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ABSTRACT 

Speaking English is doubtless essential nowadays since it is a globally recognized language in 

almost all fields. Thus, if we want EFL learners to be fluent and good at speaking, we should 

first motivate them, and we believe that students will be motivated to speak through 

interaction; so, we focused on the oral corrective feedback. Several researchers suggested 

many variables that can be a potential solution to the issue at hand. This research sheds the 

light on oral corrective feedback (OCF) as a form of classroom interaction and investigates its 

relationship with the learners’ motivation to speak. To this end, a correlational design was 

employed to examine our research hypothesis, which claims that there is a positive 

relationship between learners’ attitudes towards oral corrective feedback and their motivation 

to speak. The sample of the study consists of 50 students at their second year, from the 

department of English at Larbi Ben M’hidi University. An Attitude Questionnaire and an 

Attitude/Motivation Test Battery (AMTB) were administered to the subjects being targeted. 

After gathering the data, SPSS was used as software to analyze them. The results reveal that 

there is a weak positive relationship between learners’ attitudes towards oral corrective 

feedback and their motivation to speak. By way of explanation, when teachers give their 

feedback, students will be motivated to speak. Therefore, the first research hypothesis was 

confirmed. The two other research hypotheses were not approved. The research ends up with 

some pedagogical implications for EFL learners and teachers to flourish and evolve in their 

learning /teaching process, as well as pointing out the limitations encountered during the 

completion of this work. 

Key words: oral corrective feedback (OCF), motivation, speaking. 
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General Introduction 

Foreign language and second language pedagogy have never ignored the highly 

importance of the language skills, particularly the speaking one which, they admit, deserves 

much attention since the era is highly dominated by the tendency of communication. The 

latter has led to a compulsory much learning of the skill of speaking, a fact which enables the 

learners to communicate more and more freely and attempt to reach a better oral achievement. 

Within this context, Bygate, (1987, p. 1) holds that: 

Speaking is the vehicle par excellence of social solidarity, of social ranking, of 

professional advancement and of business .It is also the medium through which much 

language is learnt, and which for many is particularly conductive for learning. Perhaps, 

then, the teaching of speaking merits more thought. (p. 1) 

Corrective feedback is a highly complex instructional and interactive phenomenon that 

manifests cognitive, social and psychological dimensions (Ellis, 2009a). Most researchers 

acknowledge the cognitive contribution corrective feedback can make due to its facilitative 

role in L2 learning, (Ellis 2009a; Ayedh & Khaled, 2011). Second language pedagogy has 

highlighted the importance of positive feedback or reinforcement in providing effective 

support to the learner by stimulating motivation to continue learning (Ellis, 2009a). 

Motivation depends on the social interaction between the teacher and the learner. To be 

able to create an effective learning environment and highly motivated students necessitate 

strong interpersonal and social interaction. According to Cooper & McIntyre (1998), if it is 

accepted that learning is claimed to be dependent on certain types of interpersonal and social 

interaction, it follows that circumstances that make these forms of interaction desirable or, at 

least, congenial become a necessary prerequisite of effective learning. It can also be said that 

the appropriate forms of interaction help the learner solve his or her problems in the learning 

process. Motivation determines the extent of active, personal involvement in L2 learning. 

Research shows that motivation directly influences how often students use L2 learning 

strategies, how much students interact with native speakers, and how long they persevere and 

maintain L2 skills after language study is over (Oxford & Shearin, 1994). 

1. Statement of the Problem 

As the process of learning and the application of the oral skills of English are so closely 

related, classroom should be a place where the use of spoken language is sensitively 

supported since it enables students to make connections between what they know and what 
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they are learning. Speaking amongst the other foreign language skills (listening, reading and 

writing) seems intuitively the most important one; according to (Ur, 1984): "Many if not most 

foreign language learners are interested in learning to speak"(p. 120). 

Speaking is therefore a skill which deserves much attention, just like or more than the 

others in both first and second languages. Thus, speaking in EFL and ESL classrooms plays a 

great role for the learners’ good oral achievement; the purpose behind it is to be able to 

communicate and have no constraint to reach native speaking-like level. Yet, not all students 

can achieve such goal since the majority of these EFL/ESL learners find difficulties for 

developing their capacities in speaking. Most of the time in language classrooms, students do 

not want to speak for a number of reasons, including the fear of making errors, feeling 

embarrassed in case their peers laugh at their mistakes, low self-esteem and confidence, lack 

of vocabulary and fluency, setting unrealistic goals, such as being as good as a native speaker, 

negative self-perceptions of language competence, and teachers’ negative demeanor and 

attitude. These and other reasons make, therefore, students reluctant to speak in the classroom 

in addition to the lack of motivation which seems to be the biggest issue when it comes to be 

almost inexistent. Students’ lack of motivation in the classroom means, in other words, the 

absence of interaction between the major protagonists that are the teacher and the learner; 

students’ reluctance of speaking therefore is very probably the outcome of such attitudes on 

the part of the student(s). 

To bring the student’s motivation for speaking and change his/her negative 

attitudes/behaviour (fear, anxiety or embarrassment), one can venture to say that oral 

corrective feedback seems to be an appropriate strategy to adopt so as to boost once for all the 

learner’s speaking abilities. Hence, one might objectively ask whether there is a relationship 

between EFL learners’ attitudes towards oral corrective feedback and their motivation to 

speak. A second wondering would be to investigate the nature of this relationship.  

2. Aim of the Study 

This study aims at investigating the relationship between EFL learners’ attitudes 

towards oral corrective feedback and their motivation to speak. In other words determining 

whether there is a relation between teachers responses to the learners’ errors of making them 

interacting in the classroom by means making them more motivated. 
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3. Research Questions and Hypotheses 

a. Research Questions       

For the sake of conducting this investigation and providing a baseline date, the 

following questions need to be investigated: 

The main questions: 

1. Is there a relationship between EFL learners’ attitudes towards oral corrective 

feedback and their motivation to speak? 

2. If there is a relationship between the two variables, then what is the nature of this 

relationship? 

The sub- questions: 

1. What are the learners’ attitudes towards oral corrective feedback? 

2. Are learners motivated to speak in the classroom? 

b. Research Hypotheses 

Based on the research questions, we hypothesize that: 

1. There is a positive relationship between learners’ attitudes towards oral corrective 

feedback and their motivation to speak. 

2. There is a negative relationship between learners’ attitudes towards oral corrective 

feedback and their motivation to speak. 

3. There is no correlation between learners’ attitudes towards oral corrective feedback 

and their motivation to speak. 

4. Research Methodology 

The nature of this study entails the use of a correlation research method in order to test 

the hypotheses, to answer the previous questions and to investigate the relationship between 

the two variables. In order to collect data, two questionnaires are administered to second year 

students of English at Larbi Ben M’hidi University. The choice of the method is based on the 

assumption that it is useful when dealing with large size samples and its results can be 

generalized. 

5. Population 

The population of the study is 193 second year EFL learners at Larbi Ben M’hidi 

University of academic year 2019-2020 
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6. Sample 

As larger sizes contribute to less error variance and better claims of representativeness, 

the sample size in this study is more than the one fifth of the total number. 

7. Structure of the Dissertation 

The research is divided into two chapters. The first chapter is concerned with the 

theoretical aspect of the study whereas the second one deals with the practical aspect. Chapter 

one includes three sections. The first section focuses on oral corrective feedback while the 

second section is concerned with the factor of motivation. The last section tackles speaking. 

Chapter two deals with the analysis of the data collected from the students’ questionnaires, 

including some pedagogical implications and the limitations of the study as well as the 

general conclusion. 



 
 

Chapter One: Theoretical Background 

Section One: Oral Corrective Feedback 

Introduction 

1.1.1 Definition of Feedback  

1.1.2 Definition of Corrective Feedback  

1.1.3 Types of Corrective Feedback  

   1.1.3.1 Oral Corrective Feedback 

      1.1.3.1.1 Explicit Correction  

      1.1.3.1.2 Recast 

      1.1.3.1.3 Clarification Requests 

      1.1.3.1.4 Elicitation 

      1.1.3.1.5 Repetition 

      1.1.3.1.6 Metalinguistic Feedback  

      1.1.3.1.7 Translation  

   1.1.3.2 Written Corrective Feedback  

     1.1.3.2.1 Direct Corrective Feedback  

     1.1.3.2.2 Indirect Corrective Feedback  

1.1.4 Corrective Feedback and Error Treatment  

Conclusion 
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Introduction  

The process of teaching a foreign language is very complex. The teacher in the 

classroom tries to ease this process through different strategies such as, presenting, practicing 

and testing. Learners, in return, make conscious efforts to learn the language thoroughly, but 

these are not the only ways students learn a language in the classroom. They may absorb the 

language through many other strategies unconsciously like oral corrective feedback given by 

teachers. In fact, over the last few decades, the role and effectiveness of corrective feedback 

in classroom settings have been extensively debated in both SLA research and language 

pedagogy, becoming a highly controversial issue, with arguments both for and against 

providing feedback. Therefore, the present work aims at helping the EFL teachers in how and 

when to provide the oral corrective feedback in order to make their learners efficient users of 

the English language. 

The theoretical part in its first section tackles the issue of corrective feedback with 

emphasis on the oral one, being the first variable of the research. Here, the information 

provided concerns definition of feedback, types of feedback, and corrective feedback and 

error treatment. 
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1.1.1. Definition of Feedback   

In EFL instruction, teachers cannot teach their students a target language without 

providing them with feedback. This latter informs whether those students have understood the 

new topic or not. Teachers should let each student know which areas of study they are doing 

well on, and which ones they still need to make more efforts. So, feedback is an important 

component in EFL teaching and learning. The definition of the term feedback may differ from 

one field to another. According to the Cambridge dictionary, feedback is ‘‘reaction to 

a process or activity, or the information obtained from such a reaction’’, but in Oxford 

Learners Dictionaries, feedback is defined as ‘‘advice, criticism, or information about how 

good or useful something or someone's work is ’’. In the field of English language teaching 

and learning, Tsui (1995) defined feedback as ‘‘one element of the classroom interaction that 

comes after the teacher’s questioning and the responses of the students’’. 

Accordingly, Ur (1991) mentioned that ‘‘Feedback is information that is given to the 

learner about his or her performance of learning task, usually with the objective of improving 

this performance’’ (p. 242). For Ur (1991, p. 242), feedback has two main components: 

assessment and correction. In assessment, the learner is told about his or her performance how 

good or bad he did. In correction, aspects of the learner’s performance are provided with some 

specific information. According to Ur (1991, p. 242-243) ,it is possible to give assessment 

without correcting, but if the teacher gives just an assessment without correcting, the learner 

will not be aware of what the teacher means. This leads us to talk about corrective feedback. 

1.1.2. Definition of Corrective Feedback  

 Corrective feedback is a form of performance feedback used to improve students’ 

achievement. Teachers provide feedback to students to reinforce expectations and to correct 

students’ errors during lessons. Lightbown and Spada (1999) define corrective feedback as: 

Any indication to the learners that their use of the target language is incorrect. This 

includes various responses that the learners receive. When a language learner says, ‘He 

go to school every day’, corrective feedback can be explicit, for example, ‘no, you 

should say goes, not go’ or implicit ‘yes he goes to school every day’, and may or may 

not include metalinguistic information, for example, ‘Don’t forget to make the verb 

agree with the subject’. (p. 171-172) 

It is meant by that the teachers’ comments and correction of the students’ errors is 

called corrective feedback and it can be done in many ways, explicitly or implicitly. 

Corrective feedback is defined by Ellis (2009) as:  

https://dictionary.cambridge.org/fr/dictionnaire/anglais/reaction
https://dictionary.cambridge.org/fr/dictionnaire/anglais/process
https://dictionary.cambridge.org/fr/dictionnaire/anglais/activity
https://dictionary.cambridge.org/fr/dictionnaire/anglais/information
https://dictionary.cambridge.org/fr/dictionnaire/anglais/obtain
https://dictionary.cambridge.org/fr/dictionnaire/anglais/reaction
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Taking a form of responses to learner utterances containing an error. The responses are 

other-initiated repairs and can consist of:(1) an indication that an error has been 

committed, (2) provision of the correct target language form, (3) metalinguistic 

information about the nature of an error, or (4) any combination of these.(p. 3) 

Here, Ellis specifies the nature of responses the teacher gives when the learner commits 

an error by indicating the error, providing the correction, giving information about the error 

committed, or even combining them. 

1.1.3. Types of Corrective Feedback 

 The classifications below are made based on the collaboration of many researchers 

work; the following ones are the agreed upon types: 

1.1.3.1. Oral Corrective Feedback 

Ellis (2015) suggested seven strategies or types of oral corrective feedback. 

1.1.3.1.1. Explicit Correction   

It refers to the indication that the learners explicitly commit an errors at the same time 

the teacher provides the correction of the utterance in the target language .For example, the 

student may say “she feel fine and the teacher may simply respond “no, it is wrong you have 

to say she feels fine;”this strategy of correction is generally used with low level students, 

since they cannot find the correct form alone. 

1.1.3.1.2. Recast 

This refers to the teacher reformulation of the learners’ utterance with correcting 

implicitly the error like saying: you mean …or you should say … correcting the error without 

highlighting it. 

1.1.3.1.3. Clarification Requests 

Here, the teacher asks for a learners’ clarification by giving a request, i.e. the teacher 

indicates the massage which has not been understood, for instance saying “"Excuse me?" or "I 

don't understand"; clarification requests usually used to give the learner a chance to correct 

the error by himself. 

1.1.3.1.4. Elicitation 

According to Panova & Lyster (2002), 

Elicitation is a correction technique that prompts the learner to self-correct and may be 

accomplished in one of the three following ways during face-to-face interaction. The 

second one is through the use of open questions. For example, the student may say: 

“She have a car”, the teacher may respond: “She….?” The last strategy is the most 
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implicit with the use of strategic pauses which allows learners to complete their 

utterance. (P. 6) 

In this strategy, the teacher tragically makes pauses in order to allow the student to fill 

in the gap as it were, or he uses questions to elicit correct forms. In both ways, the teacher 

does not provide the correct forms. 

1.1.3.1.5. Repetition 

In this type of feedback, the utterance is repeated by the teacher several times by 

highlighting the error. The teacher tries to adjust his/her intonation in a way to highlight the 

error. So, he can catch the student’s attention to the error. 

1.1.3.1.6. Metalinguistic Feedback 

In this type of oral corrective feedback, the teacher tries to make the learner conscious 

of his/her error by asking questions or giving information concerning it, in order to help 

him/her correct it by himself/herself. 

1.1.3.1.7. Translation 

 Panova and Lyster called this type of oral corrective feedback translation, but Ellis 

called it Confirmation check, and they both argued that it is similar to recast; nevertheless, 

there is a relevant difference between the two. It can be seen as a feedback more when it 

follows a student’s unsolicited uses of the L1. 

1.1.3.2. Written Corrective Feedback 

Written Corrective Feedback (WCF), which is also called error correction or grammar 

correction, refers to the “correction of grammatical errors for the purpose of improving a 

student’s ability to write accurately” (Truscott, 1996, p. 329). Written corrective feedback is 

categorized into two types: 

1.1.3.2.1. Direct Corrective Feedback 

Direct WCF is defined by Bitchener & Knoch (2010) as: 

Provides some form of explicit correction of linguistic form or structure above or near 

the linguistic error. It may consist of the crossing out of an unnecessary 

word/phase/morpheme, the insertion of a missing word/phrase/ morpheme, and the 

provision of the correct form or structure. (p. 209) 

The teacher provides the student with the correct form with a red pen over the incorrect 

forms given by students. This type of feedback is generally used when learners make complex 

errors to provide them with sufficient information and to correct such errors. 
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1.1.3.2.2. Indirect Corrective Feedback  

     Indirect WCF refers to “indicates that in some way an error has been made but it does not 

provide a correction” (Bitchener & Knoch, 2010, p. 209). It is used by teachers who believe 

that learners should monitor their own errors to correct by themselves, so the teacher here 

indicates that an error exists but does not provide the correction. 

1.1.4. Corrective Feedback and Error Treatment 

Error treatment is a process where teachers respond to learners'  errors made in the 

course of learning a second language, knowing the source of these errors, and how to deal 

with them. 

Before all, there must be a distinction between an Error and a Mistake. Brown (2000, p. 

157; cited in Zamouche, 2013) defines a mistake as ‘‘A performance error that is either a 

random guess, a slip that is a failure to utilize a known system’’. Brown means that a mistake 

is a deviation in the speakers’ language that occurs when the speakers, although familiar with 

the rule, fail to perform despite their competence. On the other hand, errors ‘‘reflect gaps in a 

learner’s knowledge. They occur because the learner does not know what is correct’’ Ellis 

(1997, p. 17; cited in Zamouche, 2013). So, an error is defined as a deviation resulting from 

ignorance of the rule. With this in mind, making errors can be regarded as an inherent 

phenomenon in language production. 

In the last few decades, second language acquisition and language pedagogy researchers 

were really interested in proving the role and effectiveness of error treatment in the classroom. 

Some of them were with correcting the errors; others were against, which makes the error 

treatment a very controversial issue with arguments from both sides.  Most research studies 

advocate the effectiveness of corrective feedback in classroom settings(e.g. Ellis, 2006, 2007; 

Bitchener, 2008; Ellis, et al., 2008; Ellis, 2009a; Lyster & Saito, 2010; Bitchener & Knoch 

2010; Ellis 2010, 2011; Farrokhi & Sattarpour 2012; Lyster, et al., 2013; Rassaei 2013; 

Erlam, et al., 2013; Lee, 2013). According to UR (1991), “An error in the classroom is 

commonly understood as something that is rejected by the teacher because it is wrong or 

inappropriate” (p. 43). 

However, research literature has also revealed different positions or opinions against 

error treatment. Several scholars have believed that feedback on errors should be avoided 

because it can have potentially negative effects on learners´ affect and, consequently, on L2 

learning (Krashen 1982; Schwartz 1993; Truscott 1999). These scholars have not only 

defended the idea the errors should not be treated, but they emphasized damage that could 

cause them. According to Krashen (1982), “corrective feedback has the immediate effect of 

https://en.wikipedia.org/wiki/Speech_error


10 
 

putting the student on the defensive” (p. 75). Truscott (1999, p. 441) also believed that 

feedback on error does not actually work because corrective feedback may cause 

“embarrassment, anger, inhibition, and feelings of inferiority” among learners. 

 All in all, the correction of errors is sometimes necessary and positive because it could 

improve learners’ linguistic and communicative competence. But some other times, it has a 

negative effect, because focusing too much on what learners say rather than on how they say it 

can be dangerous. In this context, the outcome depends on the nature of the correction or 

feedback given by the teacher. Positive feedback or reinforcement is obviously something that 

is very important to the students. In fact, learners need to constantly feel encouraged to keep 

on learning. In contrast, negative evidence provided through corrective feedback may, at 

times, seriously damage learners´ feelings and attitudes (Martínez, 2006). 

Conclusion  

To conclude, oral corrective feedback is definitely needed at some point in the learning 

process to a lesser or a wider extent. Providing learners with OCF might motivate them 

depending on the way teachers deliver the correction of the errors. Oral corrective feedback is 

a very important concept that teachers should know how and when they have to use in order 

to encourage students to take risks and be confident to speak freely to develop their learning 

steps which, in turn, are the main goal of language teaching and learning. 
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Introduction 

Many believe that motivation to learn is the key to successful language learning, but it is 

a factor which varies from one student to another in the English classroom.  One of the most 

complicated problems of second or foreign languages learning and teaching has been to define 

and apply the construct of motivation in the classroom. Motivation is a concept without 

physical reality; we cannot see motivation; we see effort, interest, attitude and desire. For 

speaking, it is important, first to give competence and then performance. Competence is more 

likely to the extent a communicator is motivated to be so. Motivation is the extent to which a 

communicator is drawn towards or pushed away from communicating competently in a given 

context then performed, which means that when students are communicating competently  

then the concept of motivation is realized. 

 The second section of the first chapter deals with motivation being the second variable 

of the research, shedding  light on definition of motivation, types of motivation, motivation 

theories, importance of motivation in the classroom, teachers’ oral Corrective Feedback and 

Motivation,  and finally Correction techniques to increase motivation in the classroom. 

1.2.1. Definition of Motivation 

Motivation is a major factor to succeed in language learning; it is also an important 

contributor to language achievement in terms of linguistic outcomes, which traditionally 

embrace the knowledge structure of the language, i.e. vocabulary, grammar and pronunciation 

and the four basic skills of the language (listening, reading, writing and especially speaking). 

It is considered goal directed and defined as “the combination of effort plus desire to achieve 

the goal of learning the language plus favorable attitudes toward learning the language” 

(Gardner, 1985, p. 10 cited in Xu 2008). It is also defined by Harmer (2001) as “some kind of 

internal drive which pushes someone to do things in order to achieve something” (p. 51). 

Harmer here refers to a psychological quality of being eager to achieve goals. Ellis (1994, p. 

715) considers motivation as the attempt which learners make for learning a second language 

because of “their need or desire to learn it”. From the previously stated definition, we 

conclude that to be motivated means to progress or to be in motion to do something, because 

motivation works as a stimulant for achieving a specific target. 

1.2.2. Types of Motivation 

On the whole, four types of motivation have been identified by psychologists; two of 

them are closely related to two famous Canadian psychologists, namely Gardner and Lambert 

(1972). These are instrumental and integrative motivations. 
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1.2.2.1. Instrumental Motivation  

If a person learns a language primarily for a purpose like getting a job or fulfilling an 

academic requirement, s/he is affected by instrumental motivation. "It is the learner’s interest 

in learning a language to reach a certain practical objective such as a better job, or a higher 

salary, or just passing an examination in school” Gardner and Lambert (1972, cited in Mahadi 

& Jafar, 2012 p. 232). In other words, instrumental motivation refers to the motivation to 

acquire a language as means of achieving goals such as promoting a career or job or reading 

technical texts. 

1.2.2.2. Integrative Motivation 

If a person wants to be integrated in a community, then s/he is affected by integrative 

motivation.  

A learner is integratively motivated when s/he learns a language because s/he wants to 

know more of the culture and values of the foreign language community, to make 

contact with the speakers of the languages, or to live in the country concerned. Gardner 

and Lambert (1972, cited in Mahadi & Jafar , 2012, p. 232).  

The researchers mean that to be integratively motivated is to learn the host language 

with the intention of participating in its people’s culture. 

           Students who don’t have instrumental or integrative motivation, in fact, will face 

problems and difficulties to learn and gain knowledge of the foreign or second language in the 

classroom and generally, learning the language would therefore be difficult for them (Cook, 

2000). 

In addition to the two afore mentioned types of motivation, the two remaining ones are:     

1.2.2.3. Intrinsic Motivation  

 Intrinsic motivation refers to the motivation which is originated inside a person. There 

is no reward except the activity itself. This means that the essence of motivated action that is, 

sense of autonomy and the desire is self-initiating and self-regulating. “Intrinsic motivation is 

an internal form of motivation” Frank (2010). It is the desire within a person to accomplish a 

certain goal for personal satisfaction. 

1.2.2.4. Extrinsic Motivation  

 Extrinsic motivation happens when external factors make the person do something and 

comes from an external source encouraging or fostering an individual to succeed .As viewed 

by Harmer (1991), extrinsic motivation is the result of any number of outside factors. 
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1.2.3. Factors Influencing Intrinsic and Extrinsic Motivation 

According to Harmer (1991), factors influencing students’ intrinsic motivation are 

physical conditions, teachers as well as their teaching methods. Physical conditions such as 

the lighting, the temperature, the acoustic, the lines of vision, the layout of desks, the facilities 

for displaying pictures or charts, materials and so on, have a great effect on learning. Other 

factors influencing students’ intrinsic motivation are teachers as well as their teaching 

methods. Pearse (2000) pointed out that teachers’ feedback mostly affects students’ learning 

motivation especially when they are aware of their students’ own progress. For teachers, the 

key to foster motivation and engagement in learning can lead to good teaching method as well 

as good teachers, both of which attract students a lot in their learning. 

Extrinsic motivation comes from such factors outside the classroom as parents, teachers, 

friends, or their previous learning, but most often involves subjects in a reward and 

punishment system. In Harmer’s (1991) view, parents’ expectations are significant to 

students’ school performance, their motivation and their academic achievements since they 

are generally associated with higher levels of educational attainment. Like parent factor, 

students’ peers also affect students’ attitudes toward the language learning outcomes since 

students may like learning the language when their peers like it. Furthermore, students’ 

previous learning experiences influence their present learning outcomes. 

1.2.4. Motivation Theories  

Motivation is considered one of the most powerful driving forces on learning (Slavin, 

2003). It has been agreed on the undeniable effects that motivation has in one’s language 

learning by many researchers. However, there was no agreement on a specific explanation of 

motivation theory. Each theory focused on a certain aspect of what motivation is and how it is 

preserved, even though they all focused on explaining motivation. 

1.2.4.1. The Behavioral Theory 

According to behaviorists, learning is a process of associating a stimulus with 

reinforcement. Explaining motivation in accordance with behavioral view was clearly stated 

by Brown as follow: 

From a behavioral perspective, motivation is seen in very matter of fact terms. It is quite 

simply the anticipation of reward. Driven to acquire positive reinforcement, and drive 

previous experiences of reward for behavior, we act accordingly to achieve further 

reinforcement. (2000, p. 16) 
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That is to say, the behaviorists view that students’ motivation is totally related to 

external factors which are rewards. The behavioral hypothesis basically focused on the impact 

of reinforcement on motivating students. Positive reinforcement is used to encourage the good 

behaviors by rewards, thus the individual becomes eager to act appropriately to receive as 

much as possible rewards. 

1.2.4.2. The Cognitive Theories 

Unlike the behaviorists who believed in the impact of stimulus and reinforcement on 

motivation, the cognitivists explain motivation in terms of the individual decisions based on 

their interpretation of the outside world. Individuals make decisions on their own in order to 

achieve the goals they traced. Dornyei (1994) claims: “Cognitive theories of motivation view 

motivation to be a function of a persons’ thought rather than of some instinct, need, drive, or 

state” (p.  276), which means that the individuals’ actions are not coming from some needs, 

desires or a state but from their own decision to be motivated and the brain is responsible not 

an external factor. In the same vein, Dornyei (1998) explains: “The cognitive theories focus 

on how the individuals’ conscious attitudes, thoughts, beliefs, and interpretations of events 

influence their behavior” (p. 8); that is to say, how mental processes are transformed into 

action. The cognitive theories include attribution theory, expectancy theory, and goal 

orientation theory. 

1.2.4.2.1. Attribution Theory 

The main idea of the attribution theory is that people combine the reason for their 

success or failure to external factors such as the chance or other people’s interference and also 

the unfavorable tasks…etc. In other words, this theory hypothesizes that the reasons to which 

individuals attribute their past successes or failures shape to a great extent their motivational 

disposition (Dörnyei, 2001). 

1.2.4.2.2. Expectancy Value Theory 

The expectancy theory, or the expectancy-value theory, was influenced by many 

cognitivists, (Piaget, 1972, 1990. Vygotsky, 1978 Dornyei 2001), mainly by the 1950’s. The 

main focus of this theory is “on the belief that people’s efforts to achieve depend on their 

expectations of reward” (Slavin, 2003, p. 325). That is, learners are motivated if they believe 

that there is a positive relation between efforts, performance and rewards. 

Hence, an individual will act in a certain way based on the expectation that the act will 

be followed by a given outcome and on the attractiveness of that outcome to the individual. 
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1.2.4.2.3. Goal Orientation Theory 

Goal orientation theory was developed in a classroom setting to explain students’ 

learning performance (Dörnyei & Ushioda, 2011). This theory deals with two main 

orientations that students use in their academic work. Mastery goals (also called learning 

goals) focus on gaining competence or mastering a new set of knowledge or skills while the 

Performance/normative goals (also called ego-involvement goals) focus on achieving 

normative-based standards, doing better than others, or doing well without a lot of effort. 

1.2.4.3. Humanistic Theories 

Humanistic psychologists like Abraham Maslow and Carl Rogers assume that every 

person has his own unique way of understanding the world. They stress the need for personal 

growth, placing a great deal of emphasis on the total learner. For humanists, to motivate 

means to look at the human as an entire individual who has many components and to make 

the links between these elements in order to understand human behaviors. Three theories fall 

under the umbrella of the “humanistic” theories of learning. These are: 

1.2.4.3.1. Maslow’s Hierarchy of Needs 

Maslow’s theory (1970) is based on the assumption that “all human beings, regardless 

of culture, have basic needs that can be arranged on a hierarchy according to prepotency or 

pressing drive for gratification” (Salkind, 2009, p. 633).He classified them in a hierarchy of 

five levels according to their importance from the basic ones (physiological needs) to the next 

needs in the highest levels. These levels are:  

- Physiological needs: sleep, thirst. 

- Safety needs: freedom from danger. 

-Love needs: acceptance from parents, teachers and peers. 

- Esteem needs: mastery experiences, confidence in ones’ ability. 

- Needs for self-actualization: creative, self-satisfaction or curiosity. 

Aggarwal (2011) stated that “the highest needs can be satisfied only after the lower 

needs are satisfied” (p. 124),which means that the student in not going to be motivated by any 

higher-level needs until the lower levels have been satisfied. In order to motivate learners, 

their lower need to be addressed first along with their higher needs, because if they come to 

school tired, hungry, feeling anxious or unaccepted, they will not be able to engage in lessons 

so that they overcome the intellectual difficulties and, therefore, become less creative. 
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Figure01. Maslow’s Hierarchy of Needs, Adapted from (Wikipedia) 

Figure 01shows the five levels of Maslow’s hierarchy of needs presented with as a 

pyramid with the more basic needs at the bottom. 

1.2.4.3.2. Alderfer’s Need Theory 

This theory is one of the need theories of motivation that was built on the shortcomings 

of Maslow’s hierarchy of needs. According to Arnolds and Boshoff (2002), Alderfer’s theory 

is based on the assumption that a man is motivated by three main groups of needs; these 

groups are classified from lowest level needs to highest level needs: existence, relatedness, 

and growth.  

- The existence needs include all the material and physiological desires (e.g., food, 

water, air, clothing, safety, physical love and affection), Maslow’s first two levels. 

- The relatedness needs encompass social and external esteem; relationships with 

significant others like family, friends, co-workers and employers. This also means to be 

recognized and feel secure as part of a group or family, Maslow's third and fourth 

levels. 

- The growth needs comprise internal esteem and self actualization; these impel a 

person to make creative or productive effects on himself and the environment (e.g., to 
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progress toward one's ideal self), Maslow's fourth and fifth levels. This includes desires 

to be creative and productive, and to complete meaningful tasks. 

 

Figure02. Alderfer’s Hierarchy of Needs, Adapted from (Wikipedia) 

Figure 02 shows the three levels of Alderfer’s hierarchy of needs relating them with 

Maslow’s hierarchy of needs. 

1.2.4.3.3. Self-Determination Theory (SDT) 

Self-determination theory was initially developed by Edward Deci and Richard Ryan 

(1985). It is based on the relationship between extrinsic and intrinsic motivation. It suggests 

that there are three main factors that encourage motivation and development: autonomy, 

competence, and relatedness. Autonomy incorporates student’s needs to feel free of the 

external factors that may constrain his behavior. Competence, however, is associated with the 

need to feel capable or skilful and relatedness which is the need for the feeling of being 

affiliated and engaged with others. In other words, the individual will be motivated to engage 

in a given activity if he feels that the three basic needs are satisfied. 

1.2.5. Importance of Motivation in the Classroom 

Motivation as one of the main factors in language learning in, general and EFL learners 

in particular, has always played a vital role for language among linguists, language teachers, 

researchers and syllabus designers in EFL settings over the world. Most teachers and 

researchers have widely accepted motivation as one of the key factors which influence the 

rate and success of second/foreign language learning. Gardner (2006, p. 241; cited in Norris, 
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2001) reports that “students with higher levels of motivation will do better than students with 

lower levels”. We understand that students’ achievement lessens when they are not motivated 

and that motivation guides learning. Dörnyei (2001) states: 

Most teachers and researchers would agree that it has a very important role in 

determining success or failure in any learning situation. My personal experience is that 

99 per cent of language learners who really want to learn a foreign language […] will be 

to master a reasonable working knowledge of it as a minimum regardless of their 

language aptitude. (p. 2) 

In this quotation, Dörnyei introduces an aspect related to the importance of motivation 

is language learning classrooms: motivation in concerned with the level of success or failure a 

learner experiences when learning a language depending on his/her motivation. This aspect is 

related to language achievement since, if the learner is motivated he/she is going to succeed. 

Actually, Dörnyei and Gardner are saying the same thing but in different words: motivation is 

responsible for the success or failure in learning a second language. 

In conclusion, motivation is the key for achieving language proficiency when learning a 

second or foreign language. Although there are other factors which can contribute as well, 

Motivation is the most relevant and determinant. 

1.2.6. Teachers’ Oral Corrective Feedback and Motivation 

Students need encouragement and support of their learning efforts to be motivated to 

learn, and teachers are the one element that can encourage them learning and that can be 

through the feedback given. Teachers’ feedback mostly affects students’ learning motivation 

especially when they are aware of their students’ own progress. For teachers, the key to foster 

motivation and engagement in learning can lead to good teaching methods as well as good 

teachers, both of which attract students a lot in their learning. 

Researchers have shown that the overcorrection of errors may discourage learners. 

Martinez (2006, p . 3) believes that excessive feedback on error can have a negative effect on 

motivation because if everything is corrected, students do not take risks and they do not want 

to speak until they are sure that everything is correct. Walker (1973) for instance, found in his 

study that students preferred not to be corrected for each speaking and writing error because 

this practice undermined their confidence and forced them to waste so much effort on details 

that they used to lose the overall ability to use language. 

There is no doubt that conversational interactions are very important; however, focusing 

too much on “what they say” rather than on “how they say it” can be dangerous, as it can be 

beneficial when focusing on “how it should be corrected by the teacher”. 
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Other researchers also worked on the positive influence that corrective feedback has in 

SLA like Levine (1975) who accounts for the positive effects on correction and talks in his 

book about the dangerous consequences of non correction. He analyzes the effects of non 

giving confirmation nor disconfirmation to the students´ guesses and accounts that if an error 

is not corrected, both the speaker and the rest of the class will consider it a right utterance to 

be learnt. 

Hence, the correction of errors is sometimes necessary and positive, but some other 

times, it has a negative effect. 

1.2.7. Correction Techniques to Increase Motivation in the Classroom 

With motivation being one of the key factors determining success in foreign/second 

language (L2) learning, strategies in motivating learners should be seen as an important aspect 

of the study of L2 motivation. Employing the appropriate strategies, teachers can encourage 

learners taking credits for their advances. Dornyei (2007, p. 134) presents some strategies 

teachers can use to increase students’ motivation and encourage their interaction in the 

classroom. These are the ones concerned with providing learners with motivational feedback. 

1.2.7.1 Tactful Feedback 

Corrective feedback should be given in a very positive way and a careful manner that 

avoids putting the learners in any kind of embarrassment, barring in mind students 

personalities and attitudes. In this sense, corrective feedback should be used tactfully and 

intelligently. Rowland and Birkett (1992, p. 37) suggest that when giving feedback about an 

individual’s performance, it is important to allow the person being evaluated to preserve 

dignity and self-respect. By placing an emphasis on aspects such as the conversation of self 

respect, one can ensure that the feedback will be perceived as being tactful; cited in 

Mutshinyani (2012, p. 13). Mutshinyani (2012, p. 11) added that motivational levels are likely 

to improve if the feedback is tactful in nature. 

1.2.7.2. Supportive Feedback 

In a language class learners need to take considerable risk even to produce relatively 

simple answers/statements because it is all too easy to make a mistake when you have to pay 

attention to pronunciation, intonation, grammar and content at the same time. Here the teacher 

is responsible for supporting the learner by focusing on what the learner can do and not on 

what he\she cannot. Students then feel comfortable taking risks because they know that they 

will not be embarrassed or criticized if they make an error. Martinez (2006, p. 3) suggests that 

‘‘we use motivating feedback by making our feedback informational rather than controlling; 
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giving positive competence feedback, pointing out the value of accomplishment; and not 

overreacting to errors’’. 

1.2.7.3. Humorous Feedback 

The main point about giving humorous feedback in the classroom is not so much about 

continuously cracking jokes but rather having a relaxed attitude about how seriously we take 

ourselves. Making the learner think that it is just a normal thing to make an error is something 

very important in increasing motivation not dealing with committing an error as the end of the 

world. It is all about creating a relaxing atmosphere for the learner. Hatziapostolou and 

Paraskakis (2010, p. 117) believe that: ‘‘humor can increase student motivation and attention 

and reduce stress’’ 

1.2.7.4. Implicit Corrective Feedback 

Direct or explicit correction of the learner’s error can be seen as a kind of a direct 

criticism or attack, which can make the student in this case not willing to speak or interact in 

the classroom again. As a strategy to motivate the learner, it would be better for the teacher to 

use implicit correction. ‘‘Learners sometimes find the criticism associated with corrective feedback 

difficult to handle, which makes them resist or reject the feedback process ’’ Ayadh and 

khaled (2011, cited in Martinez, 2013, p. 267). 

1.2.7.5. Un-correcting in Mid-Speech 

A very effective technique teachers have to take into consideration is not disturbing 

students in mid-speech, which means do not stop them to correct the error and wait until 

he/she completes the speech. ‘‘There are some situations where we might prefer not to correct 

a learner’s mistake: in fluency work, for example, when a learner is in mid-speech and to 

correct would disturb and discourage more than help ’’Ur (1991), a simple strategy as this one 

can prevent the teacher from making the student more stressed or embarrassed. 

 Conclusion  

In short, motivation is undoubtedly one of the most important constructs that grabs 

educational psychologists’ attention. Hence, a myriad of studies have been conducted to 

understand this complex concept. Yet, researchers still do not agree on one single definition 

of motivation although almost all of them agree that motivation is a determinant factor in the 

success or failure of any learning process. Apparently, the role that parents and teachers play 

is to encourage the student’s leaning English. The effect of those factors can be motivating or 

de-motivating for students’ learning. In fact, the teacher should follow the strategies to 

motivate the students to be better while acquiring English. He/she has to remember that all 
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students are different. Therefore, he/she has to vary his/her methods and techniques 

depending on his/her learners’ styles. 
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Introduction 

 Speaking seems to be the most important of the four language skills (listening, 

speaking, reading and writing) because people who know a language are usually referred to as 

speakers of that language (Ur, 1996). For that, it has been assumed that speaking is the core of 

communication. Students who study English as a foreign language (EFL) usually have limited 

opportunities to speak English outside the classroom. For this reason, it is the role of the 

teacher to offer them the chance and the atmosphere to talk and practice the language inside 

his classroom, using a variety of strategies one of which is providing the needed feedback in 

order to motivate them developing the ability to express themselves accurately and fluently. 

 The third section of the first chapter discusses the definition of speaking, and teaching 

speaking as a skill with its principles. Moreover, it sheds light on the speaking difficulties and 

the factors that cause these difficulties in details.  
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1.3.1. Definition of Speaking 

Speaking is the most difficult skill that the majority of EFL learners do not master, 

which makes them incompetent in communicating orally in English. For this reason, it has 

occupied an important and sensitive part during the history of language teaching. It has been 

defined differently by many researchers. According to Chaney and Burk (1998, p. 13), 

speaking is “the process of building and sharing meaning through the use of verbal or non-

verbal symbols in a variety of contexts”. Thornbury (2005), on the other hand, stated that 

“speaking is an activity in real life that is carried out by a speaker to carry out his/ her ideas to 

interact with listeners” (p.  20). Bashir et al. (2011) claim that “Speaking is a productive skill 

in the oral mode. It is like the other skills, is more complicated than it seems at first and 

involves more than just pronouncing words” (p.38), i.e.,; speaking may make the listener 

know more than spoken words, even the culture of those words and more than that. Brown 

(1994), Bruns and Joyce (1997) as cited in Florez (1999, p. 1); considered speaking as “an 

interactive process of constructing, receiving and processing information”. 

From the previous definitions, we can say that speaking is the process of producing 

utterances to express an idea in order to exchange information verbally or non-verbally. 

Speaking is considered as a very important skill that the learner should acquire in order to 

express himself, his ideas, feelings, and most significantly communicating in a social context.  

1.3.2. TeachingSpeaking 

Listening is needed more than speaking which is required more than reading and writing 

outside the classroom (Rivers, 1981). Moreover, Florez (1999, p. 1), citing Brown (1994), 

argues that speaking and listening are the most often used skills inside the schoolroom. Oral 

communication between the learner and the teacher, which is used while using ESL or EFL is 

one of the most commonly used and complex activities that should be considered when 

teaching the English language ,since people are supposed to speak the language fluently, 

especially after the importance that the speaking skill had since the past two decades. 

Richards (2008) indicates that: 

The mastery of speaking skills in English is a priority for many second-language or 

foreign-language learners. Consequently, learners often evaluate their success in 

language learning as well as the effectiveness of their English course on the basis of 

how much they feel that they have improved in their spoken language proficiency (p. 

20). 
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This means that the learners’ mastery depends to a great extent on their mastery of the 

speaking. 

 Oral communication can happen between two or more interlocutors through discussion. 

Bashir et al. (2011, p. 38-39) claim that large numbers of language learners agree that 

speaking ability is the measurement whether or not the speaker knows a language. Those 

learners explain fluency as the ability to speak with others more than the ability to read, write, 

or understands what they hear. For them, speaking is the most important skill that they need to 

have, and their advancement in learning a language is assessed by their accomplishments in 

spoken communication.  

Hence, the main goal of teaching speaking in a language context is to enhance the 

learners’ communicative skills or competencies efficiency, by helping them to be fluent, 

accurate and more communicatively competent. 

The importance of teaching speaking as an independent skill lies in some specific points 

that are connected with communication; they are: 

a) Speaking is the communication tool to transfer ideas, express feelings, explain 

discoveries, research results and discussions and respond to others. 

b) Mastering speaking skill makes the speaker a well-rounded communicator who 

is a proficient in the four language skills. Such skillfulness provides the speaker 

with several distinct advantages which let them enjoy sharing ideas with others 

and manage to understand and respect their selves. 

c) Speaking skill is important to achieve the career success. Speaking enhances 

one's personal life by giving opportunities for travel, promotion, scholarships, or 

attending conferences, international meetings, representing organizations in 

international events. 

d) Mastering the speaking skill helps the speaker to gain the attention of the 

audience and hold it till the completion of his/her message. 

1.3.2.1. Principles of Teaching Speaking 

Nunan (2003, p. 54) stated that there are some principles of teaching speaking that 

should be taken into consideration by the foreign language teacher. Those principles are as 

follows: 

 The context: the teacher should be aware of the teaching /learning context and 

should know the difference between foreign-language and second language 

context and that it is very crucial. In learning a foreign language, the context is 
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very challenging because students only have a few opportunities to speak in their 

environment. 

 Fluency and accuracy: the teacher should give students as much practice as 

possible with both fluency and accuracy due to their huge importance in 

speaking skill. 

 Group work and pair work: the teacher should give the opportunity to learners to 

speak through group or pair work and limit or reduce teacher’s talk. 

 Planning speaking tasks: the teacher should plan speaking tasks that gives the 

learner more chances and time to practice the skill in class and makes him/her 

negotiates ideas and meaning and gives explanations and clarifications. 

1.3.3. Speaking Difficulties 

Since every language needs speaking to convey meaning, language learners need to practice, 

learn and understand oral skill to master other languages other than their mother language. 

Nevertheless, speaking is still the skill that most learners have problems with, Al-Housni 

(2014) states: 

Many studies have indicated that oral language development has largely been neglected 

in the classroom, and most of the time, oral language in the classroom is used more by 

teachers than by students. However, oral language, even as used by the teacher, hardly 

ever functions as a means for students to gain knowledge and explore ideas (p.22). 

That is, the teacher should recently be a facilitator and the one who guides the lesson 

and not the one who gives that lesson. Apparently, oral expression has not much significance 

in learning. Hence, learners would find difficulty in speaking English even if they were 

university students. 

EFL and ESL learners face many problems during their attempt to speak English. For 

instance, in the collected data of her study, Al-housni (2014, p.26) showed that there are three 

main difficulties encountered by the learner when speaking: linguistic difficulties, mother 

tongue use, and inhibition. First, students struggle to find the appropriate vocabulary item 

when trying to speak in English, which reflects their insufficient vocabulary repertoire. Also 

she pointed out that they find it difficult to build sentences when they try to express their 

ideas. One of the learners said, “We do not know how to say it.” Although teachers spend a 

long time teaching grammar rules, students still cannot form short sentences when they try to 

speak in English. Second, learners tend to speak in their mother-tongue (Arabic) when 

discussing topics and when she asks them why they say that they do not know how to say it. 
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Here we can see that this problem is related to the first one, which is a linguistic difficulty. 

The third difficulty is inhibition; she noticed that learners do not participate in class, and this 

lack is due to their fear of making mistakes in front of their classmates. 

1.3.3.1. Factors That Cause Speaking Difficulties 

Students are very motivated at the beginning of the process of acquiring a new 

language. However, with time many factors appear to be affecting their performance in 

speaking the language.  Previously, the problems that learners face were identified; now the 

factors that cause these difficulties are going to be discussed. Teachers are the ones who have 

the responsibility to identify the problems as well as the factors affecting learners’ 

performance. The following factors will have a significant impact on the development of the 

learners’ speaking skill: 

1.3.3.1.1. Performance Conditions 

Learners perform their speaking tasks under a bunch of conditions. Nation & Newton 

(2009) believe that performance conditions can affect speaking performance. And they 

suggest four types of performance conditions including time pressure, planning, the standard 

of performance and the amount of support. 

1.3.3.1.2. Affective Factor 

The affective side of the learner is one of the most important influences on language 

learning success or failure. Krashen (1982) states that a variety of affective variables has been 

confirmed to be related to success in second language acquisition in research over the last 

decade, but most of those studies examined the three categories: motivation, self-confidence 

and anxiety. 

1.3.3.1.3. Listening Ability 

Unless we develop the listening skill, the speaking skill cannot be developed (Doff, 

1998).Students must understand what is being said to them so that they can respond orally in a 

conversation. Shumin (1997) shares the ideas of Doff (1998) by stating that when one person 

speaks, the other responds through attending by means of the listening process. In fact, every 

speaker plays the role of both a listener and a speaker. Therefore, one is certainly unable to 

respond if he/ she cannot understand what is said. It means that speaking is closely related to 

listening. 

1.3.3.1.4. Topical Knowledge 

Topical knowledge is defined as knowledge structures in long-term memory (Bachman 

& Palmer, 1996). In other words, topical knowledge is the speakers’ knowledge of relevant 

topical information. The information that topical knowledge provides enables learners to use 
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language with reference to the world in which they live. Bachman & Palmer (1996) stated that 

certain test tasks may be easier for those who possess the relevant topical knowledge and 

more difficult for those who do not, meaning that topical knowledge affects speaking 

performance. 

Conclusion  

Speaking is the most important aspect in communication, yet students have had 

difficulties developing their capacity in speaking; these difficulties are of three types:  

linguistic difficulties, mother tongue use, and inhibition. Yet, teachers are responsible for 

identifying these problems and the factors that cause them, in order to deal with each problem 

with the right solution. Therefore, there are a variety of techniques that the teacher has to 

apply in the classroom in order to allow students to express their thoughts easily in the class 

and outside the class. The best one is applying the principles of teaching speaking such as: 

group and pair work which help students to be more confident because their friends support 

them, and this prevents them from the feeling of being lost in a huge ocean. 
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Introduction 

While chapter one covered the theoretical background of the study, the second chapter 

was devoted to the fieldwork. The latter is an attempt to see if learners’ attitudes towards 

teachers’ use of corrective feedback correlate with motivation to speak. Answering the 

research questions and testing the research hypotheses on the basis of the findings of the study 

is part of the content of the practical part. 

Therefore, this chapter deals with the description of the methodology pursued and 

describes the participants involved in the study via the learners’ questionnaire. It further offers 

an examination of the results of the investigation along with their interpretation. The chapter 

ends with some pedagogical implications as well as the limitations of the study. 

2.1.1. Choice of the Method 

The present study aims at determining whether there is a significant relationship 

between learners’ attitudes towards teachers use of oral corrective feedback and their 

motivation to speak or not. In other words, the main purpose of the study is to examine the 

possible correlation between the already mentioned variables. Therefore, the correlational 

design was selected as the research methodology of this study. This method was chosen 

because it is the seed that gives birth to other researches. Once the relationship is pointed out, 

it will be clear if there is need for further study on the matter or not. For instance, if the 

researchers found no correlation between the variables there is no need to manipulate one to 

affect the other because it will be a waste of time. Therefore, the correlation method is to be 

tackled first. 

2.1.2. Population and Sample 

The population of the study is second year EFL students at Larbi Ben M’hidi University 

of 2019-2020 academic year. The whole population consists of 193 EFL learners, among 

which we have chosen a sample of 50 students based on a random selection. We specifically 

chose to work with second year students of English Department because they have been 

exposed to oral corrective feedback during first year. Also, we picked 50 students as a sample 

distributed online randomly because it represents 25, 90% of the whole population. Evidently, 

this gives a better representation of the whole population. 

2.1.3. Research Design 

In an attempt to explore the relationship between learners’ attitudes towards teachers’ 

use of oral corrective feedback and their motivation to speak, a correlation design is used to 
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estimate the relationship between those two variables, its strength and its direction. So, the 

two variables were measured separately for each student of the chosen sample, the first 

variable is measured by an attitude questionnaire and the second variables is measured by  

The Attitude/Motivation Test Battery (AMTB). 

This study attempts to find answers for the following questions: 

 Is there a relationship between EFL learners’ attitudes towards oral corrective 

feedback and their motivation to speak? 

 If there is a relationship between the two variables, then what is the nature of this 

relationship? 

 What are the learners’ attitudes towards oral corrective feedback? 

 Are learners motivated to speak in the classroom? 

Based on the research question, we hypothesize that: 

 There is a positive relationship between learners’ attitudes towards oral corrective 

feedback and their motivation to speak. 

 There is a negative relationship between learners’ attitudes towards oral corrective 

feedback and their motivation to speak. 

 There is no correlation between learners’ attitudes towards oral corrective feedback 

and their motivation to speak. 

2.1.4.  The Procedure 

We started the fieldwork of our study by administrating online both the attitude 

questionnaire (see Appendix 1)and the Attitude/Motivation Test Battery (AMTB) (See 

Appendix 2) to the 50 students , in attempt to achieve our sub-aims which are: measuring 

learners’ motivation in order to know if they are motivated to speak or not. After the data was 

gathered, we analyzed it via Statistical Packages for Social Sciences (SPSS) and we were able 

achieve our previously stated sub-aims. And based on the results, we managed to measure 

each student’s attitude towards oral corrective feedback and determine if they are motivated to 

speak. 

2.1.4.1. The Attitude/Motivation Test Battery (AMTB)  

The goals of any second language programmer are partly linguistic and partly 

nonlinguistic. The linguistic goals focus on developing competence in the individual's ability 

to read, write, speak and understand the second language, and there are many tests available 

with which to assess these skills. Non-linguistic goals emphasize such aspects as improved 

understanding of the other community; desire to continue studying the language, an interest in 
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learning other languages, etc. Very few tests have been made available to assess these non-

linguistic aspects. 

The Attitude/Motivation Test Battery has been developed by Gardner in 1985 to fulfill 

this need. Its development follows more than 20 years of research. It attempted to measure 

various individual difference variables proposed in Gardner’s socio-educational model of 

second language acquisition. The composition of the AMTB can be grouped into five 

categories: motivation, integrativeness, attitudes toward the learning situation, language 

anxiety, and other attributes. Motivation is assessed by three scales: motivational intensity, 

desire to learn L2 and attitudes toward learning L2.  

Only the motivation part was chosen because of the length of the original version 

(approximately 130 item) of the AMTB, and adopted from the revised version of the Attitude 

and Motivation Text Battery - Revised Manual initially prepared by R. C. Gardner, R. 

Clément, P. C. Smythe and C. L. Smythe as Research Bulletin No. 10 by the Language 

Research Group, Department of Psychology, University of Western Ontario (2004). The 

composition of the Attitude/Motivation Test Battery varies somewhat from form to form 

depending upon the purpose for which it is intended (Gardner & Smythe, 1981) so some 

changes were applied to fit our research. It employs a five-point Likert format ranging from 

(5) ‘Strongly Agree’, (4) ‘Agree’, (3) ‘Neutral’, (2) ‘Disagree’, to (1) ‘Strongly Disagree’. 

The reliability of an instrument refers to the stability and consistency of responses to the same 

items over time in different conditions, whereas its validity is the extent to which it measures 

the construct that it was designed to measure. And this test has proved to have an excellent 

validity and reliability. 

2.1.4.1.1. The Attitude/Motivation Test Battery (AMTB) Findings 

The findings obtained from the questionnaire are going to be presented in the following 

table showing the students’ scores on every question. 

Note that we gave numerical values to each degree  

Strongly agree=5 / Agree=4 / Neutral=3 / Disagree=2 / Strongly disagree=1 

Table01.AMTB findings 

 1 2 3 4 5 6 7 8 9 10 11 12 13 

S1 5 5 4 4 2 4 4 5 1 3 5 5 4 

S2 5 5 5 1 4 4 5 4 2 4 5 5 1 

S3 5 1 5 4 2 5 5 5 1 5 5 4 3 

S4 1 4 4 3 1 3 4 3 1 2 5 3 3 
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S5 5 1 5 5 3 5 5 5 1 5 3 4 3 

S6 5 5 5 3 5 5 5 5 1 3 5 3 3 

S7 5 5 5 3 5 5 5 1 3 5 3 3 3 

S8 4 4 4 2 5 4 5 4 4 4 2 3 5 

S9 5 2 5 5 5 5 5 5 1 4 5 5 3 

S10 5 1 3 5 2 5 4 1 5 5 5 5 5 

S11 5 3 5 2 5 5 5 5 1 5 5 5 4 

S12 5 2 4 3 3 4 4 5 1 5 4 3 4 

S13 5 2 5 3 2 5 5 4 1 4 5 3 3 

S14 4 1 4 2 4 5 5 4 2 5 5 5 4 

S15 5 3 4 3 3 4 5 5 1 4 5 3 3 

S16 5 5 4 4 2 5 5 5 1 5 5 4 3 

S17 1 1 5 4 3 4 3 5 3 3 5 4 4 

S18 1 1 4 2 2 5 5 5 1 3 5 4 2 

S19 5 1 5 2 3 5 5 4 1 4 3 3 3 

S20 5 1 4 5 3 5 4 5 1 5 5 4 4 

S21 1 5 4 5 4 5 5 5 1 4 5 4 3 

S22 4 3 3 3 2 5 5 5 1 5 5 3 3 

S23 4 5 5 5 4 4 5 5 1 5 4 5 4 

S24 2 3 2 4 4 4 1 3 4 3 5 1 4 

S25 5 1 5 5 4 5 5 5 1 5 5 5 5 

S26 5 1 5 3 4 5 5 5 1 1 4 3 5 

S27 5 2 5 1 3 5 5 5 1 1 4 3 3 

S28 3 4 3 2 2 2 2 2 2 2 3 2 3 

S29 4 2 2 1 3 5 5 5 5 4 5 2 4 

S30 1 4 5 3 3 5 5 5 1 5 5 5 5 

S31 5 1 2 2 5 5 5 5 1 5 5 5 5 

S32 3 4 5 5 5 5 3 3 1 3 4 4 4 

S33 5 1 5 2 4 4 4 4 1 2 5 4 4 

S34 5 3 2 4 4 2 5 3 1 5 4 4 4 

S35 5 3 4 2 3 5 5 4 1 5 5 4 5 

S36 5 5 4 1 3 5 5 5 1 5 5 1 2 

S37 5 2 4 5 5 5 5 3 2 2 5 5 5 
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S38 5 5 4 4 3 5 5 4 1 4 4 4 4 

S39 5 5 4 4 3 5 5 4 1 4 4 4 4 

S40 5 1 5 5 5 5 5 5 1 3 4 4 4 

S41 5 5 5 3 4 5 5 5 1 4 5 3 3 

S42 4 3 4 4 5 5 5 5 5 5 5 5 5 

S43 1 4 1 3 2 2 1 2 4 2 1 3 3 

S44 1 5 4 3 1 4 5 4 1 4 4 3 3 

S45 4 3 4 4 4 4 5 5 1 4 5 5 4 

S46 5 1 5 3 4 5 5 5 1 5 5 3 3 

S47 5 1 4 4 4 5 5 5 1 5 5 4 5 

S48 5 1 4 4 4 5 5 5 1 5 5 4 5 

S49 2 4 4 2 4 4 4 3 1 3 5 3 3 

S50 5 2 5 4 5 4 4 3 1 4 5 4 4 

 

 

S1 2 4 4 5 4 4 5 5 4 2 3 4 3 100 

S2 1 5 5 5 1 5 4 1 5 1 5 1 4 93 

S3 1 3 5 5 5 4 5 5 4 1 5 2 4 99 

S4 3 3 2 2 4 3 4 4 3 1 5 1 2 74 

S5 2 4 5 4 2 5 5 5 4 2 5 2 2 97 

S6 4 4 4 3 2 3 3 5 4 4 2 4 4 92 

S7 4 4 4 3 2 3 3 5 4 4 2 4 4 73 

S8 3 3 4 1 5 5 4 3 5 5 3 5 5 97 

S9 3 4 5 4 5 4 5 5 5 3 2 5 1 97 

S10 3 5 5 5 5 5 5 5 3 5 2 1 1 100 

S11 3 4 5 4 4 5 4 4 4 3 4 4 3 95 

S12 2 3 4 3 3 4 5 5 3 5 4 4 4 90 

S13 3 3 5 4 4 4 5 5 4 5 5 4 5 98 

S14 4 5 5 5 5 5 5 4 5 3 4 5 3 98 

S15 2 3 5 1 3 3 4 3 5 3 3 2 4 89 

S16 1 4 5 5 4 3 5 5 3 3 5 2 2 100 

S17 3 4 4 3 4 1 5 4 3 3 4 2 4 89 

S18 3 5 5 5 2 3 5 5 5 4 2 5 5 94 
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S19 3 3 4 4 5 4 3 5 5 4 3 3 5 94 

S20 4 5 5 5 5 5 5 5 4 2 3 3 1 94 

S21 3 4 5 4 5 4 5 4 4 3 1 4 2 103 

S22 2 2 3 2 2 3 3 5 3 3 2 3 5 85 

S23 4 5 4 3 2 3 4 3 4 4 4 3 3 102 

S24 3 2 4 2 1 3 5 2 2 4 5 5 3 81 

S25 5 5 5 4 5 5 5 5 5 3 5 2 3 108 

S26 4 5 5 5 4 3 2 5 1 1 3 1 4 90 

S27 1 2 4 3 1 1 2 5 3 1 1 3 5 75 

S28 2 2 4 3 4 1 3 2 3 4 5 5 2 72 

S29 1 3 3 5 2 1 4 5 2 2 1 1 2 79 

S30 3 5 5 5 5 5 5 5 5 3 4 5 4 111 

S31 3 5 5 5 5 5 5 5 5 5 5 5 3 112 

S32 3 3 5 3 3 4 4 2 2 1 3 4 3 89 

S33 1 2 5 3 4 3 4 5 1 2 3 4 4 86 

S34 5 1 3 1 2 4 5 5 3 2 3 4 4 88 

S35 5 3 5 4 3 3 4 5 4 1 3 3 5 94 

S36 2 1 5 5 3 3 3 5 2 3 4 1 5 89 

S37 3 4 5 4 5 4 4 4 2 5 4 5 5 107 

S38 3 4 4 4 4 2 4 4 3 4 3 4 4 93 

S39 3 4 4 4 4 2 4 4 3 4 3 4 4 99 

S40 4 4 5 4 4 4 5 5 4 4 3 4 2 104 

S41 4 4 5 5 5 3 5 5 3 5 4 5 2 108 

S42 5 5 5 5 5 5 5 5 5 3 5 5 5 122 

S43 3 4 2 3 4 4 3 1 4 4 4 4 2 70 

S44 1 2 4 2 4 4 4 5 4 1 4 4 2 83 

S45 4 5 5 5 2 3 5 5 5 2 4 4 5 106 

S46 2 4 4 2 4 4 4 5 4 4 2 3 2 94 

S47 4 5 5 5 2 4 5 5 5 4 4 3 3 107 

S48 4 5 5 5 2 4 5 5 5 4 4 3 3 105 

S49 2 3 4 4 2 4 3 3 2 4 4 4 2 95 

S50 2 4 5 4 4 4 4 5 2 4 2 3 4 97 
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The score of AMTB ranges from 22 to 110, and of course high scores indicate high 

motivated learners in speaking and vice versa. The scores of AMTB on this scale are 

categorized into five levels: 

 26 Very much below average 

 52-78 Below average 

 78 Average 

 78-104 Above average 

 104-130  Very much above average   

After the assessment, it is possible to describe the learners’ motivation as follows: 

Table02.The interpretation of AMTB results  

Scores  Meaning  

26-78 Learners are demotivated to speak 

78 Learners are neither motivated nor demotivated  

78-130 Learners are motivated to speak  

 

2.1.4.2. The Attitude Questionnaire  

The questionnaire, as one of the most common forms of data collection tools, can easily 

be assessed in terms of reliability. In this respect, reliability refers to the ability of 

questionnaire to produce the same results in different implementations, leading to a 

consistency and dependability of the results. The questionnaire is given to second year EFL 

learners to see their attitudes towards oral corrective feedback; it involves likert scale 

questions to indicate their agreement or disagreement. The survey is composed of three main 

parts: the first part consist of their attitudes towards errors in general. The second part deals 

with preferences of the types of oral corrective feedback given by the teacher and the last part 

deals with what they feel when they are orally corrected.  

2.1.4.2.1. The Attitude Questionnaire Findings 

The findings obtained from the questionnaire are going to be presented in the following 

table showing the students’ scores on every question. 

Note that we gave numerical values to each degree  

Strongly agree=5 / Agree=4 / Neutral=3 / Disagree=2 / Strongly disagree=1 

Table03.The Attitude Questionnaire Findings 

 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 total 

S1 4 4 4 2 1 4 2 2 2 4 5 5 4 4 4 4 4 5 5 2 5 5 81 
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S2 5 5 5 1 1 1 4 4 1 2 1 4 1 5 4 2 1 2 4 4 2 4 65 

S3 3 1 2 5 1 1 1 2 1 3 5 1 3 5 5 5 4 3 3 1 1 1 57 

S4 4 3 2 2 1 1 4 3 4 4 4 4 4 3 3 4 4 4 3 2 3 1 65 

S5 4 4 2 5 1 5 3 4 2 5 4 3 5 4 3 4 5 2 1 1 1 1 68 

S6 3 2 4 3 1 4 2 4 3 5 3 3 4 3 5 5 5 5 5 2 2 3 71 

S7 1 2 1 1 3 2 1 1 5 5 5 5 4 5 5 5 5 5 1 1 5 1 59 

S8 2 4 1 5 3 1 5 5 3 4 5 4 3 5 5 4 5 5 3 5 2 1 80 

S9 2 1 1 5 1 4 2 5 5 5 5 3 4 4 4 5 4 2 3 3 3 5 68 

S10 2 1 3 3 1 1 1 5 3 3 5 5 1 2 5 2 1 1 1 3 1 1 50 

S11 4 4 1 5 5 4 5 5 4 4 5 1 5 5 4 3 3 4 3 1 1 1 77 

S12 5 4 3 4 1 5 2 5 5 5 5 3 4 4 2 2 1 5 2 1 1 2 71 

S13 3 2 3 2 1 2 2 1 3 5 2 3 5 5 2 5 5 5 5 3 3 2 69 

S14 2 2 3 5 1 5 2 5 4 5 5 3 4 4 5 2 1 5 3 2 1 3 64 

S15 3 4 5 2 2 4 3 2 3 4 3 4 3 5 2 4 5 4 2 3 2 3 69 

S16 4 3 4 4 2 4 1 5 5 3 4 5 4 5 3 2 4 5 3 1 2 1 74 

S17 2 2 1 4 1 5 4 4 3 5 4 1 5 5 4 3 1 3 1 1 1 1 61 

S18 4 4 2 1 1 1 1 4 5 5 5 4 3 4 4 5 5 5 5 4 4 3 75 

S19 2 1 3 4 1 5 3 4 3 4 5 4 5 5 4 5 5 3 2 2 3 3 78 

S20 2 3 4 2 1 3 2 4 1 2 1 1 3 4 4 2 2 3 4 2 4 2 79 

S21 3 3 2 4 4 5 3 2 3 4 1 1 4 4 3 2 3 4 3 1 3 2 59 

S22 3 4 2 5 4 3 2 3 1 4 5 5 5 4 2 2 1 5 2 1 2 2 67 

S23 5 5 3 4 3 4 4 4 3 5 4 1 4 4 1 4 2 3 4 2 2 2 73 

S24 4 4 2 2 3 4 5 3 5 4 4 1 5 3 4 2 4 2 4 2 4 2 73 

S25 2 4 1 3 1 1 3 5 3 4 4 1 3 4 4 5 3 1 1 1 1 1 56 

S26 3 1 5 5 1 4 5 2 1 2 5 4 4 5 4 5 5 5 4 1 3 1 75 

S27 5 3 3 3 1 1 3 1 2 3 3 3 3 3 3 5 4 4 5 2 2 3 65 

S28 2 3 3 2 1 2 3 3 2 1 3 3 3 2 2 3 3 2 4 5 4 2 59 

S29 5 5 2 1 3 4 3 4 5 5 2 4 5 5 5 5 5 5 3 1 5 5 87 

S30 3 3 4 5 5 2 4 5 3 3 5 5 5 5 3 4 1 1 1 1 1 5 74 

S31 1 1 1 2 1 1 3 2 4 4 4 4 5 5 5 2 2 4 2 2 3 2 60 

S32 3 2 3 5 2 4 2 1 3 2 5 3 2 4 5 4 5 3 3 3 3 4 67 

S33 4 5 4 4 2 4 2 3 4 5 5 3 4 4 4 5 3 1 3 1 2 2 74 

S34 4 5 2 3 3 1 2 5 4 4 5 2 5 2 3 1 2 5 5 3 4 5 73 
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S35 3 2 4 2 1 4 1 4 4 5 4 3 2 4 5 5 5 3 5 5 4 5 80 

S36 3 5 4 5 5 5 5 4 5 5 5 3 5 2 2 4 5 5 5 1 3 3 89 

S37 4 1 4 5 5 5 5 4 4 4 5 4 5 4 4 5 4 3 3 2 2 3 85 

S38 4 1 4 5 1 4 5 4 3 5 4 4 5 5 2 4 4 4 4 1 2 1 76 

S39 4 1 4 5 1 4 5 4 3 5 4 4 5 5 2 4 4 4 4 1 2 2 76 

S40 2 2 2 3 1 1 1 5 1 2 1 5 4 4 3 4 2 3 3 2 2 2 55 

S41 3 4 4 5 5 4 5 5 5 4 5 2 5 5 4 2 4 5 3 1 1 1 82 

S42 3 2 2 5 5 5 5 5 5 3 3 3 4 5 4 4 4 4 4 4 4 2 85 

S43 3 4 2 2 4 4 1 4 4 1 3 2 3 2 3 3 2 3 3 4 4 2 63 

S44 4 2 3 2 1 5 3 4 1 5 4 5 3 4 2 5 2 4 5 4 2 1 71 

S45 1 3 1 1 1 1 4 1 1 1 5 5 4 4 2 1 5 5 5 5 5 5 66 

S46 3 4 2 5 1 5 2 4 1 5 5 1 4 4 5 5 5 3 3 1 1 3 72 

S47 4 3 2 3 1 3 4 2 1 4 2 1 4 4 3 1 1 2 4 1 1 2 53 

S48 2 4 4 5 1 2 3 5 5 4 5 3 3 4 4 5 5 5 3 2 1 1 76 

S49 5 4 4 5 2 3 4 3 4 4 4 3 4 4 2 4 3 4 3 2 2 3 76 

S50 5 5 5 2 2 3 2 4 2 5 4 5 5 4 2 4 5 4 4 2 2 3 79 

 

Learners’ attitudes towards oral corrective feedback are categorized in five scales: 

 22      Very negative attitude towards oral corrective feedback 

 22-66  Negative attitude towards oral corrective feedback 

 66       Neutral attitude towards oral corrective feedback 

 66-88  Positive attitude towards oral corrective feedback 

 88-110 Very Positive attitude towards oral corrective feedback 

After the assessment, it is possible to describe the learners ‘attitudes as follows: 

Table04.The Interpretation of The Attitude Questionnaire  

Scores  Meaning  

22-66 Negative attitude towards oral corrective feedback 

66 Neutral attitude towards oral corrective feedback 

66-110 Positive attitude towards oral corrective feedback 

 

2.1.5.  Statistical Instruments 

After collecting data, the research tools (AMTB and the attitude questionnaire) were 

analyzed via using the SPSS (Statistical Package for the Social Sciences). We used a 
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statistical test for our study which is: The Pearson Product-Moment Correlation Coefficient 

and it was used to explore the relationship between learners’ attitudes towards teachers’ use of 

oral corrective feedback and their motivation to speak. 
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Section Two: Data Analysis and Interpretation 

2.2.1. Results and Analysis 

2.2.1.1. The Attitude/Motivation Test Battery (AMTB)  

After presenting the students answers to each question of the questionnaires, we present 

each question with a graphic column 

The charts are graded from strongly agree to strongly disagree 

Item 1: English was my first choice in college. 

 

Figure03. The Percentages of Students who Chose English as First Choice in College 

The chart indicates that the majority of students (37) have chosen English as a first 

choice in college. Only 10 did not choose English as a first choice. The rest are neutral (3) 

It is natural that the majority have chosen English as their first choice because of the 

importance of that language nowadays. 

Item 2: My parents try to help me to learn English. 

 

Figure04. The Percentages of Parents Helping to Learn English 

This figure shows that 24(48%) participant do not receive any help from their parents to 

learn English. Only 18(38%) students receive help. The rest are neutral (8). 

This large number of parents not helping their children to learn English is might be  

as a result of their ignorance of the English language. 
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Item 3: I pay much attention to the feedback I receive in my English class. 

 

Figure05. The Percentages of Students Paying Attention to Teachers’ Feedback in the 

Classroom 

This graph displays that 82% of student pay attention to their teachers’ feedback in the 

classroom. Only a few (5) do not. The rest are neutral (4). 

This vast majority is possibly a sign of motivation, awareness and seriousness. Students 

are motivated by the positive feedback given by teachers. 

Item 4: I don't get anxious when I have to answer a question in my English class. 

 

Figure06. The Percentage of Students Getting Anxious When Answering a Question in the 

Classroom 

The bar chart presents that the majority of contributors (46%) do not get anxious when 

answering a question in the classroom. 12(24%) students are neutral. The rest of students (15) 

experience anxiety when answering in the classroom 

The large number of learners who do not get anxious is probably because of their 

teachers’ acceptance and their mates’ support. 
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Item 5:  I look forward to going to class because my English teacher is so good. 

 

Figure07.The Percentage of Students who Go to Class because of their Teachers’ Goodness 

The diagram demonstrates that a large number of respondents (26) attend their classes 

because of their teachers. Some of them are neutral (13). The rest (11) attend the class 

because of other reasons. 

This majority is possibly as a result of the atmosphere the teacher creates in the 

classroom or he is good when dealing with them. 

Item 6: Learning English is really great. 

 

Figure08.The Percentage of Students who Believe that Learning English is Great 

The histogram exhibits that 46 student (92%) believe that learning English is really 

great. Only a few (6%) believe the opposite. Only one student is neutral.  

 This percentage of participants believing that learning English is great might be 

because of the positive outcomes they received from learning the language the previous year. 
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Item 7: Studying English is important because it will allow me to be more at ease with 

people who speak English 

 

Figure09. The Percentage of Students who Think that Studying English is Important because 

it Make them Communicate Easily 

The chart shows  that 44 respondent believe that studying English is important because 

it will allow me to be more at ease with people who speak English. Only 4 do not.4% of the 

whole participants are neutral. 

The fact that students’ desire is to be able to communicate well reflects the importance 

of speaking as a skill. This explains the results obtained. 

Item 8: I have a strong desire to know all aspects of English. 

 

Figure10. The Percentage of Students who Desire to Know All Aspects of English 

The chart indicates that 40 students have a strong desire to know all aspects of English. 

A few lack this desire (2 students). 8 students are neutral about this item. 

The large number of students’ strong desire to know all aspects of English is possibly 

because they are either motivated internally or by their teachers. 
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Item 9: Studying English is really a waste of time. 

 

Figure11.The Percentage of Students Thinking that Studying English is a Waste of Time 

The graphic displays that most of the students strongly disagree that studying English is 

a waste of time which confirm the question (6). Just 6 agree on this question. 1 participant is 

neutral. 

This strong disagreement on studying English is a waste of time is due to valuable credit 

that English has internationally. 

Item 10: I wouldn't get nervous if I had to speak English to a tourist. 

 

Figure12.The Percentage of Students who Do not Get Nervous if they Have to Speak to a 

Tourist 

The chart indicates that 35(70%) student do not get nervous if they have to speak to a 

tourist. Just 7(14%) get nervous. The rest are neutral (8). 

The results gained from this illustration are probably due to students self confidence 

when speaking and preparing themselves for getting a job which needs speaking English in 

the future. 
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Item 11:  Speaking English is important because I will need it for my career. 

 

Figure13.  The Percentage of Students Believing that Speaking English is Important because 

they Will Need it in their Career 

The chart shows that the majority of learners (90%) believe that speaking English is 

important because they will need it in their career. Only 2 think the opposite. 3 learners are 

neutral. 

The results obtained are perhaps due to the strong desire students have to get jobs in the 

near future. There is no doubt that each one of us is learning the language not just to use it in 

his daily life but to get a job in the first place. 

Item 12:  I feel quite sure of myself when I am speaking in our English class. 

 

Figure14. The Percentage of Students who Feel Quite Sure of their selves When Speaking 

English 

The bar chart demonstrates that 30(60%) contributor feel quite of theme selves when 

speaking English. Only 4(8%) do not have that feeling. The rest are neutral (16). 

The results obtained are possibly as a result of their parents and teachers support or they 

are self confident. 
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Item 13:  I feel very much at ease when I have to speak English. 

 

Figure15.The Percentage of Students who Feel Very Much at Ease When they Have to 

Speak English 

The figure shows that more than the half of the respondents (28) feels very much at 

ease when they have to speak English. A few (only 4) do not feel this way. The rest are 

neutral (18). 

This majority of respondents are feeling very much at ease when they have to speak 

English. This is apparently because of the encouragement given by their teachers in the 

classroom. 

Item14:  I don’t bother checking my assignments when I get them back from my 

speaking class. 

 

Figure16.   The Percentage of Students who Do not Bother Checking their Assignments 

When they Get them Back from their Speaking Class 

The chart indicates that the results are approximate but students who disagree exceed 

(18) and the ones who are neutral are even more (19). 

The results obtained can be explained as: learners’ personalities differs, some of them 

like to check their assignments others do not. 
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Item 15:   I feel confident when asked to speak in my English class. 

 

Figure17.The Percentage of Students who Feel Confident When Asked to Speak in their 

English Class 

The chart shows that 30 student feel confident when asked to speak in English class. A 

few do not have that feeling (9). The rest are neutral (11). 

The results obtained are may be due to students’ high motivation. Feeling confident to 

speak a foreign language may signify that the student is highly motivated extrinsically or 

intrinsically.  

Item 16:    I really enjoy speaking English. 

 

Figure18.The Percentage of Students who Enjoy Speaking English 

The chart indicates that approximately all the participants enjoy leaning English. Just 

3participants (6.1%) do not. 3 participants are neutral. 

This majority of students enjoy learning English is might be because of the importance 

the speaking skill has in comparison to other language skills. 
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Item 17: If it were up to me, I would spend all of my time speaking English.    

 

Figure19.The Percentage of Students who Would Rather Speak English all the Time 

We can see that more than half of the contributors (30) would spend all of their time 

speaking English. 11contributors are neutral. The rest do not agree on that. 

The results gained are probably because speaking is more demanded by the learners of 

foreign languages. Thus teachers are urged to apply other strategies which would help 

boosting the learning of this skill.   

Item 18: Speaking English anywhere doesn't make me feel worried. 

 

Figure20.The Percentage of Students who Believe that Speaking English Anywhere Doesn't 

Make them Feel Worried 

The histogram exhibits that 31 respondent do not feel worried when speaking English 

anywhere. 14 respondents feel worried when they speak English. The rest are neutral (5). 

The results obtained from the chart are might be because these students have a high 

self esteem or they are motivated to speak by their teacher or internally. 
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Item 19: It doesn't embarrass me to volunteer answers in our English class. 

 

Figure21.  The Percentage of Students who Are not Embarrassed to Volunteer Answers in 

their English Class 

The bar chart presents that 27 learners are not embarrassed to volunteer to answer in 

the classroom. 16 students are neutral. The rest do have this embarrassment (6). 

The result obtained might be explained as the students who are not embarrassed to 

volunteer to answer in the classroom are highly motivated to speak. The others are not 

motivated or feeling shy because personalities differ in one classroom. 

Item 20: It doesn’t bother me at all to speak English. 

 

 

Figure22.The Percentage of Students who Does not Bother at All to Speak English. 

The bar chart shows that the majority of students (78%) do not bother to speak English. 

Only a few (6%) of them are bothered to speak English. The rest of them are neutral (16%). 

The huge number of students who do not bother when they speak English is maybe 

because receive positive feedback from their teachers so they are motivated.  
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Item 21: I wish I could have many native English speaking friends. 

 

Figure23. The Percentage of Students who Wish they Could Have Many Native English 

Speaking Friends 

The graph demonstrates that approximately all the students (40) wish to have native 

English speaking friends. Only a few do not (6). 4 students are neutral. 

The result obtained from the graph are might be because students want to improve their 

speaking skill through communicating with native speakers. 

Item 22:  I am calm whenever I have to speak in my English class. 

 

Figure24.The Percentage of Students who Are Calm whenever they Have to Speak in their 

English class 

The illustration shows a vast number of students who are calm whenever they have to 

speak in English. A moderate number are neutral. The rest are anxious when speaking in 

English. 

The vast number of students who are calm whenever they have to speak in English is 

might be maybe because they are motivated by their teachers to do so. 
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Item 23:  My teachers have a dynamic and interesting teaching style. 

 

Figure25.The Percentage of Students who Have Teachers with a Dynamic and Interesting 

Teaching Style 

The chart indicates that the results are approximate but the students who have teachers 

with a dynamic and interesting teaching style exceed. 

The results can be explained as teachers have different teaching styles and teachers 

with boring teaching style and negative corrective feedback can demotivate learners to speak.    

Item 24:  It wouldn't bother me if I had to speak in front of classmates. 

 

 

Figure26.The Percentage of Students who wouldn't Bother if they Had to Speak in front of 

Classmates 

The graphic displays that 27 participants do not bother if they have to speak in front of 

classmates.10 participants are the opposite.13students are neutral. 

The results obtained from the chart indicate that the level of motivation differs among 

students depending on their personalities or the teachers attitudes.  
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Item 25:  When I have a problem understanding something in my English class, I 

always ask my teacher for help. 

 

Figure27.The Percentage of Students who always Ask their Teachers When they Have a 

Problem Understanding Something 

The figure shows that the majority of students (28) ask their teachers for help when 

they have a problem understanding something. A moderate number do not (12). The rest are 

neutral (10). 

This strong agreement is might be because students do not fear to speak and their 

teachers always welcome their interrogation.   

Item 26: It worries me that other students in my class seem to speak English better than 

I do. 

 

Figure28.The Percentage of Students who Are Worried that other Students in their Class 

Seem to Speak English Better than I Do 

The diagram displays that 25(50%) participants are worried when other mates in the 

classroom speak better than them. 15(30%) participants do not. 10(20%) participants are 

neutral. 

The results obtained from this diagram can be explained in terms of personality 

diversity. Half of the students agree; might be because they want to do better and they have 

the spirit of competition.  
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After collecting the data, these results were found in Table05 

Table05. The Results Motivation for Speaking Questionnaire 

Students  Motivation for 

speaking’s scores  

               1              100 

               2                93 

               3                99 

               4                74 

               5                97 

               6                92 

               7                73 

               8                97 

               9                97 

              10               100 

              11                95 

              12                90 

              13                98 

              14                98 

              15                89 

              16               100 

              17                89 

              18                94 

              19                94 

              20                94 

              21               103 

              22                85 

              23               102 

              24                81 

              25               108 

              26                90 

              27                 75 

              28                 72 
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              29                 79 

              30                111 

              31                112 

              32                 89 

              33                 86 

              34                 88 

              35                 94 

              36                 89 

              37                107 

              38                 93 

              39                 99 

              40                104 

              41                108 

              42                122 

              43                 70 

              44                 83 

              45               106 

              46                 94 

              47               107 

              48               105 

              49                95 

              50                97 

 

 

Table06: Descriptive Statistics of Motivation for Speaking.  

 N Minimum Maximum 

 

Mean  Std.Deviation Variance 

Motivationforspeaking 50 70 122 94, 34 11, 02 121, 53 

Valid N (listwise) 50      
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The students have shown different levels of motivation but mostly above average, and 

some student have shown high levels of motivation. 

2.2.1.2.The Attitude Questionnaire 

After presenting the students answers to each question of the questionnaires, we present 

each question with a graphic column 

The charts are graded from strongly agree to strongly disagree 

Item 1:  I commit oral errors in the classroom. 

 

Figure29.The Percentage of Students who Commit Oral Errors in the Classroom 

The chart indicates that the results are approximate. 20(40%) students commit oral 

errors in the classroom.14 (28%) students do not. 16(32%) are neutral. 

It is natural that approximately the majority of students commit errors in the classroom 

because errors are part of the learning process. The student who revealed not committing any 

error in the classroom might be competent.  

Item 2:  My errors are pronunciation errors. 

 

Figure30.The Percentage of Students who Commit Pronunciation Errors 

This bar Chart indicates that 22 participants commit pronunciation errors in the 

classroom. 19 participants stated that they do not commit errors of pronunciation. 9 of them 

are neutral. 

The vast majority of the students commit pronunciation errors in the classroom. This 

might be due to the lack of exposure to the target language. The students who revealed not  
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committing any pronunciation errors in the classroom may be exposed to many sources of the 

target language (Internet, television, TL community). 

Item  3: My errors are grammatical errors. 

 

Figure31. The Percentage of Students who Commit Grammatical Errors 

This figure shows that 22 out of 50 learners do not commit grammar errors in the 

classroom. 18 of them commit grammatical errors. 10 students are neutral. 

There is a noticeable difference between the students’ answers. This apparently due to 

their differences in many aspects especially their teacher’s method of teaching. Those who do 

not commit any errors are careful when speaking  

Item 4:  I prefer it when my teacher corrects my errors. 

 

Figure32. The Percentage of Students who Prefer When the Teacher Corrects their Errors 

This diagram indicates that the majority of the student13students are neutrals (52%) like 

their teachers to correct their errors. 17 of them do not want to be corrected when they commit 

errors. 7 students are neutral. 

It is natural that the students want to learn and we know that error correction is part of 

learning. The variation in the results can be explained in terms of; some scholars are for 

correcting students, others are against.  
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Item 5:   I prefer when my teacher stops me in mid-speech when I commit an error. 

 

Figure33.The Percentage of Students who Prefer When their Teacher Stops them in Mid-

Speech When they Commit an Error 

This chart indicates that 35 respondents stated that they do not want their teacher to stop 

them in mid-speech when committing an error. 9 students stated that they want to. The rest 

are neutral (6). 

The majority of students do not want to be stopped in mid-speech might be this type of 

corrective feedback may disturb them and make them forget what they are saying. 

Item 6:  I prefer when my teacher asks me to reformulate my answer when committing 

an error. 

 

Figure34.The Percentage of Students who Prefer When their Teacher Asks them to 

Reformulate their Answer When Committing an Error 

This bar chart exhibits that 28 participants prefer when their teacher asks them to 

reformulate their answers when committing an error. 17 students stated that they do not prefer 

this type of oral corrective feedback. The rest are neutral (5). 

The students gave different answers to this item. This might be due to the individual 

differences. And this type of oral corrective feedback does not cause them any anxiety or 

embarrassment.  
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Item 7:   I prefer it when my teacher corrects my error directly. 

 

Figure35.The Percentage of Students who Prefer When their Teacher Corrects their Error 

Directly 

This chart indicates that 21 participants stated that they do not want to be corrected 

directly when committing an error. 18 students stated that they want to be corrected this way. 

11 students are neutral. 

The majority of students who preferred not to be corrected directly might be because 

this type of oral corrective feedback causes them embarrassment. The ones who preferred to 

be corrected directly might be they are direct and do not understand what the teacher is 

correcting unless the teacher say it directly. 

Item 8:  I prefer it when my teacher asks me for more clarification. 

 

Figure36.The Percentage of Students who Prefer When their Teacher Asks them for more 

Clarification 

This graph shows that 32 students stated that they prefer when their teacher asks them 

for more clarification. 12 do not prefer this way of correction. The rest are neutral (6). 

The results obtained might be because students prefer the indirect ways of correction 

which do not cause them any embarrassment or shyness in front of their classmates. 

 

 

 

 

 



57 
 

 

Item 9:  I prefer when my teacher pauses me to reconsider my error. 

 

Figure37. The Percentage of Students who Prefer When their Teacher Pause them to 

Reconsider their Error 

This illustration indicates approximate results with the priority to the students who 

prefer when their teacher pause them to reconsider their errors. 

It is natural that students show different attitudes towards this type of oral corrective 

feedback because they differ in personalities. 

Item 10:  I prefer it when my teacher gives me a hint about the error I commit. 

 

Figure38.The Percentage of Students who Prefer When their Teacher Gives them a Hint 

about the Error they Commit 

This chart indicates that the majority of students prefer when their teacher gives them a 

hint about the error they commit. Only a few (8) disagree on that. The rest are neutral (6). 

The results obtained are maybe this type of corrective feedback does not make them 

totally wrong in front of their mates. 
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Item 11:  I prefer when my teacher repeats the error for me to reconsider my error. 

 

Figure39.The Percentage of Students who Prefer When their Teacher Repeats the Error for 

them to Reconsider their Error 

This chart indicates that 36 student prefer when their teacher repeats the error for them 

to reconsider their error. Few students do not prefer this type of oral corrective feedback. The 

rest are neutral. 

The results obtained from this chart can be explained in terms of students’ preference 

of indirect oral corrective feedback which prevents them from being embarrassed. 

Item 12: I prefer it when my teacher corrects my error in a humorous way. 

 

Figure40.The Percentage of Students who Prefer When their Teacher Corrects their Error in 

a Humorous Way 

This chart displays approximate results with students’ preference of teachers’ 

humorous way of correction in the first position. 

 The results obtained can be explained in terms of the humorous way of correction can 

encourage the learners to speak more. 
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Item 13: I feel I have learned a lot from being orally corrected. 

 

Figure41.The Percentage of Students who Feel they Have Learned a lot from Being Orally 

Corrected 

 This chart indicates that 35contributors have learned a lot from being orally corrected. 

Just 2 students do not. 11students are neutral. 

We conclude that the students are attentive to their teacher’s correction and they 

want to learn and benefit from their errors. This item supports the scholars’ view that is with 

correcting learners orally.  

Item 14:  I think that the oral feedback provided is necessary and helpful. 

 

Figure42.The Percentage of Students who Think that the Oral Feedback Provided is 

Necessary and Helpful 

This bar chart presents that the majority of the participants think that their teacher’s 

correction of their errors is necessary and helpful. Only 5participants think that it is not. The 

rest are neutral (4). 

The student who stated that the teacher’s correction is not necessary may not benefit 

from the correction, but correction of errors is generally necessary and positive because it can 

improve learners’ competence. 
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Item 15:   I resent it when I make oral mistakes. 

 

Figure43. The Percentage of Students who Resent it When I Make Oral Mistakes 

This diagram indicates that more than half of the contributors (27) resent it when they 

make oral mistakes. 13 contributors do not. The rest (10contributors) are neutral. 

The results obtained might be because learners do not want to be corrected or 

embarrassed in front of their teachers and mates. The ones who are not bothered when they 

make mistakes are maybe have a high level of self confidence. 

Item 16: I worry about making oral mistakes in speaking sessions. 

 

Figure44.  The Percentage of Students who Worry about Making Oral Mistakes in Speaking 

Sessions 

This chart shows that the majority of respondents (64%) do worry about making oral 

mistakes in speaking sessions. 15 respondents do not worry about making mistakes in oral 

sessions. Just 4 respondents are neutral. 

The results obtained can mean that students will hesitate to participate because of that. 

The ones who do not worry can be explained as having a strong self-esteem. 
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Item 17: I hate making oral mistakes because they make me doubt myself. 

 

Figure45. The Percentage of Students who Hate Making Oral Mistakes because they Make 

them Doubt themselves 

This chart presents that 29 students hate making oral mistakes because they make them 

doubt themselves. 15 students do not hate that. 6 students are neutral. 

It is natural that students hate making mistakes because everyone wants to be the best. 

The15 students who do not hate making mistakes maybe just do not care or have a strong 

self-confidence.   

Item 18:  I get upset when I don´t understand what the teacher is correcting. 

 

Figure46. The Percentage of Students who Get Upset When they Don´t Understand What 

the Teacher is Correcting 

This bar chart displays that most of participants get upset when they do not understand 

what the teacher is correcting. 8 of the 50 participants do not get bothered. 11 participants are 

neutral. 

It is natural that learners get upset when they do not understand what the teacher is 

correcting because this will make them confused, anxious and demotivated. 
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Item 19:  I am afraid that my language teacher is ready to orally correct every mistake 

that I make in class. 

 

Figure47.The Percentage of Students who Are Afraid that their Language Teacher is Ready 

to Orally Correct Very Mistake that they Make in Class 

This chart indicates that most of respondents (21) are afraid that their language teacher 

is ready to orally correct every mistake that they make in class. 18 respondents are neutral. 

Only 11 respondents are not afraid. 

It is natural that students are afraid that their language teacher is ready to orally correct 

every mistake that they make in class. It is maybe because they do not want to be corrected 

for every error they make; this excessive correction technique can cause them to stop 

participating in the classroom. This item supports the view of scholars who are against 

correcting learners’ oral errors. 

Item 20:  I feel angry when my teacher corrects my errors. 

 

Figure48.The Percentage of Students who Feel Angry When their Teacher Corrects their 

Errors 

This graphic displays that most of the contributors do not feel angry when their 

teachers corrects their errors. 9respondents feel angry when their teachers correct their errors. 

6 are neutral. 

The results obtained are very natural because teachers are obliged to correct their 

students’ errors and students welcome their feedback. 
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Item 21:   I feel inferior when my teacher corrects my errors. 

 

Figure49. The Percentage of Students who Feel Inferior When their Teacher Corrects their 

Errors 

The figure indicates that the majority of students (29) do not feel inferior when their 

teachers correct their errors. 12 students feel inferior when their teachers correct their errors. 

The rest are neutral (9). 

The results obtained from this bar chart are may be students are aware that it is 

beneficial for them to be corrected.  

Item 22:    My teacher embarrasses me when correcting my errors. 

 

Figure50.The Percentage of Students who Has their Teacher Embarrasses them When 

Correcting their Errors 

The diagram indicates that the majority of respondents (30) are not embarrassed when 

their teachers correct their errors.11 students are neutral. The rest are embarrassed when their 

teachers correct their errors. 

The results obtained from this chart are may be students are aware that it is beneficial 

for them to be corrected.  

After collecting the data, these results were found in Table07 
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Table07.The Results of Students’ Attitudes towards OCF Questionnaire 

Students Attitudes towards OCF 

              1              81 

              2              65 

              3              57 

              4              65 

              5              68 

              6              71 

              7              59 

              8              80 

              9              68 

             10              50 

             11              77 

             12              71 

             13              69 

             14              64 

             15              69 

             16              74 

             17              61 

             18              75 

             19              78 

             20              79 

              21               59 

              22               67 

              23               73 

              24               73 

              25               56 

              26               75 

              27               65 

              28               59 

              29               87 

              30               74       



65 
 

 

              31               60  

              32               74 

              33               74 

              34               73 

              35               80 

              36               89 

              37               85 

              38               76 

              39               76 

              40               55 

              41               82 

              42               85 

              43               63 

              44               71 

              45               66 

              46               72 

              47               53 

              48               76 

              49               76 

              50               79 

Table08.Descriptive Statistics of Attitudes towards OCF 

 N      Minimum Maximum Mean Std.Deviation Variance 

Attitude towards 

OCF 

50 50 89 70,54 9,179 84,253 

Valid N (list wise) 50      

 

The students have shown different attitudes towards OCF but mostly above average, 

and some student have shown positive attitudes towards OCF. 

2.2.2. Correlational Statistics 

2.2.2.1. The Pearson Correlation Test 

Pearson Product Moment Correlation Coefficient (also known as Linear Correlation 

Coefficient) is considered as most convenient test for assessing relationship between variable 

to this end, we opted for such test because it goes with the main objective of the present study 
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which is examining the relationship learners’ attitudes towards teachers’ use of oral corrective 

feed and their motivation to speak. It is a statistical technique that measures the strength and 

the direction of a linear relationship between two continuous variables. The Pearson Product 

Moment Correlation Coefficient is symbolized by the letter r and it is always between -1 and 

1. In Social Sciences, r is meaningful if: r > +0.6 or r < -0.6 (Batumlu & Erden, 2007). The 

mathematical formula for computing r is: 

 

Where x is the first variable’s score, y is the second variable’s score and n is the sample 

size. 

We take advantage of SPSS as software to calculate Correlation Coefficient and 

generate its value in the following table: 

Table09. SPSS Results of the Pearson Test 

  AttitudetowardsOCF Motivationforspeaking 

AttitudetowardsOCF Pearson 

correlation 

                             1 ,092  

 Sig (2-tailed)                             ,527 

 N                              50                                50 

Motivationforspeaking Pearson 

correlation  

                          ,092                                                 1  

 Sig (2-tailed)                           ,527  

 N                               50                                50            

 

Positive relationship: The closer r is to +1, the stronger the positive linear correlation 

between the two variables is. This means that as the values of the first variable increase, 

values of the second variable also increase, and vice versa. An r value of exactly +1 indicates 

a perfect positive fit.  
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Negative relationship: The closer r is to -1, the stronger the negative linear correlation 

between the two variables is. This means that as the values of the first variable increase, 

values of the second variables decrease, and vice versa. An r value of exactly -1 indicates a 

perfect negative fit. 

No relationship: The closer r is to 0 the weaker the linear correlation between the two 

variables is. If r is near to zero, this means that there is a random and a nonlinear relationship 

between the two variables. 

From the table of the result, we have r =0,092. We conclude that: There is a weak 

positive nonlinear relationship (barely non-existent) between attitudes towards oral corrective 

feedback and motivation for speaking. This answers our main research question and confirms 

our first research hypothesis which is: There is a positive relationship between learners' 

attitudes towards oral corrective feedback and their motivation to speak. 

2.2.2.2. Simple Linear Regression 

We checked if there is a nonlinear relationship between the two variables. We used 

SPSS to get the Scatter Plot in order to facilitate the observation. 

 
Figure51.Scatter Plot of Correlation between Attitudes towards Oral Corrective Feedback and 

Motivation for Speaking 

The dots appear to follow the regression line with the direction from lower left to higher 

right which appears to show positive correlation. That is to say, the higher learners’ 
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attitudes,the higher their motivation for speaking, and vice versa. Also the dots seems 

scattered which means that the regression is nonlinear and weak. 

2.2.3. Interpretation and Significance of the Results 

The results obtained from the attitude questionnaire answered the research sub-question 

which is: What are the learners’ attitudes towards oral corrective feedback? It was clear that 

EFL learners have positive attitudes towards oral corrective feedback and it was found in 

table 8; Mean=70, 54 > the average scores. 

The results obtained from the AMTB answered the second sub question which is: are 

learners motivated to speak in the classroom? It was clear that students are motivated to speak 

in the classroom and it was found in the table 6; Mean=94, 3 > the average scores. 

The first research hypothesis which claims that there is a positive relationship between 

learners’ attitudes towards oral corrective feedback and their motivation to speak was 

statistically significantly validated by using the Pearson Test. The Pearson’s r equals0, 092 

which is close to 0 signifying that there is weak positive relationship between the two 

variables. 

Generally, based on these findings, when the use of oral corrective feedback increases, 

students’ motivation to speak increases; and conversely, when the use of use of oral corrective 

feedback decreases, students’ motivation to speak decreases but in a weak way. 

2.2.4. Pedagogical Implications 

Different teachers, psychologists and applied linguists may suggest different ways to 

increase learners’ motivation in the classroom, and one way is through the use of oral 

corrective feedback. This study focused on investigating learners’ attitudes towards oral 

corrective feedback and how they correlate with their motivation to speak. The following 

pedagogical implications are formulated on the basis of the review of the literature in addition 

to the discussion of the results and the findings collected through the fieldwork. 

 Teachers should not interrupt their learners in mid-speech when they commit an 

error. 

 Teachers should not harm their learners with corrective feedback. They should 

create a safe environment in the classroom 

 Teachers should be kind when providing oral corrective feedback. 

 Teachers should not ignore students’ oral errors. 

 Teachers should take into consideration individual differences when correcting 

them orally because learners differ in many aspects and different learners have 

different needs and preferences. 
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 Teachers should know which type of oral corrective feedback motivates the 

learners to speak and use it while correcting. 

 Teachers should support the learners and focus on what they can do, not on the 

error they committed. 

 Learners should benefit from the feedback given from the teachers. 

 Learners should consider their teachers’ observations and work on their 

weaknesses. 

2.2.5. Limitations of the Study 

Like any other investigation, the present study has some limitations that are listed down: 

 The data collected through the likert scales are based on self-reports of the 

participants. This is why the participants’ willingness and ability to reveal their true 

internal opinions and feelings play an important role for the reliability and validity 

of the findings. Because of time constraints, we could not conduct interviews to 

validate the reliability of the scores. 

 We faced difficulties in administering the questionnaires to the students. The two 

questionnaires were submitted online because of the pandemic covid-19. 

 The correlation research proves relation and not causation, so it would be inaccurate to 

say that teaches’ oral corrective feedback is the cause of students’ motivation to speak. 

 Throughout the completion of this dissertation, we lacked many primary sources, and 

used a lot of secondary sources. 

Conclusion  

In this chapter, we shed light on the fieldwork. We provided the research design and 

methodology including population and settings, explanation of choice of the method, the 

selection of data collection tools, analytical procedures, and, finally, the analysis of our data 

and the obtained results which enabled us answer our research questions. 

General Conclusion  

There are numerous forms of interaction. The IRF modal is one of those several forms. 

In the present research, it is feedback which interested us because this latter, which is a 

teacher’s reaction to students’ output, affect students motivation to speak and we note that 

motivation is the heart of learning, especially the speaking skill.  

The present piece of work tackled the major issues of oral corrective feedback and 

motivation to speak as research variables by investigating the possible relationship between 

oral corrective feedback and motivation to speak. In this regard, our study took place in the 

Larbi Ben M’Hidi University, in Oum El Bouaghi. We worked with 50 students of second 
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year EFL students. A correlational design is used to assess the relationship between research 

variables. The results obtained in this research revealed that there is a weak positive 

correlation between learners’ attitudes towards oral corrective feedback and their motivation 

to speak. Therefore, the research hypothesis was confirmed. 
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Appendix Ⅰ: The First Questionnaire  

Dear Students, 

              I am Miss Bouaziz R. I’m completing a research work as a partial fulfillment of my 

Master II degree. I will be grateful if you take part in my research which is about  

Investigating the relationship between EFL learners attitudes’ towards oral corrective 

feedback and their motivation to speak. Your participation will be a considerable contribution 

in the present research work. 

Please tick the answer that you feel appropriate for you. 

The statement  Strongly   

agree 

Agree  Neutral  disagree Strongly 

disagree  

1. I commit oral errors in 

the classroom. 

 

     

2. My errors are 

pronunciation errors. 

 

     

3. My errors are 

grammatical errors. 

 

     

4. I prefer when my teacher 

 corrects my errors. 

     

5. I prefer it when my 

teacher stops me in mid-

speech when I commit an 

error. 

     

6. I prefer when my teacher 

asks me to reformulate my 

answer when committing an 

error. 

     

7. I prefer it when my 

teacher corrects my error 

directly. 

     

8. I prefer it when my 

teacher asks me for more 

clarification. 

     

9. I prefer it when my 

teacher pauses me to 

     



 
 

 

reconsider my error. 

10. I prefer it when my 

teacher gives me a hint 

about the error I commit. 

     

11. I prefer it when my 

teacher repeats the error for 

me to reconsider my error. 

     

12. I prefer it when my 

teacher corrects my error in 

a humorous way. 

     

13. I feel I have learned a 

lot from being orally 

corrected. 

     

14. I think that the oral 

feedback provided is 

necessary and helpful. 

     

15. I resent it when I make 

oral mistakes. 

     

16. I worry about making 

oral mistakes in speaking 

sessions. 

     

17. I hate making oral 

mistakes because they make 

me doubt myself. 

 

     

18. I get upset when I don´t 

understand what the teacher 

is correcting. 

     

19. I am afraid that my 

language teacher is ready to 

orally correct every mistake 

that I make in class. 

     

20. I feel angry when my 

teacher corrects my errors. 

     

21. I feel inferior when my 

teacher corrects my errors. 

     

22. My teacher embarrasses 

me when correcting my 

errors. 

     

 

 

 

                       Appendix Ⅱ: The Second Questionnaire  



 
 

 

Please tick the answer that you feel appropriate for you. 

The statement  Strongly 

agree 

Agree  Neutral  Disagree  Strongly 

disagree  

1.English was my first choice in college 

 

     

2. My parents try to help me to learn 

English. 

     

3. I pay much attention to the feedback 

I receive in my English class. 

     

4. I don't get anxious when I have to 

answer a question in my English class. 

     

5. I look forward to going to class 

because my English teacher is so good. 

     

6. Learning English is really great.      

7. Studying English is important 

because it will allow me to be more at 

ease with people who speak English. 

     

8. I have a strong desire to know all 

aspects of English. 

     

9. Studying English is really a waste of 

time. 

     

10. I wouldn't get nervous if I had to 

speak English to a tourist. 

     

11. Speaking English is important 

because I will need it for my career. 

     

12. I feel quite sure of myself when I 

am speaking in our English class. 

     

13. I feel very much at ease when I have 

to speak English. 

     

14. I don’t bother checking my 

assignments when I get them back from 

my speaking class. 

     

15. I feel confident when asked to speak 

in my English class. 

     

16. I really enjoy speaking English.      

17. If it were up to me, I would spend 

all of my time speaking English. 

     

18. Speaking English anywhere doesn't 

make me feel worried. 

     

19. It doesn’t embarrass me to volunteer 

answers in our English class. 

     

20. It doesn’t bother me at all to speak 

English. 

     



 
 

 

21. I wish I could have many native 

English speaking friends. 

     

22. I am calm whenever I have to speak 

in my English class. 

     

23. My teachers have a dynamic and 

interesting teaching style. 

     

24. It wouldn't bother me if I had to 

speak in front of classmates. 

     

25. When I have a problem 

understanding something in my English 

class, I always ask my teacher for help. 

     

26. It worries me that other students in 

my class seem to speak English better 

than I do. 

     

 

                                    Thank you for your participation in this research. 

 

 

 

 

 

 

 

 

 

 

 

 

 

                                                     Résumé 



 
 

 

"Parler anglais" devient primordial dans le temps actuel car c'est une langue internationale 

reconnue dans tous les domaines. Alors, si nous voulons que les apprenants de la langue 

anglaise soient capables de la pratiquer couramment, il faut, d’abord, les motiver en se 

focalisant sur l'interaction et la rétroaction corrective orale. En effet, tant de chercheurs ont 

proposé diverses variables pouvant être une solution potentielle à ce problème. Notre 

recherche jette la lumière sur la rétroaction corrective orale étant une forme d'interaction en 

classe ainsi que la question de sa relation exacte avec la motivation des apprenants pour 

parler. Afin d'atteindre cette fin, une conception corrélationnelle est employée pour examiner 

notre hypothèse de recherche qui revendique qu'il existe une grande relation entre les attitudes 

des apprenants envers les rétroactions correctives orales et leurs motifs de parler la langue. La 

population scolaire est composée de 50 étudiants de langue anglaise en leur 2ème année, à 

l'université Larbi Ben M'Hidi, à qui est envoyé un questionnaire sur la recherche proposée. 

Après avoir collecter les données, le SPSS est utilisé comme un programme d'analyse 

d'informations. Les résultats obtenus prouvent, donc, qu’il existe une faible relation positive 

entre les attitudes des apprenants envers les rétroactions correctives orales et leur motivation 

pour parler la langue. En guise d'explication, lorsque les enseignants donnent leur avis, les 

élèves seront motivés à parler. Par conséquent, la première hypothèse de recherche a été 

confirmée. Les deux autres hypothèses de recherche n'ont pas été approuvées. Enfin, cet essai 

prolongé finit par fournir des suggestions fructueuses et efficaces pour que les apprenants 

d'EFL s'épanouissent et évoluent dans leur processus d'apprentissage et certaines limites qui 

nous ont été rencontrées lors de la réalisation de ce travail. 

Les mots clés: la rétroaction corrective orale, motivation, prise de parole. 
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 المجاالت جميع في عالميًا بها معترف لغة ألنها الحاضر الوقت في ضروري أمر اإلنجليزية باللغة التحدث أن في شك ال

 سيتم أنه ونعتقد ، تحفيزهم أوالً  علينا يجب، بطالقة ممارستها من اإلنجليزية اللغة متعلمي يتمكن أن أردنا إذا ، لذا. تقريبًا

 الباحثين من العديد اقترح .الشفوية التصحيحية التعليقات على ركزنا ،لذلك التفاعل خالل من للتحدث الطالب تحفيز

 الشفوية التصحيحية التعليقات على الضوء البحث هذا يلقي. المطروحة للقضية محتمالً  حالً  تكون قد مختلفة متغيرات

(OCF )الغاية لهذه تحقيقا. للتحدث المتعلمين بدافع بالضبط عالقتها وما ، الدراسي الفصل في التفاعل أشكال من كشكل ، 

 التعليقات تجاه المتعلمين مواقف بين إيجابية عالقة هناك أن تدعي التي البحثية فرضيتنا لفحص ارتباط تصميم استخدام يتم

 اإلنجليزية اللغة قسم من الثاني عامهم في طالبًا 50 من الدراسة مجتمع يتكون .للتحدث ودوافعهم الشفوية التصحيحية

 األشخاص على( AMTB) التحفيز/  الموقف اختبار وبطارية الموقف استبيان إجراء تم. مهيدي بن العربي بجامعة

 إيجابية عالقة هناك أن النتائج تكشف. المعلومات لتحليل كبرنامج SPSS برنامج استخدام تم البيانات، جمع بعد .المستهدفين

 يقدم عندما ، التوضيح سبيل على. للتحدث ودوافعهم الشفوية التصحيحية المالحظات تجاه المتعلمين مواقف بين ضعيفة

 على الموافقة تتم لم. األولى البحث فرضية تأكيد تم لذلك،. للتحدث متحمسين الطالب سيكون ، مالحظاتهم المعلمون

 اللغة لمتعلمي والفعالة المثمرة االقتراحات بعض بتقديم الموسع المقال هذا ينتهي أخيًرا،. األخرى البحث فرضيتين

 .العمل هذا إكمال أثناء واجهتنا التي القيود وبعض بهم الخاصة التعلم عملية في والتطور لالزدهار أجنبية كلغة اإلنجليزية

 .التحدث ، الدافع ، (OCF) الشفوية التصحيحية الفعل ردود :المفتاحیة الكلمات

 

 


