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MOTIVATION AND COGNITIVE STRATEGIES OF TURKISH AND IRANIAN LEARNERS OF
ENGLISH!

TURK VE iRANLI OGRENCILERIN GUDULENME TURLERI VE BiLiSSEL STRATEJILERi
ARASINDAKI ILiSKI

Ahmad MORADY, Arif SARICOBAN®

ABSTRACT: To investigate the relationship between motivation and cognitive strategies with special reference to the
differences between Turkish and Iranian students of English (n=898), Deci and Ryan’s (1985) self-determination theory, and
Oxford’s (1990) strategy inventory for language learning were adapted. The results showed Turkish and Iranian students
were both intrinsically and extrinsically motivated. Iranian students’ motivation level was more than Turkish students and
Turkish students mostly used receiving and sending strategy, whereas Iranian students mostly used the cognitive strategy of
creating structures for input and output. Motivation and four regulations in extrinsic motivation were positively correlated
and there was an ordered pattern between motivation types and regulations. The more students were internally motivated the
more they used cognitive strategies. Moreover, amotivation was negatively correlated to all types of cognitive strategies. In
addition, there were significant gender differences within integrated regulation, external regulation, amotivation, and use of
analyzing and reasoning strategy.
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OZ: Tiirk ve iranh ogrencilerinin (n=898) giidiilenme ve biligsel 6grenme stratejileri arasindaki iliskiyi incelemek i¢in.
Deci ve Ryan (1985)’a ait kendi-kendine karar verme teorisi ve Oxford (1990)un dil dgrenimi strateji envanterinin
dgrencilerin giidillenme ve bilissel stratejilerini belirlemek icin uyarlamasi yapilmistir. Tiirk ve franl &grencilerin hem igsel
hem de digssal olarak giidiilendikleri goriilmiistiir. Iranli &grencilerin giidiilenme diizeyleri Tiirk dgrencilere gére daha
yiiksek ¢ikmugtir. Tiirk dgrenciler daha gok alma ve génderme stratejilerini kullamyorken, Iranli 8grencilerin ise daha ¢ok
girdi ve ¢ikt1 icin gerekli olan bilissel stratejilerden yap: olusturmayr kullanmislardir. Giidillenme ve dissal giidiilenmeye ait
dort diizenleme arasinda olumlu bir iliski s6z konusu olup giidiilenme tiirleri ve diizenleme tiirleri arasinda sirali bir 6rneklem
goriilmiistiir.  Ogrenciler ne kadar cok icsel olarak giidiilenseler, o kadar ¢ok biligsel stratejileri kullanmaktadir.
Gilidelenmemenin biligsel stratejilerin tamanu ile olumsuz yonde iligkili oldugu goriilmektedir. Cinsiyet agismdan biitiinciil
diizenleme, dis diizenleme, giidiilenmeme, ve analiz ve fikir yiirlitme stratejileri arasinda énemli farkliliklar goriilmiistiir.

Anahtar Sozciikler: Kendi kendine karar verme teorisi, giidiilenme tiirii, i¢sel giidiilenme, digsal giidiilenme, biligsel
stratejiler

1. INTRODUCTION

There is a growing interest in the focus of learner-centered education very recently. As a
result of cognitive and social-constructivist revolution, learner as an active organism became
important in the process of learning and learning context. As is indicated by language (Oxford
1990) and Wenden (1991) a great attention is attached to the learning strategies and the
factors that influence the EFL process. Dornyei (1998) states that if there be enough
motivation, it will provide learners the primary stimuli for initiating second language learning
and become the driving force for learners to be persistent in their learning process to complete
their long-term goals. On the premise of that learners are active organisms in their own
learning and they use different learning strategies. If motivation acts as primary stimuli for
initiating second language learning, how an organism’s motivation affects learning strategies;
thus, learners’ appropriate use of language learning strategies is believed to have a great
contribution to the success of second language learning (Ziahosseini and Salehi, 2008;
Sadighi and Zarafshan, 2006). In this context Bickhard (2002) expected that there should be a
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high significant relationship between motivation and cognitive learning strategies. Therefore,
the ultimate purpose of our study is to investigate this relationship.

Motivation, from a behavioral perspective, is seen quite the anticipation of reward; in
cognitive terms, it places much more emphasis on the individuals’ decisions; and from social-
constructive view, it places even more attention on social context as well as individual
personal choice and differences Brown (2007). He believes that “motivation is something that
can, like self-esteem, be global, situational, or task-oriented” (2007:170). To him the concept
of motivation in some ways belong to all three schools of thought, behaviorism, cognitivism,
and constructivism; the fulfillment of needs is rewarding, requires choices, and in many cases
must be interpreted in social context. At this point, Deci and Ryan’s (1985) classified
motivation into two main categories as extrinsic and intrinsic.

Intrinsic Motivation: People with intrinsic motivation are active organisms with inherent
and deeply evolved tendencies toward psychological growth and development (Ryan, 1995).
Extrinsic motivation: The organism is doing an activity for a desired consequence such as
tangible rewards. Internalization and Integration are two certain conditions that provide an
organism a specific situation to have a shift from an existing case to a better one. (Ryan and
Deci, 2000).

On the other hand there are other important considerations at this point. External
regulation corresponds to external motivation and appears when a behavior is regulated by
external contingencies (Deci and Ryan, 1985), whereas Introjected regulation takes place
upon the individual’s internalization of the reasons for his actions though he internalizes only
external contingencies. Identified regulation consists of controlling one’s behavior in a self-
determined manner and the person values the behavioral goal or regulation and accepts the
action as personally valuable. Integrated regulation is more close to intrinsic motivation.
Whenever identified regulations are completely assimilated to the self, it is the time that
integration happens. In other words, they brought into congruence with ones’ other values and
believes. The external regulation in this type of motivation is fully internalized to self-
regulating, and the result is self-determined extrinsic motivation (Deci & Ryan, 2000; Ryan &
Deci, 2002). Amotivation as described by Deci and Ryan (2000) is a lack of intention to do a
behavior, non-evaluation of that behavior and feeling of incompetence. Amotivated learners
have no intention to do an activity and feel helplessness so there is no level of self-
determination. It occurs when individuals perceive no relations between their action and the
outcome of what they are doing.

As to the other point of this study, Oxford (1990) states that cognitive strategies (CS)
provide specific opportunities for language learners to manage their learning process. She
introduces analyzing, note-taking, summarizing, highlighting, receiving and sending
messages, practicing structures and sounds formally as examples of cognitive strategies.
Cognitive strategies are a category of direct strategies which are directly involved in the target
language learning. From this point of view that motivation and cognitive strategies are from
one underlying mental process, it is expected that there should be a high significant
relationship between these two variables. In this article we study the relationship between
motivation types and cognitive learning strategies with special reference to the differences
between Iranian and Turkish learners’ of English on the basis of Deci and Ryan’s (1985)
motivation model in self-determination theory and R. Oxford’s (1990) cognitive strategy
inventory for language learning. More precisely, the study attempts to answer the following
research questions (1) What Cognitive Learning Strategies do Iranian or Turkish EFL
University students use more frequently? (2) What are the types of Motivation among the
Iranian and Turkish EFL University students? and (c) What kinds of relations are there
between Motivation and Cognitive Leaning Strategies?
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2. METHOD

2.1. Participants

The participants consisted of 898 undergraduate students from Turkey and Iran. They were
all English Language Teaching (ELT) students from five universities: Azerbayejan; Tabriz;
and Shabester Azad Islamic Universities in Iran and Hacettepe and Gazi Universities in
Turkey. They were freshmen, sophomores, juniors, and seniors. They were asked to respond
to the questionnaire on the Language Learning Motivation Types (LLMTs) adapted from Deci
and Ryan’s (1985) motivational scale and language learning strategy adapted from Oxford
(1990) Cognitive Strategy Inventory for Language Learning (CSILL).

2.2. Instruments

In this study, a questionnaire divided into three sections: background information,
motivation type and cognitive learning strategies was administered. The first section with 83
items referred to learners’ motivation types and amotivation. The participants were asked to
indicate their opinion about each statement with a five-point Likert scale (1=Strongly disagree
to 5=Strongly agree). The second part with 30 items referred to learners’ cognitive strategies
use. This section was also designed in 5-Likert-type format. The participants were asked to
read each statement and circle one of the numbers ranges from 1= Never or almost never true
of me to 5= Always or almost always true of me. The third section referred to participants’
background information including their gender, grader, proficiency in English, hours of study
and use of English outside the class. The results of the reliability analysis were .876 for
motivation types; .899 for intrinsic motivation; .776 for integrated motivation; .801 for
identified regulation; .739 for introjected regulation; .717 for external regulation; .808 for
amotivation; .821 for cognitive strategies; .755 for practicing; .650 for analyzing and
reasoning; .587 for creating structures; and .580 for receiving and sending (Mean of inter-term
correlation was between 0.2 for the last three).

3. RESULTS

To analyze the findings of the study the following tables for each case were adapted from
Moradi’s M. A. study (2011).

Spearman rank correlation coefficient was computed to investigate the relationship
between MTs. The purpose was, according to Deci and Ryan SDT theory, to find an ordered
pattern between each type of motivation, i.e., the relationship between intrinsic motivation
and integrated regulation would be closer than the relationship between intrinsic and
identified regulation. Intrinsic motivation, integrated, identified, introjected at significant level
0.001, and confidence levels 99% were highly correlated (Table 1). The correlations were
significant. Meanwhile, it was found that a low correlation existed between intrinsic and
external regulation (p>0.05). Amotivation was negatively correlated with intrinsic motivation,
integrated regulation, and identifies regulation; and positively correlated with introjected and
external regulation.

Table 1: Results of Spearman Correlation Test for Relationship between Motivation

Types
Variables  Intro.R. AM Iden.R. Inte.R. IM Ex.R. EM

Intro.R
AM 260%*

Iden.R. A411%* -.167*

Inte.R. .369%* -.179%* .520%
IM 352% -.274%* .548* S81*

Ex.R. 597* 475% 179% .148* 102%*

EM 801* .160* .682% .659% .509%* .686*

*correlation was significant at p=0.000 (P<0.001) **correlation was significant at p= 0.002 (P<0.05)
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We studied the overall participants’ MTs. As it was observed in Table 2, the mean of
intrinsic motivation (IM) (M=67.86) was more than extrinsic motivation (EM) (M=58.54).
Accordingly, the mean score of identified regulation (Iden.R.; M=75.04) was even more than
intrinsic motivation and three other kinds of regulations in extrinsic motivation. Comparing
the means of orientations we saw that the participants of the study were more autonomous
learners rather than control learners. Moreover, amotivation level among the participants was
very low (Table 2).

Table 2: Descriptive Statistics for Motivation Types in General

Variable Mean Standard deviation
IM 67.86 11.40
EM 58.54 9.39
Inte.R. 67.39 10.68
Iden.R. 75.04 11.76
Intro.R. 50.44 11.51
Ex.R. 41.30 16.04
AM 28 13.96
Auto. Orientation 70.10 9.70
Cont. Orientation 45.87 12.49

Next we studied motivation types among the students separately between Iranian students
and Turkish students. The results of the study were also the same as the overall participants’
motivation types. Iranian and Turkish students were both intrinsically and extrinsically
(identified) motivated (Table 3 and Table 4).

Table 3: Results of Kruskal-Wallis Test for MTs in Iran and Turkey
Motivation )

Country Type Mean Median Range X Sig. P
Iran IM 437.25 71.87 57.29 329.62  .000 p<0.001
IM 1575.45  67.708 82.29 141591 .000 p<0.001

Turkey
Table 4: Results of Kruskal-Wallis Test for Intrinsic Motivation and Kinds of
Regulations in Iran and Turkey

Country MO{};};SOH Mean Median Range 2’ Sig. P
Iran Identified 891.46 75 61.11 63555 .000 P<0.001
Turkey Identified  3358.02 75 75  2762.56 .000 P<0.001

Then Mann-Whitney U test was run to compare Iranian and Turkish students’ MTs. The
results showed that Iranian students’ motivation level in intrinsic motivation, integrated
regulation, introjected regulation, external regulation and amotivation was more than Turkish
students. There was no significant difference between Iranian and Turkish students’ identified
regulation (Table 5), but significant differences were observed in the rest aspects.

Table 5: Results of Mann-Whitney U Test for comparing MTs, Regulations and
Orientations between Iran and Turkey

Motivation

Types Country Mean  Median  Range U Sig. P
(MTs)

Intrinsic Iran 495.81 75 100

(IM) Turkey 43623 75 75 59368 001 P<0.01
Extrinsic Iran 486.26 59.94 53.39

(EM)  Turkey 43897 5708 6217 02447 023 P<0.05

Integrated Iran 487.69 68.75 64.58  62161.50 .018  P<0.05
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(InteR.)  Turkey 438.56  66.66  66.67

Identified Iran 429.31 75 61.11
(IdenR)  Turkey 45529 75 75 65762 210 P=0.05
Introjected Iran 481.55 50 67.31
(Intro.R.)  Turkey 44032 4807 9038 03390 047 P<0.05
External Iran 499.75 46.42 35.71

(ExR)  Turkey 43510 4807 9286  ~°/°1 002 P<0.0l

Amotivation Iran 544 .47 29.41 95.59 50806 000 P<0.001

(AM)  Turkey 42229 2205 7647

Autonomous Iran 481.80 73.37 60.07

(Auto. o key 44024 69.907 7361 0333950 046 P<0.05
Orien)

Control Iran 494.02 46.49 62.23

(Cont. — rkey 43674 4285 7074 0089330 006 P<0.01
Orien.)

Following Kruskal-Wallis Test was carried out to investigate cognitive strategy use
between Iranian and Turkish students. The results of the study revealed that Iranian and
Turkish students mostly used all types of CS, but the most frequently used strategy among
Iranian students was CSS and among Turkish students it was RSS (Table 6).

Table 6: Results of Kruskal-Wallis Test for CSLL in Turkey and Iran

. 2 .
Country CUS Mean  Median  Range X Sig. P
Turkey Receiving 1757.13 75 1757.13  430.38 .000 #<= 0.001
Iran CSS 3358.02 75 75 84.71 .000 #<0.001

Mann-Whitney U Test was computed to compare the types CSU among Turkish and
Iranian students. The results in Table 7 revealed that Turkish students in comparison to
Iranian students used more RSS and PS.

Table 7: Results of Mann-Whitney U Test for Comparing CSLL between Iran and
Turkey
Cognitive Country Mean Median Range U Con. Sig P
Strategy ]

Level
Iran 362.40  64.06 51.56 o
PSU Turkey 47446  68.75 76.56 52380.50 99%  .000 P<0.01

Iran 426.63  60.93 62.50

0

ARSU Turkey 45605  62.50 68.75 65225.50 95% .115 P>0.05
Iran 449.26 75 75 o

CSSU Turkey  449.57 75 8125 69751 95%  .988 P>0.05
Iran 397.34 75 100 o

RSSU Turkey 46445 75 75 59368  97% .001 P<0.01

Spearman correlation test was used to investigate the relationship between motivation
types and cognitive strategies among overall participants. On the basis of the information of
Table 8, it was observed that there were significant correlations between intrinsic motivation
and extrinsic motivation, integrated regulation, identified regulation, and introjected
regulation and cognitive strategies (PS, ARS, CSS, and RSS). Intrinsic motivation, extrinsic
motivation, integrated regulation, identified regulation and introjected regulation positively
correlated with cognitive strategies. External regulation (» = -0.072, » = 0.031, P < 0.05)
was only negatively correlated with PSU. Amotivation was also negatively correlated with
PSU, CSSU, and RSSU.



70 A.MORADI-A.SARICOBAN | H. U. Egitim Fakiiltesi Dergisi (H. U. Journal of Education), Ozel Say12 (2012), 65-76

Table 8: Results of Spearman Correlation Test for MTs and CSU among All
Participants

PSU ARSU CSSU RSSU
IM 398* 184 322% 232%
EM 207* A150% .199%* 120%*
Inte.R. 326%* A27%* J101* 187
Iden.R. 114%* .109* 319* .198*
Intro. R. 307%* 174%* 238%* 147*
Ex. R. -0.072%** 054 -0.040" S50
AM -0.397* -0.013# -0.140* -0.092%**
* Significant — confidence level 99% (P <0.001) ***Significant — confidence level 95% (P <0.05)

~ None-Significant — confidence level 95% (P > 0.05) ** Significant — confidence level 97% (P <0.01)

The results of the study showed that intrinsicly motivated students used more cognitive
strategies than extrinsicly motivated students. Participants with integrated regulation used
more PS and ARS than identified regulated students; accordingly, identified regulated
students used more CSS and RSS than integrated students. Surprisingly, introjected students
used even more cognitive strategies of all types than either integrated or identified regulated
students. In general autonomous students used the most amounts of CS from all types.
External regulation had negative (contrary) correlation with PSU (practicing strategy use)
and CSSU(creating structures strategy use), and non-significant correlation with ARSU and
RSSU. External regulated students used the least amount of strategies. The results of the study
also revealed that the more amotivation increased, the more use of cognitive strategies
decreased.

Spearman correlation coefficient test was run to see the relationship between motivation
types and cognitive strategies among Iranian students. The results of the study, on the basis of
information represented in Table 9, revealed that intrinsic motivation with (r=.374; .217; .554;
and .286); integrated regulation with (r=.138; .148; and .371); identified regulation
with(r=.174, .396, .158); introjected regulation with (r=.207, .142, .211, and .350); and
external regulation with (r=.136, .137) were significantly correlated withj CS. The intensity of
correlation coefficients between intrinsic motivation and types of CS were more than others.
This revealed that the more students were intrinsicly motivated the more they used CS from
all types. The most common cognitive strategy among Iranian intrinsic motivated and
integrated regulated, and identified regulated learners were CSS (r=.554, r=.395, r=.371). The
results of the study showed that Iranian introjected students used PS and RSS more than
identified and integrated learners. Identified learners used more CSS than introjected
learners. Amotivation was negatively correlated with ARS and CSS. In addition, correlations
between integrated regulation and RSS; identified regulation and ARS; external regulation
and CSS and RSS; and amotivation and PS, and RSS were not significant.

Table 9: Results of Spearman Correlation Test for MTs and CS among Iranian Students

PS ARS CSS RSS

Intrinsic Motivation 374%* 217* 554%* 286*
Extrinsic Motivation 260%* 184 %* 323%* 262%
Inte.R. 1387 148%** 371%* 1337
Iden.R. 174%%* 0234 .396%* J158%**

Intro.R. 207%* 142%%* 211%* 350%*

Ex.R. 136%* A37* S50 841
Amotivation -.076" -.301* - 150%** 0524

* Significant — confidence level 99% (P <0.001) ** Significant — confidence level 97% (P <0.01) ***Significant — confidence level 95% (P <0.05) *
None-Significant — confidence level 95% (P > 0.05)

On the basis of the information represented in Table 10 it was found that among Turkish
students, intrinsic motivation, extrinsic motivation and three kinds of regulations (integrated,
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identified and introjected) were positively correlated with CS; whereas, external regulation
and amotivation were negatively correlated with CS. The correlations with intrinsic
motivation(r=.447; r=.197; r=.208; r=.194) were more intensive than all other correlations.
The correlations with integrated regulation and identified regulation were more intensive than
introjected and external regulations. Introjected regulation was poorly correlated to PS, ARS,
and RSS. External regulation was even negatively correlated with CS. Amotivation was more
negatively correlated with all types of CS.

Table 10: Results of Spearman Correlation Test for MTs and CS among Turkish
Students

PS ARS CSS RSS
Intrinsic Motivation A47* 197* 208%* .194*
Extrinsic Motivation 228%* 125%* .146%* 191%*
Inte.R. 370%* .198* 175% 161%*
Iden.R. 383%* 161%* 286%* 257*
Intro.R. A 13%* 085%** .060" 158%*
Ex.R. - 115%%* 038" -.67° -007°
Amotivation -432%* -126* - 131%* -.94%**

* Significant — confidence level 99% (P <0.001)  ** Significant — confidence level 97% (P <0.01
*** Significant — confidence level 95% (P <0.05) "“Non-Significant — confidence level 95% (P > 0.05)

Mann-Whitney U Test was computed to investigate the effect of gender on motivation
types. As is seen in Table 11, there were significant differences among male and female
participants in the cases that they were integrated regulated, external regulated and
amotivated. Among the students who were integrated regulated, the mean of scores for female
students were more than male students; among external and amotivated students’ number of
male students was more than female students.

Table 11: Results of Mann-Whitney U Test for Motivation Types and Gender
MTs Gender Mean Median Range U Sig. P
Male 455.76 69.79 69.79

M Eemale 44807 67.708 67708 00 720 2005
EM e 4036 w38 selo 60936 973 2003
meR e M0 esas eser AT 000 o
Iden.R. F?niﬁie fé;:;; % 667'567 56397 123 >0.05
WoR. S iass as07 769 60729 918 2003
BXR pinie aair 3571 ovme 9SS0 000 (o
AM F?nize jﬁg:;g 262';‘7 717(')%4 5431450 026 <0.05

4. DISCUSSION AND CONCLUSION

In this study we investigated motivation types among students. The results revealed that
the mean of intrinsic motivation (67.86) among the students was more than extrinsic
motivation (58.54). Comparing the means of kinds of regulations in extrinsic motivation with
the mean of intrinsic motivation it was observed that identified regulation received the highest
of mean (75.04). This revealed that the participants of the study were both intrinsically and
extrinsically (identified regulated) motivated. Students reported that they had strong desire,
interest or enthusiasm for English learning and they were more autonomous oriented rather
than control oriented. In addition, studying students’ MTs in each country separately we
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resulted in the same motivation types. However, it was found that Iranian students’ motivation
level in comparison to Turkish students, except identified regulation, was very high. There
was not a significant difference between Iranian students’ and Turkish students’ identified
regulation. Amotivation level, among the participants, in comparison to the types of
motivation and kinds of regulation in extrinsic motivation was very low (M=28.00), and the
level of amotivation between Iranian students, in addition, was more than Turkish. Another
significant finding was that motivation types and kinds of regulations in extrinsic motivation
were positively correlated. Amotivation was positively correlated to external and introjected
regulations but negatively correlated to intrinsic motivation, integrated regulation and
identified regulation. All the correlations were significant at p=0.000 and confidence level
99%. In congruent with Deci and Ryan’s (1985) SDT, there was an ordered pattern between
both MTs and kinds of regulations. The high intensive correlations were between learners
with autonomous orientation. It was also reported that intrinsic motivation was positively
correlated with integrated regulation, identified regulation, introjected regulation and external
regulation. As we moved in a range from external regulation (r=102, p<0.001) to introjected
regulation (r=.352, p<0.001), to identified regulation (=548, p<0.001), to integrated
regulation (r=581, p<0.001), to intrinsic motivation, we observed highly significant direct
correlation. Put differently, to the extent that we moved from external regulation towards
intrinsic motivation the participants’ level of internal motivation increased and as we got
away from intrinsic motivation towards external regulation the participants lost motivation
level. The ordered pattern between MTs and kinds of regulations was in congruent with what
Deci and Ryan (1985) stated in their SDT. The results confirmed the notion that although the
types of motivation often views as opposite, it was still for learners to learn a foreign language
both for intrinsic and extrinsic reasons.

Amotivation was negatively correlated to intrinsic motivation, integrated regulation, and
identified regulation. Moreover, as we moved in range from identified regulation (r= -.167,
p<0.001) to integrated regulation (r= -.179, p<0.001), to intrinsic motivation (r= -.274,
p<0.001) we found that the degree of amotivation decreased to its least amount. The results
confirmed the fact that, according to Deci and Ryan’s (1985) SDT, to the extent that learners
get close to intrinsic motivation, they get self-confident and lose their amotivation level.

In the study, the participants used mostly all types of cognitive strategies, but the most
frequently used strategy types among the participants were creating structures strategy (CSS)
(M=73.21) and receiving and sending strategy (RSS) (M=74.93). The results of the study
revealed that in general Turkish students used more CS than Iranian students. The observed
difference between Iranian and Turkish students’ use of PS, and RSS was more significant
(P<0.01). Put differently, Turkish students in comparison to Iranian students used more PS
and RSS. However, there were not significant differences between Iranian and Turkish
students’ use of ARS, and CSS (P>0.05). It was also found that motivation types (intrinsic
and extrinsic) and three kinds of regulations (integrated, identified, and introjected) were
intensively correlated to all CS. There were direct significant correlation coefficients between
the variables so that by increasing motivation level, students’ CSU also intensively increased.
External regulation negatively correlated to PSU, and its correlation with ARSU, CSSU, and
RSSU was not so significant. Amotivation had a contrary correlation coefficient with PSU,
CSSU, and RSSU, but non-significant correlation with ARSU.

There was a positive increasing range from identified regulation (r=.114, r=.109, r=.319,
and r=.198), to integrated regulation (r=326, r=127, r=.101, and r=187), and to intrinsic
motivation (r=.398, r=.184, r=.322, and r=.232), especially with the use of PS and ARS. That
is, the more students’ level of motivation got closed to intrinsic motivation the more they used
PS and ARS, and vice versa.
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The correlation coefficients between external regulation and types of CSU were too weak.
It revealed that students with this type of regulation, in comparison to introjected learners,
used the least amount of effort to learn. As Wei Zhaomin (2006) states they only look for final
results; therefore, learning process is not important for them. The results showed that external
regulation was contrary correlated to PSU and the correlation coefficient(r=-.072) was
significant (P<0.05). That is, the more students were external regulated the least they used PS.

In comparison to control oriented learners, amotivated learners were even weaker. In
congruent with Deci and Ryan’ (1985) SDT, amotivated learners had no interest or desire to
sustain their effort to learn. The results of the study revealed that amotivation had contrary
significant correlations with three types of CSU: (PS(r=-.397), CSS(r=-.140), and RSS(-
.092)). The more the students were amotivated the least they used CS. Moreover, the
correlation coefficient between amotivation and ARSU was not significant(r=-.013, P>0.05).

Both Iranian and Turkish intrinsically motivated students used CS from all types
positively. That is, by increasing learners’ intrinsic motivation their use of CS also intensively
increased. However, Iranian intrinsic motivated students, in general, used more CS than
Turkish students, whereas the intensity of correlation coefficient for Iranian intrinsic
motivated students with PS, ARS, CSS and RSS was (r=.379; r=.217; r=.554; and r=.297), for
Turkish intrinsic motivated students it was (r=.447; r=.197; r=.208; and r=.191). In congruent
with Deci and Ryan (2000) and Oxford (1990), the results of the study showed that the more
students were internally motivated the more they used their effort to learn. Iranian students
were more intrinsically motivated than Turkish students; accordingly, used more cognitive
strategies than Turkish students.

According to Deci and Ryan’s (2000) SDT, extrinsic motivation involves four regulations.
Integrated and identified regulationS are in the group of autonomous orientation; whereas,
introjected and external regulations are in the group of control orientation. Integrated and
identified students were proposed to use more CS. Accordingly, it was observed that Turkish
integrated and identified students in congruent with Deci and Ryan (2000) and Oxford (1990)
more intensively used CS than introjected and external regulated students; even Turkish
external regulated students, in general, were negatively correlated with types of CS. Iranian
introjected and external students, however, positively used cognitive strategies; even
introjected regulated students’ use of PS and RSS was more than identified and integrated
students. But in general, the results of the study showed that autonomous oriented learners,
either with Iranian or Turkish students, used more CS than control oriented learners. The
more they were autonomous oriented the more they used cognitive strategies; in contrast, the
more they were control oriented, the less they used CS.

It was observed that integrated regulation, either with Iranian students or Turkish students,
was positively correlated to all types of CS; however, Turkish students, in general, used more
CS than Iranian students. Iranian integrated students mostly used CSS(r=.371), whereas
Turkish students mostly used PS(r=.370).

It was also found that Iranian introjected students used cognitive strategies more
intensively than Turkish students. As it was mentioned, the intensity of correlations between
Iranian introjected regulation and CSU was even more than the intensity of correlation
coefficients between Iranian integrated regulation, and identified regulation and CSU,
especially with PS and RSS. It might be because of the fact that introjected students do more
challenges to pretend they are the best. Although, they could not get the importance of their
behavior but they studied for more prestige and more importantly to control their stress and
shyness. In comparison to Iranian introjected students, Turkish introjected students used less
CS than both integrated and identified Turkish students.
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Iranian external students’ use of CS positively increased; in contrast, Turkish students’ use
of CS, especially PS negatively decreased. It was also worth noting that although Iranian
external students’ use of CS was positive but their use of CS was less than integrated and
identified regulated students.

Amotivation had a negative effect on the learners’ use of cognitive strategies. In congruent
with Deci and Ryan’s (2000) and Oxford (1990) it was found that the more students were de-
motivated the less they used cognitive strategies.

According to what mentioned above, it was found that either with Iranian students or
Turkish students autonomous oriented learners, in general, used more CS than control
oriented students. The more students were autonomous oriented the more they used CS. In
addition, the more students were de-motivated the less the used CS. Intrinsic motivation,
integrated regulation, identified regulation, and introjected regulation were positively
correlated with CS. Iranian external regulation was positively correlated with CS, whereas
Turkish external regulation was negatively correlated with CS.

It was also found that gender had significant effects on integrated regulation, external
regulation, and amotivation. The results of the study revealed that female students were
mostly integratedly regulated, whereas male students were mostly externally regulated or
amotivated.

It was observed that Iranian and Turkish students were both intrinsically and extrinsically
(identified) regulated students. Iranian students’ motivation level except in identified
regulation was more than Turkish students. There was an ordered pattern between intrinsic
motivation and the four kinds of regulations in extrinsic motivation, which revealed that there
was an increasing rage from different kinds of regulations towards intrinsic motivation.

Lastly, teachers, in Iran and in Turkey, need to provide their students appropriate situation
for more internalization and integration. This may help them to be more intrinsic motivated
students. The results of the study revealed that intrinsic motivated students used cognitive
strategies of all types more intensively than students with extrinsic motivation and four kinds
of regulations and supported the fact that cognitive strategies are more time-consuming and
need lots of effort to be used. As a result, more internally motivated students used more
cognitive strategies. The more students were autonomous oriented, the more they used
cognitive strategies; in contrast, the more students were control oriented, the less they used
the strategies.
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Genisletilmis Ozet

Yabanci dil egitimini etkileyen unsurlar arasinda gilidiilenme ve bu unsurla baglantili
olarak biligsel stratejilerin dnemi yadsinamaz bir gergektir. Aktif ve yapici 6zellige sahip olan
giidii, genelde “harekete geciren” ifadesi ile agiklanmaktadir, ancak bu ifade giidiilenmenin
tek bir yoniini gostermektedir. Aslinda giidiilenmenin bir diger yonii olan “hareketi devam
ettirici” ozelligi de bulunmaktadir. Diger yandan giidii biligsel yeterliligi ve davranislari
ayarladig1 gibi hedeflerini var oldugu ortamdaki baglamsal 6zelliklere gore yonlendirir ve
sinirlarini ¢izer. Bu ¢alismanin konusunu olusturan giidii ¢esitleri arasinda igsel giidiilenme ve
digsal giidiilenme olarak toplam olarak iki ¢esit ele almmustir. Igsel giidiilenme, bireylerin
herhangi bir 6diil beklentisi olmaksizin kendi i¢inden gelerek harekete ge¢mesi olarak
tanimlanabilir. Digsal giidiileme ise icsel gilidiilenmenin aksine bireylerin bir 6diill ya da
olumlu doniit alacagi beklentisiyle harekete gecmesi olarak tanimlanabilir. Yukarida tanimlar1
yapilan giidiilenme tiirlerinin hangisinin davranis i¢in harekete ge¢cmede daha etkili
oldugudur. Brown (2007)’a gore yapilan arastirmalar igsel giidiilenmenin yani kisinin kendi
istegiyle, beklentisi olmadan harekete ge¢cmesinin davranisin devamlili§i i¢in daha etkili
oldugunu gostermektedir; fakat kimi zaman yasamda karsilasilan problemler, diizensizlikler
bireyi - ic¢sel anlamda giidiilenme diizeyi ¢ok diisiik olmasina ragmen - dissal olarak
giidelemekte ve davranisa yonlendirmektedir.

Biitiin bu bilgilerin 1s1¢imndan hareketle giidiillenmenin en ¢ok etkiledigi alan egitim
bilimleridir. Dolayisiyla, bu ¢alismanin konusunu olusturan yabanci dil egitimi de egitim
bilimleri semsiyesinin bir parcasi oldugundan bu etkiden uzak kalmasi asla diisiiniilemez.
Yabanci dil egitiminde davranis degisikligi yani 6grenmenin gerceklesmesi asamasinda
Ogretim siirecinin daha verimli ve etkili kilma ¢abalarmna 1sik tutmasi bakimindan mevcut
caligmanim 6nemi de yadsmamaz. Ogrenci basarisini tetikledigine inandigimiz bu iki unsurun
yoklugu 6grenci basarisizligina giden yolda goz ardi edilmemesi gereken konulardir. Tabi ki
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Ogretim siirecinde Ogrenci basarisizliginin olast nedenleri arastirilmali ve ¢oziimler
bulunmalidir. Ogrenci basarisizhig1 iizerinde yapilan arastirmalar neden olarak pek ¢ok
bulguya ulagmakla beraber varilan sonuglar 6grenci basarisizliginda giidii eksikliginin ¢ok
onemli bir rol oynadigin1 gostermektedir http://www.ingilish.com/db1.htm).

Giidiilenmenin {izerinde etkisi goriilen biligsel yetinin de 6grenci basarisi lizerinde dnemli
ociide rol oynadig1 alanimizin bir bagka arastirma konusunu olusturtmaktadir. Su bilinen bir
gercek ki, bireylerin basarilart biiyiik 6l¢lide kendi 6grenme yetilerinin farkindalig1 ve kendi
ogrenmelerini yonlendirmeleri ile miimkiindiir. Bu baglamda 6grenme stratejisi, bireyin kendi
kendine 6grenmesini kolaylastiran teknikler arasinda yer almaktadir. Bilgiyi ise kogmak ve
kalic1 bigimde dgrenmeyi saglamak yabanci dil 6gretmenlerinin birinci vazifesi olmalidir. Bu
noktada bireylerin (6grencinin) dgretilecek yeni bilgiyi segme, diizenleme ve biitlinlestirmek
icin gerekli olan davranislar1 gelistirmesi ve olgunlagtirmasi gerekir. Bu baglamda farkli
O0grenme stratejilerinden s6z etmek miimkiindiir. Bunlar; (1) tekrarlama stratejileri, (2)
karmagik 6grenme durumlart igin tekrarlama stratejileri, (3) anlamlandirma stratejileri, (4)
karmagik 6grenme durumlart i¢in anlamlandirma stratejileri, (5) orgiitleme stratejileri, (6)
karmagik 6grenme durumlari i¢in orglitleme stratejileri, (7) kavramay1 izleme stratejileri, (8)
duyussal ve giidiisel stratejileri ve (9) bilissel stratejilerdir.

Calismamizin ikinci ayagini olusturan biligsel stratejiler ise dort stratejiden olusmaktadir.
Bunlar; (a) yineleme stratejileri: temel etkinlik, zihinsel yinelemeler yapma ve ezberleyerek
O0grenme. Oldugu gibi hatirlanmasi istenen bilgilerin 6grenilmesinde kullanma, (b) agimlama
stratejileri: yeni 0grenilenlerle dnceki bilgilerini biitiinlestirerek uzun stireli bellekte bilgiyi
kodlamada 6grenenlere yardim etme. Yorumlama, 6zetleme, benzetim yaratma ve not alma
vb., (c) diizenleme stratejileri: uygun bilgiyi se¢gme ve Ogrenilecek bilgiyi, bilgiler arasi
baglantilar1 kurarak yapilandirma. Kiimelendirme ya da smiflandirma, ana hatlar1 ¢ikarma
(outlining), ana fikri belirleme vb., ve (d) elestirel diisiinme stratejileri: Onceki bilgileri yeni
durumlara uygulamada problem ¢6zme, karar verme ve elestirel degerlendirme yapmadir.

Yukarida yabanci dil 6greniminde basariyr etkileyen giidii ve biligsel stratejilerin dnemi
verilmistir. Buradan hareketle konuya iliskin olarak yapilan bu ¢aliymanmn amaci 6zellikle
Tiirk ve Iranl 6grencilerinin giidiilenme ve bilissel 6grenme stratejileri arasindaki iliskiyi
incelemektir. Calismaya Tiirkiye ve Iran’dan toplam 898 dgrenci katilmistir. Deci ve Ryan
(1985)’a ait kendi-kendine karar verme teorisi ve Oxford (1990)’un dil 6grenimi odakl
strateji envanteri’nden olusan Olgme araclarinin dgrencilerin gilidiilenme ve bilissel strateji
tiirlerini belirlemek tizere uyarlamasi yapilmistir. Calismanin sonuglarini yorumlamada Mann-
Whitney U test, Kruskal-Wallis test ve Spearman Siralama Korrelasyon Katsayisi testleri
kullanilmistir. Calismanm sonuglar1 Tiirk ve Iranli 6grencilerin hem icsel hem de disssal
olarak giidiilendiklerini ortaya koymustur. Iranli &grencilerin giidiilenme diizeyleri Tiirk
Ogrencilere gore daha yiiksek ¢ikmistir. Tiirk Ogrenciler daha c¢ok alma ve gonderme
stratejilerini kullanmakta iken tam aksine Iranl &grencilerin ise daha ¢ok girdi ve ¢ikt1 icin
gerekli olan biligsel stratejilerden yap1 olusturma stratejisini kullandiklar1 gozlemlenmistir.
Giidiilenme ve digsal glidiilenmeye ait dort tiir diizenleme arasinda olumlu bir iligki vardir ve
giidiilenme tiirleri ve diizenleme tiirleri arasinda sirali bir 6rneklem goriilmiistiir. Caligmada
giidiilenme tiirlerinin bilissel stratejilerle arasinda yogun bir iliski oldugu tespit edilmistir.
Ogrenciler ne kadar ¢ok icsel olarak giidiilenseler, o kadar cok biligsel stratejileri
kullanmaktadir. Gilidelenmemenin biligsel stratejilerin tamami ile olumsuz yonde iliskili
oldugu goriilmektedir. Buna ek olarak cinsiyet agisindan biitiinciil diizenleme, dis diizenleme,
giidiilenmeme ve analiz ve fikir yiirlitme stratejileri arasinda dnemli farkliliklar goriilmiistiir.
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