they are motivated by the school climate that shapes
students’ attitudes. In such an environment, students feel motivated and finally achieve their
goals. However, students who do not have enough motivation experience learning difficulties
or exhibit undisciplined behavior (Akbaba, 2006). In this context, motivation serves as the
starting point for learning, inspires students, and helps them achieve their objectives in a school
environment. So, it can be said that there is a positive connection between motivation and

SUCCESS.
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2.5. Theories of Academic Motivation

In the educational process, it may be asserted that when motivation and learning are
employed simultaneously and efficiently, the desired success can be achieved more easily. Most
of the learning theories provide and specify their theories of motivation. Learning theories
clarify how people learn and how they might succeed in this situation. Theories of motivation
explain why people learn and how they succeed (Akpur, 2015). Below, there are some theories

to benefit from when motivating students throughout their educational life:

2.5.1. Achievement Motivation Theory

McClelland's (1953) research served as the foundation for the development of the
Achievement Motivation Theory. This theory focuses on an individual’s perceptions of success
and failure. The behavior of the individual in achievement motivation theory affects the learning
process to a great extent. Lumsden (1994) stated that learner motivation is related to the
learner’s desire to engage in the learning and teaching process. Students who have enthusiasm
to learn new things are interested in lessons and want to participate in activities all the time
while students who do not have desire do not want to go to school. This situation leads to
success or failure. That is, highly motivated students believe that effort is a successful learning
method to improve their competence and performance while students who have low motivation

feel that learning is a difficult process that can not be improved with effort or practice.

Crosling et al. (2009) identified learner motivation and teacher effectiveness as the key
factors in achieving a successful learning and teaching process. Thus, it is essential to ensure
that the students are emotionally, intellectually, and behaviorally engaged in this process. To
be able to make students more successful, teachers must be aware of their responsibilities and
act accordingly. In a classroom environment, if the teacher gives students some purposeful tasks
they are interested in and adjusts the learning environment according to their needs, learners'

motivation and success might improve over time.

To keep students motivated, teachers must also be motivated as they have a direct impact
on their academic performance (Recepoglu, 2014). There are several factors that affect
teachers’ motivation and their job performance. According to Herzberg (1996), the motivational
level of an individual is influenced by two categories of factors a) maintenance factors such as
salary, interpersonal relations, working conditions, and security; b) motivational factors such

as accomplishments, recognition of merits, opportunities for personal growth.
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Motivators Hygeine Factors

Achievement Company policies
Recognition Supervision

The work itself Relationsships
Responsibility Work Conditions
Advancement Remuneration
Growth Salary
Security

Figure 2.2. Two Factor Theory of Herzberg (EPM, 2018).

As suggested in Figure 2.2., Herzberg categorizes achievement, recognition, the work
itself, responsibility, advancement, and growth as intrinsic motivators that propel people for
work while he classifies company policies, supervision, relationships, work conditions,
remuneration, salary, security as hygiene factors that cover extrinsic needs and these factors
might affect teachers’ job satisfaction. When taking the teaching profession into account, it is
possible to see that the profession is a source of both extrinsic and intrinsic motivation.

2.5.2. Expectancy-Value Theory

This theory was introduced by Victor Vroom in 1964. In this theory, it is assumed that
the choices made by individuals are affected by the positive and negative characteristics of their
duties. The election is also influenced by the potential outcomes of the decision that will be
made. Any decision that must be taken often eliminates one or more choices. Vroom's (1964)
expectancy-value theory puts forward that a person behaves by considering the effects of that
activity to display behavior. The motivating drive that prompts activity essentially depends on
whether the result is desired or unpleasant. However, the result is not the only deciding factor
in determining how to behave. The goals, values, and motives of a person also play a significant

role in motivating L2 and directing their actions.
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Expectancies were described by Atkinson (1957) as people's anticipations that their
performance will result in success or failure on a task. In a classroom, motivated students who
have anticipation to achieve can pay attention to their courses, listen to their teachers carefully,
and fulfill all tasks with great effort. According to Wigfield (1994), the term “individual
expectations of success” refers to the student’s expectations for how well they would do in their
tasks. Students logically and intentionally decide to engage in academic assignments and

activities that have high subjective values and those they anticipate to succeed in.

Student performance may be increased when teachers set activities that students find
meaningful and design learning environments based on their decisions. Families and schools
should encourage children to participate in a variety of creative and athletic endeavors so they
may exhibit their skills. Early successes in a variety of areas provide children the motivation to
succeed as adults and develop into highly driven individuals (Aydin, 2010). If children are
encouraged and supported, they might be highly motivated to participate in any activity and

complete every work with utmost diligence.

2.5.3. Self-Determination Theory (SDT)

The principle of self-determination was developed by Edward Deci and Richard Ryan
(2000) as a theory that is focused on the internal processes behind the personality. Self
Determination Theory (henceforth, SDT) brings a different perspective to motivation than
previous theories. The SDT categorizes motivation according to the source of activity, whereas
earlier theories were focused on the existence or lack of motivation. Motivation does not
highlight a single structure. It is not only a matter of having little motivation or a lot of
motivation. It is asserted that the quality of motivation (internal vs. external) and its quantity
(high vs. low) rely on the forms of motivation and these categories. Additionally, it is noted
that many significant outcomes, such as well-being, successful performance, and learning are

determined by the type and quality of motivation rather than the overall amount.

According to SDT, there are three basic requirements for well-being. These are
autonomy, competence, and relatedness. These requirements are common to all people and are
essential to their psychological growth. The first fundamental psychological need, autonomy,
emphasizes that the person feels in control of his activities and can make his own decisions
(Deci & Ryan, 2013). Competence is the second fundamental psychological need, and it relates
to people’s common need to behave successfully in their surroundings (Baumeister & Leary,

2017). The last basic requirement is to be related. It symbolizes traits that are present in all
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people, such as the desire to connect with others and communicate. While addressing these
needs positively affects well-being, failure to meet these needs negatively affects well-being
(Deci & Vansteenkiste, 2004).

In the self-determination theory, a child's successful growth is expected to result from
healthy psychosocial and cognitive development that happens when they are allowed to act
independently and take ownership of their actions (Calp, 2013). It is more likely that students
who are motivated by their work want to participate and succeed in any profession. To motivate
students, it is crucial to identify what they enjoy and support it more. Within the framework of
self-determination theory, Deci and Ryan (1985) classified motivation into three categories:

intrinsic motivation, extrinsic motivation, and amotivation.

Intrinsic Motivation

A strong will that propels us to action is motivation. The term “intrinsic motivation”
refers to the kind of drive that originates within each of us. In terms of motivation, internal
factors are the most crucial. People are intrinsically motivated by curiosity, interest, joy, and
belief (Nasser & Shabti, 2010). When someone is intrinsically motivated, they do action
because it's entertaining or challenging. Intrinsic motivation is also defined as the doing of an
activity for its intrinsic enjoyment instead of being driven by external incentives (Ryan & Deci,
2000). An intrinsically motivated person is eager to learn or do something when the activity is
interesting and satisfying for them. With a feeling of curiosity and exploration, learning happens

if a person wants to know.

Deci and Ryan (1985) classified intrinsic motivation into three categories: intrinsic
motivation for knowledge acquisition, intrinsic motivation for achievement, and intrinsic
motivation for stimulation. Three types of intrinsic motivation drive people to engage in
activities. The first is intrinsic motivation for knowledge acquisition, which refers to the
enjoyment and fulfillment that comes from learning something new. The second is intrinsic
motivation for achievement, which is the feeling of satisfaction that comes from trying to
achieve or create something. The third is intrinsic motivation for stimulation, which is the
pleasure and excitement that comes from participating in an activity. In summary, people have

an innate desire to learn, accomplish, and be stimulated.

According to the Self-Determination Theory, intrinsic motivation is the most

autonomous type of motivation, and individuals are naturally drawn to it. Instead of
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participating in educational activities for the sake of receiving marks or compliments from
teachers, students do so for the intrinsic joy and fulfillment they derive from them (Ryan &
Deci, 2000). Someone who has intrinsic drive, for instance, could join a sports team and play
the game they choose because it excites or fulfills him. In addition, having fun is the key to this
type of motivation. Tews et al. (2015) put forward that learner involvement is positively
correlated with the fun delivery of instruction. That is, in a classroom setting, students tend to
learn better and be more active in the learning process when the teacher incorporates enjoyable

activities.

Extrinsic Motivation

Extrinsic motivation is the process of acting in line with an external punishment or
reward and the type of motivation that is carried out for an outcome of behavior. The person
considers a behavior to be the result of the behavior rather than the activity itself (Deci et al.,
1991). In contrast to intrinsic motivation, which comes from inside a person, it is wholly
dependent on incentives from outside sources. These might be praise, money, grade, fame,

status, etc. Extrinsic motivation focuses on these outside rewards.

Extrinsic motivation is a type of drive that is fueled by external rewards. This type of
motivation can last for a person's entire life but can also vary and disappear suddenly. When
people are extrinsically motivated, they do things not because they enjoy them or find them
satisfying, but because they want to receive something valuable in return or avoid something
unpleasant. This type of motivation is effective as long as the rewards or punishments are
present, but it loses its power when these external factors are no longer available. For example,
a child may go out after finishing his homework. The motivation goal ends when the homework

is finished.

According to SDT, extrinsic motivation is not always autonomous and can vary widely
in terms of its degree of autonomy. An example of an extrinsically motivated student would
complete their schoolwork only out of fear of facing consequences from parents. This student
is motivated by a need to complete the task and attain the goal of avoiding punishment.
However, external reasons can be internalized through internalization and integration
processes, and controlled motivation can become autonomous. This method is predicated on
the notion that individuals must internalize and integrate with who they are by planning actions

that are inspired by and have major roles in social life (Deci et al., 1991).
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Amotivation

Amotivation grounded in self-determination theory (SDT) is a multifaceted concept that
aims to describe the dynamic motivation behind accepting or rejecting a task (Ryan & Deci,
2000). Amotivation also refers to the absence or lack of a drive to engage in an activity (Deci
& Ryan, 1985). Students are motivated when they show more interest in their lessons while
doing activities, doing their homework, and preparing for their exams. A student who lacks
motivation may exhibit certain behaviors, such as irregular attendance in classes, inattention
during lessons, prioritizing socializing or outside events, failing to seek solutions to problems,
and showing indifference towards the lesson. Students who are amotivated lack the drive to
participate in any activities, unlike intrinsically and extrinsically motivated students.

According to SDT, amotivation is a type of motivation that possesses the least degree
of self-efficacy, autonomy, and control in deciding behavior. This kind of motivation develops
when someone believes they are powerless to influence the course of events through their own
actions or when they believe they are not capable of carrying out the required tasks safely (Ryan
& Deci, 2017). Amotivated students tend to avoid activities that they feel will not benefit them
or lack motivation (Ntoumanis et al., 2004). This lack of motivation arises when they fail to see
the connection between their actions and the potential outcomes of those actions. Thus, they

lack intrinsic or extrinsic motivation to perform a task.

Researchers have noted that several factors can affect amotivation. First, amotivation
arises from the belief that an individual cannot influence the results by taking any action, or
from the individual's incapacity to carry out the required activities. This kind of motivation is
rooted in the belief that one is incapable of doing anything (Ryan & Deci, 2017). Second,
amotivation is the state in which an individual does not have an innate interest or the drive to
do academic work (Vansteenkiste et al., 2004). Third, school attendance is a concept that
encompasses learning, a consistent classroom environment, academic motivation, and students'
excitement for learning (Kearney & Graczyk, 2014). Therefore, it can be said that a belief in
one’s own inability, interest to perform academic work, and school attendance may affect

students in terms of amotivation.

2.6. Mindset Theory
Over the last few years, few psychological topics have received as much attention from
the general public in recent years as Carol Dweck's theory of "mindsets,” which is based on

extensive research she conducted as far back as the 1980s. Dweck (1975, 2013), an important
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name in the social cognitive motivation research field, defined the latent variable that leads an
individual to struggle for success as people’s implicit mindset structures, that is, their way of
thinking. The beliefs that an individual can develop personality traits such as intelligence, talent,
and temperament are called implicit theories or mindset beliefs (Dweck et al., 1995; Haimovitz
& Dweck, 2017). They are the unidimensional organization of perceptions and cognitions
formed by the individual as a result of experiences related to a phenomenon, event, or situation.
When people express their beliefs about a subject, they want to assert that it is the truth. It does
not matter whether their opinion on the subject is right or wrong. In that respect, beliefs do not
require a scientific correctness condition (Richardson, 1996), but they affect the attitudes and
behaviors of the individual. In this framework, Dweck (1986) suggested that some students
perceive their capacity as an unchanging personality trait, while some students perceive their
ability for thought as a quality that is open to development and can be increased. Based on the
results of a series of studies, Dweck and Leggett (1988) stated that these two different belief
structures create different perceptions of success, motivational orientation, and learning paths

for students.

When empirical studies on this subject are examined in the literature, it has been
observed that individuals who think that intelligence and talent can be cultivated show better
academic achievement than individuals who believe that intelligence and talent are fixed
(Dweck, 2013). In addition, Dweck (2014) conducted a study on the relationship between
mindset and math/science achievement. The results showed that those who think that
intelligence or ability in maths and science is only a fixed attribute are significantly at a
disadvantage, compared to those who think that their talents can be enhanced (a growth
mindset). Dweck’s (2013, 2014) studies revealed that mindsets are closely related to students’
academic achievement levels. The present study investigates whether there is a relationship
between academic motivation of high school students and their mindset in terms of language

learning. Mindset Theory covers two mindsets: Growth Mindset and Fixed Mindset.

2.6.1. Growth Mindset (GM)

In a Growth Mindset (henceforth, GM), people think their most fundamental skills can
be improved with commitment and effort; ability and intelligence are only the starting point
(Dweck, 2015). She adds that this kind of thinking fosters the resilience and passion for learning
needed for outstanding success. Research on GM has been on the rise, particularly in recent

years. Many countries around the world have included it in their education policies and

20



programs thanks to its numerous benefits. In this context, the beliefs of 600,000 adolescent
students (15 years old) about the malleability of intelligence from 78 different countries and
economies were measured in the 2018 PISA study. In this respect, the research has been a global
initiative on GM. 2018 PISA data showed that growth-minded students have better academic
performance, have self-efficacy and academic motivation, and have less fear of failure. In the
report published in April 2021 (OECD, Sky's The Limit, 2021a), it was stated that the results
of the growth mindset in 2018 PISA were significantly consistent with the research findings
put forward by Dweck (Gouédard, 2021).

Language attitudes of learners affect how they see effort and learning objectives (Lou
& Noels 2016, 2017). Some people have the potential to succeed in L2 learning while others
need to put effort into learning new languages. Language learners, who support a growth
mindset feel that effort is a successful learning method to improve their competence and
learning-process-focused goals. This idea is crucial for directing how individuals interpret and
respond to failures in intercultural communication and language classes (Lou & Noels 2016).
Thus, instructors may be the ones to encourage students to adopt growth mindsets that will
enable them to deal with setbacks (Papi et al., 2019). People with a growth mindset tend to have
high motivation and the potential to achieve success by working hard, putting in more effort,
and believing in their capabilities (Blackwell et al., 2007).

A Growth Mindset Drives Motivation and Achievement

Learning is
my goal

I'd spend
more time and
work harder

Higher
. Achievement _

| can get
smarter

Effort
makes me
stronger

Blackwell, Trzesniewski & Dweck (2007) Child Development

Figure 2.3. The Effect of Growth Mindset on Mativation and Achievement (Blackwell et al., 2007).

Regarding the relationship between a growth mindset and achievement, as seen in

Figure 2.3., growth-minded people have some beliefs including “learning is my goal”, “effort
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makes me stronger”, “I can get smarter”, and so forth. With these statements, they might
intrinsically motivate themselves to fulfill their potential because they believe their basic
abilities can be developed with effort and hard work. According to Baker (2004), intrinsically
motivated learners tend to show higher achievement. Therefore, it may be claimed that success

increases with a growth mindset and motivation.

Various studies on the brain support the advantages of a growth mindset for students
and adults as well (Daly et al., 2019; Moser et al., 2011). Daly et al. (2019) emphasized that the
growth mindset which was discussed in the context of mathematics is effective in motivation
and this is reflected in brain activity. In addition, it can be said that negative feedback may
trigger neuronal activity in the brain and decrease motivation, which can be neutralized by
growth-minded people (Ng, 2018). Based on these research findings, it is clear that explaining
the developmental architecture of the human brain in terms of intelligence, talent, skills, or
learning areas would be incomplete. Today, it can be stated very clearly that human beings are
proactive participants in determining their destiny. Dweck’s Mindset Theory (1986) provides

important evidence for the conclusions made above.

2.6.2. Developing a Growth Mindset

Carol Dweck, in her latest book, Mindset: The New Psychology of Success (2006),
explains how her studies of children show a person’s mindset may have a significant impact on
behavior. It has been observed that individuals with a fixed mindset believe their achievements
stem from innate talent and are resistant to facing challenges. Conversely, those with a growth
mindset believe that they can develop and acquire new skills through learning. In addition,
individuals with a growth mindset tend to be more intrinsically motivated and willingly engage
in meaningful tasks. Moreover, Ng (2018) asserted that a growth mindset positively affects

intrinsic motivation.

Mindsets can be categorized as “growth” and “fixed”. In the educational setting,
students with a fixed mindset believe that they can not achieve great success in the face of
failures or setbacks even if they study hard and put in more effort while those with a growth
mindset know that failure is an opportunity to grow and develop in the long term. Teachers
often face the challenging task of changing fixed-minded students’ beliefs. It might be possible
and helpful to deal with the challenging task with some effective mindset activities that help

fixed-minded students adopt a growth mindset.
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Dr. Dweck (2006) has asserted that people who have a fixed mindset can change their
mindset and shift from a fixed to a growth mindset with some hard work, effort, and practice.
In a classroom setting, instructors can help students shift from a fixed to a growth mindset by
using specific growth mindset statements as in Figure 2.4. Similarly, students with a growth
mindset can also benefit from hearing such statements and improve their mindset. However,
changing students' mindsets can be challenging. It might be easier to achieve this goal with the

collaboration of the parents.

Ium be }er e

Suceessofomers inspives me | WHLITY @ different strategy =/,

o8 might ok

I can be bravest: s
& Challenges help me grow

sl I cgn uelcomp Jfeedback
Ica
di’l b br are:=:=
e

"""5"/ arning \r( Jjourney elooess Rradhach IL{IH
Challenge: help me grou

‘owth Mindset
““Challen nges help me grow. .

t’[/l A\II}Z(/S(’T ol can beb ve

arning is my goal ;

(“ha/lpngec help me groiv

Learming i1s a journey

1 can we me]eduak an.‘r'

spires me.

Effort makes me st

Growth dser 1 o
e Bffort makes me stronger ==~

Figure 2.4. Sentences Growth-Minded People Use.

It may seem difficult to shift from a "fixed" perspective to a "growth mindset," but Dr.
Dweck gives below-suggested ideas for parents to help their children develop a growth mindset
(Dweck, 2006).

v Encouraging kid’s efforts: It is the uniqueness that makes people each unique, both in
themselves and others. They are all flawed; they all have their flaws, quirks, and
oddities. Their flaws are what make them special. Parents should accept children’s
different characteristics and encourage them even if they take baby steps to learn

something new.
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v Showing pleasure over their children’s learning and improvement: It would be a
better idea for parents to become happy when their children learn something new and
develop themselves.

v Focusing on learning and enjoyment: Parents might start focusing on the words they
use, even those in their heads. It might be recommended for them to observe children,
and prise their phases of learning to make the learning-teaching process fun.

v" Teaching children to embrace mistakes and challenges: Children might be able to
make fewer mistakes if they can learn from other people's mistakes. This sometimes
helps kids overcome their fear of attempting new things, which is essential for
developing a growth mindset.

v" Giving easy tasks first rather than challenging ones: It would be a good idea for
parents may stop and reframe the scenario in their head if they find themselves afraid in
the face of a significant task. Also, they might consider their obstacle as an
"opportunity,” changing their perspective a little to make it simpler for them to

participate.

There are some benefits of having a growth mindset. First, people with a growth mindset
see failures as a chance to improve after making mistakes (Wang et al., 2021). For them, all
problems or challenges in life can be handled with much more effort. Second, when people who
have a growth mindset work hard, their performance might result in high achievement
(Blackwell et al., 2007). They focus on how they learn and achieve success. Third, effective
learning techniques may help students who are growth-minded, and their grades will improve
(Grant & Dweck, 2003). In the light of these benefits, it can be said that having a growth mindset
may positively affect not only people’s academic achievement but also their social and

emotional attitudes, which highlights the significance.

2.6.3. Fixed Mindset (FM)

In a Fixed Mindset (henceforth, FM), people think that their fundamental characteristics,
such as their intelligence or skill, are just fixed attributes (Dweck, 2006). Instead of cultivating
them, they waste their time by focusing on the idea that their intelligence or talent can not be
changed. They also think that success is only the result of brilliance, not hard work (Dweck,
2015). Dr. Dweck claims that students who carry FM believe that constant and unchanging
intelligence is a quality. Also, people with this mindset consider that while they can acquire
new things, their core intellectual talents remain fixed (Dweck et al., 1995).
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Different opinions on the importance of working might result from one's belief in
intelligence. Students who think they are born with intelligence or the ability place little value
on work. They believe that those with ability do not need to work hard and that if someone is
talented, then working hard will not make a difference. Putting in more effort or working harder
will not make them any smarter; and what’s worse, it can even lead them to believe that they
are not intelligent at all. After a potential setback or failure, they could have this thought process
(Blackwell et al., 2007).

Students who have a fixed mindset tend to undervalue the effort and work because they
think that before beginning a task, they must possess exceptional talents to finish it. They can
even give up without even trying. They frequently pass up learning chances because of their
fixed perspective. Therefore, it is not surprising that fixed-minded people do not succeed even
if they study hard, and put in more effort because they have some stereotyped thoughts such as
“Working hard does not work if people are not intelligent”, “ Failure means it is time to give
up”, “Making mistakes is embarrassing”. When faced with difficulties or challenges, they are

prone to giving up, and frequently disregarding helpful criticism.

2.6.4. Comparison of a Fixed Mindset and a Growth Mindset

The notion of mindsets has been extensively employed in educational and corporate
contexts to comprehend how people handle difficulties, learning, and self-improvement. A
growth mindset is often associated with a positive attitude towards education and a greater
willingness to face challenges while a fixed mindset is linked to a reluctance to take risks and
a tendency to avoid obstacles. To wrap up, people with a GM believe that intelligence and talent
are important, but they are only the starting point. By putting in effort, practice, and
commitment, they believe that their basic abilities can be strengthened. However, people with
an FM believe that their basic qualities, such as their intelligence or talent, are unchangeable.
They think that they will not be successful even if they study hard, practice, and put more effort

into lessons. Below is the figure that compares two sets of mindsets:
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Figure 2.5. Mindset graphic: The New Psychology of Success (Dweck, 2006).

Figure 2.5. compares two sets of mindsets that consist of a fixed mindset and a growth
mindset. With a detailed look, it can be clearly understood that anybody is accepted as growth-
minded if s/he has a healthy level of intelligence, personality, and perseverance while a person
who does not have these basic traits is considered fixed-minded by Dweck, (2006) as illustrated
in the graphic above.
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2.7. Previous Studies
2.7.1. Previous Studies on Academic Motivation in ELT/ EFL Context

It has become very clear that motivation is crucial in L2 learning. Students who have
the motivation to learn a new language can be more eager to actively participate in the lesson
and take part in the instructional tasks. In the same vein, when motivation is high, language
learning becomes more effective (Cook, 2001) and the academic achievement of learners in L2
is influenced by motivation (Dornyei & Hadfield, 2014). Therefore, it can be said that students’
motivation should be increased to make them succeed in L2. This situation has drawn the
attention of researchers, leading to numerous studies on academic motivation. Some studies

conducted on academic motivation in the ELT/ EFL context are as follows:

Karatas et al. (2015) conducted a study titled “Predicting of ELT Students’ Academic
(Language) Achievement: Language Learning Orientation and Autonomous Learning”. The
study aimed to determine the prediction level of academic accomplishment for ELT students
by utilizing their language learning orientation and independent learning. 183 ELT students
made up the research study group; 105 of them were from Yildiz Technical University and 78
were from Yeditepe University in Tiirkiye. There were significantly more female students than
male students who took part in the study. The first through fourth grades were represented
among the students enrolled in the English Language Teaching programs at both universities:
there were 25 first-graders, 56 second-graders, 63 third-graders, and 39 fourth-graders. To
collect data, the Autonomous Learning Scale (ALS) and the Language Learning Orientation
Scale (LLOS) were used at the end of the academic year in 2013-2014. The findings of the
study indicated that academic accomplishment and intrinsic motivation are positively

correlated, as is the case with autonomous learning and academic achievement.

Ozonder (2015) carried out a study titled “Prospective ELT Students’ Foreign Language
Reading Attitudes and Motivation”. The goal of the study was to look at the motivation and
attitudes of potential ELT students about reading foreign languages. The study also investigated
the correlation between the participants' academic performance, attitudes, and desire to read
foreign languages, as well as any gender-related differences in these factors. The study was
conducted in January 2015 at Hacettepe University English Language Teaching (ELT)
Department. 104 undergraduate students participated in the study, 76 of them female and 28 of
them male, willingly took part in the study. The study employed a quantitative research design,

utilizing a survey approach to gather data on the reading attitudes and motivation of the
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participants. The participants' gender and cumulative grade point average were also used to
collect additional quantitative data. The findings showed that prospective ELT students are
motivated and have favorable views toward reading foreign languages. Furthermore, attitudes
and motivation in reading foreign languages were positively correlated with academic
accomplishment in a statistically significant way. Based on their academic achievement, the
results showed that there was no significant difference between the groups' reading motivation

and attitudes.

Uysal (2022) conducted a study titled “The Relationship Between Academic Motivation
Types and Learning Styles of Pre-Service EFL Teachers”. The purpose of this study was to
look into any possible connection between academic motivation and learning preferences of
pre-service teachers in English Language Teaching. The study involved 198 pre-service
teachers from Alanya Alaaddin Keykubat Institution, a state university in Tirkiye. Two
research tools: the Academic Motivation Scale and the Learning Styles Inventory 111 were used
to gather data. The findings showed a substantial correlation between gender and the forms of
academic motivation and between gender and the learning preferences of EFL student
instructors. However, even though the grade level of pre-service EFL instructors was associated
with their motivational types for academic work, there was no connection between their grade
level and their learning preferences. Finally, there was a strong relation between pre-service

EFL instructors' learning preferences and their academic motivation types.

Masani (2022), in his study, titled “Improving Learners’ Motivation and ELT
Achievement through Discovery Learning Model after the COVID-19 Pandemic” aimed to
improve the motivation and ELT accomplishment of seventh-grade students following the
Covid-19 Pandemic through the use of a scientific method and the discovery learning concept.
16 seventh-grade students participated in this study. To collect data, a variety of tools were
utilized, including learning achievement instruments, motivation instruments, and instructor
and student observation instruments. This study utilized Classroom Action Research (CAR)
and was conducted at SMP 4 Mataram. The research process involved two cycles, which
included planning, implementation, observation, and reflection. The study was conducted
during the second semester of the 2021-2022 academic year and lasted for four months, from
February to May 2022. The results of this study showed that learners' motivation and ELT

success may be enhanced with the use of discovery learning.
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Bi et al. (2023) carried out a study titled “The Effect of the Flipped Classroom on
Reflective Thinking, Academic Self-efficacy, and Achievement Motivation in Language
Learners at the Intermediate Level”, which aimed to look at how intermediate-level language
learners' success motivation, academic self-efficacy, and reflective thinking were affected by
the flipped classroom. Cluster sampling with different stages was used to choose 429
participants. Participants were split into two groups randomly: a control group consisting of
187 students and an experimental group consisting of 187 students. Data were gathered using
three surveys: Hermans Achievement Motivation Scale, Foreign Language Self-Efficacy Scale,
and Reflective Thinking Scale. In the end, 374 correctly completed surveys were gathered.
Taking the findings of this study into consideration, it was seen that the academic self-efficacy,
academic motivation, and reflective thinking of EFL learners were all greatly impacted by the

flipped classroom model.

Previous Studies Conducted on Academic Motivation in Other Contexts

Motivation is an internal drive that keeps people going in the language-learning process
for years, according to Dornyei (2001). He emphasized that no other component can guarantee
a student's L2 achievement without sufficient motivation. Even a less talented but highly
motivated student may be more successful than a more intelligent but less motivated student
(Gomleksiz, 2002). Therefore, it's important to note that motivation plays a crucial role in
successful learning. Numerous studies have been conducted on academic motivation, some of

which are as follows:

Hosseini Beidokhti et al. (2022) conducted a study titled “The Correlation Between
Academic Satisfaction and Academic Motivation during The COVID-19 Pandemic in
Rehabilitation Students”. The goal of this study was to look at how academically satisfied and
motivated Ahwaz University of Medical Sciences rehabilitation students were under COVID-
19 quarantine. 180 rehabilitation students participated in this cross-sectional analytical
investigation. The Persian version of Harter's academic motivation questionnaire was utilized
online to evaluate academic motivation, while the Shakurnia et al. (2014) questionnaire was
utilized to evaluate academic satisfaction. The correlation between academic motivation and
academic satisfaction was examined using the Chi-square independence test, which may also
be called Fisher's exact test depending on how sparse the contingency table is. The findings
show that academic satisfaction and intrinsic motivation are significantly related, whereas

extrinsic motivation and academic satisfaction are not significantly related.
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Atasever et al. (2022), in their study titled ““ Mediating Effect of Digital Addiction on
the Relationship Between Academic Motivation and Life Satisfaction in University Students”
aimed to examine if digital addiction had a mediation effect in the connection between life
satisfaction and academic motivation. Correlational design was employed in the current study,
which was quantitative. The survey included 191 university students who were chosen by
convenience sampling. To collect data, Personal Information, Academic Motivation, Digital
Addiction, and Life Satisfaction forms were used through Google Forms. The results of the
study showed that intrinsic and extrinsic motivation and life satisfaction had a positive
relationship and significant relation, whereas amotivation sub-dimension and life satisfaction
had a negative direct association. In addition, amotivation and digital addiction had a positive

direct association, whereas intrinsic and extrinsic motivation had a negative direct relationship.

Agaoglu & Sad (2022) conducted a study titled “The Effect of Gamification
Applications on University Students” Academic Success and Motivation in Distance Language
Learning”. They aimed to examine the effect of gamification applications used in remote
English courses on students' academic achievement and motivation during the COVID-19
pandemic. The sample group was made up of 40 students who started their education at
Erzincan Binali Yildirim University for the 2019-2020 academic year spring term. To collect
data, the Academic Achievement Test, Motivation Scale Towards Learning English, and Focus
Group Discussion Form were used. The findings revealed that, in comparison to the students
in the control group, the experiment group's academic performance and motivation were

significantly impacted by gamification.

Paricahua Peralta et al. (2022), in their study titled “Academic Motivation and
Educational Inclusion in University Students in Return to Attendance” aimed to shed light on
the connection between students' perceptions of their engagement in education in exchange for
enrollment at university and their desire for academic pursuits. The participants of this study
were 3474 students who enrolled in the 2022—2023 academic year's first cycle. The Educational
Motivation Scale and the Inclusion Index were used to collect data to assess the level and the
kind of motivation. The findings indicated that there was a positive and significant association
between intrinsic and extrinsic motivation types and the variable of engagement in education,

whereas amotivation had a negative but significant correlation.

Florescu et al. (2023) conducted a study titled “Can Dysfunctional Negative Emotions

Explain Students' Level of Academic Motivation in Online Learning at University?” aimed to
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emphasize the correlation between the characteristics of physically unwell and dysfunctional
negative emotions, as well as student's academic motivation levels. 150 students who enrolled
in the Socio-Human Sciences Faculty's study programs at Oradea University in Romania made
up the study's participants. To obtain data from the participants, various scales were utilized,
including a subscale of physical health from the Inventory of Self-Perceived Well-Being), a
subscale of dysfunctional-negative emotions from the Emotion Measurement Scale, and a
questionnaire for assessing the various motivation regulation types in academia. The results of
the study indicated that the level of academic motivation had a moderate impact and was
inversely related to the degree of negative dysfunctional emotions, while positively related to
physical health.

Abdolrezapour et al. (2023) conducted a study titled “Self-efficacy and Resilience as
Predictors of Students’ Academic Motivation in Online Education”. They aimed to look at the
connection among online learners' self-efficacy, resilience, and academic motivation. The
participants of this study were 120 university students from two state universities in Iran. To
collect data, a self-efficacy questionnaire, a resilience questionnaire, and a questionnaire on
academic motivation were all employed in this study. The findings indicated that self-efficacy
and academic motivation were positively correlated. Additionally, people with stronger self-
efficacy and resilience were found to be more motivated to succeed in school. Moreover, the
findings of the test demonstrated that resilience and self-efficacy are important predictors of

students enrolled in online courses.

2.7.2. Previous Studies on Mindset in ELT/ EFL Context

According to the Mindset Theory, some people with a fixed mindset believe that
intelligence is a fixed concept (Dweck, 2006). For example, when it comes to language
acquisition, some individuals hold the irrational belief that they are either born with a natural
talent for languages or not. This mindset severely limits their potential for growth and
achievement when they lack innate ability. Faced with a challenge, learning becomes difficult
and people may give up because they do not see a reason to persevere. Conversely, other
individuals believe that the ability to learn languages can be developed and improved with more
effort, practice, and determination (Dweck, 2006). They have a growth mindset, which means
that when they encounter difficulties, they are more likely to persist because they believe that

they can overcome the obstacles. These two outlooks are known respectively as a fixed mindset
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and a growth mindset. This section focuses on studies conducted on the Mindset Theory in the
ELT/ EFL context in the literature and some of them are as follows:

Mercer & Ryan (2010) conducted a study titled “A Mindset for EFL: Learners’ Beliefs
about the Role of Natural Talent”. The goal of the study was to investigate how the
psychological concept of "mindsets™ or "implicit theories” functions in the context of learning
a foreign language. During the fall semester of 2008, a research study was conducted with first-
year EFL students from universities in Austria and Japan. Nine students, including four from
Japan and five from Austria, were interviewed using semi-structured questions. The questions
were open-ended and focused on the central theme of the study. The findings indicated that
mindsets can significantly impact language acquisition, objectives, and success within the ELT

framework.

In her study titled "Bridging the Gap: A Study on the Relationship Between Mindset
and Foreign Language Anxiety," Altunel (2019) aimed to investigate the correlation between
mindset and foreign language anxiety among students in both private and public institutions in
Tiirkiye. The study involved 203 participants from Gazi University and Atilim University and
utilized two scales: The Dweck's Mindset Instrument and the Foreign Language Classroom
Anxiety Scale. The results of the study showed that there is no significant statistical relation
between mindset and foreign language anxiety. Additionally, it was found that EFL learners

generally have a moderate level of anxiety and tend to have a growth mindset.

Sadeghi et al. (2020) conducted a study titled “The Relationship Between Iranian EFL
Learners’ Language Mindset with Goal Orientation and Responses to Failure”. The purpose of
the study was to determine if goal orientation and responses to failure are significantly
correlated with linguistic mindset variables (Entity and Incremental). The accessible population
for the study comprised senior undergraduate EFL students, both male and female, who were
enrolled in Zand University's College of Language and Literature in Shiraz, Iran. The age range
of the participants was between 21 and 34 years. From the senior student population, a random
sample of eighty individuals was selected for the study. Data were gathered using the Failure
Situation Scale, the Goal Orientations Scale, and the Mindsets of Language Learning Scale
(MLLS) questionnaire. The results showed a clear relationship between goal orientation and
fixed vs growth mindsets. Similarly, it was discovered that there was a clear link between

mindset and responses to failure.
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Yin et al. (2022) conducted a study titled “Relationship among Self-determination,
Growth Mindset, and EFL Students Language Proficiency”. This study's primary goal was to
investigate how EFL tertiary students' English language competency in a Chinese learning
environment related to their development mindset and self-determination. 444 EFL students
from one randomly chosen faculty at a university in Ningxia, China participated in the study.
The study used a quantitative research approach, and data came from two primary inventories
on the questionnaire and an official CET-4 English language exam. First, there was the Self-
Determination Inventory, which had sixteen items. Then, there was the Growth Mindset
Inventory, which included twenty validated items. The results showed that there was a
significant difference depending on English language competency and that the EFL students'
total self-determination was moderate. Also, the EFL students' opinions of the growth mindset
were fairly positive. Regarding English language proficiency, no appreciable variations were

observed.

Ebn-Abbasi et al. (2023) carried out a study titled “Language Learners’ Mindset and
Their Academic Engagement in Online Classrooms: The Mediating Role of Achievement
Emotions”. The goal of the study was to look at how learners' language mindset in online classes
affected their academic engagement and whether or not achievement emotions acted as a
mediating factor. For this study, a total of 428 EFL students answered the survey. Convenience
sampling was used to choose participants from eight Tehran-based private English language
schools in Iran. To collect data, the Short form of the Achievement Emotions Questionnaire
(AEQ-S) to assess achievement emotions; the original form of the Academic Engagement Scale,
and the Language Mindset Inventory to evaluate the mindset of the EFL learners were used.
The findings showed that the mean levels of growth language mindset and behavioral
engagement were high while the mean scores for enjoyment, anxiety, and cognitive, agentic,

and emotional involvement in online classes were somewhat below moderate.

Previous Studies Conducted on Mindset in Other Contexts

In the language learning process, mindset is an important component that makes
individuals consider themselves (Dweck, 2006). According to Dweck, language proficiency,
careers, and interpersonal relationships are all significantly impacted by people's mindsets,
whether or not they are conscious of it. These mindsets include growth and fixed mindsets. It
was proposed by Dweck (1986) that whereas fixed-minded students view their capacity as an

immutable aspect of their personality, growth-minded students view it as a characteristic that
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can be developed and enhanced. Some studies have been conducted on Mindset Theory in

various contexts, which are as follows:

Blackwell et al. (2007), in their study titled “Implicit Theories of Intelligence Predict
Achievement across an Adolescent Transition: A Longitudinal Study and an Intervention”,
aimed to examine the relationship between the theory of intelligence and achievement. The
sample of the study consisted of 373 seventh graders at a public secondary school in New York.
The Citywide Achievement Test (CAT), a standardized mathematical achievement test were
administered during the spring term of sixth grade to gather data. The findings showed that a
theory of intelligence that predicted higher mathematics grades and this incremental theory
(growth mindset) may be created through strategies that support academic accomplishment.

Baluku et al. (2018), in their study titled “Positive Mindset and Entrepreneurial
Outcomes: The Magical Contributions of Psychological Resources and Autonomy”, aimed to
fully understand variations in well-being, academic achievement, and intervention efficacy. The
study involved 253 participants from Germany and Uganda. The first group of participants
comprised 163 young self-employed individuals aged between 18 and 30 who had completed
their studies at universities, technical schools, or high schools in Uganda. They answered survey
questions using pen and paper. The second group comprised 90 German individuals aged
between 19 and 79, who were recruited through online forms. After four months, the data
analysis showed that a positive mindset and a sense of autonomy were crucial for
entrepreneurial success. The study also found that the pleasure of entrepreneurship reduced the

effects of psychological capital, autonomy, and their interaction on commitment.

Li & Bates (2019), in their study titled “’You Can’t Change Your Basic Ability, but You
Work at Things, and That’s How We Get Hard Things Done: Testing The Role of Growth
Mindset on Response to Setbacks, Educational Attainment, and Cognitive Ability” aimed to
investigate if adopting a growth mindset can greatly increase children's abilities and improve
the academic performance of 624 Chinese children aged 9 to 13. To collect data, the Praise
Cognition Test consisted of 10 items, followed by the Failure Test, which also had 10 items,
and the Post-Failure Measure. In addition to these tests, the Learning and Motivation
Questionnaire was used to measure learning and motivation. Taking the findings into
consideration, it was seen that there was no correlation found between the mindset of the
children and their grades. Beliefs about the adaptability of fundamental skills might not be
connected to the capacity to bounce back from setbacks or academic success.
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Hacisalihoglu et al. (2020), in their study titled “Enhancing Undergraduate Student
Success in STEM Fields through Growth-Mindset and Grit”, aimed to assess the Scientist Life
Skills course’s results and look into the relationship between learning life skills and academic
success. In the Fall of 2019 at Florida A&M University, this research was carried out with first-
year students participating in the Scientist Life Skills course offered by the College of Science
and Technology. Data was gathered through a variety of assessment instruments for mindset,
courage, and critical thinking. The results of this study showed that the Scientist Life Skills
course effectively achieved its goal of providing STEM students with valuable skills to help
them transition to college and progress in their studies. Additionally, the course's design had a
significant impact on students' mindsets, promoting a growth-oriented outlook and improving

their critical thinking abilities and grade point averages.

Vechiu et al. (2021) conducted a study titled “Metacognitive Competences and Implicit
Theories of Intelligence in Relation with School Achievement”. The purpose of this study was
to investigate the relationship between secondary school students' academic success, implicit
theories of intelligence, and metacognitive skills. A total of 120 students from different
socioeconomic backgrounds participated in the study. The Implicit Theories of Intelligence
Questionnaire and the Metacognitive Awareness Inventory were administered to the
participants to gather a set of data. The results showed that students from disadvantaged
socioeconomic backgrounds had lower scores on self-reported fixed mindset beliefs and

metacognitive competency tests compared to those from higher socioeconomic families.

Kaya et al. (2023) have researched the association between Turkish undergraduate
mechatronics engineering students’ domain-specific mindset and academic achievement.
Fourth-year mechatronics engineering students (n = 68) at a public university in Tiirkiye are
the participants of this study. They were asked to provide their exam scores for courses taught
in both English and their first language. Then, the Language Learning Mindset and Maths
Mindset inventories were applied to students. The findings showed that there is a positive
relationship between a growth mindset and academic success whereas a fixed mindset and
success have a negative relation. Simply put, growth-minded students tend to achieve because
they motivate themselves easily and begin to work hard. If students study hard and put more

effort into learning, it is not surprising that they will be successful.
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2.7.3. Previous Studies on Academic Motivation and Mindset

It has been widely accepted that motivation plays a significant role in the language
learning process (Al Kaboody, 2013; Gomleksiz, 2002; Dornyei, 2001). It must be noted that
motivation is directly related to learning because learning is a purposeful process that requires
effort. According to Dornyei (2001), motivation is a type of internal drive that leads people to
keep going in the language learning process for many years. He added that without sufficient
motivation, no other component can guarantee the L2 achievement of a student. Motivation is
accepted as a key concept for successful learning and a less talented but academically motivated

student may be more successful than a more intelligent but less motivated student (Gomleksiz,
2002).

Mindset is also an important factor in the language learning process. To evaluate the
effect of mindsets, it is critical to comprehend what mindset is and when it occurs. According
to Wenden (1998), language mindsets are sorts of knowledge that start to emerge at a young
age. In addition to that, some researchers asserted that language mindsets improve when
interacting with their surroundings (Kalaja et al., 2015). That is, in reaction to interactions with
teachers and peers, learners' beliefs on language acquisition are shaped by their learning
environment in various situations. For example, in a classroom setting where there are some
fixed-minded students, teachers might use some statements to activate them like “You can do
it”, “It is not hard to complete this task”, and “Failure is an opportunity to grow”, and so forth.
In this way, students can be more motivated, discover their power to learn L2, start to think
differently and create a growth mindset (Dweck & Yeager, 2019). To be able to achieve this,
teachers should have a growth mindset first and put more effort into making students open to
development because teachers’ mindset beliefs are crucial for students’ academic achievement
(Canning et al., 2019). This kind of thinking fosters the resilience and passion for learning

needed for outstanding success (Dweck, 2015).

Reviewing the literature, it was seen that numerous studies have been conducted on
academic motivation and mindset separately. However, some research papers have recognized
the relationship between academic motivation and mindset, leading to new studies being
conducted on this topic. Below, the section presents some studies that were conducted on the

relationship between academic motivation and mindset.

VVon Suchodoletz et al. (2020), in their study titled “Can Mindsets Influence College

Students' Motivation to Learn? Findings from the United States and the United Arab Emirates”,
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aimed to investigate the benefits of deliberative and practitioner mindsets, and how they apply
to people from different cultural backgrounds. It also especially looked at the effects of such
attitudes on college students' motivation to learn in the setting of higher education in both the
United States of America (US) and the United Arab Emirates (UAE). 327 college students took
part in the study, 205 from the UAE and 122 from the US. The Academic Delay of Gratification
Scale and Motivated Strategies for Learning Questionnaire were used to collect data to assess
student motivation. The findings revealed that there were variations between students from the
US and the UAE in the effects of having a deliberative mindset on their willingness to study;
only students in the US sample suffered disadvantages, but no such impact was discovered for
students from the UAE.

In their research study entitled "Only a Burden for Females in Math? Gender and
Domain Differences in the Relation Between Adolescents' Fixed Mindsets and Motivation™,
Heyder et al. (2021) aimed to investigate the impact of the belief in innate aptitude in Math or
German language arts on gender differences in students' self-concept ability and intrinsic
motivation. The study involved 423 female and 447 male 10th-grade German students aged
between 14 to 18 years old. The researchers used various scales such as the Ability Self-concept
Scale to evaluate students' Math and German Language Arts Ability, the Intrinsic Motivation
Scale to determine their intrinsic motivation level, the Fixed Mindset Scale to get a reliable
measurement of students' mindsets, the KRW Test to assess their math competencies, and LGV
Test to measure their reading comprehension. The findings indicated that male students had
higher self-perceptions of their mathematical competence and intrinsic motivation compared to
female students. On the other hand, female students showed more confidence in their language
arts abilities and intrinsic motivation. The researchers found that students' mindsets and
motivation in German language arts were not related. Furthermore, neither male nor female
students had more fixed attitudes in math or language arts. However, a fixed mindset regarding

math competence was a poor predictor of intrinsic motivation in math for female students only.

In 2023, Hudig et al. conducted a study entitled "Goalsetting Is Mindsetting: Guided
Reflection on Life Goals Taps into the Plasticity of Motivational Mindsets." The study aimed
to evaluate and determine whether the goal-setting intervention encourages a positive mindset
change. The researchers asked 48 first-year university students aged between 17 and 30 to write
goal-setting essays. The findings revealed that students who shifted from having a low-effective

mindset to having a socially effective mindset exhibited intrinsic self-directed motives as those
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who had stable socially successful mindsets. This study also supported that the beneficial
attitude shift already took place during the reflection assignment.

In their research titled "The Impact of Combining SRSD Instruction with a Brief Growth
Mindset Intervention on Sixth Graders' Writing Motivation and Performance”, Camacho et al.
(2023) aimed to explore the effects of an SRSD (Self-Regulated Strategy Development)
curriculum on two factors of writing performance: text quality and text length. They also
analyzed two motivational variables, namely self-efficacy and implicit theories. The study
involved 191 sixth graders from 11 different courses and their Portuguese language instructors,
who participated in a six-week intervention trial. To collect data, writing performance and self-
report motivational scales were used to assess the efficacy of the SRSD. A social validity scale
was also filled out by students to measure their satisfaction with the treatments. This research
demonstrated that a six-week SRSD training program was successful in raising students' self-
efficacy for their ability to think and write. In contrast, SRSD and mindset therapies were found
to prevent a larger positive effect on motivational beliefs including self-efficacy for

conventions, self-efficacy for self-regulation, and implicit theories.

Tan & Levesque-Bristol (2023) conducted a study titled “Understanding Preservice
Teachers’ Intentions to Enact Autonomy Support: The Combined Perspectives from Self-
Determination Theory and Mindset Theory”. This research aimed to explore how pre-service
teachers plan to encourage autonomy in their future classrooms. Data was gathered from 237
pre-service teachers using several tools, including the Theory about Intelligence Scale, the
Index of Autonomous Functioning, the Interest/Enjoyment subscale of the Intrinsic Motivation
Inventory, Beliefs about the Motivating Style Scale, Teachers' Motivating Style Scale, and Field
Journals. The results indicated that intentions to implement autonomy support were linked to a
growth mindset and autonomous orientation through intrinsic motivation for teaching and

attitudes about autonomy support.

Reviewing the literature, it was easily observed that there have been many studies
conducted on academic motivation and mindset separately. In English Language Teaching,
however, relatively little research has been done on the relationship between high school
students' academic motivation and their mindset. With this gap in mind, the present study
focused on this need and investigated whether there is a relationship between high school

students’ motivation and their mindset.

38



For the present study, the researcher used the Self-Determination Theory (Ryan & Deci,
2017), one of the most significant theories of human motivation, to understand the high school
students' levels of motivation. Also, Mindset Theory (Dweck, 2006) was incorporated to learn

what types of mindsets students have.
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CHAPTER Il
3. METHODOLOGY

In this chapter, first, the methodology of the study is presented step by step. Within each
section, the research design, setting, participants, instruments, and data collection are covered

and finally, data analysis is explained in detail.

3.1. Research Design

This study aims to investigate the academic motivation of high school learners and their
mindsets. For this study, a quantitative research design was utilized which involves gathering
data in a numerical format and then analyzing it using statistical methods (Dornyei & Griffee,
2010). Quantitative research design is divided into two sections which consist of experimental
and non-experimental. The main objective of this study is to measure the motivation levels and
mindset types of participants, using two scales. To achieve this goal, a non-experimental
descriptive-survey research design which evaluates a sample at a specific point in time, without
making any inferences or claiming any correlations is adopted.

3.2. Setting and Participants

This study was conducted in the Fall Term of the 2022-2023 Academic Year. The
participants of the current study were 84 students of Juniors (11th grade) and Seniors (12th
grade) at Anatolian Imam Hatip High School where the researcher currently works as an
English teacher in Giigliikonak, Sirnak. The ages range from 15 to 19 and the gender profile
was 38 females and 46 males. As the researcher is the prior teacher of English to the
participants, considering their beliefs, it has been previously observed that they have some
prejudice about learning a new language. They used to think of learning English as a matter of
memorizing formulas, much like how one learns Math. This was because they primarily focused
on English grammar in primary and secondary school, rather than the skills of reading, writing,
listening, and speaking. Thus, in this context, some prejudice must be broken about English

language learning.

The researcher decided to carry on the present study with 11th and 12th-grade students
for two main reasons. First, as non-native speakers of Turkish, these students typically possess
more experience and competence in Turkish compared to 9th and 10th graders. Second, the
researcher is presently attending classes for 11" and 12" graders, which provides her with

convenience in observing and incorporating students into the research process. For the present
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study, demographic information form, academic motivation scale, and mindset theory scale
were applied in Turkish considering the participants’ background and competence in English.
To ensure the accurate and meaningful gathering of data, this language preference was designed
to make it easier for the participants to express their ideas and feelings. To maintain privacy, it
should be emphasized that the participants' names were not included on the demographic
information form. To collect data, 84 participants were given a demographic information form
consisting of 11 items to fill out within 20 minutes. Collected data from the participants were
analyzed using SPSS Version 25.0. to present a frame about the backgrounds of the learners.

The demographic information of the participants is presented in Table 3.1.

Table 3.1. Demographic Information of the Participants

Variables Min-Max X +S
Age 15-19  16.44+0.883
Variables N %
Male 46 54.8
Gender
Female 38 45.2
11 53 63.1
Grade
12 31 36.9
Illiterate 47 56.0
Literate 6 7.1
Education level (Mother)
Primary School 26 31.0
Secondary School/High School 5 6.0
Iliterate 10 11.9
Literate 17 20.2
Education level (Father)
Primary School 37 44.0
Secondary School/High School 20 23.8
Below the minimum wage 15 17.9
Family’s financial situation Minimum wage 26 31.0
Above the minimum wage 43 51.2
Yes 65 77.4
Availability of a study room
No 19 22.6
Continuous 71 84.5
School attendance status
Semi-Continuous 13 155
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Table 3.1. Cont. Demographic Information of the Participants

Variables N %
No time 78 92.9
Sparing time to study English 1-3 hour 5 6.0
4-6 hour 1 1.2
Yes 64 76.2
Internet access status
No 20 23.8
Only telephone 47 56.0

Availability of technological

devices at home Telephone and Tablet /

Computer 37 44.0

o ) No time 75 89.3
Sparing time to study English

on technological devices 1-3 hour 9 10.7

This study included 84 participants, with 38 (45.2%) being girls and 46 (54.8%) being
boys. All participants were aged between 15 and 19. 53 (63.1%) participants attended the 11th
grade and 31 (36.9%) attended the 12th grade. When the education levels of the parents of the
participants were examined, it was seen that the majority of the mothers (56%, n = 47) were
illiterate, and the majority of the fathers (44%, n = 37) were primary school graduates. When
the financial situation of the participants was examined, it was seen that 15 (17.9%) of them
came from families with a financial income below the minimum wage, 26 (31%) at the
minimum wage level, and 43 (51.2%) from the families with a financial income above the
minimum wage. A majority, 65 (77.4%) of the participants stated that they have a study room.
While 71 (84.5%) of the participants were constantly attending school, 13 (15.5%) were semi-
persistent. While 78 participants stated that they did not spare time to study English, 5 (6%)
participants stated that they shared 1-3 hours, and 1 (1.2%) participant shared 4-6 hours. 64
(76.2%) participants stated that they could access the Internet, while 20 (23.8%) participants
stated that they could not access the Internet. 47 participants stated that they only had a
telephone at home, while 37 (44%) participants stated that they also had a tablet/computer as
well. Participants were also asked how much time they spent on English with technological
devices. 75 (89.3%) participants stated that they did not spare time, and 9 (10.7%) participants
reported that they spared 1-3 hours.
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3.3. Data Collection Tools
In the present study, the Demographic Information Form, the Motivation Scale Towards
Learning English (Karci & Giindogdu, 2018), and the Mindset Theory Scale (Yilmaz, 2022)

were used to collect data. Below, a detailed explanation will be provided.

a) Demographic Information Form:

To determine the characteristics of the research group, some questions such as
participants’ age, gender, grade, family education level, family financial status, availability of
a study room, school attendance status, sparing time to study English, internet access status,
availability of technological devices at home, and sparing time to study English on
technological devices were prepared by the researcher and applied as a Demographic

Information Form (See Appendix-A).

b) The Motivation Scale Towards Learning English (MSLE):

The Motivation Scale Towards Learning English was developed by Karci & Giindogdu
(2018) to measure the motivation levels of the learners. The MSLE consists of 15 items and 4
subscales. The subscales of “Like” have 4 items, “Desire” has 5 items, “Career” has 3 items,
and “Talent” has 3 items. The scale is in the form of a 5-point Likert type of 1 (strongly
disagree), 2 (slightly agree), 3 (partially agree), 4 (strongly agree), and 5 (totally agree). Items
on the scale “I strongly disagree - 1.00-1.80; “I slightly agree - 1.81-2.60”, “I partially agree -
2.61-3.407; “strongly agree - 3.41-4.20”; “totally agree 4.21-5.00” range from 1, the lowest
value, to the highest, 5 in the options. It is obtained by dividing the series width by the number
of options. The complete scale's Cronbach Alpha reliability coefficient was found to be. 849.
The prepared scale explains a 66 percent variance (See Appendix-B). In the present study,
Cronbach's alpha internal consistency value for the academic motivation scale was found to be
.898.

c) The Mindset Theory Scale (MTS):

The Mindset Theory Scale was created by Yilmaz, (2022) to measure how students
perceive their talent and intelligence. This scale consists of 13 items and 2 dimensions in total,
and the following parameters: 1 (not suitable at all), 2 (not suitable), 3 (partially suitable), 4
(suitable), and 5 (perfectly suitable). The dimensions of MTS are a growth mindset including
belief in improvement and effort; and a fixed mindset including procrastination and belief in
permanence. For the fixed mindset dimension, the internal consistency coefficient was

determined to be 0.723 and for the growth mindset dimension, it was found to be 0.714 (See
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Appendix-C). In the present study, Cronbach's alpha values for internal consistency were found
to be .834 for fixed mindset and .711 for growth mindset.

3.4. Data Collection

Before collecting data for the current study, the approval of the Necmettin Erbakan
University Ethics Commission was requested. After receiving the necessary approval from the
Ethics Commission in September (2022/321, 12.09.2022), the researcher made an appeal to the
Sirnak Ministry of National Education to get permission to conduct this study at Imam Hatip
High School. In October 2022, upon receipt of the approval, the researcher distributed the
Volunteer Consent Form to the participants and the Parent Consent Form to their parents to
receive permission for the students to participate in the research. After the permission process
was completed, the researcher applied the Demographic Information Form, the Motivation
Scale Towards Learning English, and the Mindset Theory Scale to gather information about

students’ backgrounds, measure their academic motivation levels, and their mindset types.

Firstly, before applying the motivation and mindset theory scales, certain demographic
data about participants were acquired with a demographic information form prepared by the
researcher. Participants were asked several questions about their age, gender, grade, family
education level, family financial status, availability of a study room, school attendance status,
sparing time to study English, internet access status, availability of technological devices at

home, and sparing time to study English on technological devices.

Secondly, the Motivation Scale Towards Learning English which was developed by
Karc1 & Giindogdu (2018) was distributed to each participant. On the scale, the participants
were asked to read each item carefully before ranking. The data collection procedure lasted for

40 minutes and then the researcher scrutinized the data.

Thirdly, the Mindset Theory Scale consisting of a 5-point Likert Scale which was
developed by Yilmaz, (2022) was given to the participants. After reading the item statements,

the students were asked to rank their agreement and disagreement.

3.5. Data Analysis

Upon the completion of the data collection process, there found to be no missing values,
and statistical analyses were performed on the data obtained from 84 students. The frequencies,
rates, means and standard deviations of the individuals in the groups in terms of different

variables were presented with descriptive statistics. The highest values, lowest values, mean
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and standard deviation values were calculated for continuous variables, while number and %
values were calculated for categorical variables. Skewness and Kurtosis values, histograms, and
Q-Q plot values were examined to test whether the data met the normality assumption. The
results show that the data set meets the assumption of normality value (the Kurtosis and
Skewness values are between -1.5 and +1.5). The T-test for independent groups was used for
between-group comparisons, while the t-test for paired groups was used for within-group
comparisons. Pearson correlation analysis was used to examine the relationship between the
research variables. The internal consistency of the research variables was calculated with
Cronbach's alpha internal consistency coefficient. The significance level for all analysis results
was set as p < .05. In this study, the data were analyzed using SPPS 25 (IBM Corp. Released
2017. IBM SPSS Statistics for Windows, Version 25.0. Armonk, NY: IBM Corp.) program.

Some preliminary analyses were carried out before the analysis of the research
questions. The reliability analysis of Academic Motivation toward English and the Mindset
Theory Scale was made and explained in different studies (Karc1 & Giindogdu, 2018; Yilmaz,
2022). Both scales were found quite valid and reliable. However, the reliability of the scales
was also checked for the present study. According to the Mindset Theory Scale, Cronbach's
alpha internal consistency values were found to be (.711 for growth mindset and .834 for fixed
mindset), while the Academic Motivation toward English Scale's values were found to be .898.

The separation of the groups according to the scores obtained from the scale is as
follows: The Mindset Theory Scale consists of two values: growth mindset and fixed mindset.
A group is labeled as having a fixed mindset when the difference between these two values is
negative, and as having a growth mindset when the difference is positive. In other words, groups
are categorized by the direction of the difference between the two subgroups - whether it's

negative or positive.

Academic Motivation Toward English Scale consists of 15 items and 4 subscales. The
subscales of “Like” have 4 items, “Desire” has 5 items, “Career” has 3 items, and “Talent” has
3 items. For the statistical analysis, the mean value is calculated by adding the highest
motivation value and the lowest motivation value and dividing by two. To put it another way,
as seen in Table 4.1, the highest academic motivation score is 75.00 and the lowest academic
motivation score is 15.00. Therefore, the mean score becomes 45.00 when 75.00 and 15.00 are
added and divided by two. Students whose total motivation scores were less than 45.00 were

classified as having low academic motivation toward learning English while individuals who
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scored more than 45.00 were categorized as having high academic motivation toward learning
English. There are no specific cut-off points for the other scores. A higher score indicates a

greater inclination towards that trait in the individual.
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CHAPTER IV
4. FINDINGS

This section supplies the results of the data analysis. Based on the quantitative data that
served as the study’s guiding principle, the findings of the data were analyzed with SPSS 25.0.
For intragroup comparisons, the t-test for paired groups was employed, while the t-test for
independent groups was used for intergroup comparisons. Additionally, the relationship

between the variables in the research was investigated using Pearson correlation analysis.

4.1. The findings regarding motivation levels of high school students:

| RQ1: What are the motivation levels of high school students? |

Table 4.1. Participants' Level of Academic Motivation and its Sub-Dimensions

Cronbach
Variables The The Mean S Kurtosis Skewness Alpha
Lowest Highest
Aspiration 5.00 25.00 21.32 4.32 -1.348 953 .836
Appreciation 4.00 20.00 15.42 3.91 -.955 624 831
Career 3.00 15.00 12.61 2.35 -1.426 .895 719
Ability 3.00 15.00 10.33 3.39 -.346 -.770 814
Motivation 15.00 75.00 59.68  11.12 -1.388 385 898

Participants' levels of academic motivation and their sub-dimensions were examined.
As seen in Table 4.1., the mean of the aspiration variable is 21.32+4.32, the mean of
appreciation is 15.42+3.91, the mean of career is 12.61+2.35, the mean of ability is 10.33+3.88
and the mean of total motivation score is 59.68+11.12. Based on these results, it is seen that the
motivation mean score of the participants is above average, 59.68. That is, the students’
academic motivation level is high. To determine if the data satisfied the normality assumption,
Skewness, Kurtosis values, histograms, and Q-Q plot values were analyzed. The results show
that the data set meets the assumption of normal distribution and the Kurtosis and skewness
values were found to be between -1.5 and +1.5. In terms of aspiration, the value of Kurtosis is
-1.348 while the value of Skewness is .953. In terms of appreciation, the value of Kurtosis is -
.955 whereas the value of Skewness is .624. In terms of career, the value of Kurtosis is -1.426
and the value of Skewness is .895. In terms of ability, the value of Kurtosis is -.346 while the
value of Skewness is -.770. In terms of motivation, the value of Kurtosis is -1.388 whereas the

value of Skewness is .385. For the data set meeting the assumption of normal distribution, the

47



T-test for independent groups was employed for between-group comparisons, while the t-test

for paired groups was used for within-group comparisons (See Table 4.3.).

4.2. The findings regarding mindset types of high school students:

\ RQ2: What types of mindsets do high school students own?

Table 4.2. Participants' Levels and Participants' Dispositions on the Sub-Dimensions of the Theory of Mindset

Scale

Variables The The Mean S.D Kurtosis Skewness Cronbach

Lowest Highest Alpha
Inertia 4.00 20.00 8.76 3.99 .954 739 715
Immutability 3.00 15.00 6.12 3.01 748 -.178 .738
Belief
Belief in 3.00 15.00 13.73 2.120 -.539 .936 778
Development
Effort 3.00 15.00 13.61 2.32 -.176 376 .835
Fixed self- 7.00 29.00 14.88 5.85 -.914 .888 .834
theory
Developmental 13.00 30.00 27.33 3.86 .560 -741 711
self-theory
Self-theory N %
trends
Fixed self- 5 % 6
theory trends
Developmental 79 % 94
theory trends

Table 4.2. presents that the mean Inertia dimension of the participants is 8.76+3.99, the
mean immutability belief is 6.12+3.01, the mean belief in development is 13.73+2.120, and the
mean effort is 13.61+2.32. In addition, the mean of fixed self-theory consisting of inertia and
immutability beliefs is 14.88+5.85 and the mean of developmental self-theory is 27.33+3.86
when the levels of the participants regarding the sub-dimensions of the Mindset Theory Scale
are examined. Also, it is seen that the averages of inertia, immutability belief, and fixed self-
theory are low while the averages of belief in development, effort, and developmental self-theory
are high. In addition, the results show that 5 (6%) participants tend to have a fixed mindset, and
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79 (94%) participants tend to have a growth mindset. According to Table 4.2., the data set meets
the assumption of normal distribution since the Kurtosis and Skewness values are between -1.5
and +1.5. In terms of inertia, the value of Kurtosis is .954 while the value of Skewness is .739.
In terms of immutability belief, the value of Kurtosis is .748 whereas the value of Skewness is
-.178. In terms of belief in development, the value of Kurtosis is -.539 and the value of Skewness
IS .936. In terms of effort, the value of Kurtosis is -.176 while the value of Skewness is .376. In
terms of fixed self-theory, the value of Kurtosis is -.914 whereas the value of Skewness is .888.
In terms of developmental self-theory, the value of Kurtosis is .560 and the value of Skewness
is -.741. For the data set meeting the assumption of normal distribution, within-group
comparisons were conducted using the t-test for paired groups, and between-group comparisons

were conducted using the t-test for independent groups (See Table 4.4.).

4.3. The findings regarding academic motivation and gender:

RQ3: Is there a significant difference between students’ academic motivation in terms
of gender?

Table 4.3. Comparison of Participants' Academic Motivation Means in Terms of Gender

% 95 Confidence
Range

Variables Gender N Mean S.D t p
Lower Upper

Limit Limit

o Male 46 21.28 3.28 -1.98 1.81 928
Aspiration -.090
Female 38 21.37 5.37
Male 46 15.50 3.59 -1.53 1.90 214 831

Appreciation
Female 38 15.32 431

Male 46 12.91 2.00 -.35 1.70 192
Career 1.316
Female 38 12.24 2.71
Male 46 10.54 3.42 -1.02 1.95 .623 .535
Ability
Female 38 10.08 3.37
Male 46 60.24 8.96 -3.63 6.11 .506 .614
Motivation

Female 38 59.00 13.38

An independent samples t-test analysis was conducted to examine whether the mean
academic motivation scores of the participants differed according to gender. As seen in Table
4.3., the mean aspiration of the male participants was 21.28 while the female participants’ mean

aspiration score was 21.37. Similarly, the mean appreciation score for male participants was
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15.50 while female participants had a slightly lower mean appreciation score of 15.32. For
career, male participants had a mean score of 12.91 while female participants had a lower mean
score of 12.24. In terms of ability, male students had a mean score of 10.54 while female
students had a slightly lower mean score of 10.08. Lastly, the mean motivation score for male
students was 60.24 compared to female students who had a mean motivation score of 59.00.
The results show that there is no significant difference between the groups in both the averages
of the total score of academic motivation and the averages of the sub-dimensions of aspiration,

appreciation, career, and ability (p > .05).

4.4. The findings regarding the relationship between mindset and gender:

RQ4: Is there a significant difference between students’ mindsets in terms of gender?

Table 4.4. Comparison of the Means of the Theory of Mindset Scale according to Gender.

% 95 Confidence
Range

Variables Gender Mean S.D. Lower Upper t p

Limit Limit

Male 46 8.04 3.58 -3.31 13 .070
Inertia -1.837
Female 38 9.63 4.35
Immutability Male 46 5.54 2.87 -2.56 .02 -1.960 .053
Belief Female 38 6.82 3.07
. Male 46 13.89 1.80 -.60 1.33 .756 452
Belief in
Development Female 38 13.53 2.61
Male 46 13.59 2.15 -1.06 .97 931
Effort -.087
Female 38 13.63 2.54
Fixed Self- Male 46 13.59 5.61 -5.35 -.37 -2.286 .025
theory Female 38 16.45 5.82
Male 46 27.48 3.41 -1.37 2.01 377 707

Developmental
Female 38 27.16 4.38
Self-theory

Upon examining Table 4.4., trying to find out whether there is a significant difference

in the sub-dimensions of the Mindset Theory Scale based on gender, it was noted that an
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independent samples t-test analysis was performed. According to Table 4.4., the mean inertia
of the male participants was 8.04 while the female participants’ mean inertia score was 9.63.
Similarly, the mean immutability belief score for male participants was 5.54 whereas female
participants had a mean immutability belief score of 6.82. As for belief in development, male
participants had a mean score of 13.89 while female participants had a slightly lower mean
score of 13.53. In terms of effort, male students had a mean score of 13.59 while female students
had a slightly higher mean score of 13.63. When it came to fixed self-theory, male students had
a mean score of 13.59 while female students had a mean score of 16.45. Lastly, the mean
developmental self-theory score for male students was 27.48 compared to female students who
had a mean developmental self-theory score of 27.16. Considering the mean scores and the p
values (p= .025 < .05), the results indicated that a noteworthy distinction was discovered
between gender and mindset. On the fixed mindset theory, women scored significantly higher
than men (t(82) = -2.286, p <.05).
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4.5. The findings regarding the relationship between academic motivation and mindset:

RQ5: Is there a relationship between high school student’s academic motivation and their mindset?

Table 4.5. The Relationship Between Academic Motivation and Mindset Theory

) o o - o _ Immutability Belief in Fixed Self-
Variables Aspiration Appreciation Career  Ability Motivation  Inertia . Effort
Belief Development Theory

Aspiration 1

Appreciation ,662" 1

Career ,490™" ,318™ 1

Ability 5577 591" ,162 1

Motivation ,895™ 856" 563" 763 1

Inertia -,073 -,092 -,042 -,368"™ -,182 1

Immutability .
-,050 -,008 ,081 -,080 -,029 ,381 1

Belief

Belief in
259" ,120 ,037 357 ,260" -,289™ -,390™ 1

Development

Effort ,170 ,202 -,031 ,170 ,182 -,295™ -,316™ ,459™ 1

Fixed Self- .
-,076 -,067 ,013 -,293™ -,139 ,879™ 775™ -,398™" -,364™ 1

Theory

Developmental . N . " . . . .
,250 ,190 ,003 ,306 ,258 -,342 -,412 ,845 ,862 -,446

Self-Theory

p<.05, ™p < .01, ™p < .001.
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When Table 4.5. regarding the relationship between the academic motivation of high
school learners and their mindset examined, it can be seen that Pearson correlation analysis was
conducted to investigate the relationship between them. The results show that there is no
significant relationship between career and ability (p> .05), which are sub-dimensions of
motivation. Still, there are positive and significant relationships between total score and other
variables (p<.05). There is a positive and significant relationship between the fixed self-theory
and its sub-dimensions inertia and immutability beliefs. Similarly, there is a positive and
significant relationship between developmental self-theory and its sub-dimensions of
developmental beliefs and effort (p< .05). On the other hand, there is a negative and significant
relationship between developmental self-theory and fixed self-theory. As a result, academic
motivation and growth mindset were shown to be positively correlated (p <.05, **p <.01, ***p
<.001).
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CHAPTER V
5. DISCUSSION

This study investigated the academic motivation and mindset types of high school
foreign language learners. Another aim of the study was to check the relationship between the

level of academic motivation of students and their mindset.

5.1. Discussion

Throughout the discussion part, research findings will be explored in line with the
Research Questions of the present study. There will be a brief recapitulation of the present
study’s findings for each research question and the findings will be contrasted with those of

other studies in the relevant literature.

This research seeks to investigate the following research questions:
RQ1: What are the motivation levels of high school students?

RQ2: What types of mindsets do high school students own?

RQ3: Is there a significant difference between students’ academic motivation in terms of

gender?
RQ4: Is there a significant difference between students’ mindsets in terms of gender?

RQ5: Is there a relationship between high school student’s academic motivation and their

mindset?

5.1.1. Discussion of the RQ1: What are the motivation levels of high school students?

The first research question of the study was “What are the motivation levels of high
school students?”. The motivation levels of participants were examined using the Motivation
Scale Towards Learning English and the data were analyzed with the SPSS software (version
25). Based on the findings, it was determined that high school foreign language learners’
academic motivation level was (59.6811.12) overall (See Table 4.1.). The finding demonstrated
that the participants' mean scores are above average, in other words, their motivation level is
high. In line with the findings of the present study, the motivation level of the students was also
found to be high by some other researchers (Abdolrezapour et al., 2023; Huang et al., 2016;
Saracoglu, 2020).
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However, Esra & Sevilen (2021) carried out a study on student motivation in online
education. The results indicated that online education has a negative effect on students’
motivation due to a lack of social interaction. This finding is in line with the study conducted
by Lin et al. (2017). They found that students' extrinsic and intrinsic motivation was lower in
online education than in face-to-face education. They attributed this finding to students' less

interaction with peers and teachers in online courses.

In the light of the findings obtained from the studies, it can be said that various factors
impact students' academic motivation, including the participants and the context of the study.
That is, different results can be obtained when the study group, setting, and measurement tools

are changed.

5.1.2. Discussion of the RQ2: What types of mindsets do high school students own?

The second research question was “What types of mindsets do high school students
own?”. The data related to the second problem were obtained through the Mindset Theory Scale
and then were analyzed by using SPSS software (version 25). According to the results, it was
observed that the participants’ averages of immutability belief, fixed self-theory, and inertia
were low, but their averages of effort, belief in development, and developmental self-theory
were high. 5 (6%) participants have a fixed mindset while 79 (94%) participants have a growth
mindset (See Table 4.2.). That is, the participants in the current study had a strong tendency

toward a growth mindset.

In line with the findings of the present study, it was found that students tended to have
a growth mindset by some other researchers (Calo et al., 2019; P’Pool, 2012). In the P’Pool
study, uncertainty has been assigned to the remaining 14.4% and no participant has been
classified in the undecided category. Also, Altunel (2019) conducted a study on the relationship
between mindset and anxiety. In that study, 64% of them were found to have a growth mindset,
compared to 18.2% who have a fixed mindset, showing that their percentages match this study’s
proposed percentages. However, Gunnarsdottir (2021) conducted a study on growth vs. fixed
mindset with 130 university students. The findings of the study showed that 53.1% (N = 69) of
the participants had a more fixed mindset, while 46.9% (N = 61) of individuals had a growth

mindset.

In the present study, while 79 (94%) individuals have a growth mindset, 5 (6%) people

tend to have a fixed self-theory. It can be concluded from the findings above that EFL students
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may have begun to develop more growth mindsets toward language learning with the help of
their teachers, peers, or just by themselves with their desire, effort, or determination, and even

more could be encouraged to have a growth mindset.

5.1.3. Discussion of the RQ3: Is there a significant difference between students’ academic
motivation in terms of gender?

The third research question was “Is there a significant difference between students’
academic motivation in terms of gender?”. The data related to the question was collected
through the Motivation Scale Towards Learning English and then the data were analyzed by
using the SPSS software (version 25). The research results showed that there is no significant
difference between the two factors (See Table 4.3.). In line with the findings of the present
study, some other researchers supported this finding indicating that there was no significant
difference between the degrees of academic motivation, and gender among students (Sahin &
Cakar, 2011; Keklik & Keklik, 2012).

Contrary to these findings, Giinaydin et al. (2022) conducted a study on the association
between university students' academic motivation and sense of family belonging during the
COVID-19 Pandemic. In the study, they found that extrinsic motivation, intrinsic motivation,
and total academic motivation were all greater among the female participants than the male
ones. It was observed that male participants scored higher on amotivation. In line with these
findings, Ergin & Karatas (2018) discovered that gender and academic motivation had a
significant relationship. In addition to these studies, Khesht-Masjedi et al. (2019) did research
with teenagers on the relationship between age, gender, anxiety, depression, and academic
achievement. It was seen that girls had greater levels of autonomous motivation and internal

control compared to boys.

In the light of these studies, it can be concluded that despite the misbelief and prejudice
that girls in the Eastern Region of Tiirkiye would have lower academic motivation, gender was
not found to be related to academic motivation. Women who do not have much time to study
are often seen as caregivers, and emotional and domestic helpers, while men are identified with
strong, decisive, and leadership roles. These roles stem from the cultural and social structure of
society. In contrast, the motivation of female participants might be explained by the urge to be

powerful, especially in underdeveloped societies.
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5.1.4. Discussion of the RQ4: Is there a significant difference between students’ mindsets
in terms of gender?

The fourth question was “Is there a significant difference between students’ mindsets in
terms of gender?”. The data concerning the issue were gathered using the Mindset Theory Scale
and analyzed with the SPSS software (version 25). The findings revealed that there is a
significant difference between the two variables (See Table 4.4.). Contrary to males, females’
fixed-mindset scores were higher (t(82) = -2.286, p .05.). This finding is in line with a study
conducted on how gender variations in fixed mindset are influenced by the learning
environment in a Korean sample (Kim et al., 2023). Also, Macnamara & Rupani (2017) carried
out a study related to the relationship between mindset and intelligence and they found that
women have significantly more fixed mindsets than men. In addition to these studies, in the
research which is on the relationship between mindset and anxiety published in 2019, Altunel
found that women are more likely than males to have a fixed mindset. This suggests that a fixed

intelligence attitude is more prevalent in female students than in male students.

However, when other studies are examined in the literature, this result might exactly
change. For instance, Spinath et al. (2003) put forward that women are more growth-oriented
than males are. Yan et al. (2014) conducted a study on habits and beliefs. In their research, they
deduced that similar mental models of intelligence exist in male and female participants.

As suggested by the studies, it may be said that there is a relationship between mindset
and gender. Women who have some roles in the Eastern Region of Tiirkiye such as shouldering
the burden of life with great devotion, baking bread, milking sheep, preparing winter provisions,
taking care of their children and siblings, and meeting their needs tend to have a more fixed
mindset. On the other hand, men are often associated with strength, overconfidence, and
leadership roles. As a result, women who lack support from their families often struggle with
low self-esteem, lack of self-belief, and the courage to express themselves. Therefore, it is not

surprising that females have a more fixed mindset contrary to males.

5.1.5. Discussion of the RQ5: Is there a relationship between high school students’
academic motivation and their mindset?

In the current study, the fifth research question of the study was “Is there a relationship
between high school students’ academic motivation and their mindset? ”. The data on students'
academic motivation and mindset were collected through the Motivation Scale toward Learning

English and the Mindset Theory Scale and then the data were analyzed using the SPSS software
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(version 25). According to the findings of the study, there found to be a positive relationship
between academic motivation and a growth mindset (See Table 4.5.). To put it another way,
individuals who have a growth mindset are highly motivated to learn lessons and be successful
in many facets of their lives. When the body of research on the subject is examined, it is seen
that few studies specifically address this connection and assert that motivation and mindset are
significantly correlated. In 2007, Blackwell et al. conducted a study with junior high school
students on the relationship between a growth mindset and motivation. They found that students
are motivated and have academic success when they are taught a growth mindset. A growth
mindset teaches students that intelligence is not a fixed characteristic and it may be developed
with hard work, effort, and challenging tasks. This finding is in line with a study conducted on
growth mindset and motivation with secondary school students (Bedford, 2017). He
investigated what factors influence students’ motivation and if a growth mindset approach
boosts students’ enthusiasm to learn science. The findings showed that task value, self-efficacy,
and self-regulation are the motivating qualities that students lack. The program which indicates
the need to develop a growth mindset approach to education makes science applicable to daily
life. That is, students are motivated to learn and achieve if they have a growth mindset. The
findings on academic motivation and mindset supported the present study’s finding indicating
the relationship between two variables.

Considering the previous studies and the present study, it can be observed that a person
with a growth mindset is more likely to have high academic motivation. Growth-minded people
believe that with hard work, practice, and effort they can succeed in any field they want and
this motivates them. They are more likely to embrace challenges, persist in the face of setbacks,
and view effort as a path to mastery. Therefore, it is not unexpected that there is a positive

correlation between academic motivation and a growth mindset.
6. CONCLUSION AND SUGGESTIONS

6.1. Conclusion

This study mainly focused on academic motivation of high school foreign language
learners and their mindset. First, studies on academic motivation and mindsets in the ELT
context were reviewed. Then, the development and benefits of a growth mindset were
presented, and the scope of the study was extended. After that, data were collected with the

Demographic Information Form, Theory of Mindset Scale, and Motivation Scale for Learning
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English, and the data were analyzed using SPSS Statistics for Windows program version 25.0.
Finally, a discussion, conclusion, and suggestions for further research are presented.

The sample of this study consists of 84 students studying in the 11th and 12th grades at
Anatolian Imam Hatip High School in Giigliikkonak, Sirnak. The ages of the students ranged
from 15 to 19, 46 of which were male, and 38 were female. To collect data, first, the researcher
used a demographic information form to provide a background frame of the participants such
as age, gender, grade, family education level, family financial status, availability of a study
room, school attendance status, sparing time to study English, internet access status, availability

of technological devices at home, and sparing time to study English on technological devices.

For quantitative data collection, one demographic information form and two scales were
used with different purposes: First, the researcher used a Demographic Information Form to
gather some demographic information about participants before applying the motivation and
mindset theory scales. Participants were asked several questions about their age, gender, grade,
family education level, family financial status, availability of a study room, school attendance
status, sparing time to study English, internet access status, availability of technological devices
at home, and sparing time to study English on technological devices. Second, The Theory of
Mindset Scale developed by Yilmaz (2022) to measure people's perceptions of ability and
intelligence was used. Third, The Motivation Scale Toward Learning English developed by
Karc1 and Giindogdu (2018) to determine how different the academic motivation level of each
student was applied. Then, the collected data were analyzed using SPSS Statistics for Windows

program version 25.0.

The obtained data were used to answer the research questions respectively: RQ 1: What
is the motivation level of high school students? As a result of the analysis of the mean scores,
it was concluded that the motivation levels of the candidates were high with the mean total
motivation score of 59.68+11.12 (See Table 4.1.). RQ 2: What kind of mindsets do high school
students have? According to the findings obtained from the data, high school students mostly
have a growth mindset with the mean of the growth mindset theory of 27.333.86, while the
mean of the fixed mindset theory is 14.885.85 (See Table 4.2.). RQ 3: Is there a significant
difference between students' academic motivation in terms of gender? According to the findings
of the study, no significant difference was found between high school students' academic
motivation and their gender (See Table 4.3.). RQ 4: Is there a significant difference between

students' mindsets in terms of gender? There found to be a significant difference between the
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two variables. Compared to males, females scored significantly higher on the fixed mindset
theory (t(82) =-2.286, p < .05 See Table 4.4.). RQ 5: Is there a relationship between academic
motivation and the mindset of high school students? There found to be a positive relationship
between academic motivation and a growth mindset (p < .05, **p < .01, ***p < .001) (See

Table 4.5.). That is, individuals with a growth mindset tend to have higher academic motivation.

In conclusion, the participants showed high levels of motivation. They primarily have a
growth mindset. When taking students’ academic motivation and gender into consideration,
there found to be no significant relationship between the two variables. However, there was a
significant relationship between mindset and gender. That is, females tend to have more of a
fixed mindset because they are not supported and encouraged by their families in the Eastern
Region of Tiirkiye. A positive relationship between academic motivation and a growth mindset
was also found. Growth-minded students have a high level of academic motivation because

they have self-esteem and self-belief to study and succeed.

6.2. Suggestions
6.2.1. Suggestions for Educators, and Further Studies

The present study employed a quantitative research design due to the regional conditions
(Gtigliikkonak, Sirnak). Students go to work in different parts of Tiirkiye and do not attend school
regularly. In the classroom environment, the number of students is constantly changing. Thus,
it was more practical and applicable to carry out the present study as a non-experimental
guantitative research design. However, further studies might focus on an experimental study
design because readers and participants could benefit more from it and improve themselves in
this way. Participants might develop their mindset over time if they have a fixed mindset in
which they believe intelligence, talent, and other qualities are innate and unchangeable.
Additionally, growth-minded participants who believe that abilities are not innate but can be

developed through effort, hard work, or practice can improve their mindset, as well.

Another suggestion would be, considering the experimental application process, to
recommend instructors to measure students” mindset type at the beginning of the Academic
year to be able to create an efficient classroom environment where students’ needs are taken
into account. After the data collection and data analysis procedure, for the ones who are mostly
fixed-minded, it might be efficient to embed growth mindset activities in lesson plans and
assign homework to make students’ mindsets more open to development while students who

are already growth-minded may be supported to join in growth mindset activities and give them
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opportunities to express themselves better. Group activities also work to improve students’
mindset because they feel more relaxed, and express themselves well when working in a group.

Thus, they may learn to work together and help each other’s mindsets develop.

In addition, the researcher carried out this study with Imam Hatip High School students
in Sirnak. Other studies might be conducted with primary, and secondary schools or universities
in different cities. Therefore, it may be inferred that doing the research with participants from
different cities may produce different findings to be generalized. In addition, in the present
study, the researcher used two instruments namely 1) The Motivation Scale Towards Learning
English (MSLE) was developed by Karct & Giindogdu (2018) and 2) The Mindset Theory
Scale (MTS) was created by Yilmaz, (2022) to get necessary data. Thus, different instruments
might be used to measure the intervention process such as interview forms or prepared tests
including expressions of growth or fixed-minded people used to measure participants’

mindsets.

Moreover, researchers might use a new plan of action or technique to create the
circumstances. It could be more efficient to induce the circumstances using several tools, such
as movies, audio materials, games, enjoyable activities, or reading materials. When the
activities used are diversified, students will both participate more voluntarily and learn by
having fun during the study process, which will provide chances for motivation & growth

mindsets.

Finally, in the present study, there found to be a relationship between academic
motivation and growth mindset. Educators might benefit from training that focuses on this
relationship, and improve themselves to a great extent. In addition, exercises related to a growth
mindset could be employed to keep students engaged in the classroom. In this way, students

might improve their academic motivation and mindset in accordance.
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GENISLETILMIiS TURKCE OZET

Necmettin Erbakan Universitesi, Egitim Bilimleri Enstitiisii
Yabanci Diller Egitimi Anabilim Dal1
Ingiliz Dili Egitimi Bilim Dali
Yiiksek Lisans Tezi
YABANCI DiL OGRENEN LiSE OGRENCILERINIiN AKADEMIK

MOTIVASYONLARI iLE ZIHNIYETLERI ARASINDAKI ILISKIYE YONELIK BiR
ARASTIRMA

Zeliha MERMER

Bu galisma temel olarak akademik motivasyon ve sabit zihniyet (fixed mindset) ile
biiylime zihniyetini (growth mindset) kapsayan iki zihniyet setine odaklanmistir. Sabit
zihniyete sahip olan kisiler, zekalar1 veya yetenekleri gibi temel 6zelliklerinin sadece sabit
nitelikler oldugunu diisiiniirler. Bunlar1 gelistirmek yerine, zamanlarini zekalarinin veya
yeteneklerinin degismeyecegi konusunda yorum yaparak harcarlar. Biiyiime zihniyetine sahip
kisiler, en temel becerilerinin ¢ok c¢alisma ve caba ile gelistirilebilecegini diisiiniir; onlar i¢in
yetenek ve zeka sadece baslangi¢ noktasidir. Bu arastirmada ilk olarak, ELT baglaminda
akademik motivasyon ve zihniyetler {lizerine yapilan c¢aligmalar incelenmistir. Daha sonra,
bliylime zihniyetinin gelistirilmesi ve faydalar1 ayrintili olarak sunulmus ve ¢aligmanin kapsami
metodolojiyi de igerecek sekilde genisletilmistir. Son olarak, tartisma, sonug¢ ve gelecekte

yapilacak arastirmalar i¢in Oneriler sunulmustur.

Katilimeilarm Ingilizce 6gretmeni olan arastirmaci, dgrencilerin Ingilizce 6grenme
konusunda bazi1 6nyargilara sahip olduklarini gzlemlemistir. Ogrencilere ilkokul ve ortaokulda
okuma, yazma, dinleme ve konusma gibi temel beceriler yerine Ingilizce dilbilgisi dgretildigi
icin Ingilizce oOgrenmenin formiillerden olusan matematik o6grenmek gibi olduguna
inanmaktadirlar. Derste yapilan aktivitelere, konusma etkinliklerine katilmak istemeyen
ogrenciler Ingilizce 6grenmenin ¢ok zor oldugunu, 6grenseler dahi basarili olamayacaklarmi
diisiinmektedirler. Ogrencilerin bir diger 6nyargis1 ise Ingilizcenin Tiirkiye'de kullanimiyla
ilgilidir. Hayatlarinda pratik yapacaklar bir ortam ya da kisi olmadig i¢in Ingilizce 6grenmenin
cok onemli olmadigin1 savunmaktadirlar. Bununla beraber, bir hafta icinde sadece iki saat
Ingilizce dersleri olan dgrenciler dil becerilerini gelistirmek icin bu zamanin yeterli olmadigini
iddia etmektedirler. Bu nedenle 11 ve 12.siif dgrencileri ingilizce dgrenmeyi zaman kaybi
olarak gérmektedirler. Yani, 6grencilerin Ingilizce 6grenimi konusunda kirilmas: gereken bazi

Onyargilar1 var. Arastirmaci atandigi okulda bdyle bir durumla karsilasinca 6grencilerin
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zihniyet yapilar1 ve akademik motivasyonlar1 arasinda iliski olup olmadigini arastirma

diisiincesi bu ¢alismanin problem ciimlesini olusturmustur.

Arastirmada verileri elde etmek i¢in nicel bir arastirma stratejisi kullanilmistir ve bu da
agirlikl olarak sayisal veri saglayan veri toplama tekniklerini gerektirir. Nicel arastirmalar i¢in
deneysel ve deneysel olmayan tasarimlar bu iki gruba girer. Bu g¢alisma, deneysel olmayan
betimsel-anket arastirmasi olarak yiiriitiilmiistiir. Calismaya baglamadan once 6grencileri daha
iyi tamimak i¢in arastirmaci demografik bilgi formu kullanmistir. Bu sayede Katilimcilarin yas,
cinsiyet, sinif, aile egitim diizeyi, ailenin maddi durumu, ¢aligma odasinin varligi, okula devam
durumu, Ingilizce ¢alismaya zaman ayirma durumu, internet erisim durumu, evde teknolojik
cihazlarm varlig1 ve teknolojik cihazlarda ingilizce ¢alismaya zaman ayirma durumu hakkinda

bilgi sahibi olunmustur.

Sirnak'in Giigliikonak ilgesindeki Anadolu imam Hatip Lisesi'nde 11. ve 12. sinifta
okuyan 84 6grenci bu arastirmanin ¢alisma grubunu olusturmustur. Yaslar1 15 ile 19 arasinda
degisen 0grencilerin 46's1 erkek, 38'i kizdir. Bu ¢alismada veri toplamak i¢in iki tane Likert tipi
olgek kullanilmistir. 1) “Zihniyet Kurami Olgegi”, kisilerin yetenek ve zeka algilarini dlgmek
i¢in Y1lmaz (2022) tarafindan, 2) "Ingilizce Ogrenmeye Yonelik Motivasyon Olcegi" ise her
bir 6grencinin akademik motivasyon diizeyinin ne kadar farkli oldugunu belirlemek i¢in Karci
ve Glindogdu (2018) tarafindan gelistirilmistir. Katilimcilara sirasiyla 40 dakika siire verilerek
dlekler dagitilmistir. Olgcekte kullamlan tiim maddeler ile ilgili agiklamalar arastirmaci
tarafindan detayli bir sekilde yapilmistir. 40 dakika sonunda veriler kontrol edilerek
toplanilmigtir. Daha sonra arastirmacit SPSS programinin 25.0 siiriimiinii kullanarak toplanan

verileri analiz etmistir.

Elde edilen veriler sirasiyla arastirma sorularina cevap aramak igin kullanilmistir: 1)
Lise ogrencilerinin motivasyon diizeyleri nedir? Ortalama puanlarin analizi sonucunda,
adaylarin motivasyon seviyelerinin yiiksek oldugu sonucuna varilmistir (toplam motivasyon
puani ortalamasi 59.68+11.12'dir). 2) Lise dgrencileri ne tiir zihniyetlere sahiptir? Verilerden
edinilen bilgilere gore, lise 6grencileri ¢ogunlukla biiylime zihniyetine (growth mindset)
sahiptir (Gelisme zihniyet teorisi ortalamasi 27.333.86 iken, sabit zihniyet teorisi ortalamasi
14.885.85'tir). 3) Ogrencilerin akademik motivasyonlar ile cinsiyetleri arasinda anlaml bir
fark var midir? Arastirma bulgularina gore, lise 6grencilerinin akademik motivasyonlari ile
cinsiyetleri arasinda anlamli bir fark bulunamamistir. 4) Ogrencilerin zihniyet yapilar: ile

cinsiyetleri arasinda anlaml bir fark var midir? ki degisken arasinda anlaml bir fark vardar.
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Erkeklerle karsilagtirildiginda, kadinlarin sabit zihniyet teorisinden elde ettikleri puan 6nemli
Olgiide daha yiiksektir (t(82) = -2.286, p < .05). Calismanin son arastirma Sorusu, 5) Lise
ogrencilerinin akademik motivasyonlari ile zihniyetleri arasinda bir iliski var midir? Akademik
motivasyon ve bilyiime zihniyeti arasinda pozitif yonlii bir iliski vardir (p < .05, “p < .01, ™"p
<.001). Yani, biiyiime zihniyetine sahip olan bireylerin akademik motivasyonlari, derse karsi

olan ilgileri daha yiiksektir.
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APPENDICES

APPENDIX-A: Demographic Information Form

Sevgili Ogrenciler;

Katilacagimiz bu calisma, “An investigation into the relationship between academic motivation of high school
foreign language learners and their mindset” baslikli lise 6grencilerinin akademik motivasyonlarini ve zihniyet tiirlerini
aragtirmak amactyla Necmettin Erbakan Universitesinde yapmakta oldugum yiiksek lisans tezim i¢in olusturulmustur.
Litfen maddelerde bulunan ifadelerden size uygun olanlar1 (X) isareti koyarak belirleyiniz. Cevaplarinizin gizli
tutulacagindan dolay1 degerlendirmelerinizi ictenlikle ve sizi tam olarak yansitacak sekilde yapmanizi rica ederim.
Calismadan elde edilecek bilgiler sadece bilimsel yayin siirecinde kullanilacak olup kesinlikle {igiincii kisi ya da kurumlar
ile paylasiimayacaktir. Liitfen anket formuna her soru icin sadece bir tane isaretleme yapmiz ve ISMINIZI
YAZMAYINIZ. Calismaya katiliminiz, ilginiz ve desteginiz igin tesekkiir ederim.

Zeliha MERMER

Yiiksek Lisans Ogrencisi
Anket No:

1. Yasiiz? c.oeeveniiiniininnnninnnns
2. Kacina sinifa gidiyorsunuz?

1. ()11. Smuf 2. ( )12. Smf
3. Cinsiyetiniz?
1. ( )Erkek 2. ( )Kadin

4. Anne ve babanin egitim durumu nedir?

Anne: 1. ( )Okuryazar degil 2. ( )Okuryazar 3. ( )ilkokul 4. ( )Ortaokul /Lise 5. ( )Yiiksekokul ve iizeri
Baba: 1. ( )Okuryazar degil 2. ( )Okuryazar 3. ( )ilkokul 4. ( )Ortaokul/Lise 5. ( )Yiiksekokul ve iizeri

5. Evde kendinize ait bir ¢alisjma ortaminiz var mi?

1. ( )Evet 2. ( )Hayir
6. Maddi durumunuz nedir?
1. ( )2000-2999 2.()3000-3999 3. ( )4000-4999 4. ( )5000 ve iizeri
7. Ingilizce cahsmaya giinliik kag saat ayiriyorsunuz?
1. ( )Vakit ayirmiyorum 2. ( )1-3 3.()4-6
8. Bulundugunuz yerde internete erisim saglayabiliyor musunuz?
1. ( )Evet 2. ( )Haywr
9. Evinizde teknolojik cihaz var mi? (tablet, bilgisayar, cep telefonu vs)
1.( )Evet 2. ( )Haywr

Cevabiniz Evet ise liitfen aciklayiniz:
10. Teknolojik cihazlarda Ingilizce cahsmaya giinliik kag saat vakit ayiriyorsunuz?
1. ( )Vakit ayirmiyorum 2. ( )1-3 3.()4-6
11. Okula devam durumunuz nedir?

1. ( )Stirekli devamli 2. ( )Yar1 Devaml Aciklayimiz
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APPENDIX-B: The Motivation Scale Towards Learning English (Karc1 & Giindogdu
2018)

Sevgili 6grenciler;

Asagida bulunan ifadelerden size uygun olanlar1 (X) isareti koyarak belirleyiniz.

INGILIZCEYE OGRENMEYE YONELIK = |3 g . Z
MOTIVASYON § 2|5 & £ = S,
E 512|585 2|2 & g
EE|2: |83 32 |e 3
= X |Aa M MoM O M | T M
l.ingilizce’yi akiaa  bir  sekilde
konusmak isterim.
2.ingilizce ~ konusan  arkadaslar

edinmek isterim.

3.ingilizce konusan biriyle iletisim
kurmak isterim.

4.Ingilizce  konusulan iilkelere

seyehat etmek isterim.

5.Ingilizce derslerine katilmaktan
zevk alirim.

6.Ingilizce derslerinde o6grendigim
konular eglencelidir.

7.Ingilizce  derslerini
istemem.

kacirmak

8.imkammm olsa okul disinda da
Ingilizce dersi alirim.

9.Ingilizce ders konular ilgi ¢ekicidir.

10.ingilizce dersi is bulmam icin
gereklidir.

11.ingilizce 6grenmek Kkariyerim
acisindan yiikselmemi saglayacak.

12.ingilizce 6grenmenin yurt disinda

da is bulmama yardimc1 olacagina
inaniyorum.
13.igilizce  iletisim  konusunda

yetenekli oldugumu diisiiniiyorum.

14.Etkili Ingilizce iletisim konusunda
yeterli olacagima inaniyorum.

15.Derste  ogretilenleri  anlama

konusunda yetenekli olduguma inaniyorum.
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APPENDIX-C: Mindset Theory Scale (Yilmaz, 2022)

Sevgili  Ogrenciler asagida sizin kendinize yoOnelik
diisiincelerinizle ilgili bir dizi durum verilmistir. Bu durumlarin
sizin diislincelerinize uygunlugunu 5 ile 1 arasindaki
puanlama 6l¢egine gore cevaplandiriniz.

5= Benim diisiincelerime ¢ok uygun,

4= Benim diisiincelerime uygun,

3= Benim diisiincelerime kismen uygun, kismen degil,

2= Benim diisiincelerime uygun degil ve

1= Benim diisiincelerime hi¢ uygun degil

puanlama  sistemine  gore  cevaplandiriniz.  Liitfen
diistincelerinize uygunlugu ne olmasi gerektigi gibi degil, sizin
diisiincelerinizi géz oniinde bulundurarak cevaplayiniz. Liitfen
her bir maddeyi digerlerinden ayr1 tutunuz.

Benim diisiincelerime ¢ok

uyagun

Benim diisiincelerime uygun

Benim diisiincelerime

kismen uygun, kismen degil

Benim diisiincelerime uygun

degil
Benim diisiincelerime hic

uygun degil

1. Zeka seviyemin degismeyecegine inanirim.

2 Yeni seyler yapmak ve 6grenmek i¢in kendimi zorlarim.

3. Baz1 seyleri farkli sekilde yapabilirim ama bir¢ok 6nemli
Ozelligimi degistirebilecegimi diisiinmiiyorum.

4. Bir is yaparken kendimi tehdit altinda hissederim.

5. Insanlarin sahip oldugu zekanm, degistiremeyecegi
ozelliklerinden birisi oldugunu diisiiniiriim.

6. Zekami gelistirmek elimdedir.

7. Bende stres yarattig1 i¢in yeni seyler denemekten kac¢inirim.

8. Hatalarimdan dersler almaya calisirim.

9. Yeni seyler Ogrenebilirim ama sahip oldugum zekay:
degistirebilecegimi zannetmiyorum.

10. Zeki olan insanin bile zekasini gelistirebilecegine inanirim.

11. Zekam gelistirmek i¢in ¢abalamanin bosuna oldugunu
diisiiniiriim.

12. Cevremdeki insanlarin basarilarindan bir seyler 6grenmeye
caligirim.

13. Zeka seviyemi onemli ol¢iide artirabilirim.
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APPENDIX-D: Ethics Committee Approval

NECMETTIN ERBAKAN UNIVERSITESI
SOSYAL VE BESERI BILIMLER BILIMSEL ARASTIRMALAR ETiK KURULU
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ETIK KURUL KARARI
Etik Kurul Toplanti Tarih : 12/09/2022
Tarihi/Sayis1 ve Karar No | Toplant: Sayisi:09

Karar No :2022/321

Arastirmanin Bashgi

Yabanct Dil Ogrenen Lise Ogrencilerinin  Akademik
Motivasyonlari ile Zihniyetleri Arasindaki Iliskiye Y&nelik Bir
Aragtirma.

An Investigation into the Relationship between Academic
Motivation of High School Foreign Language Learners and Their
Mindset.

Sorumlu Arastirmaci

Dr. Ogr. Uyesi Emine Eda ERCAN DEMIREL

Yardimci Arastirmaci

Lisansiistii Ogrenci Zeliha MERMER

Etik Kurul Karari

11078 sayili bagvuru degerlendirilmis olup, bagvuru ile ilgili Etik
Kurul tarafindan “Uygun” karar1 verilmistir.

Bagkan Yardithcisi
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APPENDIX-E: Sirnak Ministry of Education Approval
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APPENDIX-F: Permission of Using the Mindset Theory Scale (Yilmaz, 2022)

Ara§t|rma OI(;ek Izn| Gelen Kulusu i:?

Zeliha M... 16.07.2022 @ —
Alicilar: v

Merhaba Hocam, iyi gunler. Necmettin Erbakan
Universitesi ingilizce Ogretmenligi bolimiinde Yiiksek
lisans 6grencisiyim. Tez yazma surecimde "Zihniyet
ve Motivasyon" konusunu lise 6grencileriyle
calisacagim. Arastirma surecimde gecerlik ve
guvenirlik sizin tarafinizdan yapilmis Turkceye
uyarladiginiz Zihniyet Teorisi Olgedini sizin de izniniz
olursa kullanmak istiyorum.

Saygilarimla

lyi calismalar

ﬁ Ercan Yil... 20.07.2022 @ “
N Alicilar: ben

.-

Zeliha Hanim gelistirdigim Zihniyet Teorisi Olgegini
calismanizda kullanabilirsiniz. Kolayliklar

Zeliha Mermer

Tem 2022 Sal, 18:13 tarihinde sunu yazdi:
Merhaba Hocam, iyi gunler. Necmettin Erbakan
Universitesi Inglllzce Ogretmenligi boluminde
Yuksek lisans ogrencisiyim. Tez yazma surecimde
"Zihniyet ve Motivasyon" konusunu lise
ogrencileriyle calisacagim. Arastirma
surecimde gecgerlik ve guvenirlik sizin tarafinizdan
yapilmig Turkgeye uyarladiginiz Zihniyet Teorisi




APPENDIX-G: Permission of Using the Motivation Scale Towards Learning English
(Karc1 & Giindogdu, 2018)

INGILIZCE O GRENMEYE YONELIK MOTIVASYON OLCEGI

Sevglll Oirencllery

Bu lgok, Adnan Menderes Univemsites! Yabana Diller Yiksekokulu Ingllizco hazirhk dgrencilerinin
Ingllizeo Ofrenmeye yOnolik motivasyon dizeylorinl belirlemek amociyla hazidlanmugtie. Bu galigmanin
amncaina ulngabllmesl, slz sovglll frencllerin Glgek sorulanna verecefl covaplann lamfiz, Igten ve dojiru
olmagina baghdir, LOtfen higbir soruyu yamitsiz birakmayimz, Anket formuna Islm yazmaniza gerek yoktur,
Slzdon clde edllecek veriler, yalnizea bilimsel amaglar dofrultusunda kullanilacak ve herhangl bir kigl vaya
lasruma  verllmoyecektir, Bu nedenle her maddoyl dikkatlice okuyarak cevaplamaniz blly(k dnem
gimaktadir, Olgofil covaplayarak aragtimaya yapacafiiniz katha igin gimdiden tegelkkOr edorim,

Canay Karci Aktag
KISISEL BILGILER
Cinslyet: Erkek ( ) Koadin( )
Hozirhk sinifini ¢~ Zorunlu olarak ahyorum () lstefge bagh olarak ayorum ( )

i

INGILIZCE OGRENMEYE YONELIK
MOTIVASYON

Bayiik Olciide
Hig

1E

1. Ingllizce'yl akia bir gekilde konugmak isterim,

2, Ingilizce konugan arkadaglar edinmek isterim,

3. Ingilizce konugan biriyle llotigim kurmak lsterim,
4. Ingllizce konugulan (ilkelere seyahat etmek isterim.

5. Ingilizce derslerine katilmaktan zevk alinm,

6, Ingilizce dorslerinde Sftrondigtim konular etlencelidir,
7. Ingllizce derslerinl kagirmak Istemem,

8. Imkarum olsa okul diginda da Ingilizce dersl alinm,

9. Ingllizce ders konulan f1gi ekicidir,

10, Ingllizce dersl iy bulmam I¢in gereklidir,

11, Ingllizce djgrenmek karlyerim agmindan y(ikselmeml
sagtlayacak,

12, Ingllizce dgrenmenin yurtdiginda da lg bulmama

yardima olacagina inanmiyorum,

13, Ingflizce lletigim konusunda yetenekli oldugumu
dglin{iyorum,

14, Brkill Ingllizce {letigim konusunda yeterll olacagima
inoniyorum,

15. Derste dretilenlerl anlama konusunda yetenekll
oldugguma inoniyorum,

Not: Referans gdsterllmek kaydiyla aragtirmacilar bu dlgefyl, aynea bir lzinalinmakszin kullanabllirlor,
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