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INTRODUCTION

On December 10, 2012 President of the Republic pbeldistan Islam
Karimov signed a decree “On measures to furtherrong foreign language
learning system”. It is noted [1] that in the frammek of the Law of the Republic
of Uzbekistan "On education" and the National Paagne for Training in the
country, a comprehensive foreign languages’ teagcBystem, aimed at creating
harmoniously developed, highly educated, modenmmkthg young generation,
further integration of the country to the world aoomity, has been created.
During the years of independence, over 51.7 thals@achers of foreign
languages graduated from universities, English,n@earand French multimedia
tutorials and textbooks for 5-9 grades of secondahools, electronic resources
for learning English in primary schools were createore than 5000 secondary
schools, professional colleges and academic lycevens equipped with language
laboratories.

However, analysis of the current system of orgagiZzianguage learning
shows that learning standards, curricula and t@ki®alo not fully meet the current
requirements, particularly in the use of advancedbrmation and media
technologies. Education is mainly conducted in itragkl methods. Further
development of a continuum of foreign languagesnieg at all levels of
education; improving skills of teachers and pransof modern teaching materials
are required.

According to the decree, starting from 2013/2014ost year foreign
languages, mainly English, gradually throughowat ¢country will be taught from
the first year of schooling in the form of lessames and speaking games,
continuing to learning the alphabet, reading aredligig in the second year.

Also it is envisaged that university modules, esygbc in technical and
international areas, will be offered in English anlder foreign languages at higher

education institutions.



The State Testing Centre, along with other relevagéncies, is tasked with
preparing draft proposals on introducing foreignglaages testing to the entrance
examinations for all higher educational instituson

In order to increase teaching standards in distardl areas, the higher
educational institutions are allowed targeted adiois of people living in distant
areas to foreign language programs on the conditi@at they will oblige
themselves to work in the acquired specialty air trtesidence area for at least 5
years after graduation. The decree also envisadfgssalary increase for foreign
language teachers in rural areas, 15% increaghdse in other areas.

The National Teleradio Company, State Committee demmunications,
informatisation and telecommunication technologidgency for Press and
Information of the Republic of Uzbekistan are takke prepare and broadcast
language-learning programs, significantly increagecess to international
educational resources via “Ziyonet” educationalmek, promote publication of
foreign language textbooks, magazines and othezrmats.

As the government pays great attention to the ngbrg of a young generation,
to the education which should be given to them Ise should think of the future
of youth. Almost everyone knows someone who oveecaarly hardships to
achieve an impressive level of success in schodllater life. Most of us also
know young people with great early promise who waokadaisical students and
floundered after leaving school. Often the crudadtor that accounts for cases
like these is the students’ own motivation to ledotivation is a central part of a
student’s educational experience from preschoolasdwbut it has received scant
attention amid an education reform agenda focusadhlynon accountability,
standards and tests, teacher quality, and schoonagesent. Education reform
could benefit from a robust conversation aboutaberlooked element of student
motivation. This qualification paper pulls togathimdings from a wide array of
studies on student motivation by scholars in a @aofjdisciplines, as well as
lessons from programs around the country intendedcrease motivation. This is

not meant to be a comprehensive review of the relsea programs on this broad



and complex topic. Rather, it is intended to séadonversation about the impor-
tance of motivation and the policies and practtbas might better engage students
in learning.

In sum, our aim in this work is to revisit the desdistinction between intrinsic
and extrinsic motivation and detail the conditidhat fosters each. Second, we
describe a model of differing types of extrinsictivation. Our concern here is
with how teachers, parents and other socializerde=d students to internalize the
responsibility and sense of value for extrinsiclgaa, alternatively, how they can
foster the more typically depicted “alienated” typeextrinsic motivation that is
associated with low student persistence, inteagst involvement.

In order to fulfill the aim of the work the papfacuses on the following
aspects of student motivation:

1. What is motivation and why does it matter?

2. Can money or other rewards motivatdestts?

3. Can goals motivate students?

4. What roles do parent involvement, tgrbackground, and culture play in
student motivation?

5. What can schools do to motivate students?

6. What nontraditional approaches can vat¢i unenthusiastic students?
We detail in this work not only the different typesmotivational orientation that
exist within the global extrinsic category, but maver, their influence for
developing students’ speaking skills.
Theoretical value of this work is in detailed, structural studyingoait motivation,
its role in learning process and the material caruged by any teacher, it is also
useful for trainers on conducting teacher trainicgurses and in compiling
methodological handbooks for teachers.
Practical value is contained in a designed way of working with thaterial and
using it further on methodology classes.
Structure of the work. The presented bachelor qualification paper conssét

introduction, 2 parts, conclusion and the list séd literature.



CHAPTER |
CONCEPTS ABOUT MOTIVATION

1.1 What is Motivation?

The word motivation refers to getting someone mgviMvhen we motivate
ourselves or someone else, we develop incentivage et up conditions that start
or stop behaviour. In education, motivation deaith whe problem of setting up
conditions so that learners will perform to thetbafstheir abilities in academic
settings. We often motivate learners by helpingntloeevelop an expectancy that a
benefit will occur as a result of their particimatiin an instructional experience.
Motivation is concerned with the factors that stiate or inhibit the desire to
engage in behaviouMotivation involves the processes that energizesatiand
sustain behaviour as shown in figure 1. It canhmeight of as an internal process
that activates, guides and maintains behaviourtiover

Figure 1: Internal motivation process

Activation Guidance Maintenance
(Enegize) (Direct) (Sustain)

‘Activation’ starts you off, gets you going. ‘Guidee’ determines what you
do, what choices you make and what interests ygaupu While ‘maintenance’
ensures that this activity continues over time.

According to Krause, K.L, Bochner, S, & Duchesne,“Bhe concept of
motivation is linked closely to other constructseducation and psychology such
as constructs of attention, needs, goals and siterehich are all contribute to
stimulating students’ interest in learning and itheiention to engage in particular
activities and achieve various goals.” [] (Kraukd,, Bochner, S, & Duchesne, S.,
2003)



Baron, 1992 and Schunk, 1990, stat@die definition of motivation is the
force that energizes and directs a behavior towardsal.” [] (Baron, 1992 and
Schunk, 1990)

Tan O.S., Parsons, R.D., Hinson, S.L, & Brown, t8fed: “The concept
of motivation as applied when a person is energiaeshtisfy some need or desire.
The person will engage in, or be attracted towarti/iies that are perceived as
having the potential to meet this need or desife(Tan O.S., Parsons, R.D.,
Hinson, S.L, & Brown, D.S, 2003)

There are 2 types of motivation. They are extrimsativation and intrinsic
motivation.

Intrinsic and extrinsic types of motivation havesbavidely studied, and the
distinction between them has shed important lightboth developmental and
educational practices. In this work we revisit thessic definitions of intrinsic and
extrinsic motivation in light of contemporary resgdaand theory. Intrinsic motiva-
tion remains an important construct, reflecting tlegural human propensity to
learn and assimilate. However, extrinsic motivai®margued to vary considerably
in its relative autonomy and thus can either réfeedernal control or true self-
regulation.

The relations of both classes of motives to basimdn needs for autonomy,
competence and relatedness are discussed. To batedtmeanso be movedo
do something. A person who feels no impetus oriiagpn to act is thus
characterized as unmotivated, whereas someone svlemargized or activated
toward an end is considered motivated. Most evarywho works or plays with
others is, accordingly, concerned with motivatiéacing the question of how
much motivation those others, or oneself, has ftaisk, and practitioners of all
types face the perennial task of fostering moresugeress motivation in those
around them. Most theories of motivation reflecesh concerns by viewing
motivation as a unitary phenomenon, one that vdroes very little motivation to
act to a great deal of it. Yet, even brief reflestsuggests that motivation is hardly

a unitary phenomenon. People have not only diffeaemounts, but also different



kinds of motivation. That is, they vary not only lgvel of motivation (i.e., how
much motivation), but also in therientation of that motivation (i.e., what type of
motivation). Orientation of motivation concerns thaderlying attitudes and goals
that give rise to action—that is, it concerns theeywof actions. As an example, a
student can be highly motivated to do homeworkauturiosity and interest or,
alternatively, because he or she wants to produeeapproval of a teacher or
parent. A student could be motivated to learn a setnof skills because he or she
understands their potential utility or value or dnese learning the skills will yield a
good grade and the privileges a good grade affondhese examples the amount
of motivation does not necessatrily vary, but theireaand focus of the motivation
being evidenced certainly does.

In Self-Determination Theory [[(SDT; Deci & Ryan985) we distinguish
between different types of motivation based ondifierent reasons or goals that
give rise to an action. The most basic distincimibetweenntrinsic motivation,
which refers to doing something because it is iahiy interesting or enjoyable,
and extrinsic motivationwhich refers to doing something because it leada t
separable outcome. Over three decades of reseascehown that the quality of
experience and performance can be very differenénwbne is behaving for
intrinsic versus extrinsic reasons. One purpod@isfpaper is to revisit this classic
distinction between intrinsic and extrinsic motieat and to summarize the
functional differences of these two general typesativation.

Intrinsic motivation has emerged as an importargngimena for educators —a
natural well spring of learning and achievementt tban be systematically
catalyzed or undermined by parent and teacheripeadi (Ryan & Stiller, 1991).
Because intrinsic motivation results in high-qualéarning and creativity, it is
especially important to detail the factors and dégrcthat engender versus
undermine it.

However, equally important in the current reviewths explication of the very
different types of motivation that fall into thetegory of extrinsic motivation. In

the classic literature, extrinsic motivation hasitplly been characterized as a pale



and impoverished (even if powerful) form of motieat that contrasts with

intrinsic motivation [] (e.g., deCharms, 1968). Hoxgr, SDT proposes that there
are varied types of extrinsic motivation, some dficki do, indeed, represent
impoverished forms of motivation and some of whrelpresent active, agentic
states.

Students can perform extrinsically motivated adiwith resentment, resistance,
and disinterest or, alternatively, with an attituolewillingness that reflects an
inner acceptance of the value or utility of a taskthe former case - the classic
case of extrinsic motivation — one feels externptigpelled into action; in the later
case, the extrinsic goal is self-endorsed and dldapted with a sense of volition.
Understanding these different types of extrinsidivation, and what fosters each
of them, is an important issue for educators whanoa always rely on intrinsic
motivation to foster learning. Frankly speakingcdngse many of the tasks that
educators want their students to perform are ndterently interesting or
enjoyable, knowing how to promote more active aolitienal (versus passive and
controlling) forms of extrinsic motivation becomes essential strategy for
successful teaching.

1.2. INTRINSIC MOTIVATION

Intrinsic motivation is defined as the doing of antivity for its inherent
satisfactions rather than for some separable coeseg. When intrinsically
motivated a person is moved to act for the funlallenge entailed rather than
because of external prods, pressures, or rewalus.phenomenon of intrinsic
motivation was first acknowledged within experin@ntstudies of animal
behavior, where it was discovered that many orgasisngage in exploratory,
playful, and curiosity-driven behaviors even in thiesence of reinforcement or
reward [] White, 1959). These spontaneous behswadthough clearly bestowing
adaptive benefits on the organism, appear not wobe for any such instrumental
reason, but rather for the positive experiencescaed with exercising and

extending ones capacities.



In humans, intrinsic motivation is not the only foiof motivation, or even of
volitional activity, but it is a pervasive and impant one. From birth onward,
humans, in their healthiest states, are activeyigiiye, curious, and playful
creatures, displaying a ubiquitous readiness tamlaad explore, and they do not
require extraneous incentives to do so. This nkhtmativational tendency is a
critical element in cognitive, social, and physiadvelopment because it is
through acting on one’s inherent interests thatgnogvs in knowledge and skills.
The inclinations to take interest in novelty, tdhagly assimilate, and to creatively
apply our skills is not limited to childhood, b @& significant feature of human
nature that affects performance, persistence, aglibeing across life’'s epochs
[J(Ryan & LaGugrdia, in press).

Although, in one sense, intrinsic motivation exisithin individuals, in another
sense intrinsic motivation exists in the relati@ivieen individuals and activities.
People are intrinsically motivated for some acdgtand not others, and not
everyone is intrinsically motivated for any partanutask.

Because intrinsic motivation exists in the nexusveen a person and a task,
some authors have defined intrinsic motivation @amms of the task being
interesting while others have defined it in termhshe satisfactions a person gains
from intrinsically motivated task engagement. Intpthese different definitions
derive from the fact that the concept of intringiotivation was proposed as a
critical reaction to the two behavioral theorieatthivere dominant in empirical
psychology from the 1940s to the 1960s.

Specifically, because operant theory [](Skinner53)9 maintained that all
behaviors are motivated by rewards (i.e., by sdypareonsequence such as food
or money), intrinsically motivated activities wesaid to be ones for which the
reward was in the activity itself. Thus, researshamvestigated what task
characteristics make an activity interesting. Imtcast, because learning theory
[J(Hull, 1943) asserted that all behaviors are wmeted by physiological drives
(and their derivatives), intrinsically motivatedtiaities were said to be ones that

provided satisfaction of innate psychological ne€edsus, researchers explored



what basic needs are satisfied by intrinsicallyivadéd behaviors.

Our own approach focuses primarily on psychologicaeds—namely, the
innate needs for competence, autonomy, and rekessdnbut we of course
recognize that basic need satisfaction accrueaihffpm engaging in interesting
activities. Thus, we do sometimes speak of intciady interesting activities, but
when we do so we are really only talking about ¢askat, on average, many
people find to be intrinsically interesting. Theseconsiderable practical utility in
focusing on task properties and their potentiainstc interest, as it leads toward
improved task design or selection to enhance mintiva
Operational Definitions

Intrinsic motivation has been operationally definadvarious ways, although
there have been two measures that have been nestusied. Basic experimental
research [](e.g., Deci, 1971) has rested primaoity a behavioral measure of
intrinsic motivation called the “free choice” mgare. In experiments using this
measure participants are exposed to a task undgngaconditions (e.g., getting a
reward or not). Following this period, the expenne tells participants they will
not be asked to work with the target task any fnthnd they are then left alone in
the experimental room with the target task as agll/arious distractor activities.
They thus have a period of “free choice” aboutetter to return to the activity,
and it is assumed that, if there is no extrinsasom to do the task (e.g., no reward
and no approval), then the more time they spend thié target task, the more
intrinsically motivated they are for that task. §measure has been the mainstay
through which the dynamics of intrinsic motivatitklve been experimentally
studied.

The other common approach to the measurement rfisict motivation is the
use of self-reports of interest and enjoyment ef dstivity per se. Experimental
studies typically rely on task-specific measurés.§|. Ryan, 1982; Harackiewicz,
1979). Most field studies have instead used moreeigd, “domain” focused
measures, such as one’s intrinsic motivation fopet([](e.g., Harter, 1981).

Facilitating versus Undermining Intrinsic Motivatio



Despite the observable evidence that humans aexalip endowed with
intrinsic motivational tendencies, this propensitypears to be expressed only
under specifiable conditions. Research into inicimaotivation has thus placed
much emphasis on those conditions that elicit,asnisend enhance this special
type of motivation versus those that subdue or mighi it. Self Determination
Theory is specifically framed in terms of socialdaenvironmental factors that
facilitate versus undermine intrinsic motivation. This language reflects the
assumption that intrinsic motivation, being an m@mé organismic propensity, is
catalyzed (rather thaoausedl when individuals are in conditions that conduce
toward its expression.

Cognitive Evaluation Theor{CET) was presented by Deci and Ryan (1985) to
specify the factors in social contexts that produaiability in intrinsic
motivation. CET, which is considered a subtheoryself-determination theory,
argues that interpersonal events and structurgs, (@wards, communications,
feedback) that conduce towdieklings of competenauring action can enhance
intrinsic motivation for that action because thdlpwa satisfaction of the basic
psychological need for competence. Accordingly,eample, optimal challenges,
effectance promoting feedback, and freedom fromedammg evaluations are all
predicted to facilitate intrinsic motivation.

CET further specifies that feelings of competendk wot enhance intrinsic
motivation unless they are accompaniedlsense of autononay, in attributional
terms, by annternal perceived locus of causaliff{IPLOC; deCharms, 1968).
Thus, people must not only experience perceivedpedemce (or self-efficacy),
they must also experience their behavior to be delermined if intrinsic
motivation is to be maintained or enhanced. Stdtf#drently, for a high level of
intrinsic motivation people must experience satisfen of the needs both for
competence and autonomy. Much of the research dasdd on the effects of
immediate contextual conditions that either suppartthwart the needs for
competence and autonomy, but some has recogniaeththsupports can, to some

extent, come from individuals’ abiding inner resmes that support their ongoing



feelings of competence and autonomy.

The tenets of CET, with their primary focus on tieeds for competence and
autonomy, were formulated to integrate a set ailtegrom initial studies of the
effects of rewards, feedback, and other externah&von intrinsic motivation.
Subsequently, they have been confirmed in both rédboy experiments and
applied field studies, many of which have been doreassrooms.

Several early studies showed that positive perfaomafeedback enhanced
intrinsic motivation [J(e.g., Deci, 1971; Harackiew, 1979), whereas negative
performance feedback diminished it (e.g., Deci &@a, 1972). Others [](e.q.,
Vallerand & Reid, 1984) showed that perceived cdempee mediated these
effects, and still others supported the hypothéset increases in perceived
competence must be accompanied by a sense of awomno order for the
enhanced feelings of competence to result in iseeaintrinsic motivation
[J(Ryan, 1982).

In fact, the majority of the research on the efeat environmental events on
intrinsic motivation has focused on the issue dabaomy versus control rather
than that of competence. And this issue has beesiderably more controversial.
The research began with the demonstration thainexrrewards can undermine
intrinsic motivation [J(Deci, 1971; Lepper, Greer&,Nisbett, 1973), which we
interpret in terms of the reward shifting peoplenfra more internal to external
perceived locus of causality. Although the issuesgfards has been hotly debated,
a recent meta-analysis []J(Deci, Koes- tner, & Ryam,press) confirms that
virtually every type of expected tangible reward deacontingent on task
performance does, in fact, undermine intrinsic wadton. Furthermore, not only
tangible rewards, but also threats , deadlinegctires, and competition pressure
diminish intrinsic motivation because, accordingB&T, people experience them
as controllers of their behavior. On the other habice and the opportunity for
self-direction appear to enhance intrinsic motoratas they afford a greater sense
of autonomy.

The significance of autonomy versus control for thaintenance of intrinsic



motivation has been clearly observed in studiesclabsroom learning. For
example, several studies have shown that autonoimyestive (in contrast to

controlling) teachers catalyze in their student®atgr intrinsic motivation,

curiosity, and the desire for challenge [](e.g.cD®&lezlek, & Shein- man, 1981,
Ryan & Grolnick, 1986). Students who are overly teolfled not only lose

initiative but also learn less well, especially wHearning is complex or requires
conceptual, creative processing [|(Benware & Dd&84; Grolnick & Ryan,

1987). Similarly, studies show children of paremtho are more autonomy
supportive to be more mastery oriented — more\likelspontaneously explore and
extend themselves — than children of parents waarare controlling [J(Grolnick,

Deci, & Ryan, 1997).

To summarize, the CET aspect of SDT suggests tlassroom and home
environments can facilitate or forestall intrinsnotivation by supporting versus
thwarting the needs for autonomy and competenceveMer, it is critical to
remember that intrinsic motivation will occur orflyr activities that hold intrinsic
interest for an individual—those that have the apmé novelty, challenge, or
aesthetic value for that individual. For activitist do not hold such appeal, the
principles of CET do not apply. To understand thagivation for activities that are
not experienced as inherently interesting, we rneelbok more deeply into the

nature and dynamics of extrinsic motivation.

1.3. EXTRINSIC MOTIVATION

Although intrinsic motivation is clearly an impontatype of motivation, most of
the activities people do are not, strictly speakindgrinsically motivated. This is
especially the case after early childhood, as teedom to be intrinsically
motivated becomes increasingly curtailed by sadéthands and roles that require
individuals to assume responsibility for nonintigadly interesting tasks. In
schools, for example, it appears that intrinsic imadton becomes weaker with

each advancing grade.



Extrinsic motivationis a construct that pertains whenever an actigityone in
order to attain some separable outcome. Extringitiviation thus contrasts with
intrinsic motivation, which refers to doing an &ty simply for the enjoyment of
the activity itself, rather than its instrumentahlue. However, unlike some
perspectives that view extrinsically motivated baba as invariantly
nonautonomous, SDT proposes that extrinsic motimatian vary greatly in the
degree to which it is autonomous. For exampleudesit who does his homework
only because he fears parental sanctions for nagdbis extrinsically motivated
because he is doing the work in order to attainséggarable outcome of avoiding
sanctions. Similarly, a student who does the waalise she personally believes
it is valuable for her chosen career is also esically motivated because she too
is doing it for its instrumental value rather thamcause she finds it interesting.
Both examples involve instrumentalities, yet thdtela case entails personal
endorsement and a feeling of choice, whereas thenefo involves mere
compliance with an external control. Both repregatentional behavior, but the
two types of extrinsic motivation vary in theiraélve autonomy.

Given that many of the educational activities pnésc in schools are not
designed to be intrinsically interesting, a centgalestion concerns how to
motivate students to value and self-regulate swtivites, and without external
pressure, to carry them out on their own. This lenobis described within SDT in
terms of fostering thenternalization and integratiorof values and behavioral
regulations [] (Deci & Ryan, 1985). Internalizatie the process of taking in a
value or regulation, and integration is the prod®ssvhich individuals more fully
transform the regulation into their own so thawili emanate from their sense of
self. Thought of as a continuum, the concept afrimdlization describes how one’s
motivation for behavior can range from amotivatmnunwillingness, to passive
compliance, to active personal commitment. Withréasing internalization (and
its associated. sense of personal commitment) cgreater persistence, more
positive self - perceptions, and better qualitgonfagement.

Within SDT a second subtheory, referred t@Oaganismic Integration Theory



(OIT), was introduced to detail the different forofsextrinsic motivation and the
contextual factors that either promote or hindéenmalization and integration of
the regulation for these behaviors [J(Deci & Ryaf85).

Amotivation is the state of lacking an intention to act. Wlanotivated, a
person’s behavior lacks intentionality and a sew$epersonal causation.
Amotivation results from not valuing an activityptrfeeling competent to do it,
or not believing it will yield a desired outcomg(Jeligman, 1975). Theorists
who have treated motivation as a unitary conceptelibeen concerned only with
the distinction between what we call amotivatiod amotivation.

The category that represents the least autonomoumsf of extrinsic
motivation isexternal regulation.Such behaviors are performed to satisfy an
external demand or obtain an externally imposed ardwcontingency.
Individuals typically experience externally regel@tbehavior as controlled or
alienated, and their actions have arternal perceived locus of causality
[J(EPLOC; deCharms, 1968). External regulationhis obnly kind of motivation
recognized by operant theorists [](e.g., Skinn&53), and it is this type of
extrinsic motivation that was typically contrastedth intrinsic motivation in
early lab studies and discussions.

A second type of extrinsic motivation istrojected regulation.Introjection
describes a type of internal regulation that i$ gtiite controlling because people
perform such actions with the feeling of pressuarerder to avoid guilt or anxiety
or to attain ego-enhancements or pride. Put diftére introjection represents
regulation by contingent self-esteem. A classicmfoof introjection is ego
involvement[](Nicholls, 1984; Ryan, 1982), in which a pergmerforms an act in
order to enhance or maintain self-esteem and taéeof worth. Although the
regulation is internal to the person, introjectehdwviors are not experienced as
fully part of the self and thus still have an EPLOC

A more autonomous, or self-determined, form of iagic motivation is
regulation throughdentification.Here, the person has identified with the personal

importance of a behavior and has thus accepteddgtdation as his or her own. A



boy who memorizes spelling lists because he sess liglevant to writing, which
he values as a life goal, has identified with takig of this learning activity.

Finally, the most autonomous form of extrinsic mation is integrated
regulation. Integration occurs when identified regulations dalseen fully
assimilated to the self. This occurs through se#freination and bringing new
regulations into congruence with one’s other valaag needs. The more one
internalizes the reasons for an action and assasilthem to the self, the more
one’s extrinsically motivated actions become seliedmined. Integrated forms of
motivation share many qualities with intrinsic nvation, being both autonomous
and unconflicted. However, they are still extrinsgcause behavior motivated by
integrated regulation is done for its presumedrumséntal value with respect to
some outcome that is separate from the behavien #&wough it is volitional and
valued by the self. Intrinsic motivation is a pryfme of self-determined activity.
Yet, as implied above, this does not mean thatxasnsic regulations become
more internalized they are transformed into intamsotivation.

The process of internalization is developmentatiportant, as social values and
regulations are continually being internalized othex life span. Still, we do not
suggest that the continuum underlying types of iesit motivation is a
developmentatontinuum, per se. One does not have to progtessigh each
stage of internalization with respect to a paraculegulation; indeed, one can
initially adopt a new behavioral regulation at gogint along this continuum
depending upon prior experiences and situationgbfa. Some behaviors could
begin as introjects, others as identifications.edspn might originally get exposed
to an activity because of an external regulatiog.(@& reward), and (if the reward
IS not perceived as too controlling) such exposmight allow the person to
experience the activity's intrinsically interestingroperties, resulting in an
orientation shift. Or a person who has identifiathihe value of an activity might
lose that sense of value under a controlling meaor move “backward” into an
external regulatory mode. Thus, while there ar@liptable reasons for movement

between orientations, there is no necessary “serpié Developmental issues are,



however, evident in two ways: (1) the types of h&hrg and values that can be
assimilated to the self increase with growing cbgaiand ego capacities and (2) it
appears that people’s general regulatory style ,doesaverage, tend to become
more “internal” over time [](e.g., Chandler & @aell, 1987), in accord with the

general organismic tendencies toward autonomy alfigtegulation.

Ryan and Connell (1989) tested the formulation thase different types of
motivation do indeed lie along a continuum of nekatautonomy. They
investigated achievement behaviors (e.g., doing dvaork) among elementary
school children, assessing external, introject@ehtified, and intrinsic reasons for
engaging in these behaviors. They found that the fgpes of regulation were
intercorrelated according to a quasi-simplex (aedecorrelation) pattern, thus
providing evidence for an underlying continuum aftaomy. Differences in
attitudes and adjustment were also associatedthtldifferent types of extrinsic
motivation. For example, the more students wereragtly regulated the less they
showed interest, value, or effort, and the moreg thdicated a tendency to blame
others, such as the teacher, for negative outcomé®jected regulation was
positively related to expending effort, but wasoaislated to more anxiety and to
poorer coping with failures. ldentified regulatiomas associated with greater
enjoyment of school and more positive coping styfesl intrinsic motivation was
correlated with interest, enjoyment, felt compegerand positive coping.

Subsequent studies have extended these findingelrong types of extrinsic
motivation, showing for example that more autonoseutrinsic motivation is
associated with greater engagement, better perfar@ndess dropping out, higher
quality learning, and greater psychological weilRge among other outcomes.
Greater internalization appears, then, to yield ifolkh adaptive advantages,
including more behavioral effectiveness (due tcsdegd conflict and greater
access to personal resources) and greater expedievedl-being. Given the clear
significance of internalization for both personabperience and behavioral and
performance outcomes, the critical applied issuecems how to promote the

autonomous regulation of extrinsically motivatethdndors.



Because extrinsically motivated behaviors are mio¢iently interesting and thus
must initially be externally prompted, the primagason people are likely to be
willing to do the behaviors is that they are valumdsignificant others to whom
they feel (or would like to feel) connected, whettieat be a family, a peer group,
or a society. This suggests that the groundworkfdoilitating internalization is
providing a sense of belongingness and connectedonethe persons, group, or
culture disseminating a goal, or what in SDT wd aatense ofelatednessin
classrooms this means that students’ feeling résgemnd cared for by the teacher
Is essential for their willingness to accept thefj@red classroom values. In
support of this, Ryan, Stiller, and Lynch [](199%und that relatedness to
teachers (and parents) was associated with grestenalization of school-related
behavioral regulations.

A second issue concerns perceivemmpetenceAdopting as one’s own an
extrinsic goal requires that one feel efficacioughwespect to it. Students will
more likely adopt and internalize a goal if theylarstand it and have the relevant
skills to succeed at it. Thus, we theorize thatpsuis for competence (e.g.,
offering optimal challenges and effectance relevdeedback) facilitate
internalization.

According to the SDT approach, a regulation that Ibeen internalized may be
only introjected, and that type of regulation cowlell leave people feeling
satisfaction of their needs for competence andtedtess. However, to only
introject a regulation and thus to be controlledibwill not leave the people
feeling self-determined. We therefore suggest thatonomy support also
facilitates internalization; in fact, it is the tical element for a regulation being
integrated rather than just introjected. Contrgllitontexts may vyield introjected
regulation if they support competence and relatesindout only autonomy
supportive contexts will yield integrated self-région. To fully internalize a
regulation, and thus to become autonomous withetsfo it, people must
inwardly grasp its meaning and worth. It is theseamngs that become

internalized and integrated in environments that/iole supports for the needs for



competence, relatedness, and autonomy.

Again, research has supported this reasoning. [Egtirari, Patrick, and Leone
[1(1994) experimentally demonstrated that providangneaningful rationale for an
uninteresting behavior, along with supports for oaoimy and relatedness,
promoted internalization and integration. Contrgllicontexts yielded less overall
internalization, but even more interesting, thesnnalization that did occur in
controlling contexts tended to be only introjecténl.a study involving parent
interviews, Grolnick and Ryan [](1989) found highevels of internalization and
integration of school-related values among childvamse parents were more
supportive of autonomy and relatedness. Williamd &weci [][(1996) used a
longitudinal design to show greater internalizattanong medical students whose
instructors were more autonomy and competence stingoTlhese are a few of
the findings in this area that suggest how supgortselatedness and competence
facilitate internalization and how support for andy additionally facilitates the
integration of behavioral regulations. When thatus, people not only feel
competent and related, but also self-determinedheg carry out extrinsically

valued activities.



CONCLUSION ON CHAPTER |

We have briefly presented self-determination theorgrder to make the critical
distinction between behaviors that are volitionald aaccompanied by the
experience of freedom and autonomy—those that eimdnam one’s sense of
self—and those that are accompanied by the exmerieh pressure and control
and are not representative of one’s self. Intredgicmotivated behaviors, which
are performed out of interest and satisfy the mnpsychological needs for
competence and autonomy are the prototype of séHhined behavior.
Extrinsically motivated behaviors - that are exedubecause they are instrumental
to some separable consequence - can vary in tleatetdt which they represent
self-determination. Internalization and integratare the processes through which
extrinsically motivated behaviors become more determined.

We reviewed studies that have specified the samatextual conditions that
support intrinsic motivation and facilitate intelimation and integration of
extrinsically motivated tasks. The studies havenbe¢erpreted in terms of the
basic psychological needs. That is, we saw thatkoontextual conditions that
support one’s feelings of competence, autonomy,raladedness are the basis for
one maintaining intrinsic motivation and becoming@ren self-determined with
respect to extrinsic motivation. We pointed out timaschools, the facilitation of
more self-determined learning requires classroonmditions that allow
satisfaction of these three basic human needg istiiaat support the innate needs
to feel connected, effective, and agentic as onexmosed to new ideas and

exercises new skills.



CHAPTER Il
ROLE OF MOTIVATION IN ENCOURAGING SPEAKING

2.1. Analysis of teachers and learners attitude tmotivation

The research on the problem was conducted begndovember 2014. We
looked through the literature, reviewed scholahons on the role of motivation
in learning classes, collected data from a greatl®r of school, lyceum, college
and university and institute teachers and learakosit their attitude to motivation
and motivated and unmotivated learners in thessga. Data collecting was done
with questionnaires to both teachers and learnges,also discussed with the
teachers during breaks, chay-chats, after-classishgons. We are grateful to those
teachers who were eager to share their opinidieseXperience, work experience
in order to help us clarify some points, solve sgnablems and clear out some
data concerning to the problem. We should admit wWe faced a great deal of
challenges while compiling the necessary matehtist of our teachers do not
know the importance of motivation, some of themardtink of it before, some do
not want to spend time and effort to it, some phgtk it is useless. During data
collection period we tried to find answers to thestions which can give us some
ideas about teachers and learners attitude towaadisation. Our questionnaires
have the following format.

Quessionnaire for teachers

Name Work place work expezie

1. Are there any learners who do not speak in yowss@df yes, how can you

involve such kind of students?

2. What is motivation for you?




3. Which type of motivation do you think more powefuAnd why?
» Extrinsic

e Intrinsic

4. Can you give examples for extrinsic motivation?

5. Have you ever used extrinsic motivation in yousstaom? If yes, what

was the result?

6. What do you think, is the role of extrinsic motieat in developing

learners speaking?

7. Which extrinsic rewards are more effective? Why?
* Money
* Prizes
» Grades
» Positive feedback
8. What kind of tasks do you usually organize to mativyour learners to

speak?

Quessionnaire for learners

Name Age Place of study ncBraf study

1. Areyou interested in learning English? Why?

2.  What kind of situations make you be more active spebk?




Can you describe one of your lessons which you wemaotivated and enjoyed

participating the activity?

What do you think, what made you be motivated?

. What do you think what kind of tasks involve aligénts to the lesson?

. If you have a chance to change the English les$mvg would you do it? Please give

your ideas with examples?

. What do you expect from teacher to take after éesdon or activity? Why?

. What kinds of rewards encourage you to read adteixtvolve into lesson? Why?
* Money
* Prize
* Grade

» Positive feedback

. What is your role in pair and group works? Why?
. Leader
* Not so active

» Mostly keep silence

Analysing the answers to quessionnaires and coatvens we gathered
ideas about the attitude to motivation among kdpakateachers and learners and
in common they look like the following.

Most of teachers know what motivation is and wioesl it matter. From
their point of view motivation can affect how stute approach school in general,

how they relate to teachers, how much time andtetffiey devote to their studies,



how much support they seek when they're strugglimyy they perform on tests,
and many other aspects of education. If studem@s’'tamotivated, it is difficult,
sometimes either impossible, to improve their anadeachievement, no matter
how good the teacher, curriculum or school is. Mue#, unmotivated students
can disengage other students from academics, whiclaffect the environment of
an entire classroom or school. Higher motivatiotetrn has been linked not only
to better academic performance, but to greater eminal understanding,
satisfaction with school, self-esteem, social adpesit, and school completion
rates.

Teachers say that motivation often declines asestisdprogress from ele-
mentary through high school. Upwards of 40% of hgghool students are
disengaged from learning, are inattentive, exde leffort on school work, and
report being bored in school. The lack of motivatias serious consequences. For
example, unmotivated students can drop out of dchoo

70% of teachers recognize two major types of matwa intrinsic and
extrinsic.Intrinsic motivation is the desire to do or achieve somegtlacause one
truly wants to and takes pleasure or sees valdeimg so.Extrinsic motivation is
the desire to do or achieve something not so moicthé enjoyment of the activity
itself, but because it will produce a certain restihe difference between the two
IS more like a spectrum than a divide; any actian be motivated by a combina-
tion of intrinsic and extrinsic factors, and themeaperson may be motivated
differently in different contexts.

Students’ beliefs can affect their motivation. Feample, students who
believe they have a limited capacity to learn @l they are unlikely to succeed
often have problems with motivation. In a similairy, students who conceptualize
intelligence as a fixed quantity that one eithes badoesn’t have tend to be less
motivated than students who view knowledge as daunmgtthat can change and
grow.

Most of teachers suggest major dimensions thattribote to student

motivation, and we divided them into four types. Mast one of these



dimensions must be satisfied for a student to bevated. The more dimensions
that are met, and the more strongly they are rhetgteater the motivation will
be.

Competence — The student believes he or she haability to complete the
task.

Control/autonomy — The student feels in control $8eing a direct link
between his or her actions and an outcome andsedaitonomy by having some
choice about whether or how to undertake the task.

-Interest/value — The student has some interestartesk or sees the value of
completing it.

Relatedness — Completing the task brings the stumtemal rewards, such as

a sense of belonging to a classroom or other desoeial group or approval
from a person of social importance to the student.
The interplay of these dimensions along with otbdgnamics such as school
climate and home environment is quite complex aadeg not only among
different students but also within the same studenifferent situations. Still, this
basic framework can be helpful in designing or yniay the impact of various
strategies to increase students’ motivation.

Some teachers and learners shared us with the@im@jnconcerning the
rewards. They learned that schools and districtshef world have sought to
motivate students to work harder by providing theith money or other rewards.
Examples include programs that give cash to stsdfmmtearning good grades,
reading books, attending after-school study sessiatemonstrating good
attendance and behavior, or attaining a passingesop higher score on an
important exam. Examples of non-cash rewards imclgwing cellphones and
phone minutes to students for good behavior, te&ses, attendance, or homework
completion; giving pizza coupons to students whé&engood grades; or awarding
students who make the honor roll with certificategy can use for special
privileges like an early release from school. Teashhink that the concept of

providing rewards as motivation is controversiald dhe results are mixed, or in



some cases unevaluated. Some teachers point dutethards may be the only
way to motivate students to apply themselves tkstésat have no value to them,
such as taking tests that have no consequencesufibents but are important for
their school. Many opponents, for their part, cadt¢hat rewarding students for
desirable behavior runs counter to the true goadafcation, which should be to
develop students’ curiosity and intrinsic love eaining. Some argue that when
the reward program ends, students no longer haveason to continue their
behavior. Rewarding performance is unfair, someooppts say, because students
who are naturally talented will easily earn rewandbile less talented students
may try hard but still not qualify for a reward. rBe teachers also point to
evidence suggesting that extrinsic rewards canwage a compliance mentality
and decrease intrinsic motivation.

On the whole, teachers think that reward prograamsh@ave positive effects
if they are implemented thoughtfully, carefully,dawithin a set of guidelines, and
if they address the four dimensions of motivatioantoned above. Rewarding
specific actions that students can control, sucleamspleting homework, yields
better results than rewarding accomplishments it seem beyond their reach
or out of their control. Rewards that are too lamg be counterproductive
because students may feel pressured into takirig par
At the same time, poorly designed reward programs actually decrease
motivation if they are targeted at the wrong stusledo not build on the four
dimensions of motivation, or are implemented ineffesly.

Teachers suggest to put goals in order to motigatdents. Students who
are not motivated by love of learning alone maybdtier in school if they can see
learning as a gateway to something else they vabgals can help motivate
students to work harder if certain conditions arespnt. The goal should be
realistic, achievable, and education - dependdm. Joal should be suggested, or
at least embraced, by the student, and the studesit be able to see a clear path
for attaining the goal. It also helps if the gaakupported by people important to

the student. Mastery-based goals, which involve afestnating increased under-



standing, skills, and content knowledge, are padfier to performance-based
goals, which involve reaching a pre-defined legd@rformance or outperforming
others. Goals can actually undermine motivationydweer, if they are too difficult,
or if students feel that a goal has been imposethem or that failing to meet it
would have dire consequences. Two common goaldgucation - passing exams
and getting into higher educational establishmamtsvide a useful lens for
motivation. Most assessments appeal to studentsinsic rather than intrinsic
motivation. Some assessments provide direct extrosals for students, such as
passing a course. Other assessments, particuladget used for school
accountability, provide extrinsic goals for teachand administrators, who may
pass along the pressure of these goals to studdrese are high-stakes and low-
stakes assessments, as well as classroom andadxdssessments, that together
comprise a continuum of motivation. Assessmenté Wwigh stakes for students
from a classroom test that counts for a major porbf a course grade to an
external state exit exam that students must pagsattuate from high school are
generally considered more motivating than thosé Vv stakes or no stakes, but
this is not always clear-cut. While high-stakeseasments do spur some students
to work harder, they can have a negative effedchermotivation of other students
by evoking anxiety, frustration, or fear of failur&nd while some instructional
practices used to prepare students for high-stakesrnal assessments, such as
providing extra help for low-achieving students,ulb generally be considered
positive, other types could decrease students’rasteand motivation. More
frequent assessments that start with easier gaads gaadually increase in
difficulty can build students’ competence and seofeontrol, as can oppor-
tunities for students to demonstrate their knowdedgth performance tasks or
low-stakes tests before taking an assessmentdbatsc

Analysing ideas and suggestions of teachers anddesawe came to the
conclusion that parents, family background, anducelalso play role in student
motivation. Many answers have documented the strelagionship between fam-

ily background factors, such as income and paresatkicational levels, and



student achievement, and the positive impact ofergarinvolvement on
achievement. Parents who are actively involvedcheirtchildren’s education and
provide a stimulating learning environment at hoosn help their children
develop feelings of competence, control, curiosagd positive attitudes about
academics, according to various studies. Readiyitdren, talking with children
about what they read, interacting with children @bacademics, and celebrating
moments of intellectual discovery are among theividiels that promote
achievement and motivation. Parents’ beliefs andeetations also appear to
strongly influence children’s motivation. For exdmpparents who hold high
expectations for their children’s learning, beliewetheir children’s competence,
expose them to new experiences, and encouragesityrigersistence, and
problem-solving can help their children developrannsic motivation to learn.

By contrast, parents who are controlling, use rewaand punishments for
academic performance, or display negativity or angkout academics can
discourage children from developing intrinsic matien. Some parental actions,
such as praising children’s intelligence rathenttieeir mastery of knowledge and
skills, can send a message that intelligence igeal fattribute - a belief that can
lead children to avoid challenges or fear fail@e=ating a home environment that
nurtures motivation involves effort for any pareyt it can be especially
problematic for socioeconomically disadvantaged iliam those with limited
financial resources, low educational levels, sifqdeent homes, and other
stresses. Although the causes of gaps in achieveonesoft skills are not fully
understood, some teachers have suggested thatedidts in parenting practices
and social context are contributing factors. Cleitdborn into socioeconomically
disadvantaged circumstances, particularly singleqgahomes, are less likely to
have the opportunity to benefit from the kinds afgntal attention, activities, and
resources that stimulate these skills (McLanah@04p In other words, children
from disadvantaged families tend to have fewer dpipdies at home that foster

competence, encourage them to find interest orvakee in learning, promote



autonomous learning, or develop social relatiorshipat support and value

achievement.

Some group of learners and teachers believe thabtplay an important
role in boosting student motivation by picking ugexe parents leave off or
stepping in when parents are unable or reluctabetactively involved. Various
elements of schooling, from teachers’ interactiauth students to school organ-
ization, can have an impact on student motivation.

Most learners recognize that teachers can infliestadents’ motivation
through their teaching styles, classroom managenmgetactions with students,
and expectations and beliefs. These programs thpigaovide professional
development to help teachers understand and usetieff strategies to motivate
students. From their suggestions and ideas we iugveified several strategies
and mindsets of teachers that can positively aaadent motivation, such as the
following examples:

- Teachers can increase motivation by encouragindests to do their best,
setting high expectations, allowing students soim&oe where possible, and
using lessons that involve higher-order thinkingllaboration, and student
participation, among other strategies.

- Teachers who are most effective at diagnosing amgraving student
motivation tend to focus on interpersonal dealiwgh students, link education
with things students value, and encourage autonmong than control in their
classrooms.

Students are more motivated by teachers whom tbeeve as caring.

. Students are more engaged, perform better, and higber self-confidence
when their teachers emphasize student mastery gragles and performance
and encourage students to take on challenges.

. Teachers can also increase student motivation &dghneg out to parents and
encouraging their involvement in their childrentiieation.

Learners also mentioned about nontraditional ampres that can motivate

unenthusiastic students. Because some studentscai® seem to focus on



academics can spend hours outside of school os thsly find engaging, be it
video games, art, car repair, or extracurriculavaies. Districts, schools, and
communities should try a variety of creative apph@s ranging from integrating
community service with academics to incorporatiagia media into classrooms -
to spark an interest in learning among students wbo't respond to more
traditional strategies. We should find ways of easing motivation for a
generation of students who have grown up teachiegiselves to communicate
online, surf the Web, write blogs, or edit phot&&me characteristics of tech-
nology make it especially motivating. For examplégdeo games can build a
mastery-based mindset by gradually increasing éwvellof challenge, helping
students visualize complex concepts, and givingdesits frequent positive
feedback. Interactive and social media technologly stimulate the interest of
bored students and the participation of shy stiwdéMeb-based instruction can
motivate students by creating more opportunitiesaftive choice and collabora-
tion. Educators around the country are incorpogat@thnology into their teaching
and a myriad of ways. Examples include using vigames to reinforce concepts
in math and science or incorporating Twitter intaeal-time discussion board
during class.

Analysis of data collection gave us opportunityrtake some conclusions about
developing learners motivation. We learned thatlestéi motivation is not a fixed
quality but is something that can be influencedasitive or negative ways by
schools, parents, and communities and by indivgluain experiences. Research
offers ideas on how and why students are motivatebwhat types of policies and
practices hold promise for improving motivation. Ningle strategy will work to
motivate all students. Motivation varies, not oalyong students but also within
the same student depending on the task and comiltivating students often
requires a combination of strategies that addresspecific reasons why a student
has become disengaged from school. Strategiespgoowa motivation should be
implemented carefully and thoughtfully. Effectivieagegies address some or all of

the four dimensions of motivation, including congrete, control/autonomy,



interest/value, and relatedness. Strategies tatrd students’ mastery and
growth appear to be more motivating than thoseghgihasize the attainment of a
specific performance level. Similarly, strategikattencourage perseverance, hard
work, exploration, and creativity and that rewarhévior within the student’s
control appear to be more motivating than thosertaard talent and intelligence
or impose goals that students have not embraceatolnmg student motivation
cannot be accomplished by schools alone. Effortdeteelop motivation should
begin early and address social factors that camygajvation. Partnerships among
schools, families, and communities can be effeativereating the conditions that

develop and support motivation in children.

2.2. Encouraging students to speak

Before we go on the ways of encouraging speakir Wike to say that all we are
doing in our language learning classes is to ma&emkrs speak, wommunicate.

In English classes this means to understand othes to make yourself
understandable to them. These sound like the obvgmals of every language
learner., but | think these simple goals need terbphasized, because learners too
often get diverted from them and fall into moreaddtruggle with the mechanics of
grammar and pronunciation that they should. Learman become timid about
using what they know for fear of making horriblestakes with what they don't
know. All the attention paid to the mechanics ahoaunication sometimes gets in
the way of communication itself.

In the early lessons of many language coursesestsicare encouraged to
concentrate heavily upon pronunciation and gramnvehjle vocabulary is
introduced only very slowly. The idea seems toHa eéven if one has very little to
say, that little bit should be said correctly. Snt$ can worry a great deal about
the machinery of language, but they worry rathigleliabout real communicating
much of anything. Under such circumstances, learhave to think about an awful

lot of things in order to construct even a simpatence. They are supposed to



force their mouths to produce sounds that seerculmlis. They have to grope
desperately for words that they barely know. Thewehto perform mental
gymnastic trying to remember bizarre grammaticlsuAll these challenges are a
fatal distraction from what skillful speakers worapout the message that they
want to convey. If early learners have to worry @whgetting everything correct,
they cannot hope to do anything very interestingpeyl simply cannot do
everything at once and emerge with any real sehsecgess.

Furthermore, learning a foreign language is ndt gusiatter of memorising
a simple set of names for the things around us;atso an educational experience.
Since our language is closely linked with our peadiby and culture, why not use
the process of acquiring a new language to gaithdurinsights into our
personality and culture? This does not mean thatesits of a foreign language
should submit to psychological exercises or probirtgrviews, but simply that,
for example, learning to talk about their likes aslikes and bring about a greater
awareness of their values and aims in life. Manyhef activities are concerned
with the learners themselves. For learners whostudying English in a non-
English-speaking setting it is very important topesence real communicative
situation in which they learn to express their omews and attitudes, and in which
they are taken seriously as people.

Today most of teachers and also learners underdiaaid they should
develop their speaking skills during language leeynCommunication is the main
goal of learning languages. We all know that somes$ real communicative
situations develop spontaneously, as in exchangoamgments on last night' s TV
programme or introduction someone' s new hairclie Tajority of ordinary
language teaching situations before reaching araremhd level, however, are
geared towards language-oriented communication loat wRivers calls 'skill-
getting': they make use of the foreign languageniyan structural exercises and
predetermined responses by the learners. Sinc@gol@nguage teaching should

help students achieve some kind of communicatiukiskhe foreign language, all



situations in which real communication occurs ratyr have to be taken
advantage of and many more suitable ones havectoehéed.

Two devices help the teacher in making up communigaactivities:
information gap and opinion gap. Information-gagreises force the participants
to exchange information in order to find a solut{erg. reconstitute a text, solve a
puzzle, write a summary). Problem-solving actigti®pinion gaps are created by
exercise or program controversial texts or idedschvrequire the participants to
describe and perhaps defend their views on thessesidAnother type of opinion-
gap activity can be organised by letting the pgoéicts share their feelings about
an experience they have in common. As applyingtiveiples of information gap
and opinion gap to suitable traditional exercisesteacher can change them into
more challenging communicative situations. Thus wedl-known procedure at
beginner's level of having students describe e#lofr's appearance is transformed
into a communicative activity as soon as an elernéguessing (information gap)
Is introduced. Information and opinion-gap exergi$@ve some content worth
talking about. Students do not want to discussatrithe interest which is aroused
by the structure of the activity may be reducethoreased by the topic.

Many of the activities are concerned with the leasnthemselves. Their
feelings and ideas are the focal point of theseceses, around which a lot of their
foreign language activity revolves. For learnerowne studying English in a non-
English-speaking setting it is very important tgpesence real communicative
situation in which they learn to express their owews and attitudes, and in which
they are taken seriously as people. Traditionatbtsok exercises — however
necessary and useful they may be for all- commtimeEgrammar practice — do
not as a rule forge a link between the learnerstaedoreign language in such a
way that the learners identify with it. Meaningédtivities on a personal level can
be a step towards this identification, which imgs\performance and generates
interest. And, of course, talking about somethirigc affects them personally is

eminently motivating for students.



Learning is very effective if the learners are\agdiy involved in the process.
The degree of learner activity depends, among dliiegs, on the type of material
they are working on. The students' curiosity camabmised by texts or pictures
containing discrepancies or mistakes, or by missinghuddled information, and
this curiosity leads to the wish to find out, tot pight or to complete. Learner
activity in a more literal sense of the word casoamply doing and making things;
for example, producing a radio programme forcesstiieents to read, write and
talk in the foreign language as well as lettingnHearn with tape recorders, sound
effects and music. Setting up an opinion poll ie thassroom is a second, less
ambitious vehicle for active learner participatidnmakes students interview each
other, it literally gets them out of their seatslan- this is very important — it
culminates in a final product which everybody hakhd to produce.

Activities for practising a foreign language hawdt Ithe narrow path of
purely structural and lexical training and have anged into the fields of values
education and personality building. It seems imguurto provide at least a few
instances focusing on the sharing ideas, jigsalstas particular, demonstrate to
the learners that cooperation is necessary.

In speaking classes, the teacher should be cametuto correct students'
errors too frequently. Being interrupted and cdaedanakes the students hesitant
and insecure in their speech when they shouldyréallpractising communication.
It seems far better for the teacher to use theiaes for observation ancb help
only when help is demandeg the students themselves; even then they should be
encouraged to overcome their difficulties by firglalternative ways of expressing
what they wantd say. There ia list of speech acts which may heeded for the
activities and the relevant section may be du@tand given as handouts to help
the students.

Many of the activities should be focused on theviddial learner. Students
are asked to tell the others about their feelili@§es or dislikes. They are also
asked to judge their own feelings and let themselxeinterviewed by others.

Speaking about oneself is not something that everyglnes with ease. It becomes



impossible, even for the most extrovert personhéf atmosphere in the group is
hostile and the learner concerned is afraid ofdeidiculed or mocked. The first
essential requirement for the use of learner-cedtexctivities isa relaxed and
friendly atmosphere in the group. Only then can dimas of these activities be
achieved: cooperation and the growth of understandi

Groups or classes that have just been formed obeirg taught by new
teacher may not develop this pleasant kind of grie@ing immediately. In that
case activities dealing with very personal topikewd be avoided. The teacher
may stimulatea good atmosphere by introducing both warming-upr@ges and
jigsaw tasks. Even ia class where the students know each other weltaioer
activities may take on threatening features foniddial students. In ordeo tavoid
any kind of embarrassment or ill feeling, the teacshould say that anyone may
refuse to answen personal question without having to give any reaso
explanation. The class hawe accept this refusal without discussion or comment.
Speaking-based classes seem to provide incredibjgesfor both truly great and
truly awful classroom experiences. Most problemghgpeaking-fluency lessons
come down to two questions: Are there any topies$ &éne consistently successful,
and how can teacher identify and control the otlagiables in play?
While a stimulatingopic is usually crucial, two other indispensable inggats are
also involved: some form afskto complete, and the necessary language
(ortools) to do so. These three factors work together fiem@int proportions in all
successful speaking exercises - sometimes thewoslbidominate to the extent that
the others can take a much lesser role, sometingesrphasis may be rigidly on
the task and sometimes the discussion may restspedafic 'tool' (for example, a
grammar point.) However, if anybody in the classldeunsure about any of the
'three Ts', offopic, TaskandTools they are very unlikely to make a meaningful
contribution. Recognizing this has major implicasofor both planning and

teaching speaking exercises.



Finding good topics

Every class, of course, is different. Uaarning Teaching2005), Jim Scrivener

provides a list of interesting topics (p.402) anideos are widely available. While
suggesting more ideas here would add little in $eahmethodology, here are a
few things to think about when deciding on a topic:

Is it something that everybody in the class caateeto, to some extent?
Things like politics or music, while often succegstan isolate the less interested
or knowledgeable.

Are the students capable of dealing with the sulgpaca meaningful level,
or is their English too much of a handicap?

Is it something they might have talked, read ougitd about much before?
For example, something like the environment carvige useful material but is
unlikely to stimulate much discussion if students simply regurgitating clichéd
arguments translated from their own language.

How would you feel talking about the same thindront of other people?
Maybe a shy student would be more comfortable wilight-hearted discussion on
national stereotypes or differences between gdaoasathan one on the death
penalty or abortion laws.

In a class where the objective is spoken fluen@gdgdiscussion material is
everywhere. Outside of the specialized books thdianes filled with potential
topics depending on the age, level and interesthefgroup. Finally, here are a
few ideas for topics that often draw contributidnem otherwise unresponsive
students:

All the above criteria are met when learners thi&ud themselves. There are
many ways to present this.

A similar idea is to ask students to choose thein 'specialized subjects'
and take five minutes each answering questions fhemest of the group / a small
group about them. As an example, we might satyingand encourage questions
like, When did you start surfing?ow often do you go@r evenls there a world

surfing champion? What's his name?



Most people have a pet hate. In pairs, the class time to prepare
arguments as to why the world would be better withtavo or three things they
hate. Each pair gives a presentation and the fésealass then votes on whether
their choice is good or not. With this activity,istimportant that the nominations
aren't too serious, and that you give a coupleoofigexamples.

Another possibility is to hand over some controlite students by suggesting a list
of possible discussion topics at the end of a dassasking them to decide which
they would prefer to talk about the following week.

Ideas for speaking tasks

As we have seen, choosing a good topic is impqrtant far from the only
consideration. While a few people are very happyspeak for the sake of
speaking, many have a diametrically opposed a#ititds much more common to
be motivated by the desire to complete a task, ashnn speaking as reading or
listening exercises. This is a key point in the oamicative methodology, and if
answers likd don't know; Yes, | dagr No, | won'tare common, it is often the task
that can most easily be changed to give positisali®

Here are some ideas for setting up speaking tasks:

If sections of your class are unresponsive durieg Speaking activities, it
may be that a lack of structure is undermining rttenfidence. Controlled
communicative activities often give good resultee3e work partly because they
take the focus away from English production, allogvistudents to use their
knowledge to achieve an objective. They are usuadlsed around small groups,
which also benefits less confident learners.

The following activities still focus on task compé but with a greater
emphasis on fluency. They could be called 'semtrotiad'

Take 'crime' as a topic. The Internet is full ofeamlotes about ‘dumb
criminals' being arrested in amusing situationsiclviprovide a more light-hearted
speaking class, as suggested above. The firstcatigio be to make role cards
based on various stories. To give a task focud) saalent could then write the

headingdName / Crime / How Caught / Stupidity Rating,tfen, taking a role,



mingle and fill in this information for everybodpay speak to within a set time
limit. Here the learners are speaking with an a#ie objective, which also
involves some input of their own opinion. Similaringle exercises with

information sharing can be found in many booksesighed from scratch.

A well-known task is to rank options in order ofefarence. This can be
done with any number of topics and often withdifreparation time. A 'pyramid'
discussion is a way to organize this type of eserto encourage full participation,
where students start off discussing in pairs, tloenwith another pair after a set
amount of time, until finally the whole group isvoilved in one discussion.
Example themes for this type of activity are 'theeé greatest inventions of all
time', 'three people who have changed the wortdiw'to spend £100,000
improving this city".

Many resource books feature simple board gameshwhiolve throwing a
dice and moving a counter, with the objective afisiing first. Each square
features a different topic to speak about for omeute. It is well worth making a
blank board template so that you can adapt thegdpiyour own groups.

Role-plays can also encourage students to corgribAitclassic role-play
supported by a clear task is the ‘alibi’ model. RBomwider topic like the
environment, you might split the class into councd, green activists and property
developers and build up to a final debate and otetis

The final two tasks below encourage free productbmanguage. Still, it
remains important that a focus is provided to shthpediscussion and make sure
everybody has a chance to speak.

Taking minutes: Split a group into teams and asttezm to debate a
complete ban on smoking. Divide the board into 'Bod Against," bring two
students up to the front and give them a pen. Thae is to note relevant
arguments on each side as they are mentioned arideden a winner. They
explain their choice when the debate ends.

The spoon: Bring a spoon to the class, and durelzpés only allow the

person holding it to speak, for up to one minuté.the end of his time or



contribution, those students who would like to megpput their hands up. Give the
spoon to one, allow her a minute to speak, anchsdlais is not a task as such, but
it gives less confident students time to formuldieir ideas, and the platform to
contribute when they are ready.

Providing the tools
It is quite possible and often necessary for le@re use idioms, functions and
vocabulary in a supportive English classroom that/thesitate to use in their first
language. Equip learners with the necessary toolsrh some of the above ideas
into successful speaking lessons, through languaget and by turning the
students on to the subject. In an ideal lessonstudents should be more than
ready to speak by the time the teacher asks them to

The language input is very much specific to ther@se or discussion. A
general tip is to make sure that the essential gy@mvocabulary or example
guestions are on the board following the preseoriagtage so that the focus doesn't
return to the teacher during the activity itselfr Example, using theast, Present,
Futureidea mentioned above, | would always wkit@at happened in...? Who /
what was...? Why is... important? Why / when wouldlikeuto...?on the board
while eliciting and answering these questions.

During a livelier debate a way to give people thels to speak (and use the
target language) is to prepare various cards sayahbgolutely agred'm not so
sure | really don't think soetc. for each student or team. A point is earreed f
playing a card and backing it up with a relevaguanent.

Finally, one of the most important steps to a gepéaking class is to
activate the students' interest in the topic andigem thinking about it. This might
mean anything from a five minute warmer to a loegding or listening exercise.
There are almost as many possibilities as theréogres, but here are a few ideas:

Pictures, especially photos, often generate husdoéitieas with very little
input from the teacher. For example, the 'taski@etalked about a debate on the
environment. To introduce this, copy of two photoseach pair of students, one

of a water park and one of a fishing village. Thstftask is simply to think of five



adjectives for each. Next, a situation is introdLieghere the village council is
going bankrupt and a big water park developer hdhs$npa proposal to build there.
The group is split into developers and traditioinstiing families (who each have
ten minutes to write a presentation and objectitmsthe other team) and
councillors (who spend the ten minutes writing ges for both teams.) In this
example, the pictures have served the dual purpb®etivating the schemata' of
the students by bringing the situation to life, ahdhowing the teacher who would
suit which role in the final exercise (a studentowdives the adjectives 'noisy,
smelly and tacky' for the park may not be bestHerrole of developer.)

Realia works in a similar way to pictures. One ite# bring a number of
random objects to the lesson (a coat hanger, destappair of glasses, a guitar
string...) and give the class one minute to lookatrt. Afterwards, cover them up
and allow one minute to remember what was therplaiixthat the students are on
a sinking ship, and the things that they remembettee things that will be washed
up on a desert island with them. This leads omwiw discussions: The first is the
best way to use the objects for survival (anotlwErdgpyramid-style exercise) and
second, in pairs, a conversation based around Ré&liDesert Island Discs, where
guests can nominate a book, a record, a persoonrandr two luxury items to take
to a desert island, and explain why.

For the above discussion on stupid criminals, pairsmall groups could rank a
list of crimes in order of seriousness, or for theople who have changed the
world' discussion, you could play twenty questianth a hero of your own. Even
if it's as simple as a brainstorm on the boarslciticial that the warmer is lively,
involves everybody and pre-empts any serious vdaapyroblems that may

occur later.

2.3. How to motivate students to speak English

During my pedagogical practice | have met an egoeed teacher who has

four lyceum classes of unmotivated to semi-motidasgudents. On average, |



would say the students speak about 80-85% EndReleently there have been
days when the students speak almost all Englises@lslasses have been studying
for about two years now, and their teacher remeeabthat during their first year
the students were generally unmotivated and spokeatout 40% in English.
What follows are some techniques that this teablasrfound to be successful in
getting students to speak mostly in English. | wdrib write about this teacher’s
experience, because | think they are helpful fbverst too. Here are suggestions
from the teacher:

Establish your goal from Day 1.

On the first day of class make your expectatioesrcto your students. It's a good
idea at this point to contrast the nine years otosdary school (non-
communicative) English classes that they have éxpezd with what you expect
of them. Have your students make a pact with bath gnd themselves. The
students read the promises and you elaborate ¢maehit. Next, the students sign
their names in agreement.

My Promises

| promise to try to speak as much as possible.

| promise not to be afraid of making mistakes.

| promise not to speak any karakalpak.

| promise to use English to communicate.

| promise to ask questions when | do not understand

| promise to try to have fun.

You can go back to these promises from time to tihmeughout the course as
necessary.

2. Learn your students' names.

You will not be able to control your class wellyibu don't know your students'
names. If a student is speaking in karakalpak yeedrio be able to quickly say,
"Julduz, are you speaking English?" This shouldb®said in an angry tone, but

rather in a friendly, almost joking tone. We canoweeremphasize how important it



Is to learn your students' names. Make it yout preority, and usually commit all
your students' names to memory by the third class.

3. Teach Classroom English early on.

In the second or third lesson students should bghtauseful classroom English.
The students should thoroughly memorize and pectging these expressions. It
Is essential that you explain that these expressawa not just for use with the
teacher, but for use with each other as well. Seramples of useful classroom

English are:

Do you have a partner?
Let's be partners.
How do you spell...?

What does ... mean?

4. Start (almost) every class with free conversatio

If 1 had to choose one technique that is the mdfsicieve for getting students
motivated and speaking in English this would dédiyi be my choice. Have the
students sit facing a partner and tell them theseha talk on a topic for a set time.
They absolutely must not speak any karakalpak duthis time! Possible topics
are yesterday, TV, movies, sports, etc. | usuatlythis for 2-3 minutes at the
beginning of a course and build up to 10-15 minbteshe end. Over the past few
years | have noticed that whenever | fail to hdwe dtudents do free conversation
at the beginning of class, they often speak mucherkarakalpak and the class
generally is not as successful. Free conversatiorkavbecause it warms the
students up, and it gives them the sense that $nglan be used for real
communication.

5. Explain that real communication opportunities atise after they say "finish".
After finishing a set task the teacher has giverd while waiting for the other

groups to finish, students will invariably say 18h" and proceed to speak in



karakalpak with their partner. The goal should be dtudents to speak to each
other in English between activities as well asmythem.

6. Arrange the classroom so that students are sitig in rows facing each
other.

As with free conversation, | have noticed whendviil to arrange the chairs in
this fashion the students have been much moreergtio speak out. Ideally, there
will be no desks or barriers between the studemtly, chairs in two rows facing
each other. There is something magical about thisngement that gets the
students talking. It may work because the studargsout in the open and have
nowhere to hide and so feel obliged to speak onlyligh. Also, sitting face to face
affords direct eye contact which somehow improva@srunication in English.
Another advantage of this arrangement is thatotna for a very easy and fair way
to change partners. Students simply stand up ana mmoa clockwise direction a
set number of chairs and end up sitting across &emaw partner.

7. Do the "Speaking Marathon" at least twice duringyour course.

| usually do the speaking marathon in the fourthiftn lesson and after that once
or twice more as needed. Work with a partner. Yan talk about anything you
like with your partner, but you can't stop talking'!you stop for more than 3
seconds, your team is out! Also, if you speak aakakalpak your team is out!
Which team can keep talking the longest?!

| tell the students they can say anything when teeyt think of what to say, but
they must fill in the silence. They can say "umi.'Let's see...", "chicken",
"kitchen", and so on. Amazingly, students usualhuge very little, and | have
often had groups go on for 20-30 minutes withoutsgag for more than three
seconds. During this activity you must act as di€¢pman" and go from group to
group counting off three seconds and noting whegnoap has spoken karakalpak
or has stopped for more than three seconds. How#\sebest if you don't tell a
group when they are out so that everyone contirgpgesaking for as long as
possible. There is simply no better way to builttdsnts' speaking confidence than

the speaking marathon.



8. Have the students write down every word they san karakalpak.
At the start of class pass out small slips of paglmut the size of a post-it note.
Explain that they are to write down every word,g#®, or sentence that they say in
karakalpak during the class. Tell them that atehe of the class you will collect
their slips and count how many karakalpak enttey thave made. Writing down
what they say in karakalpak helps students to roortiteir output, and this
heightened awareness helps to decrease the ambuoative language spoken. |
have continually been amazed at how little karadalpy students speak while
doing this type of self-monitoring.
9. Be enthusiastic about your students speaking gnEnglish.
At times you must be more of a coach than a teatchemnotivate your students.
Until you have begun to modify their behavior yoill wave to constantly remind
them not to lapse into native language. You mustdginually aware of what is
going on in all areas of the classroom monitorihgtaident output. Periodically |
give "pep talks" to encourage the students whey #re speaking too much
karakalpak and also try to motivate them at timéemwthey have failed. Don't
give up-change will not come overnight, but slovte students will respond to
your enthusiasm.
10. Turn regular activities into information-gaps.
Information-gaps force the students to communidgatéenglish more than in
activities where knowledge is shared.
11. Pick topics and activities that your studentsiid interesting and useful.
None of the techniques elaborated above will beessgful in getting your students
to speak English if your students simply don't wntalk about the topic you've
given, or if they don't find the topic useful. Madting and practical activities and
topics are necessary to get your students talkirignglish.

Looking at this teacher’s actions for increasiegrher motivation we
decided to suggest some ideas for actions thabtgHamilies, communities, and
others can take to foster students’ academic maiivaThe list below is just a

starting point and is meant to stimulate discusaioout a fuller range of options.



IDEAS FOR SCHOOLS TO CONSIDER
 Think carefully about the pros and cons of instimta reward
program to spur students’ motivation. If a schooésl opt for such a program,
consider building in the following characteristics:
1. Reward students for mastering certain skill;ioreasing their understanding
rather than for reaching a particular performareeell or outperforming others.
2. Target behaviors or tasks that students feeh@mnevable, clearly articulated,
and within their control.
3.Reward tasks that are challenging enough to mmairstudents’ interests but
not so challenging as to undermine students’ fgslof competence.
4. Consider offering rewards linked to academicghsas books, rather than
cash or non-academic rewards.
5 Allow students to choose whether to pursue anmwa
6. Provide rewards promptly enough so that studee¢sa clear link between
their actions and the reward.
7 Have teachers or other individuals of social ingrace give out the rewards.
8 Take care not to condition students to depenal i@ward.
« If assessments are being used as motivational, toolssider these
elements when designing and administering assessmen
1. Recognize that the most motivating assessmeatshase address the key
dimensions of competence, control, interest orejadund relatedness.
2. Make students aware of what they need to leado twell on the assessment.
3. Keep in mind that assessments which rewardieityateffort, growth, and
strategizing can have a stronger effect on motwathan assessments that
emphasize competition or performance levels.
4 Consider administering more frequent assessnleatstart with easier goals
and gradually increase in difficulty or providintudents with opportunities to
demonstrate their knowledge with performance taskew-stakes tests before

taking an assessment that counts.



5 Recognize that high-stakes assessments, as wedome types of test
preparation that go along with them, can have aatneg effect on the
motivation of some students by evoking anxietystiration, or fear of failure or
by causing some students to lose interest in icisbr
» Provide professional development to teachers onwaging student
motivation:
1 Help teachers learn to identify students whoatrask of low motivation or
have social, emotional, or developmental challendgleat could affect
motivation.
2. Share ways that teachers can foster motivatidhair own teaching through
such means as holding high expectations for atlestts, increasing students’
autonomy, emphasizing mastery over performancereating an environment
where students are willing to take risks withowtrfef failure.
3. Inform teachers about ways to effectively engagalies in learning.
» Provide extracurricular activities that appeal t@age of interests and
encourage as many students as possible to patéicipa
 Investigate new applications of technology that weke learning and
assessments more engaging to students.

IDEAS FOR PARENTS AND FAMILIES TO CONSIDER
Hold high expectations for your children’s learnirzgpnd believe in their
competence. Emphasize effort over innate abilitgide children when they’'ve
mastered new skills or knowledge instead of prgiineir innate intelligence.
Encourage children’s curiosity, exploration, peamsise, and problem-solving.
Expose them to new experiences.

. Take an active interest in your children’s educati®rovide a stimulating
learning environment at home, which does not hawentolve elaborate
resources. Make reading materials available andudss new ideas or
experiences with your children.

Recognize that using rewards and punishments fadeanic performance can

discourage some children from developing intrimsativation.



- Talk to your children’s teachers or school aboubgpams to help parents
become partners in learning.
Be aware of who your children’s friends are and twireessages they are
sending about academics.

IDEAS FOR COMMUNITY MEMBERS, POLICYMAKERS, AND OTHRS

TO CONSIDER

- Adopt policies and programs to provide disadvardadgemilies with the
resources they need to prevent gaps in achievearhion-cognitive skills
from forming.
Provide supports, such as scholarships, mentommgl, information about
university requirements, to encourage childreneioumiversity attendance as a
goal.
Establish extracurricular clubs and other actisit@itside of school that can
foster interest in academics and provide studepésticularly those from

disadvantaged backgrounds, with ways to demondgtratecompetence.

CONCLUSION

We have briefly presented self-determination theorgrder to make the critical
distinction between behaviors that are volitionadd aaccompanied by the
experience of freedom and autonomy—those that eimanam one’s sense of
self—and those that are accompanied by the expmerieh pressure and control
and are not representative of one’s self. Intradsicmotivated behaviors, which
are performed out of interest and satisfy the mnpsychological needs for
competence and autonomy are the prototype of sédnshined behavior.
Extrinsically motivated behaviors - that are exedubecause they are instrumental
to some separable consequence - can vary in tleatetd which they represent
self-determination. Internalization and integratare the processes through which

extrinsically motivated behaviors become more determined.



We reviewed studies that have specified the samakextual conditions that
support intrinsic motivation and facilitate intelimation and integration of
extrinsically motivated tasks. The studies havenb¢erpreted in terms of the
basic psychological needs. That is, we saw thatkoontextual conditions that
support one’s feelings of competence, autonomy,raladedness are the basis for
one maintaining intrinsic motivation and becoming@ren self-determined with
respect to extrinsic motivation. We pointed out timaschools, the facilitation of
more self-determined learning requires classroommditions that allow
satisfaction of these three basic human needg istiiaat support the innate needs
to feel connected, effective, and agentic as onexmosed to new ideas and
exercises new skills.

Learning a foreign language is not just a mattememorising a simple set
of names for the things around us; it is also amcational experience. Since our
language is closely linked with our personality aculture, why not use the
process of acquiring a new language to gain furthg&ghts into our personality
and culture? This does not mean that studentdareagn language should submit
to psychological exercises or probing interviewst bimply that, for example,
learning to talk about their likes and dislikes dmohg about a greater awareness
of their values and aims in life. Many of the aittes are concerned with the
learners themselves. For learners who are studiimgjish in a non-English-
speaking setting it is very important to experiere@ communicative situation in
which they learn to express their own views andualks, and in which they are
taken seriously as people.

Today most of teachers and also learners underdiaeid they should
develop their speaking skills during language legynCommunication is the main
goal of learning languages. We all know that somes real communicative
situations develop spontaneously, as in exchangomgments on last night' s TV
programme or introduction someone' s new hairclie Tajority of ordinary
language teaching situations before reaching ararambd level, however, are

geared towards language-oriented communication leat WRivers calls 'skill-



getting': they make use of the foreign languageniyan structural exercises and
predetermined responses by the learners. Sinc@gol@nguage teaching should
help students achieve some kind of communicatiukiskhe foreign language, all
situations in which real communication occurs ratyr have to be taken
advantage of and many more suitable ones havedoehéed.
Student motivation is a critical part of successduication and later life, but it has
often been overlooked in the national push to mfechools. The efforts now
underway to raise academic standards, improvefthetieeness of teachers, and
identify and assist low-performing schools are kellf to increase student
achievement if large numbers of students are uwatetl. The time is right for a
national conversation about specific things schqmsents, and communities can
do to better motivate children and youth to lepersevere, and succeed in school
and later life.

BIBLIOGRAPHY
1. Karimov |. A. Harmoniously developed generatiorthie basis of progress
of Uzbekistan. Sharg 1998.pp 3-11
2. Karimov |.A. “On measures for further improve foreign languagenieg
system”NeIII1-1875 from 10 December 201R.,2012
3. Amabile, T. M., Dedong, W., & Lepper, M. R. (197&ffects of externally
imposed deadlines on subsequent intrinsic motimafiournal of Personality and
Social Psychology34, 92-98.
4. Benware, C., & Deci, E. L. (1984). Quality of lesrg with an active versus
passive motivational seAmerican Educational Research Jourril, 755-765.
5.  Chandler, C. L., & Cgaaell, J. P. (1987). Childsemntrinsic, extrinsic and
internalized motivation: A developmental study bfldren’s reasons for liked and
disliked behaviour®British Journal of Developmental Psychology 357-365.
6. Deci, E. L. (1971). Effects of externally mediatesivards on intrinsic
motivation.Journal of Personality and Social Psycholog§, 105-115.
7. Deci, E. L. (1975)Intrinsic motivation.New York: Plenum.

8. Deci, E. L., & Cascio, W. F. (1972, AprilChanges in intrinsic motivation



as a function of negative feedback and threBt®sented at the meeting of the
Eastern Psychological Association, Boston.

9. Deci, E. L., Kgestaer, R., & Ryan, R. M. (199&xtrinsic rewards and
intrinsic motivation: Clear and reliable effectsUnpublished manuscript,
University of Rochester.

10. Harackiewicz, J. (1979). The effects of reward owency and
performance feedback on intrinsic motivatidournal of Personality and Social
Psychology37, 1352-1363.

11. Harter, S. (1981). A new self-report scale of mdrc versus extrinsic
orientation in the classroom: Motivational and national components.
Developmental Psychology7, 300312.

12. Hayamizu, T. (1997). Between intrinsic and extgnsmotivation:
Examination of reasons for academic study basetth@iheory of iatemalization.
Japanese Psychological Researg, 98-108.

13. Hull, C. L. (1943).Principles of behaviarNew York: Appleton-Century-
Crofts.

14. Kontn® R., Ryan, R. M., Bemieri, F., & Holt, K. (83). Setting limits on
children’s behavior: The differential effects ofntmlling versus informational
styles on intrinsic motivation and creativiournal of Personality52, 233-248.
15. Miserandino, M. (1996). Children who do well in sch Individual
differences in perceived competence and autonomgbiove-average children.
Journal of Educational Psycholog§8, 203-214.

16. Nicholls, J. G. (1984). Achievement motivation: Ceptions of ability,
subjective experience, task choice, and performa@sgchological Reviewdl,
328-346.

17. Reeve, J., & Deci, E. L. (1996). Elements of thenpestitive situation that
affect intrinsic motivationPersonality and Social Psychology Bullet®2, 24-33.
18. Ryan, R. M. (1982). Control and information in theapersonal sphere: An
extension of cognitive evaluation theoryournal of Personality and Social
Psychology43, 450-461.



19. Ryan, R. M. (1995). Psychological needs and théititon of integrative
processeslournal of Personality63, 397-427.

20. Connell, J. P., & Wellborn, J. G. (1990). Compe&nautonomy and
relatedness: A motivational analysis of self-syspgogresses. In M. R. Gannar &
L. A. Sroufe (Eds.)The Minnesota symposium on child psycholdgyl. 22, (pp.
43-77). Hillsdale, NJ: Erlbaum.

21. Ryan, R. M., Stiller, J., & Lynch, J. H. (1994). fResentations of
relationships to teachers, parents, and friengsedictors of academic motivation
and self-esteendournal of Early Adolescencd4, 226-249.

22. Seligman, M. (1975Helplessness: On depression, development, and.death
San Francisco: W. H. Freeman.

23. Sheldon, K. M., & Kasser, T. (1995). Coherence andgruence: Two
aspects of personality integratialournal of Personality and Social Psychology,
68, 531-543.

24. Skinner, B. F. (1953%cience and human behavidlew York: Macmillan.
25. Vallerand, R. J., & Btssfooette, R. (1992). Intinsextrinsic, and
amfttvattfoal styles as predictors of behavior: fogpective studyJournal of
Personality,60, 599-620.

26. Vallerand, R. J., & Reid, G. (1984). On the causfiécts of perceived
competence on intrinsic motivation: A test of cdiyei evaluation theorydournal
of Sport Psychology, 94102.

27. White, R. W. (1959). Motivation reconsiderdésychological Review66,
297-333.

28. Williams, G. C., & Deci, E. L. (1996). Internalizam of psycological values
by medical students: A test of self-determinatibaadry. Journal of Personality
and Social Psychology 0, 767-779.

29. Zuckerman, M., Porac, J., Lathin, D., Smith, R.D&ci, E. L. (1978). On
the importance of self-determination for intrindiga motivated behavior.
Personality and Social Psychology Bulletdn 443-446.

30. Wragg, E. CClass Management and Confrbbndon: Macmillan.1981.



31. Wragg, E. C. (ed.Classroom Teaching Skjlltondon and Sydney: Croom
Helm. 1984.
32. Wragg, E. C. and Wood, E. K. ‘Pupil appraisaldezfching’ in Wragg, E.

C. (ed.),Classroom Teaching Skillkpndon and Sydney: Croom Helm.1984.

33.

Wright, T. Roles of Teachers and Learndgdford: Oxford University Press.

1987.

34.
35.
36.
37.
38.
39.

http://disser.biz/13000804.htm

http://dissershop.com/diplom/metodica-obuchenija-i

http://festival.1september.ru/2005 2006/indexdhp

http://method.novgorod.rcde.ru/getblob.asp?id=5000

http://rspu.edu.ru/university/chair/eng.html

http://teacher.fio.ru/news.php?n=27&c=79




