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Abstract: This qualitative study addresses a largely negle@rea within motivation research: teacher
motivation. It reports on a small-scale investigativith two main purposes. The first is to find dutiniversity
teachers see themselves as teachers or lecturerse¢ond is to explore what motivates or demass/étem to
behave as teachers and teach interactive, studatgred seminars. In order to collect data, | cotetlin-depth
interviews with seven lecturers and also observedminar taught by each of them. The data analgiaved
the principles of the constant comparative methddykut & Moreouse, 1994). In the process of analysi
teachers and lecturers turned out to be motivajedifferent factors; teachers seem to be intrirkicavhile
lecturers mostly extrinsically motivated to teattowever, demotivating factors seemed to follow aown
pattern in the case of both groups. The researtheiusupports previous evidence on the dominahagrinsic
motives in the profession (e.g., Doyle & Kim, 199Gssabgy, Boraie, & Schmidt, 2001) and also presid
some suggestions on how to motivate teachers aderss.
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1 Introduction

While motivation is a popular and frequently resbad topic, teacher motivation,
compared to other fields of motivation, is still amcharted area. A decade ago
Csikszentmihdlyi (1997) claimed that in the fiefdeducational psychology he was not aware
of a study which would shed light on the relatiapdtetween teacher and student motivation.
The situation is similar in the field of languagedagogy. Ddrnyei (2001) points out that
“[tlhere are few publications discussing the natirénotivation to teach™ (p.156) and these
conditions have not improved considerably, sinca necent book he has claimed that “there
is indeed very little published work on the motigatof language teachers” (Dérnyei, 2005,
p.116); consequently, “this is clearly a fertil®@gnd for future investigations” (p.117).

In an attempt to broaden our understanding of tragtotivation, | conducted a small-
scale gualitative study which concentrates on & specific segment of the topic: university
lecturers’ motivation to teach interactive, studesemtered classes. The rationale for choosing
this topic is related to a recent study (MenyharK&rmos, 2006) exploring English majors’
motivational profile, which, conducted in the Schad English and American Studies
(SEAS), Eotvos Lorand University (ELTE), revealedatt one of the reasons which
demotivates students is the impersonal, non-stucksmtered atmosphere and lecttliee
nature of the semindrsTherefore, | decided to examine this issue frdra teachers’

! a talk that is given to a group of people to tethelm about a particular subject, often as past ohiversity or
college course (OALD)

2 a class at a university or college where a smallig of students and a teacher discuss or studyrticylar
topic (OALD)
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perspective; explore their teaching style and whativates or demotivates them to teach
interactive classes. In order to collect data, hdiuwted in-depth interviews with seven
university lecturers and to enhance the validitythed research, | also observed a seminar
taught by each of them. The results of this ingasiton are hoped to prove useful and help us
further understand the complex nature of teachédivatmn.

2 Motivation, teaching and lecturing

“Motivation is, without question, the most complend challenging issue facing
teachers today.” (p.116) — observe ScheideckeFageiman (1999) in their practical book on
motivation. Indeedmotivationis a multi-faceted notion; however, in fact, itts complexity
and variety that make it such an interesting arallehging issue. According to Oxford and
Shearin (1994, p.12), “motivation determines th&eeof active, personal involvement” in
an activity. In every-day life, we usually use teem when we want to explain why people
think and behave as they do. Dornyei (2001) ardghasteaching itself is a type of human
behavior; therefore, general models of motivatiomsinbe applicable to describe it.
Consequently, we can claim that motivation to tedeterminesvhy people decide to teach,
how persistenthey are, antiow much efforthey put into it (based on Ddérnyei, 2001).

It is generally true that whelecturing we teach the materials, i.e., we give input,
whereas wheteaching we teach the students, i.e., we facilitate thewvelopment. During
the delivery of a lecture we concentrate on com@ythe latest and most relevant
information, data, knowledge, while during the t@iag of a class teachers concentrate on the
students according to whose needs and abilitigsttilor the lesson plan. Teachers prepare
for the lesson having their students in mind, therel of knowledge, possible reactions, and
the questions they may ask. Very often teachers tmwmake quick decisions on the spot and
amend the lesson plan if necessary (see ShavelsSted (1981) on teachers’ interactive
decision-making in class). Although students mayaqeestions during a lecture, it has a more
set structure with a preplanned talk to deliverthdugh both teaching and lecturing are
complex tasks, teaching may require more flexipiihd spontaneity, better interpersonal
skills and more empathy than lecturing.

In addition, for the purposes of the present stutiyias to be noted that teaching a
seminar at a university usually takes place inagstbom with a limited number of students
(ideally 12-16). It is interactive, involves commnicetion between the teacher and the
students, balanced teacher-student talk, and offevariety of tasks and a more personal
atmosphere. As opposed teaching lecturing generally takes place in a lecture hall, with a
large number of students, therefore it is usuallgrenimpersonal in nature, does not
necessarily involve interaction, and is dominateddacher talk.

3 Group dynamics in the university context

Group dynamics can be defined as “the combinedigaration of mental, emotional
and physical energy in the group at any given tiamg the way this configuration undergoes
change” (Heron, 1999, p.51.). All teachers showdalware of its importance in teaching,
especially in language teaching, because groupseaa source of motivation to learn and
group dynamics can also directly promote learnidgr(iyei & Malderez, 1997). It is also
important to note that the more cohesive a groyghis more motivated its learners are
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(Clément, Doérnyei, & Noels, 1994). While in secornydaducation members of a class learn,
develop and perform together usually for four yearseven longer, in higher education,
mainly due to the large number of students andiiffierent extra-curricular activities they are
involved in, it is more difficult to form groups drutilize all the benefits. At universities,
mostly one-semester-long courses are offered, wimeans that different groups are formed
at the beginning of each semester. Unfortunate¥g-rhonth-long courses cannot always
provide students with the opportunities group dyicarman offer because cohesive groups are
difficult to form during one semester (see Sect®®) However, this is certainly not
impossible. As the nature of a lecture does nawallor teaching seminars, that smaller
groups of students attend, are the places wheualdeachingcan happen both in terms of
utilizing group dynamics and meeting the studené®ds (Menyhért & Kormos, 2006).

4 Intrinsic rewards of teaching

Probably the best-known theory of motivation is sedf-determination theory (Deci &
Ryan, 1985), which includes the intrinsic/extrindichotomy. Intrinsically motivated people
perform an activity because it challenges theirativedy, and they find pleasure and
enjoyment in it, while people who are extrinsicathotivated do the activity to gain some
reward or avoid punishment. However, the boundatwben the two is not so clear-cut; Deci
and Ryan claim that under certain circumstancesnsit motivation may lead to intrinsic
motivation.

According to Dornyei (2001), intrinsic rewards dhe most prominent and satisfying
aspects of teaching. These motives concern theaédnal process (experiencing students’
development as a result of the teacher’s help)thedubject matter (teaching an interesting
and important subject, which may be the researeld ©f the teacher; increasing both the
teacher’'s and the students’ level of competence lkarvledge in it). Therefore, we may
conclude that motivated teachers are mostly intatly motivated. As external incentives
(money, status) are not substantial enough tocattoaand retain teachers in the profession,
intrinsic motives must be the key to provide gredifion to teachers and help them to find
pleasure in their job (White, 2006). As Sinclaimvzson and Mclnerney (2006) point out,
there is a world-wide shortage of teachers, andyngaalified teachers leave the profession
because of job dissatisfaction or burnout.

One of the studies that further supports the ingrae of intrinsic motives in teaching is
Doyle and Kim’'s (1999) investigation of ESL/EFL ¢tb&r motivation and dissatisfaction.
Examining US and Korean college teachers’ motivatiqrofile, the authors concluded that
in both EFL and ESL contexts, intrinsic motivatiemerged as the main factor increasing
teacher motivation. The majority of the teachegdled “Super Teachers”, reported that no
external factor can diminish their intrinsic motism. Kassabgy, Boraie and Schmidt (2001)
also revealed the importance of the intrinsic itiees (such as helping students to learn
English, challenge and variety in the job, goodatiehship with students) in an ESL
(Hawaiian) and EFL (Egyptian) context. Since teachred student motivation are strongly
interdependent (e.g., Csikszentmihalyi, 1997; Dérn2001), students who are taught by
intrinsically motivated teachers are more likely be intrinsically motivated learners
themselves. Wild, Enzle, Nix and Deci (1997) claimat students who have intrinsically
motivated teachers are more motivated to learnmmame interested in the materials and have
higher task enjoyment than those taught by anresitally motivated teacher. We can see
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clearly that the majority of the research condudtetthis field reinforces the prevailing role of
intrinsic incentives.

5 Background of the study

As pointed outin the introduction, the issue of impersonal anctuee-like seminars
emerged in a recent article on English majors’ wattbnal profile (Menyhart & Kormos,
2006; Kormoset al, 2008) where it was revealed that students, ite spf the fact that
English is the language of instruction of subjekted to their major, did not have the
opportunity to use the language outside their laggupractice classes. Therefore, they often
had difficulty communicating in English. Studentscareported a lack of opportunity to speak
English in classes, and resented the fact that sewetnars were similar to lectures, with the
teacher standing at the front delivering a speadtile students took notes. The students’
displeasure seemed to be heightened by the impdratmosphere of the seminars where
teachers did not know their students’ names, ties no interaction and communication
between the students and the teacher, and studerdgsnere passive listeners.

Unfortunately, this problem does not seem to bejumito the Hungarian university
context. White (2006), examining Australian univirstudents, reported that the seventy-
nine undergraduates she interviewed complainedtatbeuphysical and symbolic distance
between students and their teachers. In largerketialls, students felt “they have no identity
in the classroom” (p.236) and no chance to formmmedul relationships with their teachers:
teachers do not know their names, students aredjfisck of sheep through the university’s
eyes”, “part of an anonymous mass” (p.236). In medscation, students often feel that
lecturers want them to be passive attendees ratiagr active participants. However, this
turned out to be in sharp contrast with studentpeetations. Students prefer to be involved
and would like lecturers to focus on them as irtireils. As White’s research has revealed,
the possibility of active participation and “somense of relationship with the lecturers”
(p.236) can contribute to a better university eigrare and a higher level of motivation on the
students’ part.

It can be concluded from both the Hungarian andralian students’ answers that some
university lecturers lecture rather than teachrduseminars. This is even more problematic
in a situation where the students’ major is a sdawrforeign language which they would like
to use and practice. Consequently, | decided ton@&the other side of the coin, that is, why
university lecturers teach or lecture and what watéis or demotivates them to teach. As a
result, the following research questions are ades

1. Do university teachers teach or lecture during sansi?
2. What motivates or demotivates them to teach integcstudent-centered classes?

6 Method

6.1 Participants

The participants of the in-depth interviews wergrinctors at the School of English and
American Studies (SEAS), Eo6tvos Lorand UniversiBLTE), Budapest. Both for the
purposes of this qualitative study and for prattmansiderations, a sample size of seven
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lecturers (three from the Department of Appliedduiistics, two from the Department of

English Studies, one from the Department of AmeriSaudies and one from the Department
of Linguistics) was chosen for the investigatiorotigh purposive opportunity sampling. The

participants were between the age of thirty-one fang-two, three of them were female and

four were male who have eight to eighteen yearseathing experience and had been
academics for six to eighteen years. As for themks, three of the participants are lecturers,
two are assistant lecturers, one is a temporarurieic and one is a ‘lector’, i.e., native

English-speaking teacher. Except for the lectoe, ittstructors are all native speakers of
Hungarian.

6.2 Data collection

Data for this study were obtained from two sourdée majority of data came from in-
depth interviews conducted at the end of the faihaster of the academic year 2007/2008. In
order to enhance internal validity, | also obseraedeminar of each lecturer prior to the
interviews mainly to see if their classes wereretéve (seeAppendix Afor the observation
sheet).

During the interviews, | used a semi-structureerview schedule (seAppendix B
with a set of a few fixed questions, but the pgtats were also encouraged to elaborate on
particular topics or introduce other relevant issufter the interview schedule had been
surveyed, it was piloted with a thirty-four-yeadomale lecturer to make sure all the
guestions were clear, to check if it elicited raletvanswers and did not lead to ambiguity.
Following the finalization of the interview schedukveryone was interviewed only once; six
informants in Hungarian, one in English. The intews lasted for 17-39 minutes, were
recorded, transcribed and sent back to the paatitgpfor comments and suggestions. In order
to ensure confidentiality, each interviewee wasiimfed that identities would not be revealed
to a third person.

| observed the seminars prior to the interviewshim fall semester of 2007. They were
of various types: a Critical Thinking, an Acader8kills, an Advanced American Grammar, a
History of English, a Translation Skills class amd English Literature classes. Each seminar
was supposed to be a ninety-minute-long class thighparticipation of a small group of
students. In reality, however, except for onepélihe lecturers were five to ten minutes late,
and one of them finished fifteen minutes earliecchese, as one of them said, the tasks
planned for that class had been completed. The euoflstudents present varied from five to
twenty-two but there were one to four absenteesairh class. During the observation, | was
taking notes both of the teachers’ and the stutidrgisavior using the observation sheet
(Appendix A | concentrated on the following aspects: intBvitg, communication between
the teacher and the students, the balance of testtitent talk and the variety of activities.
Moreover, | noted whether the participants usedpkumpentary materials, whether the
lecturers knew the students’ names, and the geatmalsphere of the class.

6.3 Data analysis

The data | gained from both the observations aeditterviews were mainly textual
(Dornyei, 2007). The observation was a supplemgndata collection method in order to
obtain a more detailed picture of the teachingestflthe participants and to provide answers
to the first research question, that is, if acadsnprefer to teach or lecture during the
observed seminars. The data obtained from thevietes were analyzed according to the
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principles of the constant comparative method (Miayk Moreouse, 1994) to find an answer
to the second research question: why are univelsiiurers motivated or demotivated to
teach?

7 Results

7.1 Preliminary results — the observation

The first research question seemed easier to anstwerthe basis of the class
observations, it appeared that out of the sevemuictsrs, three do not teach but lecture in
seminars. The seminars where there was little sigraching were the Advanced American
Grammar, the History of English and one of the &glish literature classes. Interestingly
enough, these seminars were of two types. In tassels, the lecturers stood up and delivered
a speech without asking the students questionyiagtto involve them. Although there were
some rhetorical questions posed, and the studesits welcome to comment on the topic,
there were very few students who occasionally addesmark. Furthermore, the teachers did
not know most of the students’ names, there werd¢asks to solve, the students did not
communicate with each other, the atmosphere wasranpersonal and the majority of the
students seemed bored. In its nature, this classwatamuch different from a lecture.

The other seminar with very few elements of teaghivas quite similar to the two
above. The only difference was that in this caseas not the teacher, but one of the students
who lectured. Later, when | interviewed the teach&arned that this was not an exceptional
case: at the beginning of each semester, topidhdifiorm of articles) are distributed among
the students who have to make an hour-long presemtan them. The students in this
seminar were also supposed to comment and askiguestoncerning the presentation.
However, they did not seem motivated and enthusiasbugh to become involved, and as no
guestions were posed, the teacher finished thes ditisen minutes earlier. Although the
student who gave the presentation had a chanc@daksthe class was far from being
interactive: the rest of the students were not lwvee and the teacher was a mere observer,
too.

In contrast, the other four seminars (an EnglishSpecific Purposes, an Academic
Skills, an English Literature, and an Advanced WgtSkills class) seemed fairly student-
centered and had a friendly atmosphere. The tesctmgmed to know the participants
personally, supplementary materials such as nokshdmoks, and tape recorders were used,
there were 3-5 different activities in a seminamdents were working in either groups or in
pairs, teacher-student talk was balanced and tdests were encouraged to speak.

7.2 Teacher or lecturer? Does it make a difference?

The preliminary results based on the observatiogr® wupported by the interview data.
The participants who lectured and the one who hadstudents lecture saw themselves as
lecturer$:

| see myself as a lecturer. It is mainly becaudelh’t do any teacher training and
how shall | put it ... the pedagogical dimensiomiat I'm doing is less important

% Referred to as lecturers hereafter.
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than if | was teaching in a secondary school, f@meple. [...] I'm more interested
in literary processes and poems and | put less asipln how | teach them. (#2)

| am a lecturer. A teacher to me is someone inmgsy or secondary school. (#3)

| see myself as a lecturer mainly because the sisbjgeach cannot be taught in a
different way. | don’t want to push my studentsmork in pairs or groups and my
colleagues have the same opinion. (#7)

The reason for lecturing and paying less attertiiothe pedagogical dimension of the
profession may be twofold. First, in a sense, #rgatees a certain distance by protecting
teachers from having to concentrate on individuaid their problems; thus, it eases the
pedagogical and psychological burden (White, 20@®condly, lecturers’ distance from
teaching may be due to the fact that they spend mimre and energy doing research, as it is
clearly proven by the following quotation:

| prefer doing research over teaching because itgdh often unrewarding. |
can't talk about and deal with what I like in mybjd have to simplify the topics.
(#2)

Apart from intrinsic reasons for doing researchemdi and Mohamed (2007) argue that
“given the relatively low ranking of teaching, m@stademics feel constrained to focus more
on research, even if it does not represent theirabstrength” (p.4). In addition, universities

and faculties and even teachers themselves are pitiged on the basis of their research
performance. Therefore, overload and external dafiens lead to inadequate teaching.
Nevertheless, the other four participants, withwegitation, claimed that they saw themselves
as teachers

I'm a teacher, for sure. [...] A teacher is a figaior. [...] | think when a lecturer
teaches a class s/he is in the focus while in @& class, the students are in the
focus of attention. (#1)

| see myself as a teacher. [...] Lecturing is jushfrup and talk the students to
death basically. And | don’t think that's the bese of class time. | don’t think

you'll ever build a good group if you do that. Yoan't lecture, you've got to

engage the students. | think lecturing can be g geod way to turn the student
off completely. (#6)

Besides being a facilitator and helping studentsrigage and take an active part in the
classes, for most participants, being a teacheludes having a personal, meaningful
relationship with the students. They feel obliged help their students and they feel
responsible for them.

The students know my e-mail address and | oftelowage them to get in touch
with me if they have any problems or questions. [l. a]so tell them to come in

and see me in my office hours and | usually givarttsome extra tasks, or if they
have difficulty writing argumentative essays, wagiice that, too. (#5)

* The quotations from the teachers were translatéghglish by the author, the numbers in bracket&ate the
code assigned to the respondents.
® Referred to as teachers hereafter.
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Today, for instance, | needn’t have come in, | doteach on Fridays but I'm here
from 8:30 till 4 to teach extra classes and help students prepare for exams.
They tell me what the problem areas are, and vketih@m over. [...] | would feel
terrible if | felt they didn’t get the help theyex (#4)

That's [relationship with the students] very imgont [...] there are classes which
are completely anonymous, teachers don’t know #raas, and they're not really
interested in the individuals, they just pass adoam attendance sheet at the
beginning of each class and they have no clue \ubeet people are in from of
them, and they are not interested, either. Buir'tdlike it and it's not the best
way even for difficult content subjects. It's neatly teaching. (#6)

However, whether university instructors should lwehas teachers or lecturers in class
is not so obvious and straightforward to decidestFof all, university instructors are called
lecturers in the UK and professors in the®8hich may give the impression that they are
expected to lecture primarily. Furthermore, the @Escription$ of the participants do not
address the teaching/lecturing problem: there tsansingle line referring to methodological
issues, such as how university lecturers shouldhtear whether they should teach at all or
only lecture. Instead, emphasis is put in thesaugh@nts on scientific work, research, and
syllabus design.

Nevertheless, it seems that there are studentslikbao be taught even in higher
education institutions (Menyhart & Kormos, 2006; k&h 2006; Kormoset al, 2008).
However, when | asked the participants whether tkapw the students’ preferences
concerning teaching styles, those who see thensehge lecturers did not really have
conceptions:

| wish | knew. | think it depends on the studerame prefer teachers, others
lecturers. (#2)

This is an interesting question. ...I don’t kno#8)
| don’t know, sorry. (#7)

Surprisingly, participants who see themselves ashers believe that students expect
them to be lecturers:

| haven’t thought of that much, but judging frone tstudents’ written feedback, |
usually get them in the first semester to write whdifferences between school
and university, | think most students expect aulient (#6)

Sometimes | feel students would be happier witbcaurer. It just eases their task
if | dictate information, it's easier for them togpare for the exams. (#4)

® From the lower to the higher rank in the UK: assislecturer, senior lecturer, associate profegsofessor; in
the US : assistant professor, adjunct professeocéte professor, full professor.

" Based on the job description of assistant lecsumed senior lecturers at SEAS, ELTE.
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The reason some teachers feel students prefer lmihged to may be related to the
students’ occasional demotivation. Most studentglyapo university and become English
majors because they are extremely interested itatiguage and would like to become highly
proficient in it. However, in the first year of theuniversity studies, some of them become
highly demotivated because university turns oupedifferent from what they had expected
(Menyhart & Kormos, 2006). Therefore, they concatatron ‘surviving’: passing exams and
getting a degree, and not on university experieare gaining knowledge. In other words,
students, most of whom are intrinsically motivatetien first entering university, soon
become extrinsically motivated. This is supportgdhe participants’ complaints:

Students just want to complete the subjects, geass for each, get a degree,
because they want to go abroad or wherever. (#1)

The less motivated students just want to get thHrougiversity, want to earn a
degree. | think they like to be told what to do avitat to know, and do not really
want to challenge themselves or be particularlivact#4)

This then becomes a vicious circle: students beatdemeotivated and sometimes rather
passive because they have little positive langleging experience, which makes teachers
behave as lecturers. They only dictate informatmal do not prepare activities or teach
interactive classes, which then further demotivatadents:

When I'm sitting opposite a group of uninteresteiats, it totally demotivates me,
then | don’t even prepare for the class, | justrgand say something. (#2)

In addition, the fact that lecturers do not evemwmabout the expectations of their
students may be due to lack of feedback. Apart fitk English Applied Linguistics
Department, where there is a feedback sheet fostingents to fill in at the end of each
semester, there is no other official way of infamiteachers of student opinion concerning
teaching methods or styles.

| don’t get enough feedback to be able to carryeaching with this intensity. (#4)
| don’t know much about students’ reaction, theredfeedback. (#2)
Moreover, it seems that sometimes there is nonmébmway of giving feedback, either.

In the secondary school where | teach, a studéhinte once that I'm her mentor.
It meant so much to me. | will never forget it atidls is what makes people
continue this job and remain in the profession.eHat university] | don’t get such
comments. Students don't tell us when they doké& §omething. They don’t think
there’s a point. You know, they just want to gegrade [...] and the following
semester they will attend other seminars with oteachers and other students.
There are very few students who care and are rigagdlyested. (#1)

Although there undoubtedly are advantages of tlesgmt system of not having fixed
groups throughout one’s university years (studeats arrange their timetables, choose the
teachers and classes they like), it can furthesamthe impersonal atmosphere of the classes.
Furthermore, as | have argued above, it is not ¢asytilize the advantages of group
dynamics within such a short period of time. Infreaemester students attend seminars and
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lectures together with different people, and it nhappen that students will never meet the
same people or the same teacher twice througheiurtuhiversity career. As a consequence,
most students do not wish to establish relatiorsslaipd make a special impression on the
teacher and their peers, or give constructive faeklb

Sometimes | feel that students are not really kaemloing group work and pair
work because they don'’t think there is a need fitigg to know other people
because they will be with different students thiéofeing semester. [...] And you
don’t want to open up to so many people. (#1)

A possible solution may be the assignment of metgachers to first-year students or
the formation of study groups at least until thecsglization tier to keep groups together once
they have been formed and also to provide a safeepWith a personal atmosphere for
students where they can feel free to share thaiiays with their peers and the teacher.

7.3 The teachers’ motivation to teach

Having seen above that neither the ranking systemsome (less motivated) students
require university lecturers to behave as teachmrs, might wonder why some instructors
still teach interactive classes and sometimes deeovertime to help students to prepare for
exams. In other words, why have four out of sevantigipants chosen the more difficult path
and act as teachers instead of being lecturersth®masis of the content analysis of the
interviews, five major categories emerged as deteng and positively influencing the
lecturers’ motivation to teach — all categories bardescribed as intrinsic motives:

1. Teaching as a vocation

2. Teaching an interesting and valued field
3. Intellectual development

4. Planning lessons

5. Responsibility

7.3.1 Teaching — a vocation

The participants who see themselves as teachersaimed that teaching is indeed a
vocation for them, which supports previous reseaesults that emphasized the importance
of intrinsic motives in the profession (e.g., Doy8e Kim, 1999; Kassabgy, Boraie, &
Schmidt, 2001; Gheralis-Roussos, 2003). Threearhtreported that they had always wanted
to become teachers and it was not simply a jobriugh more for them:

| love doing it. All my life | have seen myself asteacher and | have always
wanted to be one. As a child, | was teaching misdal] (#1)

Teaching has become part of my life. I've beenheaghere for seven years now
and | also studied here. Somehow this whole comiyuité structure and system
have become an essential part of my life. | caimagine doing another job. [...]
but, you know, this is not simply a profession odtigation or a job but a vocation
and I'm responsible for my students. (# 5)
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7.3.2 Teaching — an interesting and valued field

As Dornyei (2001) claims, “the intrinsic dimensiohteacher motivation is related to
the inherent joy of pursuing a meaningful activigfated to one’s subject area of interest”
(p.160). All the teachers in this study experiema#ivation when they teach a subject related
to their field of interest or research.

| really enjoyed teaching the qualitative researobirse and the other one | really
enjoy every time | do it is the media course. loged the qualitative research
class, because that's the sort of research | dd’anthterested in it anyway. [...]
The media course | like because I've been a samegfia junkie so anything to do
with the media | find interesting. (#6)

The anxiety course was my favorite because | feelréally good at that topic.
(#1)

7.3.3 Intellectual development

Intellectual development that the profession presidilso helps teachers to remain
motivated and gives them a feeling of being imparend that their work is not in vain.

This semester, for instance, we spent quite aflein@e doing summary writing

and the first summary | gave my students wasdidih’t expect them to be very
good [...] they made all sorts of mistakes andviegaback and we talked about all
the important aspects, then | gave them anothemsugn A big majority made a
radical improvement. [...] This improvement reathade me happy. | felt good
when | gave the summaries back to them. [...] $ethe students develop really
pleased me and it was worth doing. (#6)

In the past eighteen years | had my own views @np® But it really motivates
me when students give me new ideas and new viewgpouwnfortunately, it
doesn’t happen very often. (#4)

| like lots of things about teaching. | like thefdhat it's a job | can learn about all
the time. | think I'm a lot better at it now tharwhs when | started ten years ago.
(#6)

In a similar vein, Csikszentmihdlyi (1997) claimsatt working with students and
experiencing their improvement can intrinsically trmate teachers. In addition, when the
teachers themselves experience intellectual dewedop due to students’ ideas and
knowledge, it also has a great motivating forceeatchers.

7.3.4 Planning lessons
Nias (1989) interviewing primary school teacherseeded that teachers find lesson

planning and student discussions motivating. Innaila vein, the teachers | interviewed
maintained that not only the process of teaching diso the process of preparation for
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courses can energize them. They reported to experilow’ (Csikszentmihalyi, 1997) when
they find and design an activity and imagine howdsents will react to it and how they will
like it. It seems to be a very positive experierfoe teachers to have their creativity
challenged.

| usually prepare a lot for my courses sometimeshetie night before the class, |
spend hours to find the best supplementary matenml use all kinds of colorful
materials and slips of paper. | love doing it aneally motivates me. (#5)

7.3.5 Responsibility

Shoaib (2003) argues that “an intrinsically motingtaspect of the teaching profession
is when teachers feel responsible for the job thay and everything that is associated with
it” (p.151). Conducting qualitative interviews withirty Saudi teachers, Shoaib observes that
responsibility, being the most frequent motive éotering the profession, contributed to the
intrinsic motivation of more than two thirds of thkeachers and it was also found to provide
satisfaction and fulfillment for most of the paipiants. In a similar vein, in the present study,
university teachers emphasized that besides mahgr deatures, they like working as
teachers because the job involves dealing with lpeeyhich gives this profession a sense of
responsibility, and therefore, a sense of beingonamt:

We're dealing with people here, not documents ochires, and that's a huge
difference. (#5)

| like it that | work with young people, people wistill have a reasonably open
mind, and some of whom are very bright. (#6)

7.4 The lecturers’ motivation

As opposed to these five categories which motiviag&chers to teach, the three
participants who see themselves as lecturers sedre tmotivated by different factors. The
only motivating factor they mentioned is the actbehavior of students in class.

Interest is very important in a group. Studentsusthde interested instead of just
sitting in the classroom with a bored face. Ithsays good if they respond to what
| say or ask questions. (#2)

A good course obviously depends on the group.Whgn they are interested and
keen on learning, or when they add comments ogasktions and have their own
ideas, which actually happens quite rarely. (#3)

| am motivated when the students are open andtigedp what I'm saying. (#7)

These quotations are rather surprising, especlalying seen that these lecturers’
classes were far from being interactive and, sigilahe students were far from being active.
Moreover, if we consider the differences betweentdachers’ and the lectures’ motivational
profile, it becomes clear that the lecturers expeativation to come from the outside, that is,
from the students. In other words, they are extaily motivated, whereas those who see
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themselves as teachers are motivated by the veuyenaf the profession intrinsically, which
seems to explain why teachers and lecturers betitfeeently in class.

7.5 Demotivation

Although the teachers seemed quite happy with {bbs and teaching is rewarding for
them as it satisfies their psychological and ietlial needs, several factors appeared which
admittedly have a negative effect on their motivatiThe demotivating factors showed a
common pattern in the case of both the teacherghentécturers and can be grouped around
two major themes: stress and inappropriate faesliti

7.5.1 Stress

“Teaching is one of the most stressful professien&®ornyei’s (2001, p.165) statement
proved to be true in the case of university teaxtees well. It turned out to be the most
demotivating factor that can sometimes even preteathers from adequate teaching. The
stressful nature of teaching is summarized welbibg of the participants:

It can be stressful when you have a lot of workldpit can be stressful sometimes
if you want things to be successful and for sonasoe or another they are not as
successful as you'd like them to be. You can becetressed quite easily if you
worry about that too much. And it's also stresdiatause there is no great job
security. [...] | have a one-year contract and ymow, that's very little job
security. But | don't think it's better for anybodight now because the education
situation is terrible. Plus the pay is really bgh)

Low salaries are a major source of dissatisfactaynmany teachers (Johnson, 1990;
Kerlin & Dunlap, 1993; McKeachie, 1997). This prebi was mentioned by six participants
who are, consequently, forced to take part-times,jathich can further distract their energy
and attention from teaching:

It's not a secret that salaries here are not exdhehigh, so for the past few years |
have had to do part-time jobs to be able to paydsts of living. (#5)

In addition to job insecurity and low salaries, #@o source of stress is set syllabi. The
participants reported a sense of frustration whey tdo not have time to cover all the
materials:

| don't like classes when we have to rush. Whenetseso much to cover that I'm
sweating at the end of the lesson because we'veutiof time again. (#5)

Autonomy in teaching, especially in syllabus designa very important motivating
factor for many academics. Shoaib (2004) found fiiahis interviewees who were teaching
in higher education institutions autonomy of soroé ¢e.g., control of curriculum, control
over exams and marks) is of great motivationaldokdnsurprisingly, the lack of autonomy
can have a demotivating effect on teachers’ perdoce.
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7.5.2 Lack of resources and equipment

Another often-mentioned problem that can make ¢aehers’ job more difficult is the
lack of appropriate resources and the bad econsitoi@tion of the education system.

This is a terrible situation we're in. [...] Theiuersity or this part of the university
is underfunded. (#6)

We're allocated to the basement and the cellar leerewver, and | cannot take a
DVD player, pictures or films into the classroonor fnstance, | ordered a lot of
films for this course and they had just arrivedrrthe US when | was told there
was no DVD player. Then | brought one, but thetmiibed out that the room is far
too light and we cannot see the screen. These shiowlly demotivate and
demoralize me. [...] Sometimes | know | don’t teachood class but not because
I’'m not able to but because I'm not supported. h’'tlget help when | ask for a
projector or something. (#4)

This is not a unique phenomenon and not necesstimyresult of the Hungarian
economy. Investigating US and Korean teachers’vatitinal profile, Doyle and Kim (1999)
have revealed similar results. They report that ohthe most important factors leading to
dissatisfaction is the lack of appropriate resosifoe teaching. Similar demotivating factors
were identified by Gheralis-Roussos’s (2003) wh@naining Greek EFL teachers, found that
external factors such as inadequate facilitiesraadurces strongly demotivate teachers.

8 Conclusion and implications

In this paper, | investigated the motivation of wersity lecturers to teach interactive
classes and act as facilitators of student learatreg Hungarian university. The research was
motivated by the discrepancy between student eapeos of lecturers’ teaching style and the
way some lecturers teach classes (Menyhért & Kor2086; Kormoset al, 2008). On the
basis of previous research evidence (White, 20afiméset al, 2008), students claim to
prefer student-centered classes and a personaspl@@ in seminars where they can open up
more easily, where they are not simply faces inrtfess but individuals with their own
thoughts and different learning needs. Howevelry templained that some lecturers fail to
meet these expectations, which demotivates thenm wiey prepare for classes or want to be
active participants.

In order to examine university lecturers’ motivatiand their attitude towards teaching,
a sample of seven participants was interviewed. Atmaber of participants and the fact that
they were all from the same university do not alfmwgeneralizations. Although the results
are likely to show a similar pattern in other umgrges, further research is needed to find out
about the teacher-lecturer ratio and also to erpéatditional intrinsic incentives to further
motivate teachers and lecturers.

Bearing this limitation in mind, let us return toettwo research questions. The first
research question aimed to answer whether uniyelstturers teach or lecture during
seminars. The class observations revealed that datrof the seven participants act as
teachers while the other three are lecturers. dttbabe noted that the way one teaches or
lectures may depend to a great extent on the dulbjeevever, it is interesting that the two
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literature classes were of two different kinds:ane seminar the students wesight
whereas in the other they welexturedto, which shows that even in the case of difficult
content subjects, it is possible to involve studemtd teach an interactive class.

The second research question wished to provideepetlensight into the motivational
features of teachers. In the process of data a@safixee major categories — all of which relate
to intrinsic motives — emerged which seem to ma#vaachers to teach interactively and pay
careful attention to their students. The first gatg was the concept of teaching itself which,
for teachers, is more than a job. It is an esSepéd of their lives which they cannot leave
behind when their working hours are over, but qoiten they are willing to do overtime to
deal with their students and give them all the liegy need. They are also motivated by the
subjects they teach, especially if these are mklédetheir fields of interest. Furthermore,
teachers are highly motivated to see the studemts’,well as their own, intellectual
development. In addition, most teachers seemee tenkrgized when they could be creative
when preparing their classes and also when preggtiie tasks for the students. They also
feel the importance of their work and that they rsponsible for their students. As opposed
to these features which are dominant in motivatiegchers, the participants who see
themselves as lecturers expect motivation to cawm students only, and they do not seem
to be motivated by the nature of their professiéthat is more, they admitted that for them
doing research is a more important aspect of baemmgcademic; therefore, we may say that
lecturers are mostly extrinsically motivated todeaalthough they may be intrinsically
motivated when doing research.

Apart from the motivating factors, two main soura@sdemotivation were revealed
when analyzing the data. Stress - including lowrgaljob insecurity, as well as set curricula
— and inadequate teaching facilities appeared tatnely affect teacher performance.
Nevertheless, in the face of all the inadequateunistances and demotivating factors, those
who see themselves as teachers do not stop ingekeir effort and energy, still persist, and
teach interactive, student-centered classes.

Although external incentives, such as the pay ethers, are mostly decided at a
national level, several things could be done ireottd further motivate teachers, to prevent
them from leaving the profession and to help studspectation and teacher behavior to
converge in the hope of making student learningemeffective. In order to attract more
teachers to enter the profession and also remaire tlexternal expectations towards them
should be lessened. First of all, teachers shoatdor judged merely on the basis of their
research performance. More emphasis ought to bemptite teaching aspect of their being
academics. It would also be crucial to organizéniing sessions or workshops on teaching
methodology in higher education, especially fortrmstors without a teaching degree
(Kormoset al, 2008). These sessions, however, would be ugafalll teachers to exchange
experience and to improve their teaching methods.

The importance of feedback is another issue whe#ms to be neglected in higher
education. The interviews revealed that the paditng teachers are not aware of their
students’ expectations and they receive very liggzback on their performance. This may be
changed by encouraging students to share theiriamginwith their teachers regularly.
Nonetheless, opening up is only possible in a pedsdriendly atmosphere. The present
system, however, where new and different groupsfammed every semester makes the
formation of cohesive groups difficult. A possitdelution may be the formation of study-
groups or study-communities whose members stait tinéversity studies together and also
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remain together until the specialization phasesstarorder to avoid the drawbacks of mass
education and provide a stable environment wherdests are more likely to share their
views with the other members of the community. ddition, it would help students to have a
more intensive university and learning experiemcehe course of which motivated students
could further motivate teachers.

Proofread for the use of English by: Mark Andre®spartment of English Applied Linguistics, E6tviasédnd
University, Budapest
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APPENDIX A

Observation Sheet

* Number of students present:
* Beginning/end of the lesson:

» Tasks presented by the teacher:

* Do the students know each other?

* Does the teacher know the students’ (names)?

* Interaction between the students, and the stu@dewtshe teacher:
« Ratio of teacher/student talk (approximately):

* Number of students who speak in class:

* Supporting materials used during the lesson:

+ Other comments:
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APPENDIX B

Interview Schedule

Preliminary data

Age, sex:

How long have you been teaching?

How long have you been teaching at ELTE?
Do you teach/work somewhere else too?
Position at ELTE:

1. What do you think the difference is betweenazier and a lecturer?
2. Which do you see yourself as? Why?

3. Which do you think you are expected to be?

4. Tell me a situation when you feel motivatedetach.

5. Tell me a situation when you are demotivateg&ch.

6. Is there anything else you would like to add?

Thank you©
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