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Abstract 
The purpose of this study was to determine the motivational differences 
of Turkish EFL preparatory class students based on three independent 
variables: type of faculty, high school graduation background, and number 
of years of previous English learning experience. The participants were 
B1-level students (n = 103) from a compulsory English medium language 
preparatory school at a state university’s school of foreign languages. A 
culturally adapted version of Gardner’s (2004) Attitude/Motivation Test 
Battery (AMTB) measured students’ motivational intensity, integrative and 
instrumental orientation, desire to learn, attitude towards the learning 
environment, and anxiety toward learning a second language. Demographic 
data was collected through Google Forms. The data were not normally 
distributed, so non-parametric tests were carried out with IBM SPSS 25. The 
Kruskal-Wallis H test indicated that students from Anatolian and Science High 
Schools of the Engineering and Economics faculties were more motivated 
than students from other backgrounds. In addition, students with 2-5 years of 
previous English learning were more motivated than the beginner and long-
term learners. The implications of the findings highlighted the importance 
of background experience in shaping language learning motivation and 
indicated potential considerations for differentiated pedagogical strategies.
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Introduction
In the 21st century, English has evolved to be a global 
language, an essential means of communication that 
has transcended national and cultural borders; it 

Note: This article is based on an unpublished PhD dissertation.

has also established itself as the de facto language 
in fields such as science, technology, international 
business, diplomacy, and higher education (Crystal, 
2003; Graddol, 2006; Seidlhofer, 2013). In certain 
non-Anglophone contexts such as Turkey, English 
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EFL preparatory class students based on three learner 
variables; Faculty type, graduation from high school, 
and prior English learning practices. This research 
employed Gardner’s (2004) Attitude/Motivation 
Test Battery (AMTB) as the primary instrument and 
analyzes sections of the AMTB across demographic 
groups in order to gain more knowledge about what 
motivates or demotivates learners in English language 
programs in a university setting.

This study also responded to the need for more 
differentiated pedagogical approaches that take into 
account learners’ background and needs (Byram, 
1997; Ushioda, 2009). As motivation is closely related 
to the formation of identity, future self-concepts, 
and perceptions of culture, it is also valuable to 
investigate how different educational paths shape 
students’ orientation towards learning English. 
The findings of this study will add to the literature 
related to motivational research in EFL contexts 
and contribute to the practical understanding of 
what educators and curriculum designers can do to 
create more effective and inclusive environments for 
language learning. To do so, the following research 
questions are addressed:

1.	 Are B1 level prep-class students motivated to 
learn English? 

2.	 Is there a difference in terms of the faculties that 
they study?

3.	 Is there a difference in terms of their high school 
graduation?

4.	 Is there a difference in terms of their English 
learning duration?

Literature Review
The investigation of motivation in second language 
acquisition has undergone significant development: 
from initial binary frames, we now have more fluid 
and multidimensional models accounting for learner 
identity, emotion, and socio-cultural context (Gardner, 
1985; Dörnyei, 2005; Ushioda, 2009). Among the 
earliest and most widely cited conceptualizations is 
Gardner’s Socio-Educational Model, which presented 
a binary framework to understand integrative and 
instrumental motivation (Gardner & Lambert, 1972).  
The former describes the learner’s interest in 
becoming part of the community of speakers of the 

has been reconceptualized from a subject matter 
within the curriculum to a means of upward mobility 
and to participate meaningfully within the global 
community (Kachru, 1992; Alptekin, 2002).The English 
preparatory program of universities in Turkey assesses 
student language proficiency and prepares learners 
for studying in their respective departments (Council 
of Europe, 2001; Kırkgöz, 2009). The variables that 
impact success in language learning are influenced 
not only through language teaching or syllabus design 
and delivery at the classroom level but at a broader 
level, learner motivation perspectives, attitudes 
towards the language, and the perceived value of said 
language (Gardner 1985; Dörnyei & Ushioda, 2011). 

Motivation is a variable that has been shifting in 
second language acquisition (SLA) research and has 
always been highlighted as a central predictor of 
success and failure for language learning (Gardner, 
1985; Dörnyei, 2005). Learners internalize motivation 
which is generally either integrative or instrumental 
motivation, which directs their goals, effort and 
persistence (Gardner & Lambert, 1972; Masgoret & 
Gardner, 2003). In addition, learners who are able 
to demonstrate integrative motivations are more 
likely to find important the values attached to a 
target language community, whereas instrumental 
motivations are closely linked to the value placed 
on utilitarian goals like completing academic tasks, 
achieving academic or career-status, and to passing 
test and examinations (Ryan & Deci, 2000; Noels, 
2001).

In Turkey, English is most often taught in an 
EFL situation. Learners can expect to have limited 
contact with native speakers in their daily lives, 
causing learners to focus on instrumental goals rather 
than integrative desires (Alptekin, 2002; Karahan, 
2007). In combination, demographic factors such 
as high school background, type of faculty, and the 
number of years studying English can have an impact 
learners’ motivational dispositions in their language 
study (Genç & Kaya, 2011; Demir, 2022). For example, 
as suggested in Dörnyei’s (2005) L2 Motivational Self 
System personal identity, future goals, and context 
can all inform learners’ engagement with English.

Thus, in light of these issues of concern, this study 
investigated the motivational differences of Turkish 
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target language, the latter features more tangible 
rewards, such as a job or good grades. Gardner’s 
Attitude / Motivation Test Battery (AMTB) (2004), 
which has become a widely utilized instrument in 
SLA, operationalizes these important constructs 
with subscales designed to measure learners’ desire, 
effort, attitude, and anxiety (Masgoret & Gardner, 
2003).

In his study of EFL contexts such as Turkey, 
Alptekin found that integrative motivation seemed 
less prominent, as L2 learners had little or no 
opportunity to interact with native speakers of English 
(Alptekin, 2002). As a result, most learners exhibited 
a strong instrumental orientation attributed to 
academic pressure and future career (Karahan, 2007; 
Genc & Aydin, 2017). Nonetheless, study findings 
indicated that integrative motivation as a dimension 
of motivation can be established when learners 
are exposed to intercultural content or learner’s 
imagination of themselves in the future as speakers 
of English (Yashima, 2002; Taguchi et al., 2009).

Dörnyei’s L2 Motivational Self System (2005) 
precipitated a significant shift in motivation theory 
by incorporating future self-guides and identity-based 
dimensions. Dörnyei’s framework delineated three 
distinctions in motivation theory, namely the Ideal L2 
Self (how learners represent themselves as capable L2 
speakers); Ought-to L2 Self (the obligations placed on 
learners based on social factors); and the L2 Learning 
Experience (How motivation is situated within the 
classroom experience). Research by Kormos and 
Csizér (2014) and You and Dörnyei (2016) support this 
model in varying cultural contexts, indicating that 
stronger Ideal L2 Self is linked to greater motivational 
effort.

In the context of higher education, students’ 
motivation for learning English is often impacted 
by their discipline of study. For example, Kormos 
and Csizér (2008) found in their study of Hungarian 
learners that students in technical or utilitarian 
fields exhibited higher instrumental motivation for 
learning English because of perceived job prospects. 
Although, Demir (2022) did not categorize types of 
motivation, a case study conducted by Demir at a 
Turkish foundation university found that in English-
medium instruction (EMI) programs, particularly those 

with an international focus, students viewed learning 
English as indispensable for academic achievement 
and professional opportunities. However, students in 
faculties with limited international connections or 
less professional application (like Science or Letters) 
tended to view English as less relevant to their proposed 
future profession and were thus less likely to feel 
motivated to learn it. This aligns with Belli’s (2018) 
observation of lower motivation to learn English in 
students from disciplines historically focused on local 
professional contexts, when compared to students in 
disciplines aligned with international opportunities.

The students’ high school background also plays 
a significant role. Research shows that students from 
Anatolian or Science high schools, in general who 
offer stronger English programs address English with 
greater motivation than students from Vocational or 
General high schools (Genc & Kaya, 2011). This shows 
that early educational experiences may be a factor 
that shapes learners’ attitudes towards English, 
and possibly their preparedness for university-level 
instruction.

The time students spend learning English can 
impact their motivation greatly, particularly in the 
research done by Gardner and MacIntyre (1993). They 
identified that intermediate-level learners had a 
desire for learning English that was typically stronger 
than that of beginning or advanced learners. Possibly, 
the research pinpoints that the intermediate students 
have more of a sense of confidence and progress; 
however, MacIntyre and Charos (1996) indicated that 
doing something for an extended period leads to 
possible declines in motivation, partly due to such 
things as fatigue or stalemates in motivation. Dörnyei 
and Ushioda (2011) stated that, perhaps long-term 
learners are not seen as being as engaged as others 
but have developed more consistent and deeply 
internalized forms of motivation. Similar research 
has also been explored in the Turkish context of EFL 
learning. Demir (2022) found that students learning 
English for two to five years exhibited the strongest 
scores on students’ desire to learn English, as well 
as in students’ attitudes towards learning situations. 
Jiang et al. (2023) showed that motivation, anxiety, 
and attitudes were all impacted by online education 
during the COVID-19 pandemic, and these constructs 
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are shown to be dynamic and context-bound.
Recent studies are additionally looking at the 

roles of emotional and affective factors like: grit; 
enjoyment; and anxiety (e.g., Lee, 2022; MacIntyre & 
Gregersen, 2012). For example, higher motivational 
levels for learners are likely to be positively 
associated with pleasurable classroom experiences 
and lower levels of anxiety (Gardner & MacIntyre, 
1993). In the Turkish context, high-stakes exams and 
fixed instructional models may generate high levels 
of anxiety to disrupt the gains in motivation that 
might have been achieved (Atay et al., 2009; Erten 
& Razi, 2009).

In addition, findings suggest that intercultural 
competence, and exposure to culturally responsive 
materials could be related to improved integrative 
motivation. Learners are more likely to construct 
positive attitudes to learning English when learners 
see English as a learning skill that provides access 
to broader global understandings beyond just its 
content in school (Çelik & Erbay Çetinkaya, 2020; 
Byram, 1997).

In summary, the literature indicates that motiva-
tion to learn EFL is shaped by an interrelated web of 
factors, including personal goals, educational history, 
emotional engagement, and social contexts. For Turk-
ish preparatory class students, there are relevant fac-
tors from their universities, high school learning histo-
ries, and the duration they have tried to learn English 
that may be more important to the motivation they 
experience to learn English. The goal of this study, 
using validated instruments like the AMTB and recent 
theorizing, is to investigate these variables and hope-
fully lead to more differentiated and holistic under-
standings of learner motivation in Turkish EFL contexts.

Understanding what drives students to learn 
English in English as a Foreign Language (EFL) 
education research has never been more critical, 
especially in places where English is a nonnative 
languages. For example, in Turkey, preparatory class 
students generally find themselves in institutions of 
higher education with different exposure to language 
and education, as well as different goals for their 
education. Educators need to understand that these 
variables all contribute to the level of motivation 
students have to learn English. The aim of the 

research was to find out how motivated a group of 
preparatory class students are to learn English, and 
if motivation levels shifted based on demographic or 
educational variables.

Method
Research Design
The present study utilized a demographic 
questionnaire and a standardized motivation scale. 
One hundred three B1-level Turkish-speaking students 
at a public university voluntarily participated in this 
research. Participants provided all data through the 
Attitude/Motivation Test Battery (AMTB) created by 
Gardner (2004). In quantitative research, theoretical 
assumptions are tested by examining relationships 
subsumed in measurable variables analyzed through 
structured data collection methods, such as surveys 
or experimental designs (Creswell, 2014). In addition 
to the AMTB, participants were asked demographic 
questions regarding their faculty (college) and what 
type of high school they attended.

Participants
The participants in this study were Turkish-speaking 
adult learners in the prep program. All 103 students 
provided voluntary participation to take part in the 
study by signing consent forms. Of the participants, 
58 were male and 45 were female. In terms of their 
high school background, 66 students had attended 
Anatolian high schools, 6 systematic high schools, 8 
vocational high schools, 14 private high schools, 5 
science high schools, and 4 other institutions, which 
included general İmam Hatip or open high schools.

The students represented different departments 
classified into four faculties. In the Faculty of 
Economics and Administrative Sciences, the students 
belonged to the Departments of International 
Relations, Political Science and Public Administration, 
Management Information Systems, and Business 
Administration. In the Faculty of Science and 
Letters, students were from the Departments of 
Psychology, Sociology, and Mathematics. Students in 
the Biomedical and Electrical-Electronics Engineering 
Departments belonged to the Faculty of Engineering 
while those in the Department of Architecture 
belonged to the Faculty of Architecture.
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The students and distribution; The Faculty 
of Economics and Administrative Sciences had 43 
students, the Faculty of Science and Letters had 23 
students, the Faculty of Engineering had 19 students, 
and Faculty of Architecture had 13 students. All 
faculties use English as their medium of instruction.

In regard to their English learning experience, 
participants were grouped based on classifying them 
into four groups for English learning experience; 
0–1 year, 2-5 years, 6-9 years, and over 10 years (26 
students had 0-1 year, 27 students had 2-5 years, 20 
students had 6-9 years, and 30 students had over 
10 years). All students participated in the study 
voluntarily.

Data Collection
As a demographic measure to collect personal 
and educational characteristics, including faculty, 
time learning English, and high school type; a short 
measure was created. 

The primary quantitative instrument in this 
study is Gardner’s (2004) International version of 
the Attitude/Motivation Test Battery. The reliability 
coefficients for the original English version reported 
by Gardner (1985) was between 0.79 and 0.88.

This version of the AMTB was used to look at the 
students’ motivation for language learning and their 
attitudes. The first section of the test is made up of 
104 items. After consultations with two experts, two 
items were adapted for the Turkish context. Item 
7 was adapted from “If Japan had no contact with 
English-speaking countries, it would be a great loss” 
to refer to Turkey, and Item 83 was adapted from “I 
would feel comfortable speaking English where both 
Japanese and English speakers were present in the 
learning environment” to refer to Turkish speakers. 
Participants responded on a 6 point Likert-type scale 
from Strongly Disagree to Strongly Agree.

The second section of the AMTB consists of twelve 
items where participants rated their felt experience 
with regards to their feelings (f1, where 1 meant very 
little, and 7 meant very much).The AMTB has many 
subscales related to various aspects of motivation 
and attitude, including Integrative Orientation, 
Community for which to learn English, Interest in 
foreign languages, Evaluation of English teachers, 

Evaluation of English classes, Motivational intensity, 
Desire to learn English, Factors related to the learning 
situation, Anxiety in English classes, Anxiety when 
using English, Instrumental Orientation, and Parental 
encouragement. 

To measure the quantitative data, a convenience 
sampling was used. Overall, 103 B1-level prep students 
completed the AMTB on the Google Forms platform. 
The AMTB took approximately 35 to 40 minutes to 
complete. Participants also answered demographic 
questions about their high school context, faculty, 
and years of learning English.

Data Analysis
IBM SPSS Statistics 25 was used for the statistical 
analyses, where the significance level was at p ≤ 0.05. 
Descriptive statistics were analyzed (i.e., means and 
SDs). Because the Kolmogorov-Smirnov test indicated 
that data was not normally distributed (p ≤ 0.05), 
non-parametric tests were used to find significant 
differences across the groups.

The Kruskal-Wallis H test was used to compare 
more than two independent groups, principally to 
examine variability based on both faculty and high 
school type. Probably for pairwise comparisons, the 
Bonferroni adjustment for the p-value was conducted 
when necessary, to control for Type I error, which is 
using a significance level of up to 0.05 per test.

Findings
In total, 103 students volunteered in this study. Forty-
eight (46.6 %) of the students were in the faculty of 
economics and administrative sciences, twenty-three 
(22.3%) were in the faculty of science and literature, 
nineteen (18.4%) were in the engineering faculty and 
thirteen (12.6%) were in the architecture faculty. 
Sixty-six (64.1%) were graduates of Anatolian high 
schools, fourteen (13.6%) were representatives of 
private high schools and twenty-three (22.3%) were 
graduates of other high schools (Table 1).

Table 2 shows participants’ data based on the 
Attitude/Motivation Test Battery (AMTB) for all 
103 students. Each construct and subscale includes 
mean, standard deviations, and range (minimums and 
maximums) so that we can better understand the 
students’ motivational, attitudinal, and affectionate 
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to learn English, with somewhat more strength in 
the personal factor of desire and positive attitudes 
compared to intensity of effort.

The general level of motivation denoted by 
the AMTB2 composite score was relatively high 
for the participants. The mean score for AMTB2 
was 5.08 (SD = 0.82) on a maximum of 6.42 which 
indicates that students generally had a relatively 
strong level of positive disposition toward learning  
English.

The mean and standard deviation scores for the 
different motivational and attitudinal constructs 
examined in the AMTB (Attitude/Motivation Test 
Battery) for each of the participant groups based on 
their high school graduation. The groups essentially 

Table 1: Distribution Statistics of Participants.
N % Total     

[N (%)]

Faculty Economics and 
Administrative 
Sciences

48

23

19

13

46.6

22.3

18.4

12.6

103 
(100%)

103 
(100%)

103 
(100%)

103 
(100%)

Science and Letters

Engineering

Architecture

High 
School 
Gradua-
tion

Anatolian 66

14

5

8

6

4

64.1

13.6

4.9

7.8

5.8

3.9

103 
(100%)

103 
(100%)

103 
(100%)

103 
(100%)

103 
(100%)

103 
(100%)

Private 

Science 

Vocational and 
Technical 

General 

Other 

English 
Learning 
Duration

0-1 Year 26

27

20

30

25.2

26.2

19.4

29.1

103 
(100%)

103 
(100%)

103 
(100%)

103 
(100%)

2-5 Years

6-9 Years

10+ Years

profiles within the context of English language 
learning.

The Motivation construct has three components: 
Motivational Intensity (MI), Desire to study English 
(D), and Attitudes toward studying English (ALE). 
Each of these subscales have comparable scores: MI = 
3.48 (SD = .49), D = 3.58 (SD = .46), ALE = 3.58 (SD = 
.40).This indicates that they are generally motivated 

Table 2: The Mean and Standard Deviation Values 
of AMTB of Overall Answers.

Descriptive Statistics of Answers (N=103)

Scales Mean

Stan-
dard 

Devia-
tion

Mini-
mum

Maxi-
mum

Maxi-
mum

INT 5.0243 0.98052 2.25 6.00 6.00

ALC 4.4105 0.81273 1.00 6.00 6.00

IFL 3.6971 0.44709 2.50 4.90 4.90

ETE 3.4699 0.50192 2.40 5.00 5.00

ECE 3.3883 0.51398 2.10 5.20 5.20

MI 3.4757 0.49457 2.00 5.00 5.00

D 3.5786 0.45711 2.50 4.80 4.80

ALE 3.5835 0.39929 2.60 5.10 5.10

ECA 3.4107 0.51960 2.20 4.90 4.90

EUA 3.6029 0.48212 2.30 5.10 5.10

INSO 5.1456 0.83836 2.50 6.00 6.00

PE 4.1626 0.95259 1.75 6.00 6.00

AMTB2 5.0817 0.81866 2.17 6.42 6.42

INT (Integrative Orientation); ALC (Attitudes Toward the 
Learning Community); IFL (Interest in Foreign Language); 
ETE (English Teacher Evaluation); ECE (English Class Eval-
uation); MI (Motivational Intensity); D (Desire to Learn 
English); ALE (Attitude Towards Learning Situation); ECA 
(English Class Anxiety); EUA (English Use Anxiety); INSO 
(Instrumental Orientation); PE (Parental Encourage-
ment); AMTB 2 (Attitude and Motivation Test Battery, 
Second Part)
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were Anatolian High School, Private High School, 
General High School, Other High Schools, Vocational 
and Technical High School and Science High School 
graduates. These motivational and attitudinal 
constructs depict the learners’ motivation toward 
learning English, which includes integrative and 
instrumental orientations, attitudes, anxiety, and 
motivation intensity.

Motivation was highest for students from Science 
High Schools in multiple sub-scales. The scores for 
Integrative Orientation (M = 5.781), Motivational 
Intensity (M = 3.388), Desire to Learn English (M = 
3.550) and Parental Encouragement (M = 5.906) 
are the result of high levels of intrinsic motivation 
to learn English and a supportive environment for 
learning English.

Anatolian High School graduates also had fairly 
high motivation scores, especially the Desire to Learn 
English (M = 3.566) and overall AMTB Part 2 score (M 

= 5.178). This suggests that students from Anatolian 
schools are also generally motivated, with a positive 
orienting to English learning.

Students from Private High Schools appear to 
be doing not quite as well as Science and Anatolian 
students overall, but the levels of Instrumental 
Orientation (M = 3.500) and Parental encouragement 
(M = 4.875) report are relative to the other groups, 
higher. Therefore, the motivation of the Private 
school students may be based on external goals, such 
as grades or future benefits to their career.

From the students surveyed, students from General 
High Schools maintained one of the lower scores on 
motivation variables dealing with motivation. The 
General High School students had a low score of 
Motivation of Desire to learn English (M = 3.750) and 
Motivational Intensity (M = 3.750) compared to most 
of the other groups. The lower scores may reflect a 
student with very little or inconsistent motivation in 

Table 3: Mean Values of Answers by Different Groups.

High School Graduation

 
Anatolian 

(N=66) Private (N=14) General (N=6) Other (N=4)
Vocational and 
Technical (N=8) Science (N=5)

  Mean
Std. 
Dev. Mean

Std. 
Dev. Mean

Std. 
Dev. Mean

Std. 
Dev. Mean

Std. 
Dev. Mean

Std. 
Dev.

INT 5,128 0,937 4,339 1,199 4,125 1,159 4,875 1,164 5,781 0,312 5,35 0,945

ALC 4,417 0,813 4,132 0,926 3,571 1,358 4,357 0,705 5,018 0,473 4,80 0,313

IFL 3,697 0,483 3,542 0,334 3,55 0,327 3,825 0,670 3,70 0,431 4,02 0,179

ETE 3,447 0,481 3,228 0,322 3,467 0,441 3,525 0,806 3,55 0,393 3,52 0,239

ECE 3,363 0,542 3,271 0,364 3,433 0,493 3,275 0,802 3,650 0,595 3,48 0,164

MI 3,465 0,464 3,178 0,523 3,617 0,387 3,300 0,572 3,550 0,207 3,70 0,612

D 3,566 0,500 3,500 0,392 3,750 0,589 3,325 0,250 3,388 0,275 3,76 0,321

ALE 3,516 0,362 3,600 0,325 3,550 0,437 3,550 0,173 3,550 0,193 3,70 0,141

ECA 3,433 0,481 3,192 0,423 3,250 0,295 3,525 0,670 3,513 0,664 3,34 0,673

EUA 3,572 0,446 3,464 0,381 3,383 0,627 3,525 0,624 3,875 0,403 3,66 0,594

INSO 5,147 0,827 4,875 0,993 4,458 0,765 5,063 1,028 5,906 0,186 5,15 0,994

PE 4,183 0,998 4,267 0,906 4,104 0,953 3,531 0,832 4,234 1,111 4,40 0,899

AMTB2 5,178 0,826 4,756 0,863 4,736 0,971 5,146 0,712 5,760 0,261 5,217 0,699

Std. Dev.  (Standard Deviation); INT (Integrative Orientation); ALC (Attitudes Toward the Learning Community); IFL 
(Interest in Foreign Language); ETE (English Teacher Evaluation); ECE (English Class Evaluation); MI (Motivational Inten-
sity); D (Desire to Learn English); ALE (Attitude Towards Learning Situation); ECA (English Class Anxiety); EUA (English 
Use Anxiety); INSO (Instrumental Orientation); PE (Parental Encouragement); AMTB 2 (Attitude and Motivation Test 
Battery, Second Part)
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their prior learning experiences.
The Other High School graduates displayed low 

levels of motivation as well. While the students’ 
intentions to learn English (M = 3.550) were fairly 
neutral, their Motivational Intensity score (M = 3.325) 
suggests that they had an extremely low level of 
sustained effort into learning English.

The vocational and technical high school students 
showed moderate motivation, scoring moderately 
on both the Motivational Intensity (M = 3.760) and 
the Desire to Learn English scales (M = 3.700). The 
moderate scores suggest that despite engaging in 
a vocational program where the majority of the 
curriculum is made up of technical skills, many of 
these students were still motivated to learn English, 
especially since learning English has relevance in 
their future career life.

Table 4 provides a summary of the mean scores 
and standard deviations for the Attitude/Motivation 
Test Battery (AMTB) constructs by students from four 
different faculties: Economics and Administrative 
Sciences ( N = 48) , Science and Letters ( N = 23) , 

Engineering ( N = 19) , and Architecture ( N = 13) . 
The mean scores provided in table 4 are intended to 
enhance understanding of motivation , attitude and 
affective reactions towards learning English and offer 
a direct comparison for students from separate fields 
of study.

Motivation scores for MI, D, and ALE were 
relatively consistent across motivational constructs, 
with all faculties scoring reasonably high. Engineering 
students scored the highest for MI (M = 3.64) and ALE 
(M = 3.71), suggesting they are highly motivated 
to learn and have a good attitude toward learning. 
Interestingly, while Architecture students had a 
similarly high Desire to Learn English (M = 3.65), their 
MI was lower (M = 3.35).

There was substantial variation across faculties 
for overall motivation level, in terms of the AMTB2 
score. For example, Engineering students had the 
highest AMTB2 mean score (M = 5.40, SD = 0.75), 
meaning they are the most motivated group both 
with regard to the attitudes and level of effort put 
into learning English. This may be related to the 

Table 4: Mean Values of Answers by Different Faculties.
Economics and Administrative 

Sciences (N=48)

Mean Std. Dev. Mean Std. Dev. Mean Std. Dev. Mean Std. Dev.

INT 5.156 0.895 4.815 1.146 4.881 1.149 5.115 0.666

ALC 4.532 0.657 4.198 1.009 4.391 1.042 4.362 0.523

IFL 3.660 0.456 3.634 0.414 3.831 0.503 3.746 0.377

ETE 3.462 0.424 3.395 0.581 3.642 0.617 3.376 0.420

ECE 3.314 0.416 3.456 0.493 3.552 0.733 3.300 0.481

MI 3.454 0.423 3.460 0.508 3.636 0.704 3.346 0.309

D 3.537 0.410 3.578 0.458 3.631 0.544 3.653 0.517

ALE 3.604 0.388 3.556 0.418 3.710 0.453 3.369 0.239

ECA 3.354 0.484 3.247 0.512 3.710 0.518 3.469 0.298

EUA 3.602 0.444 3.404 0.494 3.784 0.593 3.692 0.298

INSO 5.156 0.849 4.989 0.880 5.236 0.826 5.250 0.790

PE 4.276 0.926 3.972 0.776 4.065 1.186 4.221 0.996

AMTB2 5.244 0.799 4.670 0.981 5.400 0.752 5.179 0.375

Std. Dev.  (Standard Deviation); INT (Integrative Orientation); ALC (Attitudes Toward the Learning Community); IFL 
(Interest in Foreign Language); ETE (English Teacher Evaluation); ECE (English Class Evaluation); MI (Motivational Inten-
sity); D (Desire to Learn English); ALE (Attitude Towards Learning Situation); ECA (English Class Anxiety); EUA (English 
Use Anxiety); INSO (Instrumental Orientation); PE (Parental Encouragement); AMTB2 (Attitude and Motivation Test 
Battery, Second Part)
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increasing global prominence of English for technical 
and professional purposes.

Economics and Administrative Sciences students 
were next closest with a high AMTB2 mean of 5.24 (SD 
= 0.80), suggesting a strong level of motivation likely 
grounded in academic need and career aspirations 
given the globalized nature of economics and business 
disciplines. Architecture students indicated a strong 
overall motivation level (M = 5.18, SD = 0.38), but 
somewhat less than the two groupings listed above.

The group of Architecture students had the 
highest overall desire to learn English (D) of all 
faculties (M = 3.65) but their MI was lower (M = 3.35), 
indicating a disparity between students’ aspirations 
to learn and their actual effort. There may be a 
motivational gap in this sense that students appear 
to show some interest, but probably do not have the 
sustained energy to continue to study. Students in the 
Science and Letters faculties registered the lowest 
overall AMTB2 score (M=4.67, SD = 0.98) and also the 
relatively lowest scores in both MI (M=3.46) and D 
(M=3.57). These scores reflect a moderate level of 
motivation and suggest that targeted encouragement 

or differentiated instructional measures may be 
needed in order for students to engage meaningfully 
in this area.

The Attitude Toward the Learning Situation (ALE) 
scores across all the faculties proved to be generally 
favourable, with Engineering students having again 
scored higher (M = 3.71). This suggests that they had 
a very good level of satisfaction with either classroom 
environments, materials, or teacher support factors. 
This was somewhat expected considering the 
students’ high levels of motivation. While motivation 
levels are high, different factors in learning situations 
definitely contribute to sustain motivation.

Table 5 provides mean scores and standard 
deviations for a variety of motivational and attitudinal 
constructs associated with English language learning, 
reorganized by length of English study. Students 
had studied English for 1 year, 2-5 years, 6-9 years, 
and over 10 years. constructs from Mohamad (2020) 
included the Attitude/Motivation Test Battery (AMTB) 
to evaluate intrinsic, extrinsic, attitude toward 
the English learning environment, anxiety (e.g., 
classroom anxiety), and parental support.

Table 5: Mean Values of Answers by Different English Learning Durations.
0-1 Year (N=26) 2-5 Years (N=27) 6-9 Years (N=20) 10+ Years (N=30)

Mean Std. Dev. Mean Std. Dev. Mean Std. Dev. Mean Std. Dev.

INT 4.94 1.03 4.76 1.11 5.22 0.88 5.19 0.83

ALC 4.20 1.05 4.38 0.76 4.64 0.66 4.45 0.68

IFL 3.63 0.48 3.70 0.46 3.84 0.34 3.64 0.46

ETE 3.46 0.49 3.57 0.58 3.37 0.47 3.44 0.44

ECE 3.18 0.58 3.56 0.49 3.43 0.40 3.38 0.48

MI 3.52 0.41 3.55 0.56 3.47 0.49 3.36 0.49

D 3.46 0.51 3.81 0.38 3.59 0.45 3.46 0.40

ALE 3.46 0.42 3.72 0.46 3.51 0.31 3.60 0.32

ECA 3.29 0.45 3.51 0.61 3.58 0.59 3.30 0.38

EUA 3.33 0.40 3.79 0.52 3.82 0.35 3.51 0.45

INSO 5.19 1.00 4.91 0.91 5.20 0.81 5.27 0.58

PE 3.93 0.87 3.94 1.01 4.32 0.93 4.45 0.91

AMTB2 4.93 0.94 4.93 0.86 5.18 0.631 5.26 0.75

Std. Dev.  (Standard Deviation); INT (Integrative Orientation); ALC (Attitudes Toward the Learning Community); IFL (In-
terest in Foreign Language); ETE (English Teacher Evaluation); ECE (English Class Evaluation); MI (Motivational Intensity); 
D (Desire to Learn English); ALE (Attitude Towards Learning Situation); ECA (English Class Anxiety); EUA (English Use 
Anxiety); INSO (Instrumental Orientation); PE (Parental Encouragement); AMTB2 (Attitude and Motivation Test Battery, 
Second Part)
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Table 2 shows participants’ data based on the 
Attitude/Motivation Test Battery (AMTB) for all 103 
students. Each construct and subscale includes mean, 
standard deviations, and range (minimums and maxi-
mums) so that we can better understand the students’ 
motivational, attitudinal, and affectionate profiles 
within the context of English language learning.

Motivational Intensity (MI) scores were relatively 
consistent across all learning duration groups, with 
only slight variations. The greatest mean score was 
evidenced among students with two to five years of 
English learning (M = 3.55) followed by students with 
one year (M = 3.52) and six to nine years (M = 3.47) 
of experience, respectively, while students with ten or 
more years had the lowest MI score overall (M = 3.36). It is 
interesting to consider that although extended exposure 
creates conditions for sustained learning, intensity may 
somewhat decrease over time, likely because English 
becomes a “normal part” of their academic day.

Desire to Learn English (D) peaked for learners 
having 2–5 years of experience (M = 3.81) indicating 
a high level of interest during this early-intermediate 
stage of learning English. Conversely, both the 
beginner learners (1 year, M = 3.46) and the proficient 
learners (10+ years, M = 3.46) exhibited the same 
desire level which was slightly lower than those of the 
intermediate group. This may be a commentary on 
either a lack of interest and early-stage unfamiliarity 
or a decline in motivation following extended 
exposure to English.

In relation to Attitude toward the Learning 
Situation (ALE), students who had studied English 
for 2 – 5 years showed the highest level of positive 
attitude (M = 3.72) suggesting satisfaction and 
motivation in this formative period. Learners in the 
10+ years group (M = 3.60) also exhibited a positive 
attitude, but only slightly less significantly than their 
intermediate counterparts. Learners in the groups 1 
year (M = 3.46) and 6 – 9 years (M = 3.51) provided a 
more moderate positive attitude.

A potentially striking outcome is the general 
upward trend in motivation as years of study 
increases. This is particularly true according to the 
overall scores of the second part of the AMTB, in 
which students with over 10 years of English learning 
reported the highest mean score on AMTB2 (M = 5.26) 

which is closely followed by the group of participants 
reporting 6 – 9 years of experience in English reporting 
a mean score of (5.18). My interpretation of this is that 
students with longer experience in English learning 
environments (more years of experience studying 
English) appear to carry a much more sustainable 
motivation and favorable attitude toward the process 
or activity of language acquisition.

According to the results of the difference analysis 
on which department they are in the university, there 
was not found any significant differences between 
departments of school [p>0.05]. The Kruskal-Wallis 
H of faculty graduation differences of AMTB are as 
shown in Table 6.

Although no statistically significant results were 
found, there were some intriguing trends in mean 
rank scores between faculties that offered insights 
into faculty-based trends in motivation:

Engineering students’ MI was ranked highest 
among all faculties (Mean Rank = 61.76), which 
indicated that this group may put forth a more 
consistent level of effort and engagement in 
learning the English language. Conversely, MI among 
Architecture students was ranked lowest (Mean 
Rank = 43.00) which may indicate less engagement 
in learning submitted through less intensity, or that 
approach to English language learning could be more 
passive, or consistent with little variety.

In terms Desire to Learn English (D), mean rank 
scores were relatively balanced across faculties with 
Engineering (Mean Rank = 56.37) and Architecture 
(Mean Rank = 54.92) groups reporting slightly higher 
desire in comparison to students in Economics (49.09) 
and Science and Letters (52.80). This might reflect 
the growing importance of English in technical fields.

The overall Attitude Toward the Learning Situation 
(ALE) was significant approaching significance (p = 
0.067), with learners in Engineering (Mean Rank = 
57.63) and Economics (Mean Rank = 56.01) programs 
showing more favourable attitudes and those from 
Architecture however, ranked lower (Mean Rank = 
32.73). The same may suggest that different programs 
or departments perceive classroom environments or 
the quality of instruction differently.

AMTB2, the composite score reflecting overall 
motivation and attitude, yielded the most noteworthy 
difference among faculties (p = 0.056), just above 
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Table 6. The results of Kruskal-Wallis H Test.

Faculties N
Mean 
Rank

Chi-
Squared p

INT Economics and 
Administrative 
Sciences

48 56.13 1.799

0.615

Science and 
Letters

23 47.43 1.799

Engineering 19 48.97 1.799

Architecture 13 49.27 1.799

ALC Economics and 
Administrative 
Sciences

48 55.33 1.734

0.630

Science and 
Letters

23 46.24 1.734

Engineering 19 53.32 1.734

Architecture 13 47.96 1.734

IFL Economics and 
Administrative 
Sciences

48 50.00 2.192

0.534

Science and 
Letters

23 47.46 2.192

Engineering 19 58.89 2.192

Architecture 13 57.35 2.192

ETE Economics and 
Administrative 
Sciences

48 52.27 2.112

0.549

Science and 
Letters

23 48.33 2.112

Engineering 19 59.1 2.112

Architecture 13 46.23 2.112

ECE Economics and 
Administrative 
Sciences

48 48.81 3.209

0.361

Science and 
Letters

23 57.33 3.209

Engineering 19 58.95 3.209

Architecture 13 44.19 3.209

MI Economics and 
Administrative 
Sciences

48 50.23 3.408

0.333

Science and 
Letters

23 52.72 3.408

Engineering 19 61.76 3.408

Architecture 13 43.00 3.408

Faculties N
Mean 
Rank

Chi-
Squared p

D Economics and 
Administrative 
Sciences

48 49.09 1.007

0.799

Science and 
Letters

23 52.80 1.007

Engineering 19 56.37 1.007

Architecture 13 54.92 1.007

ALE Economics and 
Administrative 
Sciences

48 56.01 7.168

0.067

Science and 
Letters

23 49.87 7.168

Engineering 19 57.63 7.168

Architecture 13 32.73 7.168

ECA Economics and 
Administrative 
Sciences

48 49.34 7.359

0.061

Science and 
Letters

23 43.98 7.359

Engineering 19 67.74 7.359

Architecture 13 53.00 7.359

EUA Economics and 
Administrative 
Sciences

48 51.91 4.803

0.187

Science and 
Letters

23 41.70 4.803

Engineering 19 59.66 4.803

Architecture 13 59.38 4.803

INSO Economics and 
Administrative 
Sciences

48 52.85 1.488

0.685

Science and 
Letters

23 45.67 1.488

Engineering 19 55.45 1.488

Architecture 13 55.00 1.488

PE Economics and 
Administrative 
Sciences

48 54.61 1.596

0.660

Science and 
Letters

23 45.63 1.596

Engineering 19 50.89 1.596

Architecture 13 55.23 1.596



Oya AKSU and İsmail Fırat ALTAY : Investigation of Motivational Differences in EFL Prep-Classes:  
A Study of Faculty Type, High School, and English Learning Duration

232 	 International Online Journal of Education and Teaching,  ISSN - 2148-225X - Jul - Sep 2026

the conventional threshold for significance. Students 
from the Economics and Administrative Sciences 
faculty had the highest mean rank (59.03), suggesting 
a generally stronger motivational profile. In contrast, 
Science and Letters students had the lowest overall 
ranking (38.28), which may signal a need for more 
motivational support or curriculum adaptation in this 
group.

According to the results of the difference analysis 
on which high school graduation they are, there 
were no significant differences found in Motivational 
Intensity (MI), Desire to Learn English (D), Attitude 
Towards Learning Situation (ALE), and Attitude 
and Motivation Test Battery, Second Part (AMTB2) 
[p>0.05]. The Kruskal-Wallis H analysis of high school 
graduation differences of AMTB is shown in Table 7.

Motivational Intensity (MI) and student groups 
from Engineering programs (61.76) and Science High 
Schools (52.10) had the highest MI scores compared 
to students from Technical and Vocational programs 
(26.00). The categorization aligns with a distinctly 
clear difference between the amount of sustained 
effort and learning engagement shown in the students 
from each of the two groups. These differences could 
relate to differences in academic acculturation and 
in beliefs about the role of English in their future 
careers.

For Desire to Learn English (D), General High 

Faculties N
Mean 
Rank

Chi-
Squared p

AMTB2 Economics and 
Administrative 
Sciences

48 59.03 7.543

0.056

Science and 
Letters

23 38.28 7.543

Engineering 19 51.53 7.543

Architecture 13 51.00 7.543

*p≤0.05; INT (Integrative Orientation); ALC (Attitudes To-
ward the Learning Community); IFL (Interest in Foreign 
Language); ETE (English Teacher Evaluation); ECE (English 
Class Evaluation); MI J(Motivational Intensity); D (Desire to 
Learn English); ALE (Attitude Towards Learning Situation); 
ECA (English Class Anxiety); EUA (English Use Anxiety); INSO 
(Instrumental Orientation); PE (Parental Encouragement); 
AMTB 2 (Attitude and Motivation Test Battery, Second Part)

Table 7: The results of Kruskal-Wallis H Test.

High School N
Mean 
Rank

Chi-
Squared p

INT Anatolian 66 52,71 1.164

0.948

General 6 45,42 1.164

Other 4 60,88 1.164

Vocational 
and Technical

8 48,44 1.164

Private 14 48,89 1.164

Science 5 57,80 1.164

ALC Anatolian 66 53,15 4.255

0.513

General 6 70,92 4.255

Other 4 51,50 4.255

Vocational 
and Technical

8 40,56 4.255

Private 14 46,39 4.255

Science 5 48,50 4.255

IFL Anatolian 66 54,55 4.139

0.530

General 6 58,50 4.139

Other 4 43,88 4.139

Vocational 
and Technical

8 33,81 4.139

Private 14 49,71 4.139

Science 5 52,60 4.139

ETE Anatolian 66 47,73 6.797

0.236

General 6 74,75 6.797

Other 4 68,75 6.797

Vocational 
and Technical

8 49,38 6.797

Private 14 58,07 6.797

Science 5 54,80 6.797

ECE Anatolian 66 53,30 6.135

0.293

General 6 49,92 6.135

Other 4 64,25 6.135

Vocational 
and Technical

8 36,38 6.135

Private 14 59,36 6.135

Science 5 32,00 6.135

School graduates had the highest mean rank (60.75), 
though the group size was small (N = 6). Private, 
Science, and Anatolian High School students followed 
closely, while Vocational graduates showed the 
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lowest desire level (28.88), possibly reflecting limited 
prior exposure or motivation during secondary  
education.

Attitude Toward the Learning Situation (ALE) 
scores also varied meaningfully, with Private High 
School students ranking highest (62.82), followed 
by General and Science High School students. On 
the contrary, Vocational and Technical High School 
students again had the lowest rank (25.38), indicating 
less favourable perceptions of their English learning 
environment.

The overall AMTB2 scores, reflecting students’ 
combined motivational and attitudinal outlook, were 
highest among Science High School (Mean Rank = 
65.40) and Vocational High School graduates (62.06), 
with Anatolian and Private school graduates showing 
moderate scores. Interestingly, despite their high 
anxiety levels, Science High School graduates still 
demonstrated strong overall motivation—possibly 
indicating a high-achievement mindset that coexists 

High School N
Mean 
Rank

Chi-
Squared p

MI Anatolian 66 55,84 7.447

0.189

General 6 52,33 7.447
Other 4 44,88 7.447
Vocational 
and Technical

8 26,00 7.447

Private 14 50,61 7.447
Science 5 52,10 7.447

D Anatolian 66 54,02 5.801

0.326

General 6 60,75 5.801
Other 4 46,63 5.801
Vocational 
and Technical

8 28,88 5.801

Private 14 53,32 5.801
Science 5 52,40 5.801

ALE Anatolian 66 51,45 9.167

0.103

General 6 61,58 9.167
Other 4 56,25 9.167
Vocational 
and Technical

8 25,38 9.167

Private 14 62,82 9.167
Science 5 56,70 9.167

ECA Anatolian 66 50,77 8.516
General 6 47,08 8.516

Other 4 48,63 8.516 0.130
Vocational 
and Technical

8 36,00 8.516

Private 14 71,21 8.516
Science 5 48,60 8.516

EUA Anatolian 66 50,00 11.140

0.049*

General 6 47,08 11.140
Other 4 55,00 11.140
Vocational 
and Technical

8 30,00 11.140

Private 14 69,11 11.140
Science 5 69,20 11.140

INSO Anatolian 66 48,86 2.382

0.794

General 6 56,42 2.382
Other 4 56,88 2.382
Vocational 
and Technical

8 54,56 2.382

Private 14 57,86 2.382
Science 5 63,70 2.382

High School N
Mean 
Rank

Chi-
Squared p

PE Anatolian 66 54,21 5.335

0.376

General 6 29,17 5.335

Other 4 47,75 5.335

Vocational 
and Technical

8 47,88 5.335

Private 14 49,82 5.335

Science 5 66,30 5.335

AMTB2 Anatolian 66 51,20 2.512

0.775

General 6 44,33 2.512

Other 4 48,50 2.512

Vocational 
and Technical

8 62,06 2.512

Private 14 49,54 2.512

Science 5 65,40 2.512

*p≤0.05; INT (Integrative Orientation); ALC (Attitudes To-
ward the Learning Community); IFL (Interest in Foreign 
Language); ETE (English Teacher Evaluation); ECE (English 
Class Evaluation); MI (Motivational Intensity); D (Desire to 
Learn English); ALE (Attitude Towards Learning Situation); 
ECA (English Class Anxiety); EUA (English Use Anxiety); INSO 
(Instrumental Orientation); PE (Parental Encouragement); 
AMTB 2 (Attitude and Motivation Test Battery, Second Part)



Oya AKSU and İsmail Fırat ALTAY : Investigation of Motivational Differences in EFL Prep-Classes:  
A Study of Faculty Type, High School, and English Learning Duration

234 	 International Online Journal of Education and Teaching,  ISSN - 2148-225X - Jul - Sep 2026

with performance pressure.
According to the results of the difference analysis 

how long participants learning English, there was a 
significant difference in the desire to learn English 
(D) variable (p ≤ 0.05). The Kruskal-Wallis H of 
learning English durations of AMTB are as shown in  
Table 8. 

Table 8: The results of Kruskal-Wallis H Test.

Year N
Mean 
Rank

Chi-
Squared p

INT 0-1 Year 26 49.63 3.328

0.344
2-5 Years 27 44.83 3.328

6-9 Years 20 58.50 3.328

10+ Years 30 56.17 3.328

ALC 0-1 Year 26 47.37 2.412

0.491
2-5 Years 27 50.56 2.412

6-9 Years 20 60.73 2.412

10+ Years 30 51.50 2.412

IFL 0-1 Year 26 48.21 3.937

0.268
2-5 Years 27 51.13 3.937

6-9 Years 20 63.60 3.937

10+ Years 30 48.33 3.937

ETE 0-1 Year 26 51.29 1.320

0.724
2-5 Years 27 57.02 1.320

6-9 Years 20 47.18 1.320

10+ Years 30 51.32 1.320

ECE 0-1 Year 26 40.12 7.612

0.055
2-5 Years 27 62.52 7.612

6-9 Years 20 54.13 7.612

10+ Years 30 51.42 7.612

MI 0-1 Year 26 54.08 2.095

0.553
2-5 Years 27 57.04 2.095

6-9 Years 20 51.40 2.095

10+ Years 30 46.07 2.095

D 0-1 Year 26 43.37 11.462

0.009*
2-5 Years 27 67.63 11.462

6-9 Years 20 53.13 11.462

10+ Years 30 44.67 11.462

Year N
Mean 
Rank

Chi-
Squared p

ALE 0-1 Year 26 44.00 4.450

0.217
2-5 Years 27 60.67 4.450

6-9 Years 20 48.98 4.450

10+ Years 30 53.13 4.450

ECA 0-1 Year 26 45.31 6.335

0.096
2-5 Years 27 57.50 6.335

6-9 Years 20 62.95 6.335

10+ Years 30 45.55 6.335

EUA 0-1 Year 26 35.50 18.767

< 
0.001*

2-5 Years 27 62.76 18.767

6-9 Years 20 68.28 18.767

10+ Years 30 45.77 18.767

INSO 0-1 Year 26 56.75 2.623

0.454
2-5 Years 27 44.39 2.623

6-9 Years 20 53.98 2.623

10+ Years 30 53.42 2.623

PE 0-1 Year 26 44.67 6.215

0.102
2-5 Years 27 45.37 6.215

6-9 Years 20 56.83 6.215

10+ Years 30 61.10 6.215

AMTB2 0-1 Year 26 48.06 2.998

0.392
2-5 Years 27 46.74 2.998

6-9 Years 20 53.78 2.998

10+ Years 30 58.97 2.998

*p≤0.05; INT (Integrative Orientation); ALC (Attitudes To-
ward the Learning Community); IFL (Interest in Foreign 
Language); ETE (English Teacher Evaluation); ECE (English 
Class Evaluation); MI (Motivational Intensity); D (Desire to 
Learn English); ALE (Attitude Towards Learning Situation); 
ECA (English Class Anxiety); EUA (English Use Anxiety); INSO 
(Instrumental Orientation); PE (Parental Encouragement); 
AMTB 2 (Attitude and Motivation Test Battery, Second Part)

In terms of the Desire to Learn English (D) scale, 
there was a large difference between the groups (χ² = 
11.462, p = 0.009). The post-hoc tests revealed that the 
two to five years of English learning group expressed 
the highest desire to learn English (Mean Rank = 67.63, 
Mean = 3.81), which was significantly higher than both 
the zero to one years (Mean = 3.46, p = 0.028) and the 
ten years plus group (Mean = 3.46, p = 0.020).
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This suggests that motivation is often highest in 
the early- intermediate stages of learning, possibly 
due to developing language skills, and a helping 
of confidence. However, it decreases slightly for 
beginners who may still be adjusting to the effort 
required during language learning  and for more 
extreme learners  possibly the slower progress, 
or there is no longer the excitement of starting 
something new.

While the differences in Attitude Toward the 
Learning Situation (ALE) were not statistically signifi-
cant with (χ² = 4.450, p = 0.217), there were observ-
able status trends by groups, based on time learning 
English and participation. The students learning En-
glish for 2-5 years had the highest average mean rank 
(60.67), which suggested these students may have 
the most consistent, positive attitude towards their 
learning situation. Those students who indicated 
learning English for 0-1 year had the lowest average 
mean ranks (44.00), likely as a consequence of their 
inexperience and adaptation to these language learn-
ing situations. Students that have learned English for 
10+ years (Mean Rank = 53.13) and 6-9 years (Mean 
Rank = 48.98) had moderately positive attitudes, 
which suggested they might have somewhat stable 
and positive appraisals of the classroom situations 
based on their experience with language use.

In the case of Motivational Intensity (MI), no 
significant difference was found among the different 
learning duration groups (χ² = 2.095, p = 0.553). 
However, some variation in rankings points to 
meaningful trends. The highest MI mean rank was 
recorded by students in the 2–5 years group (Mean 
Rank = 57.04), followed by those in the 0–1 year 
group (Mean Rank = 54.08) and 6–9 years (Mean Rank 
= 51.40). Generally, the group with 10 or more years 
of English learning had the lowest mean rank (46.07). 
This could indicate that, due to the prolonged time 
studying, there is a potential for decreased continued 
effort.

Overall the AMTB2 scores, which encompass 
general motivation and attitude, was highest for the 
10+ years group (Mean Rank = 58.97) thus, learners 
who have been engaged for longer may have more 
stable and possibly more internalized motivations 
or more stable forms of motivation in the form of 
internalized individual motivations.

Discussions
This study aimed to explore motivational differences 
among Turkish EFL preparatory class students by 
examining factors such as faculty type, high school 
background, and duration of English learning. The 
results obtained through the Attitude/Motivation 
Test Battery (AMTB) revealed variations in integrative 
and instrumental orientation, motivational intensity, 
desire to learn, based on students’ demographic and 
academic characteristics. Although Gardner’s (2004) 
Attitude/ Motivation Test Battery has subscales, this 
study mainly focused on on Motivational intensity and 
the research questions were answered accordingly.

These findings offer insight into how student 
profiles affect language learning motivation and how 
they align or contrast with previous national and 
international research.

In terms of faculty differences, students in 
the Engineering and Economics and Administrative 
Sciences faculties had the highest composite scores, 
suggesting stronger motivation toward learning 
English. This finding is consistent with studies by 
Kormos and Csizér (2008) and Karahan (2007), which 
showed that students in more globally-oriented 
disciplines often display heightened instrumental 
motivation due to the professional utility of English. 
Engineering students in particular may associate 
English proficiency with international mobility and 
access to scientific literature, which reinforces their 
motivation.

Similarly, Demir (2022) found that students from 
faculties with international curriculum exposure 
or English-medium instruction tend to have a more 
positive attitude and stronger desire to learn English. 
In contrast, the findings of this study align with 
those of Belli (2018), who highlighted that students 
in more locally oriented disciplines, such as Science 
and Letters, often perceive English as less relevant 
to their academic or professional goals. As a result, 
these students may be less motivated than those 
students studying in international-oriented academic 
programs

With regard to background information, the 
results indicated motivation was higher for students 
enrolled in Anatolian or Science level schools. than 
students enrolled in Technical or Religious Vocational 
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High Schools. These findings correspond to Genc and 
Aydın (2017), who noted stronger preparatory English 
programs, better exposure to communicative modes 
of learning, and much greater university aspirations 
aided motivation, particularly instrumental and 
academic motives.

While the current study lends support to the 
prominent role of school quality and curriculum in 
regards to motivation, motivation apart from these 
school factors, can also be related to classroom level 
factors such as classroom interaction, and affective 
factors such as speaking anxiety.

For instance, Yalçın and İnceçay (2014) 
investigated speaking anxiety among ELT freshmen 
and emphasized the importance of classroom 
practices like group work and spontaneous speaking 
activities in reducing anxiety. Their findings imply 
that beyond institutional factors like school type, 
motivational differences may also stem from how 
language instruction is delivered and experienced by 
learners in classroom settings.

According to results for English learning duration, 
motivation levels peaked among students who had 
studied English for 2–5 years, particularly in Desire 
to Learn English (D) and Attitudes Toward Learning 
Environment (ALE). This suggests that students in this 
range may be in the “optimistic and engaged” stage 
of language learning, where early mastery boosts 
confidence and vision. Interestingly, students with 10+ 
years of English learning had high overall motivation 
(AMTB2) but showed lower motivational intensity, 
indicating possible plateauing or burnout. This result 
is partly consistent with Gardner and MacIntyre 
(1993), who suggested that long-term learners often 
experience reduced novelty and excitement, despite 
developing stable motivation.

In contrast, MacIntyre and Charos (1996) 
emphasized that longer exposure often correlates with 
stronger self-efficacy and language retention. The 
mixed results in our study—peak desire in mid-range 
learners and stability in long-term learners—highlight 
the non-linear nature of motivational development, 
echoing Dörnyei’s (2009) L2 Motivational Self System, 
where learners’ self-image and identity as future 
English users drive sustained commitment over time.

The results revealed a clear dominance of 
instrumental motivation across all student groups, 

with high mean scores in instrumental orientation 
(INSO), desire to learn English (D), and attitudes 
toward learning (ALE). These findings are in line with 
global research, including Masgoret and Gardner’s 
(2003) meta-analysis, which found that EFL learners 
in non-English-speaking countries often prioritize 
practical goals such as academic success, exams, and 
job opportunities over cultural or communicative 
integration.

This is especially true in Turkey, as supported 
by Demir (2022) and Karahan (2007), who reported 
that Turkish learners frequently associate English 
with career progression and university entrance 
exams. In contrast, studies by Gardner and Lambert 
(1959) and Yashima (2002) argue that integrative 
motivation which is the desire to connect with the 
target language community is essential for long-
term learning success. While integrative scores in 
our study were moderate, the overall trend reaffirms 
that Turkish students view English more as a tool for 
advancement than as a means of cultural affiliation.

Although integrative motivation was not the 
strongest dimension in the results, some subgroups 
particularly those with longer exposure to English 
showed higher integrativeness and positive attitudes 
toward English-speaking communities. This supports 
beliefs that increased exposure yields more 
intercultural openness (Tsai, 2012; Çelik & Erbay 
Çetinkaya, 2020). Tsai and Çelik & Erbay Çetinkaya’s 
data reveals teaching materials, teachers’ attitudes, 
and curricular planning which promoted intercultural 
awareness can actively develop integrative 
motivation, including within EFL settings that value 
exam scores over personal growth.

Moreover, Prodromou (1992) criticized 
conventional ELT materials for presenting unrealistic 
cultural models, which may alienate learners. Our 
findings indirectly support this concern, as students 
with limited cultural exposure showed lower 
integrative motivation. Incorporating World Englishes, 
local-global comparisons, and culturally reflective 
tasks could potentially elevate the integrative 
dimension among Turkish EFL students.

To conclude, this study found that Turkish 
EFL prep-class students are highly instrumentally 
motivated, especially those in technical and 
international faculties or from academically oriented 
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high schools. While integrative motivation remains 
moderate, it appears stronger among students with 
longer language learning history. These results are 
broadly aligned with global trends in EFL motivation 
but also reflect unique national patterns influenced 
by the Turkish education system, exam culture, and 
institutional focus.

To enhance student motivation sustainably, 
curriculum designers and instructors should integrate 
culturally responsive pedagogy, support learners’ 
future L2 self-development, and ensure that both 
instrumental goals and intercultural vision are 
fostered in parallel. As motivation is deeply shaped 
by identity, vision, and context, a nuanced and 
differentiated approach is essential for long-term 
success in EFL learning in Turkey.

Conclusion
The goal of this study was to examine the motivational 
orientations of Turkish EFL (English as a Foreign 
Language) preparatory class students, using a range 
of learner characteristics, including college faculty, 
type of high school graduation, and length of time 
learning English. Based on an Attitude/Motivation 
Test Battery (AMTB) the study was really able to 
present a multi-dimensional profile of the students’ 
attitudes and orientations toward learning English 
and the motivational and affective variables involved. 
On average, the participants also reported relatively 
high levels of motivation to learn English and helped 
ensure that their motivation was articulated as very 
strongly the learners’ instrumental orientations and 
integrativeness motivation. More importantly, the 
participants overall reported high motivation to learn 
English and high level motivation towards English 
learning environments. The range of motivational 
variables to consider where the greatest scores 
occurred were in the area of anxiety, which was higher 
than expected and it could be considered moderate 
and it could suggest that an affective barrier may still 
be in play and that its possible students may still have 
their success impacted negatively in EFL (English 
as a Foreign Language). Looking at the topic of 
motivation using type of motivation as a foundation, 
and then by type of high school graduation subject 
matter, students that graduated from science and 

Anatolian high school were considerably more 
to learn English, having prior high means in both 
integrative, instrumental orientations and parental 
support in their learning of English. Whereas students 
graduating from General and Vocational high school 
have experienced learning English with much less 
motivation, this presents a directed attention issue 
regarding learner engagement, and the amount of 
support students received to make the transition to 
college learning.

Finally, in terms of faculty differences, the 
Engineering and Economics and Administrative 
Sciences participants had the highest total motivations 
to learn English, the strongest effort, and the most 
positive attitudes toward participating in English 
learning. They likely regard English as important to 
their academic progression, career mobility, and 
access to international resources. Their motivation 
profiles also revealed high scores for each of the salient 
dimensions of AMTB: instrumental orientation, desire 
to learn, and motivational intensity. For participants 
in the Architecture faculty, they had lower amounts 
of classroom engagement but had a strong desire to 
improve their English skills. So, there is indicative of 
a motivation discrepancy where internalization of 
inclination does not always end in behavior on the part 
of the architecture students. These variables indicate 
the architecture students were not indifferent, but 
may have context or psycho-social constraints that 
influenced their ability to consistently bring forth 
effort and persistence of language learning, with 
their profiles indicitive of the inconsistent motivation 
referenced, with indications of stronger intention 
but less follow-through - indicative of the need 
for supportive instructional strategies to promote 
engagement and sustained English learning.

It is not surprising that the students in the Science 
and Letters faculties had the lowest total motivation 
scores across the AMTB sub-scales. This is in keeping 
with a considerable body of research showing that 
learners from local/more localized or non-interna-
tionalized disciplines (e.g., nurse practitioners) often 
do simply not see English as being relevant to their 
academic or professional objectives. The implications 
of these findings point to potential for pedagogical re-
form and curriculum innovation, mainly for the more 
localized disciplines in which students might not first 
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realize the ‘practical and cultural value’ of learning 
English. Focusing on the discipline-relevant content 
of English and highlighting the global relevance of 
English across many disciplines may contribute to in-
creased motivations for these groups.

With respect to learning history of English, 
students who had been learning for 2-5 years, 
expressed the highest motivation to learn English 
and had overwhelmingly positive attitudes toward 
engaging in learning. This trend can be explained by 
some of the language learning phenomena related to 
confidence development, identity development, and 
sense of accomplishment associated with learning 
in the very early to intermediate stages of learning 
a second language. Importance, desire to learn, 
and intesity are all tied, which is what students 
who have been learning English for over 10 years 
reported as the highest AMTB2 type ranks of any of 
the groups. But lower than the intermediate students 
for importance and intensity. This may denote that 
motivation is present and is in a more stable type 
of more solidified form through experience overtime, 
with language experience and some sense of 
identity and disposition fluctuations and variability 
present through time and over a variety of learning  
contexts.

Although the Kruskal-Wallis tests produced 
very few statistically significant differences across 
faculties or levels for the motivational scores some 
interesting trends worth noting when thinking 
about learning history in relation to redesigning 
curriculum and instruction. The Engineering group 
had the highest motivational intensity in this study 
and the Economics group not only had the highest 
AMTB2 rank, but is also typically referenced having 
the highest interpretations of student motivation 
of all university students. The Science High School 
graduates in the study had the highest motivational 
rank, although they also had very levels of anxiety in 
their English learning. This data indicated that English 
learner students appear to have a significant amount 
of internalism about learning or developing English, 
often in a context of performing pressure that looks 
like it is long term and extended.

A few statistically significant differences were 
found among the Motivation variables. The primary 
finding of this study was that there was a significant 

difference of learners’ Desire to Learn the English 
language, based on the number of years they studied 
English (p = 0.009). Learners who had 2-5 years’ 
English experience showed a significant higher Desire 
to Learn than learners with 0-1 years, and learners 
with more than 10 years.This finding indicates that 
motivation could peak in the intermediate learning 
stage, when a learner perceives a real and concrete 
change in their English ability, and begins to build an 
emotional association with English. That is, beginning 
to form a language identity.

This finding is in accord with some motivational 
theories that point out that early stage learners often 
have a lack of self-belief or confidence, and long-term 
learners experience fatigue or plateau effects. This 
suggests that teachers must provide students at both 
of these stages with appropriate instructional support 
to lift their motivation in EFL learning contexts. When 
students begin to make progress, and the teachers 
relate their English language use to meaningful goals, 
it is likely to be valued along with the affective 
constructs relevant to motivation.

While most of the differences across motivation 
profiles were not significant, the patterns identified 
have meaning to educational practice. The data 
from this study indicates a need to differentiate 
pedagogy about students’ educational history, 
faculty, and experience learning English. Influencing 
learner motivation and thus increasing the likelihood 
of positive attitudes towards English learning, and 
increased engagement, may require teachers to be 
mindful of the motivational characteristics of the 
different groups of learners, irrespective of their 
exposure to the English language or their academic 
experience.

Future research should build on the findings of 
this study by ensuring that a larger and more widely 
dispersed sample is used and qualitative data is 
included to find out wholesale real reasons behind 
the motivational patterns. This could also result in 
more inclusive and fitted teaching strategies being 
developed in Turkish EFL classrooms.

Ethical Issues
All participants were informed about the nature of the 
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