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Abstract. In the last few years, during and in the immediate
aftermath of the COVID-19 pandemic, the rapid development
of technology has faced one of the greatest challenges yet, espe-
cially in the field of education. Even though traditional in-class
activities may seem tedious, motivating students to actively
participate in online classes occasionally poses an even greater
challenge. Having the scarcity of research in the Serbian EFL
context in mind, the present paper aims to explore the potential
impact and outcomes of the pandemic, by investigating Serbian
tertiary-level EFL learners’ motivation and classroom engage-
ment in an online environment. The primary instrument was
a questionnaire consisting of three sections: a section related
to motivation, which included four subscales (personal suita-
bility, effectiveness, teachability, and study habits); a section on
classroom engagement, which contained statements addressing
behavioural, agentic, cognitive, and emotional engagement;
and a section on the actual effects of the pandemic on students’
motivation for online learning. A total of 82 English-major
students participated in the study. The results indicate that,
even though the pandemic has introduced new platforms and
opportunities for online learning, students seem to be more
motivated to learn in the traditional classroom, expressing
particular doubts about the effectiveness of online learning.
Students generally express positive attitudes towards personal
suitability and teachability online; however, their study habits
leave room for improvement. Students’ cognitive engagement
exhibits more positive tendencies than the other three types.
The result that seems to have the most significant pedagogical
implications is that the majority of respondents state that the
pandemic made them feel tired of online learning, which under-
lines the need for reconsideration of the current practices and
the importance of constant innovation of the teaching process.
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Introduction

Defined as “a theoretical construct used to explain the initiation, direction, intensity,
persistence and quality of behaviour” (Brophy, 2004, p. 3), motivation is one of
the key factors closely related to achievement and desired outcomes. Motivated
behaviour refers to an individual’s orientation towards a goal, the willingness to
expend effort to achieve a goal, and persevering in that effort, despite the chal-
lenges and obstacles encountered along the way (TrebjeSanin, 2009).

Research on motivation is aimed primarily at examining the reasons why
an individual takes an action, the intensity of involvement in it, the persistence in
efforts to achieve a goal, as well as examining an individual’s thoughts and feelings
during the process (Woolfolk et al., 2013). Given that the nature of motivation is
rather complex, investigation of the phenomenon has generated several psycho-
logical theories and series of studies aimed at defining it and at determining its
causes and effects. Despite decades of research, no motivation theory has man-
aged to explain the full complexity of the issue. Although researchers have been
selective in their focus on various aspects of motivation, most of them agree that
motivation concerns direction and magnitude of human behaviour, including
the choice of a particular action, persistence in it, and the effort expended on it
(Dornyei & Ushioda, 2011, p. 4). In other words, motivation explains why people
decide to do something, how long they are willing to sustain the activity, and how
hard they will pursue it.

The never-ending advancement of technology and the development of
new learning tools have completely altered the teaching and learning landscape
in the 21st century, especially in the aftermath of COVID-19. Over the years,
computer-assisted language learning (CALL) has branched off into numerous
options for both teachers and learners, making participation and engagement
more flexible, particularly in the sense of physical presence in a formal classroom
(Senftner & Kepler, 2015). The present paper is thus concentrated on investigat-
ing motivation and classroom engagement in an online learning environment,
with a special focus on the period immediately following the pandemic, when
distance learning was almost an exclusive form of education.
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Learning Motivation and Classroom Engagement in an EFL Context

Learning motivation is believed to be one of the most significant factors predict-
ing an individual’s success in the process of learning (Gardner, 1985; Dornyei,
2005; Busex Buposuh et al., 2014). Woolfolk et al. (2013) claim that this type of
motivation implies learners’ serious attitude towards academic work, their efforts
to gain benefit from the work, and the employment of adequate strategies in that
process. Brophy (2004, p. 4) claims that the concept of learning motivation, used
to explain “the degree to which students invest attention and efforts in various
pursuits,” is rooted in learners’ learning experiences, affecting their willingness to
participate in learning activities and the reasons for doing so. Seeking to define
the role of motivation in the process of learning, Ormrod (2003) explains that
motivation exerts positive impact on cognitive processes and academic achieve-
ment, encourages learners to put more effort in the learning process, directs their
behaviour towards achieving goals, enables them to focus on the goals that will
bring them some kind of reward, and helps them sustain the learning process.
Ryan and Deci (2000) argue that motivated learners are able to participate in
challenging learning activities while being engaged in discovering appropriate
strategies to facilitate learning and persist in the learning process.

Since learning motivation is a complex, multi-layered concept, whose nu-
merous aspects cannot be examined and measured simultaneously, research
on this type of motivation has focused on its individual dimensions, that is, on
its various quantitative and qualitative features. For example, an individual can
be motivated to learn by rewards and punishments of parents and teachers, the
person’s interests and goals, previous achievements, peer behaviour, and the
learning content (Busex Buposuh et al., 2014). Furthermore, student motivation
is a dynamic dimension whose intensity and structure fluctuate over time; thus,
its temporal variations need to be considered as well.

In the field of applied linguistics, motivation has been considered as one
of the most important factors that, besides other individual differences—such
as age, language aptitude, or personality—accounts for successes and failures
in foreign language learning. Defined as “the driving force in any situation that
leads to action” (Richards & Schmidt, 2010, p. 377), L2 motivation is claimed to
be particularly significant because it initiates L2 learning and provides the driving
force to sustain learning (Ddrnyei, 2001; Dornyei & Ryan, 2015). In addition,
motivation determines the degree to which a learner is willing to expend effort
to learn a foreign language (Oxford, 1996).

Since foreign language learning does not simply mean learning new
content and skills, but it likewise implies the adoption of a new identity and
rules of social and cultural conduct (Williams, 1994), it is clear that this type
of learning comprises a number of unique psychological and behavioural pat-
terns that the process of adopting new identities, habits, and elements of other
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cultures entails. Dornyei (1998, p. 118) claims that L2 motivation is a complex
and unique process since language itself is at the same time a communication
coding system taught as a school subject, an integral part of an individual’s
identity, and an important channel of social organisation rooted deeply in the
target language community. In that sense, it can be argued that L2 motivation
is simultaneously a cognitive, affective, and social dimension. All other factors
involved in the process of foreign language learning presuppose motivation to
some extent, as even students with exceptional abilities cannot achieve good
results if they are not motivated (Dérnyei & Ryan, 2015). On the other hand,
high levels of motivation can compensate for deficiencies in both an individual’s
abilities and learning conditions.

Some authors claim that the influence of motivation on learners’ achieve-
ment is bidirectional, in the sense that just as motivation affects achievement,
success may likewise lead to higher levels of motivation (Ellis, 1994; Lightbown
& Spada, 2006).

In the last few decades, research on L2 motivation has evolved through several
phases, each examining it from a different perspective—whether as a conscious
or unconscious process, in relation to its cognitive and affective dimensions, or
as a temporal and contextual construct. Gardner and Lambert (1972) suggest
that the interest in researching L2 motivation arises from a desire to understand
the factors, beyond cognitive ones, that influence achievement. Classifying
motivation as an affective variable, together with learners’ attitudes towards the
target language community and culture, the authors emphasise the social and
psychological aspects of L2 motivation. This social-psychological perspective
evolved from the belief that L2 motivation should be distinguished from other
types of learning motivation, since students are expected not only to acquire
knowledge of a language but also to “identify with members of another ethno-
linguistic group and to take on very subtle aspects of their behaviour, including
their distinctive style of speech and their language” (Gardner & Lambert, 1972,
p. 135). Hence, a key issue in Gardner’s L2 motivation theory is the concept of
integrative orientation, which concerns a positive disposition to the L2 group
and the willingness to be valued as a worthy member of a particular linguistic
community (Gardner & Lambert, 1959, p. 271). According to the social and
psychological perspective, learners’ ethnocentric orientation and their attitudes
toward the target language and its community exert a direct influence on their
L2 motivation.

The 1990s saw a shift towards the cognitive and situated dimensions of the
concept. The period was marked by two trends: the need to align L2 motivation
research with cognitive theories in motivational psychology, and the desire to
shift the focus from learners’ attitudes towards language learning and ethno-
linguistic communities to more situated and contextualised aspects of learning
(Dornyei & Ushioda, 2011, p. 46). Firstly, in view of the significant influence of
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self-determination theory in educational psychology, the importance of drawing
the distinction between intrinsic and extrinsic motivation in the foreign language
classroom was recognised and highlighted. While extrinsic motivation refers
to performing a behaviour as a means to receive an external reward or avoid
punishment, intrinsic motivation deals with behaviour performed for its own
sake in order to experience pleasure and satisfaction (Noels et al., 1999; Ryan &
Deci, 2000), which represents a type of motivation that should be strengthened in
learners. Moreover, those who proposed a cognitive-situated perspective (Dornyei,
1994; Crookes & Schmidt, 1991; Williams & Burden, 1997) believed that sources
of motivation connected to learners’ immediate learning environment (e.g., their
classroom) have a stronger impact on their L2 motivation than their attitudes
towards a foreign language and its native speakers. Nevertheless, it is important
to note that this theoretical shift primarily extends Gardner’s framework rather
than rejecting the social-psychological perspective.

The shift to the cognitive-situated perspective stirred up interest in the
dynamic nature of motivation and its temporal variation, which in turn led to
the development of process-oriented approaches to L2 motivation. This next
phase was characterised by a focus on the dynamics of L2 motivation change
both at the micro (e.g., task motivation) and the macro level (e.g., during a
course). Treating L2 motivation as a dynamic, unstable concept rather than
a constant, trait-like characteristic raised important questions about research
methodology. It emphasised the need to study L2 motivation as a fluctuating
process contextualised within a matrix of social and cultural factors. This
perspective naturally led to the socio-dynamic phase, where current theoret-
ical models examine motivation as a situated, dynamic component of foreign
language learning in the modern globalised world, focusing especially on “its
organic development in dynamic interaction with a multiplicity of internal,
social and contextual factors” (Dornyei & Ushioda, 2011, p. 72).

Classroom engagement includes three closely related components: behav-
ioural, cognitive, and emotional; addressing all these components enhances
effective learning (Fredricks & McColskey, 2012; O’Donnell et al., 2015). Reeve
(2013) identifies one more component—agentic, claiming that all four contribute
to active learning. Without engagement, there is often no meaningful outcome
or real attainment. Simply attending class and behaving properly is not enough;
students need to be actively connected to the learning process (Saeed & Zyngier,
2012). Conventional methods and strategies may seem repetitive and tedious for
learners (Zhang & McNamara, 2018); hence, the online environment is claimed
to provide more favourable conditions for learner engagement.
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Methodology

Research Aims and Questions

This paper aims at investigating English-major students’ motivation and class-
room engagement in an online environment. A particular focus was placed on
factors of motivation for online learning because of the changing situational
landscape of university education, as well as other levels of education, in the
previous three years, with the traditional face-to-face classroom at one point
completely shifting to distance learning. The goal was to explore the aftermath
of COVID-19 and its potential effects on students’ motivation and engagement.

Guided by the proposed aims of the study, the investigation was based on
the following research questions:

* What is the current level of English-major students’ motivation for online
learning?

» What do the results reveal about the four subscales of motivation—
personal suitability, effectiveness, teachability, and study habits—in an online
environment?

* What is the current level of English-major students’ classroom engage-
ment in online environments?

» What do the results tell us about behavioural, agentic, cognitive, and
emotional engagement?

Participants

A total of 82 English-major students (average age = 22.05; 16 (19.5%) male, 63
(76.8%) female, 3 (3.7%) other) of the Faculty of Philology and Arts, University
of Kragujevac participated in the study. At the time of the survey, they were all
in their third or fourth year of undergraduate studies (English Language and
Literature Study Programme). Graph 1 shows information on their self-per-
ceived academic achievement, while Graph 2 provides data on the daily amount
of time spent using the Internet for either recreational or academic purposes.
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Self-Perceived Academic Achievement (%)

a
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= completely unsatisfcatory

Graph 1. Students’ self-perceived academic achievement

The majority of students view their academic achievement as good (35.4%),
while 18% consider it exceptional, which is encouraging. The provided infor-
mation is important because students’ self-perception of academic success may
affect their motivation.

Time Spent on the Internet Daily (%)
50 46.3
354
40 31.7
=0 232
20
98 12.2

| a

0

up to 2 hours 2-3 hours 3-4 hours more than 4
hours
m for studying = for fun

Graph 2. Daily time spent on the Internet
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According to the data in the graph, the largest percentage of students spend
up to 2 hours a day studying on the Internet, while their recreational time is
nearly evenly distributed between 2-3 hours and 3-4 hours. This information is
relevant to the study, as the overall distribution of Internet use may also impact
students’ motivation to learn online.

Instruments and Procedure

The main instrument for collecting data on students’ motivation and classroom
engagement online was a questionnaire adapted from two earlier studies (Reeve,
2013; Altunay, 2019). The original statements were modified to meet the needs of
this study, while the final six statements about the effects of COVID-19 were added
by the authors of the paper to further support the findings. The questionnaire was
divided into three parts. The first part, an introductory section, included questions
about the demographic data of the sample, self-perceived academic achieve-
ment, and time spent on the Internet. The second part focused on motivation
and contained eighteen statements rated on a 5-point Likert scale (1—strongly
agree to 5—strongly disagree), relating to students’ motivation (Altunay, 2019).
The third part addressed engagement and featured twenty-one statements rated
on the same 5-point Likert scale, concerning learner engagement (Reeve, 2013).
Additionally, it included six statements on the impact of the pandemic on learners’
motivation to participate in online activities. The questionnaire comprised a total
of 45 questions. The motivation section was divided into statements covering four
subscales: personal suitability (1-6), effectiveness (7-11), teachability (12-15),
and study habits (16-18). The engagement section included statements divided
into four subscales based on type of engagement: behavioural (19-23), agentic
(24-30), cognitive (31-34), and emotional (35-39).

The questionnaire was distributed in person on two occasions at the begin-
ning of the winter semester of the 2023-2024 academic year. All the respondents
agreed to participate in an anonymous survey by signing a written consent form
provided at the end of the questionnaire. The collected data were analysed using
SPSS version 20.0, including descriptive statistics, ANOVA, and independent
samples t-test.

Results and Discussion

The results of the questionnaire related to the motivation for learning online
are presented in Table 1. Percentage counts are provided for each of the levels
separately. The results are presented in three tables for the sake of convenience
and clarity.
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Table 1. Results of the motivation questionnaire

Answers (%)
Statement o = 8 = 8
s &< |Z2 A |57
1. It is convenient for me to learn through 37.8 | 28 11 | 9.8 | 134
distance education.
. 2. Learning in an online environment is 427 | 28 | 146 | 73 | 7.3
= suitable for my lifestyle.
s | 3.Distance education serves as an excellent 232 | 427 | 22 | 85 | 37
3 mechanism to gain the academic
= knowledge I need.
§ 4. Online learning saves a lot of my time. 512 | 256 | 73 | 73 | 85
E 5.1 need the flexibility that participating in 28 | 341 | 11 | 14.6 | 1222
online lessons provides.
6. I prefer learning from home rather than 24 | 37 | 146 | 341 | 451
going to the educational institution.
7. Distance education makes a student more | 3.7 | 9.8 | 49 | 34.1 | 47.6
active in terms of learning.
., | 8 Distance education offers the opportunity | 25.6 | 51.2 | 11 | 9.8 | 2.4
é’ to do various activities.
L | 9. Distance education allows students to learn | 24.4 | 45.1 | 14.6 | 12.2 | 3.7
§ at their own pace.
E 10. Distance education helps to learn more 11 | 122 | 122 | 232 | 415
effectively with no distractions.
11. Distance education is more effective than 49 | 98 | 61 | 22 | 573
traditional education.
12. Face-to-face interaction is necessary for 51.2 | 17.1 | 146 | 12.2 | 4.9
academic achievement.
13. Communication in face-to-face learning 463 1 20.7 | 11 | 122 | 9.8
E situations is more immediate and precise
=) than in distance learning.
fé 14. English education is more effectively 268 | 22 | 183 | 22 11
& provided through traditional methods than
through distance learning.
15. I need face-to-face communication to learn | 35.4 | 47.6 | 12.2 | 4.9 /
English better.
" 16. I tend to procrastinate on assignments 341 | 427 | 17.1 | 49 | 1.2
= given online.
= | 17. Most of the time, T do not complete the 134 | 268 | 9.8 | 29.3 | 20.7
L homework or exercises assigned online.
£ 18. I wait until the last moment to complete 329 | 244 | 122 | 17.1 | 134
my homework or study for exams.
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When it comes to the personal suitability subscale, the majority of partici-
pants (65%) find distance education convenient, and a similar percentage view
it as an excellent way to gain academic knowledge. Seventy per cent describe it
as suitable for their lifestyle, while 76% believe that online learning saves time.
Sixty-two per cent need the flexibility of online lessons; however, almost 80%
disagree that they would rather learn from home than go to the educational
institution. Overall, we can conclude that the personal suitability subscale indi-
cated more positive attitudes and motivation (m = 2, SD = 0.77), though there
was still a strong preference for face-to-face environments.

Examining the effectiveness subscale reveals a shift in attitudes. Namely,
81% of respondents disagree that distance education makes a student more
active, whereas 76% believe that it offers the opportunity for various activities.
This shows that students are aware of the options offered by online learning,
but these options do not necessarily promote active learning. Almost 70% claim
that distance education allows self-paced learning, yet almost 65% feel that it
does not help them learn more effectively or without distractions. A somewhat
surprising finding emerges from students’ responses to Statement 11, where
nearly 80% of them claim that distance education is not more effective than
traditional education. The median value for the effectiveness subscale is 4 (m = 4,
SD = 1.09), which suggests that students are not generally positive about the
overall effectiveness of online learning, especially compared to traditional face-
to-face interactions. This may be due to students’ major and their belief that
communication is essential for developing or enhancing their language skills,
making immediate feedback critically important.

In line with some of the previous statements, 68% of participants find
face-to-face interaction necessary for academic achievement, and 67% feel
that communication in face-to-face situations is more immediate and precise.
Interestingly, 18% of students are neutral about whether traditional methods
are more effective than distance learning in providing English education,
which may stem from their lack of familiarity with the latter. This statement
exhibited a more equal distribution of answers than any of the previous ones.
83% of respondents need face-to-face interaction to learn English better. The
teachability subscale showed a median value of 2 (m = 2, SD = 0.73), indicating
a general positive attitude towards the traditional classroom.

When it comes to study habits, 75% of respondents agree that they procras-
tinate on assignments given online. Half of the students claim to disagree with
the statement about not completing homework or exercises online. Fifty-seven
per cent tend to wait until the last moment to complete homework or study
for exams. Based on the results, it can be concluded that respondents tend to
procrastinate on assignments and cram before exams, highlighting the need to
improve study habits (m = 2, SD = 1.10).
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The results of the questionnaire pertaining to learner engagement are pre-
sented in Table 2. The statements in the table are numbered as in the original
questionnaire.

Table 2. Results of the classroom engagement questionnaire

Answers (%)

Statement %,3 ° S § %5 §
S o | Y B 2 = IYs)
SElem |38 |2 |28
» &< |Z2 |A |57
19. When I'm in an online class, I listen very 19.5 | 159 | 7.3 | 34.1 | 23.2
carefully.
"© | 20. I pay attention in an online class. 22 | 183 | 12.2 | 26.8 | 20.7
_5 21.1try hard to do well in an online class. 25.6 | 134 | 293 | 18.3 | 134
;“ 22.Twork as hard as I can in an online 122 | 341 | 85 | 28 | 171
@ environment.
23. 1 participate in class discussions in online 22 | 354 | 9.8 |20.7 | 122
classes.
24. Tlet my teacher know what I need and want. | 13.4 | 17.1 | 19.5 | 32.9 | 17.1
25. Ilet my teacher know what I am interestedin.| 7.3 | 14.6 | 11 | 46.3 | 20.7
26. During an online class, I express my 26.8 | 23.2 | 85 | 26.8 | 14.6
preferences and opinions.
o | 27.During an online class, I ask questionsto | 20.7 | 30.5 | 23.2 | 183 | 7.3
E help me learn.
3’3 28. When I need something, I ask the teacher | 53.7 | 40.2 | 49 | 1.2 /
for it.
29. I adjust whatever we are learning in an online | 42.7 | 24.4 | 11 | 146 | 7.3
class so I can learn as much as possible.
30. I try to make whatever we are learning 122 | 20.7 | 37.8 | 183 | 11
online as interesting as possible.
31. When I study in an online environment, I 22 | 549 | 85 | 73 | 73
try to connect what I am learning with my
own experiences.
, |32.Itryto make all the different ideas fit 427 1293 | 98 | 85 | 9.8
£ together and make sense.
ED 33. When doing academic work online, I try to | 41.5 | 36.6 | 3.7 | 122 | 6.1
S relate what I'm learning to what I already
know.
34. I make up my own examples to help me 37.8 | 329 | 146 | 122 | 24
understand the important concepts I am
studying.
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35. When we work on something in an online | 23.2 | 20.7 | 41.5 | 85 | 6.1

class, I feel interested.
36. Online learning is fun. 293 | 73 329 ] 22 | 85
37.1enjoy learning new things in an online class. | 35.4 124.39|21.95| 6.1 | 12.2
38. When I'm in an online class, I feel good. 122 | 28 | 171 | 22 | 207
39. When we work on something in an online |14.63 | 24.4 | 354 | 18.3 | 12.2

class, I get involved.

Emotional

Regarding the statements belonging to the behavioural subscale of classroom
engagement, while 55% of respondents listen very carefully during online classes,
it is concerning that less than 50% (40.3%) report paying attention. Half of the
participants strive to do well in online classes, while 46% work as hard as they
can. Fifty-seven per cent participate in online discussions, which may be linked
to activities they find particularly engaging. The median value for behavioural
engagement is 3 (m = 3, SD = 1.04), indicating a moderate level of engagement,
neither too high nor too low.

When it comes to the agentic engagement subscale, it is disappointing
that only 30% of students let the teacher know what they want and need. Even
fewer—only 22%—tell the teacher what they are interested in. The results might
have been different if primary or secondary schools had been included, where
students possibly feel less socially distant from their teachers and classes are
smaller and more intimate. Furthermore, the attitudes may be different depend-
ing on the lecturer. Nevertheless, half of the students expresses preferences and
opinions during an online class, but the percentage is still lower than expected.
Interestingly, 95% of participants feel comfortable asking the teacher when
they need something, which seems to contradict the previous findings. This
discrepancy may be due to students having different interpretations of needs,
opinions, or interests. In face-to-face interactions with the students following
the questionnaire, the authors of the paper asked for clarification. The majority
of students said there were certain issues that were too personal to be shared
with teachers and many also claimed to be introverted. Sixty-seven per cent
of students adjust the material covered in an online class to be able to learn as
much as possible, and only 32% of them try to make learning as interesting
as possible. The median value for agentic engagement is 2.5, also showing a
tendency towards the middle ground (m = 2.5, SD = 0.81).

Cognitive engagement seems higher than the previous two subscales,
judging by the median value of responses (m = 2, SD = 0.75). Seventy-seven
per cent of students try to connect what they learn in online classes to their
own experiences, also attempting to make all the different ideas fit together and
make sense (72%). Seventy-eight per cent connect online work to what they
already know, while 70% make up their own examples in order to understand
the concepts they are studying.
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Emotional engagement has a median value of 3 (M = 3, SD = 0.81), indi-
cating that students are generally neutral, lying between positive and negative
extremes. Statement 35 is particularly intriguing because 41.5% of respondents
claim to be neutral regarding interest in working on something online. In the
conversation after the survey, the students said they were either disinterested or
their interest depended on the specific activity. A similar explanation was given
as to the next statement. Only 36% of respondents find online learning fun, but
60% of them enjoy learning new things in online classes. Forty per cent of stu-
dents claim to feel good during online classes, while 42% say the opposite. The
final statement on emotional engagement shows an almost equal distribution:
one-third of participants are engaged when working online, one-third are not,
and a similar percentage are undecided.

The final section of the questionnaire on the effects of the COVID-19
pandemic on students’ motivation to learn online is presented in Table 3. The
numbering of statements is preserved as in the original survey sheet.

Table 3. Results of the effect of COVID-19 on the motivation questionnaire

Answers (%)

Statement = ol @ I %3 = 8

sEL B 8 |EF

h < Z A & B

40. The COVID-19 pandemic changed my attitude | 51.2 | 30.5 | 85 | 85 | 1.2

towards online learning.

41. The COVID-19 pandemic made my attitude 9.8 |28.05| 17.1 | 23.17 | 22
towards online learning more positive.

42. The COVID-19 pandemic revealed new 30.5 | 451 | 122 | 85 | 3.7
opportunities for online learning.

43. I believe my online learning was efficient 11 | 17.1 | 14.6 | 42.7 | 14.6

during the COVID-19 pandemic.
44.1 feel more motivated to learn online after the | 6.1 | 85 | 232 | 341 | 28
COVID-19 pandemic than I did during it.
45. The COVID-19 pandemic made me feel tired | 42.7 | 29.3 | 17.1 | 6.1 | 4.9
of online learning.

The last six statements were not a part of any subscale, but were formulated
specifically to obtain information on a particular set of attitudes. Eighty-one
per cent of respondents believe the pandemic changed their attitude towards
online learning. However, the majority (43.17%) claim that the change was not
positive. Seventy-five per cent agree that COVID-19 revealed new opportuni-
ties for online learning, yet only 28% believe their online learning was efficient
during the pandemic. Only 14.5% feel more motivated to learn online after the
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pandemic, while the majority (62%) disagree with the statement. The reason
may be explained by the final statement: 72% of students feel that the COVID-19
pandemic led to fatigue with online learning.

In order to gain more revealing insights into the relationship between factors
of motivation and students’ responses, additional statistical testing was performed,
the results of which are presented here in brief. An independent samples t-test
revealed that gender was not a statistically significant predictor of variations in
responses across any of the subscales (personal suitability t;, = 0.803 p = 0.424;
effectiveness t ) = 1.568 p = 0.121; teachability t ;| = 1.298 p = 0.198; study habits

(80) = 0.782 p = 0.437; behavioural engagement t ) = 1.321 p = 0.190; agentic
t g = 0.796 p = 0.428; cognitive t , = 0.071 p = O 944; emotional tg) = 1.499
p=0.138, COVID t, =0.175p = 0.862). One-way ANOVA was used to deter-
mine whether there were statistically significant differences between groups of
participants in terms of academic achievement, hours spent studying online, and
time spent on the Internet for leisure. Academic achievement was found to be a
statistically significant factor affecting the impact of COVID-19 on motivation
(F 4 = 3.581 p = 0.010), indicating that the variation in responses was related to
participants’ academic achievement. No statistically significant difference was found
for the other subscales (personal suitability F ;= 1.529 p = 0.202; effectiveness
F,=1477p = 0.217; teachability F ;| = 1.956 p = 0.110; study habits F ;| = 0.914
p = 0.460; behavioural engagement F ) = 0.381 p = 0.821; agentic F , = 2.052
p = 0.095; cognitive F ) = 0.885 p = 0.477; emotional F | = 0.366 p = 0.832). The
number of hours spent studying on the Internet likewise was not found to be a
statistically significant predictor of variability of students’ responses (personal
suitability F ;) = 0.064 p = 0.979; effectiveness F ;| = 1.259 p = 0.294; teachability
F o, = 0.814 p = 0.490; study habits F ;= 0.266 p = 0.850; behavioural engage-
mentF, =0.712p =0.454; agenticF ;| = 0.098 p = 0.961; cognitive F ;, = 0.861
p = 0.465; emotional F | =0.703 p = 0 553 COVIDF, =1.536 p =0.212). The
number of hours spent aving fun on the Internet was not found to be statisti-
cally significant either (personal suitability F; = 0.852 p = 0.470; effectiveness
F,,, = 0.783 p = 0.507; teachability F,,, = 0.185 p = 0.907; study habits F,, = 0.663
p = 0.577; behavioural engagement F ) = 0.509 p = 0.677; agentic F ; = 0.296
p =0.828; cognitive F ;) = 1.141 p=0. 338 emotional F ) =0.180p =0. 910 COVID
Fy,=1244p=0. 299) Based on the findings, it can f)e concluded that, for this
study sample, students’ motivation, engagement, and the impact of COVID-19
on online learning motivation do not correlate with gender, or the number of
hours spent studying on the Internet or using it for leisure. However, academic
achievement appears to be a significant factor in determining the variation in
responses related to the effect of COVID-19 on motivation.

Finally, in order to connect the starting point of the research with the findings,
the proposed research questions are addressed in more detail here. Namely, re-
garding the current level of English-major students’ motivation for online learning,
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it may be concluded that the selected sample of students understand the impor-
tance of online learning and find it suitable, but they seem to prefer traditional
classroom settings. These findings are consistent with the research conducted
by Altunay (2019). Pertaining to the question of the motivation subscales, the
findings indicate a notable discrepancy between the personal suitability subscale
and effectiveness, since the majority of students find online learning convenient,
yet seem to believe that it does not make students more active. The scale related
to students’ study habits reveals a tendency to procrastinate on assignments and
cram for exams. Regarding English-major students’ classroom engagement in
an online environment, the results indicate high levels of cognitive engagement,
while agentic engagement shows a need for significant improvement. The lat-
ter is especially important for supporting autonomous learning (Reeve, 2013).
Behavioural and emotional engagement appear to fall between the high levels
of cognitive engagement and the need for improvement in agentic engagement.

Conclusion

The results of the questionnaire suggest that students find online learning suitable,
yet they prefer the traditional face-to-face classroom. The effectiveness subscale
was the most revealing, as it showed that students generally did not consider
online learning to be more effective than traditional classroom instruction. The
obtained results may be a consequence of the specific nature of the academic
study programme the students are attending, because they realise the need for
face-to-face interaction and its benefits for language skills enhancement. The
study habits subscale is notably important because it highlights a common issue
faced by EFL teachers: teaching students to take responsibility and accountability
for their own achievements.

Examining the types of classroom engagement, we can conclude that students
demonstrate high levels of cognitive engagement in online lessons, while their
behavioural and emotional engagement show a more negative trend. Agentic
engagement requires considerable improvement to enhance teacher-learner
communication and promote better outcomes.

We are all overly aware that the COVID-19 pandemic has left an indelible
mark on everyday lives, and education seems to be far from left out. Students
report being aware of how the pandemic has changed their attitudes towards
online learning; unfortunately, the majority of respondents believe this change
was not for the better. As well as that, they say the pandemic has made them
tired of online learning.

The unexpected survey findings have important pedagogical implications.
Having in mind that students spend a substantial amount of time online, judging
by their responses to the introductory questions in the survey, the results seem
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rather surprising. The explanation may lie in the fact students like spending time
online for leisure, while they feel learning is reserved for the physical, face-to-
face, formal classroom. Of course, this perspective may change with appropriate
adjustments made to both online and traditional classroom settings. While the
study results suggest that online learning should be considered indispensable,
it can be used as an additional tool in EFL teaching, complementing rather
than replacing face-to-face interaction to achieve the best outcomes. Moreover,
students may need time to rest and rekindle their motivation and enthusiasm
for online activities, which can be effectively achieved by diversifying and
complementing the learning material in face-to-face classroom.

One limitation of the study may be the participants’ specific academic orien-
tation and educational focus. Students of philology, particularly foreign philology,
often require immediate interaction as a prerequisite for effective learning. This
can also be an advantage, since they recognise the importance of the issues inves-
tigated, and were thus committed to completing the questionnaire as truthfully as
possible. Further research may focus on other educational levels and representatives
of other study programmes in order to get a more objective perspective on the
issues of motivation and learner engagement in online environments.
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Hannua M. JEPOTUJEBI'R TUIIMA
Anvma P. PAJOCAB/GEBII'h KPCMAHOBW'h

Ynusepsurer y Kparyjesiy
dunononko-yMeTHUYKM GaKyaTeT
Karepnpa 3a eHITIECKN je3UK Y KEbVDKEBHOCT
Kparyjesar (Cpduja)

AHraxoBare I MOTHBal[ja CTy/I€eHaTa aHITIMCTHUKE 3a yYerbe
Ha JJa/bMHY y IIePMOJly HAKOH 3aBpLIETKA IMaHjeMuje KoBuza 19

Pesume

BprornaBo dp3u Halpeax ¥ pa3Boj TEXHOJIOTH]je IIOKAa3ao je CBOj 3Ha4aj U mocTurHyha
CYOUMBIIIY Ce Ca je[IHMM Of HajBehux 13a30Ba 0 caja y IOC/IeNbIX HEKOIMKO TOJHA
TOKOM, a ¥ HEIIOCPeJHO HAaKOH IIaH/ieMuje KoBuza 19, mocedHo y odnacty odpaso-
Bamba. Hale ncrpakuBame MMaro je 3a UWb Jja MCIIATA MOTVBALjY VI aHIA)KOBaIbe
CPIICKMX CTyJleHaTa aHITIMCTUKE Y OHMAjH OKpyXemwy. CTy/ujy je Hajpe IOHYKalo
CBaKOJHEBHO MCKYCTBO Y HACTABU ayTOPKM paja, Koje ce cpehy ca ce Behum dpojem
cTygeHara Koju ocehajy HemocTaTak MOTUBaLMje 1 0e3BO/BHOCT Jja 00aB/bajy OHIAjH
3aflaTKe cajia Kajia IIaHjeMyje MaaTeHe Buie Hema. Crora cMo ce pOKycHpay Ha Jic-
TpaKMBalbe CTelleHa MOTMBAlMje I AHTA)KOBalba CTYJ,eHATa, a7l U IUXOBUX CTAaBOBA
0 YTUIIAjy KOjU je IaHfieMIja KOpOHAaBMpyca MMaJjia Ha IbJIXOBY MOT/BALVjy 3a OHJIajH
yueme. Y UCTpaKMBakby je y4eCTBOBA/IO 82 CTyjeHaTa aHI/IMCTKe Ha PUI0I0mKo-
yMeTHUYKOM (aKynTeTy YHUBep3utera y KparyjeBiy. Y BpeMe aHKeTUparba CBU CY
noxabaiu Tpehy min 4eTBpTY rOANHY OCHOBHUX CTYAUja. [laBHY MHCTPYMEHT 3a
IPUKYIUbatbe IOfaTaKa O MOTMBALVjJ YIEHMKA Y aHI')KOBAKY Y OHJIAJH YIMOHMIIN
duo je ynutHuK agantupat us ase pauuje cryauje (Reeve, 2013; Altunay, 2019). Beh
noctojehe n3jaBe MmopuduKoBaHe cy Kako d1 ofroBapase norpedama Halie CTyAuje,
TOK je IOCembUX LeCT U3jaBa O YTUIIAjy KOPOHABMPYyCa Ha MOTUBALM)y 3a OHJIAjH
yderme TOIaTo Of CTPaHe ayTopa pajia Kako OMCMO JOAAaTHO MOTKpemIn nocrojehe
Hanmase. Haume, ynTaB yIUTHUK CacTOjao ce Off TpU fiesa: 1) yBOLHOTL #era, Koju je
cafip)kao yodudajeHa muTama Koja Cy y Besu ca fieMorpackiM NofanuMa y3opKa; 2)
merna Koju je odyxBaTao 18 usjaBa ca JInukepTroBOoM cKanoM oarosopa (1 — moTmyHo ce
CITa)keM, 5 — YOIIIITe ce He CaXKeM), Koje Cy ce OfIHOCHIe Ha MOTHBAINjy YUeHNKa; 3)
Terna Koju je caipkao 21 TBpAmy ca MCTOM JIMKepTOBOM CKaJIOM M ILIECT M3jaBa Koje
Cy ce OJHOCHIIE Ha YTUIIAj IAH/IeMIjeé Ha MOTMBALIM]Y 3a OH/IAjH y4erbe.

Kapa je y muTamy MOTHBalMja 32 OHJIAjH yuerbe, pe3yATaTH YIUTHIKA I0Ka3a/Iu
Cy Jia CTy[leHTMMa OfirOBapa HauVH y4yera OHJIAjH, /i Jja Ipedepupajy TpaguLuoHaIHe
yunoHnuue. ITofckana y4MHKOBUTOCTH yderba O HApOUYUTe je BAXHOCTH jep je moKasasa
7la yYeHMIV He CMATpPajy OH/MAjH yuermbe eDUKACHNU] UM Off TPAIUIIMOHAIHOT Koje ce Off-
BUja y)KUBO y yuronuuu. lodujeHnu pesynraryt MOry dUTH NOCIeAMIA CHeUPIIHOCTH
CTYAMjCKOT IIporpama Koju CTyIeHTH 1oxabhajy, jep OHM cXBaTajy Ba)KHOCT HEIIOCpefiHe
uHTepakiyje 1 yBubajy meHe Kopucty 3a yHanpebeme jesnuxux Beurruna. [Togckana
HaBUKa y y4eky YMHM Ce HOCedHO BaXKHOM, jep HaI/lalllaBa CBEIIPUCYTaH IpodyieM ca
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KOj/IM Ceé HaCTaBHMIIV €HITIECKOT KaO CTPAaHOT je3MKa CBaKOTHEBHO CYO4aBajy, a TO je
HOJCTHLIAke YICHNUKA Jja IIPMXBaTe OfTOBOPHOCT 3a COICTBEHaA JOCTUrHYyha.

ITocMarpajyhy TUIIOBe aHIaXKOBamba Y YYMOHUIY, MOI/IN QUCMO 3aK/byIUTH
Aa ydeHnnmn noxasyjy BYICOK HIBO KOTHUTUBHOT aHTa>XOBambha OH}IajH, JOK IbUIXOBO
IIOHANIAH-€ ¥ EMOLVIOHA/IHO AHTa)KOBAK€ YKa3yjy Ha HEIITO HETaTUBHI]je TEHEHIINje.
Yunu ce [ja je aHTa)KOBarbe Be3aHO 32 CAMOVMHMIIM]aTUBY Y HACTABHOM IIPOILIECY I10-
TpedHO 3HaTHO MOOOJBIIATI KAKO O Ce YjefHO YHAIIpeAnIa ¥ KOMyHUKanuja usmehy
HaCTaBHMKA U YUY€HMKA, a TUME VI KOHAYHU PE3yNTaTU.

CBU CMO aIICONYTHO CBECHM Jia je maHeMuja KoBuza 19 octaBnia HeM3dpucus
Tpar y CBaKOJHEBHUM >KVBOTUMA, Te ja 00pa3oBarbe Hifje MI30CTaB/beHO. Y YeHUIIN Ha-
BOJI€ [Ia Cy CBECHM J1a je TTaH/leMMja IIPOMEHMTIA IbYIX0B CTaB ITPeMa OHJIAjH y4emY, afu,
HaXXanocT, BehnHa ucnuranuka He cMaTpa fa IIpoMe€Ha BOAM Ka HOSI/ITI/IBHI/IjeM CTaBYy.
Vcnuranuny Takohe cMaTpajy fa cy ce ycien HaHAeMyje YMOPWIM Off OHJIajH y4uerba.

ITomano usHeHabyjyhm pesynrartu aHkeTe OBIa4e HEKe Ba)KHe IefarOLIKe
uMInuKanuje. Vimajyhu y Bupy ia cTyseHTH IpoBOfe [OCTa BpeMeHa OHJIajH, cynehn
II0 O/ITOBOPMMA Ha YBOJHA NIMTaba y aHKETH, PEe3YNATaTU yKa3yjy Ha HEONXOZHOCT
aKTUBHOT pajia I aHTXOBaba Y HaCTAaBHOM Ipoljecy. Vmak, odjaurmerme 3a OBakse
pesynrare JOAATHO MOXKEMO IMOTPAXKUTN Y UNIBbEHNIN [a YIEHUIIN BIUIIE BOJIE [a
IPOBOJie BpeMe Ha MHTEpHeTY Jia Ou ce 3adaBWIN, JOK CMATpajy fia je IpaBo yueme
pesepBuCaHO 3a pusnuke, popMaHe yuroHuIe. [laTa nepcreKkTuBa ce, HApaBHO, MOXKe
POMEHNUTH OAroBapajyhnum nsmeHnama, IpuMeH/BUBYM I Ha OHJIAjH U Ha TPa/JULINO-
HaJiHe yyroHuIle. YMHM ce ja pe3ynTaTy HallleT Pajia yKas3yjy Ha HEOIXOIHOCT OHJIajH
ydema y XXI Beky, Koje He cMe OUTH jenuHa MOTyhHOCT, Beh Tek OfaTHO CpeAcTBO y
HACTaBU €HIVIECKOT Ka0 CTPAHOT je3NKa, Koje he JOIyHNUTY HelmocpenHy MHTepaKIujy
y TPafiMIVIOHATHO] YYMOHUIIM Ca IM/beM IOCTY3amba JKe/beHNX pesynrara. Takobe,
MO>KJIa je CTyZIeHTIIMa IOTPedHO MaJIo BpeMeHa Jia ce OAMOpe U II0BpaTe MOTHUBALV)Y
U eHTy31ja3aM 3a OHJIajH aKTUBHOCTH, LITO MM Ce MOYKe PeIaTMBHO JIaKo oMoryhutn
OCBeXXaBarbeM HAaCTaBHOTL Cafipykaja y pOpMaTHUM YCIOBUMA.

Kmwyune peuu: MOTHBaLMja; aHTa)KOBakbe; yYelbe Ha Ja/bUHY; €HITIECKU Kao
CTpaHN je3NK; IMaHgeMuja.
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