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Abstract. This study investigates the role of teaching strategies in motivating students within second language (L2)
classrooms by examining the perceptions of both teachers and students. Grounded in the L2 Motivational Self-
System (L2MSS) framework, it focuses on the L2 Learning Experience, a pivotal but underexplored component of
motivation in language acquisition. Data were collected using a Likert-scale questionnaire administered to 130
university students and 28 teachers in Lithuania. Key findings reveal significant alignment in how teachers and
students perceive motivational teaching strategies but also highlight notable differences. While teachers
emphasise communicative strategies and group work, students express a preference for individual tasks and
vocabulary acquisition. The study further identifies discrepancies regarding the use of native language,
supplemental materials, and reading and writing assignments. These findings suggest that teachers need to strike
a balance between structured and communicative approaches to address diverse learner needs. Practical
implications include fostering a collaborative learning environment and integrating more contextualised
vocabulary activities to enhance motivation. The study highlights gaps in current practices and offers
recommendations for aligning teaching methods with students’ motivational drivers. Limitations of the study
include its focus on intermediate and advanced learners, leaving room for further research on beginner levels.
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Introduction

This study examines motivation in second language (L2) learning, focusing on the L2
Learning Experience, a critical yet under-researched component of the L2 Motivational Self-
System (L2MSS), as developed by Ddrnyei (see Dornyei, 1994, 1998, 2003). The L2 Learning
Experience encompasses elements such as classroom environment, teaching methods, and
student-teacher interaction, all of which are pivotal in shaping students’ motivation.


mailto:lina.avbraitiene@vdu.lt
mailto:asta.balciunaitiene@vdu.lt
mailto:aurelija.ceglyte@vdu.lt
mailto:vaida.miseviciute@vdu.lt

ISSN 2029-1701 Research Journal

" _ ISSN 2335-2035 (Online) PUBLIC SECURITY AND PUBLIC ORDER
lykolas Romeris

University 2024 (36)

Despite its recognised importance, the L2 Learning Experience has not been extensively
studied in the context of how teachers’ and students’ perceptions align regarding motivational
teaching strategies. There is a notable gap in understanding how specific strategies impact
students’ motivation and whether they foster mutual understanding between teachers and
learners. Addressing this gap is essential to optimising language teaching practices.

The purpose of this study is to analyse how language teaching strategies, as perceived by
teachers and students, influence students’ motivation in L2 acquisition. Specifically, it aims to
identify similarities and differences in these perceptions and propose ways to align teaching
practices with students’ motivational needs. By doing so, the study seeks to contribute to the
development of more effective and engaging language teaching methods.

This study aims to address these gaps by analysing teachers’ and students’ perceptions of
motivational strategies to determine their alignment and effectiveness. The research focuses on
three key questions: 1) How do L2 teachers and students perceive different teaching strategies?
2) What are the relationships between their perceptions? 3) How can these findings inform L2
instruction?

The L2 Learning Experience involves practical aspects of language acquisition, including
the classroom environment, teaching equipment, teaching materials and methods, and
interactions between teachers and students. These practical components significantly affect
students’ engagement and motivation to acquire an L2. Therefore, research in this field is both
practically relevant and justified.

Teaching methods and strategies, as central elements of the L2 Learning Experience, are
vital for creating a motivational learning environment. Effective and accurate use of these
methods allows teachers to enhance students’ motivation by tailoring the learning environment
to reflect the learners’ expectations and needs while fostering progress, skill development, and
achievement. However, teachers often face challenges in understanding how students perceive
these methods and strategies, particularly regarding their motivational impact and their ability
to foster mutual understanding between teachers and learners. As discussed later in the literature
review, these aspects have not been thoroughly analysed. Consequently, this article fills a
critical gap in the current knowledge and is academically relevant.

The research employed a Likert-scale questionnaire to gather quantitative data, providing
insights into whether teachers’ perceptions of motivational teaching strategies correspond to
those of language students. The chosen methodology is valid for capturing quantitative data
about perceptions and opinions which are difficult to express in other forms.

This study answers three key research questions: 1) How do L2 teachers and students
perceive different teaching strategies? 2) What are the relationships between students’ and
teachers’ perceptions? 3) How can these findings inform L2 instruction to further motivate
students?

The paper is structured as follows: first, a literature review builds the theoretical
framework for the research objectives, questions, and methodology. This is followed by an
overview of the research results and a detailed discussion to provide answers to the research
questions. The final section identifies limitations, gives recommendations and provides overall
conclusions.

Theoretical approach
Motivation in second language learning

The question of what role motivation plays in second language (L2) learning has been
systematically considered since the 1950s and has resulted in several perspectives (Gardner,
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2010). Overall, this field has become a meeting point for sciences such as psychology,
pedagogy, human physiology, information technologies, and others. The term “motivation”
itself has been defined in many ways, ranging from comprehensive (e.g., Dérnyei & Otto, 1998)
to very concise definitions (e.g., Gardner, 1985, p. 10). If an attempt to summarise them is
made, motivation in the L2 learning can be described as dealing with why people engage in
learning L2, what sustains their interest and will, and how can the motivated learning process
be maintained to reach desired goals. In other words, “motivation provides the primary impetus
to embark upon learning, and later the driving force to sustain the long and often tedious
learning process” (Ryan, 2013).

The early research on the L2 learning motivation discovered that studying L2 is
significantly different from studying other subjects because language, by its nature, contains a
variety of social, cultural, and psychological aspects that require additional pedagogical
attention. This approach resulted in the further development of Gardner’s (1985) theory of L2
motivation, which considers attitudes towards learning L2, desire to learn and stimuli that can
affect the intensity of motivation. Consequently, it allowed the research to branch out into a
more specific analysis of the learning environment, teaching methods, social surroundings, and
so on and to gain insights into, on the one hand, how L2 learners are motivated by the desire to
be part of cultural/social community of L2 speakers (integrative orientation) and, on the other
hand, how L2 learners are encouraged by specific personal benefits that L2 proficiency can
give, such as the advancement in a professional career (instrumental orientation).

In recent decades, one of the most dominant branches of the L2 learning motivation
research has been inspired by searching for a meeting point between social and psychological
factors. This shifted the focus from integrative and instrumental orientation concepts to the
motivational self-system in the L2 acquisition (L2MSS). The main contributor to these
advancements has been the tripartite theory developed by Dornyei in 2005 (Dérnyei, 2005). At
the center of it is an attempt to explain the differences when it comes to L2 learning and
motivation to learn it. The assumption underpinning Ddrnyei’s theory is that when the learner
recognises an inconsistency between their current self and their future self, i.e., their desired
future self-states, this inconsistency may become a motivating factor to traverse “the perceived
gap and reach the desired end-state” (Al-Hoorie, 2018) in the L2MSS. Exceptionally, the testing
of this model and its confirmation germinated in the language motivation field. Within just ten
years, the L2ZMSS generated “an exceptional wave of interest with literally hundreds of studies
appearing worldwide” (Dornyei & Ryan, 2015), such as Martinovi¢ & Buri¢ (2021), Arslan &
Ciftci (2021) and Yang (2023) to name only a few. Due to its versatility and ability to integrate
a variety of perspectives from different theoretical orientations, the L2MSS has become a
dominant theoretical framework in the field of L2 learning motivation.

Second language motivational self- system

Throughout his career, Dornyei attempted to explain the differences in foreign language
learning and the motivation to learn it (see Dornyei, 1994, 1998, 2003, 2005). An assumption
underpinning Ddrnyei’s theory in the second language acquisition (SLA) is that the learner
recognises an inconsistency between their current self and their future self, i.e., their desired
future self-states, and this inconsistency may become a motivating factor to bridge the gap and
achieve their learning goals in the second language motivational self- system (L2MSS) (Al-
Hoorie, 2018, p. 722). The L2MSS both locates motivation within the self and directs efforts
towards L2 learning achievement, ideally oriented towards the L2 future. Therefore, the ideal
self is a gradual driver to progress from the present to a more desirable state. One’s willingness
to reach the imagined/visualised level of the self-drives to a higher state of self. This possible
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future self becomes a motive for future actions and can increase the person’s willingness to
communicate (WTC).

Dornyei has identified three constituents in this motivation construct, namely, ideal L2
self, ought-to L2 self, and L2 learning experience (D6rnyei, 2009). The ideal L2 self represents
one’s hopes and wishes, i.e., refers to the state one would ideally like to reach, e.g., to become
the person who travels a lot and does business worldwide. Therefore, the ideal L2 self is a
powerful motivator when learning a language. On the contrary, the ought-to L2 self is
concerned with the states that others would wish one to acquire and reach. Whereas individuals
are willing to avoid possible negative outcomes, e.g., at work, learn the language to represent
the expectations of others. However, it has little to do with personal desires or dreams. Finally,
the third constituent — the L2 learning experience — involves an individual experience in the
immediate learning environment where such aspects as the teacher, peers, and the curriculum
are included. Dornyei describes the L2 learning experience as the situated executive motive
(Dornyei, 2009) as well as the causal dimension (Ddrnyei, 2005, p. 106) of the model.

Thus, in the L2 Motivational Self System, Dornyei identifies three sources of the
motivation to learn an L2: “(a) the learners’ internal desire to become an effective L2 user, (b)
social pressures coming from the learner’s environment to master the L2, and (c) the actual
experience of being engaged in the L2 learning process”(Dornyei & Chan, 2013). Several
studies have been carried out to find the associations between student motivation and other
student-related variables, e.g., Gardner (1985), Crookes and Schmidt (1991), Clement, Dérnyei
and Noels (1994), Schumann (1994), Tremblay and Gardner (1995), Schmidt, Boraie and
Kassabgy (1996), Williams and Burden (1997), Doérnyei and Ott6 (1998). In his study, Dérnyei
(1998) presented a synthesis of different constructs and identified seven dimensions of
motivation: (1) affective/integrative dimension, (2) instrumental/pragmatic dimension, (3)
macro-context-related dimension, (4) self-concept-related dimension, (5) goal-related
dimension, (6) educational context-related dimension, and (7) significant others-related
dimension. Moreover, Dornyei (1994) suggested that language learning can be organised
systematically, i.e., moving from intrinsic to extrinsic factors, where extrinsic ones influence
motivation and anxiety. Thus, the foreign language teacher (as an external variable) impacts the
learner’s progression through the learning stages. As a result, there is a great link between the
students’ motivation to learn the languages and the teachers’ teaching style (Dornyei, 1994),
which is also reflected in the L2 learning experience component of the L2MSS.

The L2 learning experience — one of the three constituents of the L2ZMSS

According to Dornyei (2019), the L2 Learning Experience was “not featured more
prominently in either the theoretical or the research developments of the past decade”. As a
result, there is a lack of research focused on the L2 Learning Experience and a lack of general
conceptualisation of what components the L2 Learning Experience is comprised of, but it does
not mean that attempts were not made. For example, You & Dornyei (2016) state that the L2
Learning Experience is “related to the immediate learning environment/experience such as the
impact of the teacher, the curriculum, the peer group, or the experience of success.” Tan et al.
(2017) confirm that the key elements in L2 Learning Experience are “the curriculum, the L2
teacher, the peer group, and the teaching materials”. Hiver et al. (2020) argue that “L.2 learning
experience has been reported as an important predictor of learners’ involvement and [...] that it
captures key details about the quality of students’ present engagement in the learning process”.
In other words, the L2 Learning Experience is very practical because it deals with seemingly
mundane things like the classroom, its equipment, textbooks, teaching methods, the size of the
student group and so on.. At the same time, these practical aspects are powerful enough to have
an effect on the learning process, students’ engagement, and motivation to acquire L2. Despite
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such promising importance, Csizér (2017) states that “there are hardly any studies on [the effect
of curriculum and teaching methods on learner motivation], and therefore they should be
considered issues for future research”, while Li (2023) calls the L2 learning experience “the
underappreciated element of the L2 motivational self-system”.

Consequently, teaching methods and strategies can be considered key elements of the L2
Learning Experience. They allow teachers to increase students’ motivation by creating a
learning environment that better reflects the expectations and needs of the learners, as well as
reveals their progress, skill development, and achievements. For example, an assignment to
make a hotel reservation by phone using L2 can be a teaching method that not only encourages
the building of necessary vocabulary and use of specific grammar constructions but also shows
how the L2 knowledge can be applied in practice, increasing students’ esteem that they can use
L2 to make an achievement and bring a sense of adventure to the classroom which allows them
to escape their usual learning routine. Of course, teaching methods and their contents must be
tailored to each group of students, but if selected wisely, there is an expectation that their use
can result in increased learners’ motivation.

Research objectives and questions

The study analyses the role that teaching strategies play in motivation in a university L2
classroom setting. More specifically, the study aims to understand whether the teachers’
perceptions about the motivating teaching strategies correspond to those of the language
students. The study is carried out based on the following objectives: a) to compile and compare
a list of teaching strategies that are seen as motivational from L2 teacher’s and L2 students’
perspectives, b) to compare the lists and determine the relationships between student’s and
teacher’s perceptions, and ¢) to propose how to reconcile the differences and how these findings
may further inform L2 instruction that is motivational to students.

Based on the motivational strategies discovered through literature review and analysis of
the practical implications of previous studies, the tool to measure motivational teaching
strategies has been designed for this study. A 33-item questionnaire for teachers and a 36-item
questionnaire for students using the Likert scale have been devised.

Based on these objectives, the Likert-scale questionnaire, the following research
guestions have been formulated: 1. How do L2 teachers and students perceive different teaching
strategies? 2. What are the relationships between student’s and teacher’s perceptions? 3. How
can the observed differences be reconciled, and how may these findings further inform the L2
instruction so that it motivates students?

Methodology

This study employed a quantitative research design to examine the alignment between
teachers’ and students’ perceptions of motivational teaching strategies and their effects on
students’ motivation. The Mini-Attitude Motivation Test Battery (Mini-AMTB) developed by
Bernaus & Gardner (2008) was adapted and used for this study. The Mini-AMTB is a
condensed and validated version of the Attitude Motivation Test Battery (AMTB), specifically
designed to measure motivation in L2 learning. It provides a reliable means of assessing key
motivational factors such as integrativeness, attitudes toward the learning situation,
instrumental orientation, and language anxiety.

The questionnaire included 12 questions measured on a 7-point Likert scale, focusing on
various motivational attributes. Data were collected from 130 university students and 28
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teachers engaged in L2 learning and teaching at a university in Lithuania. The quantitative
design enabled a systematic comparison of perceptions between the two groups.
The study’s respondents included:
o Students: 57% (73) were first-year students, 35% (45) were second-year students, 4%
(5) were third-year students, 2% (2) were fourth-year students, and 3% (4) were fifth-
year students. Of the students, 49% were at the B2 proficiency level and 51% at the C1
level, based on the Common European Framework of Reference for Languages (CEFR).
e Teachers: The 28 participating teachers taught at varying proficiency levels: 6% at A1,
24% at A2, 29% at B1, 59% at B2, 41% at C1, and 6% at C2. Regarding teaching
experience, 82% (14) had more than ten years of experience, 6% had less than ten years,
and 12% had less than five years.

The questionnaire included variables such as integrativeness, attitude toward the learning
situation, motivation for the target language, language anxiety, instrumental orientation, and
parental encouragement (Gardner, 2010). The Mini-AMTB’s readability coefficient is 0.743
(Bernaus & Gardner, 2008), ensuring the instrument’s validity for this research.

The quantitative survey was conducted during the spring semester of 2022. Gender
distribution among the respondents was as follows: 78% (101) of students were female and
22% (29) were male, while all 28 teachers were female.

The data collected were analysed statistically to identify significant similarities and
differences in perceptions between teachers and students, providing insights into how
motivational strategies are perceived and their potential impact on students’ motivation.

Results and discussion
The first part of the study aimed to evaluate the difference between L2 teachers’ and L2
student’s attitudes towards learning/teaching English and other languages. The results are

presented in Table 1 below.

Table 1. Students’ and teachers’ motivation to learn and teach languages
(average mean score on the scale of 1-7)

Aspect Students Teachers
Motivation to learn English for communication with English-speaking people 5.91 6.29
Motivation to learn English for practical purposes (e.g., to get a good job) 5.98 6.0
Attitude toward English as lingua franca 5.93 5.44
Interest in studying other languages than English 521 5.13

Source: created by the authors.

The finding shows that the respondents highly value the role of English learning but are
also favourable towards learning other languages. To support the conclusion, the students were
asked to evaluate their attitude towards English language courses. With an average mean score
of 5.51, students valued their courses positively. This score is contrasted with the teachers’
attitude towards teaching English courses, which is 5.72. It could be stated that these findings
prove students’ and teachers’ rather favourable motivation to learn and teach English from work
and career perspectives.

The teaching and learning strategies have been analysed among teachers and students.
One set of questions addressed the teachers’ and students’ attitudes towards how
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communication is performed in the class: individual, peer, or group work, along with how the
questions are posed in the classroom: to the whole group or individual students.

Table 2. Teachers’ and students’ attitude towards class communication
(average mean scores on the scale from 1-7)

Type of classwork Students Teachers
Peer work 4.89 5.47
Small group work 5.0 6.0
Individual work 5.89 5.47
Questions to the whole class 5.84 6.0
Questions to individual students 5.28 5.14

Source: created by the authors.

The results show that, on average, students and teachers are positive about all the types
of work in the class. The least popular work among teachers is peer work, while the students
dislike small group work the most. Looking at the average numbers, the evaluations of class
discussions seem to be similar between teachers and students. Teachers value questions asked
to the whole class at 6 and questions to individual students at 5.14. Respectively, students value
them at 5.84 and 5.28. Another set of questions refers to developing reading, writing, grammar,
or vocabulary skills. Table 3 represents the results below.

Table 3. Students’ and teachers’ attitudes towards performing language skills in class
(average mean score on the scale of 1-7)

Language skills Students Teachers
Grammar and vocabulary exercises 5.93 5.29
Reading in class 5.36 4.12
Writing in class 5.26 3.88
Long vocabulary lists 3.64 3

Source: created by the authors.

Overall, both students and teachers have a favourable attitude towards grammar and
vocabulary exercises, reading, and writing tasks. What is evident from the results is that
students value all these tasks more than the teachers. Another group of questions addresses
homework, project work, and library work. These results are shown in table 4 below.

Table 4. Students’ and teachers’ attitudes towards class tasks (average mean score on the scale of 1-7)

Class tasks Students Teachers
Homework 5.92 5.94
Project work 6.06 6.5
Library projects 4.09 4.88

Source: created by the authors.

The results show that students and teachers view homework similarly. Regarding project
work, both teachers and students show high preference. Library research is less valued among
these tasks, yet the teacher average (4.88) is very similar to the student average (4.09). Neither
teachers nor students consider library research to be important. It is a highly surprising result
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among students, considering that the majority of the respondents study English at B2 or C1
level, and the higher competency in English would require the projects to be more scientific
and research-based. For this reason, further research is needed to understand if the students
and/or teachers consider Google search to be adequate for project work in B1 — C1 levels or if
there are other reasons why library research is so undervalued. Moreover, both students and
teachers expressed a strong preference (above 5) for homework assignments (5.92 and 5.94,
respectively) and project assignments (6.06 and 6.5).

The study revealed there was considerable overlap in students’ and teachers’ views. At
the same time, certain discrepancies emerged as well. Teachers tended to place more emphasis
on communicative strategies and group work, whereas students favoured structured activities
like vocabulary memorisation and individual work. These findings align with Ddrnyei’s (2009)
tripartite model of motivation, particularly in the emphasis on the L2 learning experience as a
key motivator. The differences observed may be due to the varying expectations and
experiences of students and teachers.

Research question 1: Based on the Likert-scale questionnaire, compile and compare a
list of teaching strategies that are seen as motivational from L2 teacher’s and L2 students’
perspectives

Teacher responses unveiled a wider variation in responses from 1.6 (strongly disagree) to
6.5 (strongly agree) on the 7-point scale, whereas student responses displayed a slighter
variation from 3.4 to 6.4, making them less negative about the use of teaching strategies. Among
the raw scores, a difference of 0.6 or higher on the seven-point scale was considered significant
as it represents a notable difference in opinion. The teacher and student overall means are
displayed in Table 5. Out of the 24 questions, 10 questions displayed a significant raw mean
difference higher than 0.6, and 13 questions showed almost no difference in opinion with a
mean difference of 0.4 or less.

Table 5. Difference in student and teacher average mean score on the scale of 1-7

Mean Teachers’ Students’
difference means means
No Questions (Ss-Ts) (n=28) (n=130)
Q21 | I worry about speaking in my English class 2.0 1.6 3.6
Students are allowed to speak their native language
Q2 for clarification 1.4 4.3 5.6
Q7 Students are given written tasks in class 1.4 3.9 5.3
Q6 Students are given time to read in class 1.2 4.1 5.4
Students’ textbook is supplemented with other
Q20 | materials -0.9 6.5 5.6
Q10 | Students are required to do library research -0.8 4.9 4.1
Q17 | Students work in small groups in class -0.8 6.0 5.2
Q9 Students are provided class participation rules -0.7 6.1 5.4
Q13 | Students do peer work in class -0.6 5.5 4.9
Students are assigned to memorise long vocabulary
Q18 | lists at home 0.6 3.0 3.6
Q12 | Students do individual work in class 0.4 5.5 5.9
Q14 | Students do project assignments -0.4 6.5 6.1
Students’ linguistic achievements are evaluated using
Q19 | tests 0.4 5.1 5.6
More emphasis is put on communicative competence
Q1 than on grammar accuracy -0.3 5.5 5.3

10
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Q16 | Students translate texts into their native languages -0.3 3.8 3.5
Q22 | My desire to learn English is -0.3 5.9 5.7
Q3 Students are asked questions to the whole class -0.2 6.0 5.8
Q4 Students are called on in class individually 0.1 5.1 5.3
Q15 [ Students follow tasks in the paper textbooks in class 0.1 4.2 4.3
Q23 | My interest in foreign languages is: 0.1 5.1 5.2
Students are given opportunities to speak English in
Q5 class 0.0 6.4 6.4
Q8 Students are given homework 0.0 5.9 5.9
My motivation to learn English for practical purposes
Q24 | (e.g., to get a good job) is: 0.0 6.0 6.0

Source: created by the authors.

The table displays the difference between the students’ and teachers’ mean responses (Ss-
Ts = Mean difference) in descending order, followed by teachers’ and students’ overall mean.
Additionally, the minus sign has been preserved to show the direction of difference: negative
values represent greater teacher agreement than student agreement with the item. Questions 21,
2, 7, 6 and 18 represent higher teacher preference and value for the tasks in those items. On the
contrary, questions 20, 10, 17, 9, and 13 show student preferences.

Research question 2: to compare the lists and determine the relationships between
student’s and teacher’s perceptions

The results represented in Table 6 display the percentages of low scores (1 and 2) and
high scores (6 and 7) among teachers and students, looking only at the questions that had a high
mean difference in Table 1. The highlighted items represent the means with a negative value to
retain the direction of agreement, whereas negative values represent more significant teacher
agreement than student agreement with the item. Obviously, neutral scores (3, 4, 5) were not
considered in the analysis as they represent a neutral position — the golden middle — where
neither teachers nor students represent a strong position.

Table 6. Statistically significant teachers’ and students’ average mean scores with representation of low
and high scores (negative values represent greater teacher agreement than student agreement with the

item)
No Questions Mean Teachers’ Students’
difference responses responses
(Ss-Ts) Low High Low High
scores | scores | scores | scores
67n | (12 | (67) | (1-2)
Q21 I worry about speaking in my English 2.0 71 6 30 34
class
Q2 Students are allowed to speak their 14 25 32 6 61
native language for clarification
Q7 Students are given written tasks in class | 1.4 24 24 5 48
Q6 Students are given time to read in class 1.2 24 18 4 49
Q18 Students are assigned to memorise long 0.6 34 17 33 24
vocabulary lists at home
Q20 Students’ textbook is supplemented with | -0.9 0 83 2 57
other materials
Q10 Students are required to do library -0.8 6 32 18 28
research
Q17 Students work in small groups in class -0.8 6 69 5 48

11
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Q9 Students are provided class participation | -0.6 0 80 7 56
rules
Q13 Students do peer work in class -0.6 6 64 5 45

Source: created by the authors.

The highest mean difference (2.0) between students’ and teachers’ responses was the
comfort level of English language use in the classroom. The result did not reveal much of a
surprise as English teachers should feel confident using English, and it is expected that learners
should feel nervous when practising a foreign language. However, a deeper look revealed that
71% of teachers did not display any worry at all, while 6% of teachers felt worried about using
English in the classroom. 30 % of the students were worried about speaking English in class,
and 34% felt comfort in class.

Another significant mean score difference (1.4) concerned native language use for
clarification in the classroom. Teachers’ responses were significant on both spectrums, with
25% disapproving of native language use and 32% supportive of the role of the native language
for clarifications. On the contrary, students found this issue less controversial as 6%
disapproved of the native language use, and 61% supported the native language used for
clarification. Similarly, teachers and students felt that reading and writing were important in the
classroom. Teachers were divided about writing (L 24 and H 24) and reading (L 24 and H 18),
whereas students were more supportive of written tasks (L 5 and H 48) and reading (L 4 and H
49). Finally, students’ preference for memorising extended vocabulary lists seemed surprising
at first. However, a deeper analysis of the high and low scores revealed that the significance
was not outstanding. Teachers were reserved about the effectiveness of assigning long
vocabulary lists for memorisation (L 34 and H 17), which supports an effective vocabulary
teaching methodology. 33% of students negatively valued long list memorisation, and 24%
valued it highly. Even though students valued vocabulary memorisation more positively on
average, the low and high scores revealed that a more significant number of both students and
teachers did not support this strategy. Thius correcponds to the findings of Hiver et al. (2020)
who argue that positive L2 learning experience contributes to learner involvement in the
learning process. The same was discovered in the study here. The student seems to be highly
motivated by various teaching methods, class environment, and therefore feel fairly motivated
to learn the language.

The highlighted items in Table 6 represent significant mean differences where teachers
display more value than students to the following question items. A significant mean difference
(-0.9) was observed in the value teachers and students give supplemental information to the
textbook. Teachers showed a strong need to supplement the existing textbooks (L 0 and H 83),
whereas students were more reserved (L 2 and H 57). In other words, most teachers feel strongly
about the need to supplement the textbook, and almost half of the students are satisfied with the
quality of the textbook. A similar analysis applies to class participation rules. Teachers strongly
believe in providing class rules (L 0 and H 80) due to the requirement in the department to
provide clear guidelines to the students, whereas almost half of the respondents (L 7 and H 56)
did not care so much about the clear class participation rules. These findings do not support the
finding that of Tan et al. (2017) that L2 learning experience is influenced by the curriculum and
the teaching materials. In fact, the students were satisfied with the books and did not feel
motivated by supplemental books or changes in the curriculum. While it is possible to interpret
this as a factor related to motivation, it can also be an indirect measure of motivation as the
extra materials mean more learning and potentially harder to get a positive grade. Therefore,
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when the information is in the book, the students know how much to learn even if the informatin
is old fashioned and not interesting. Therefore, the quantitive data is not adequate to make
strong conclusions about the importance of additional materials or changes in curriculum.

Moreover, a small significant difference was observed in the small group work peer
review and library research. More teachers than students valued this type of work, and only 6%
of teachers and 5% of students did not value group or peer work. A higher difference can be
observed in library research, where 6% of teachers did not value library work, and 18% of
students did not appreciate it. On the opposite side, 69% and 64% of teachers valued group
work and peer work highly, and a much smaller number of students, at 48% and 45%,
respectively, valued group and peer work. Rather surprisingly, library work was valued almost
equally by teachers (32%) and students (28%).

Research question 3: to propose how to reconcile the differences and how these findings
may further inform L2 instruction that is motivational to students.

Any conclusions drawn from these data should be considered tentative as it is challenging
to interpret quantitative data but the data at large show a strong teachers’ motivation not simply
to teach English (H 77) but to seek the newest teaching methods and strategies (H 77) to provide
practical English skills (H 75) that would allow students to communicate efficiently inside and
outside the classroom (further education, travel, career). However, the student’s data is
conflicting. While students understand the need for practical English (H 73) and want to
communicate efficiently (H 65), only half of the students have high motivation to learn English
(H 56 and L 2). This may be explained by the fact that C1 level of English completion is
compulsory for all the students at the university, so many might not feel the need to acquire
English at such a high level (the study featured mainly B2 (49) and C1 (51) student respondents
who already manipulate language fairly fluently). The difference in motivation suggests that
several L2 learning experience elements require consideration.

Limitations

It can be acknowledged that the research has several evident limitations. First, the study
mainly represents first and second-year students who already have B1 or C1 levels. As a result,
the research does not represent the opinions of beginner or advanced-level students. Second,
the data could be analysed further by comparing students based on their study year, language
level or other characteristics. Third, the questionnaire could be further elaborated to include
recently increasingly more discussed frameworks such as mediation, multiculturalism, green
issues, climate change, etc. Finally, the quantitative nature of the questionnaire can be criticised
as lacking detail and not allowing interpretation of the results’ underlying causes.

Implications & recommendations

The statistically significant differences presented in the previous section suggest the
following implications for the classroom:

1. A great number of students (H 70) feel motivated to perform class activities when
the native language is used as the means of mediation in more complex language situations,
especially when the students get stuck. However, only 37% of teachers support native language
use in the classroom. This may be explained by the fact that many respondents teach English in
higher proficiency levels and may have perceived this question not as much from a motivational
perspective but rather from the practical angle that switching between languages when L2
becomes a struggle slows down acquisition. Moreover, it could be culturally inappropriate if
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there are students from different countries. However, this fact may not be known to the students,
and teachers should explain that language struggles give self-satisfaction and confidence as well
as improve communication skills. Therefore, praising any successful attempt should be stressed
in teaching to meet this difference in opinion between teachers and students. On the other hand,
it is advisable to hear the students out in their native language and then ask them to try to explain
the same in English to create that bridge, at least in the early learning stages that the students
can feel engaged and positive while learning a second language.

2. Reading and writing tasks in class are considered motivational by students (H49
and H48) compared to teachers (H18 and H24), respectively. Students felt more strongly, to a
statistically significant degree, that teachers should provide reading and writing tasks in class.
Unfortunately, due to the ambitious level requirements and time limits, teachers often leave
reading and writing classes for homework. Reading is known to have very positive effects on
language learning, and due to the popularity of social media, writing is one of the more essential
skills today; therefore, priority needs to be given to these tasks in the classroom. It is highly
advisable to allot time for reading and writing and turn them into regular classroom routines.

3. A strong connection to reading may be observed in another statistically significant
item. Memorisation of long vocabulary lists is viewed more positively by students (H24 and
L20) than teachers (H17 and L34). This finding indicates that teachers understand that
memorising vocabulary without context is not an effective language learning strategy, yet
students understand the importance of vocabulary and are willing to learn words at any cost.
The implication of this finding suggests that teachers need to stress the importance of acquiring
vocabulary in context. Rather than memorising long vocabulary lists, students need to
understand the importance of reading and learning vocabulary from a meaningful context.

4. Students are less supportive of class rules than teachers. On the one hand,
university officials strongly recommend clear class rules; thus, this may highly influence
teacher preference for rules. On the other hand, class rules provide more order and clarity in the
classroom. At the same time, students view class rules as demotivating, so explaining to the
students why the rules benefit them is essential.

5. Supplementing textbooks with other materials is viewed more positively by
teachers than students. Supplementing materials is a common practice among teachers. For one
or another reason, textbooks are limiting as topics age, the books provide inadequate practice,
or there is a mismatch between the book and the curriculum. Furthermore, working with the
same textbook year after year may become boring. Therefore, supplemental materials are
viewed as motivational by teachers (H83 and L0) but contrary for students. In contrast, going
beyond the main textbook for students may reduce their motivation (H57 and L2) because it is
easier to lose track of what is important, making it easy to get distracted. Arguably, this question
presented a conflicting response from the students’ side because later in the questionnaire, they
voiced an opinion that using only textbooks provides a dull teaching method. It remains unclear
if that is caused by the textbook itself or the way it is used in the classroom.

6. Library research is more favoured by teachers than students, yet there is no big
enthusiasm for library research in English classrooms on both sides. A small number of teachers
valued library research (H32 and L6), and even smaller numbers are seen among students (H28
and L13). While library research has many advantages, it does not clearly and directly connect
to the day-to-day aspects of L2 acquisition — skills to communicate and express oneself in social
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situations. It might be the main reason why library research is not perceived as motivating by
teachers or students.

7. Group and peer work is valued more by teachers (H69 and H64) than students
(H48 and H35), respectively. Many earlier studies have observed students’ hesitancy toward
group and pair work, starting with Shultz (2001). Such mismatch may reflect fundamental
differences in perceiving how L2 is acquired. This ambivalent attitude toward group/pair work
may simply reflect logistical difficulties that sometimes arise given particular interpersonal
dynamics or when teachers engage students in group work within a particular physical space.

The literature review revealed the key elements in creating a motivating the L2 learning
experience: the curriculum, the L2 teacher, the peer group, and the teaching materials (You &
Dornyei, 2016; Tan et al., 2017). The results of this study confirm the importance of these
elements. The data reveal that for L2 learning experience, such motivating L2 key elements as
the curriculum, the peer group, and the teaching materials have an important effect on learning.
Consequently, teachers seem to be role models for the changing trends in L2 research. While
earlier studies suggested teachers’ preference to move from discreet grammar points to a
communicative teaching approach before their students were ready to do so (Shultz, 2001; Bell,
2005; Brown, 2009), the data today reveal the same trend. The teachers are pioneers in moving
teaching beyond simple communication toward English for specific purposes, cross-cultural
awareness, social justice, project learning, and academic English. In other words, teachers are
more aware of the demands of English today and the need to participate in a turbulent context.
Therefore, one important implication is to continue to raise awareness of the more academic
demands of English through project work, library research, authentic reading and writing tasks
on social media. Another significant implication for the teachers is to make sure that the English
language teaching is made practical and communicative, as the students seem to be highly
motivated by the demands of the labour market.

Conclusions

In conclusion, this study highlights that while students and teachers largely agree on the
motivational value of certain L2 teaching strategies, notable differences exist in their
preferences for specific methods. Teachers tended to prioritise communicative competence and
group work, while students placed greater value on individual tasks and vocabulary acquisition.
These insights suggest that L2 instruction can be optimised by balancing both structured and
communicative approaches tailored to meet the diverse needs of learners.

Some teaching strategies revealed not only different evaluations between teachers and
students but also within the group of teachers. This demonstrates that the teaching process is
not rigidly structured and controlled but rather creative, allowing each teacher to design their
own approach. However, when learners’ motivation is considered, it might be useful for the
teachers to have a meeting to discuss their strategies. This could result in better mutual
understanding and convince some teachers to make adjustments to their teaching plans.

Finally, the conflicting data from students makes a rather obvious point that each group
is comprised of people with different L2 skills, coming from different backgrounds and bringing
their own experiences. It creates a puzzle for the teacher whether to: a) implement their teaching
plan by expecting the students to accept it or by putting effort to convince them that the plan is
valuable and efficient, or b) adjust the teaching plan to match the trends and expectations
circulating among the students to make them excited and motivated about the L2 acquisition.
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Although the study does not resolve this dilemma, the results certainly direct the teachers to
seek better communication with the students.
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