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Abstract 

 

Introduction. This study describes Effat University students‟ perceptions of their classroom 

climate and their motivation to study English, and investigates the validity and reliability of 

an Arabic questionnaire for measuring student perceptions and motivation.  

 

Method. To this end, 137 female students participated in the cross-cultural validation of this 

questionnaire, which is comprised of their motivation for studying English, their perceptions 

of the teacher‟s communication style and feedback, and their perceptions of autonomy (self-

determination) and competence.  

 

Results. Results provide support for the validity and reliability of the questionnaire.  

 

Discussion and conclusion. Implications for the use of this questionnaire in theoretical and 

applied research, as well as for teaching with references to perceptions of classroom climate 

and motivation, are discussed.  

  

Keywords:  Students‟ perceptions, Foreign language learning motivation, Classroom climate, 

English, Self-determination theory, Cognitive evaluation theory, Cross-cultural validation. 
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Percepciones del clima escolar y la motivación de estudiar 

el inglés en Arabia Saudí. Elaboración de un cuestionario 

para medir percepciones y motivación. 

 

Resumen  

Introducción. Este estudio describe las percepciones de las estudiantes de la Universidad de 

Effat, del clima en el aula y su motivación para estudiar Inglés. Investiga la validez y fiabili-

dad de un cuestionario de árabe para la medición de percepciones de los estudiantes y la mo-

tivación. 

 

Método. Con este fin, 137 estudiantes participaron en la validación transcultural de este cues-

tionario, que se compone de su motivación para el estudio de Inglés, su percepción de estilo 

de comunicación del profsor y la retroalimentación, así como la percepción de la autonomía 

(autodeterminación) y de la competencia. 

 

Resultados. Los resultados proporcionan apoyo a la validez y fiabilidad del cuestionario. 

 

Discusión y conclusiones. Se discuten las implicaciones para el uso de este cuestionario en la 

investigación teórica y aplicada, así como para la enseñanza, con referencias a la percepción 

de clima en el aula y la motivación, se discuten. 

  

Palabras clave: Percepciones de los estudiantes, la motivación de aprendizaje de lenguas 

extranjeras, el clima en el aula, Inglés, teoría de la autodeterminación, la teoría cognitiva de 

evaluación, la validación intercultural. 
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Introduction 

 

Motivation and Second / Foreign Language Learning 

 

Most of the studies on motivation and second language (L2) learning (see Au, 1988; 

Gardner & Lambert, 1972) were conducted in American and Canadian bilingual contexts, and 

aimed at testing Gardner‟s (1979, 1983, 1985)
i
 hypothesis of the relationship between integra-

tive motivation (a desire to learn the L2 in order to interact and identify with members from 

the L2 community, Gardner & Lambert, 1972), and performance in L2. However, the equi-

vocal findings (cf. Au, 1988; Gardner & Lambert, 1972), particularly other reasons mentioned 

by Canadians and non-Canadians (Clément & Kruidenier, 1983; Dörnyei, 1990; Gardner & 

Santos, 1970; Kraemer, 1993; Lukmani, 1972; Lyzack et al., 1976; Oller et al., 1977; Wong, 

1982), and the importance of the context where the L2 is learned (Dörnyei, 1990; Kraemer, 

1993), lead to a shift in interest from the integrative motivation („orientation‟) to other moti-

vational paradigms for understanding language learning motivation, namely the classroom 

environment (Dörnyei, 2003; Fisher and Reid, 2008; Maherzi, 2000; Noels et al., 1999; Reeve 

& Hyungshim, 2005; Telli et al., 2007).  

 

For example, and of particular relevance to the present study, Dörnyei (1990, 2003)
ii 

and Maherzi (2000) argue that studying a L2 in a bilingual context is different from a mono-

lingual one, i.e. where there is no contact with the L2 community and thus no possibility to 

interact or completely identify with it (as suggested by Gardner‟s model). Both also maintain 

that because in this context, the second language is mainly learned as a school subject [or a 

university course, as is the case for Saudi learners], the identification “can be generalized to 

the cultural and intellectual values associated with the language, as well as to the L2 itself” 

(Dörnyei, 2003, p. 6). This is in line with Maherzi‟s (2000) findings of an integrative reason 

(e.g. the desire to interact with the English-speaking community), among Tunisian high 

school students of English, who may have never or scarcely been in direct contact with a na-

tive speaker of English, nor travelled to an English-speaking country. Thus, Dörnyei (1994) 

suggests a three-level conceptual model (see Maherzi, 2000 for a detailed description), com-

prising of other motivators listed by several scholars, i.e. reasons in line with actual psycho-

educational research on classroom dynamics. This model proposes three levels of motivation 

in foreign language (FL) learning contexts. The first level corresponds to the „language‟ and 
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includes the community that speaks it, the culture associated to it, and the utility that is linked 

to developing a competence in it. This motivational dimension is related to Gardner‟s „inte-

grative motivation‟ and „instrumental motivation‟.  

 

The second level corresponds to the „learner‟, i.e. his cognitive and affective tenden-

cies that form his relatively stable personality traits. The third level of FL motivation corres-

ponds to the „learning situation level‟, itself composed of intrinsic and extrinsic motivation 

(Deci & Ryan, 1985), as well as three motivational conditions. The first condition includes 

„course-specific motivational components‟ (Keller, 1983), i.e., lesson plan, material and learn-

ing activities that are characterized in terms of „interest‟, „relevance‟, „expectancy‟, and „satis-

faction‟ (Crookes & Schmidt, 1991). The second condition includes „teacher-specific motiva-

tional components‟ consisting of „authority type‟ (Deci & Ryan, 1985), and „direct socializa-

tion of motivation‟ (Brophy & Kher, 1986), itself including „task presentation‟, and „feed-

back‟ (Brophy & Good, 1986). The third condition comprises of „group-specific motivational 

components‟, i.e. „goal-orientedness‟, „norm and reward system‟, „group cohesion‟ (Forsyth, 

1990) and „classroom goal structure‟ (Ames, 1984, 1992; McGroarty, 1993).  

 

Although the above-mentioned motivational paradigms have reoriented research on 

motivation in L2 / FL contexts, a few scholars have empirically tested their theoretical tenets. 

These scholars have for example applied Deci and Ryan‟s (1985) self-determination theory to 

the study of motivation in the general classroom setting (Deci & Ryan, 1980, 1985; Harackie-

vicz & Larson, 1986; Jang, 2008; Murcia et al., 2008; Vallerand & Reid, 1988; Pelletier et al., 

1988; Pelletier, 1992; Vallerand et al., 1992; Vallerand et al., 1993; Reeve & Deci, 1996; 

Reeve, 2002), and the L2 classroom setting (Noels et al., 1999; 2000; 2001; Noels, 2001).  

 

Two studies are reported to have applied self-determination theory in a FL language 

classroom. The first one (Pae, 2008), examined how motivation is associated with self-

confidence and achievement in English as a L2 / FL, among South Korean students. The 

second one (Maherzi, 2000), mainly based on Dörnyei‟s (1994) model of FL learning motiva-

tion (i.e., teacher‟s authority type and feedback), and Deci and Ryan‟s (1985) cognitive evalu-

ation theory, examined the relationship between Tunisian high school students‟ perceptions of 

their classroom environment (i.e., teacher‟s communication style and feedback)
iii

, and their 

motivation (Deci & Ryan, 1985; Vallerand, Blais, Brière and Pelletier, 1989)
iv

 to study Eng-

lish as a foreign language.  



Sena Maherzi 

- 770  -                                 Electronic Journal of Research in Educational Psychology, 9(2), 765-798. ISSN: 1696-2095. 2011, no. 24 

 

Hence, one purpose of the present study is to replicate it in another FL context (The 

Middle East, e.g. Saudi Arabia)
v
,
 
by examining the link between Effat University students‟ 

perceptions of their classroom climate and their motivation
1
 to study English. The Saudi Eng-

lish as a FL context as well as the different types of motivation proposed by Deci and Ryan‟s 

self-determination framework (and by Vallerand and his colleagues), namely one of its mini 

theories, social cognitive theory (CET), which maintains a relationship between these types 

and perceptions of classroom climate are presented below. Several researchers (e.g. Deci & 

Ryan, 2008; Maherzi 2000, Noels et al., 1999) have shown that these paradigms hold poten-

tial for practical applications, e.g. enhancing students‟ intrinsic motivation to study English, 

namely to improve their skills in this language, as well as future research directions.  

  

Saudi Arabia’s English as a Foreign Language Learning Context 

 

 Considered as an instrumental medium of learning at the various stages in the Saudi 

educational system, English was introduced by the government shortly after the establishment 

of the Kingdom in 1932, so that citizens learned how to communicate with the outside world 

(Al-Seghayer, 2005). It then became the only foreign language taught as a subject with in-

structional objectives and syllabi in 1960 for the secondary level and 1984 for intermediate 

ones (grades 7, 8, and 9). Now it is a required subject for grades 7 through 12, and students 

have four 45-minute periods (four hours) weekly. Although the Ministry of Education decided 

to implement the English curriculum at the elementary level beginning 2002-2003, to improve 

Saudi students‟ proficiency level, English is still introduced only in grade 7, compared to be-

ing a required subject for KG levels through grade 12, in both Saudi private schools and in-

ternational schools.  

 

Moreover, as Al-Seghayer (2005) reports, while focusing on the four skills (listening, 

speaking, reading, and writing), the objective of teaching English is to provide pupils with 

enough knowledge that would help them „in their chosen vocations and introduce them to the 

outside world‟ (p. 128). Hence, like Dörnyei (2003) argued (see above, p. 3), English is taught 

for cultural and intellectual awareness. Upon completion of secondary school, Saudi students 

                                                 
1
 Motivation refers to the internal or external forces that produce initiation, direction, intensity, and persistence of an individual‟s behavior 

(Vallerand & Thill, 1993).   
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pursue undergraduates studies in local universities (e.g. Effat University), private colleges, or 

abroad.                  

 

Self-determination Theory: Different Types of Motivation (Deci & Ryan, 1985, 2000; Ryan 

and Deci, 2000; Vallerand, Blais, Brière & Pelletier, 1989) 

 

Self-determination theory (SDT) is a theory of human motivation according to which 

human beings have natural tendencies to actively engage within their social context, and it 

focuses on the degree to which their behaviours are volitional or self-determined, i.e. 

performed freely and under no external influence or interference. Through a process called 

organismic integration, based on Deci and Ryan‟s (1985) organismic integration theory or 

OIT (subtheory of SDT), people are assumed to be active organisms with innate tendencies 

toward psychological growth and development, who strive to master ougoing challenges and 

to integrate their experiences into a coherent sense of self, in order to fulfill their needs of 

competence and self-determination. This natural tendency toward active involvement and 

psychological growth requires ongoing support from the social context to operate effectively, 

and thus this context can either support or hinder it (see Maherzi, 2000 for a detailed discus-

sion on both theories).  

 

Deci and Ryan (1985, 1991) have proposed different types of motivation that can be 

ordered along a continuum according to their degree of autonomy or self-determination. From 

the lowest degree to the highest one, these three types are: amotivation, extrinsic motivation, 

and intrinsic motivation. Amotivation corresponds to absence of motivation (extrinsic or in-

trinsic). Deci & Ryan (1985, 1991) contend that individuals are amotivated when they do not 

perceive a contingency between their behavior (e.g. effort) and its desired outcome. On the 

contrary, they tend to believe that their behavior is caused by forces out of their control. 

Moreover, amotivated individuals tend to experience feelings of incompetence, i.e. they feel 

incapable of reaching the desired outcome, tend to ask themselves why they are doing an ac-

tivity, and may eventually stop doing it. For example, amotivated Saudi students would ask 

themselves why they are studying English, as they see no link between their efforts and the 

desired outcome, e.g. improving their competence in this language.  They tend to perceive this 

improvement as the cause of forces out of their control, and tend to feel incompetent, i.e. in-

capable of reaching this desired goal. 
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 Extrinsic motivation corresponds to the accomplishment of a behavior as a means to 

and not for its own sake, for example to satisfy external demand (e.g., obtaining a reward or 

avoiding punishment). Deci & Ryan (1985) and Deci et al. (1991) propose four types of ex-

trinsic motivation, according to their degree of internalization by the self (or self-

determination). The least self-determined form of extrinsic motivation is external regulation, 

and corresponds to the accomplishment of a task in order to get a reward (e.g. teacher‟s 

praise), or to avoid punishment (confronting peers, etc.). In context of FL learning, the Saudi 

student who studies English to get a good grade or a good job later on, or to avoid parental 

confrontation, would be externally regulated.  

 

 Introjected regulation is characterized by the internalization or acceptance of external 

rules or demands („internal coercion‟), which pressure one to behave (Deci et al., 1991). Al-

though within the person, this regulation is not part of the integrated self because it is a re-

sponse to external contingency (e.g. feeling guilty or ashamed). Examples of this type or 

regulation are the Saudi student who studies English in order to avoid feeling guilty in case he 

or she does not speak it well, or to impress his or her friends („self-aggrandize‟). Identified 

regulation corresponds to a slightly more self-determined form, as the individual tends to 

identify with external pressure and accomplishes a task more willingly and for personal rea-

sons. Deci et al. (1991) provide the example of the student who spends extra hours studying 

mathematics because he or she thinks it is important to succeed at this subject. However, this 

motivation is extrinsic because the student studies not because he or she is interested in ma-

thematics but to arrive at some instrumental goal (improving or succeeding) at it. The source 

of regulation is thus external to the studying per se. In a FL context, the Saudi students who 

study English in order to succeed at it, or to increase their GPA, are motivated by introjected 

regulation. The most self-determined form of extrinsic motivation (and is frequent among 

adults), is integrated regulation
vi

 which corresponds to the performance of an activity because 

it is valued and judged important by the individual, as well as chosen by him or her. The Sau-

di student who is motivated by integrated regulation would choose to study English because it 

is important for him or her to do so.  

 

 Intrinsic motivation (IM) is the most highly self-determined type of motivation. Intrin-

sically motivated individuals accomplish a task freely and willingly, for the inherent pleasure 

and interest experienced in doing it, and without any external coercion (Deci & Ryan, 1985; 

Ryan & Stiller, 1991). Deci and Ryan contend that IM emanates from human psychological 
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needs for competence and for autonomy or self-determination. An example of this type of 

motivation is the Saudi student who experiences pleasure and satisfaction when he or she 

grasps the meaning of a difficult English word. Vallerand (1997) and Vallerand et al. (1989, 

1992; 1993) propose a tripartite taxonomy of IM into more specific motives: IM to know, IM 

to accomplish, and IM to experience stimulation. An individual is intrinsically motivated to 

know when he or she performs a task (e.g. reads a book), for the pleasure and satisfaction 

derived from learning something new; for example, the Saudi FL student who studies English 

for the joy and pleasure of learning about the FL community. An individual displays intrinsic 

motivation to accomplish when he or she engages in an activity for the pleasure and satisfac-

tion of attempting to create something or to master a challenge, or to surpass himself or her-

self. The Saudi FL student who experiences joy and pleasure when he or she is working on a 

challenging assignment (a project, a difficult exercise, etc.), is intrinsically motivated to ac-

complish. Finally, an individual who performs a task in order to experience sensory pleasure, 

aesthetic experience, as well as fun and joy derived from performing it, is intrinsically moti-

vated to experience stimulation. For example, the Saudi FL student who studies English to 

experience the excitement of participating in a class debate, or for the excitement of speaking 

this language, displays intrinsic motivation to experience stimulation.    

 

Perceptions of Classroom Environment and Motivation to Study English as a Foreign Lan-

guage: Cognitive Evaluation Theory (Deci & Ryan, 1985, 1897, 1991)   

  

    As mentioned above, self-determination theory (SDT) contends that individuals have 

inborn tendencies to grow and develop psychologically, master challenges in the environ-

ment, and integrate experience into their self-concept, in order to fulfill their basic psycholog-

ical needs for competence and autonomy. The fulfillment of these needs depends on the na-

ture of the social context which may either support it or hinder it. In addition, Cognitive Eval-

uation Theory (CET), a sub-theory of SDT (Deci & Ryan, 1985, 1987, 1991; see Maherzi, 

2000 for a discussion of its tenets), which looks at the social context‟s impact on an individu-

al‟s intrinsic motivation, maintains that these needs are major factors of intrinsic motivation. 

Therefore the degree to which this context (e.g. rewards, punishments, deadlines, etc.), affects 

intrinsic motivation depends on whether it supports or thwarts the attainment of the needs. 

Particularly relevant to the present research which aims at considering the relationships be-

tween Effat University students‟ perceptions of their classroom environment and their motiva-

tion to study English, CET studies this link in terms of Perceived locus of Causality (strongly 
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impacted by the need for autonomy), Perception of Competence, and evaluation or interpreta-

tion of an external event. First, Deci and Ryan (1985, 1987, 1991, 2000) contend that individ-

uals‟ intrinsic motivation is undermined when an external event prompts a change towards a 

more external perception of locus of causality (E-PLOC), e.g. it hinders their free choice or 

autonomy (or self-determination), because it controls their behavior. Conversely, when an 

external event prompts towards internal perception of locus of causality (I-PLOC), it sustains 

their autonomy or self-determination, because they feel that they are the initiators and regula-

tors of their behavior, and thus their intrinsic motivation is enhanced. In academic contexts, 

Deci and Ryan (1991) maintain that contrary to control, sustaining autonomy imply that 

teachers would offer their students the possibility to make choices, minimizing any pressure 

to behave in a specific way, and thus encourage initiative.  

 

 Second, and based on the individual‟s need to be competent, i.e. to feel capable to 

reach desired goals and perform well in any activity (Deci & Ryan, 1991), Deci and Ryan 

(1985) maintain that positive feedback that would allow the individual to be competent, with-

out any external coercion, would positively affect his or her intrinsic motivation to accom-

plish optimally stimulating (moderately difficult) activities. On the contrary, the feeling of 

incompetence or amotivation (see above), would result for example from constant negative 

feedback.  

 

Finally, external events that are responsible for initiating and regulating an individ-

ual‟s behaviour would comprise of three aspects: informational, controlling, and amotivating. 

Individuals‟ interpretation or cognitive evaluation regarding their degree of salience would 

lead to changes in their perception of the locus of causality of their behaviour, their compe-

tence and consequently their intrinsic motivation (Deci & Ryan, 1985). Thus, the informa-

tional aspect would provide individuals with feedback on their performance that encourages 

their competent engagement, in a context of autonomy or self-determination.   

 

Empirical evidence on the effect of feedback on students‟ intrinsic motivation has pre-

viously been reported in the general classroom setting, particularly in terms of the nature of 

feedback. For example, Butler (1987), Harackievicz and Larson (1986), Vallerand and Reid 

(1988) have respectively studied the impact of feedback given in the form of comments, as 

opposed to the announcement of the grade, and its perception by students‟ as controlling or 

autonomy-supportive. The latter two reported a relationship between feedback and the feeling 
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of competence, as well as this feeling and intrinsic motivation, i.e. the more controlling feed-

back was perceived, the less competent the subject felt, and the less intrinsically motivated he 

was. In other words, the variable competence acted as a mediator in the link between feedback 

and intrinsic motivation (as proposed by Deci & Ryan, 1980; 1985‟s cognitive evaluation 

theory). Other studies have focused on students‟ perceptions of the teachers‟ feedback and 

communication style, in the general primary level educational setting (Deci et al., 1981a; 

1981b; Ryan & Grolnick, 1986).  

 

More recently, Vallerand, Pelletier, Blais, Brière, Senecal, and Vallières (1993) have 

conducted a study on 18-year-old junior college students‟ perceptions of their classroom cli-

mate and their feeling of competence, in order to assess a new measure of motivation in post-

secondary education, the AMS (Academic Motivation Scale»), an English version of the EME 

(Echelle de Motivation en Education), which is based on the tenets of self-determination the-

ory. The questionnaire was composed of seven subscales assessing three types of intrinsic 

motivation (IM-to know, IM-to accomplish, IM-to experience stimulation), three types of 

extrinsic motivation (external, introjected, and identified regulation), and amotivation. Valler-

and and his colleagues reported positive correlations between feeling of competence and IM 

to know, to accomplish, and to experience stimulation, as well as identified regulation. How-

ever, the feeling of competence negatively correlated with introjected regulation, external 

regulation, and amotivation. Moreover, Perceptions of the classroom climate as informative 

were positively associated with the three types of IM and the more self-determined forms of 

EM, but negatively correlated to amotivation. Thus, a greater sense of being competent was 

linked with greater feelings of intrinsic motivation (particularly IM-to know), and the most 

self-determined form of motivation (identified regulation), as well as perceptions of an infor-

mative and autonomy-supportive classroom climate.  

 

Other studies have reported similar findings, for example that the social context (e.g. 

parents, teacher, and the school administration) was related to motivation and to high school 

drop out (Vallerand, Fortier & Guay, 1997), or the same context and motivation were linked 

to school performance (Guay & Vallerand, 1997). Morever, in both studies the feelings of 

competence and self-determination mediated this link, i.e. perceptions of the teacher as auton-

omy-supportive were associated with higher levels of competence and self-determination 

which in turn were related to more self-determined forms of school motivation (as maintained 

by Deci & Ryan, 1985). This mediating role was reported in three settings: general classroom 



Sena Maherzi 

- 776  -                                 Electronic Journal of Research in Educational Psychology, 9(2), 765-798. ISSN: 1696-2095. 2011, no. 24 

(Guay & Vallerand, 1997; Harachievicz & Larson, 1986; Reeve & Deci, 1996; Vallerand and 

his colleagues, 1997; Vallerand & Reid, 1988), L2 learning classroom (Noels, 1997; 2001; 

Noels et al., 1999), and FL learning classroom (Maherzi, 2000).  

 

For example, Noels et al. (1999) have examined university students‟ perceptions of 

their teacher‟s communicative style and their motivation to study French as a L2. These stu-

dents who were registered in a French immersion course in Ottawa (Canada), completed a 

questionnaire consisting of several scales among which (and relevant to this study), those de-

signed to measure their perceptions of the language teacher‟s communicative style and as 

providing positive feedback, their feeling of autonomy, their feeling of competence (through 

self-evaluation, Clément, 1988), and their motivation (Vallerand et al., 1989; 1992; 1993; 

Noels et al., 1997), namely amotivation, three types of extrinsic motivation, and intrinsic mo-

tivation. Noels and her colleagues reported positive correlations between students‟ feeling of 

competence and their intrinsic motivation, as well as identified regulation (most self-

determined form of extrinsic motivation), but negative with amotivation. In addition, a nega-

tive correlation was reported between the perceptions of the teaching as controlling and in-

trinsic motivation, as well as introjected and identified regulation, but positive between this 

perception and amotivation as well as external regulation. More positive correlations were 

found between students‟ intrinsic motivation (and identified regulation), and their perceptions 

of their teacher‟s feedback as positive, while negative correlations were reported between 

their perceptions of the teacher as controlling and their feeling of competence, but positive 

when this feedback was perceived as informational.  

 

These results indicate that the less the teacher is perceived as controlling and his or her 

feedback as positive, the more the student seems to be intrinsically motivated, and the more 

he or she feels competent. However, the more his or her communication style and feedback 

are perceived as controlling and negative, the more the student tends to feel incompetent, and 

to be externally regulated or amotivated.   

 

Whereas the above mentioned studies have looked at students‟ perceptions of the 

classroom climate (i.e., teachers‟ communicative style and feedback), and their motivation 

(with the feelings of competence and self-determination being mediators), in general class-

room and L2 settings, very little has been done to apply the tenets of self-determination theory 
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in FL contexts, particularly in examining the relationship of students‟ motivation and their 

teachers‟ communication style and feedback, or FL classroom climate (but Maherzi, 2000).  

 

Maherzi (2000) examined how high school Tunisian students‟ perceptions of their 

English (as a FL) classroom climate are related to their motivation
2
 i.e. reason (Deci & Ryan, 

1985), to study this language. The purpose of her study was two-fold: to develop an Arabic
vii

 

version of a questionnaire that was adapted from Noels, Clément and Pelletier (1999), i.e. 

translate it using appropriate cross-cultural procedures (Vallerand et al., 1989)
viii

, and to as-

sess whether previous findings from applying Deci & Ryan‟s (1985) self-determination the-

ory in general and L2 classroom settings (see studies above), would be replicated with a popu-

lation of Tunisian high school students of English as a FL. A total of 928 students (252 for the 

pretest and 676 for the experimentation), randomly selected from 28 governmental schools 

completed the Arabic questionnaire comprised of four sections. The first one was made up of 

seven motivation subscales of four items each assessing the three types of IM (IM to know, to 

accomplish things, and to experience stimulation), three types of extrinsic motivation (exter-

nal, introjected, and identified regulation), and amotivation. The second one, of four items, 

measured their feeling of autonomy or self-determination. The third one measured their per-

ceptions of the English teacher and was made up of 12 items. The four one, of four items, 

assessed their feeling of competence.  

 

Results from the assessment of the reliability (i.e. internal consistency), and the tem-

poral stability
ix

 of the motivation subscales showed adequate levels of consistency (.69 to .85, 

except for external regulation). In addition, findings from the test-retest (cross-cultural valida-

tion) reported correlations higher or close to .60. (Vallerand, 1989), and construct validity (i.e. 

assessed through correlational analyses among the seven motivation subscales and between 

these scales and other variables deemed to represent motivational antecedents), was con-

firmed. Moreover, correlations among the seven motivation subscales to assess the presence 

of the continuum proposed by Deci and Ryan (1985, 1991) confirmed it (see Maherzi, pp.78-

91). Finally, results from the correlations between the motivation subscales and the hypothe-

sized antecedent variables (perceptions of the classroom climate, feelings of self-

determination and competence), supported Maherzi‟s predictions. Perceiving the classroom 

climate as autonomy supportive was positively associated with the three types of IM and the 

                                                 
2
 Contrary to Gardner‟s (1985) soci-educational model under which motivation and orientation are conceptualized as two separate entities, 

the present study, based on Deci and Ryan‟s (1985) self-determination theory, contends that both concepts overlap, as suggest ed by Ryan 
(1995; see also, Noels, 2001 and Pae, 2008).   
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more self-determined form of EM, but negatively associated with amotivation. In addition, 

associations between motivation subscales and the feelings of competence and self-

determination were reported higher than with perceptions of the classroom climate, as pre-

dicted. Thus, the hypothesized mediating role of perceived self-autonomy and competence in 

the association between perceptions of the classroom climate and motivation was supported. 

That is, perceptions of the classroom climate predicted self-perceptions of autonomy and 

competence, which in turn predicted motivation.  

 

Thus, Tunisian students‟ perceptions of their English teacher as autonomy supportive 

and providing constructive and positive feedback, were associated with higher self-

perceptions of autonomy and competence, and with the three types of motivation (IM to 

know, to accomplish things, and to experience stimulation), or with the more self-determined 

forms of EM (identified and introjected regulations), in studying English. A different pattern 

was also reported, such as the more the English teacher was perceived by his or her students 

as controlling and providing negative feedback (e.g. useless criticisms), the lower their self-

perceptions of autonomy and competence, and the more externally regulated or amotivated 

they felt towards studying this language. Whereas previous research has looked at these asso-

ciations in a high school English as FL context, no studies to date has examined them in a 

post-secondary one. Thus, the first goal of this study is to replicate research in Saudi Arabia 

(see p. 5), by examining how Effat University students‟ perceptions of their English class-

room climate, particularly how their perceptions of their teacher‟s as autonomy-supportive 

e.g. providing useful feedback (informational comments or questions that elicit viewpoints) 

versus controlling (providing useless criticism), are linked to their motivation orientations 

(intrinsic, extrinsic, or amotivated), for studing English, as well as their performance in that 

language.  

 

Aims and hypotheses 

  

The present study aims at 1) considering the relationship between Effat university‟s 

students‟ perceptions of the English classroom climate and their motivation to study this lan-

guage, and 2) to examine and report on the development process of a Saudi version of the 

questionnaire in post secondary English as FL context.  
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 Based on the above considerations, the following hypotheses are proposed. 

1. Effat university students‟ perceptions of their English classroom climate, i.e. their 

teacher, as autonomy supportive and providing constructive feedback will be (a) positively 

associated with their tendency to be intrinsically motivated, or motivated by identified regula-

tion, to study this language, and (b) negatively associated with their tendency to be amoti-

vated, or motivated by external, or introjected regulation.   

 

2. Students‟ self-perceptions of autonomy and competence mediate the above-

mentioned associations. In other words, (a) the more the classroom climate is perceived by the 

students as autonomy supportive, the higher their self-perceptions of autonomy and compe-

tence in studying English, and (b) the higher their self-perceptions of autonomy and compe-

tence, the more the students will be intrinsically motivated (to know, to accomplish things, or 

to experience stimulation), or motivated by identified regulation, to study English. A reverse 

pattern will be evident with regard to lower self-perceptions of autonomy and competence, i.e. 

the perceptions will be associated with the students being amotivated, externally regulated, or 

motivated by introjected regulation.     

 

Method 

 

Participants   

 

The sample who participated in the piloting of the questionnaire included 137 Effat 

University female students, randomly selected, 60 (44%) of whom were from Effat English 

Academy and 77 (56%) from Effat University. The Academy students had Arabic as their 

first language and were mainly Saudi (60%), Palestinian / Lebanese (16%), or Yemeni (10%). 

In addition, they were registered either in Bridge (high beginner level, 52%), or Gateway (pre-

intermediate level, 48%). Effat University group was registered in General Education courses, 

i.e. courses that are required of all students, independently of their majors (Architecture, 

Business Administration, Computer Science, Early Childhood Education, Electrical & Com-

puter Engineering, English and Translation, Information Systems, or Psychology). They were 

Saudi (73%), Jordanian / Syrian / Palestinian (15%), or Indian / Pakistani (7.5%). Their 

mother tongue was Arabic (88%) or Urdu (12%). All students ranged in age from 18 to 25 

with a mean of 19.27 years, and the age at which all students started studying English ranged 
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between zero (5%), five (40%), and 12 (55%), with a mean of 7.65 years. Testing took place 

in spring 2009, during class hours.  

 

Procedure 

The students were informed of the goal of the study, e.g., to understand why they were 

studying English and how they perceived the classroom climate, and that 1) there were no 

right or wrong answers, 2) their participation was voluntary, and 3) all their answers would be 

kept confidential. Then, the students completed the questionnaire without a time limit. More-

over, the students were given the choice to complete either the English or Arabic version, to 

avoid the bias resulting from not understanding the items written in a language that is not their 

mother tongue (Maherzi, 2000; Oppenheim, 1992; Sudman et Bradburn, 1982). During the 

completion of the questionnaire, at least three students asked for the meaning of an Arabic 

word pertaining to the scale that assessed students‟ perceptions of the classroom climate (item 

1). The committee replaced the word with a sentence so that its meaning was clearer to the 

respondents (Vallerand, 1989). Thus, „Because I enjoy the feeling of acquiring knowledge 

about the English-speaking community and their way of life” (IM-to know, item 1), was re-

placed by „Because I enjoy the feeling of knowing more about the English-speaking commu-

nity and their way of life‟, to keep the same structure as the other items pertaining to this 

scale. 

 

Materials (See Appendix) 

Based on Maherzi (2000) and Noels et al. (1999), the original questionnaire was com-

posed of four scales (51 randomly ordered items), developed in Arabic and English. The first 

scale assessed the seven types of motivation (or reasons) to study English (28 items, alpha 

values ranging from .69 to .81), except for the external regulation (.54), but close to .60 

(Vallerand, 1989). This scale included four items to measure Amotivation (e.g., „I don‟t know 

why I am studying English‟; alpha = .85), four items to assess external regulation (e.g., „In 

order to get a more prestigious job later on‟; alpha = .54), four items to assess introjected 

regulation (e.g., „Because I would feel ashamed if I couldn‟t speak English‟; alpha = .69), four 

items to measure identified regulation (e.g., „Because I choose to be the kind of person who 

can speak more than one language‟; alpha = .76), four items to assess IM-to know (e.g., „For 

the pleasure of knowing more about English literature; alpha = .77), four items to assess IM-

to accomplish (e.g., „For the satisfaction I feel when I understand a reading passage‟; alpha = 
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.82), and four items to assess IM-to experience stimulation (e.g., „For the excitement I feel in 

watching English films‟; alpha = .75).  

 

An „other category, please specify‟ was added at the end of the motivation scale, in 

order not to irritate the respondents, in case they felt the choice of answers failed to do justice 

to their own ideas (Oppenheim, 1992), i.e. they may have other reasons for studying English 

that are not included in the 28 items. Students were asked to indicate on a 7-point scale an-

chored at one end by „completely disagree‟ to „completely agree‟, the extent to which a pro-

posed reason for studying English corresponded with their own, and complete the section en-

titled „other, please specify‟, in case they had another reason for studying English that was not 

included in the scale. A high score indicated a high correspondence between the proposed 

reason and the students‟ reason for studying English.  

 

The second scale measured perceptions of the classroom climate, i.e. the teacher‟s 

communication style and feedback. This scale included 15 items, eight of which measured 

controlling climate (e.g., „The feedback I get from my professor is useless criticisms‟; alpha = 

.67)
3
, and seven autonomy-supportive climate (e.g., „My professor encourages group work‟, 

alpha = .67). Participants indicated on a 5-point likert scale the extent to which they agreed 

with the proposed item. A high score indicated a high degree of agreement with this item. The 

third scale included four items that assessed students‟ perceptions of self-determination in 

studying English (e.g., „If I want to do well in English, it‟s up to me to do it‟; alpha = .84). 

Participants indicated on a 5-point scale the degree to which they agreed with the proposed 

items and a high score corresponded to a general feeling of being self-determined in studying 

English.  

 

The fourth scale included four items that assessed students‟ perceptions of competence 

in studying this language (alpha = .83). Respondents evaluated their reading, writing, listen-

ing, and speaking in English on a 5-point Likert scale from „very bad‟ to „very good‟. A high 

score indicated a high degree of competence. Questions on the students‟ age, their previous 

school / institution, and their teacher‟s sex appeared on the last page of the questionnaire to 

avoid disrupting their willingness to answer (Oppenheim, 2000).  

                                                 
3
 The items of the controlling climate subscale were analyzed using reverse coding (Maherzi, 2000).  
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However, discussions with Effat University English and psychology professors, as 

well as professional translators showed the need to develop a more culturally and linguisti-

cally adapted Saudi version in both languages. Several modifications were suggested particu-

larly on the Arabic version, namely the motivation scale (e.g. items 2, 4, 10, 28), perceptions 

of the classroom climate scale (e.g. items 2, 3, 6, 11), and the instructions, so that the ques-

tionnaire be formulated in a language to which post-secondary students can relate (Vallerand, 

1989). For example, two professors suggested replacing „high‟ in items 2, 8, 13, and 23 of the 

motivation scale („For the high I feel when hearing foreign languages spoken‟, item 8) by 

„excitement‟ („For the excitement I feel when hearing foreign languages spoken‟). A descrip-

tion of the cross-validation process of this questionnaire with Cronbach alpha of internal con-

sistency and assessment of its construct validity follow. 

 

Cross-Cultural Validation of the Preliminary Version of the Questionnaire  

 

Following the modifications, two bilingual professors (one from Effat University and 

another from Mohamed Al Mana College, Khobar), conducted the back translation
x
. The first 

one translated the English version into Arabic and the second translated the obtained Arabic 

version into English, without looking at the original English version. Both preliminary ver-

sions were then evaluated by a committee formed by the two translators, two Effat University 

Saudi students, an Arabic professor, a Psychology professor, and the author of the original 

English and Arabic versions. The 51 items that were retained by the committee were those 

that had been retranslated and had kept the original meaning. Then, the committee prepared 

the scales format that made them look identical to the ones used in the Tunisian context. 

 

Results  

 

Cross –cultural validation of the questionnaire 

 

 The purpose of the cross-cultural validation of the questionnaire was to (1) develop an 

experimental version with adequate psychometric properties and (2) make it a useful tool in 

FL learning contexts, for example Saudi Arabia. Following Maherzi (2000) and Vallerand et 
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al. (1989, 1992, 1993), various statistical analyses were conducted on the motivation scale
4
. 

First, the internal consistency of the questionnaire was assessed using Cronback alpha. Sec-

ond, in order to test its construct validity, a series of correlations were conducted among the 

seven motivation subscales, as well as these scales and other variables deemed to represent 

motivational antecedents (perceptions of classroom climate, self-perceptions of autonomy and 

competence), as proposed by Deci and Ryan‟s (1985) Cognitive evaluation theory
5
.  

 

Reliability 

The internal consistency of the questionnaire was assessed using Cronbach alpha (α). 

Values appear in Table 1. As can be seen, alpha values ranged from .73 to .80, except for the 

external regulation which had a value of .65. Thus in general, results show adequate levels of 

internal consistency. These findings are equivalent to those from previous studies, e.g. Valler-

and et al. (1989, values ranging from .76 to .86, with the exception of identified regulation, 

.62); Vallerand et al. (1992, values ranging from .83 to .86, except for identified regulation; 

.62); Vallerand et al. (1993, values ranging from .76 to .86, with the exception of identified 

egulation; .60); and Noels et al. (2000, values ranging from .75 to .88 ; except for identified 

regulation; .67); and Maherzi (2000; values ranging from .62 to .84, with the exception of 

external regulation; .52). Overall, these subscales appear to display adequate levels of internal 

consistency.    

 

         Table 1. Internal Consistency Values for the Motivation Subscales  

 

Motivation subscales 

 

α  
 

Amotivation .80*  

External regulation .65*  

Introjected regulation .73*  

Identified regulation .78*  

IM to know .76*  

IM to accomplish .76*  

IM to Experience stimulation .75*  

 
Note: N = 137;  * p <. 001.  

 

 

                                                 
4
Factorial analysis that tests the theoretical model, i.e. whether the seven-factor structure corresponding to the seven motivation subscales 

adequately represents the covariance matrix of the data, was not conducted in the piloting stage (N = 137), as this type of analysis requires a 

bigger sample, e.g. minimum 280 respondents (28 x 10, one respondent by motivation scale item; Maherzi, 2000; Vallerand etal., 1992; 
1993). 
5
 Statistical analyses involving correlations between motivation subscales and motivational consequences (e.g., students‟ English course 

grade), as well as self-confidence which was reported to be an important  motivation determinant (Pae, 2008), will be conducted with the 
whole student population of Effat University, as the present paper focused on the cross-cultural validation of the questionnaire.     
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Assessment of the Construt Validity 

 

Correlations among the Seven Motivation Subscales. Pearson correlations were computed 

among the seven motivation subscales in order to test specific associations between them. For 

example, the strongest positive correlations were predicted among the three types of IM as 

they assess the same type of motivation, and 2) these subscales were hypothesized to be or-

dered along a continuum as proposed by Deci & Ryan‟s (1985) self-determination theory, i.e. 

adjacent subscales (e.g., external and introjected regulation) have the highest positive correla-

tions whereas the ones at the opposite ends of the continuum (e.g., intrinsic motivation and 

amotivtion) have the most negative correlations. The correlation matrix is displayed below.   

 

Table 2. Pearson Correlations Between the Seven Motivation Subscales (N=137). 

 

Motivation 

Subscales 

 

Amo-

tiva-

tion 

 

External 

regulation 

 

Introjected 

Regulation 

 

Identified 

regulation 

 

IM to 

know 

 

IM to 

achieve 

 

IM to experien-

ce stimulation 

 

Amotivation 
  

-.22   

 

-.23   

 

-.32   

 

-.38*  

 

-.33*   

 

-.34*  

External regulation   .51   .44   .40   .39   .50   

Introjected regulation    .32   .29   .44   .39   

Identified regulation     .57   .55   .60* 

IM to know 

IM to achieve 

IM to exp. stimulation 

     .64*   .69*   

.53 

        
*p <. 001.  

 

As can be seen, the expected associations were obtained. The highest and most posi-

tive correlations are among the three types of IM (ranging from .64 to .69; p < .001). These 

results reproduce findings from earlier studies (Maherzi, 2000; Noels, et al., 1999; Vallerand 

et al., 1989, 1993). Moreover, subscales at the opposite ends of the continuum have the most 

negative correlations (e.g., Amotivation and the three types of IM, rs = -.38; -.33; -.34; p < 

.001). Although these findings are similar to Vallerand et al. (1989, 1993), some deviations 

were found, namely with IM to experience stimulation, as it was more strongly associated 

with external regulation (r = .50) than with introjected regulation (r = .39). As reported by 

Vallerand et al. (1993), this scale behaves differently than the other IM ones. In sum, these 

results show the presence of a pattern in line with the self-determination continuum (Deci & 

Ryan, 1985).    
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Hypotheses 

 

Correlations between the motivation subscales and motivational antecedents 

 

Several studies have reported that perceptions of the classroom climate were an impor-

tant determinant of motivation in general / L2, or FL learning classroom settings (Butler, 

1987; Deci et al., 1981; Deci et al., 1981; Guay & Vallerand, 1997; Maherzi, 2000; Noels, 

1997; Noels et al., 1999; Vallerand & Reid, 1988; Vallerand et al., 1993, 1997). Based on 

their findings, namely that the more this classroom climate was perceived as autonomy-

supportive, the more the learner tended to be regulated by the most self-determined forms of 

extrinsic motivation (e.g., identified regulation), or intrinsically motivated to learn, two hy-

potheses were proposed (see above). First, Effat university students‟ perceptions of their Eng-

lish classroom climate (their teacher as being autonomy supportive and providing constructive 

feedback), were expected to be positively associated with more internally regulated, self-

determined forms of motivation (identified regulation or intrinsic motivation), to study this 

language, and negatively associated with amotivation, or more externally regulated, less self-

determined forms of motivation (external, or introjected regulation).  

 

Second, (a) the more the classroom climate, i.e. the teacher is perceived as autonomy 

supportive and providing constructive feedback, the higher these students‟ perceptions of self-

determination and competence in studying English, and (b) the higher these self-perceptions, 

the more they would be intrinsically motivated or motivated by the most self-determined 

forms of extrinsic motivation to study this language. A reverse pattern would be evident with 

regard to lower self-perceptions of autonomy and competence, such as the students are ex-

pected to be amotivated or be more externally regulated, or regulated by less self-determined 

forms of extrinsic motivation (external and introjected regulation).  

 

To test the first hypothesis, correlations were computed between motivation subscales 

and the antecedent variables (perceptions of classroom climate, perceptions of self-

determination and competence). Results appear in table 3 below.  
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Table 3. Pearson Correlations Between Motivation Subscales and Antecedent Variables 

 Amotivation External 

regulation 

Introjected 

regulation 

Identified 

Regulation 

IM to know  IM to 

Accomplish 

IM to experience 

stimulation 

Antecedent 

Variables 
 

       

Controlling 

climate 

.28* .28 

 

.20 -.33 -.32 -.31 -.20 

Autonomy 
supportive 

climate 

 

-.16* .17* 
 

.23 .25* .30* .27* .29* 

Perception of 

competence 

-.41* .15* 

 

.18 .45* .43* .44* .35* 

Perceptions of 
autonomy 

-.20* .14* .12 .26* .28* .27* .16* 

 
Note: N = 13 ; *p <. 001.  

 

 

 

As presented in table 3, the first hypothesis was supported. Perceptions of the class-

room climate as autonomy-supportive were associated positively with the three types of IM (r 

= .30; r = .27, and r = .29, respectively), and the more self-determined forms of motivation (r 

= .25), but associated negatively with amotivation (r = -.16). A different pattern was shown, 

such as perceptions of the classroom climate as controlling (providing feedback in the form of 

useless criticisms), were positively associated with amotivation (r = .28) and less self-

determined forms of motivation, e.g. external regulation (r = .28) and introjected regulation (r 

= 20).   

 

 To test the second hypothesis, namely sub hypothesis (b), based on previous studies 

that reported positive associations between feeling of competence and intrinsic motivation 

(Deci et al., 1981; Guay & Vallerand, 1997; Maherzi, 2000; Noels, 1997; 2001; Noels et al., 

1999; Vallerand et al., 1993; 1997), correlations were first computed between motivation sub-

scales and self-perceptions of autonomy and competence. Results of these correlations, which 

are presented in Table 2, supported the hypothesis. The more self-determined forms of moti-

vation (three types of IM and identified regulation) were associated positively with percep-

tions of competence in English (r = .45, r = .43, r = .44, and r = .35, respectively), but nega-

tively with amotivation (r = -.41) and less self-determined forms of motivation, i.e. external 

regulation.  

 

A similar pattern was shown for perception of self-determination in studying English, 

as correlated negatively with amotivation (r = -.20) and positively with all motivation sub-
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scales, the less and the more self-determined types (r = 14, r = 12, r = 26, r = 28, r = 27, and r 

= 16, respectively).  

 

 To test sub hypothesis (a), correlations were computed between perceptions of the 

classroom climate and self-perceptions of autonomy and competence in studying English. 

Results are presented in Table 4 below. 

 

Table 4 .Correlations Between Perceptions of Classroom Climate and Self-perceptions  

of Autonomy and Competence (N=137). 

 
Perceptions of Classroom Climate  1        2                 3 4 

1. Controlling Climate   .30 -.10** 

2. Autonomy supportive climate 

Self-Perceptions 

   .36* .26* 

3. Perception of autonomy                                                                                                                                                                                                                      .33* 

4. Perception of competence     

   * p < .001;  ** p < .05 

 

 

As shown in table 4, all correlations are positive with the exception of controlling cli-

mate and perceived competence (r = -.10). Results from Table 3 and Table 4 show that per-

ceptions of classroom climate had an impact on perceptions of self-determination and compe-

tence, which in turn determined the type of motivation. These results replicated past findings 

(Deci & Ryan, 1980; 1985; Guay & Vallerand, 1997; Maherzi, 2000; Noels, 2001; 1997; 

Vallerand & Reid, 1988; Vallerand et al., 1997), on the mediating effect of perceptions of 

self-determination and competence, in the associations between perceptions of classroom cli-

mate and motivation
6
.  

 

 

Discussion and conclusion 

 

One purpose of the present study was to investigate the reliability and construct valid-

ity of a Saudi version of a questionnaire measuring Effat students‟ perceptions of their class-

room climate and their motivation to study English as a foreign language. Results showed that 

the questionnaire had adequate internal consistency, with alpha values ranging from .73 to 

.80, except for the external regulation which had a value of .65, in line with the previous ver-

                                                 
6
 In order to further test this mediating effect, a path analysis using structural equation modeling will be conducted in the experimentation 

stage, i.e. using the whole Effat university student population.   
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sion Tunisian (Maherzi, 2000). The construct validity of the motivation scale was first tested 

with a series of Pearson correlations among the seven motivation subscales to assess the pres-

ence of the continuum proposed by Deci and Ryan (1985, 1991), where adjacent subscales 

show positive correlations, and the subscales at its opposite ends display the highest levels of 

negative correlations.  

 

Results similar to previous studies (Maherzi, 2000; Noels, 2000; Vallerand et al., 

1993) reported that the three types of IM showed the highest positive correlations among 

themselves. In addition, adjacent subscales showed higher correlations than subscales farther 

apart. On the other hand, subscales at the opposite ends of the continuum displayed more 

negative correlations than intermediate subscales.  

 

Moreover, results from the correlations between the motivation subscales and the hy-

pothesized antecedent variables (perceptions of the classroom climate, self-perceptions of 

autonomy and competence), supported predictions. Perceiving the classroom climate as 

autonomy supportive was positively associated with the three types of IM and identified regu-

lation, but negatively associated with amotivation. On the contrary, perceiving the classroom 

climate as controlling positively correlated with amotivation, or less self-determined forms of 

motivation. Results also supported the hypothesis of an association between feelings of in-

competence and absence of self-determination and less self-determined forms of EM and 

amotivation (Deci et al. 1981; Guay & Vallerand, 1997; Maherzi, 2000; Noels, 1997; Noels et 

al. 1999; Ryan & Grolnick, 1986; Vallerand et al. 1993; 1997; Vallerand & Reid, 1984, 

1988). Indeed, more self-determined forms of motivation (three types of IM and identified 

regulation) were positively associated with feelings of competence and self-determination, but 

negatively with amotivation.  

 

A different pattern was also reported, such as the more the English teacher was per-

ceived by his or her students as controlling and providing negative feedback (e.g. useless 

criticisms), the lower their self-perceptions of autonomy and competence, and the more exter-

nally regulated or amotivated they felt towards studying this language. In sum, results from 

the cross-cultural validation of the questionnaire provide support for the adequacy of its psy-

chometric properties, as it represents a cross-cultural adaptation of the Tunisian version and 

therefore a reliable tool that can be used in FL learning contexts like Saudi Arabia. Though 

the pattern of correlations is not causal and more rigorous experimental designs are necessary, 
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these correlations are in line with past research on the relevance of Deci & Ryan‟s (1985) 

self-determination theory, particularly in the association of students‟ intrinsic motivation with 

and their perceptions of their teacher‟s communication style and feedback.  

 

Hence, since Effat students study English as a foreign language (as a subject without 

regularly interacting with the English-speaking community), their teachers are therefore the 

primary agents in their learning / studying of this language, it is imperative that these teachers 

develop in them self-determined forms of motivation (intrinsic motivation), through auton-

omy-supportive classroom climate, that would enhance their personal initiatives and the shar-

ing of their responsibilities in the way they organize their time and effort in studying English 

(Maherzi, 2000). In addition, students‟ competence could be developed through self-regulated 

efforts (Noels et al., 1999), or the implementation of curricula that promote self-regulated 

learning (Cohen, 1990). Students‟ self-perceptions of autonomy and competence could be 

enhanced by understanding and appreciating their points of view (Reeve, 1996), and avoiding 

immediate contingencies or announcing the highest and lowest grades (Ames, 1992; Brown, 

1994) as students become externally regulated (e.g. grade-oriented), and teacher-dependent. 

Brown states that teachers‟ job is not to reward students but to guide and help them discover 

their potential and be challenged by self-determined goals.  

 

Teachers can implement activities that trigger their students‟ decision making and 

critical thinking skills, as well as their creativity in determining how to organize their time 

and efforts (Brophy, 1987). For example, they could provide students opportunities to partici-

pate in experiments, role-playing, simulations, educational games, and creative applications of 

what is being learned, and provide them opportunities to interact with peers because students 

enjoy activities that allow interaction with their peers (Murcia, et al., 2008). Such opportuni-

ties can include whole class activities through scheduling discussion, debate, role-play, or 

simulation. In addition, follow-up activities should permit students to work together in pairs 

or small groups to tutor one another, discuss issues, or suggested their own reading material 

(i.e., pertaining to their major), that would be shared by peers.  

 

Moreover, Nicholls (1983) suggests sustaining task-involvement in students so that 

they focus their attention on ways to master tasks in order to 1) gain a sense of competence 

that will in turn 2) make them find learning meaningful. Finally, because intrinsic motivation 

(and self-confidence) is reported to be the most important determinant of Korean English as 
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foreign language students‟ achievement, Pae (2008) contends that the implementation in 

2000, of a Communicative Language Teaching based English curriculum to the Korean for-

mal elementary and middle schools
7
, may have given more communicative opportunities for 

Korean learners from earlier ages, and thus increasing their pleasure to study that language. 

Like past researchers who contend that the enhancement of intrinsic motivation imply creat-

ing a social context that satisfies inherent human needs (Deci & Ryan, 1985, 2002; Deci et al., 

1991; Maherzi, 2000; Noels, 2001; Noels et al., 1999), Pae (2008) emphasizes the importance 

of providing choices, informative feedback, a warm and caring classroom climate, and using 

interactive activities that meet students‟ needs, as well as allowing them to participate in cur-

riculum design, from needs assessment to evaluation of the learning process. More studies are 

however needed on these variables, namely the influence of the home environment (Gottfried 

et al, 1994; Grolnick & Ryan, 1989, 1991; Ryan & Stiller, 1991), the institution‟s manage-

ment (Boggiano et al., 1992; Eccles, 1993; Guay & Vallerand, 1997; Ryan & Stiller, 1991; 

Vallerand et al., 1997), and students‟ gender (Maherzi, 2000; Vallerand et al., 1989, 1993), on 

their perceptions.              

 

                                                 
7
 The goal of the present researcher is to participate in the Saudi project that was proposed in 2002-2003 and aimed at introducing English in 

the governmental schools‟ curriculum, at the elementary and intermediate levels.    
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Notes 

                                                 
i
 See Maherzi (2000) for a discussion on Gardner‟s (1985) model. 

ii
 Dörnyei (1990) reported the results of the 1989 study he conducted on 134 Hungarian adults‟ motivation to 

study English, which in Hungary, is considered a foreign language. He listed several reasons: „instrumentality‟, 

„need for achievement‟, „interest‟ and „esteem towards languages and foreign cultures‟, but no respondent men-

tioned an intention to integrate or identify with the Anglophone community.   
iii
 Contrary to Dörnyei (1994); Noels (1997); Noels, Clément, & Pelletier (1999), Pelletier (1992); Vallerand, 

Pelletier, Blais, Brière, Sénécal, & Vallières (1992); and Vallerand, Pelletier, Blais, Brière, Sénécal, & Vallières 

(1993), who separated these variables, Maherzi (2000) included both under „classroom climate‟, based on Deci 

et Ryan‟s (1985, 1987, 1991) Cognitive Evaluation Theory.       

iv
 Some scholars (e.g. Brok, Levy, Brekelmans, & Wubbels, 2005), have analyzed students‟ motivation to study 

English as a foreign language in other contexts (e.g., Holland), in relation to their teacher‟s interpersonal behav-

ior with a framework based on Leary‟s (1957) clinical psychology and communication. However, we believe 

that the dichotomy of extrinsic / intrinsic motivation and its subdivision into seven types based on Deci and 

Ryan‟s (1985) self-determination theory and by Vallerand et al. (1989), offers a wider range of reasons and were 

measured with questionnaires (e.g. Maherzi, 2000; Noels et al., 1999) that had acceptable reliability and con-

struct validity. Morever, and relevant to this study, STD has since the mid 1980‟s been considered a sound em-

pirical theory (Deci & Ryan, 2008), and its application to different areas in social psychology has increased 

considerably during the last two decades (in general, L2, and FL classroom settings; see Pae, 2008).  
v
 Since Saudi students study English in a context similar to the one described by Dörnyei (1990, 2003) and 

Maherzi (2000), the status of English in Saudi Arabia is hence that of a foreign language. (See discussion on 

page 5). 
vi
 Integrated regulation was not included in this study (and in several others, e.g.  Noels et al., 1999; Pae, 2008) 

because earlier studies (Vallerand et al., 1989; 1992; 1993), have reported no clear distinction between this form 

and identified regulation, especially among children and teenagers, or a certain degree of maturity that our sam-

ple might not have.   
vii

 Since Tunisian students study English as a school subject, without interacting with native speakers of this 

language, and being exposed to 300 hours of English, they therefore are unable to understand the English items 

of the questionnaire, Maherzi asked her respondents to complete an Arabic version of the questionnaire that was 

first cross-culturally validated (Vallerand, Blais, Brière, & Pelletier, 1989).   
viii

 The purpose of the cross-validation of the questionnaire was to develop an experimental version with accept-

able psychometric properties that make it a useful tool in a FL learning contexts, for example Tunisia.  
ix

 To asses the temporal stability of the questionnaire a sample of 126 students (randomly selected from two 

different high schools), completed it twice over a one-month period (Vallerand, 1989).     
x
 Vallerand (1989) recommends (but not urges), the use of parallel back-translation (i.e. two independent back 

translation sequences), to avoid biases resulting from the two bilingual translators, only one was done as the 

original both versions of the questionnaire were already cross-cultured, and did not require major modifications. 

Nonetheless, it was decided to cross-validate again because some items were modified and needed to be trans-

lated. See above.  
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Appendix  

Amotivation 

1. I don‟t know. It is a waste of time. 

2. Honestly, I don‟t know. I have the impression of wasting my time in studying English. 

 

External Regulation 

1. In order to get a more prestigious job later on. 

2. In order to get good grades in English. 

 

Introjected Regulation 

1. Because I would feel ashamed if I couldn‟t write in English. 

2. Because I would feel ashamed if I couldn‟t speak English. 

3. Because I would feel guilty if I didn‟t get good grades in English. 

 

Identified Regulation 

1. Because I choose to be the kind of person who can speak more than one language. 

2. Because I think it is important for my personal development. 

 

Intrinsic Motivation – To know 

1. Because I enjoy the feeling of acquiring knowledge about the Anglophone community 

and their way of life. 

2. For the pleasure of learning a new language. 

 

Intrinsic motivation – To accomplish things 

1. For the satisfaction I feel when I understand a reading passage. 

2. Learning English is a challenge that I enjoy. 

3. For the pleasure I experience when I understand a difficult word in English. 

 

Intrinsic motivation – To experience stimulation 

1. For the passion that I experience while speaking English. 

2. For the excitement I feel when hearing foreign languages spoken. 

3. For the passion I feel when listening to English songs. 
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Controlling / negative feedback  

1. My professor announces the best and worst grades. 

2. When my professor gives me back my paper, he / she says: «You will not succeed this 

way, you should do like this!» 

 

Autonomy – supportive positive feedback  

1. My professor provides constructive feedback on my individual work through comments 

on papers, oral discussions, etc. 

2. When my professor gives me back my paper, he / she says: «Congratulations on your ef-

fort!» and provides me with strategies to better my work. 

 

___________________________________________________________________________ 

 


