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Abstract

This study aimed to reveal the relationship between technological pedagogical content
knowledge (TPACK) and teaching motivation of fourth year students studying in Teaching
English as a Foreign Language (EFL) programs in Turkiye in order to reveal whether and
how the two phenomena are related to each other. The study also aimed to explore the
perceptions of pre-service EFL teachers and academics regarding the TPACK and teaching
motivation of pre-service EFL teachers. The participants in the study consisted of 4th year
students in the EFL programs of sixteen state universities in seven geographical regions of
Tarkiye and academics working in these departments. Participants were determined
through the stratified sampling method. 377 fourth-year EFL students and 9 academics took
part in the study. The study followed a mixed-method research design. The findings of the
study indicated that pre-service EFL teachers’ TPACK and motivation to teach had a
positive correlation. While they had minimal predictive power over each other, the impact of
motivation to teach over TPACK was statistically higher than the impact of TPACK over
motivation to teach. The perceptions of pre-service teachers and academics also indicated
a relation between TPACK and motivation to teach. The study revealed the TPACK and
teaching motivation levels of pre-service teachers as well as the perceptions of pre-service
teachers and academics on these. The study also provided pedagogical implications on the
development of EFL teacher education programs as well as the TPACK and teaching

motivation of pre-service EFL teachers.

Keywords: TPACK, motivation to teach, teacher training, English as a foreign language



0z
Bu calismanin amaci, Tirkiye'de Ingilizce Ogdretmenligi programlarinda égrenim géren
dorduncu sinif 6grencilerinin  teknolojik pedagojik alan bilgisi (TPAB) ve 06gretim
motivasyonu arasindaki iliskiyi ortaya koymak ve bu iki olgunun birbiriyle iligkili olup
olmadigini ve nasil iligkili oldugunu agiga ¢ikarmaktir. Calisma ayrica, 6gretmen adaylarinin
TPAB ve 6gretme motivasyonuna iligkin olarak ingilizce égretmen adaylarinin ve
akademisyenlerin algilarini ortaya koymayir amaglamistir. Calismanin katilimcilari,
Tirkiye'nin yedi cografi bdlgesindeki on alti devlet Gniversitesinin ingilizce dgretmenligi
programlarindaki 4. sinif égrencilerinden ve bu bdélimlerde galisan akademisyenlerden
olusmaktadir. Katiimcilar tabakal 6rnekleme yontemi ile belirlenmistir. Calismaya 377
ingilizce Ogretmenligi dérdincii sinif dgrencisi ve 9 akademisyen katiimistir. Calismada
karma ydéntem arastirma deseni izlenmistir. Calismanin bulgulari, ingilizce égretmen
adaylarinin TPAB ve 6gretme motivasyonunun pozitif bir korelasyona sahip oldugunu
gOstermistir. Birbirleri Gzerinde minimum yordama guclne sahip olsalar da d6gretme
motivasyonunun TPAB (zerindeki etkisi TPAB'In 6gretme motivasyonu (zerindeki
etkisinden istatistiksel olarak daha yiiksektir. Ogretmen adaylari ve akademisyenlerin
algilari da TPAB ile 6gretme motivasyonu arasinda bir iliski oldugunu gostermistir. Calisma
O0gretmen adaylarinin TPAB ve 6gretim motivasyonu dizeylerinin yani sira 6gretmen
adaylarinin ve akademisyenlerin bunlara iligkin algilarini da ortaya koymustur. Calisma
ayrica, EFL 6gretmen egitimi programlarinin gelistiriimesinin yani sira EFL 63retmen

adaylarinin TPAB ve dgretim motivasyonu Uzerine pedagojik ¢ikarimlar sunmaktadir.

Anahtar sézciikler: TPAB, 6gretme motivasyonu, égretmen egitimi, ingilizce Ogretmenligi
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Chapter 1

Introduction

This chapter begins by providing a statement of the problem in relation to the study,
which is followed by the aim and significance of the study. Then, the assumptions and
limitations of the study are presented. Finally, the definitions in relation to the key terms,

phrases and acronyms are provided in this section.

Statement of the Problem

The rapid advancement of technology brought about a different take on the
knowledge bases of the individuals in a diverse array of professional sectors. This is also
true for the knowledge base of teacher candidates as well as in-service teachers and
teacher educators. This change in the understanding of the necessary components that the
knowledge base of a teacher should include has influenced the requirements of a teacher
candidate who is expected to become a member of the teaching community upon
graduation. The paradigm shift in the understanding of teacher knowledge is not limited to
the knowledge base of teachers in terms of technology but also in terms of their knowledge
in relation to pedagogy and content. Thus, the complex structure of knowledge that
technological pedagogical content knowledge constitutes holds an important place in the
gualifications of pre-service teachers for them to effectively become part of the teaching

force.

Motivation constitutes one of the primary traits of one’s personality that determines
the likelihood of pursuing a career or carrying out a role in a specific field. This notion applies
to the field of the teaching profession. The motivation of individuals who are candidates to
become professional in any given field of work is just as important as the motivation of the
individuals who are part of the profession. The motivation of pre-service teachers is
important in that their future careers as educators depend on many factors involving their

motivation. Motivation to teach, in this aspect, is a specific facet of the construct of



motivation, which is specifically about the motivation in relation to the act of teaching and

the teaching profession.

Technological pedagogical content knowledge is significant for the reorganization of
teacher education (Baran & Canbazoglu Bilici, 2015). This places it as a commonly
investigated research subject. Although technological pedagogical content knowledge
(TPACK) of teachers has been investigated in many contexts, the investigation of this factor
in relation to teachers’ motivation to teach has been limited. In terms of pre-service teacher
education, the impact relation between English as a Foreign Language (EFL) teachers’
technological pedagogical content knowledge (TPACK) and their motivation to teach has
not been extensively investigated in Turkish pre-service teacher education contexts in
relation to fourth-year pre-service EFL teachers, which constitutes a gap in the literature on

pre-service teacher education, TPACK, and teaching motivation.

Looking into their technological pedagogical content knowledge in the final year of
their pre-service teacher education is important in terms of determining the status quo of
pre-service teachers who are about to graduate and who are expected to become part of
the teaching force of the country in the following teaching terms. Investigating pre-service
teachers’ TPACK in relation to their motivation to teach is necessary for the purpose of

finding the gaps in their knowledge bases as well as their motivation levels.

Aim and Significance of the Study

Teachers constitute the most fundamental element in an education system and the
successful operation of any education system is dependent on the attributes and qualities
of teachers (GOk & Atalay Kabasakal, 2019). Considering the fact that teachers assume
such a critical role in the overall efficiency of the educational system they are a part of, it is
essential to investigate the knowledge bases and teaching motivations of pre-service

teachers who are about to begin their professional careers in the field of education so that



informed predictions can be made about their abilities to adequately fulfill the requirements

of their role in the education system in which they will soon be involved.

There is a crucial role that teachers play in influencing the motivation of their
students through their own enthusiasm and dedication, which are essential components
that can affect students’ participation and engagement in learning (Doérnyei, 1998;
Ghenghesh, 2013). In light of this substantial influence, it is necessary to pay regard to the
knowledge bases and motivation dispositions of teachers in relation to teaching and the
teaching profession since these can have a profound effect on their overall pedagogical
effectiveness as well as their professional productivity. The significance of understanding
teachers’ knowledge bases in relation to technology, pedagogy, and content and the various
factors impacting their motivation to teach need to be taken seriously and not neglected by
educational institutions and policymakers who are actively involved in the ongoing
enhancement of the educational system as well as the education and development of

teachers.

In order to achieve effective teaching, teachers require pedagogic and content
knowledge together (Shulman, 1986) and TPACK framework is significant for research as
it has an important place in how teacher education is restructured (Baran & Canbazoglu
Bilici, 2015). On the other hand, motivation is one of the affective factors involved in
language teaching as in all teaching professions. Motivation of pre-service teachers is
significant for research in that “teacher motivations are influential from the outset of their
entry to teacher education, are formed and fashioned through the course of their teacher
education studies and continue to play out across their teaching careers” (Watt &
Richardson, 2008a, p. 407). It constitutes one of the elements that determines appeal

towards teaching (Sinclair, 2008).

Teacher education research plays an important role in how teaching and teacher
education practices can be improved. In the context of equipping students for a future that

is technologically advanced, the facilitation of pre-service teachers’ acquisition of



technological pedagogical content knowledge (TPACK) has emerged as a critical focus
within pre-service teacher education (Lachner et al., 2021). Schmidt et al. (2009) stated that
utilizing TPACK for evaluating teacher knowledge may impact teacher training and
professional development and that it is necessary to continually reconsider implementations
in teacher education for introducing strategies preparing teachers for effective technology
integration into their teaching (p. 125-126). In a similar vein, the teaching motivation of pre-
service teachers during their teacher education process plays a crucial role in determining
the likelihood of pre-service teachers’ effectiveness in the profession. Thus, investigating
the relation between two essential factors such as pre-service teachers’ TPACK and their
motivation to teach can provide important insights into how teacher education and teacher

performance may be improved.

In light of this stated importance of TPACK and motivation to teach, the aim of this
study is to investigate the relationship between the TPACK levels and teaching motivation
of pre-service EFL teachers in Turkish universities in order to reveal whether and how the
two phenomena are related to each other. Pre-service teachers are expected to have
adequate technological pedagogical content knowledge when they complete their pre-
service teacher education. In addition to this, their motivation to teach is an essential factor
that impacts their teaching practices in their profession. The investigation of pre-service
teachers’ TPACK and motivation to teach has the potential to assist teacher education
institutions in the improvement of pre-service teacher training in order to foster their

development.

Another aspect of the importance of this study is with regards to its focus on 4th-
year pre-service EFL teachers. The 4th-year pre-service teachers in Turkish faculties of
education participate in systematic classroom observation as well as teaching practice,
which are referred to as practicum courses. These courses are integrated into their curricula
during the final two semesters of their pre-service teacher education, which afford them

hands-on experience and foster their engagement with the teaching profession that they do



not have the opportunity to experience in the initial three years of their training and which
may significantly influence their perspectives regarding the teaching profession as well as
impacting their motivation and technological pedagogical content knowledge. Thus,
investigating the TPACK and teaching motivation of 4th-year pre-service EFL teachers can
possibly yield critical insights into the conditions and status quo of teacher candidates who
are anticipated to transition into the EFL teaching community immediately following their

graduation.

Research Questions

The present study aimed to investigate the relation between pre-service EFL
teachers’ TPACK and motivation to teach as well as the perceptions of them and of the
academics in EFL departments in relation to pre-service EFL teachers’ TPACK and
motivation to this. In light of this, the research questions that this study aimed to answer

were as follows:
Main Research Question

1. What is the relation between pre-service EFL teachers’ TPACK and their motivation

to teach?
Sub Research Questions
2. What is pre-service EFL teachers’ level of motivation to teach?

3. What is pre-service EFL teachers’ level of technological pedagogical content

knowledge (TPACK)?

4. What are the views of pre-service EFL teachers regarding their TPACK and their

motivation to teach?

5. What are the views of the academics in EFL departments about their students’

TPACK and their motivation to teach?



Assumptions

In this study, it is assumed that:

1. The sample chosen for the collection of the data is representative of the population.
2. The responses that the pre-service teachers give to the scale items will be sincere.
3. The pre-service teachers and academics participating in the semi-structured

interviews will give sincere responses to the questions.

4. The analysis methods adopted for this study are ideal for analyzing the data from

the scales and semi-structured interviews used in this study.
5. The data collection tools in the study are reliable and valid enough for this study.

6. The pre-service teachers and academics patrticipate in the research voluntarily since

they all have signed consent forms.

Limitations

One limitation of this study was that the results to be obtained from the participants
in this research are based on the participants’ self-reported declarations in the data
collection process through scales and semi-structured interviews. This meant that the
results obtained were limited to the declarations made by the participants and that any

interpretation of the data was based on these self-reports.

Another limitation of the study was that most pre-service EFL teachers were not
expected to be familiar with the term technological pedagogical content knowledge
(TPACK) prior to the study. This did not constitute a problem for the data to be collected
through the scales as the pre-service teachers were not expected to provide responses
based on their understanding of this term and there were not any scale items that involved
the term technological pedagogical content knowledge. However, they were expected to
answer some questions during the semi-structured interviews in relation to their

technological pedagogical content knowledge. In order to overcome this problem, the



researcher provided an approximately ten-minutes long presentation that explained the
term technological pedagogical content knowledge, its components, its usage, and the term

motivation to teach.

Finally, the study intended to look into the 4th-year pre-service EFL teachers’
TPACK and motivation to teach in a manner that could facilitate the generalizability of the
results to the whole 4th-year pre-service EFL teachers in Tarkiye. However, the distribution
of the universities with EFL departments revealed that the majority of the geographical
regions did not involve any private universities with EFL departments. Thus, the study’s
scope was limited to public universities as the stratified sampling method was more
applicable through limiting the scope to one category of universities. Another reason for
opting for leaving out private universities was that the curriculum design and instruction in

public universities were believed to be similar to each other compared to private universities.

Definitions

Important terminologies used in this thesis are defined in this section.

Technological pedagogical content knowledge (TPACK): Refers to the
technological pedagogical and content knowledge in relation to teachers and pre-service
teachers. The basis of this term was introduced by Shulman (1986) in the “pedagogical
content knowledge” framework and was expanded by Mishra and Koehler (2006) through
the integration of technological knowledge into their framework. In terms of the use of the
acronym TPCK in the sub-scale of the EFL-TPACK scale by Wang (2022) and TPACK, the
former refers to the “the synthesized knowledge base” (p. 9937) of technology, pedagogy
and content whereas the latter is described as the overall teacher knowledge that includes

the component knowledge bases (Wang, 2022).

Pedagogical content knowledge: Refers to the unique professional knowledge of

teachers that is formed through a combination of content and pedagogy (Shulman, 1987).



Pedagogical content knowledge involves the representation and adaptation of subject

matter for teaching (Koehler et al., 2017).

Motivation to teach: Refers to the motivation that teachers, teacher candidates,

and pre-service teachers have for the act of teaching and for the teaching profession.

Intrinsic motivation: Refers to the pursuit of an activity for the enjoyment of the

action itself rather than any external source of gratification (Ryan and Deci, 2000).

Extrinsic motivation: Refers to the pursuit of an activity with the purpose of

achieving a result separable from the activity itself (Ryan and Deci, 2000).



Chapter 2

Theoretical Basis of Research and Literature Review

This chapter is going to provide the theoretical basis of research and literature

review in relation to technological pedagogical content knowledge and motivation to teach.

Technological Pedagogical Content Knowledge (TPACK)

The origins of the modern technological pedagogical content knowledge framework
can be traced back to Shulman’s (1986) 'pedagogical content knowledge'. Shulman's
concept of pedagogical content knowledge emphasized that successful teaching
necessitates a thorough and extensive grasp of not only the subject being taught (content
knowledge) but also the most efficient methods for imparting that content (pedagogical
knowledge). Shulman criticized the dichotomy of content and pedagogy, questioning the
idea that pedagogy should be considered as secondary (Shulman, 1986). His stance on
pedagogical content knowledge related content knowledge to teaching and teachability
(Shulman, 1986; 1987). He expressed that it was another type of content knowledge
(Shulman, 1986, p. 9). Pedagogical content knowledge refers to “that special amalgam of
content and pedagogy that is uniquely the province of teachers, their own special form of
professional understanding” (Shulman, 1987, p. 9), which is in and on itself regarded as
one of the core competences of teachers in terms of knowledge and understanding of their

field of expertise (European Commission, 2013).

Shulman's concept laid the foundation for further exploration and development of
the TPACK framework. The TPACK framework expands upon Shulman's concept by adding
the dimension of technology knowledge to the equation (Mishra & Koehler, 2006; Koehler
& Mishra, 2008; Koehler & Mishra, 2009). Shulman’s (1986) framework was expanded by
Mishra and Koehler (2006), who integrated technological knowledge into their framework
(Figure 1) through a design experiment that focused on teachers’ use of technology in

teaching. The TPCK framework is based on the understanding of teaching as a practice
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that requires a combination of different types of knowledge (Mishra & Koehler, 2006).
However, the TPACK framework not only stresses the importance of the three components
of technology, pedagogy, and content on their own but also highlights the complex interplay
among these components. Technological pedagogical content knowledge is defined as “an
emergent form of knowledge that goes beyond all three components” (Mishra & Koehler,

2006, p. 1028).

Figure 1

The TPCK Model

Pedagogical Content
P up - -
/ Knowledge

~, Technological Pedagogical
¢ Know It't'g\‘

Technological
Content Knowledge” . :
- _JJechnological Pedagogical

Content Knowledge

Reprinted from “Technological pedagogical content knowledge: A framework for
teacher knowledge,” by P. Mishra, & M. J. Koehler, 2006, The Teachers College
Record, 108(6), 1017-1054. Copyright 2006 by Teachers College, Columbia

University.

As is seen in the framework, technology, pedagogy and content form the three basic
components of TPACK. Based on the intersections of these three basic components,
different knowledge types emerge within the framework, which are named as pedagogical

content knowledge, technological pedagogical knowledge, technological content
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knowledge, and technological pedagogical content knowledge, which is at the center of the

framework.

The component of content knowledge (CK) in the TPACK framework refers to the
knowledge of the subject knowledge itself (Koehler & Mishra, 2005), which, in the case of
EFL, corresponds to the knowledge of the English language itself. Pedagogical knowledge
(PK) component of the framework entails knowledge in relation to the practices, processes,
and methods of both teaching and learning (Mishra & Koehler, 2006; Koehler & Mishra,
2008; 2009). Technological knowledge (TK), on the other hand, is harder to define unlike
the other two basic components of the framework and more elusive as it is in a constant
state of change (Koehler & Mishra, 2008; 2009). It refers to the knowledge of standard and
advanced technologies as well as the knowledge of operating these technologies (Mishra

& Koehler, 2006).

In terms of the knowledge types that emerge at the intersections of the basic
components, technological content knowledge (TCK) involves the reciprocal relationship
between technology and content that necessitates teachers to have the knowledge of the
subject matter as well as the knowledge of how subject matter can be transformed by using
technology (Mishra & Koehler, 2006). Technological pedagogical knowledge (TPK) refers
to the knowledge of transformation of teaching and learning by the use of technology in
specific manners (Koehler & Mishra, 2008; 2009). Pedagogical content knowledge, similar
to Shulman’s (1986) model, is described as the knowledge of pedagogy with regards to its
application to the teaching of particular content (Mishra & Koehler, 2006; Koehler & Mishra,

2008; 20009).

Technological pedagogical content knowledge (TPACK) forms the central
component of the framework through the accumulation of the types of knowledge that are
described above. Technological pedagogical content knowledge involves the interaction of

the central components of the framework while diverging from the independent knowledge
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of the components (Koehler & Mishra, 2008). It is the central, comprehensive component

of the framework where all the other components intersect (Kabakci Yurdakul et al., 2012).

The TPACK framework has emerged as a techno-pedagogical integration, which is
based on pedagogical considerations and involves the practical implementation of both
pedagogical and technological factors in the technology integration process into education
(Kabakci Yurdakul et al., 2012). The framework recognizes that in order to effectively teach
with technology, teachers must possess not only content knowledge and pedagogical
knowledge, but also a deep understanding of how to integrate technology into their teaching
practices (Mishra & Koehler, 2006). TPACK has been utilized more and more to
characterize the knowledge teachers require for successful technology integration into their
teaching (Schmidt et al., 2009). As the presence of technology use is ever-expanding within
classrooms, frameworks such as TPACK are necessary in order to underpin teachers’

expertise of technology use in education (Baser et al., 2016).

Assessment of TPACK

One line of research regarding assessment of TPACK involves the endeavors in
instrument development for measuring competence regarding the domains of the
framework. TPACK as a construct is a comprehensive concept in nature. Thus, it does not
come as a surprise that assessment of TPACK has been a central subject within the field
of TPACK research. Assessment or measurement of TPACK has been attempted with a
variety of data collection tools while scale and survey tools predominantly constitute the
tools developed for this purpose. The development of such tools requires extensive trial and
error processes as the elements of such instruments need testing and reviewing in order to
be classified as effective and correct mediums for assessment. In the scope of the research
on developing measurement tools for TPACK, various instruments intended to measure the
TPACK of in-service as well as pre-service teachers. Assessment tools for measuring

teachers’ TPACK have been utilized to investigate the competence and needs of teachers.
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One of the primary methods used for measuring teachers’ TPACK is the self-assessment

instruments that reveal teachers’ perceived TPACK competences.

Among these assessment tool development studies, some concentrated on
developing a self-assessment instrument for teachers in order to measure TPACK
holistically. For instance, Kabakci Yurdakul et al. (2012) developed the TPACK-deep scale
for the purpose of measuring pre-service teachers’ overall TPACK with a focus on the
central component, TPCK, of the TPACK model. Other studies involved assessment tools
that included sub-sections with items on the specific domains of the TPACK model
alongside the central TPACK domain (Schmidt et al., 2009; Canbazoglu Bilici et al., 2013;
Pamuk et al.,, 2015; Akyuz, 2018; Bostancioglu & Handley, 2018; Kaplon-Schilis &

Lyublinskaya, 2020; Prasojo et al., 2020).

The self-assessment tools designed for assessing the TPACK of pre-service
teachers include instruments developed to measure the TPACK of pre-service teachers
without differentiating their fields of education (Kabakci Yurdakul et al., 2012; Pamuk et al.,
2015) as well as instruments aiming to measure the TPACK of pre-service teachers
majoring in specific disciplines (Schmidt et al., 2009; Canbazodglu Bilici et al., 2013; Baser

et al., 2016; Akyuz, 2018; Kaplon-Schilis & Lyublinskaya, 2020; Wang, 2022).

Some assessment tools that were developed for measuring TPACK were
specifically designed for measuring TPACK in relation to EFL. One of the prominent
examples of such assessment tools is the self-assessment survey tool develop by Baser et
al. (2016). Their TPACK-EFL tool had survey items on all sub-sections of the TPACK model
and was designed to be used with pre-service EFL teachers with subject specific survey
items on language teaching. Similarly, Bostancioglu and Handley (2018) developed the EFL
Total PACKage questionnaire, which is a self-report tool with items on the distinct domains
of the TPACK model that aimed at measuring EFL teachers’ TPACK. Prasojo et al. (2020)
also developed a survey tool that was specifically designed for the assessment of EFL

teachers’ TPACK with items on the domains of the model. Likewise, The EFL-TPACK scale
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developed by Wang (2022) focuses on the TPACK levels of EFL in-service and pre-service
teachers in line with the requirements of the 215 century competences. However, this two-
dimensional scale has sub-sections for pedagogical content knowledge and technological
pedagogical content knowledge dimensions in order to assess and provide an

understanding of technology integration of teachers into their teaching.

Among the self-assessment tools developed for measuring teachers’ TPACK, Akyuz
(2018) designed a performance assessment instrument supported by a self-assessment
tool. This format was unlike many other studies on instrument development for pre-service
teachers’” TPACK assessment as it enabled the comparison of two different assessment
instruments. Apart from self-assessment, other assessment tools employing various
methods have been developed in order to measure teachers’ TPACK. Tseng (2016)
developed one such tool which aims to investigate student perspectives regarding their
perception of their teachers’ TPACK. This study suggested that students’ perceptions may
shed light on the practice of teachers regarding technology integration and may enhance

the understanding of their TPACK.

The review of literature showed that TPACK assessment tools that are discipline
specific as well as interdisciplinary (applicable to different fields of teaching) exist in the
field. These assessment tools are designed to measure the knowledge requirements and
knowledge needs of teachers in relation to their technological pedagogical content
knowledge. The specialized assessments tools designed for TPACK provide not only
researchers but also teacher educators with opportunities for more comprehensive
understanding of teachers' technological, pedagogical, and content knowledge within the

context of their chosen teaching fields, which, in turn, can inform teacher education.

TPACK in Foreign Language Teaching

Advancements within the domain of educational technology have stimulated

investigations concerning Technological Pedagogical and Content Knowledge (Celik &
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Mirici, 2024). Scholarly research into technological pedagogical content knowledge in the
field of language education has predominantly focused its efforts and attention on foreign
language instruction and foreign language teachers. Though studies on teachers’ TPACK
in native language teaching exist, they are limited in number within the literature. The review
of literature revealed only one study directly exploring the TPACK of native language
teachers. In this study, Cheng (2017) explored the perceptions of native language teachers’
TPACK in Taiwan with a focus on the native language of Hakka. On the other hand, the
majority of the related literature on language teaching and TPACK focused on foreign or

second language teaching when investigating language teachers’ TPACK.

Within literature, TPACK of foreign language teachers have been investigated in
various contexts. Bustamente and Moeller (2013) carried out a case study on an online
professional development program using Web 2.0 technologies for teachers of German as
a foreign language adopting the TPACK model as a theoretical framework in order to foster
technology literacy and expand German language proficiency among other objectives.
Tseng et al. (2016) explored Mandarin as a foreign language teachers’ TPACK
development in their study that aimed to support teachers’ TPACK in relation to web
conferencing teaching. In another study, Bustamente (2020) investigated the TPACK-based
professional development on Web 2.0 based technologies in her study involving Spanish
as a foreign language teachers in the United States. Likewise, Li and Tseng (2022)
conducted a study involving the TPACK of foreign language teachers participating in a
training course on robot-assisted language learning in a Chinese as a second language
context in Taiwan. Qiu et al. (2022) investigated TPACK with a focus on pre-service

teachers of Chinese as a second language in China.

While TPACK of foreign language teachers have been investigated in a variety of
language contexts, English language teachers’ TPACK has received substantial attention
in the related literature (Cheng, 2017; Qiu et al., 2022). One of the primary incentives for

the exploration of TPACK in EFL settings more extensively can be stated as the fact that
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English has become a lingua franca (Seidlhofer, 2001; 2005), adopted as a crucial medium
of instruction across a wide variety of teaching settings where it is accepted as a foreign
language. The review of literature revealed that research on the TPACK of EFL teachers
has been explored in contexts involving in-service teachers as well as pre-service teachers.
A substantial number of these studies have tended to show special interest towards TPACK
of teachers in terms of their self-efficacy in technology use, their beliefs and perceptions
regarding their TPACK levels or the development of their TPACK over time. Other studies
have focused on measuring the technological pedagogical content knowledge of teachers

and teacher candidates.

Technology use and technology integration abilities of teachers have been a notable
part of research on TPACK in foreign language teaching, which have received increasing
attention within the current literature. In their mixed-method research study, Liu and
Kleinsasser (2015) looked into six EFL high school teachers’ perceptions of their computer-
assisted language learning knowledge as well as their TPACK development in a year-long
professional development program. The study reported that all EFL teachers involved in the
study demonstrated improvement in their survey results, as well as in the interviews
conducted towards the end of the study, regarding their self-efficacy for technology
integration compared to their self-efficacy prior to their participation in the technology-
enhanced professional development program in which they received training on computer-
assisted language learning. This study also reported that the EFL teachers’ improvement
and participation also had positive impacts on their students’ learning experiences. In a
more comprehensive study involving 150 teachers, Yang (2018) looked into the TPACK
and technology integration self-efficacy through a quantitative research design. The study
concluded that, though the EFL teachers had moderate self-efficacy in technology
integration, their technological knowledge as well as their confidence in technology
integration were not sufficient. On the other hand, Yang (2018) also stated that TPACK and

technology integration self-efficacy were positively related, with TPACK having substantial
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impact over the latter. It was signified that teachers need to continually improve their

knowledge base in order to promote technology integration into teaching.

Lai et al. (2022) investigated EFL teachers’ technology use in relation to TPACK as
well as school culture, teacher beliefs, and professional development. Analyzing the survey
results of 280 EFL teachers, they explore EFL teachers’ technology use for content delivery,
for learning enrichment, and for transformation in education towards students’ self-directed
learning. The study put forth two important impacts of TPACK. It was found that TPACK
functioned as a direct predictor of the aforementioned three forms of technology use of
teachers as well as a mediating factor for facilitating the impacts of school culture and
professional development. The study also revealed stronger predictive power for TPACK in
relation to teachers’ technology use for learning enrichment and for transformation, which
entails student involvement to a greater extent, compared to technology use for content
delivery, which is more teacher centered. Through a qualitative research design, Zhang and
Fang (2022) investigated the TPACK and teacher efficacy of 12 university EFL teachers in
relation to their implementation of technology-integrated flipped classrooms. With its
formulation of flipped classroom-situated TPACK, this study illustrated a novel
understanding of TPACK that can enhance our understanding of teaching with technology-
integrated flipped classroom by incorporating elements such as the teachers’ viewpoints
and convictions of TPACK constructs as well as the pedagogical design of flipped
classrooms (p. 12). Raygan and Moradkhani (2022) looked into the interaction of school
climate, attitudes, and TPACK with technology integration success of 209 EFL teachers.
Their study reported that technology integration was substantially predicted by the TPACK
and attitudes of EFL teachers in a direct and positive manner. The study suggested that
teachers may perceive themselves as more equipped and assured regarding the utilization

of digital technologies when they possess literacy in technology use.

Teachers’ own perceptions on their own TPACK levels have been another aspect of

the research on TPACK. Nazari et al. (2019) looked into the difference in the perceived
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TPACK of novice and experienced EFL teachers with a purpose to uncover the impact of
the difference in their perceptions on their professional development. Their research
indicated that novice and experienced teachers opted for different training courses on
professional development in relation to their own needs regarding their technological
pedagogical content knowledge. The study of Huang et al. (2022) on the TPACK of Chinese
EFL teachers revealed that teachers’ perceptions in relation to their TPACK was that they
generally perceived themselves as competent in TPACK, with their content knowledge

being the area where they were most confident based on the results.

The development of EFL teachers’ TPACK and their competencies in technology
use and technology has been another field of research in relation to TPACK in foreign
language teaching. In one such study on the exploration of the development of language
teachers’ computer-assisted language learning (CALL) competency, Tai (2015) reported
that teachers demonstrated development in their competencies in technology use and in
their technology integration into their teaching due to the result of the impact of a teacher
education workshop specifically designed for CALL. Cindri¢ and Greguri¢ (2019) carried out
an action research study on technology integration in pre-service English language teacher
education. The results of their study indicated that technology integration into pre-service
teacher education can be successful through careful planning and that pre-service teachers’
awareness on technology integration improved through the intervention process carried out
in this study. Chen et al.’'s (2022) study involved college EFL teachers’ TPACK in China
during online teaching of English. Their study revealed that teachers’ TPACK development
is a dynamic cognitive process and that their TPACK developed through situating the

learning process in interactive activity systems.

As the review of literature has revealed, the TPACK of foreign language teachers in
different contexts has been investigated with studies on EFL teachers forming a prominent
field of investigation within the research on foreign language teachers’ TPACK. Research

on EFL teachers’ TPACK focused on a variety of aspects of EFL teachers’ as well as EFL
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pre-service teachers' TPACK. These aspects involved measuring TPACK, self-efficacy of
teachers in technology use and technology integration, their beliefs and perceptions in
relation to their TPACK and the development of TPACK in in-service and pre-service EFL
teachers. TPACK of pre-service EFL teachers in Turkish contexts has also received

significant attention from researchers in this field.
Research on Pre-Service EFL Teachers’ TPACK in Tiirkiye

TPACK research in Turkish contexts have been carried out involving in-service as
well as pre-service teachers of a variety of subject fields. In-service teachers' TPACK
exploration involved aspects of teachers’ knowledge such as the relationship between their
TPACK and technology integration (Celik, 2022; Dikmen & Demirer, 2022), their TPACK
development (Canbazoglu Bilici & Baran, 2015), and the practical implementation of their
TPACK knowledge (Yapici & Mirici, 2023). Likewise, pre-service teachers of different
subject fields have been studied in terms of their TPACK competency and technology use
or technology integration (Kabakg¢i Yurdakul, 2011; 2018; Pamuk, 2012; Kabakci Yurdakul,
& Coklar, 2014; Keser et al., 2015; Celik et al., 2016) along with the development of their
TPACK (Kartal & Dilek, 2021). In relation to EFL, technological pedagogical content
knowledge of pre-service EFL teachers in Turkish contexts have also been investigated

with a focus on different aspects of their knowledge bases.

Pre-service teachers’ competence in TPACK is one of the main focuses of research
on pre-service EFL teachers and TPACK in the Turkish contexts. Solak and Cakir (2014)
investigated pre-service EFL teachers’ TPACK competency levels in relation to the factors
of gender and academic achievement in a public university with 137 pre-service EFL
teachers. They found that TPACK and academic achievement were not significantly
correlated while the technological knowledge and pedagogical knowledge levels differed
between males and females. Pre-service teachers’ content and technology knowledge were
found to be at medium level in their study. Oz (2015) also looked into the TPACK of pre-

service EFL teachers in a public university for the purpose of assessing their knowledge.
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He concluded that pre-service teachers had high levels of TPACK competence while female
pre-service teachers were revealed to have higher TPACK development. Atar et al.’s (2019)
investigation involved 182 pre-service EFL teachers in two public universities whose
technopedagogical content knowledge levels were investigated by taking into account a
variety of variables. Their investigation indicated that pre-service teachers’ TPACK level
was high in general. Another finding of their study was that the variables involved (grade,
gender, daily use of internet and social media) did not have a significant effect on their
general TPACK. In their study, Saricoban et al. (2019) investigated pre-service EFL
teachers’ TPACK levels by exploring all sub-components of their technological pedagogical
content knowledge. The results of their study indicated pre-service EFL teachers’
competence in TPACK was satisfactory with their levels of competence being moderate to
high, while there was room for development. Farhadi and Goktiirk’s (2023) investigation of
pre-service EFL teachers’ TPACK not only focused on their competence levels but also
their TPACK needs. Their findings also indicated high levels of TPACK competence in pre-
service EFL teachers. In terms of the TPACK needs of pre-service teachers, they concluded
that the needs were mostly on the technology related knowledge bases of pre-service

teachers.

In her exceptional research study, Turgut (2017a) explored the TPACK of pre-
service EFL teachers in a public university in comparison with the TPACK of in-service EFL
teachers and teacher candidates in the formation program of their department. The study
reported a significant difference among the levels of technological pedagogical content
knowledge of the three groups of teachers in terms of all domains of the model with the
exception of the TPACK sub-domain. In terms of technology knowledge, pedagogy
knowledge, content knowledge, and technological pedagogical knowledge, teacher
candidates in the formation programs and pre-service teachers were found to have higher

self-efficacy compared to in-service teachers. The findings from the qualitative data of the
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study also indicated that pre-service teachers’ TPACK was more sophisticated compared

to that of candidate and in-service teachers.

The TPACK competence of pre-service EFL teachers was explored through pre-
service teachers’ lesson planning and lesson implementation practices as well. In their
study on pre-service EFL teachers’ TPACK in relation to their technology integration into
their lesson planning and their implementations, Kurt et al. (2014) implemented a course
that was designed for the study. Pre-service teachers’ lesson planning process was
followed through the course and their lesson implementations were observed. The results
of the study indicated that pre-service teachers endeavored to enhance the quality of their
teaching through effective integration of technology, taking into account the relationship

between content, pedagogy and technology.

When the studies in the above literature review that investigated the TPACK levels
of pre-service EFL teachers are taken into consideration, it was observed that the findings
of the studies indicate pre-service EFL teachers to have either high or moderate levels of
technological pedagogical knowledge, though they may or may not have varying levels of
competence in different aspects of their TPACK. These studies involved senior students as
well as pre-service teachers in their earlier years of teacher education in their
undergraduate programs. Based on the related literature, the pre-service EFL teachers in
Turkish EFL teacher education contexts are considered to be generally competent in

technological pedagogical content knowledge.

The development of pre-service teachers’ TPACK is another field of research within
EFL studies in Turkish contexts. The development of pre-service EFL teachers’ TPACK
through the process of the compulsory computer-assisted language learning course in the
EFL department of a Turkish university by Kog¢oglu (2009). Her study showed that the
computer-assisted language learning course facilitated pre-service EFL teachers’ TPACK
development and enabled them to practice their TPACK. The findings of the study also

pointed out the impact of pre-service teachers’ instructors on inspiring them to integrate
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technology through modeling the use of technology in class. Similarly, Kurt et al. (2013)
looked into the development of pre-service EFL teachers’ TPACK development in a 12-
week study in which pre-service teachers received theoretical instruction as well as
conducting hands-on practice. Their study revealed that pre-service teachers’ scores in
several domains of their TPACK showed significant increase at the end of the study.
Turgut’s (2017b) study on the perceived development of TPACK involved sophomore,
junior, and senior pre-service EFL teachers. Her study showed that the development of

TPACK over time demonstrated a nonlinear pattern.

Self-confidence and beliefs about TPACK have been investigated in relation to pre-
service EFL teachers in Turkish contexts as well. Sancar-Tokmak and Yanpar-Yelken
(2015) investigated pre-service EFL teachers’ TPACK self-confidence with regards to the
impact of creating digital stories in their experimental research. Their investigation revealed
that pre-service EFL teachers’ TPACK self-confidence in their TPACK demonstrated
significant difference before and after creating digital stories. Likewise, isler and Yildirm
(2018) explored pre-service EFL teachers’ perceptions of their TPACK as well as the factors
that influence their perceptions. They concluded that pre-service teachers’ perceptions of
their TPACK were high. In terms of the factors that influence TPACK, they reported that
pre-service teachers stressed the place of factors such as their interest and experience as
well as highlighting the support they received from their instructors regarding their TPACK

development.

The review of the literature indicated that pre-service EFL teachers’ TPACK has
been investigated with a focus on different aspects and different parameters not only in
Tarkiye but also in international contexts within the existing literature. The research
executed in this area has investigated the TPACK competence levels presented by pre-
service EFL teachers. The primary aim of the current study is to further explore the TPACK

of pre-service EFL teachers by investigating their TPACK in relation to their motivation to
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teach with a special focus on 4"-year pre-service EFL teachers in teacher education

programs at Turkish universities.

Theories of Motivation

Motivation plays an important role in education as in different fields since it is “the
driving force behind all actions performed” (Ghenghesh, 2013, p. 457). Schunk and
DiBenedetto (2020) articulated that motivation concerns processes that initiate goal-
directed activities and that these processes are factors that result in outcomes including
achievement and environmental regulation (p. 1). A variety of theories regarding the nature
and structure of motivation have appeared in the last century, which provide diverse
definitions regarding motivation and its components. Among the essential theories on
motivation, the primary and prominent ones could be listed as attribution theory (Weiner,
1985; 1986), expectancy-value theory (Eccles et al., 1983; Wigfield & Eccles, 2000), social
cognitive theory (Bandura, 1986; 1989), achievement goal theory (Nicholls, 1984; Dweck,
1986; Elliot & McGregor, 2001), and self-determination theory (Deci & Ryan, 1985; 2000;

Deci et al., 1991).

The origins of attribution theory can be traced back to the 1950s and 1960s (Harvey
& Weary, 1984; Weiner, 1995). Though it was primarily adopted into the study of psychology
(Weiner, 1995), attribution theory has been shown to be a valuable conceptual framework
for research into motivation in pedagogical contexts (Graham, 1991). Attribution theory
centers upon the relation of causality, that is, the reasons behind the occurrence of a
particular event and this attribution of responsibility are believed to shape the later behavior
(Weiner, 1972). From the perspective of attribution theory, achievement motivation is
observed to be a determinant of how success and failure is perceived in that individuals
with high achievement motivation may attribute failure or success in attaining a goal to effort
whereas individuals low in achievement motivation are more likely to attribute their failure

or success in attaining a goal to ability (Weiner, 1972).
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Expectancy-value theory has also been one of the prominent theories on motivation.
The foundations of this theory are rooted in Atkinson’s (1957) work (Wigfield, 1994; Loh,
2019). From the perspective of this theory, significant predictors of motivation to pursue
achievement are regarded to be expectancy for success and the value attributed to
succeeding (Wigfield, 1994). Other factors such as goals, self-schema, perceptions on the
difficulty of tasks, and beliefs about ability influence the expectancies and values in relation
to achievement (Wigfield & Eccles, 2000). Task values are argued to be subjective since
tasks and task difficulty are perceived and valued differently by different individuals (Eccles
& Wigfield, 2020). The value of a task is determined based on four main constructs, which
are intrinsic value (also, interest value), utility value, attainment value, and cost (Eccles,
1984, as cited in Eccles & Wigfield, 2020). In the field of education, the expectancy-value
theory is utilized for explaining and predicting not only learning performance but also

persistence and ambitions of learners (Loh, 2019).

Social cognitive theory focuses on learning from social environment (Schunk &
Usher, 2012). From a social cognitive point of view, behavior is believed to be influenced
by the reciprocal interactions among personal, behavioral, and social/environmental factors
(Schunk & Usher, 2012). Behavior is viewed to be motivated by self-regulative mechanisms,
which include self-monitoring, judgment of one’s behavior, affective self-reflection, and self-
efficacy mechanisms (Bandura, 1991). The self-regulatory system and how it operates are
believed to be impacted by social factors according to the social cognitive theory's
interactionist perspective (Bandura, 1991). Motivation itself is also guided by the operations
of self-regulatory mechanisms such as self-efficacy (Wood & Bandura, 1989). From earlier
research to modern concepts involving agency, motivation has constituted a crucial place
within the social cognitive theory and the vital role of motivation alongside social factors in
shaping human behavior was highlighted even in the initial stances of social cognitive theory

(Schunk & DiBenedetto, 2020).
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Achievement goal theory emerged in the 1970s and became one of the prominent
theoretical frameworks in the field of motivation research (Urdan & Kaplan, 2020). One of
the prominent hypotheses that is frequently examined in research on achievement-goal
theory is the connection between goal orientation and the learning strategies adopted for
goal achievement (Wolters, 2004). Achievement goals, as represented by goal orientation,
are not just simple target goals or more general goals, but rather a general orientation to
the task which includes a number of related beliefs (Pintrich, 2000). Achievement goal
theory especially concentrates on student motivation and asserts that the reasons and
objectives that students have for engaging in academic tasks need to be taken into
consideration in order to understand their motivation and their achievement-related
behavior (Wolters, 2004; Zusho & Clayton, 2011). Harackiewicz et al. (2022) stated that it
is probable that a variety of achievement goals could be more effective in particular
contexts, while different achievement goals might be more effective for different people.
Wolters (2004) articulated that the environment of a goal structure can potentially affect

students’ motivation as well as their cognitive engagement and their achievement.

As defined by Deci and Ryan (2008), self-determination theory is “an empirically
based theory of human motivation, development, and wellness” (p. 182). Instead of focusing
on the amount of motivation that individuals possess, self-determination theory focuses on
different types of motivation (Deci & Ryan, 2008). This aspect of self-determination theory
separates it from the majority of historical and contemporary frameworks focusing on human
motivation which views motivation as a concept that is unitary (Ryan & Deci, 2022). A
distinction between autonomous and controlled motivations is made in self-determination
theory (Ryan & Deci, 2022). It is highlighted that autonomous motivation, which involves
extrinsic motivation or well-internalized extrinsic motivation, allows people to exhibit higher
levels of interest and excitement as well as vitality and confidence, which result in better
performance (Ryan & Deci, 2017, as cited in Ryan & Deci, 2022). Ryan and Deci (2000)

define intrinsic motivation as “doing an activity for the inherent satisfaction of the activity
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itself” while they describe extrinsic motivation as “the performance of an activity in order to
attain some separable outcome” (p. 71) through the perspective of self-determination theory
(SDT). The importance of feeling a sense of freedom and independence is highlighted by
self-determination theory as a vital element in fostering self-determined motivation (Legault
et al.,, 2007). From the perspective of self-determination theory, the greater the
internalization or sense of self-determination regarding a particular goal or value, the greater

the consistency in behavior reflecting that goal or value (Legault et al., 2007).

Current theories on motivation provide extensive theoretical frameworks that can be
utilized to address the inquiries with regards to the navigation of individuals through the
intricacies as well as the incentives associated with the profession of teaching (Watt &
Richardson, 2008a). The prominent theories in relation to motivation have not only shaped
motivation but also informed research on motivation within the field of educational research

(Koenka, 2020; Urhahne & Wijnia, 2023).

Motivation to Teach

The discipline concerned with the study of motivation within the field of education is
a dynamic area of scientific enquiry which incorporates a variety of methodologies and
conceptual frameworks transcending the limitations of conventional theoretical paradigms
(Urhahne & Wijnia, 2023). Motivation has been acknowledged in the field of education as
an important parameter and an expanding body of scholarly inquiry has denoted its effect
on a myriad of different variables like the efficacy of teaching (Han & Yin, 2016). Research
on teacher motivation especially started to expand towards the end of the 20th century and
teaching motivation of initial teachers has been a focal research area, while in-service
teachers’ motivation to teach has also started receiving more attention in recent years (Han
& Yin, 2016). The past several decades have witnessed research into the phenomenon of
motivation within the field of education predominantly with regards to student motivation;

however, simultaneously, there has been a lack of systematic and theoretically grounded
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exploration into the motivational factors influencing teachers, though some attention has

been directed towards this area of study (Richardson & Watt, 2010).

This neglected issue is a critical oversight considering the fact that teacher
motivation has a profound impact on teachers’ professional objectives, underlying beliefs,
cognitive insights, personal ambitions, and corresponding actions, which therefore plays a
crucial role in shaping not only the motivational levels of their students but also the overall
learning outcomes achieved by those students (Richardson & Watt, 2010, p. 139). Within
the research dedicated to understanding the various factors that affect teacher motivation,
several aspects of the construct of motivation have been explored through empirical
research. One area of inquiry that has appeared focuses specifically on the motivation that
teachers have for the act of teaching and the teaching profession itself. When considered
from the perspective of educational research, motivation constitutes one of the numerous
interrelated elements that connect with the self-conceptual frameworks of in-service

teachers as well as those of prospective teacher candidates.
Motivation to Teach and Pre-Service Teachers

Pre-service teachers’ motivation to teach is of significance within the research on
the exploration of motivation since a better understanding of the motivations of individuals
in pursuing teaching as a profession is needed (Richardson & Watt, 2010). The
understanding of motivation levels of pre-service teachers can reveal their forthcoming
levels of engagement and overall effectiveness within the classroom environment (Watt &
Richardson, 2008a). Sinclair (2008) expressed that motivation may be regarded as the
attraction that draws individuals towards teaching and the teaching profession, while
emphasizing that investigations into the motivational factors influencing pre-service
teachers' aspirations to teach could yield valuable insights into the recruiting process of new
teachers and support the sustained retention of these individuals within the teaching

profession. The motivation that pre-service teachers have for the act of teaching and for
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becoming a teacher has been explored and analyzed from the vantage points of a variety

of theoretical frameworks involving motivation.

One prominent methodology in the exploration of motivation involved the FIT-Choice
model (Watt & Richardson, 2007; Richardson & Watt, 2014). Richardson and Watt (2006)
explored the teaching motivations and characteristics of pre-service teachers from different
majors in three Australian universities. They adopted the FIT-Choice Scale developed by
Watt & Richardson (2007), which is grounded in the expectancy-value theory. Their study
revealed the profiles of pre-service teachers and indicated that the primary motivations of
pre-service teachers for choosing teaching as a career included their perceived teaching
abilities, the value of teaching and intrinsic factors such as the desire for making a social
contribution. Watt et al. (2012) also adopted the FIT-Choice model in their research
exploring pre-service teachers’ motivations for choosing teaching as a career. They focused
on pre-service teachers from different countries for an international comparison and
reported that pre-service teachers’ motivations for teaching showed similarities across
different countries’ contexts. Fokkens-Bruinsma and Canrinus’s (2014) investigation using
the same model focused on Dutch teacher education contexts. Their findings indicated that
working with children and adolescents was among the top motivations of the pre-service

teachers in the teacher education contexts involved in this study.

Another line of research focused on the source of pre-service teachers’ motivation,
investigating whether motivation was intrinsic, extrinsic, altruistic, or a combination of a
variety of these different factors. Sinclair (2008) reported that pre-service teachers can be
multi-motivated to become teachers. His study showed pre-service teachers’ intrinsic
motivations to outweigh their extrinsic motivations and reported that working with children
and mental stimulation received the highest scores from pre-service teachers in terms of
their intrinsic motivations. Bruinsma and Jansen’s (2010) study on the intrinsic and extrinsic
motivations of pre-service teachers with a focus on adaptive and maladaptive motives

revealed that the intrinsic adaptive motives of pre-service teachers had connections to their
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prior abilities, their teacher education program and their classroom teaching experiences.
Similarly, Zhang et al. (2020) found pre-service teachers to have strong intrinsic values
while their extrinsic values were weak. Though considerable scholarly inquiry has been
conducted in the literature examining various forms of motivation, an absence of agreement
persists within academic circles concerning the exact definitions and boundaries that

separate the varieties of motivation (Richardson & Watt, 2010).

The development or change of motivation over time is not as well-known as the
factors that initiate motivation to become teachers (Sinclair et al., 2006). With that said,
research showed that pre-service teachers’ motivation levels and motivation properties may
fluctuate over time through their teacher education process (Yuan & Zhang, 2017). Pre-
service teachers’ motivation to teach has connections to their psychological wellbeing. Kaya
and Cenesiz (2020) noted that pre-service teachers’ psychological wellness was influenced
by their motivation., with intrinsic motivation having predictive over their psychological
wellbeing. With regards to teachers’ self-conceptions, Kumazawa (2013) explored novice
EFL teachers’ teaching motivation through an interpretive inquiry, which revealed that
teachers shaped their self-concepts as a result of self-reflection, resulting in teachers’

regaining their motivation.

In the educational research conducted within Turkish contexts, the motivations of
pre-service teachers have been the subject of investigation in a variety of scholarly studies
that examine the factors influencing motivation, in addition to exploring the multifaceted
dimensions that constitute motivation. Research on the variety of motivations possessed by
pre-service teachers has demonstrated a collection of results that reveal the various factors
that influence pre-service teachers’ motivation to teach and to pursue a career in teaching
(Yuce et al., 2013). Research into Turkish pre-service teachers’ motivation has explored the
dimensions of internal and external motivation along with the pre-service teachers’ sources

of motivation (Dereli & Acat, 2010).
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Among the many factors that contribute to the construct of motivation, instructors
constitute another factor that impacts pre-service teachers’ motivation to teach. Instructors
and the impact of instructors on the process of professional development is an element of
the specific context of pre-service teacher education. Alpaslan et al.’s (2018) study on the
impact of support and class belonging on the career motivation of pre-service teachers shed
light on the influence that instructors have on pre-service teachers. Their study showed that
the support pre-service teachers receive from their instructors during teacher education
impacts their motivation. The support pre-service teachers received from their instructors
was revealed to be the strongest predictor of motivation among the factors explored in this

study (Alpaslan et al., 2018).

The experimental case study carried out by Cimen and Cakmak (202) explored pre-
service teacher motivation in relation to the effect of feedback they received from their
instructors as well as their peers. The study involved a feedback model that was designed
to explore motivation and reflective thinking of pre-service teachers. Their study not only
revealed a significant increase in pre-service teachers’ motivation, but it also showed that
pre-service teachers’ personal development was positively influenced by the

implementation of the model.

Some of these scholarly studies that focus on pre-service teachers and their
motivations for teaching have explored the intricate relationship that exists between their
motives to engage in the teaching profession and their attitudes and perceptions regarding
the teaching vocation itself. (Ayik & Atas, 2014; GOk & Atalay Kabasakal, 2019; Bas, 2022).
Ayik and Atas (2014) revealed that pre-service teachers’ motivation to teach had a positive
and moderate connection to their attitudes towards the profession itself. Pre-service
teachers' self-efficacy in association with their motivation to teach has been another focus
of research in this area, with the purpose of identifying the links that exist between the two
phenomena. (Gok & Atalay Kabasakal, 2019; Bas, 2022). The research study conducted

by Gok and Atalay Kabasakal (2019) revealed minimal correlation existing between the self-
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efficacy beliefs held by pre-service teachers and their levels of motivation. Contrary to the
findings of GOk and Atalay (2019), Bas (2022) argued that self-efficacy serves as a crucial
intermediary variable that mediates the relationship of teaching motivation with beliefs on

teaching and the attitude towards teaching.
Research on Pre-Service EFL Teachers’ Motivation to Teach in Tiirkiye

Pre-service teachers’ motivation for teaching has been explored in different Turkish
pre-service teacher education contexts. Pre-service English as a Foreign Language
teachers’ motivation to teach is no exception to these attempts at exploring teaching
motivations. Studies focusing on the motivation of pre-service EFL teachers in the Turkish
context have uncovered a multitude of both intrinsic and extrinsic determinants that either

foster or hinder the motivation to pursue a career in teaching.

Motivational orientations of pre-service EFL teachers in freshmen, junior, and senior
classes was explored by Yitik (2018). He concluded that Turkish pre-service EFL teachers
had intrinsic motivations more that extrinsic motivations. Adiguzel and Karagol (2022)
ascertained that the elements exerting the most substantial influence on the motivation
levels of pre-service teachers in regard to their teaching aspirations were predominantly
related to the ability to shape the future trajectories of children and adolescents, make
positive social contributions, and promote social equity (p. 85). In a similar vein, Cengiz
(2023) articulated that societal factors, particularly those pertaining to social contribution
and the enhancement of social equity, emerged as the most significant factors influencing
the decision-making process of pre-service EFL teachers when selecting English language
education as a career path. Yiimaz (2018) explored pre-service teachers’ self-conceptions
and revealed that pre-service teachers’ self-beliefs had a considerable impact on the
development of their self-concepts and that they were all motivated at the start of their

practicum.

In terms of the degree of motivation and commitment demonstrated towards the

profession of teaching, Bas6z (2021) conducted an investigation into the career motivational



32

factors of pre-service EFL teachers enrolled in a Turkish state university and discovered
that the levels of motivation exhibited by these individuals were found to be moderately
high. In a separate research study, Cengiz (2023) documented the high motivation levels
among pre-service EFL teachers attending another state university, thereby contributing
further insights into this area of inquiry. While these studies reported on the motivational
levels pertaining to teaching among pre-service EFL teachers, it is important to note that
the scope of these studies were confined specifically to the individual institutions where the

respective research was carried out.

Cengiz (2023) also highlighted that detailed research in EFL teacher education is
needed for a deeper understanding of pre-service EFL teachers’ motivation levels.
Consequently, in order to achieve a more comprehensive and nuanced understanding of
the motivational dynamics influencing pre-service EFL teachers' aspirations to pursue a
career in education, research that encompasses a wider and more inclusive scope within

the context of EFL teacher education in Turkiye arises as an essential necessity.

Teacher Identity

Teacher identity is a unique and multifaceted construct that involves and is affected
by a variety of parameters. It is also dynamic in nature and comprises multiple identities
(Akkerman & Meijer, 2011). Providing a definition for identity is one of the major struggles
for the comprehension of identity (Beauchamp & Thomas, 2009; Reeves, 2018) and it is
denoted to be a task rather difficult due to the impact of differing frameworks (Walkington,
2005). Although it is challenging to provide a clear and unambiguous description of teacher
identity, Mayer (1999, as cited in Walkington, 2005) stated that a distinction between
teacher identity and teachers’ functional roles. The relationship between teacher education
and identity is crucial as preservice teacher education programs have impact over pre-
service teachers’ perceptions as well as development in relation to teacher identity

formation (Tunaz & Sarigoban, 2023).



33

Motivation and commitment to teaching are considered to be among the most
important elements that constitute the professional identity profile of EFL teachers (Ma,
2022). It has been posited that an indication of teachers' perception of their professional
identity can be obtained through the analysis of factors such as teachers' self-efficacy, job
satisfaction, motivation, and professional dedication in their interplay (Canrinus et al., 2012).
Hanna et al. (2019) described motivation as one of the main domains of teacher identity,
while Van Lankveld et al. (2017) listed “a sense of competence” and “a sense of
commitment and feeling a deep personal interest” (p. 333) among the key indicators of
teacher identity development. Canrinus et al. (2012) argued that motivation to be relevant
to teachers' perceptions of their professional identity (p. 116). Li et al. (2022) highlighted the
importance of the first year of teaching for the professional identity of beginning teachers
and argued that pre-service teachers with high motivation and positive attitudes towards
teaching would form a significant source of quality teachers. Considering the importance
placed on motivation in relation to teacher identity and the argument on the crucial role of
the first year of teaching for beginning teachers’ professional identity, exploration of

motivation in relation to candidate teachers is also substantial.

In terms of the relationship between teachers’ professional identity and their
knowledge bases, one dimension of teacher identities, with regards to language teachers,
is described as being cognitive, which involves factors such as teachers’ beliefs and
knowledge about content and pedagogy (Barkhuizen, 2017). Research on the relationship
between knowledge and teacher identity posits a reciprocal relationship between the two
constructs. In this regard, Philips (2017) reported that the implementation of technological
pedagogical content knowledge is shaped by the processes involved in identity
development. On the other hand, Feng and Kim (2023) put forward that the process
pertaining to the development of teachers’ identities is inextricably linked to teacher learning

and teacher knowledge.
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Based on these views, motivation and knowledge could be acknowledged as
forming two factors that are a part of the versatile nature of it, though it is hard to define
what constitutes teacher identity. Looking at teacher identity from the perspective of the
research explored in this section, technological pedagogical content knowledge and
motivation to teach can be accepted as factors that contribute to teacher identity
development in that the two phenomena relate to the competence base and commitment of

teachers regarding the teaching profession.

Conclusion

This chapter presented a theoretical background for research in technological
pedagogical content knowledge (TPACK). Then, the chapter provided a review of research
on the assessment of TPACK with a focus on the assessment tools developed specifically
for this purpose. Then, studies on TPACK in foreign language teaching were presented,
which was followed by research on pre-service EFL teachers’ TPACK within the context of
Tirkiye. Following these, the chapter also provided a theoretical background for research
on motivation to teach. Next, the chapter provided a review of literature on the research on
motivation to teach and pre-service teachers, followed by research on pre-service EFL
teachers’ motivation to teach within the context of Tlrkiye. The following chapter will present

the methodology of the present study.
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Chapter 3

Methodology

This chapter presents the details on the research design of the study, setting and
participants, data collection instruments as well as the details of the data collection and data

analysis processes.

Type of Research

The study followed a mixed-methods convergent parallel research design. Mixed
methods research design is a research paradigm based on both quantitative and qualitative
data collection and data analysis (Creswell, 1999; Doérnyei, 2007). There are several
reasons for choosing this research design in this study. First of all, this method was chosen
since both qualitative and quantitative data collection tools and data analysis procedures
were wanted to be incorporated into this study. Another reason why this method was chosen
was that it allows for the triangulation of data by bringing the findings of different data
collection methods together (Creswell, 1999; Bryman, 2006a). Lastly, a mixed-method
research design was adopted as this method can provide a more complete and
comprehensive account of the research topic (Bryman, 2006b) since “combining more than
one type of data source provides a fuller understanding of a research problem” (Guest &
Fleming, 2015, p. 582). Mixed method research may follow a variety of research designs,
one of which is convergent parallel design. In convergent parallel research design, the data
collection and data analysis processes for qualitative and quantitative strands occur
concurrently and each strand is prioritized in an equal manner, whereas comparing and

relating the results occurs afterwards for interpretation (Creswell & Plano Clark, 2011).

The quantitative data collection tools used in the study were in the form of scales.
The analysis of the quantitative data for the first research question was carried out through
simple linear regression analysis. Regression analysis is a method of analysis used to

model the relationship between two variables and predict the target variable (Chatterjee &
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Simonoff, 2013, p. 4). As simple linear regression analysis requires one dependent and one
independent variable, the two variables will each be positioned as independent and
dependent variables in two consecutive regression analyses in order to reveal the impact
relation of the two concepts. The analysis of the data for the second and third research
guestions were carried out through paired-samples t tests, one-way ANOVA test, and
Kruskal Wallis test. Determining whether to use a parametric or non-parametric test for the
analysis of these research questions was based on the outcomes of the normality analysis

of the data and the variables to be analyzed for each research question.

The qualitative data collection tools used in the study consisted of group interviews
and interviews, which utilized semi-structured interview questions. Semi-structured
interview is one of the different types of interviews adopted in qualitative research. Semi-
structured interviews involve a set of pre-prepared questions and guidance from the
interviewer while following an open-ended format that provides opportunities to the
interviewee to elaborate their responses (Dornyei, 2007). The process of semi-structured
interviews may emerge in a conversational manner, which also allows the interviewees to
expand on their responses (Longhurst, 2003). The data analysis method used for qualitative
data from the semi-structured interviews was thematic analysis. This method of analysis
allows for the identification and analysis of themes in qualitative data (Braun & Clarke, 2006;
Clarke & Braun, 2014). An inter-coder reliability analysis procedure was also carried out for
the thematic analysis process. This method was utilized for the analysis of the qualitative
data in the first, fourth, and fifth research questions. Through a combination of these two
analysis methods, a better understanding of the data may be achieved. The details of the

analysis process are provided in the data analysis section of this chapter.

Research Population and Participants

The setting and participants of this study was determined as 4th-year EFL students

and academics in EFL departments of public universities in Turkiye. Stratified random
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sampling method was adopted for the sampling of the study. Stratified sampling method
involves the process of dividing the population into separate groups according to selected
characteristics and choosing participants from these stratified groups (Parsons, 2017). In
this stratified sampling, the strata were determined based on the geographical regions of
Tarkiye and each stratum stood for the universities with EFL programs in each region. The
sampling process was carried out through the data obtained from YOK Atlas, the Turkish
Higher Education Program Atlas. Turkish universities overseas, departments of Turkish
universities located outside of Tlrkiye, and universities in the Turkish Republic of Northern
Cyprus were not included in the list of universities for stratified sampling. When the
universities on the list were stratified based on their geographical regions, it was revealed
that four out of the seven geographical regions did not have any private universities with
EFL departments. Moreover, every public university did not have 4th-year EFL students as
some departments were established three or less academic years ago as of the 2023-2024
academic year (Table 1). Thus, in order to collect data from universities with similar

population demographics, only public universities were involved in the process of sampling.

Table 1

Number of EFL Departments in Turkish Universities

Region The number of universities Public universities ~ Foundation

with EFL departments universities
Southeastern Anatolia 5 4 1
Aegean 6 6 0
Eastern Anatolia 7 7 0
Mediterranean 8 8 0
Black Sea 10 10 0
Central Anatolia 15 12 3
Marmara 22 11 11

Total 73 58 15
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For the randomization of the sample, public universities in each region were
contacted for permission to collect data and those universities that granted permission for
data collection and agreed to assist the process were included in the data collection
process. Through the sampling process, sixteen public universities out of 53 public
universities with 4th-year EFL students were determined as the location of data collection.
Data collection through scales, group interviews with pre-service teachers, and interviews
with academics were carried out in these sixteen universities (Table 2). The piloting process
was also carried out in several of these universities. The scales were piloted with 4th-year
EFL students at Sakarya University. The piloting of the group interview form for pre-service
teachers was done with pre-service teachers from Hacettepe University, Gazi University,

and Ataturk University.

The scale data was collected from fifteen universities in the seven geographical
regions of Turkiye. Prior to data collection, pre-service teachers were given informed
consent forms (Appendix-A) and those who agreed to take part in the study were included
in the data collection through the scales. In total, 384 valid scale responses were collected.
Of these 384, four were omitted from data analysis as more than 10% of the scale items
were left unanswered by the students. Any scales with less missing value items were
included in the data analysis process. After removing the outlier values, 374 scale
responses formed the sample size for the scale implementation stage of the current study.
The group interviews with pre-service EFL teachers were carried out with six groups in five
universities (eighteen pre-service 4th-year EFL teachers in total, with each group consisting
of three pre-service teachers) while interviews with academics were implemented in seven
universities with nine academics. In order to determine the interviewees for the pre-service
teachers’ group interviews, a consent section for interview participation was added to the
informed consent forms that pre-service teachers signed when they volunteered to take part

in the data collection process through scales (Appendix-A). The pre-service teachers
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marked this section and shared their contact information if they wanted to be included in

the interviews.

The pre-service teachers that took part in the piloting of the scales and not in the
piloting of the semi-structured interview forms were also given this option for whether they
would like to participate in the interviews. The pre-service teachers who gave consent to
take part in the interviews were contacted. The ones that responded affirmatively to the
emails or messages were sent an informed consent form for the interviews (Appendix-B)
and they were included in the group interviews. In total, eighteen pre-service teachers
participated in the semi-structured group interviews, with three being from the university
where the scales were piloted. Thus, the number of pre-service teachers that participated

in the study reached 377 in total.

The academics from the universities that gave permission for data collection were
contacted for interviews. The academics that volunteered took part in the semi-structured
interviews. Informed consent forms (Appendix-C) were also sent to the academics that took
part in the study. For the interviews with academics, only EFL academics who held a PhD
degree and who gave courses or are supervisors to fourth-year pre-service EFL teachers
were included in the data collection process. The academics that took part in the study were
three professors, one associate professor, four assistant professors, and one research

assistant with PhD degree (Table 2).

Table 2

Data Collection Settings by Instrument

Scale Group interview Interview
Region University
implementation  (4"-year students)  (Academics)
Marmara Kocaeli University v v v
Region Sakarya University v v

Hacettepe University v v v
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Gazi University v
Central Necmettin Erbakan
v
Anatolia Region University
Anadolu University v
Atatiirk University v v
Eastern
Van Yuzunci Yil
Anatolia Region v
University
Ondokuz Mayis
Black Sea o v v v
University
Region
Bartin University v v v

Burdur Mehmet Akif

Mediterranean v
Ersoy University

Region
Cukurova University v
Mugla Sitki Kogman
v
University
Aegean Region Pamukkale University v v
Aydin Adnan
v
Menderes University
Southeastern
Gaziantep University v

Anatolia Region

As of the 2023-2024 academic year, the total estimated number of 4th-year EFL
students is 4536, with 3766 estimated to be in public universities and 770 in foundation
universities (Table 3). The number of 4th-year EFL students is estimated rather than exact
due to the fact that YOK Atlas provides information and statistics on university departments
regarding the previous three academic years. For this reason, in order to calculate the
possible number of 4th-year EFL students, the researcher made an estimation based on

the number of students enrolled in the most recent academic year and the total number of
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students enrolled in the department. Considering the estimated number of 4th-year EFL
students in public universities, it was understood that the Central Anatolia and Marmara
regions had the highest number of students, respectively, at the time of data collection.
These regions were followed by the Black Sea, Mediterranean, Eastern Anatolia, Aegean,
and Southeastern Anatolia regions. In terms of estimated 4th-year EFL student population
in foundation universities, the highest number was predicted to be in the Marmara Region
followed by the Central Anatolia and Southeastern Anatolia regions. According to the data
retrieved from YOK Atlas during November 2023, the remaining four regions did not have

any foundation universities with EFL programs as of the 2023-2024 academic year.

Table 3

Total Estimated Number of 4"-year EFL Students

Region The estimated number of ~ The estimated number of Total estimated
4"-year EFL students in 4"-year EFL students in number of 4'"-year
public universities foundation universities ELT students

Southeastern 186 55 241
Anatolia

Aegean 372 0 372
Eastern Anatolia 444 0 444
Mediterranean 485 0 485
Black Sea 553 0 553
Central Anatolia 876 165 1041
Marmara 850 550 1400
TOTAL 3766 770 4536

The sample size of the study was calculated based on the estimated number of 4th-
year EFL students in public universities. In order to calculate the sample size required for
the quantitative data collection process, the confidence level was determined to be 95%
with a margin of error of 5% (Kilig, 2012). Since the estimated population of the fourth-year

pre-service EFL teachers in public universities, the population size was determined to be
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3766 for the sample size calculation. Based on these parameters, the required sample size
was calculated to be 349. As the sample size of the current study is 374 for the quantitative

data, it is considered an appropriate sample size for the study (Table 4).

Table 4

Distribution of Data Collected from Regions

Redion Universit Scale- Group Academician
9 y Student Interview Interview
Kocaeli University 36 E(SZStlrJgens 2 Academics
Marmara Region group
Sakarya University 3 Students 1 Academic
Hacettepe University 36 3 Students 1 Academic
Gazi University 36
Central Anatolia
Region Necmettin Erbakan 6
University
Anadolu University 2
Eastern Anatolia Atatlrk University 61 1 Academic
Region Van Ylzuncl Yil University 7
Ondokuz Mayis University 52 3 Students 1 Academic
Black Sea Region
Bartin University 24 3 Students 2 Academics
Burdur Mehmet Akif Ersoy 34
Mediterranean University
Region
Cukurova University 6
Aydin Adnan Menderes
. ; 10
University
Aegean Region Mugla Sitki Kogman 8
University
Pamukkale University 12 1 Academic
Southeastern Gaziantep University 44

Anatolia Region

Total 16 Universities 374 18 Students 9 Academics
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In terms of the gender distribution in the data, the sample indicated that female rep-
service teachers dominated the participants in terms of the data collection process through
the scales. 228 out of 374 participants were females in the scale implementations process.
In the semi-structured interviews fifteen out of eighteen pre-service teachers were females
in the study whereas six out of nine academics who participated in the interviews were

females.

For the sample size for the qualitative data, Dornyei (2007) stated that 6-10
participants for interviews would be suitable. Guest et al. (2020) also suggested that
“typically 6—7 interviews will capture the majority of themes in a homogenous sample” (p.
13). Since the group interviews were carried out with 18 students (six groups of three
students) and the interviews were carried out with nine academics (Table 4), the sample
size for the qualitative data was also considered to be an appropriate sample size for the

current study.

Data Collection

The data collection process took place during the Fall and Spring terms of the 2023-
2024 academic year. The data was collected through scales, interviews, and group
interviews. The interview form for academics was piloted with academics from nine
universities in six geographical regions. The data collection for the piloting of the scales took
part prior to the data collection for piloting the group interview form for pre-service teachers
and the interview form for academics. Likewise, the data from scales were collected before

the interviews with pre-service teachers and academics.

The data for the piloting of the scales was collected from Sakarya University at the
beginning of December 2023. The data for the piloting of the group interview form for pre-
service teachers was collected in December 2023, January 2024 and April 2024 with three
pre-service teacher groups while the piloting of the interview form for academics took place

between December 2023 and March 2024. The data collection through scales took place
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over seven months from December 2023 to May 2024. After the scale administration, group
interviews with pre-service teachers and EFL academics were carried out. The process of
carrying out group interviews with pre-service teachers took place over the course of ten
days in May 2024 while interviews with academics spanned over three weeks in May and
June 2024. The two scales used in this study were implemented face-to-face and online
with pre-service teachers in the 4th-year of their EFL programs. The group interviews with

pre-service teachers and interviews with academics were carried out online through Zoom.

Instruments

The data collection instruments consisted of two scales, a semi-structured interview
form for group interviews with pre-service teachers and a semi-structured interview form for

interviews with academics.
Motivation to Teach Scale

The Motivation to Teach Scale (MTS) was developed by Kauffman et al. (2011) in
order to evaluate pre-service teachers’ motivation to teach (Appendix-D). The necessary
permission for use was obtained from Merve Yilmaz Soylu, who is one of the scale
developers and owners (Appendix-H). The scale involves twelve items, which constitutes a
two-factor model with statements regarding intrinsic and extrinsic motivation of pre-service
teachers. The instrument adopts a Likert scale layout, which involves humbers from 1 to 6
and statements from Strongly Disagree to Strongly Agree. Strongly Disagree corresponds
to 1 while Strongly Agree corresponds to 6. The scale development process involved one
hundred forty-seven undergraduate pre-service teachers. The validity, reliability, and factor
analysis procedures were carried out by the scale developers. The validity and reliability
tests of the scale indicated that the instrument is both a valid and reliable tool to determine
pre-service EFL teachers’ motivation to teach. The Cronbach’s Alpha value for the intrinsic
sub-scale was ,86 while the extrinsic sub-scale’s value was ,76 (Kauffman et al., 2011),

which indicated high reliability of the scales. Giizel Candan and Evin Gencel (2015) also
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adapted the scale to Turkish and their analyses indicated the validity and reliability of the

scale.

EFL-TPACK Scale

The EFL-TPACK Scale was developed by Wang (2022) in order to evaluate EFL
teachers’ TPACK (Appendix-E). The necessary permission for use was obtained from
Amber Yayin Wang, who is the developer and owner of the scale (Appendix-l1). The scale
involves seven sub-sections with a total of forty-nine items. The TPCK sub-scale consists
of 28 items and 4 sub-sections whereas the PCK sub-scales consists of 21 items and 3
sub-sections. The instrument adopts a Likert scale layout, which involves numbers from 1
to 5 and statements from Strongly Disagree to Strongly Agree. Strongly Disagree
corresponds to 1 while Strongly Agree corresponds to 5. The scale development process
involved five hundred twenty-five undergraduate EFL teachers. The validity, reliability, and
factor analysis procedures were carried out by the scale developer. The validity and
reliability tests of the scale indicated that the instrument is both a valid and reliable tool to

determine EFL teachers’ TPACK.

Semi-Structured Interview Forms for Pre-service Teachers and Academics

Two separate interview forms were prepared for the semi-structured interviews with
pre-service teachers (Appendix-F) and academics (Appendix-G) for the data collection
through interviews. These data collection tools were developed by the researcher in order
to collect qualitative data on pre-service teachers’ self-reports on their TPACK and
motivation to teach and to collect qualitative data from academics on their students’ TPACK
and motivation to teach. An initial interview guide was prepared first to be piloted (Dérnyei,
2007). For the validity and reliability of the interview questions field experts were consulted.
Based on the feedback from field experts, the interview questions were refined and re-
designed. The refined versions of the forms were then piloted with academics and pre-
service teachers to determine their validity and reliability. The Cronbach’s Alpha value for

the TPCK sub-scale was ,98 and the PCK subscale’s value was ,97 while the TPACK
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scale’s Cronbach’s Alpha value was ,98 (Wang, 2022), which indicated high reliability of the

scales.

Piloting of the Research Instruments

In order to test the reliability of the scales developed by Kauffman et al. (2011) and
Wang (2022) the instruments were employed with a group of pre-service EFL teachers. The
context of the piloting of the scales was chosen from the universities that agreed to take
part in the study. In order to determine the university context for the piloting, an online
random number generator was used. Through this process, Sakarya University was
determined as the context for the piloting of the quantitative data collection instruments.
Thirty-two pre-service EFL students participated in the piloting of the scales. The

Cronbach’s Alpha levels for each scale were calculated separately.

Prior to reliability analysis, the normality of the data was analyzed. As the data was
aimed to be analyzed based on the total scores of participants in each scale, the analysis
of the normality and outliers during the piloting stage was applied to the total scores of the
participants regarding the two scales. The normality analysis revealed that the skewness
and kurtosis values for each scale were within the normal range since the values were
between -1,5 to +1,5 range (Tabachnick & Fidell, 2013). The mean and 5% trimmed mean
values for each scale was quite close with -0,64 for the Motivation to Teach Scale and -1.27
for the EFL-TPACK Scale, signaling that the data set did not have extreme values (Table

5).

Table 5

Descriptives for the Scales in Piloting

Statistic Std. Error

Motivation to Teach Mean 47,9643 2,02333
5% Trimmed Mean 48,6111
Std. Deviation 10,70646

Skewness -, 752 ,441
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Kurtosis 77 ,858
EFL-TPACK Mean 202,5357 4,48557

5% Trimmed Mean 203,8095

Std. Deviation 23,73540

Skewness -,986 441

Kurtosis 1,008 ,858

The values for normality were evaluated based on the Shapiro-Wilk test since the
sample size is smaller than 50 (Table 6). The results of the normality tests for both scales
were evaluated to be normal as the P values were significant (p > 0,05). Considering the
parameters of means, 5% trimmed means, skewness, kurtosis, and normality tests, it was
concluded that the data for both scales were normally distributed and that the data did not

include any outliers.

Table 6

Tests of Normality for the Scales in Piloting

Kolmogorov-Smirnov? Shapiro-Wilk
Statistic df Sig. Statistic df Sig.
Motivation to Teach ,107 28 ,200" ,946 28 ,160
EFL-TPACK ,165 28 ,049 ,935 28 ,083

Following the normality analysis, missing value

analysis was carried out to see

whether there were any questions that the pre-service teachers left unanswered in the
scales. Little’'s Missing at Completely Random (MCAR) Test was performed to uncover
whether there were missing values and whether they were missing at random. The MCAR
test was implemented for each scale’s items separately. The analysis of missing values
showed that the Motivation to Teach Scale had 3,1 percent of data missing in scale items
2 and 12, which indicated that for each item a pre-service teacher did not provide a
response. The total percentage of the missing value for the Motivation to Teach Scale was

6,3 percent, which indicated that the statistical analysis was unlikely to be biased as less



48

than 10% of the data were missing (Bennett, 2001) and thus, it was possible to ignore the
missing data (Hair et al., 2010). Little’s MCAR result for the scale was 0,711. As the MCAR
value was higher than 0.05, the analysis indicated that the data was missing at completely
random. The missing value analysis for the EFL-TPACK Scale revealed that there was also
3,1 percent missing data in the set as one pre-service teacher for each of items 27 and 47
did not provide a response. The total percentage of the missing value for this scale was 6,3
percent as well, indicating that the statistical analysis was not likely to be biased (Bennett,
2001). The MCAR result for this scale was 1,000, meaning that the data was missing
completely at random for the EFL-TPACK Scale as well. These results also indicated that
the ratio of missing value to the data set was low. The missing values were treated through
the Expectation-Maximization (EM) technique. The reason for treating missing values rather
than leaving them out of the data set was to prevent loss of data. The EM technique was
chosen for the treatment of missing values as it is one of the maximum likelihood methods
for treating missing data (Pigott, 2001). The EM technique was administered to data from

the two scales separately.

The Cronbach’s Alpha value for the Motivation to Teach Scale was 0,836 while the
Cronbach’s Alpha value for the EFL-TPACK Scale was 0,960 (Table 7). As Cronbach’s
Alpha values higher than 0,7 are acceptable (Pallant, 2007; 2016) the scales were found to
be reliable. The Motivation to Teach Scale and the EFL-TPACK Scale have two subscales
each. The items of the Motivation to Teach Scale comprises intrinsic motivation and
extrinsic motivation whereas the EFL-TPACK Scale has two sub-sections as PCK and
TPCK. The intrinsic motivation subscale had 7 items, and the extrinsic motivation scale had
5 items. The PCK subscale of the EFL-TPACK Scale had 21 items while TPCK had 28

items.

Table 7

Reliability Analysis for the Scales in Piloting
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Cronbach's Alpha Based
Cronbach's Alpha on Standardized ltems N of Items
Motivation to Teach ,836 ,835 12
EFL-TPACK ,960 ,961 49

The reliability analyses for these subscales revealed the following Cronbach’s Alpha
values: Intrinsic motivation (Alpha=0,847), Extrinsic motivation (Alpha=0,555), PCK
(Alpha=0,936), and TPCK (Alpha=0,940) (Table 8). The only subscale that revealed an
Alpha value lower than 0,7 was extrinsic motivation, which only had 5 items. Pallant (2016)
states that Cronbach’s Alpha values for scales with less than 10 items would be small and
it is preferable to report the mean inter-item correlations, for which an inter-item correlation
of ,2 to ,4 is recommended to be the optimal range (Briggs & Cheek, 1986, as cited in
Pallant, 2016). The mean inter-item correlation for the extrinsic motivation scale was found
to be ,214 (Table 9), suggesting that the value is within the optimal range recommended.
Given the overall and sub-scale reliability analyses, the Motivation to Teach Scale and the

EFL-TPACK Scale were considered reliable.

Table 8

Reliability Analysis for the Subscales in Piloting

Cronbach's Alpha Based
Cronbach's Alpha on Standardized ltems N of Items

Intrinsic Motivation ,847 ,851 7
Extrinsic Motivation ,555 577 5
PCK ,936 ,938 21
TPCK ,940 ,942 28
Table 9

Inter-ltem Correlations Mean for the Extrinsic Motivation Subscale

Mean Minimum Maximum N of Items

ltem Means 4,288 4,063 4,563 5
Inter-ltem Correlations 214 -,042 442 5
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The piloting of the semi-structured interview form for pre-service teachers developed
through expert opinion was carried out with pre-service teacher groups from several
universities. Pre-service teachers from the universities where data collection was permitted
were invited to the group interviews for piloting. As the group interviews were intended to
be conducted separately for each institution, pilot group interviews were carried out at
universities with a sufficient number of student volunteers to constitute a group. For this
reason, universities where three or more pre-service teachers volunteered were included in
the pilot study. Universities where fewer than three pre-service teachers volunteered were

excluded from the pilot study.

Three group interviews with ten pre-service teachers were held during the piloting
of the semi-structured interview form for pre-service teachers. Five female and five male
pre-service teachers took part in the piloting of the semi-structured interview form for pre-
service teachers. Four pre-service teachers from Hacettepe University, three pre-service
teachers from Gazi University, and three pre-service teachers from Atatlirk University
participated in the piloting process. The semi-structured form consisted of eleven questions
with some questions having several parts. No background information was provided to pre-
service teachers regarding key terminologies such as TPACK and its components. After the
piloting, the interview form was shortened with the insights from the interview data collected
and the feedback from the thesis monitoring committee. The researcher also decided to
implement an explanatory session right before each group interview where she explained
the key terminologies included in the interview form. The final version of the form to be used
in the main study consisted of seven questions with several questions having sub-questions
to clarify the main questions. The final format of the semi-structured group interview form

for pre-service teachers consisted of the following questions:

1. How do you assess your technological pedagogical content knowledge (TPACK)?

How do you define your competency level of TPACK?
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2. How do you explain your effort to develop your TPACK? What do you do to develop
your TPACK?
3. How do you assess the effect of your faculty courses on your TPACK? How do the

courses you take at your faculty contribute to your TPACK? Apart from the courses, is there

any other resource that your faculty provide to support your TPACK?
4. How do you assess your motivation to teach? How motivated are you to teach?

5. How do you define your effort to improve your motivation to teach? Is there anything

you do to increase your motivation to teach?

6. How do you assess the effect of your faculty courses to your motivation to teach?
How do the courses you take at your faculty contribute to your motivation to teach? Apart
from the course, is there any other resource that your faculty provide to support your

motivation to teach?

7. How do you define the relationship between your TPACK and your motivation to
teach? Do you think there is a relationship between them? If so, how do they relate to each

other?

The piloting of the semi-structured interview form for academics developed through
expert opinion was implemented with EFL academics from nine universities. EFL
academics from the universities where data collection was permitted were invited to the
interviews for piloting. Nine EFL academics were included in the piloting stage of the
interview form. The academics were from Kocaeli University, Sakarya University, Hacettepe
University, Gazi University, Atatlrk University, Ondokuz Mayis University, Cukurova
University, Necmettin Erbakan University and Gaziantep University. Only EFL academics
who are doctoral faculty members, associate professors and professors were included in
the piloting. Four female and five male academics took part in the piloting of the semi-

structured interview form for academics.
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Prior to the piloting stage, the semi-structured form for academics consisted of
eleven questions as well, with some questions having multiple parts. After the piloting, the
interview form for academics was also shortened for precision based on the interview data
collected and the feedback from the thesis monitoring committee. The final version of the
form to be used in the main study consisted of six questions with several questions having
sub-questions to clarify the main questions. The final format of the semi-structured interview
form for academics to be implemented with EFL academics during the main study consisted

of the following questions:

1. How do you assess your students’ technological pedagogical content knowledge

(TPACK) competency level?

2. In which areas of their TPACK do you think they have strength? In which areas do

you think they need to develop their TPACK?

3. What kind of curricular materials and courses do you provide for your students to
improve their TPACK levels? Within the curriculum, is there anything else you do or

implement to support their TPACK?

4, What kind of extra-curricular materials, resources, and workshops do you provide
for your students to improve their TPACK levels? Apart from the curriculum, is there

anything else you do or implement to support their TPACK?

5. How do you assess your students’ motivation to teach? In your opinion, how

motivated are they to teach? Can you elaborate?

6. How do you define the relationship between your students’ TPACK and their
motivation to teach? Do you think there is a relationship between their TPACK and their

motivation to teach? If so, how do they relate to each other?
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Data Analysis

The data collected in this study required both qualitative and quantitative data
analysis procedures. In order to analyze quantitative data, the normality of the data was first
tested to decide whether the data was normally distributed for parametric tests. The
normality analysis revealed that the data was normally distributed for simple linear
regression analysis and other parametric tests. The analysis of the qualitative data was

carried out through thematic analysis.

Table 10

Data Analysis Based on Research Questions

Research Questions Instruments Data Collection = Data Analysis
Method
What is the impact relation between  Motivation to Teach Quantitative Simple Linear
pre-service EFL teachers’ TPACK  Scale, EFL-TPACK Regression
and their motivation to teach? Scale Analysis
Semi-structured Qualitative Thematic
Interview Forms analysis
What is pre-service EFL teachers’  Motivation to Teach Quantitative Descriptive
level of motivation to teach? Scale Statistics,
Paired
Samples T
Test, Kruskal-
Wallis Test
What is the technological EFL-TPACK scale Quantitative Descriptive
pedagogical content knowledge Statistics,
level of pre-service teachers? Paired
Samples T
Test, One-
Way ANOVA
Test
What are the views of the Semi-structured Qualitative Thematic
academics in EFL departments Interview Form for analysis

about their students’ TPACK and
their motivation to teach?

Academics
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What are the views of pre-service Semi-structured Qualitative Thematic
EFL teachers regarding their Interview Form for analysis
TPACK and their motivation to Pre-service
teach? Teachers

The analysis processes carried out for the data analyzed for each research question
is presented above (Table 10). The following sections in this chapter provide explanations
on the normality analysis of the quantitative data and the procedures involved in the

thematic analysis of the qualitative data.
Analysis of the Quantitative Data

Statistical Package for the Social Sciences (SPSS) 23 was used for the analysis of
guantitative data to be obtained from the Motivation to Teach Scale and the EFL-TPACK
Scale for EFL Teachers. Kolmogorov—Smirnov Test was utilized to test whether the data
was normally distributed or not as the sample size was larger than 50. Descriptive statistics
was also consulted to determine the self-reported levels of TPACK and motivation to teach.
The data collected through scales were checked for normality as a normal distribution is a
prerequisite for any parametric test. Prior to testing normality, any scale data that was
erroneous was omitted from the data. The normality test used for the data was the
Kolmogorov-Smirnov as the sample size was greater than 50 (Mishra et al., 2019). Apart
from the Kolmogorov -Smirnov test, skewness, kurtosis, Q-Q plot values were also
considered when determining the normality of the data as these are among the most favored
methods of testing normality (Mishra et al., 2019). After normality analysis, the data set was
also analyzed for missing values. The missing values detected within the data were
analyzed with Little’s MCAR (Missing Completely at Random) test and treated through the
EM (Expectation-Maximization) technique.

The analysis of normality for the Motivation to Teach Scale revealed one outlier
value that was removed from the data set. After removing the outlier, the normality of the

data was tested again. The result of the Kolmogorov-Smirnov test resulted in a significance
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level of 0,00, which is interpreted as that the data may not be normally distributed. However,
violations of normality in samples sizes with more than 100 observations is considered
negligible (Mishra et al., 2019) and the violation of normality is also viewed as common with
big sample sizes (Pallant, 2010) while such large samples are prone to normal distribution
even when the results of tests of normality are below the 0,05-significance level (Table 11).
Table 11

Normality Test for the Motivation to Teach Scale before Treating Missing Data

Kolmogorov-Smirnov Shapiro-Wilk
Motivation to Teach Statistic df Sig. Statistic df Sig.
,074 360 ,000 971 360 ,000

Thus, in order to determine whether the data was normally distributed for the
Motivation to Teach Scale, the values of skewness, kurtosis, Q-Q plot were analyzed as
well as the mean and 5% trimmed mean values. The skewness and kurtosis values were
within the normal range as the values were between -1,5 to +1,5 range (Tabachnick & Fidell,
2013). The Q-Q plot also revealed a distribution close to normal with no significant
deviations. Besides, the mean and 5% trimmed mean values were close to each other with
only a -0.45-point difference (Table 12). When these values were considered, it was
concluded that the data for the Motivation to Teach Scale was normally distributed.

Table 12

Descriptives for the Motivation to Teach Scale before Treating Missing Data

Statistic Std. Error

Motivation to Teach Mean 49,6500 ,55439
5% Trimmed Mean 50,0926
Std. Deviation 10,51884
Skewness -,635 ,129
Kurtosis 241 ,256

The analysis of normality for the EFL-TPACK Scale was also done following the

same procedure. The Kolmogorov-Smirnov test carried out for the EFL-TPACK Scale
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indicated that the data was normally distributed as the test resulted in a significance level
of 0,08 (Table 13). Nevertheless, the other values were still checked to ensure that the data
had normal distribution.

Table 13

Normality Test for the EFL-TPACK Scale before Treating Missing Data

Kolmogorov-Smirnov Shapiro-Wilk
EFL-TPACK Statistic df Sig. Statistic df Sig.
,045 354 ,081 ,987 354 ,004

The skewness and kurtosis values were within the -1,5 to +1,5 range (Tabachnick &
Fidell, 2013) for normal distribution. The Q-Q plot involved no significant deviations and
revealed a distribution close to normal. The mean and 5% trimmed mean values were close
to each other as only a -0.38-point difference was observed (Table 14). When the
significance value of the normality test and the values described above were considered, it
was concluded that the data for the EFL-TPACK Scale was normally distributed.
Table 14

Descriptives for the EFL-TPACK Scale before Treating Missing Data

Statistic Std. Error

EFL-TPACK Mean 200,5734 1,13220
5% Trimmed Mean 200,9548
Std. Deviation 21,30213
Skewness -,200 ,130
Kurtosis -,016 ,259

The normality analysis carried out for both scales revealed that there were missing
values within the data set. The analysis revealed that there was a 5,3% and 6,8% missing
value in the data collected through the Motivation to Teach Scale and the EFL-TPACK
Scale, respectively. The analysis of the missing values for each item of the scales revealed
that the highest ratio of missing values in the items of the scales was 1,1%. As the ratio of

the missing data was less than 10%, the statistical analysis was unlikely to be biased
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(Bennett, 2001) and it was possible that the missing values could be ignored (Hair et al.,
2010). Similar to the piloting stage, Little’s Missing at Completely Random (MCAR) Test
was performed for the main data set to uncover whether they were missing at random. The
missing value analysis was carried out for data from each scale separately. Little’s MCAR
test provided a significance level of 0,325 for the Motivation to Teach Scale and 0,064 for
the EFL-TPACK Scale. As the null hypothesis assumes that the data is missing completely
at random, and the p value is significant at the 0.05 level, the result of the analysis indicated
that the data was missing at completely random for each scale since the significance value
for each scale was higher than 0,05, and thus, not statistically significant. Since the missing
values were low in ratio and missing completely at random, it was possible to treat them
through imputation. The missing values were handled through imputation rather than
deletion for the purpose of preventing loss of data. For the imputation, the EM technique
was chosen since it is one of the maximum likelihood methods for treating missing data
(Pigott, 2001). The EM technique was administered separately for the two scales.

The normality of the data collected through both scales were carried out once again
after the missing value imputation process. The analysis revealed that the Kolmogorov-
Smirnov test results for the scale were ,000 for the Motivation to Teach Scale and ,087 for
the EFL-TPACK Scale (Table 15). As violations of normality in a sample size such as the
one in this is regarded negligible (Mishra et al., 2019), the results of the Kolmogorov-
Smirnov test for the Motivation to Teach Scale was not directly accepted as an indication of
violation of normal distribution and the parameters of normality were checked in order to
determine whether the data collected from these two scales were normally distributed after
the missing value imputation.

Table 15

Normality Test for the Scales after Treating Missing Data

Kolmogorov-Smirnov Shapiro-Wilk
Statistic df Sig. Statistic df Sig.
Motivation to Teach ,075 380 ,000 ,967 380 ,000
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EFL-TPACK ,043 380 ,087 ,988 380 ,004

The mean values, 5% trimmed mean values, skewness and kurtosis values as well
as the Q-Q plots for both scales were checked to determine the normality of the data. The
mean and 5% trimmed mean values were close to each other with less than 0,5-point
difference for both scales. The skewness and kurtosis values were observed to be within
the -1,5 to +1,5 range (Tabachnick & Fidell, 2013) for normal distribution (Table 16). The
Q-Q plots for both scales also involved no significant deviations and revealed a distribution
close to normal.

Table 16

Descriptives for the Scales after Treating Missing Data

Statistic Std. Error

Motivation to Mean 49,6070 ,55315
Teach 5% Trimmed Mean 50,1022

Std. Deviation 10,78281

Skewness -,679 ,125

Kurtosis ,321 ,250
EFL-TPACK Mean 200,6245 1,10602

5% Trimmed Mean 200,9219

Std. Deviation 21,56039

Skewness -,139 ,125

Kurtosis -,035 ,250

The analyses carried out for normality after imputation yielded quite similar values
to the ones that were obtained before missing value imputation as the results above
indicated. The normality of the data was concluded to have normal distribution prior to the
missing value imputation. The same conclusion was reached after the normality of the data
was checked upon missing value imputation. As it was concluded that the data was normally
distributed, linear regression analysis was used in the analysis of the quantitative data
collected through the scales rather than utilizing a non-parametric analysis in the main

research question. The analysis of quantitative data for the second and third research
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guestions were carried out through parametric as well as non-parametric tests based on the
normality analysis of the data in relation to the factors involved in the analysis process of

each question.
Analysis of the Qualitative Data

In order to analyze the qualitative data to be obtained from semi-structured forms
for group interviews with pre-service teachers and interviews with academics, thematic
analysis was carried out. The thematic analysis process was conducted separately for
group interviews with pre-service teachers and interviews with academics. For the process
of thematic analysis, the data was first transcribed. Then, the coding and pattern (theme)
identifying processes were conducted. These processes were carried out using the
MAXQDA data analysis software, which is specifically designed for the analysis of
gualitative data. As defined by Braun and Clarke (2006), thematic analysis is a method in
gualitative data analysis that is used for identifying, analyzing and reporting themes in data
(p. 79). The difference between thematic analysis and other qualitative data analysis
methods such as grounded theory and discourse analysis is that thematic analysis is not
bound by any theoretical framework (Braun & Clarke, 2006). Guest et al. (2012) described
the processes involved in thematic analysis for determining themes in the following way:

Thematic analyses move beyond counting explicit words or phrases and focus on

identifying and describing both implicit and explicit ideas within the data, that is,

themes. Codes are then typically developed to represent the identified themes and

applied or linked to raw data as summary markers for later analysis. (p. 9)

The thematic analysis process carried out in this study followed an inductive
approach, which involves the coding of the data in a data-driven manner without any
preexisting coding frame (Braun & Clarke, 2006). In order to ensure rater reliability of
thematic analysis, the processes of coding and forming themes was checked through
intercoder reliability was analyzed. Though intercoder reliability is argued to be redundant

by some researchers in qualitative research, it is still a recommended practice (O’Connor &
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Joffe, 2020). The intercoder reliability process for this study was carried out through the
help of an external coder that was already familiar with the process of thematic analysis and
qualitative data coding. She held a bachelor's degree and a master’s degree in EFL and
worked as a research assistant in an EFL department in a Turkish state university, meaning

that she was also familiar with the context that this study set out to analyze.

The intercoder/interrater reliability process involved the double-coding of a portion
of the coded data and comparing the difference between the codes and themes determined
by the research and the external coder. Prior to this process, the purpose of the research,
the contexts from which the qualitative data were collected, and the rationale behind the
codes and themes determined by the researcher were explained to the external coder. As
simple percentage agreement is one of the statistical methods of interrater reliability
calculation (Mackey & Gass, 2005; Loewen & Philp, 2012) and as the double-coding of 15-
20% of the data in observational studies is deemed as acceptable in the case of high
agreement between the two coding processes (Loewen & Philp, 2012), the intercoder
reliability of the current study followed the procedure of double-coding 20% of the coded
data. The total number of coded extracts for interviews with academics and group interviews
with pre-service teachers were calculated. 109 coded cases for academics and 317 coded
cases for pre-service teachers were observed in the data by the researcher. Twenty-two
coded instances from the interviews with academics and sixty-four coded instances from
the group interviews with pre-service teachers were randomly chosen from the data for the

double-coding process.

The researcher and the external coder found disagreement in one coded instance
out of the twenty-two instances from interviews and four coded instances out of the sixty-
four instances. In three of these cases the instances were re-coded as outliers instead of
belonging to any particular theme whereas category changes were done in the remaining
two instances. Since the ratio of the disagreement between the researcher’s and the

external coder’s coding was observed in less than 10% of the instances, the interrater
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reliability of the coding processes was concluded to be acceptable as percentages higher

than 90% are accepted as ideal (Mackey & Gass, 2005).

Ethical Considerations

In order to carry out this study, permission was obtained from the Hacettepe
University Ethics Commission. After obtaining permission from the Hacettepe University
Ethics Committee, the universities where the study was to be conducted were also
contacted. The participants in the study signed informed consent forms prior to the
collection of data and they held the right to withdraw from the study anytime. Anonymity of

the participants was maintained through assigning pseudonyms.
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Chapter 4
Findings, Comments and Discussion

This chapter presents the findings of data analysis carried out for the quantitative
and qualitative data collected in this study. Following the findings, comments and discussion

on the analysis findings are presented.

Findings of the Data Analysis

The findings of the data analysis procedure for both qualitative and quantitative data
collected in this study are introduced in this section in line with the research questions of

this study, which are as follows:
Main Research Question:

Research Question 1: What is the relation between pre-service EFL teachers’ TPACK and

their motivation to teach?
Sub-research Questions:
Research Question 2: What is pre-service EFL teachers’ level of motivation to teach?

Research Question 3: What is pre-service EFL teachers’ level of technological pedagogical

content knowledge?

Research Question 4: What are the views of pre-service EFL teachers regarding their

TPACK and their motivation to teach?

Research Question 5: What are the views of the academics in EFL departments about their

students’ TPACK and their motivation to teach?

The analysis was carried out following the order of the research questions.

Accordingly, the results of the analyses were reported for each question one by one.
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Research Question 1: What is the relation between pre-service EFL teachers’ TPACK

and their motivation to teach?

In order to answer the main research question, both quantitative and qualitative data
collection tools were utilized. The data from the EFL-TPACK Scale (Wang, 2022) and the
Motivation to Teach Scale (Kauffman et al., 2011) were analyzed first to reveal the relation
between TPACK and motivation teach while thematic analysis was adopted to analyze the

data from the interview questions conducted with pre-service teachers and academics.

Findings of Quantitative Data

For the analysis of the quantitative data, simple linear regression analysis was
adopted. In order to see whether the data was suitable for carrying linear regression
analysis, the preliminary analyses were carried out regarding the pre-conditions of sample
size, normality, linearity, distribution of residuals, multicollinearity, homoscedasticity, and
independence of errors in relation to simple linear regression analysis. As two regression
models with each variable (the Motivation to Teach Scale data and the EFL-TPACK Scale
data) placed as the dependent variable were to be explored for this step, preliminary
analyses were carried out for both variables. Two models were necessary since the
reciprocal relation of each variable in regression analysis was to be explored. The sample
size was determined to be suitable for regression analysis. Field (2013) suggests having at
least 15 cases per predictor for regression analysis. This study fulfilled the sample size
condition as there are 374 cases (after outlier deletion) for investigation. Normality and
linearity analyses were carried out first. All the steps after normality analysis and linearity
analysis carried out during regression analysis were repeated for two different models. In
the first model, the Motivation to Teach Scale was placed as the dependent variable while
the EFL-TPACK Scale was placed as the independent variable. In the second model, the
two variables were placed in the model in reverse order. The EFL-TPACK Scale was the
dependent variable whereas the Motivation to Teach Scale was the independent variable

in the second model. The reason for doing the same analyses with two different models
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was to reveal the direction of the relation between the two variables in terms of which
variable better predicts the other variable. The preliminary analyses revealed that all pre-
conditions of linear regression analysis were met.

The normality analysis was carried out when scale data was collected and checked
for normality for parametric testing. Results of the normality analysis indicated that the data
had normal distribution. The Kolmogorov-Smirnov test for normality yielded a significance
level of 0,08 and the other normality parameters signaled normal distribution for the EFL-
TPACK Scale. While the normality test resulted in a 0,00 level of significance for the
Motivation to Teach Scale, it was concluded that the data from this scale also had normal
distribution based on the sample size, skewness and kurtosis levels, Q-Q plot, and the other
normality parameters. Based on this analysis, it was determined that the data met the
normality criterion for regression analysis.

In order to determine the linearity, the data was checked for whether there was a
linear relationship between the two variables through scatterplot analysis. The scatterplot
graph that emerged from the analysis revealed a linear relationship between the two
variables. Though the graph revealed linearity, three cases fell outside the oval form that
the graph displayed, which were perceived as possible outliers to linearity; thus, these three
cases were removed from the data. The scatterplot analysis after the deletion of the outlier
cases revealed the following graph (Figure 2), which indicated that the data met the linearity
criterion for regression analysis.

Figure 2

Linearity of the Data for Regression Analysis
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The distribution of residuals was checked to see whether there were any outlier
values that may affect the analysis. The residual statistics were checked for the two models
separately. The residual statistics for the model where the Motivation to Teach Scale is the
dependent variable showed that the Cook’s Distance values were lower than 1, which
signaled there were no problematic values (Tabachnick & Fidell, 2013). Since there was
only one dependent variable for each model, the critical value for the Mahalanobis Distance
is calculated as 13,82 (Pallant, 2016). As the Mahalanobis Distance did not exceed this
value, it was assumed that the values were within normal range. However, the Std. Residual
values indicated that there were possible outlier values that may affect the model as the
minimum value for the Std. Residual line was outside the -3,3 to +3,3 range, which is the
appropriate range for sample sizes lower than 1000 observations (Tabachnick & Fidell,
2013). These possible outlier values were then checked in the Casewise Diagnostics table.
The residuals statistics indicated that residual values for the model where the EFL-TPACK
Scale is the dependent variable did not have any outlier values. The Cook’s Distance, the

Mahalanobis Distance and Std. Residual values were all within desired range for the model.
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The Casewise Diagnostics table for the model with the Motivation to Teach Scale as
the dependent variable listed three cases as outliers. Two of these cases were outside the
desired range of -3,3 and +3,3 values for Std. Residual values (Tabachnick & Fidell, 2013).
The third case was close to the upper limit. Thus, the three cases in lines 263, 265 and 287
listed on the Casewise Diagnostics values were decided to be omitted from the data. The
ultimate sample size of 374 was reached after these cases were deleted. Upon removing
these cases from the data, normality and linearity analyses were carried out once again.
These analyses indicated that the data continued to meet the desired criteria. The residual
statistics for both models also indicated that the values were within the desirable ranges for
regression analysis (Table 17, Table 18).

Table 17

Residual Values for the Regression Model (Dependent: Motivation to Teach Scale)

Minimum Maximum Mean Std. Deviation N
Predicted Value 36,5646 58,5721 49,8734 4,16682 374
Std. Predicted Value -3,194 2,088 ,000 1,000 374
Residual -28,69475  23,98611 ,00000 9,48888 374
Std. Residual -3,020 2,524 ,000 ,999 374
Stud. Residual -3,025 2,532 ,000 1,001 374
Deleted Residual -28,78646 24,13867 -,00173 9,54014 374
Stud. Deleted Residual -3,059 2,551 -,001 1,005 374
Mabhal. Distance ,000 10,202 ,997 1,361 374
Cook's Distance ,000 ,065 ,003 ,006 374

a. Dependent Variable: Motivation to Teach

Table 18

Residual Values for the Regression Model (Dependent: EFL-TPACK Scale)

Minimum Maximum Mean Std. Deviation N
Predicted Value 172,0400 217,2892 200,7308 8,52614 374
Std. Predicted Value -3,365 1,942 ,000 1,000 374
Residual -55,49426 53,32845 ,00000 19,41611 374
Std. Residual -2,854 2,743 ,000 ,999 374
Stud. Residual -2,866 2,755 ,000 1,002 374
Deleted Residual -55,95284 53,81078 ,00863 19,53458 374

Stud. Deleted Residual -2,894 2,780 ,000 1,004 374
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Mabhal. Distance ,000 11,323 ,997 1,471 374
Cook's Distance ,000 ,042 ,003 ,006 374
a. Dependent Variable: EFL-TPACK

In order to check whether the distribution of residuals was normal after outlier
deletion, the histograms and normal P-P plots of regression standardized residuals (Figure
3) were observed for both models. The histograms for both models revealed a line close to
a bell-shaped curve, meaning that the distribution was normal. The normal P-P plots (Figure
4) also indicated that the case points formed a line close to normality for both models.
Figure 3

Histograms for the Distribution of Residuals
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Figure 4

Normal P-P Plots of Regression Standardized Residuals
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The precondition of multicollinearity was checked next. In order to check whether a
multicollinearity problem exists, the tolerance values and VIF (variance inflation factors)
values were observed for both models. According to Field (2013), tolerance values should
not be lower than .10 while VIF values should be below 10 to indicate that there is no
multicollinearity problem. Allison (1999), on the other hand, suggests that tolerance values
should be higher than ,40 while VIF values should be lower than 2,50 to indicate that
multicollinearity problem does not exist. VIF values significantly greater than 1 are also
stated to be a signal of potential bias in regression (Field, 2013). When the tolerance and
VIF values for both models were analyzed (Table 19, Table 20), it was seen that both
tolerance values and VIF values were 1.000, indicating that a multicollinearity problem did
not exist in the present study.

Table 19

Coefficients for the Regression Model (Dependent: Motivation to Teach Scale)

Unstandardized

Coefficients Collinearity Statistics
Model B Std. Error t Sig. Tolerance VIF
1 (Constant) 10,431 4,683 2,227 ,027
EFL-TPACK ,196 ,023 8,470 ,000 1,000 1,000

a. Dependent Variable: Motivation to Teach
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Coefficients for the Regression Model (Dependent: EFL-TPACK Scale)
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Unstandardized

Coefficients Collinearity Statistics
Model B Std. Error t Sig. Tolerance VIF
1 (Constant) 159,699 4,948 32,277 ,000
Motivation to Teach  ,823 ,097 8,470 ,000 1,000 1,000

a. Dependent Variable: EFL-TPACK

The assumption of homoscedasticity was checked through the scatterplots of

residuals for both models (Figure 5). The scatterplots indicated homogeneity of variance.

Thus, it was concluded that the assumption of homoscedasticity was not violated.
Figure 5

Scatterplots of Regression Standardized Residuals
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The independence of errors was checked to ensure there were no correlations of

errors. Durbin-Watson test results were checked to see whether there were any correlations

between errors. Values between 1-3 are desirable while a value of 2 indicates uncorrelation

of residuals (Field, 2013). As the Durbin-Watson value was around 1.8 for both models

(Table 21, Table 22), it was assumed that the errors were independent. With the



70

independence of errors, the assumptions on the pre-conditions of regression analysis were
ensured.
Table 21

Regression Model (Dependent: Motivation to Teach Scale)

Change Statistics

Adjusted R Sig. F Durbin-
R R Square Square R Square Change F Change dfl df2 Change Watson
,4022 162 ,159 ,162 71,734 1 372 ,000 1,812

a. Predictors: (Constant), EFL-TPACK

b. Dependent Variable: Motivation to Teach

Table 22

Regression Model (Dependent: EFL-TPACK)

Change Statistics

Adjusted R Sig. F Durbin-
R R Square Square R Square Change F Change dfl df2 Change Watson

,402% ,162 ,159 ,162 71,734 1 372 ,000 1,801

a. Predictors: (Constant), Motivation to Teach

b. Dependent Variable: EFL-TPACK

After all necessary assumptions were checked for violations and it was ensured that
the pre-conditions were met, simple linear regression analysis was adopted for revealing
the relation between pre-service EFL teachers’ TPACK and their motivation to teach. Simple
linear regression analysis was used twice for the two models where the two scales were
used separately as dependent variables in each model (Table 21, Table 22). The Motivation
to Teach Scale was adopted as the dependent variable in the first model while the EFL-
TPACK Scale was used as the dependent variable in the second model. This method was
followed as regression analysis reveals different results based on the placement of

variables in terms of which variable is placed in which role within the model. The same linear
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regression analysis was done twice with two different models in order to reveal the direction
of the relation between the two variables in terms of which variable better predicts the other
variable.

The Pearson Correlation coefficient for both models resulted in a ,402 value (Table
23), which indicated that there was a moderate positive correlation between the Motivation
to Teach total scores and EFL-TPACK total scores (Field, 2013). The correlation of these
two variables was also observed to be meaningful and statistically significant as the analysis
resulted in a significance level of ,000 (p<0,05). The ANOVA table for both models also
revealed a significance level of ,000, which supported the observation that both models
were meaningful and statistically significant.
Table 23

Correlation Coefficient for EFL-TPACK and Motivation to Teach

Motivation to Teach EFL-TPACK
Pearson Correlation Motivation to Teach 1,000 ,402
EFL-TPACK 402 1,000
Sig. (1-tailed) Motivation to Teach . ,000
EFL-TPACK ,000

The regression analysis model for both variables revealed an R square of ,162. The
adjusted R square value was close to this result with a value of ,159. This indicated that the
independent variable in each model could explain about 16% of the variance in the
dependent variable (Table 21, Table 22). The regression models also revealed that the
regression coefficient for both constants and independent variables were statistically
significant (p<0,05) (Table 19, Table 20). The regression coefficient in the models yielded
positive values. The regression coefficient for EFL-TPACK Total was ,196 (Table 19) while
the regression coefficient for Motivation to Teach total scores was ,823 (Table 20). These
values implied that the regression models were meaningful and that the independent

variable in each model could predict the dependent variable in a positive and meaningful
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way, though the predictive power they had on each other is small based on the adjusted R
square values. On the other hand, the impact of motivation to teach over TPACK was
concluded to be relatively higher in comparison to the impact of TPACK over motivation to
teach since the regression coefficient value was higher in that model (Table 19, Table 20).
Based on these analyses, it was concluded that EFL-TPACK total scores and Motivation to
Teach total scores could predict each other in a meaningful and positive way, though the
predictive power of the variables in relation to each other was low due to the R square value

results.
Findings of Qualitative Data

The analysis of qualitative data was carried out following the procedure of thematic
analysis described by Braun & Clarke, 2006 as specified in the methodology chapter. The
gualitative data to be analyzed for the main research question consisted of the final
guestions on the semi-structured interview forms of pre-service teachers and academics.
The seventh question on pre-service teachers’ semi-structured interview form and the sixth
question on academics’ semi-structured interview form were utilized. The analysis of the
data collected from pre-service teachers and academics was carried out separately.

Pre-service teachers’ views on the relationship between their TPACK and their
motivation to teach. In order to uncover pre-service teachers’ views on the relationship
between their TPACK and their motivation to teach, the responses given to the seventh
guestion in the semi-structured interview form of pre-service teachers was analyzed. The
guestion was formulated as “How do you define the relationship between your TPACK and
your motivation to teach? Do you think there is a relationship between them? If so, how do
they relate to each other?”. The responses of the pre-service teachers were coded following
thematic analysis procedures. The coded extracts were then analyzed to reveal any themes
emerging from the data. Through this analysis, three themes emerged within the coded
extracts of pre-service teachers’ responses. These themes were named as (1) relation

between TPACK and motivation to teach, (2) impact of motivation to teach over TPACK,
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and (3) impact of TPACK over motivation to teach (Figure 6). The themes are presented
below following the order based on the frequency of each theme within the coded extracts.
Figure 6

Themes for the Seventh Interview Question on Pre-Service Teachers’ Interview Form

Gl

Q7 Themes (Pre-Service Teachers)
relation between TPACK and motivation to teach impact of TPACK over motivation to teach impact of motivation to teach over TPACK

'

importance of motivation to teach compared to TPACK

The most prevalent theme that emerged from the analysis of the coded extracts was
named as “relation between TPACK and motivation to teach”. The theme involved coded
extracts which consisted of pre-service teachers’ statements denoting a mutual relationship
between the two phenomena. In these extracts, the pre-service teachers did not specify
which phenomenon had an impact over the other one. In their statements, pre-service
teachers referred to a mutual relation, a strong relationship, or a connection between their
TPACK and their motivation to teach.

Sample Extract 1 on relation between TPACK and motivation to teach:

| think, | think there's a relationship between them because | don't think they can be
considered separately from each other. (19 Mayis University Group Interview, Student B)

Sample Extract 2 on relation between TPACK and motivation to teach:

Also, | think it's a very uhh very strong relationship between TPACK and motivation.
(Kocaeli University Group Interview 2, Student A)

Sample Extract 3 on relation between TPACK and motivation to teach:
| define the relationship between my TPACK and my motivation to teach as beneficial and

positive. (Sakarya University Group Interview, Student A)
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The second theme that emerged from the analysis was named as “impact of
motivation to teach over TPACK”. The pre-service teachers referred to a relation between
their motivation to teach and TPACK stating that their motivation to teach influenced their
TPACK. Two cases of pre-service teachers’ statements referred to the importance of
motivation to teach rather than its impact. These cases were treated as a sub-theme for
impact of motivation to teach over TPACK and the sub-theme was named as “importance
of motivation to teach compared to TPACK”.

Sample Extract 1 on impact of motivation to teach over TPACK:

If you are motivated to teach, you are also motivated to improve your TPACK.
(Kocaeli University Group Interview 1, Student A)

Sample Extract 2 on impact of motivation to teach over TPACK:

My motivation to teach uhh always makes me to do better while planning our
lessons. So while doing this, | also want to do the best | can. So | try to find the best
technological tools. | try to find the best ways to teach the students, like, how they can have
fun? How can | umm, let's say, we will play a game umm we play a game. So how can |
control them? Do the- | mean, classroom managementwise? And | also think about the, o-
my content knowledge. Uhh how can | teach, the- teach my knowledge to them? Let's say
they are Al level or A2 levels. How can | talk to them in A1 or A2? So, this, | do this because
| am motivated to teach them. (Sakarya University Group Interview, Student C)

Sample Extract 3 on impact of motivation to teach over TPACK (sub-theme:
importance of motivation to teach compared to TPACK):

We can do without TPACK, but we cannot teach without our motivation. (Kocael
University Group Interview 2, Student A)

The third and final theme that emerged as a result of the analysis was named as
“impact of TPACK over motivation to teach”. The frequency of this theme was quite close
to the second theme on the impact of motivation to teach over TPACK. The coded extracts
of pre-service teachers where they referred to a relation between their motivation to teach

and TPACK stating that their TPACK influenced their motivation to teach were included in
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this theme. The pre-service teachers either referred to the impact of their TPACK as a whole
or of different components of their TPACK over their motivation to teach in their statements.

Sample Extract 1 on impact of TPACK over motivation to teach:

Using technology improves my motivation, but uh, lack of content knowledge
diminishes it, and it so means the content and technology has great impact (on) my
motivation. Because sometimes if you have the knowledge of technology, you cannot use
it on your classes. If you even have the content knowledge, you cannot use it, it's it can be
about it, TPACK itself, but it pretty affects your motivation. (Hacettepe University Group
Interview, Student A)

Sample Extract 2 on impact of TPACK over motivation to teach:

Like if our TPACK is high then it affects our motivation as we feel more confident
and more comfortable in the class as teachers. (Kocaeli University Group Interview 2,
Student C)

Sample Extract 3 on impact of TPACK over motivation to teach:

| developed a lot and | think it's raising my motivation to teach because as I'm
exposed to a lot of content as well, I'm saying this because | was also insecure about my
content knowledge. | feel more motivated. (Hacettepe University Group Interview, Student
B)

Academics’ views on the relationship between their students’ TPACK and
their motivation to teach. To reveal academics’ views on the relationship between their
students’ TPACK and their motivation to teach, the responses given to the sixth question in
the semi-structured interview form of academics was analyzed. The question was
formulated as “How do you define the relationship between your students’ TPACK and their
motivation to teach? Do you think there is a relationship between their TPACK and their
motivation to teach? If so, how do they relate to each other?”. The responses of academics
were coded following the same thematic analysis procedure adopted for pre-service
teachers’ responses. The analysis of the coded extracts exposed two themes in academics’

responses to the semi-structured interview question. The themes were named as (1) high
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relation between TPACK and motivation to teach and (2) impact of TPACK over motivation
to teach (Figure 7). The themes are presented below following the order based on the
frequency of each theme within the coded extracts.

Figure 7

Themes for the Sixth Interview Question on Academics’ Interview Form

Q6 Themes (Academics)

]

high relation between TPACK and motivation to teach impact of TPACK over motivation to teach

“High relation between TPACK and motivation to teach” was quite frequently
observed compared to the second theme. This theme involved coded extracts on
academics’ statements referring to a mutual and positive relationship between their
students’ TPACK and their motivation to teach. Academics did not state which phenomenon
had an impact over the other one in their statements placed within this theme. Like pre-
service teachers, academics denoted a mutual relation, a strong relationship, or a
connection between their students’ TPACK and their motivation to teach. The reason why
this theme included the phrase “high relation” instead of “relation” was that academics
emphasized the strength of the relation between these two phenomena in most of their
statements in the coded extracts.

Sample Extract 1 on high relation between TPACK and motivation to teach:

There is a close relationship between TPACK and motivation. (Atatirk University
Academic Interview)

Sample Extract 2 on high relation between TPACK and motivation to teach:

So | believe they are connected. | cannot imagine the opposite version | mean, they

are connected. (Pamukkale University Academic Interview)
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Sample Extract 3 on high relation between TPACK and motivation to teach:

There is of course a quite big | mean relationship between these two. Yes, I, | think
there is a, of course relationship between these two. (Bartin University Academic Interview
1)

The second theme that emerged from the analysis of the coded extracts of
academics’ responses was named as “impact of TPACK over motivation to teach”. The
frequency of the coded extracts placed under this theme was quite close to the first theme.
In these extracts, academics highlighted the influence that their students’ TPACK had on
their motivation to teach. They either referred to TPACK as a whole or mentioned different
components of it when describing its influence over their students’ motivation to teach.

Sample Extract 1 on impact of TPACK over motivation to teach:

So | can say that just because they had they were quite competent in those areas, |
mean TPACK components, let's say. They also were motivated. For me, it is too much
related of course, because if you do not have enough pedagogical knowledge in your area,
for example, you cannot be motivated to, to teach. (Bartin University Academic Interview 1)

Sample Extract 2 on impact of TPACK over motivation to teach:

So, they are so much used to the use of technology that if we ourselves use
technology in our teacher education courses as well as teach them how to use it, this may
positively affect their motivation, | believe. (Hacettepe University Academic Interview)

Sample Extract 3 on impact of TPACK over motivation to teach:

The ones, the teacher candidates, | mean the ones with the highest levels of TPACK
are the ones who are already highly motivated. They are integrated | guess, because you
know, if a teacher candidate has no problems with pedagogical issues, | mean, class control
or with giving clear instructions or by drawing students’ attention, these are the ones who
are already motivated teacher candidates. Who do, who, who want to do their best in their
classes. (Pamukkale University Academic Interview)

Apart from the coded extracts that were placed within the themes presented here,

two separate cases occurred within the data that were determined to be outliers. In one



78

coded case, one academic articulated that he was not sure whether his students’ TPACK
and motivation to teach were related. In another case, another academic stated that her
students’ motivation to teach had an impact over their TPACK in contrast with the

statements of the majority of the academics.

Research Question 2: What is pre-service EFL teachers’ level of motivation to teach?

In order to reveal pre-service teachers’ level of motivation to teach, the Motivation
to Teach Scale results were analyzed along with the intrinsic motivation and extrinsic
motivation subscale results. The purpose of analyzing the intrinsic and extrinsic motivation
subscale results was to reveal whether there was a statistically significant difference
between the results of pre-service teachers regarding these two subscales. The mean
scores of pre-service teachers were checked to reveal the motivation levels based on each
scale. After this, the percentage of their scores compared to the total possible points were
calculated in order to determine the ratio of the points obtained from each scale. Following
these analyses, the intrinsic motivation and extrinsic motivation subscale means were
compared to reveal whether there was a significant difference between these two motivation
levels of pre-service EFL teachers. Finally, the Motivation to Teach Scale results by
geographical region were analyzed in order to determine whether there was a statistically
significant difference between the motivation levels of pre-service EFL teachers in different
geographical regions.

The normality analysis for the Motivation to Teach Scale was carried out at the
beginning of the analysis process, and it was concluded that the data was normally
distributed. As the subscales were also analyzed for this research question, the normality
of the intrinsic motivation and extrinsic motivation subscales were checked prior to the
analysis. As in the case of the Motivation to Teach Scale, the Kolmogorov-Smirnov test
yielded a 0,000 result for both the intrinsic motivation and extrinsic motivation subscales
(Table 24). Since the data sample was bigger than 100 observations (Mishra et al., 2019),

this was not directly accepted as a violation of normality The mean values, the 5% trimmed
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mean values, skewness and kurtosis values along with the Q-Q plots were analyzed in order
to determine whether the data collected through these two subscales were normally
distributed (Table 25).

Table 24

Normality Tests for Intrinsic and Extrinsic Motivation Subscales

Kolmogorov-Smirnov? Shapiro-Wilk
Statistic df Sig. Statistic df Sig.
IntrinsicMean ,097 374 ,000 ,960 374 ,000
ExtrinsicMean ,093 374 ,000 ,978 374 ,000

a. Lilliefors Significance Correction

The analysis of the mean and 5% trimmed mean values showed that the difference
between the two means were -0,05 and -0,03 for the intrinsic motivation subscale and the
extrinsic motivation subscale, respectively, indicating that the difference was quite small.
The skewness and kurtosis levels were also within the range of -1,5 and +1,5, which is
accepted as normal (Tabachnick & Fidell, 2013).

Table 25

Descriptive Statistics for Intrinsic and Extrinsic Motivation Subscales

Statistic Std. Error
Intrinsic Motivation Mean 4,1447 ,05123
5% Trimmed Mean 4,1928
Std. Deviation ,99066
Skewness -,705 ,126
Kurtosis ,163 ,252
Extrinsic Motivation Mean 4,1721 ,04344
5% Trimmed Mean 4,2001
Std. Deviation ,84015
Skewness -,532 ,126
Kurtosis ,303 ,252

The analysis of the Q-Q plots for the subscales revealed that there were not any

significant deviations from normality, indicating a normal distribution. Along with these plots,
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the histograms also revealed distributions close to bell-curve shapes. Based on the
analyses of these parameters, it was concluded that the subscales also had normal
distribution.

To obtain a comprehensive insight into the participating pre-service EFL teachers’
levels of motivation to teach, a detailed analysis was carried out to determine the mean
scores earned by the pre-service teachers. An analysis was also carried out to determine
the percentage of their scores on each scale relative to the total possible points attainable
from the scales. These analyses were performed for the total scores of the pre-service
teachers, as well as for their separate scores in the intrinsic and extrinsic motivation scales.
It should be highlighted that the maximum points that can be reached for the Motivation to
Teach Scale is 72 points, while the highest obtainable scores for the corresponding
subscales of intrinsic and extrinsic motivation are 42 points and 30 points, respectively. The
analysis revealed that the mean value for the total scores obtained by the pre-service EFL
teachers on the Motivation to Teach Scale was determined to be 49,87 out of a maximum
possible score of 72 with a standard deviation of 10,36 (Table 26). The mean value for the
total scores pertaining to the intrinsic motivation subscale was found to be 29 out of a total
42 points with a standard deviation of 6,93, while the mean value for the total scores related
to the extrinsic motivation subscale was calculated to be 20,86 out of a total of 30 points
with a standard deviation of 4,20.

Following the analysis of the mean values for the total scores from the Motivation to
Teach Scale as well as the intrinsic motivation and extrinsic motivation subscales, the
percentages of the scores were also analyzed. The purpose for this analysis was to reveal
the ratio of the scores obtained by the pre-service teachers to the total attainable points.
The analysis revealed that the percentage of the total scores on the Motivation to Teach
Scale compared to the maximum possible scores was 69, with a standard deviation of
14,39. Similarly, the percentage for the intrinsic motivation scale was 69 and the percentage
for the extrinsic motivation scale 69,5 (Table 27). The standard deviations for the scores

attained in these two subscales were 16,5 and 14, respectively. The analysis indicated that
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the percentages of the scores relative to the maximum possible scores, as well as the
corresponding standard deviation values, were comparable across the different measures.
Table 26

Mean Values and Range of Pre-Service Teachers’ Scores on the Motivation to Teach

Scale
N Mean Std. Deviation Variance
Statistic Statistic Std. Error Statistic Statistic
Motivation to Teach 374 49,8734 ,53588 10,36346 107,401
Intrinsic Motivation 374 29,0128 ,35858 6,93460 48,089
Extrinsic Motivation 374 20,8606 21722 4,20077 17,646
Table 27

Percentages of the Scores against the Total Possible Scores on the Motivation to Teach

Scale
N Mean Std. Deviation  Variance
Statistic Statistic Std. Error Statistic Statistic
Motivation to Teach 374 69,2686 , 74428 14,39370 207,178
Intrinsic Motivation 374 69,0781 ,85376 16,51096 272,612
Extrinsic Motivation 374 69,5352 , 72406 14,00257 196,072

As the analysis of the normality demonstrated that the data had normal distribution,
it was deemed appropriate to adopt paired samples t test in order to reveal whether there
was a significant difference between pre-service EFL teachers’ intrinsic and extrinsic
motivation means. The analysis of the paired samples statistics indicated that the results of
the intrinsic motivation subscale yielded a mean value of 4,14 (Table 28). Similarly, the
mean value for the extrinsic motivation subscale outcomes was just slightly up at 4,17.
Moreover, the correlation coefficient that denotes the association between the mean values
of these two subscales was determined to be 0,715. Accompanied by a significance level
of 0,000, this indicated a positive correlation between the results, emphasizing that this
correlation is statistically meaningful. The analysis of the paired-samples t test results

showed a difference of -0,027 between the mean scores of the intrinsic motivation subscale
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and the extrinsic motivation subscale, with a standard error mean of 0,036 (Table 29). The
calculated t value corresponding to the mean difference was determined to be -0,752.
Furthermore, with the significance value of 0,452, the results suggested that the difference
noted in mean values between the intrinsic and extrinsic motivation subscales was not
statistically significant (p > 0,05). Consequently, the null hypothesis could not be refuted in
light of these results. As the difference between the mean values was established as
statistically insignificant, the effect size was not calculated.

Table 28

Paired Samples Statistics for Intrinsic and Extrinsic Motivation Means

Mean N Std. Deviation Std. Error Mean
Pair 1 IntrinsicMean 4,1447 374 ,99066 ,05123
ExtrinsicMean 4,1721 374 ,84015 ,04344

Table 29

Paired Samples Test for Intrinsic and Extrinsic Motivation Means

Paired Differences

Std. Std. Error
Mean Deviation Mean t df Sig. (2-tailed)
Pair 1 Intrinsic Motivation — -,02742 ,70484 ,03645 -, 752 373 ,452

Extrinsic Motivation

The final analysis carried out while determining pre-service EFL teachers’ levels of
motivation to teach was to investigate whether there was a significant difference between
their scores according to geographical regions. The normality of the data collected through
the Motivation to Teach Scale was checked according to geographical regions in order to
identify whether a parametric or non-parametric test was required for the analysis. The
analysis indicated that the data was not normally distributed. Though the skewness and
kurtosis values for each region were within the normal range of -1,5 and +1,5 (Tabachnick
& Fidell, 2013), the other parameters signaled deviations from normality. The Shapiro-Wilk

test results were checked for normality since groups with sample sizes less than 50 were
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present within the data based on geographical regions. The results indicated that the data
from three of the regions did not have normal distribution as the value was lower than 0,05.
Deviations from normality were also observed in the Q-Q plots and histograms of some of
the geographical regions. Thus, the Kruskal Walllis test was adopted instead of the one-way
ANOVA test, which is its parametric counterpart.

Table 30

Kruskal Wallis Test for the Motivation to Teach Score Distribution by Geographical Region

Motivation to Teach

Chi-Square 2,319
df 6
Asymp. Sig. ,888

a. Kruskal Wallis Test

b. Grouping Variable: Geographical region of the university

The mean rank values for each geographical region were checked first, which
indicated that the Mediterranean Region had the highest mean rank with 199, followed by
the Eastern Anatolia Region. The second lowest mean rank belonged to the Marmara
Region, with the Aegean region having the lowest mean rank. The result of the Kruskal
Wallis test showed that the Chi-Square value was calculated as 2,319 with a significance
value of ,888. As the significance value analysis revealed a value above 0,05, the difference
between the motivation to teach scores of the group were found to be not statistically
significant (Table 30). Thus, the null hypothesis could not be refuted. Since the difference
between the scale scores by geographical regions was found to be statistically insignificant,

post-hoc tests and effect size tests were not performed.



84

Research Question 3: What is pre-service EFL teachers’ level of technological

pedagogical content knowledge?

For the purpose of revealing pre-service EFL teachers’ level of technological
pedagogical content knowledge, the EFL-TPACK Scale results were analyzed along with
the PCK and TPCK subscale results. The subscale results were analyzed in order to reveal
whether pre-service teachers’ PCK and TPCK, which are content-specific synthesized
knowledge bases (Wang, 2022), differed from each other. Along with these analyses, the
mean scores of pre-service teachers were also checked to reveal the mean levels of
TPACK, PCK, and TPCK. The percentage of pre-service teachers’ scores in comparison to
the total possible points attainable from each scale was also checked to uncover the ratio
of the scores of the pre-service teachers. After this, the PCK and TPCK subscale means of
pre-service teachers were compared to showcase whether the results differed in a
statistically meaningful manner, hoping that the result may provide insights into the
significance of the technology knowledge aspect of pre-service EFL teachers’ TPACK.
Lastly, as in the case of the Motivation to Teach Scale, the EFL-TPACK Scale results by
geographical region were analyzed in order to determine whether there was a statistically
significant difference between the TPACK levels of pre-service EFL teachers in different
geographical regions.

The normality of the data from the EFL-TPACK Scale was analyzed prior to the
analysis as explained in the data analysis section (Table 31). Considering the results of the
normality parameters, it was concluded that the data from the EFL-TPACK Scale was
normally distributed. Thus, only the normality of the subscales was analyzed for this
research question prior to the analysis. The Kolmogorov-Smirnov test result for the PCK
and TPCK subscales revealed significance levels of 0,049 and 0,002, respectively. Though
the result for the TPCK subscale was below the 0,05-significance level this was not directly
perceived as a violation of normality due to the size of the sample (Mishra et al., 2019). The

other parameters of normal distribution were checked to determine the normality of the data.
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Tests of Normality for PCK and TPCK Subscales

85

Kolmogorov-Smirnov?® Shapiro-Wilk
Statistic df Sig. Statistic df Sig.
PCK ,047 374 ,049 ,986 374 ,001
TPCK ,061 374 ,002 ,982 374 ,000

a. Lilliefors Significance Correction

The analysis of the mean and 5% mean values revealed a 0,005-point difference for

the PCK subscale and a 0,01-point difference for the TPCK subscale, meaning that the

difference was quite small and that the data did not involve outliers disrupting the normality

(Table 32). The skewness and kurtosis levels for both subscales were within the range of -

1,5 and +1,5, which is accepted as an indicator of normal distribution (Tabachnick & Fidell,

2013).
Table 32

Descriptive Statistics for PCK and TPCK Subscales

Statistic Std. Error

PCK Mean 4,1217 ,02331

5% Trimmed Mean 4,1268

Std. Deviation 45074

Skewness -,060 ,126

Kurtosis -,125 ,252
TPCK Mean 4,0777 ,02512

5% Trimmed Mean 4,0889

Std. Deviation ,48589

Skewness -,164 ,126

Kurtosis -,189 ,252

The Q-Q plots for the subscales were also analyzed to see whether the data had

normal distribution. The analysis revealed that there were not any significant deviations from

normality, indicating a normal distribution. Along with these plots, the histograms were

analyzed for data distribution, which revealed distributions close to bell-curve shapes.
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Based on the analyses of these parameters, it was concluded that the subscales had normal
distribution like the EFL-TPACK Scale itself.

In order to determine the TPACK levels of pre-service EFL teachers, the mean
scores based on the total points as well as the percentages of the total points against the
possible maximum points on the scales were calculated first (Table 33). Analyses were
carried out both for the total scores on the EFL-TPACK Scale and its subscales. The
maximum attainable score from the EFL-TPACK Scale is 245, with the highest attainable
scores for the PCK and the TPCK subscales being 105 and 140, respectively. Through the
analysis of the total scores, it was observed that the mean value for the total scores in the
EFL-TPACK Scale was 200,7 out of a maximum score of 245, with a standard deviation of
21,20. The mean value for the total scores regarding the PCK subscale was calculated to
be 86,55 out of 105 with a standard deviation of 9,45, while the mean value for the total
scores on the TPCK subscale was 114,17 out of 140 with a standard deviation of 13,6. To
reveal the ratio of the scores obtained by the pre-service teachers to the total attainable
scores, the percentages of the total scores on the EFL-TPACK Scale were analyzed. The
analysis of the percentages showed that the percentage of the total scores on the EFL-
TPACK Scale compared to the maximum possible scores was 81,93, with a standard
deviation of 8,65. The percentage of the scores on the PCK subscale compared to the
maximum possible scores was 82,43, with a standard deviation of 9,01 (Table 34). Likewise,
the percentage of the scores on the TPCK subscale compared to the maximum possible
scores was 81,55, with a standard deviation of 9,71. Similar to the results of the percentages
of the scores obtained in the Motivation to Teach Scale, the analysis of the percentages of
the scores obtained in the EFL-TPACK Scale indicated that the percentages of the scores
relative to the maximum possible scores, as well as the corresponding standard deviation
values, were comparable across the different measures.

Table 33

Mean Values and Range of Pre-Service Teachers’ Total Scores in the EFL-TPACK Scale
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Std.
N Mean Deviation Variance Skewness Kurtosis
Std. Std.
Statistic ~ Statistic =~ Statistic ~ Statistic  Error Statistic Error
EFL-TPACK 374 200,7308 21,20567 449,680 -,086 ,126 -,128 ,252
PCK 374 86,5558  9,46564 89,598 -,060 ,126 -,125 ,252
TPCK 374 114,1749 13,60495 185,095 -,164 ,126 -,189 ,252

Table 34

Percentages of the Scores against the Total Possible Scores for the EFL-TPACK Scale

Std.
N Mean Deviation Variance Skewness Kurtosis
Std. Std.
Statistic Statistic Statistic Statistic  Error Statistic Error
EFL-TPACK 374 81,9309 8,65537 74,915 -,086 ,126 -,128 ,252
PCK 374 82,4341 9,01490 81,268 -,060 ,126 -,125 ,252
TPCK 374 81,5535 9,71782 94,436 -,164 ,126 -,189 ,252

To uncover whether the pre-service EFL teachers’ PCK and TPCK subscale means
had a statistically significant difference, paired samples t test was adopted. This test was
adopted as the normality analysis conducted earlier showed that the data had normal
distribution. The analysis of the paired samples statistics revealed that the results of the
pre-service EFL teachers in the PCK subscale yielded a mean value of 4,14, whereas the
results in the TPCK subscale yielded a mean value of 4,07 (Table 35). The correlation
coefficient of the mean values of the two subscales produced a 0,679 result along with a
significance value of 0,000. This indicated a positive correlation between the results, with
the correlation being moderately meaningful. The analysis of the paired samples t test
revealed that there was a 0,44 difference between the PCK and TPCK mean scores of the
pre-service EFL teachers, with a standard error mean of 0,019. The calculated t value
corresponding to the mean difference was observed as 2,262 (Table 36). As the
significance value was calculated to be 0,024, the difference noted in mean values between

the PCK and TPCK subscales was determined to be statistically significant (p < 0,05). As a
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result, the null hypothesis was refuted in light of the findings of this analysis. For the effect
size of the paired samples t test, Cohen’s d was checked (Table 37). The effect size
calculated for the paired sample t test was calculated as 0,117, which showed that the effect
size was small since the d value was below 0,2 (Cohen, 1988).

Table 35

Paired Samples Statistics for PCK and TPCK Means

Mean N Std. Deviation Std. Error Mean
Pairl PCK 41217 374 , 45074 ,02331
TPCK 40777 374 , 48589 ,02512

Table 36

Paired Samples Test for PCK and TPCK Means

Paired Differences

Std. Error
Mean Std. Deviation Mean t df  Sig. (2-tailed)
Pair1 PCK-TPCK ,04403 ,37638 ,01946 2,262 373 ,024

Table 37

Paired Samples Test Effect Size for PCK and TPCK Means

95% Confidence Interval

Standardizer® Point Estimate Lower Upper

Pair1 PCK-TPCK Cohen'sd ,37638 ,117 ,015 ,219

a. The denominator used in estimating the effect sizes.
Cohen's d uses the sample standard deviation of the mean difference.

Hedges' correction uses the sample standard deviation of the mean difference, plus a correction
factor.

While exploring pre-service EFL teachers’ TPACK levels, the last analysis carried

out was to determine whether there was a significant difference between the EFL-TPACK
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scores according to geographical region (Table 38). In order to identify whether a parametric
or nonparametric test was required, the normality of the data was tested first. The analysis
revealed that the kurtosis value and the Shapiro-Wilk test for the Mediterranean Region
were not within normal range. The boxplot for the Mediterranean Region revealed that there
was an extreme value and outlier values. The extreme value and two outlier values were
removed from the data set for this particular test and the normality was checked once again.
The analysis of the normality showed that the mean values and 5% trimmed mean values
of each region were close to each other with the skewness and kurtosis levels being within
the normal range of -1,5 and +1,5 (Tabachnick & Fidell, 2013).

Table 38

Descriptive Statistics for the EFL-TPACK Scores by Geographical Region

Geographical region of the university Statistic Std. Error
Eastern Anatolia Mean 200,5801 2,63169
Region 5% Trimmed Mean 200,8243

Std. Deviation 21,70145

Skewness -,002 ,291

Kurtosis -,546 ,574
Central Anatolia Mean 204,2160 2,34702
Region 5% Trimmed Mean 204,0734

Std. Deviation 20,99236

Skewness ,151 ,269

Kurtosis -,935 ,532
Black Sea Region Mean 200,6185 2,43279

5% Trimmed Mean 200,9328

Std. Deviation 21,20854

Skewness -,092 ,276

Kurtosis ,120 ,545
Mediterranean Mean 203,1918 3,26239
Region 5% Trimmed Mean 204,5465

Std. Deviation 20,63315

Skewness -1,170 374

Kurtosis 3,322 ,733
Aegean Region Mean 201,1333 4,25447

5% Trimmed Mean 201,5556

Std. Deviation 23,30271
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Skewness -,172 427

Kurtosis -,032 ,833
Marmara Region Mean 190,1823 3,58235

5% Trimmed Mean 189,5853

Std. Deviation 21,49412

Skewness ,498 ,393

Kurtosis ,680 ,768
Southeastern Mean 200,9394 2,70837
Anatolia Region 5% Trimmed Mean 201,0994

Std. Deviation 17,96530

Skewness -,033 ,357

Kurtosis -,559 , 702

For testing normality, the Shapiro-Wilk test was checked as the sample sizes for the
majority of the regions were below 50. The tests of normality for the EFL-TPACK scores by
geographical region also showed that the data is normally distributed since the significance
value for each region was above 0,05 level (Table 39). The Q-Q plots and histograms of
each region also signaled normal distribution since the Q-Q plots results did not indicate
significant deviations from normality and the histograms revealed distributions close to bell-
shaped curves. Since the data was concluded to have normal distribution, a one-way
ANOVA test was carried out to determine whether the TPACK levels of pre-service EFL
teachers differed based on geographical regions.

Table 39

Tests of Normality for the EFL-TPACK Scores by Geographical Region

Geographical region of the Kolmogorov-Smirnov?@ Shapiro-Wilk

university Statistic df Sig. Statistic df Sig.
Eastern Anatolia Region ,095 68 ,200" ,974 68 ,167
Central Anatolia Region ,097 80 ,060 ,969 80 ,052
Black Sea Region ,052 76 ,200" ,984 76 470
Mediterranean Region ,153 40 ,019 ,912 40 ,005
Aegean Region ,091 30 ,200" ,983 30 ,890
Marmara Region ,125 36 , 165 ,956 36 , 165

Southeastern Anatolia Region ,068 44 ,200" ,979 44 ,585
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The Levene test indicated that the homogeneity of variances was achieved based
on all measures (Table 40). Thus, the ANOVA test result instead of the Welch test result
was analyzed in order to determine whether there was any difference between the TPACK
levels of pre-service teachers based on geographical regions. The ANOVA test result
revealed a significance value of 0,034 (Table 41), meaning that there was a statistically
significant difference between TPACK levels of pre-service teachers in different
geographical regions.

Table 40

Tests of Homogeneity for the EFL-TPACK Scores by Geographical Region

Levene Statistic dfl df2 Sig.
EFL-TPACK Based on Mean 2,070 6 364 ,056
Based on Median 1,994 6 364 ,066
Based on Median and 1,994 6 343,436 ,066
with adjusted df
Based on trimmed mean 2,077 6 364 ,055

Table 41

ANOVA for the EFL-TPACK Scores by Geographical Region

Sum of Squares df Mean Square F Sig.
Between Groups 5795,356 6 965,893 2,301 ,034
Within Groups 152783,987 364 419,736
Total 158579,342 370

As the ANOVA test provided meaningful results, the effect size and post hoc tests
were also performed. The effect size was checked through the eta squared value, which
provided a result of 0,037 for the proportion of variation in TPACK levels based on
geographical regions (Table 42). As the eta squared value was less than 0,06, it was
understood that the effect size is small (Cohen, 1988). While the effect size of the variation

was small, post hoc test was still performed to uncover which geographical regions showed
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statistically significant differences in the mean values of pre-service EFL teachers’ total
scores in the EFL-TPACK Scale.
Table 42

ANOVA Effect Sizes for the EFL-TPACK Scores by Geographical Region

95% Confidence Interval

Point Estimate Lower Upper
EFL-TPACK Eta-squared ,037 ,000 ,066
Epsilon-squared ,021 -,016 ,051
Omega-squared Fixed-effect ,021 -,016 ,050
Omega-squared Random-effect ,003 -,003 ,009

a. Eta-squared and Epsilon-squared are estimated based on the fixed-effect model.
b. Negative but less biased estimates are retained, not rounded to zero.

Table 43

Gabriel’s Test for the EFL-TPACK Scores by Geographical Region

(I) Geographical region of (J) Geographical region of the Mean

the university university Difference (1-J) Std. Error Sig.
Central Anatolia Region  Eastern Anatolia Region 3,63596 3,37924 ,999
Black Sea Region 3,59754 3,28170 ,999
Mediterranean Region -1,23458 4,07320 1,000
Aegean Region 3,08270 4,38610 1,000
Marmara Region 14,03371" 4,11170 ,012
Southeastern Anatolia Region  3,27660 3,84528 1,000
Mediterranean Region Eastern Anatolia Region 4,87054 4,18531 ,997
Central Anatolia Region 1,23458 4,07320 1,000
Black Sea Region 4,83212 4,10695 ,996
Aegean Region 4,31728 5,03343 1,000
Marmara Region 15,26829" 4,79620 ,033
Southeastern Anatolia Region 4,51118 4,56987 1,000
Marmara Region Eastern Anatolia Region -10,39775 4,22279 ,240
Central Anatolia Region -14,03371" 4,11170 ,012

Black Sea Region -10,43617 4,14514 ,203
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Mediterranean Region -15,26829" 4,79620 ,033
Aegean Region -10,95101 5,06464 ,480
Southeastern Anatolia Region  -10,75711 4,60422 ,341

*, The mean difference is significant at the 0.05 level.

As the sample sizes of the geographical regions differed, Gabriel's test was adopted
for multiple comparisons (Table 43). The analysis revealed that there was a statistically
significant difference between the Marmara Region and the Central Anatolia Region as well
as between the Marmara Region and the Mediterranean Region. It was observed that both
the Central Anatolia Region and the Mediterranean Region had higher mean values
compared to the Marmara Region in terms of the EFL-TPACK scores of pre-service EFL

teachers.

Research Question 4: What are the views of pre-service EFL teachers regarding their

TPACK and their motivation to teach?

In order to reveal the views of pre-service EFL teachers in relation to their TPACK
and their motivation to teach, seven questions were adopted in the semi-structured
interviews conducted with pre-service teachers. The questions adopted in the interviews
were as follows:

1. How do you assess your technological pedagogical content knowledge (TPACK)?

How do you define your competency level of TPACK?

2. How do you explain your effort to develop your TPACK? What do you do to develop
your TPACK?
3. How do you assess the effect of your faculty courses on your TPACK? How do the

courses you take at your faculty contribute to your TPACK? Apart from the courses, is there
any other resource that your faculty provide to support your TPACK?

4, How do you assess your motivation to teach? How motivated are you to teach?
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5. How do you define your effort to improve your motivation to teach? Is there anything
you do to increase your motivation to teach?

6. How do you assess the effect of your faculty courses to your motivation to teach?
How do the courses you take at your faculty contribute to your motivation to teach? Apart
from the course, is there any other resource that your faculty provide to support your
motivation to teach?

7. How do you define the relationship between your TPACK and your motivation to
teach? Do you think there is a relationship between them? If so, how do they relate to each
other?

The final question on the semi-structured interview form was analyzed for the first
research question while the remaining six questions were analyzed for pre-service teachers’
views on their TPACK and motivation to teach. The thematic analysis process was carried
out for each question separately as described in the data analysis section. After the themes
for each question was determined, the frequencies of each theme were analyzed in order
to reveal common themes over less common themes for ordering. The findings from the
thematic analysis for each question are presented in this section in the same order as they

were discussed during the interviews.
Pre-service teachers’ views on their TPACK competency

To reveal pre-service EFL teachers’ views on their TPACK competency level, the
guestion adopted during the semi-structured interviews was formulated as “How do you
assess your technological pedagogical content knowledge (TPACK)? How do you define
your competency level of TPACK?”. The analysis of the responses for this part of the
interview revealed four themes that emerged from the coded extracts. The themes were
named as (1) lack of competency in a specific knowledge area, (2) competency in a specific
knowledge area, (3) competency in TPACK, and (4) lack of competency in general TPACK

(Figure 8).
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Figure 8

Themes for the First Interview Question on Pre-Service Teachers’ Interview Form

]

Q1 Themes (Pre-Service Teachers)

/ \

]

lack of competency in a specific knowledge area lack of competency in general TPACK

]

competency in a specific knowledge area competency in TPACK

average or developing level of competency in TPACK high competency in TPACK

The most prevalent theme that emerged from the coded extracts was “lack of
competency in a specific knowledge area”. This theme consisted of coded extracts where
pre-service teachers referred to their perceived deficiency in a specific knowledge base of
their TPACK. The codes that appeared most frequently within this theme reflected pre-
service teachers’ perceived lack of knowledge pertaining to technology. The subsequent
most frequently emerging codes within the data were related to the perceived deficiency of
pre-service teachers in their pedagogical knowledge base. Codes relating to lack of content
knowledge comprised the least frequent portion of the codes within this theme.

Sample Extract 1 on lack of proficiency in a specific knowledge area:

Also the the the usage of technology is far beyond my understanding because | have
a | have a | have difficulty to use technological devices in my my in my in my in my class
time. Yeah. Yeah. Practicum class. Umm. Also | am working in an in an institution institution
and | | have 4th class. Umm actually | do not use so much technological pedagogical
content. Uh my probably my proficiency is in that is very low. (Kocaeli University Group
Interview 2, Student A)

Sample Extract 2 on lack of proficiency in a specific knowledge area:
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| believe that I'm lacking in the pedagogy part because. | don't know. | don't quite
know how to handle the students. (Kocaeli University Group Interview 1, Student A)

While “lack of competency in a specific knowledge area” emerged as the most
prevalent theme based on the coded extracts, the second common theme that appeared in
the coded data was “competency in a specific knowledge area”. Strength in technology or
in technological knowledge was the most frequently observed code within this theme, with
its frequency surpassing the codes on lack of technological knowledge that emerged in the
previous theme. Just as lack of pedagogical knowledge was the second most commonly
observed code in the theme named as “lack of competency in a specific knowledge area”,
strength in pedagogical knowledge occurred as the second most frequently observed code
within the “competency in a specific knowledge area” theme. Strength in content knowledge
appeared as the least frequent code within this theme, similar to how lack of content
knowledge was the least common code within the previous theme.

Sample Extract 1 on competency in a specific knowledge area:

| think I'm good at using the technology in my lessons. (19 Mayis University Group
Interview, Student B)

Sample Extract 2 on competency in a specific knowledge area:

I'm pretty good at technology and pedagogical part. (Hacettepe University Group
Interview, Student A)

The third prevalent theme that appeared based on the coded extracts of pre-service
teachers’ group interviews was named as “competency in TPACK”. The codes within this
theme revealed two sub-themes based on the grouping of the coded extracts. Pre-service
teachers’ perceived level of general TPACK was most frequently deemed as either still in
development, average or above average. The codes referring to their level of competency
in this way were placed within the first sub-theme named as “average or developing level
of competency in TPACK”. The second sub-theme within this theme was named as “high
competency in TPACK”. Only three instances of this sub-theme were observed within the

coded data.
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Sample Extract 1 on competency in TPACK (Sub-theme 1: average or developing
level of competency in TPACK):

| can say it's close to intermediate level, but | have to improve it, you know. (Bartin
University Group Interview, Student A)

Sample Extract 2 on competency in TPACK (Sub-theme 2: high competency in
TPACK):

I think I'm highly proficient in integrating technology with pedagogy and content
knowledge. (Hacettepe University Group Interview, Student B)

The least commonly observed theme within the coded data on the responses of pre-
service teachers to this interview question was “low level of competency in TPACK”. This
theme involved coded extracts where pre-service teachers referred to their lack of
competency in TPACK in general.

Sample Extract 1 on low level of competency in TPACK:

| think my uh, technological pedagogical content knowledge is low. (Kocaeli
University Group Interview 2, Student B)

Sample Extract 2 on low level of competency in TPACK:

I think my TPACK level is insufficient. (Kocaeli University Group Interview 1, Student

A)
Pre-service teachers’ efforts to improve their TPACK

The question adopted during the semi-structured interviews to reveal pre-service
teachers’ efforts to improve their TPACK was formulated as “How do you explain your effort
to develop your TPACK? What do you do to develop your TPACK?”. The responses given
by pre-service teachers were coded based on the thematic analysis process. The analysis
of the coded extracts exposed five themes in relation to pre-service teachers’ effort to
improve their TPACK. The themes, which were presented here in an order from the most
common to least common, were named as (1) endeavor to improve technology integration,

(2) observation and reflection, (3) teaching practice, (4) usage of Al and online sources, and
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(5) academic endeavor (Figure 9). The analysis also revealed sub-themes for the
observation and reflection theme and the teaching practice theme as well.
Figure 9

Themes for the Second Interview Question on Pre-Service Teachers’ Interview Form

Q2 Themes (Pre-Service Teachers)

\

) ) ) academic endeavor
endeavor to improve technology integration

]

observation and reflection

/

]

feedback from others

teaching practice usage of Al and online sources

lesson planning

“Endeavor to improve technology integration” was revealed to be the most prevalent
theme among the five themes determined from the coded extracts. Within the coded
extracts placed under this theme were statements of pre-service teachers related to the
efforts regarding technology use in the classroom. Some pre-service teachers also referred
to specific technological tools that they try to adopt while others mentioned their attempts
on technology integration for teaching.

Sample Extract 1 on endeavor to improve technology integration:

| think we all should improve ourselves in technological knowledge. That's why I'm
trying to use Al or I'm trying to use smart board (in), effectively as much as possible and I'm
trying to improve myself, umm becoming a 21 century teacher, this is how | try to develop
my TPACK. (19 Mayis University Group Interview, Student C)

Sample Extract 2 on endeavor to improve technology integration:

Uh, actually, | learned from my students how to use technology in class even more

than they taught me during university. Because they are more familiar with technology than



99

I, than | am. So | ask them which apps do, do they use, and then | try to adopt them into my
classrooms and to my classes. (Sakarya University Group Interview, Student A)

“Observation and reflection” was the second most commonly observed theme based
on the coded extracts of pre-service teachers within the extracts on their efforts to improve
their TPACK. The extracts of pre-service teachers on this theme involved statements such
as observing their peers, watching teaching videos, and reflecting on their own teaching.
This theme also entailed statements on feedback from their students, their supervisors, their
practicum teachers, or their peers. As the coded extracts with these statements were
considered to reflect a specific aspect of pre-service teachers’ efforts on reflection, these
extracts were placed under a sub-theme named “feedback from others”. Together with this
sub-theme, the observation and reflection theme formed the second prevalent theme on the
efforts of pre-service teachers to improve their TPACK.

Sample Extract 1 on observation and reflection:

| observe more experienced teachers in my practicum classes. Like how they
conduct a lesson, etcetera. And also after these classes | also reflect on what, the, the
things they do in the classes and what do | do in the situation or also how to use some
technological tools in the same situation etcetera, like this. (Kocaeli University Group
Interview 1, Student B)

Sample Extract 2 on observation and reflection (Sub-theme: feedback from others):

| also ask the students constantly. Like, are you OK? Are you enjoying? They want
to do it this way. | give options. So | try to observe which one they like more. And they say
they say, like, Hocam I like this one better or the other says this one is better. This one
works better for me. (Hacettepe University Group Interview, Student C)

The third prevalent theme that was observed within the coded extracts on pre-
service teachers’ efforts to improve their TPACK was “teaching practice”. This theme
involved statements of pre-service teachers where they directly referred to the act of
teaching as an effort to improve their TPACK. As a sub-theme for “teaching practice”,

‘lesson planning” emerged within the coded extracts. The lesson planning sub-theme
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involved pre-service teachers’ efforts on planning their lessons prior to teaching practice or
based on their teaching practice. The instances on “teaching practice” mostly involved
statements on classroom practice, teaching experience, and practicum as efforts on their
own for improvement. On the other hand, extracts related to the “lesson planning” sub-
theme consisted of statements in relation to the planning phase of teaching.

Sample Extract 1 on teaching practice:

| think, uh, actively being a teacher, but not being in the role of the teacher but some
kind of helping teacher uh activates, develops my TPACK a lot. (Hacettepe University Group
Interview, Student A)

Sample Extract 2 on teaching practice (sub-theme: lesson planning):

While preparing my lesson plan, | also use ChatGPT to get some creative ideas or
some, let's say interesting, interesting or interactive activities for my students. | get some
ideas and then | try to use (them). | try to improve the, let's say shape of the lesson or shape
of the activity. So | have benefited from the ChatGPT a lot while the preparing uhh let’'s say
process. (Bartin University Group Interview, Student B)

As a fourth theme, “usage of Al and online sources” emerged within the coded
extracts. The extracts within this theme were related to pre-service teachers’ statements on
searching online for materials or content, self-improvement, and experimenting with Al on
material design. The difference between the “usage of Al and online sources” theme and
the “endeavor to improve technology integration” theme was that the “endeavor to improve
technology integration” theme was directly related to the in-class efforts of pre-service
teachers on integrating technology into teaching whereas the “usage of Al and online
sources” theme was comprised of material design and self-improvement efforts outside the
classroom. These extracts were not considered for the sub-theme of the prior theme
(“lesson planning” sub-theme of the “teaching practice” theme) as the efforts of pre-service
teachers within the “usage of Al and online sources” was not bound to the teaching practice
of pre-service teachers and these instances were rather related to their efforts on improving

their material design independent from their teaching practices.
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Sample Extract 1 on usage of Al and online sources:

I'm just especially Al, I'm just so familiarized with it, so | try to, | Google, | search
about it. | read about it because there are endless sources about this now about how to use
artificial intelligence in teaching. So | think | read and my favorite is experimenting like | ask
Al to do stuff. | try to create my own material. (Hacettepe University Group Interview,
Student B)

Sample Extract 2 on usage of Al and online sources:

So | try to develop, improve my skills using some uhh you know websites there are,
there are many websites already planned already uh made their uh worksheets kind of
things. Worksheets, play- games. Uh, there are many websites to get, get, get help from
them. (Kocaeli University Group Interview 2, Student A)

The fifth and final theme that emerged from the coded extracts on pre-service
teachers’ efforts to improve their TPACK was “academic endeavor”. The coded extracts
within this theme consisted of pre-service teachers' statements about academic research
or study and attendance at academic events such as seminars. While this was the least
frequent theme within the efforts to improve TPACK, some pre-service teachers expressed
benefiting from such endeavors for TPACK development.

Sample Extract 1 on academic endeavor:

| also read some papers about classroom management and lesson planning and,
throughout my internship, | believe, and | hope that | improved in this aspect. (Sakarya
University Group Interview, Student B)

Sample Extract 2 on academic endeavor:

Also try to try to attend seminars, webinars or any form of uhh congress about. Uh-
... So I try to attend seminars, congress in ELT in Turkey, about ELT in Turkey. (Sakarya

University Group Interview, Student A)

Pre-service teachers’ views on the effect of faculty courses and other resources on

their TPACK
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In order to uncover pre-service teachers’ views on the effect of faculty courses and
other resources on their TPACK, the question formulated in the semi-structured interviews
was “How do you assess the effect of your faculty courses on your TPACK? How do the
courses you take at your faculty contribute to your TPACK? Apart from the courses, is there
any other resource that your faculty provide to support your TPACK?”. Three main themes
appeared as a result of the analysis of the coded extracts which were determined after the
analysis of the responses of pre-service teachers. These themes were named as (1)
contribution of courses to TPACK, (2) inadequacy of courses in supporting TPACK, and (3)
impact of instructors on TPACK. For the first theme (contribution of courses to TPACK), the
analysis revealed two sub-themes as well, which were named as (1) contribution to a
specific aspect of TPACK and (2) impact of specific courses (Figure 10).

Figure 10

Themes for the Third Interview Question on Pre-Service Teachers’ Interview Form
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The most prevalent theme that emerged from the analysis of pre-service teachers
on their views regarding the effect of faculty courses and other resources on their TPACK
was “contribution of courses to TPACK”. This theme involved coded extracts where pre-
service teachers stated that their courses at their faculty did contribute to their TPACK in
some way. The statements of pre-service teachers in which they referred to the contribution
of courses to their TPACK in general was directly placed under the theme heading.

Meanwhile, two sub-themes emerged on the impact of faculty courses. The first sub-theme
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involved coded extracts in which pre-service teachers emphasized courses’ positively
affecting a specific aspect of their TPACK such as their technological knowledge or their
pedagogical knowledge. This sub-theme was named as “contribution to a specific aspect of
TPACK”. The second sub-theme involved coded extracts of pre-service teachers’
statements in relation to courses that contributed to their TPACK. In these extracts, pre-
service teachers identified several specific courses that they indicated contributed to their
TPACK. This sub-theme was named as “impact of specific courses”. Together with the other
sub-theme and the extracts related to the main theme, these extracts formed the most
common theme in the analysis.

Sample Extract 1 on contribution of courses to TPACK:

| think that our courses at faculty really help us. (19 Mayis University Group
Interview, Student A)

Sample Extract 2 on contribution of courses to TPACK (sub-theme: contribution to
a specific aspect of TPACK):

| think we can say that in a pedagogical level we have lots of, like, ELT classes that
help us to teach the approaches like how to approach to, the, like the children and
everything. On the content (base), | think we learn, we have this class, how to teach
vocabulary, how to teach grammar and everything. It was a very intense course. It took like
3 hours every week and we talked about how to teach better, which approach is suited for
which level. (Hacettepe University Group Interview, Student C)

Sample Extract 3 on contribution of courses to TPACK (sub-theme: impact of
specific courses):

And then, of course, in the second grade and 3rd grade, we have methodology
lessons, classes, like classes like teaching English to young learners, for example, 6gretim
teknolojileri (educational technologies) helps us improve our skills in technological
knowledge, or classes like or lessons like teaching English to young learners especially
helps us improve our skills in pedagogical knowledge and methodology lessons | think help

us improve our content knowledge. (19 Mayis University Group Interview, Student C)
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The second theme that emerged from the analysis was “inadequacy of courses in
supporting TPACK?”, which involved coded extracts of pre-service teachers’ statements on
their faculty courses’ insufficiency in effectively supporting their TPACK. In most of the
extracts that formed this theme, pre-service teachers referred to their faculty courses as not
effectively contributing to an aspect of their TPACK or not contributing much to their TPACK
in general.

Sample Extract 1 on inadequacy of courses in supporting TPACK:

| think uh pedagogy and content part. Uh parts are OK, but (the) technology part is
very lacking. (Hacettepe University Group Interview, Student A)

Sample Extract 1 on inadequacy of courses in supporting TPACK:

| think we can say that there are some classes that help us improve our TPACK
skills or competency. But I'm not sure they are effective as much as they should be. (19
Mayis University Group Interview, Student C)

The final theme that emerged from the analysis of the coded extracts on pre-service
teachers’ views regarding the effect of their faculty courses and other resources was named
as “impact of instructors”. Even though this theme was less prevalent within the extracts,
the analysis indicated that some pre-service teachers perceived their instructors as having
a positive effect on their TPACK directly or as making an effort to contribute to their TPACK.

Sample Extract 1 on impact of instructors:

We just experiment and get feedback. Like from my teachers, if it's good or not. So
that's how we decide. As she said, we only have one teacher that taught us about how to
use Al. (Hacettepe University Group Interview, Student B)

Sample Extract 2 on impact of instructors:

She (the instructor of the Materials Design course) shows us many technological
advances and many, many websites that we can use in our classes... the pedagogical
(base) and the TPACK as a whole is, is a main aspect of that material design class.

(Sakarya University Group Interview, Student A)
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Pre-service teachers’ views on their motivation to teach

To reveal pre-service teachers’ views on their level of motivation to teach, the
question formulated for the semi-structured interviews was “How do you assess your
motivation to teach? How motivated are you to teach?”. The analysis of the coded extracts
determined from the responses pre-service teachers provided for this question resulted in
four themes. These themes were named as (1) inherent motivation, (2) emergent
motivation, (3) outsourced motivation, and (4) deficient motivation. The analysis also
revealed two sub-themes for the inherent motivation theme as well. These sub-themes were
named as (1) motivation without a specified factor and (2) purposeful motivation (Figure
11).

Figure 11

Themes for the Fourth Interview Question on Pre-Service Teachers’ Interview Form

]

/ Q4 Themes (Pre-Service Teachers)
inherent motivation / \ @

/ \ deficient motivation

emergent motivation outsourced motivation

motivation without a specified factor

purposeful motivation

Among the themes determined based on the coded extracts, “inherent motivation”
was the most common one. The instances within this theme involved statements where pre-
service teachers referred to their motivation as existing inherently. The first sub-theme,
“‘motivation without a specified factor’, consisted of coded extracts where pre-service
teachers directly mentioned having motivation or high motivation. In some cases, pre-
service teachers also indicated that this motivation existed even before they started their
teacher education at their faculty or emerged earlier during their lives. In the case of the

second sub-theme, “purposeful motivation”, pre-service teachers mentioned either a
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purpose that involved an emotional basis or an emotional commitment that provided them
with motivation to teach and motivation to pursue a career in teaching.

Sample Extract 1 on inherent motivation (sub-theme 1: high inner motivation):

So, uh, | have a very good, very, uhh qualified motivation to teach and when we
speak about assessment, if | feel happy while teaching it, | am motivated to teach. (Kocaeli
University Group Interview 2, Student A)

Sample Extract 2 on inherent motivation (sub-theme 2: purposeful motivation):

| just realized that the first initial motivation for me to become a teacher was to help
the students in the eastern part of Turkey because when | was in high school and even
before that, | was thinking to myself when | was telling to my aunt and other people that,
OK, I have like opportunities to learn English, learn German on- or learn any other language
in in the West. Because | live in Tekirdag, and it's all, it's all fine. It's all good. But in in the
East, like Diyarbakir, Sirnak, in those places, they don't have access to Internet, or they
don't have access to quality teachers, qualified teachers to teach them English, so that, that
thinking, that thought, that thought actually started my motivation to become a teacher as
well. (Sakarya University Group Interview, Student A)

The second most prevalent theme that appeared during the analysis of the coded
extracts was “emergent motivation”. “Emergent motivation” involved coded extracts in which
pre-service teachers indicated that their motivation had developed over time or through the
processes associated with their teacher education. In the majority of instances, the pre-
service teachers conveyed that their practicum experience, the teaching practice course,
was instrumental in catalyzing and enhancing their motivation to teach.

Sample Extract 1 on emergent motivation:

Until the 3rd grade | didn't have a really big motivation to become a teacher, but after
starting to, uhh did internship at private school, | realized that being the teacher is the best
thing because you can help someone to change in a better way to just, to just give him a
chance to show his abilities to just maybe change the world. (19 Mayis University Group

Interview, Student A)
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Sample Extract 2 on emergent motivation:

Actually, last year, | thought that | hate being a teacher. | mean because, due to uhh.
This year uhh we go to practicum and | saw the bright in students’ eyes, that's why. That's
why | said, yeah, | got to be a teacher. (Bartin University Group Interview, Student A)

The third theme that was identified during the analysis of the coded extracts was
named as “outsourced motivation”. This theme was characterized by pre-service teachers
attributing their motivation to external influences. It was illustrated through statements
where pre-service teachers explicitly indicated that their motivation to teach derived from
external sources, such as their educators, or the interest and engagement of their students.

Sample Extract 1 on outsourced motivation:

| love teaching something to somebody. And that is why | can say that I'm quite
motivated because especially thanks to my high school teacher, my high school English
teacher, | get | get into English and that is why | am quite lucky to have such a teacher and
that is why she affected me a lot and thanks to her | was so motivated to teach. (Bartin
University Group Interview, Student B)

Sample Extract 2 on outsourced motivation:

Like, when | see them enjoying the classes and when | see them learning. It
increases my motivation level. (Kocaeli University Group Interview 2, Student C)

The least common theme to emerge from the analysis of the coded extract of pre-
service teachers’ responses on their motivation to teach was tagged as “deficient
motivation”. The extracts placed within this theme involved statements of pre-service
teachers where they expressed deficiency in their motivation or absence of motivation
altogether. Some of the pre-service teachers attributed their lack or absence of motivation
to a source while others did not specify a reason for the deficiency in their motivation.

Sample Extract 1 on deficient motivation:

Uhh. | am not motivated at all to teach and I'm not planning on, to, do it so, that's it.
(Kocaeli University Group Interview 1, Student B)

Sample Extract 2 on deficient motivation:
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| want to be a teacher in the future. But I'm not motivated anymore. (19 Mayis

University Group Interview, Student B)
Pre-service teachers’ efforts to improve their motivation to teach

In order to uncover pre-service EFL teachers' efforts to improve their motivation to
teach, the question asked during the semi-structured interviews was formulated as "How do
you define your effort to improve your motivation to teach? Is there anything you do to
increase your motivation to teach?". The coded extracts from the analysis of pre-service
teachers' responses to this interview question resulted in four distinct themes for the efforts
they made to improve their motivation to teach. From the most commonly observed to the
least prevalent one, the themes determined for the efforts of pre-service teachers were
tagged as (1) increasing motivation through interaction with students, (2) prompting
motivation through practical implementations, (3) boosting motivation through preparation
for teaching, and (4) prompting motivation through mental preparation (Figure 12).

Figure 12

Themes for the Fifth Interview Question on Pre-Service Teachers’ Interview Form
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“Increasing motivation through interaction with students” was the most commonly
observed theme within the coded extracts of the responses given. The pre-service teachers’
statements placed under this theme involved the students serving as a catalyst for the
improvement of their motivation to teach. The pre-service teachers’ statements on their

efforts to improve motivation through interaction with students referred to factors such as
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feedback from students and student engagement in the classroom. Interaction with their
students was mostly referred to as a source that contributed to their motivation rather than
a direct effort to improve motivation. However, as it was a factor that was repeatedly
articulated as a factor that increased their motivation when asked about their efforts,
interaction with students was placed within pre-service teachers’ efforts to improve their
motivation.

Sample Extract 1 on increasing motivation through interaction with students:

My activities are getting their attention and when they get attention, | also pay much
more attention to my lesson, | enjoy my lesson, | enjoy with my students and that's the case
| believe, uhh thanks to help of- | mean thanks to your activities and uhh your motivation
will be increased and then everything will be better | believe. (Bartin University Group
Interview, Student B)

Sample Extract 2 on increasing motivation through interaction with students:

We go to some government schools for internship, as you know, and to improve my
motivation. | try to, | tried to, uh, interact with the students there. I try to, uh teach them some
little tips about the language, and | try to get some feedback from them and when | take
some good feedbacks from them, this actually kinda increase(s) my motivation. (19 Mayis
University Group Interview, Student C)

The second most common theme that emerged from the analysis of the coded
extracts was “prompting motivation through practical implementations”. This theme involved
extracts in which practices such as peer collaboration between pre-service teachers,
reflective practice, self-care, and professional development were mentioned by pre-service
teachers. The analysis also revealed that a part of the practices put forth by pre-service
teachers were directly related to practices they engaged in in the classroom, which were
placed under a sub-theme named as “in-class implementations”.

Sample Extract 1 on prompting motivation through practical implementations:

| was reading a lot of articles about how to teach effectively to children who have

hyperactivity cause it's really hard. So this is the way |, |, like, increase my- it, it, it helps me



110

to be, to stay motivated to teach because being (a) teacher is really hard. (19 Mayis
University Group Interview, Student A)

Sample Extract 2 on prompting motivation through practical implementations (sub-
theme: in-class implementations):

Uhh when | feel, like, down and when | feel unmotivated, | always try to change my
style with, uhh by that, by changing my style, | actually find another challenge. And with that
challenge, | motivate my- | motivate myself to overcome that obstacle over that, overcome
that struggle and challenge, then it motivates me a lot. (Sakarya University Group Interview,
Student A)

The third common theme that emerged from the analysis of the coded extracts was
named as “boosting motivation through preparation for teaching”. The efforts of pre-service
teachers that related to this theme involved practices such as lesson planning and content
search. The theme also involved pre-service teachers’ efforts on material design.

Sample Extract 1 on boosting motivation through preparation for teaching:

If I am all set, if I, if | know what to teach, which material I'm going to use, like if I'm
all set to teach, that really motivates me because the only thing that I, that | have to worry
about is just going to class and just talk. And that's why | bring some stuff so we can share,
we can talk about it and that's why | like, that's, that's one of the things that | do to increase
my motivation to teach. (Hacettepe University Group Interview, Student C)

Sample Extract 2 on boosting motivation through preparation for teaching:

Uh to improve my motivation | would, uh think about the lesson beforehand. When |
make a lesson plan, for example, and, | would think about what the, uh, some particular
students would react to some topics. For example, if we're making a discussion one of, or
two of my students would probably say this, and they would mention, for example, football
or one of my students is obsessed with ice skating. So | would talk, think about the reactions
and | would try to think, wow would how lesson would go, uh, how would they uh, make the
lesson uh, go someplace, for example, when we're talking about invitation, the lesson, go

to some fancy dress uh parties or it can go to like uh or uh, depressing sides as well for



111

some classes because they're they're not just wanting to, that they're not that energetic, |
think, what motivates me is | would think about it and | would try to guess what will happen
in the lesson and that just motivates me, | think. (Hacettepe University Group Interview,
Student A)

The fourth and final theme that emerged from the analysis of the coded extracts was
‘prompting motivation through mental preparation”. The extracts in which pre-service
teachers’ efforts on mentally preparing themselves for teaching or mentally prompting
excitement for teaching when their motivation diminished were included within this theme.

Sample Extract 1 on prompting motivation through mental preparation:

It is me in, at the end of the day. So | try to talk (to) myself. | try to say (to) myself
like | need to do better. Like | need to improve my teaching skills and for me and for the, for
my students, because like they, | think they need some quality teaching in their lives. So
that they can. Uh, have some uhh enthusiasm in the future for their uh learning time. Yeah,
that's all. | guess it’s just speaking to myself. (Kocaeli University Group Interview 2, Student
B)

Sample Extract 2 on prompting motivation through mental preparation:

Uh, I usually uh try to motivate, motivate myself, uh about the graduation because |
want to graduate. (Sakarya University Group Interview, Student C)

The examination of the coded extracts of the responses given to this interview
guestion demonstrated that one pre-service teacher had difficulty in showing effort to
improve motivation due to a variety of external and internal factors such as the procedure
to become a teacher and their own psychological state. On the other hand, another pre-
service teacher remarked explicitly that they did not show any effort or commitment towards

the improvement of their motivation level in any capacity.

Pre-service teachers’ views on the effect of faculty courses and other resources on

their motivation to teach
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To reveal pre-service EFL teachers’ perceptions on the effect of their faculty courses
and other resources provided for them at their faculty on their motivation, the question asked
during the semi-structured interviews was formulated as “How do you assess the effect of
your faculty courses on your motivation to teach? How do the courses you take at your
faculty contribute to your motivation to teach? Apart from the course, is there any other
resource that your faculty provide to support your motivation to teach?”. Three themes were
uncovered through the analysis of the coded extracts of pre-service teachers’ responses.
These themes were named as (1) inadequacy of courses in supporting motivation to teach,
(2) contribution of courses to motivation to teach, and (3) contribution of instructors to
motivation to teach from the most commonly observed to the least common one (Figure
13).

Figure 13

Themes for the Sixth Interview Question on Pre-Service Teachers’ Interview Form
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The most commonly observed theme that emerged from the analysis of the coded
extracts was named as “inadequacy of courses in supporting motivation to teach”. The
coded extracts from the responses of the pre-service teachers which were placed under
this theme included statements where pre-service teachers referred to courses in most
cases as not sufficiently contributing to motivation to teach, while two pre-service teachers
stated that courses diminish motivation.

Sample Extract 1 on inadequacy of courses in supporting motivation to teach:

As my friend said so, we don't have many, you know, effective courses to motivate

(us) to teach. (Kocaeli University Group Interview 2, Student A)
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Sample Extract 2 on inadequacy of courses in supporting motivation to teach:

The micro teachings we have, which is as you know, our friends, are others, teachers
act like they're the student. And it's just it kind of diminishes my motivation about it. Because,
uh, they are usually not very eager to participate. And you just feel weird and you have to
act it out instead of, uh, having a real teaching session. (Hacettepe University Group
Interview, Student B)

The second theme that the analysis uncovered was named as “contribution of
courses to motivation to teach”. Just as the first theme involved coded extracts on the
inadequacy of the courses in supporting motivation, the coded extracts placed under the
second theme involved pre-service teachers’ statements on the impact of their faculty
courses in supporting motivation to teach. The frequency of the coded extracts for these
two themes were also quite close to each other. While the majority of the coded extracts
place under the first theme referred to the faculty courses collectively, most coded extracts
of pre-service teachers within the “contribution of courses to motivation to teach” theme
involved statements on the impact of individual courses such as teaching English to young
learners and teaching language skills.

Sample Extract 1 on contribution of courses to motivation to teach:

Especially our lesson, teaching English to young learners were so fun and we really
had fun there. We enjoyed the lesson and, whenever we do something about the lesson, it
actually helped us increase our motivation to teach, because in that lesson we were both
teachers and students at the same time. (19 Mayis University Group Interview, Student C)

Sample Extract 2 on contribution of courses to motivation to teach:

Some courses offer opportunities to collaborate with peers and experts, expanding
my professional network. These connections can lead to collaborative projects and
discussions that umm rejuvenate my interest and commitment to teaching. (Kocaeli
University Group Interview 1, Student C)

The third and last theme that the analysis uncovered was named as “contribution of

instructors to motivation to teach”. The coded extracts of pre-service teachers’ statements
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reflected their perceptions on their instructors at their faculty as a supporting factor for the
improvement of their motivation to teach. Some pre-service teachers also stated that
instructors who taught courses rather than courses themselves contributed to their
motivation to teach.

Sample Extract 1 on contribution of instructors to motivation to teach:

Instructors, uh, have a great impact on uh, our motivation. Uh especially. The uh
instructors are, are, approaches and literature teachers, uh, instructors have been very
effective for our uh motivate- motivation. (19 Mayis University Group Interview, Student B)

Sample Extract 2 on contribution of instructors to motivation to teach:

But | can say that our faculty, uh, really motivate us. Actually, not the faculty. It's the
teacher. Yes, our teachers are, | think our teachers are good and they help us to motivate
ourselves. It's the teacher. (Kocaeli University Group Interview 2, Student B)

Apart from the coded extracts organized into themes here, two independent cases
were observed within the data. One pre-service teacher expressed that the speaking club
they had in their department provided support for their motivation to teach through providing
opportunities to guide other people. Another pre-service teacher also mentioned research

opportunities that they had at their faculty helped improve their motivation to teach.

Research Question 5: What are the views of the academics in EFL departments about

their students’ TPACK and their motivation to teach?

For the purpose of revealing the views of academics in EFL departments in relation
to their students’ TPACK and their motivation to teach six questions were adopted in the
semi-structured interviews conducted which were as follows:

1. How do you assess your students’ technological pedagogical content knowledge
(TPACK) competency level?
2. In which areas of their TPACK do you think they have strength? In which areas do

you think they need to develop their TPACK?
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3. What kind of curricular materials and courses do you provide for your students to
improve their TPACK levels? Within the curriculum, is there anything else you do or
implement to support their TPACK?

4. What kind of extra-curricular materials, resources, and workshops do you provide
for your students to improve their TPACK levels? Apart from the curriculum, is there
anything else you do or implement to support their TPACK?

5. How do you assess your students’ motivation to teach? In your opinion, how
motivated are they to teach? Can you elaborate?

6. How do you define the relationship between your students’ TPACK and their
motivation to teach? Do you think there is a relationship between their TPACK and their
motivation to teach? If so, how do they relate to each other?

Like in the case of the pre-service teachers’ interview questions, the final question
on the semi-structured interview form for the academics was analyzed for the first research
question. The prior five questions were analyzed for academics’ views on their students’
TPACK and motivation to teach. As in the pre-service teachers’ interview questions, the
thematic analysis process was carried out for each question separately. The frequencies of
the themes were analyzed after the themes for each question were determined to order the
themes based on how common the themes were. The findings from the thematic analysis
for each question is presented in this section in the same order they were discussed during

the interviews.
Academics’ views on their students’ TPACK competency

For the purpose of uncovering academics’ views on their students’ TPACK
competency, the question formulated for the semi-structured interview was “How do you
assess your students’ technological pedagogical content knowledge (TPACK) competency
level?”. The analysis of the coded extracts of academics’ responses revealed two themes
regarding academics’ perceptions of their students’ TPACK competency levels. These were

named as (1) competency in technological knowledge and (2) high TPACK (Figure 14).
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Apart from the themes that emerged, one academic also highlighted that their students
lacked pedagogical knowledge.
Figure 14

Themes for the First Interview Question on Academics’ Interview Form

Q1 Themes (Academics)

competency in technological knowledge high TPACK

“Competency in technological knowledge” was the more prevalent one of the two
themes. This theme involved cases where academics referred to high technological
knowledge of their students. They also articulated their students’ competence in integrating
technology into teaching and their ability in using technological devices.

Sample Extract 1 on competency in technological knowledge:

So they're more, more open to, you know, integrating technology because they also
themselves like the idea, and they're used to it because of this developing student profile.
(Hacettepe University Academic Interview)

Sample Extract 2 on competency in technological knowledge:

It. It's at least what | observe during the things that they, they are doing when we go
to school practice or when they are doing micro-teaching in classes and when they are
making presentations, if it is a theoretical course. So they can easily adapt technological
tools to the teaching of the, regardless of the content, it can be either some specific
methodologies. It can be related to, let's say, some content like literature and some other

things, so they are quite good at using them. (Kocaeli University Academic Interview 1)
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The second theme that emerged from the analysis of the coded extracts was named
as “high TPACK”. The instances related to this theme were less frequent compared to the
first theme. However, some academics referred to their students’ TPACK competency as
high. Only four statements were observed within the coded extracts in which academics
referred to the high competency level of TPACK in pre-service teachers.

Sample Extract 1 on high TPACK:

In that regard, the(ir) pedagogical, technological, pedagogical content knowledge,
but based on the courses that | have given and the assignments that they completed for my
courses, | would say that their competency level is considerably high. (Bartin University
Academic Interview 2)

Sample Extract 1 on high TPACK:

| will say very high Hocam... So | can say it is very high when they come to the 4th

grade. (Sakarya University Academic Interview)

Academics’ views on their students’ strengths and weaknesses regarding TPACK

To reveal academics’ perceptions on their students’ strengths and weaknesses
regarding their TPACK, the semi-structured question asked during interviews was
formulated as “In which areas of their TPACK do you think they have strength? In which
areas do you think they need to develop their TPACK?”. The analysis of the coded extracts
revealed six themes; however, the final three themes only had two instances each. As the
most common theme involved six coded extracts, the cases with two instances were
considered as themes within the data. Apart from the themes, there was one instance where
an academic mentioned that half of their students were quite competent in content
knowledge. The themes determined based on the coded extracts were named as (1)
strength in technological knowledge, (2) lack of content knowledge, (3) lack of pedagogical
knowledge, (4) competence in all knowledge areas, (5) lack of connection between
technological knowledge and pedagogy, and (6) competence in pedagogical knowledge

(Figure 15).
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Figure 15

Themes for the Second Interview Question on Academics’ Interview Form

Q2 Themes (Academics) \

@ competence in pedagogical knowledge

strength in technological knowledge

@ lack of connection between technological knowledge
lack of content knowledge and pedagogy

lack of pedagogical knowledge competence in all knowledge areas

Just as “competency in technological knowledge” was the most prevalent theme
regarding academics’ views on their students’ TPACK, “strength in technological
knowledge” emerged as the most common theme within the coded extracts of academics’
responses. This theme involved cases where academics directly mentioned their strength
in adopting technology or using technology.

Sample Extract 1 on strength in technological knowledge:

So. Maybe. The area in which they have the high strength might be technology,
technology on its own, without integrating it with the other components. (Kocaeli University
Academic Interview 1)

Sample Extract 2 on strength in technological knowledge:

But technological knowledge is their strongest area as far as | observe. (Pamukkale
University Academic Interview)

The second commonly observed theme within the coded extracts was named as
‘lack of content knowledge”. The instances in these extracts involved academics’
statements where they referred to the low or insufficient competency of their students in
terms of content knowledge or where they demonstrated their skepticism about the
competence of their students.

Sample Extract 1 on lack of content knowledge:
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| am not sure if their content knowledge would be considered good enough. (Bartin
University Academic Interview 2)

Sample Extract 2 on lack of content knowledge:

You know, in terms of content knowledge, they are doing fine, but they don't pay
attention to correct pronunciation. They easily, you know, feel distracted. Some, you know,
this is what | observe. So content knowledge also can be sometimes problematic, let's say.
(Pamukkale University Academic Interview)

The third theme emerging from the analysis of the coded extracts of academics
regarding their students’ strengths and weaknesses in TPACK was named as “lack of
pedagogical knowledge”. The instances related to this theme involved cases where
academics expressed that their students’ pedagogical knowledge was not the level they
desired.

Sample Extract 1 on lack of pedagogical knowledge:

But they need to improve in pedagogy because pedagogy cannot be taught with
books only. Pedagogy is taught with experience, is learned by experience, is taught by other
teachers, is learned by the teacher who is to practice teaching in their future career. (Atatlirk
University Academic Interview)

Sample Extract 2 on lack of pedagogical knowledge:

Maybe for the pedagogical part, they may need some more instruction or some more
training. (Ondokuz Mayis University Academic Interview)

The remaining three themes only had two cases each and thus were reported here
together. The cases on “competence in all knowledge areas” involved statements of
academics in which they stated that their students were competent in all knowledge bases
whereas the cases in relation to “lack of connection between technological knowledge and
pedagogy” included academics’ remarks on the disconnection between the high
technological knowledge competency of their students and their pedagogical knowledge or

practices. The final theme that appeared as a result of the analysis, “competence in
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pedagogical knowledge”, involved academics’ statements on their students’ proficiency
regarding their pedagogical knowledge.

Sample Extract on competence in all knowledge areas:

They have strengths in all of them. | would say they have strengths in all of them.
(Sakarya University Academic Interview)

Sample Extract on lack of connection between technological knowledge and
pedagogy:

The kind of areas they need to develop is the connection of technology to
pedagogical content knowledge. At which point, for which, what purposes they, they have
to integrate technology, this is what they need to know. | mean in daily life or you know, with
access to all these, you know, Internet, social media, technological tools, applications and
everything. They, they may be aware of these things, but when it comes to practice, they
may not not know how to integrate them, which requires training. (Hacettepe University
Academic Interview)

Sample Extract on competence in pedagogical knowledge:

Their pedagogical knowledge was quite good actually, because when | asked them
fo write reports based on the teachers’ teaching practices, their reports showed me that
they can analyze actually how a teacher gives a class based on their pedagogical
knowledge, they can, they could interpret really well. So when | was given that class,
actually, | was really happy because | was getting satisfied by their answers, how they

interpreted the videos that | gave them. (Bartin University Academic Interview 1)

Academics’ responses on curricular resources provided to pre-service teachers for

TPACK improvement

For the purpose of revealing academics’ views on the curricular resources provided
to pre-service teachers to support their TPACK, the question asked during the semi-
structured interviews with academics was formulated as “What kind of curricular materials

and courses do you provide for your students to improve their TPACK levels? Within the
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curriculum, is there anything else you do or implement to support their TPACK?”. The
analysis of academics’ responses to this question revealed only one theme (Figure 16),
which was named as “promoting technological knowledge and technology integration in
courses”. This was a theme that was quite prevalent within the coded extracts.

Figure 16

Themes for the Third Interview Question on Academics’ Interview Form

Q3 Themes (Academics)

promoting technological knowledge and technology
integration in courses

The majority of the instances within this theme involved statements of academics
regarding specific courses in their curricula that supported technological knowledge or had
the aim of developing the technology integration of pre-service teachers into their own
teaching. Among the courses that academics mentioned during interviews were courses
such as IT/ICT, CALL, material design, and teaching English to young learners.

Sample Extract 1 on promoting technological knowledge and technology integration
in courses:

In different classes, not just on, in the classes on technology and computer and
skills, something like that, but also in field based classes as well, we are promoting the use
of digital materials. (Sakarya University Academic Interview)

Sample Extract 2 on promoting technological knowledge and technology integration
in courses:

But we have some courses. Uh, like ICT, I, | can't remember the exact title of the

course right now, but there is that course in which the, our instructors in the department
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teach our students how to make use of those tools in their teaching practices. (19 Mayis
University Academic Interview)

Apart from this theme that dominated the majority of the coded extracts, three
separate cases appeared within the interview data that reflected academics’ views. In one
case, one academic stated that the discourse analysis course offered at their faculty
supported the pedagogical knowledge of pre-service teachers whereas another academic
expressed that all English as a medium of instruction (EMI) courses contributed to the
content knowledge of pre-service teachers due to the nature of the department itself.
Conversely, one academic highlighted that there were not enough curricular opportunities
to support pre-service teachers’ TPACK as the curriculum did not have enough flexibility to

specifically provide support for TPACK development.

Academics’ responses on extracurricular resources provided to pre-service teachers

for TPACK improvement

Similar to the previous interview question on curricular resources, the question to
reveal academics’ views on the extra-curricular resources provided to pre-service teachers
to support their TPACK was formulated as “What kind of extra-curricular materials,
resources, and workshops do you provide for your students to improve their TPACK levels?
Apart from the curriculum, is there anything else you do or implement to support their
TPACK?”. The analysis of academics’ responses to this question revealed two themes with
similar frequencies within the coded extracts. These themes were named as (1)
encouragement to take initiatives outside the courses and (2) lack of extracurriculars for
TPACK (Figure 17).

Figure 17

Themes for the Fourth Interview Question on Academics’ Interview Form
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Q4 Themes (Academics)

]

encouragement to take initiatives outside the courses lack of extracurriculars for TPACK

The first theme that was named as “encouragement to take initiatives outside the
courses” involved the coded extracts of academics in which they stated that pre-service
teachers at their department were prompted to take part in different extracurricular activities
to improve their TPACK such as following journals or attending webinars, seminars and
other academic events.

Sample Extract 1 on encouragement to take initiatives outside the courses:

We've been working very well with the American Embassy in Ankara and they've
been organizing such kind of online workshops and trainings a lot and we've been sharing,
let's say such kind of online courses with our students as much as possible, and they are
really interested in taking part in such kind of activities and they (the Embassy) are also
providing some extra materials, some resources which, which will help them to improve
their TPACK levels. (Kocaeli University Academic Interview 1)

Sample Extract 2 on encouragement to take initiatives outside the courses:

But sometimes | ask my students to follow certain journals, most, the, the most
practical ones like English teaching forum, ELT journal, uh, so that they, they keep up with
the recent developments like Al. (Hacettepe University Academic Interview)

The second theme that emerged from the analysis of the coded extracts of
academics’ responses to this interview question was “lack of extracurriculars for TPACK”.
In these extracts, academics highlighted either not having knowledge about the existence
of any extracurricular activities for TPACK or the absence of activities to support TPACK.

Only three coded extracts were determined to be placed in this theme.
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Sample Extract on lack of extracurriculars for TPACK:

As far as | know, no. In the department, no, but sometimes from the university we
get some trainings and we inform our students that you can attend those courses or the
seminars or whatever. But within the department. No, we don't. If I'm not mistaken, we don't
have anything extracurricular. (Ondokuz Mayis University Academic Interview)

Apart from these two themes, there was one singular coded extract where one
academic stated that TPACK development happened naturally as part of any extracurricular
activity. She stated that their students’ TPACK would increase when they participate in any
kind of extracurricular activity within the department regardless of whether the activities had

the aim of supporting their TPACK.
Academics’ views on their students’ motivation to teach

In order to uncover the views of academics on their students’ motivation to teach,
the question asked during the semi-structured interviews was formulated as “How do you
assess your students’ motivation to teach? In your opinion, how motivated are they to
teach? Can you elaborate?”. The responses of academics to this question revealed two
themes, which were named as (1) lacking motivation and (2) motivated or excited to teach
(Figure 18). The analysis also revealed a sub-theme for the first theme, which was “lack of
motivation due to external factors”.

Figure 18

Themes for the Fifth Interview Question on Academics’ Interview Form

Q5 Themes (Academics)

]

lacking motivation

.

@]

lack of motivation due to external factors

motivated or excited to teach
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The first theme that emerged from the analysis of the coded extracts, “lacking
motivation”, was quite prevalent compared to the second theme. The theme involved
statements of academics where they highlighted either pre-service teachers’ having no
motivation to pursue teaching or lacking in motivation to an extent. A portion of the extracts
referred to pre-service teachers’ lack of motivation as being caused by an outside factor.
These extracts formed a sub-theme named as “lack of motivation due to external factors”.

Sample Extract 1 on lacking motivation:

I hear most students who are unwilling to teach. They say I'm not going to be a
teacher anyway. So why, why (would) | care about these courses? (Hacettepe University
Academic Interview)

Sample Extract 2 on lacking motivation (sub-theme: lack of motivation due to
external factors):

Because of some reasons, let's say, recently revealed, unfortunately what | observe
is that they have lost their motivation, at least some of them. Because they don't know. Uh,
whether uh, they will be able to, let's say, appointed to a specific school that they would like
to work in. Whether they will start, they will be able to start working for the Ministry of
National Education or not. (Kocaeli University Academic Interview 1)

While lacking motivation dominated the majority of the coded extracts, some
academics also expressed their students’ motivation to teach. The extracts involving these
statements were placed under the theme named as “motivated or excited to teach”. In these
extracts, academics highlighted that their students were motivated or excited to teach.

Sample Extract 1 on motivated or excited to teach:

They are motivated. Honestly speaking, they are motivated. They have the
excitement that they will be teachers next year, the following year or in, perhaps in the
ministry, in the schools in the ministry or in (the) private sector. (Atatlrk University Academic
Interview)

Sample Extract 2 on motivated or excited to teach:



126

I could maybe talk for my students last semester because | had the opportunity to
observe them at their practicum schools. And both during the lesson that they taught and in
the feedback session that we had after their lessons, they, they seemed to have very
positive attitudes towards being a teacher, they seem to enjoy teaching. (Bartin University

Academic Interview 2)

Discussion of the Findings

This study aimed to reveal the relationship between the TPACK and teaching
motivation of 4th-year pre-service EFL teachers in Turkish public universities. With this
purpose, the study centered upon pre-service teachers’ levels of teaching motivation and
TPACK were explored. The views of pre-service teachers along with the academics that
teach them were also investigated regarding the teaching motivation and TPACK of pre-
service teachers. In this section, in order to explain the findings of the study, the results of
the analysis for the main research question are discussed. Afterwards, the results of the
sub-research questions are addressed. Based on this order, the discussion of the findings

of the study is presented following the research question order and under five headings in

this section:

1. The relationship between pre-service EFL teachers’ TPACK and their motivation to
teach

2. Pre-service EFL teachers’ levels of motivation to teach

3. Pre-service EFL teachers’ levels of TPACK

4. Perceptions of pre-service EFL teachers regarding their TPACK and their motivation
to teach

5. Perceptions of the academics in the EFL departments regarding their students’

TPACK and their motivation to teach
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Discussion of the Findings of Research Question 1: The Relationship Between Pre-

Service EFL Teachers’ TPACK and Their Motivation to Teach

The relationship between pre-service EFL teachers’ TPACK and their motivation to
teach was explored through the analysis carried out for the main research question of this
study. The EFL-TPACK Scale (Wang, 2022) and the Motivation to Teach Scale (Kauffman
et al., 2011) were administered to 4th-year pre-service EFL teachers in public universities.
The simple linear regression analysis was carried out to reveal the relationship between
motivation to teach and TPACK. Two models were used for this analysis and the two
variables were placed as the dependent variable in each model. The reason for building two
separate models with each variable being the dependent variable for the two models was
to reveal whether the relation between the two variables was predicted by the independent
variable in each model.

The results of the Pearson Correlation coefficient presented a value (,402) that could
be interpreted as a moderate positive correlation in both models (Field, 2013) and also
presented a ,000 significance value that signaled the result was statistically meaningful.
This indicated that there was a positive association between the TPACK and teaching
motivation scale results of pre-service EFL teachers. However, it was inferred that, since
the coefficient value was moderate, this positive relationship was not strong as to imply that
the scale results for pre-service teachers’ TPACK and teaching motivation was high. The
regression analysis models also provided results supporting this inference. The regression
coefficients for each model in the analysis provided ,000 significance values that indicated
the models were meaningful statistically. Though there was a statistically significant result,
the adjusted R square results showed that only 16% of the variance in the dependent
variable could be explained by the independent variable in each model. This was assumed
as an indication that the TPACK results and teaching motivation results of pre-service

teachers in the related scales demonstrated minimal predictive power with respect to each
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other, given that only a limited fraction of 16% of the variance could be accounted for by the
other variable.

While only a limited portion of the variance in the dependent variable in the models
was predicted by the independent variable, the regression coefficients provided contrasting
results for the TPACK and teaching motivation of pre-service teachers in terms of the
direction of relation between the predictive and dependent variables in each model. The
significance values for the regression coefficients indicated that both TPACK and motivation
to teach had a statistically meaningful impact over the other. However, the regression
coefficients indicated that the impact each variable had over the other differed. The
regression coefficient for the model where TPACK scale results was the predictor variable
resulted in a ,196 regression coefficient value whereas the model where the results for
motivation to teach was the predictor variable provided a regression coefficient value of
,823. The difference in the coefficient values in the models implied that the impact of
motivation to teach over TPACK was statistically bigger than the impact of TPACK over
motivation to teach.

Having taken into account the results of coefficient values and regression models, it
is understood that the pre-service teachers’ TPACK and motivation to teach were positively
related to each other and that they each had an impact over the other. The impact of
motivation to teach over TPACK was observed to be higher. This implied that the impact of
an increase in the motivation to teach over an increase in TPACK is relatively higher
compared to the impact of an increase in TPACK over an increase in motivation to teach.
On the other hand, itis also inferred from the results that the relationship between motivation
to teach and TPACK is moderate and that each has only a limited predictive power over the
other.

The outcomes of the seventh question from the semi-structured interviews with the
pre-service teachers and the sixth question from the semi-structured interviews with
academics on the relationship between pre-service teachers’ TPACK and their motivation

to teach were analyzed through thematic analysis in order to juxtapose the quantitative and



129

gualitative data. The themes that emerged from the interviews conducted with pre-service
teachers were observed to be in close alignment with the results of the regression analysis
carried out for the data collected through scales. In a similar manner, the themes obtained
from the analysis of the interviews with academics demonstrated some alignment with the
regression analysis results.

The responses from the pre-service teachers revealed that the majority of them
believed there was a relationship between their TPACK and their motivation to teach. This
was the most prevalent theme in the responses of the pre-service teachers. The responses
of the academics also indicated that they believed there is a high relation between their
students’ TPACK and motivation to teach. These results supported the findings of the
regression analysis, which revealed there was in fact a relation between TPACK and
motivation to teach. However, both the responses of pre-service teachers and academics
attributed a higher or deeper relation between these two phenomena compared to the
revelations of the regression analysis. The responses of pre-service teachers were also
observed to be aligned with the regression coefficient results since the theme on the impact
of motivation to teach over TPACK was more prevalent compared to the theme on impact
of TPACK over motivation to teach. In the academics’ responses, however, the impact of
TPACK over motivation to teach was the second and last theme that emerged from the
analysis. The reason for the fact that the academics’ considered TPACK'’s impact to be
higher over motivation to teach could be due to their beliefs on their students’ strength in
technological knowledge as well as in general technological pedagogical content
knowledge while their remarks on their students’ motivation to teach indicated that they
believed their students lacked motivation.

The fact that the scale results of pre-service teachers and their responses to the
interview question were in unison with each other implied that their understanding of the
scale questions were consistent with their understanding of the interview question.
Moreover, their views on the relationship of the impact of motivation to teach and TPACK

were also observed to be in alignment with the findings of the scale results. Though the
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academics were also understood to hold similar views on the existence of a relationship
between the motivation to teach and TPACK, their views on the impact relation of the two
variables is seen to be partially different in comparison to the views of pre-service teachers.
Considering the themes that emerged from the responses of pre-service teachers and
academics regarding the relationship between TPACK and motivation to teach, it is
understood that both groups of participants believed motivation to teach and TPACK to

have a positive relationship with each other.

Discussion of the Findings of Research Question 2: Pre-Service EFL Teachers’

Levels of Motivation to Teach

The teaching motivation levels of pre-service EFL teachers were explored following
several steps in this study. Their scores from the Motivation to Teach scale as well as the
intrinsic and extrinsic sub-scales were analyzed. The score means and score percentages
against totals scores were explored to determine pre-service teachers’ level of motivation
to teach. The results indicated that the mean score of pre-service teachers on the Motivation
to Teach scale was close to 50 out of 72, with their intrinsic motivation and extrinsic
motivation mean values being 29 out of 42 and around 21 out of 30, respectively. Though
the mean values did not directly indicate the rate of each motivation result against each
other, the percentages of the scores provided a clearer output. The scores of the Motivation
to Teach Scale as a whole and the intrinsic and extrinsic motivation subscales all yielded
results around the percentage of 69 against the total possible scores. The fact that the
subscale results yielded similar results could be interpreted as an indicator that the intrinsic
and extrinsic motivations of pre-service teachers were quite close to each other in terms of
their ratio. From this outcome, it was inferred that the 4th-year pre-service EFL teachers
were both intrinsically and extrinsically motivated in an equal manner. The result of the
paired samples t test carried out on the mean scores of the subscales also supported this
inference. The paired samples t test result indicated that the intrinsic motivation and

extrinsic motivation of pre-service teachers were significantly correlated with a correlation
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value of 0,715, meaning that they were positively related to each other. The significance
value of the test suggested that the mean values of the intrinsic and extrinsic motivation
results of pre-service teachers were not statistically different from each other. Thus, this
result was also interpreted as an indicator that pre-service teachers’ intrinsic and extrinsic
motivations were equal to each other. This outcome of the study was in contrast with earlier
studies that reported pre-service teachers to have significantly higher intrinsic motivation
against their extrinsic motivation (Sinclair, 2008; Bruinsma & Jansen, 2010; Yatik, 2018;
Zhang et al. 2020).

In terms of their general motivation levels according to geographical regions, it was
seen that pre-service teachers’ motivation did not vary based on their regions. Thus, it was
concluded that the 4th-year pre-service EFL teachers in public universities at different
geographical regions had similar motivation levels. The fact that pre-service teachers’ score
ratios were 69% percent for the general motivation levels and the intrinsic and extrinsic
motivation levels indicated that their motivation levels were close to high in the scale results.
Though their motivation levels were lower than expected for the Motivation to Teach Scale,
their motivation level is evaluated to be high with the reinforcement of pre-service teachers’
perceptions on their own motivation levels as they mostly described themselves as
motivated to teach. The results on the motivation levels of pre-service teachers aligned with
the findings of Bas6z (2021) and Cengiz (2023) as well. Bas6z (2021), in her study involving
the exploration of the reasons for pre-service teachers to choose teaching for study and as
a career, revealed that the pre-service EFL teachers in the study demonstrated moderately
high levels of career motivations for teaching. In the same line, Cengiz (2023) indicated that
pre-service EFL teachers in his study were highly motivated to become English language
teachers. Similar to the findings of these studies, the current study also reported that pre-
service teachers had moderately high levels of motivation to teach.

Pre-service teachers’ motivation to teach may have an impact on their continuation
in the teaching profession based on the findings of Watt and Richardson (2008b). In their

study with graduating students, Watt and Richardson (2008b) put forth that the majority of
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“highly engaged persisters”, who were revealed to be highly motivated compared to the
other groups of graduating teachers taking part in the study, intended to pursue teaching
for their whole career. Thus, the teaching motivation of the 4th-year pre-service EFL
teachers in this study may be interpreted as a sign for their persistence in the profession of

teaching.

Discussion of the Findings of Research Question 3: Pre-Service EFL Teachers’

Levels of TPACK

Pre-service EFL teachers’ technological pedagogical content knowledge was
explored following similar steps to the analysis of their motivation to teach. Their general
scores from the EFL-TPACK Scale were analyzed along with their scores on the PCK and
TPCK subscales. Like in the case of their motivation to teach, the score means and score
percentages against totals scores were explored to determine pre-service teachers’ level of
TPACK. The outcomes for the analysis of the mean scores showed that pre-service
teachers’ general TPACK mean score was close to 201 out of 245, while their PCK and
TPCK mean values were around 87 out of 105 and 114 out of 140, respectively. The
percentages of their scores gave a more comprehensible view of the mean values of pre-
service teachers regarding the rate of each result against the other results. Though the
percentages regarding the TPACK of pre-service teachers were not as close to each other
as their percentages on the mean values of teaching motivation, their scores yielded similar
results to each other in terms of their percentages against the total possible scores. Their
general TPACK score and PCK subscale score resulted in percentages close to 82, while
their TPCK subscale score was slightly below with a percentage of 81,5. This finding
supported Solak and Cakir (2014), who revealed that TPACK and its sub-factors were
correlated. The fact that their TPACK, PCK and TPCK scores were close to 82% for alll
categories indicated that their TPACK competence was close to high based on their scale
results. This result was compatible with the findings of Sarigoban et al. (2019), who

concluded that pre-service EFL teachers’ TPACK competence levels were found to be
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moderate to high and that their levels were satisfactory. The fact that pre-service teachers
had high levels of TPACK according to their scale results may be interpreted as an
indication of their future technology integration. Lai et al. (2022) reported that TPACK had
predictive power over teachers’ technology use in their teaching. In a similar vein, Yang
(2018) highlighted that TPACK levels of language teachers is one of the main factors for
technology integration into teaching in a positive and active manner, and that TPACK can
enable “valuable integration framework for teachers to enhance teaching quality by aid of
technology creation dynamics” (p.369). Just as in-service teachers’ TPACK signaled their
technology integration, pre-service teachers’ high TPACK levels may lead them to be willing
to integrate technology more into teaching in their future careers.

From the results of their PCK and TPCK subscales, it was inferred that pre-service
EFL teachers had similar bases regarding their pedagogical content knowledge and
technological pedagogical content knowledge. Their paired samples t test results also
indicated that there was a positive relation between the scores of pre-service teachers in
the two subscales whereas their correlation was close to significant with a correlation value
of 0,679. Though the paired sample t test reported that the mean value difference of their
scores was significant statistically, the effect size calculation revealed that the effect size of
the difference was small. Thus, it was concluded that the PCK and TPCK scores of pre-
service teachers were close to each other and that they were almost equally competent in
the two knowledge bases.

In terms of their TPACK levels according to geographical regions, it was observed
that there was a difference in the TPACK levels of pre-service teachers in some regions.
The results showed that pre-service teachers’ TPACK scores in the Marmara Region had
statistically lower mean values compared to the pre-service teachers in the Central Anatolia
Region and the Mediterranean Region. This difference in mean scores on TPACK may be
indicative of the difference in sample sizes of the regions due to the universities that
participated in the study. One other reason may be the fact that the Marmara Region

received the second lowest mean rank values compared to all other regions. However,
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since the effect size of the difference was calculated to be small, this statistical difference
was not perceived as an indicator of lower TPACK competence in the pre-service teachers
in the Marmara Region. Thus, it was inferred that pre-service teachers in all regions had

similar competency in TPACK.

Discussion of the Findings of Research Question 4: Perceptions of Pre-Service EFL

Teachers Regarding Their TPACK and Their Motivation to Teach

The perceptions of pre-service EFL teachers regarding their TPACK and motivation
to teach were explored through several interview questions. The thematic analysis of these
interview questions revealed pre-service EFL teachers’ views on their own TPACK and
motivation to teach, their efforts to improve themselves in terms of these two phenomena
along with their views on the effect of their faculty courses on their TPACK and their
motivation to teach.

In terms of their TPACK, pre-service teachers primarily expressed their lack of
competency in a specific knowledge area. They especially mentioned their lack of
knowledge in technology. Their remarks on lack of knowledge in pedagogy and content
appeared less frequently compared to their remarks on a lack of technological knowledge.
This was similar to the outcome of the study by Qiu et al. (2022), who reported that pre-
service Chinese-as-a-second-language teachers were least confident in their technology
knowledge in their TPACK. This perceived lack of technological knowledge may be because
of lack of opportunities to apply technological knowledge in their teaching contexts as not
all pre-service teachers had similar experiences in their practicum. The pre-service teachers
also expressed strength in a specific knowledge area and competency in general TPACK.
Just as lack of technological knowledge was the primarily mentioned area in their
expressions on lack of knowledge in a specific area, strength in technological knowledge
was the primarily mentioned area when they expressed that they had strength in a specific
area. This may as well be attributed to the opportunities pre-service teachers had in their

teaching contexts in their practicum. Lack of competency in general TPACK was the least
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frequent theme compared to the other themes. This was interpreted as an indicator that,
though pre-service teachers articulated weaknesses as well as strengths in specific areas,
they generally did not perceive themselves as incompetent in terms of TPACK. This was in
line with the findings from the scale data as their results indicated that they had TPACK
levels that could be considered high. Since teacher knowledge impacts teachers’ classroom
practices and student learning (Sarigoban et al., 2019), pre-service teachers’ high TPACK
may be interpreted as a sign of their future effectiveness in their teaching career.

Their comments on their efforts to improve TPACK also resonated with their
responses to the first question. Just as they mentioned lack of technology knowledge as the
primary area for lack of knowledge in a specific area, their most prevalent responses for
their efforts to improve their TPACK entailed their endeavors to improve technology
integration into their teaching and technology use in their classrooms. They also mentioned
usage of Al and online sources as an effort to improve their TPACK. The pre-service
teachers’ efforts in these two areas were perceived as an indicator that pre-service teachers
were not only conscious about their weaknesses, but they also took initiatives to improve
their perceived weaknesses.

Apart from their endeavor to compensate for their perceived lack of knowledge in
technology, pre-service teachers’ efforts also involved observation and reflection. Their
statements on peer observation, reflection on their teaching, and feedback from other
people were part of this theme. They also indicated teaching practice among their efforts to
develop TPACK. The fact that pre-service teachers expressed that they observed others
and reflected on their own teaching as well as engaging in teaching practice indicated their
efforts to engage in reflective practice to an extent. These findings of the study in relation
to pre-service teachers’ efforts to improve their TPACK through peer observation, reflection
on their teaching, and teaching practice itself are in line with the conclusion that Kurt et al.
(2014) draw in their study on pre-service EFL teachers’ lesson planning and technology
integration. As they stated, “[flield experiences help PTs to understand the importance of

planning and preparation, the value of specific instructional strategies and comprehend the
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complexities involved in teaching with technology, thus developing their TPACK” (Kurt et
al., 2014). Thus, based on the efforts of pre-service teachers to improve their TPACK, it
was concluded that practicum experiences of pre-service teachers provided room for them
to practice and improve the different aspects of their technological pedagogical content
knowledge.

In terms of the effect of their faculty courses on their TPACK, pre-service teachers
demonstrated conflicted views. The most prevalent theme that emerged from pre-service
teachers’ responses was contribution of courses to TPACK, which indicated that they
perceived their courses as a facilitator of their TPACK development. However, inadequacy
of courses in supporting TPACK was the second prevalent-occurring theme. This signaled
that pre-service teachers’ views were divided on the effect of the faculty courses. There
was, however, a third suggestion by pre-service teachers regarding their instructors’ impact.
Some pre-service teachers highlighted the impact of their instructors rather than the courses
as affecting their TPACK development. This implies that some of the pre-service teachers
perceived their instructors as a source that contributed to their TPACK. This is in line with
the findings of Kogoglu (2009) and isler and Yildirim (2018). In her study, Kogoglu (2009)
also stated that pre-service teachers referred to the modeling of their instructors in using
technology in class as an inspiration to integrate technology themselves. In a similar vein,
isler and Yildirm (2018) indicated that pre-service teachers emphasized their instructors’
support as a factor that influenced the development of their TPACK.

In terms of their motivation levels, pre-service teachers predominantly stated that
they had motivation to teach. This was an expected outcome as motivation to teach has an
impact on pre-service teachers from the beginning of their teacher education and refined
through their pedagogical training (Watt & Richardson, 2008a). What differed among pre-
service teachers in terms of their motivation to teach was the sources of their motivation
that they articulated in response to the question on their motivation levels. Primarily, pre-
service teachers’ motivation was stated by themselves to be inherent, meaning that they

either had inner motivation or motivation that stemmed from a purpose. These pre-service



137

teachers were perceived as those who chose the teaching profession on purpose rather
than due to other causes such as convenience. Among the responses that formed the
theme on inherent motivation, pre-service teachers provided included their love for their
students and their love for teaching itself. The emergence of this as a primary theme is line
with the literature on teacher motivation since the fundamental factor in terms of motivation
is “teachers’ enjoyment of interacting with students—that is, of their main activity of teaching
(Kunter, 2013, p. 283).”

Other sources mentioned by pre-service teachers were emergent or outsourced.
Pre-service teachers whose motivation was described as emergent mentioned sources that
facilitated their motivation to emerge. The most frequently mentioned source for the
teaching motivation of pre-service teachers to emerge was their practicum experience. The
fact that pre-service teachers articulated the emergence of their motivation through different
processes involved in their teacher education reflected the dynamic nature that teacher
motivations have (Richardson & Watt, 2010). This also indicated that hands-on practice with
teaching provided opportunities for pre-service teachers to discover their motivation for the
profession. Outsourced motivation of pre-service teachers was positioned as slightly
different than emergent motivation as outsourced motivation was caused by a third party
such as their educators or their students. This signaled that the involvement of other people
in the process of pre-service teachers’ training journey did have an impact on their
motivation for pursuing a career in teaching. As motivation to teach may denote persistence
in the teaching profession (Watt & Richardson, 2008b), the pre-service teachers’ expressed
motivation to teach may potentially impact their pursuit of a career in teaching for the long
term in their professional lives regardless of the source of their motivation. As seen in the
themes emerged, the factors that pre-service teachers repeatedly articulated were related
to their teaching practice such as their love for teaching, the practicum experience, and their
students. These patterns in the responses indicated that providing pre-service teachers with

a higher level of engagement with classroom teaching practices is crucial.
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Their efforts to improve their motivation to teach showed alignment with the sources
mentioned by pre-service teachers to some extent. Increasing motivation through
interaction with students and boosting motivation through preparation for teaching were two
of the themes that emerged from pre-service teachers’ responses. These efforts of pre-
service teachers pointed to their practicum experience since their opportunities for
interacting with students and teaching preparation was mostly possible through practicum
as they were fourth-year students. Prompting motivation through practical implementations,
on the other hand, involved practices such as peer collaboration, reflective practice and
professional development and in-class implementations as sub-themes. As collaborative
working environments in which teachers can depend on one another inherently results in
an enhancement of teacher motivation (Yangin Eksi et al., 2019), pre-service teachers
practice of collaboration with their peers in their efforts to improve their motivation would be
beneficial in terms of improving their teaching motivation. Pre-service teachers also
indicated that they prepared for teaching not only through physical preparation but also
through mental preparation. Considering such practices were adopted by pre-service
teachers for teaching motivation implied that they actively tried to improve themselves not
only about their TPACK but also about their motivation for the teaching profession. This
outcome of the study is in accordance with what the literature suggests on motivation and
value given to the profession. One of the central tenets in teacher education research is
that teachers who have a sense of value for their profession will show greater effort and
determination towards their work, which will lead to more favorable consequences (Kunter,
2013; Kunter & Holzberger, 2014). The findings of this study revealed that pre-service EFL
teachers in this study did in fact show effort and had determination to enhance their
motivation to teach. In-class implementations of pre-service teachers on their efforts to
increase motivation, on the other hand, once again highlighted the importance of practicum
for pre-service teachers as they likely found the chances to practice in-class

implementations in their teaching practice classrooms.
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When pre-service teachers were asked about the effects of their faculty courses on
their motivation to teach, a similar pattern to their responses about the effects of courses
on their TPACK emerged for this question as well. Their responses were conflicted
regarding their courses’ effects, though they were more negative compared to their
responses on the effects of courses on their TPACK. Their responses predominantly
denoted the inadequacy of their courses in supporting their motivation to teach. This was
followed by their responses involving the contribution of course to their motivation to teach.
Even though they referred to both the course inadequacy and support similar to the
inadequacy and contribution of course to their TPACK, their responses’ being primarily on
the inadequacy of the courses provide support for their motivation indicated that they had a
more adverse stance on the effect of courses in relation to motivation to teach. The fact that
they also mentioned the contribution of instructors to their motivation to teach showed that
they were influenced by their instructors at the faculty not only for the improvement of their

TPACK but also for their motivation to pursue a career in teaching.

Discussion of the Findings of Research Question 5: Perceptions of the Academics in
the EFL Departments Regarding Their Students’ TPACK and Their Motivation to

Teach

The EFL academics’ perceptions regarding their students’ TPACK and motivation to
teach were explored through five of the interview questions on the academics’ semi-
structured interview form. The thematic analysis of these interview questions revealed the
academics in EFL departments’ views on their fourth-year EFL students’ TPACK levels,
their strengths and weaknesses in TPACK, the curricular and extracurricular opportunities
provided for the development of their student’ TPACK, and their motivation to teach.

In terms of the competency level of their fourth-years students’ TPACK, the
academics predominantly stated that their students’ competency in technology knowledge
was high. This was followed by their statements on the high TPACK of their students. The

academics’ responses to the second interview question on the strengths and weaknesses
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of their students also revealed strength in technological knowledge as the predominant
theme in their responses. The fact that the academics primarily referred to the competence
of their students in technological knowledge not only in the second question but also in the
first question inquiring their views on the general TPACK levels of their students implied
that the academics’ primary thoughts about the TPACK competence of their students
predominantly point to their perceived predisposition in this regard. Even the views of the
academics on their students’ TPACK levels being high was overshadowed by the views on
this specific area of TPACK knowledge in the responses to the first research question.

Apart from the strength of pre-service teachers in technological knowledge, the
academics’ views on the strengths and weaknesses of their fourth-year EFL students
primarily included their lack of knowledge in content and lack of knowledge in pedagogy.
This was in fact in contradiction with the second theme on students’ having high TPACK
that emerged from the academics’ responses to the first question on the academics’ views
on their fourth-year EFL students’ general TPACK levels. On the other hand, the views of
academics on the competence and strength of their students in terms of their technological
knowledge as demonstrated in the responses to the first two interview questions indicated
that pre-service teachers may have been perceived by the academics as less competent in
their content knowledge and their pedagogical knowledge compared to their assumed
dominance in technological knowledge.

The academics’ responses to the curricular opportunities provided for their fourth-
year EFL students revealed only the theme named promoting technological knowledge and
technology integration in courses. A variety of courses which promoted technological
knowledge of pre-service teachers were mentioned by the academics. The responses of
the academics reflected that the promotion of pre-service teachers' technological
knowledge was recognized in the curriculum as well as the lecturers who instruct the
courses. This finding of the study was in alignment with the study of Ada and Altay (2022),
which highlighted the superiority of instructors in English Language Teaching departments

in relation to their use of technology. Likewise, the study also supported Asik et al.’s (2020)
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argument on teacher educators’ modelling for educational technology use in language
teacher education programs. The predominance of the responses on such courses that
promote technological knowledge and technology integration also may be a reason for the
perceived strength of the pre-service teachers in technological knowledge. In terms of the
extracurricular resources for pre-service teachers’ TPACK improvement, however, the
responses revealed two themes named as encouragement to take initiatives outside the
courses and lack of extracurriculars for TPACK. In neither one of these themes did the
academics mention an extracurricular provided specifically with the aim of developing pre-
service teachers’ TPACK. In the responses involved in the first theme on the
encouragement to take initiatives outside the courses, the academics referred to different
opportunities provided to pre-service teachers that may indirectly help their TPACK
development.

When the academics were asked about their fourth-year EFL students’ motivation
to teach, only two themes emerged. The primary theme that emerged from the responses
involved pre-service teachers’ lack of motivation, which was followed by the academics’
statements on pre-service teachers’ being motivated or excited to teach that formed the
second theme. The fact that the academics’ responses revealed the lack of motivation
theme over the theme on pre-service teachers’ motivation and excitement indicated that the
academics predominantly believed their students to be deficient in their teaching motivation

rather than having enough motivation to teach.

Conclusion

This section presented the findings of the analysis carried out for the research
guestions of this study. The analysis was followed by comments and discussion on the main
findings of the analysis. The following section will present the summary of the study as well
as the conclusion, pedagogical implications, limitations of the study and suggestions for

further research.
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Chapter 5

Conclusion and Suggestions

Introduction

This chapter first provides a summary of the study. Next pedagogical implications
based on the findings of the study are presented. Then the limitations of the study are

explained and finally suggestions for further research are explored.

Summary of the Study

This study investigated the relationship between the TPACK levels and teaching
motivation of fourth-year pre-service EFL teachers in Turkish public universities. The
participants of the study were 374 fourth-year pre-service EFL teachers determined through
stratified random sampling. Nine academics from seven universities also participated in the
study. The data was collected from sixteen public universities over the course of seven
months during the 2023-2024 academic year. The study followed a mixed-method research
design with the data collection and data analysis processes involving qualitative and
guantitative methods. The quantitative data was collected through scales and analyzed
through regression analysis, descriptive statistics, Kruskal Wallis test, paired samples t test,
and one-way ANOVA test while the qualitative data was analyzed through thematic
analysis. The data was collected through scales, group interviews and individual interviews.
The scale data was collected from fifteen universities and 374 pre-service teachers while
the group interviews involved six groups and eighteen pre-service teachers. Individual

interviews were conducted with nine academics.

The data collection process was carried out through the EFL-TPACK Scale (Wang,
2022), Motivation to Teach Scale (Kauffman et al., 2011), the semi-structured form for pre-
service teachers, and the semi-structured interview form for academics. The semi-
structured interview forms were developed by the researcher for this study in consultation

with EFL experts. All research instruments were piloted for the reliability of the research
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instruments within the context of pre-service EFL teacher education. In the actual study, the
data collection through the scales was carried out prior to the data collection through the
semi-structured interview forms. The group interviews with the pre-service teachers were
implemented prior to the interviews with the academics. The data analysis process was first
carried out for the scale data and then the interview data collected from the pre-service

teachers and academics.

The findings of the simple linear regression analysis indicated that pre-service
teachers” TPACK and motivation to teach were positively correlated though they had
minimal predictive power over each other. While this was the case, the regression
coefficients revealed that the impact of motivation to teach over TPACK was statistically
higher compared to the impact of TPACK over motivation to teach. While the regression
analysis revealed moderate correlation between TPACK and motivation to teach, the
interviews conducted with pre-service teachers and academics indicated that both groups
believed the two phenomena to be related to each other, though they attributed a more
dominant relationship between these than what the results of the regression analysis
suggested. The pre-service teachers also articulated prevalently on the impact of motivation
to teach over TPACK compared to the impact of TPACK over motivation to teach, which
aligned with the outcomes of the regression analysis on the relationship of TPACK and
motivation to teach. However, the impact of TPACK over motivation to teach was articulated

by the academics instead of the opposite.

The exploration of the pre-service teachers’ levels of motivation to teach indicated
that their general motivation levels were moderately high which aligned with the findings of
previous research (Basdz, 2021; Cengiz, 2023). Their intrinsic and extrinsic motivation were
also highly correlated and similar to each other based on the paired samples t test results
and their percentages. The motivation levels were also observed to be similar across
geographical regions. In terms of the TPACK levels of pre-service teachers, the results of

the analysis indicated that their TPACK level results were higher compared to their teaching
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motivation levels. Their TPACK levels were also observed to be close to high in general.
Their TPACK levels as well as their PCK and TPCK levels were also similar to each other
in terms of their percentages. The paired samples t test results for the PCK and TPCK of
pre-service teachers also indicated that the correlation between the two was close to
significant. The TPACK levels of pre-service teachers by geographical regions were mostly

similar to each other, though some regions demonstrated small differences.

Based on the perceptions of pre-service teachers regarding their TPACK, it was
seen that they primarily expressed lack of knowledge in a specific area of their TPACK,
especially in terms of technological knowledge. Their responses also revealed themes on
their strength in a specific knowledge area as well as competency in general TPACK. They
specifically mentioned strength in technological knowledge when discussing their strength
in a specific area of their TPACK. They also expressed during the semi-structured
interviews that their efforts to improve their TPACK involved their endeavors to improve
technology integration into their teaching and technology use in their classrooms, use of Al
and online resources, observation and reflection, as well as engaging in teaching practice.
Their views on the impact of their faculty courses on their TPACK revealed that the pre-
service teachers prevalently articulated the contribution of the course to their TPACK while
they also discussed the inadequacy of courses in supporting TPACK and the impact of their

instructor on their TPACK over the impact of the courses.

Their perceptions on their levels of motivation to teach indicated that they were
primarily motivated through a variety of motivation sources. The prevalent source of
motivation was inherent, including motivation sources such as the love of the profession.
Other motivation sources mentioned by the pre-service teachers were emergent and
outsourced, respectively. Among the sources of emergent motivation, practicum was
frequently mentioned as a source for motivation to emerge in pre-service teachers. For
outsourced motivation, pre-service teachers mentioned sources such as their educators or

their students for the sources that prompted their motivation to teach. Their efforts to
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improve their motivation to teach also involved interaction with students, preparation for
teaching, practical implementations such as peer collaboration, and in-class
implementations. Their views on the impact of their faculty courses showed that the pre-
service teachers’ remarks primarily reflected the inadequacy of their courses in supporting
their motivation to teach while they secondly mentioned the contribution of their faculty
courses to their motivation. They also mentioned the impact of their instructors once again,

this time in relation to their motivation to teach.

The interviews with the academics in the EFL departments revealed their
perceptions on their students’ TPACK and motivation to teach. Their views on the general
level of their students’ TPACK revealed that they primarily believed their students to have
high competence in technological knowledge, followed by their expressions on their
students’ TPACK being high. Their perceptions on the strengths and weaknesses of their
students in terms of their TPACK also revealed technological knowledge as a primarily
articulated strength, while lack of content knowledge and lack of pedagogical knowledge
were expressed respectively, following the prevalent theme on the strength of pre-service
teachers in technological knowledge. For the curricular and extracurricular opportunities
provided for the pre-service teachers to support their TPACK, the academics predominantly
stated that they promoted technological knowledge and technology integration in courses
to support the TPACK of pre-service teachers, while they encouraged pre-service teachers
to take initiatives outside the courses to develop their TPACK. In terms of the motivation
levels of fourth-year pre-service EFL teachers, the academics’ primary responses revealed
that they perceived their students as lacking motivation while some academics also

articulated that their students were motivated or excited to teach.

Pedagogical Implications

This research contributes to the exploration of TPACK and teaching motivation of

pre-service EFL teachers by providing insights into the current status quo as well as
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demonstrating the perspectives of both pre-service teachers and academics in EFL
departments at public universities in Tlrkiye. This section presents the pedagogical
implications of the study in relation to pre-service teachers, academics, pre-service teacher

education and teacher identity development.

The exploration of pre-service teachers’ TPACK and motivation to teach not only
uncovered their levels but also the relation between them. Based on this study, it is deduced
that the two phenomena are in fact related, though not so strongly as to have significant
predictive power over one another. Still, the results indicated that the impact of motivation
to teach over TPACK was higher than the opposite direction. In terms of the perspectives
of the pre-service teachers and academics also indicated a relation between the two
constructs, with pre-service teachers expressing that their motivation to teach had an impact
over their TPACK more frequently than the impact of their TPACK on their motivation. These
findings provide implications on the nature of pre-services’ teacher identity construct. Their
emphasis of their motivation to teach over their TPACK as well as the results of the
regression analysis regarding the impact of motivation to teach over TPACK demonstrates
that pre-service teachers’ motivation precedes their knowledge base in terms of their

teacher identity.

Pre-service teachers nowadays are expected to have high technological knowledge,
and thus perceived as competent in this aspect of their TPACK. The views of the academics
were in line with this perspective as they primarily perceived their students as having high
competence in technological knowledge. The pre-service teachers’ views, however, set
forth a different picture as they expressed having lack of technological knowledge more
than being competent in this aspect. Though their results for their TPACK levels based on
the EFL-TPACK Scale were close to high and that the academics stated that the courses
provided at their faculties provided opportunities to promote technological knowledge, the
pre-service teachers’ self-perceptions on this aspect of their knowledge base was not

satisfactory for them. The scale results based on their PCK and TPCK levels also indicated
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that the second sub-dimension shortly fell behind the first one in terms of the percentages,
indicating that the technological knowledge aspect of their knowledge base was slightly less
strong. The cumulative outcome of these findings suggested that pre-service teachers may
be in need of further instruction or encouragement in terms of their competence in
technological knowledge during their pre-service teacher education. Having strong TPACK
may be accepted as an indication of teachers’ efficacy in the classroom for adopting
technology and promoting student learning (Sarigoban et al., 2019); thus, supporting pre-
service EFL teachers to improve their technological knowledge is essential in order to
optimize their TPACK in all aspects. On this note, Qui et al. (2022) also stated that pre-
service teachers’ TPACK needs to be better supported through teacher education. As
providing TPACK training to pre-service teachers promotes an increased level of awareness
of the use of technology in integration with pedagogy and content (Solak & Cakir, 2014),
promoting courses in pre-service English language teacher training programs that are
specifically designed for the purpose of improving pre-service teachers’ awareness and
understanding of TPACK may be beneficent in terms of improving the overall TPACK of
pre-service teachers. On this note, Oz (2015) also suggested that integrating TPACK into

teacher education can support quality in learning and teaching.

The findings of the study also suggested that practicum plays an important role in
pre-service teachers’ TPACK as well as their motivation to teach. The pre-service teachers
frequently referred to their teaching experience during the interviews as a place that
provided opportunities for demonstrating their TPACK competency as well as a facilitator
for their motivation to teach. The role that practicum and field work plays on teacher
candidates’ professional development is recognized within the field (Kurt et al., 2014).
Practicum provides pre-service teachers with opportunities to juxtapose the theoretical
insights they acquired during their pre-service training with the practical circumstances

encountered in real educational environments (Yangin Eksi & Gungor, 2018). Thus,
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integration of coursework with field work in teacher education programs is suggested in the

literature for better technology integration (Kurt et al., 2014).

Practicum experience is at the core of teacher education programs with teacher
candidates undertaking some of the aspects of a teacher’s role and having real contact with
the demands of the profession for the first time (Watt & Richardson, 2008b, p. 424).
Practicum also constitutes the first place in which pre-service teachers improve their
theoretical and practical experiences (Yakisik et al., 2019). The fact that the pre-service
teachers referred to practicum frequently and attributed such an importance to their
experience during practicum demonstrates that practicum plays a vital role both in teacher
education and pre-service teachers’ development. Thus, the study suggests that pre-
service teachers’ teaching experience practices need to be emphasized more during
teacher education. The pre-service teachers’ expressions on the emergence of their
motivation during practicum and as well as its impact on their TPACK set out the centrality
of practicum to teacher education. Thus, it may also be considered that teaching experience
may be introduced to pre-service teachers earlier during their pre-service teacher education
rather than confining this important element of teacher education to the final year of
teaching. Naturally, it is possible that pre-service teachers may not be as productive in the
practicum because they do not have as much subject and pedagogical knowledge in the
periods before the fourth year of their education as they do in this period. However, it may
be possible for them to attend classroom observations in the periods before their final year,
and in this way, they may get acquainted with the requirements of the profession earlier and

thus prepare themselves accordingly.

Limitations of the Study

The present study investigated fourth-year pre-service EFL teachers’ TPACK and
motivation and the relationship between the two phenomena and provided insights into the

current status quo. However, the study is not without limitations.
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One limitation of this study is related to the multifaceted nature of TPACK and
motivation to teach. Both constructs consist of different dimensions that may interplay with
each other in ways more varied than explored here. The teaching motivation of pre-service
teachers were explored based on their general motivation levels consisting of the
dimensions of intrinsic and extrinsic motivation whereas TPACK was explored based on the
PCK and TPCK dimensions in accordance with the purposes of this study. The other sub-
dimensions of TPACK may have different relations to motivation to teach than what was
investigated in this study. Likewise, the other dimensions of motivation may interact

differently with students’ TPACK.

Another limitation of the study concerns the data collection of the study. The study
relied on self-report data collection tools such as scales and semi-structured interview forms
due to resource and time limitations. The self-report of pre-service EFL teachers as well as
academics only represent the personal views and perceived status of the participants in

terms of the TPACK and teaching motivation of pre-service teachers.

The final limitation that was perceived by the researcher was in relation to the span
of data collection. As the study focused on fourth-year pre-service EFL teachers, the data
collection procedure took place over the course of their final year at their faculties and their
TPACK and motivation to teach during this period of time. Their motivation to teach and
TPACK prior to their final year as well as after their graduation has not been explored in a
longitudinal manner, which limits the study for comparing the development of these two

phenomena over the course of time.

Suggestions for Further Research

This section of the study provides suggestions for further research in accordance

with the findings as well as the limitations of the study discussed in previous sections.

The present study explored motivation to teach and TPACK based on the sub-

dimensions of intrinsic and extrinsic motivation and the subdimensions of PCK and TPCK.
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Due to the multifaceted nature of both phenomena, research exploring the different
dimensions of the two constructs in relation to each other can provide further insights into
the complex interplay of the two phenomena. The data collected from the pre-service
teachers involved scale and interview data whereas the data from the academics was
collected through interviews. Thus, the study relied on self-report data collection tools only.
Research that adopts more varied data collection tools such as observations in order to rule

out any self-report bias that may exist in the data collected from the participants.

This research focused on pre-service EFL teachers’ TPACK and motivation to
teach during their fourth and final year in their teacher education departments. Thus, the
results of the study reports the status quo of pre-service teachers during their pre-service
teachers education. The exploration of their TPACK and motivation to teach when they start
their teaching career upon graduation has the potential to provide important insights as well
as feedback for teacher education programs. The implementation of longitudinal studies
over the course of pre-service teacher education programs can also contribute to the
understanding of the development of pre-service teachers’ TPACK and motivation to teach
as well as the interaction of the two constructs throughout their pre-service teacher

education.
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APPENDIX-A: Informed Consent Form for the Scale Implementation with Pre-

Service Teachers

Degerli Katilimcl,

Yapacak oldugum arastirma icgin ayirdiginiz zaman ve ilgili tavriniz igin simdiden ¢ok tesekkulr
ederim. Gonulli katilim formu ile ne amagladigimi ve galismaya katilmaniz durumunda c¢alisma
boyunca neler yapacagdimizi anlatmayi amagladim.

Bu galisma, Hacettepe Universitesi Egitim Bilimleri Enstitiisi doktora 6grencisi Reyyan Ziilal YONEY
tarafindan, Prof. Dr. Elena ANTONOVA-UNLU danigsmanhginda hazirlanacak bir doktora tezinin bir
parcasidir. Arastirma, ingilizce Ogretmenligi programlarinda 6grenim géren dordiincii sinif
ogrencilerinin teknolojik pedagojik alan bilgisi (TPAB) ile 6gretme motivasyonlari arasindaki iligkiyi
ortaya gikarmayi amaclanmaktadir. Bu ¢alismanin yapilabilmesi igin Hacettepe Universitesi Sosyal
ve Begeri Bilimler Arastirma Etik Kurulu’ndan gerekli izin alinmigtir.

Arastirmaya goniillii olarak katiim esastir. Gonulli oldugunuz takdirde size dagitilacak olan dlgek
formlarini doldurmanizi rica ediyorum. Olgek sonuglari sadece bilimsel bir amag igin kullanilacak ve
bunun haricinde higbir sekilde kullaniimayacaktir. istediginiz takdirde size ait 6lgek formlari imha
edilecek ya da size geri verilecektir. Arastirma suresince gercek adiniz yerine takma bir ad
kullanilacaktir. istediginiz zaman galismadan ayrilabilirsiniz. Béyle bir durumda sizden elde edilen
Olcek formlari calisma igin kullaniimayacaktir.

Olgek uygulama siireci sonrasindaki bir tarihte yine génulli katihm saglamak isteyen kisilerle odak
grup gorismeleri yapilacaktir. Grup gériismeleri ayni (niversitede Ingilizce Ogretmenligi
programinda okumakta olan égrencilerden goénulli olanlarla birlikte yapilacak olup, yine teknolojik
pedagojik alan bilgisi (TPAB) ile 6dretme motivasyonuna ydnelik sorular igceren bir gorisme
formatinda olacaktir. Gérismeye katilmaya goénulli olan 6grencilerin Evet kutucugunu isaretlemeleri
ve gorisme igin iletisime gegebilmesi icin e-posta ya da telefon bilgilerini ilgili kisma yazmalari
gerekmektedir.

Bu bilgiler 1s1dinda arastirmaya gonulli katiliminizi ve sagladigim glivenceye dayanarak bu formu
imzalamanizi rica ediyorum. Sormak istediginiz herhangi bir durumda ya da arastirma sonucu
hakkinda bilgi almak istediginizde benimle her zaman iletisime gegebilirsiniz. ilgili prosediirii
onayliyor ve elde edilen verinin bilimsel arastirma amaciyla kullanilmasina izin veriyorsaniz litfen
asagida universite ve ad soyad bilgisi kismini doldurup formu imzalayiniz. Katiliminiz igin tesekkir
ederim.

Sorumlu Arastirmaci:
Prof. Dr. Elena ANTONOVA-UNLU
Adres: Hacettepe Universitesi Egitim Fakiiltesi Yabanci Diller Egitimi BSlim(i

Arastirmaci: Gonullt Katilimecinin
Reyyan Zilal YONEY Universitesi:
Adres: Gebze Teknik Universitesi Yabanci

Diller Bslimii Adi Soyad:
e-posta: Cinsiyet:
imzasi:

Odak grup goérismelerine katilmak istiyor musunuz?
[JEvet JHayir
Evet ise e-posta ve / ya da telefon bilgisi:
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APPENDIX-B: Informed Consent Form for the Semi-Structured Interviews with Pre-

Service Teachers

Degerli Katilimcl,

Yapacak oldugum arastirma igin ayirdiginiz zaman ve ilgili tavriniz igin simdiden ¢ok tesekkir ederim.
Gonulla katilim formu ile ne amagladigimi ve galismaya katilmaniz durumunda galisma boyunca neler
yapacagimizi anlatmayi amagladim.

Bu calisma, Hacettepe Universitesi Egitim Bilimleri Enstitiisi doktora égrencisi Reyyan Ziilal YONEY
tarafindan, Prof. Dr. Elena ANTONOVA-UNLU danismanliinda hazirlanacak bir doktora tezinin bir
parcasidir. Arastirma, Ingilizce Ogretmenligi programlarinda &égrenim géren dérdiinci  sinif
ogrencilerinin teknolojik pedagojik alan bilgisi (TPAB) ile 6dretme motivasyonlari arasindaki iligkiyi
ortaya gikarmayl amaglanmaktadir. Bu galismanin yapilabilmesi igin Hacettepe Universitesi Sosyal ve
Beseri Bilimler Arastirma Etik Kurulu'ndan gerekli izin alinmistir.

Arastirmaya gonilli olarak katilim esastir. Gondlli oldugunuz takdirde bu slregte sizinle gériisme
yapmak ve goérisme sirasinda ses ve/veya video kaydi almak istiyorum. Bitln bu kayitlar ve gérismeler
sadece bilimsel bir amag icin kullanilacak ve bunun haricinde hi¢bir sekilde kullanilmayacaktir. Gérisme
kayitlari ilgili arastirmaci disinda kimse tarafindan izlenmeyecektir. istediginiz takdirde gériisme notlari
ve kayitlar silinebilecek ya da size geri verilecektir. Arastirma siresince gergek adiniz yerine takma bir
ad kullanilacaktir. istediginiz zaman galismadan ayrilabilirsiniz. Bdyle bir durumda sizden elde edilen
g6zlem notlari ve kayitlar calisma igin kullaniimayacaktir.

Bu bilgiler 1s1ginda arastirmaya goénulli katiliminizi ve sagladigim guivenceye dayanarak bu formu
onaylamanizi rica ediyorum. Asagidaki “Calismaya gonulli katilmayi kabul ediyorum.” ifadesi yaninda
bulunan kutucugu isaretlemeniz halinde galismaya katiimayi kabul etmis sayilacaksiniz. Sormak
istediginiz herhangi bir durumda ya da arastirma sonucu hakkinda bilgi almak istediginizde benimle her
zaman iletisime gegebilirsiniz. ilgili prosediiri onayliyor ve elde edilen verinin bilimsel arastirma
amaciyla kullanilmasina izin veriyorsaniz lutfen asagida ad soyad bilgisi kismini doldurup ilgili kutucugu
isaretleyiniz. Katiiminiz igin tesekkir ederim.

Sorumlu Arastirmaci:
Prof. Dr. Elena ANTONOVA-UNLU
Adres: Hacettepe Universitesi Egitim Fakdltesi Yabanci Diller Egitimi Blim

Arastirmaci: Gonullt Katilimcinin
Reyyan Ziilal YONEY Universitesi:

Adres: Gebze Teknik Universitesi Yabanci Rumuz:

Diller Bolimd

Bu calismaya goénulll katiimayi kabul ediyorsaniz
litfen asagidaki kutucugu isaretleyiniz.
OBu galismaya gonulli katiimayi kabul ediyorum.

e-posta:
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APPENDIX-C: Informed Consent Form for the Semi-Structured Interviews with

Academics

Degerli Katilimcl,

Yapacak oldugum arastirma ic¢in ayirdiginiz zaman ve ilgili tavriniz i¢in simdiden ¢ok tesekkir ederim.
Gonulla katilim formu ile ne amagladigimi ve galismaya katilmaniz durumunda galisma boyunca neler
yapacagimizi anlatmayi amagladim.

Bu calisma, Hacettepe Universitesi Egitim Bilimleri Enstitiisi doktora égrencisi Reyyan Ziilal YONEY
tarafindan, Prof. Dr. ismail Hakki Mirici danismanh@inda hazirlanacak bir doktora tezinin bir pargasidir.
Arastirma, ingilizce Ogretmenligi programlarinda 6grenim géren dérdinci sinif dgrencilerinin teknolojik
pedagojik alan bilgisi (TPAB) ile &3dretme motivasyonlari arasindaki iligkiyi ortaya c¢ikarmayi
amagclanmaktadir. Bu ¢alismanin yapilabilmesi igin Hacettepe Universitesi Sosyal ve Beseri Bilimler
Arastirma Etik Kurulu'ndan gerekli izin alinmigtir.

Arastirmaya gonilli olarak katilim esastir. Gondlli oldugunuz takdirde bu slregte sizinle gériisme
yapmak ve goérisme sirasinda ses ve/veya video kaydi almak istiyorum. Bitln bu kayitlar ve gérismeler
sadece bilimsel bir amag icin kullanilacak ve bunun haricinde hi¢bir sekilde kullanilmayacaktir. Gérisme
kayitlari ilgili arastirmaci disinda kimse tarafindan izlenmeyecektir. istediginiz takdirde gériisme notlari
ve kayitlar silinebilecek ya da size geri verilecektir. Arastirma siresince gergek adiniz yerine takma bir
ad kullanilacaktir. istediginiz zaman galismadan ayrilabilirsiniz. Bdyle bir durumda sizden elde edilen
g6zlem notlari ve kayitlar calisma igin kullaniimayacaktir.

Bu bilgiler 1s1ginda arastirmaya goénulli katiliminizi ve sagladiim givenceye dayanarak bu formu
onaylamanizi rica ediyorum. Asagidaki “Calismaya gonulli katilmayi kabul ediyorum.” ifadesi yaninda
bulunan kutucugu isaretlemeniz halinde galismaya katiimayi kabul etmis sayilacaksiniz. Sormak
istediginiz herhangi bir durumda ya da arastirma sonucu hakkinda bilgi almak istediginizde benimle her
zaman iletisime gegebilirsiniz. ilgili prosediiri onayliyor ve elde edilen verinin bilimsel arastirma
amaciyla kullanilmasina izin veriyorsaniz lutfen asagida ad soyad bilgisi kismini doldurup ilgili kutucugu
isaretleyiniz. Katiiminiz igin tesekkir ederim.

Sorumlu Arastirmaci:
Prof. Dr. Elena ANTONOVA-UNLU
Adres: Hacettepe Universitesi Egitim Fakdltesi Yabanci Diller Egitimi Blim

Arastirmaci: Gonullt Katilimecinin
Reyyan Ziilal YONEY Universitesi:

Adres: Gebze Teknik Universitesi Yabanci Rumuz:

Diller Bolimd

Bu calismaya goénulli katiimayi kabul ediyorsaniz
litfen asagidaki kutucugu isaretleyiniz.
OBu galismaya gonulli katiimayi kabul ediyorum.

e-posta:
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APPENDIX-D: Motivation to Teach Scale

Nickname:

University:

The following items ask you about why you have chosen to enter the teaching profession. For each
item, please use the scale below to CIRCLE the number corresponding to the response that best
represents your feelings. There are no right or wrong answers.

STATEMENTS (ijsrggrgelg Disagree  gomewhat  Somewhat Agree Strongly
disagree agree
agree
o1 | chose teaching because it will help me geta 1 5 3 4 5 6

better position in the future.

o2 | cannot imagine a career more enjoyable

than teaching. 1 2 3 4 S 6
03 | chose teaching because I like the

freedom it provides. 1 2 3 4 5 6
04 | chose teaching because a teaching degree

will make me employable just about 1 2 3 4 S 6

anywhere.
05 | getexcited when | talk to others about

my decision to become a teacher. 1 2 3 4 5 6
06 | chose teaching because as a teacher | will

be respected throughout the community. 1 2 3 4 > 6
o7 | chose teaching because the benefits are

good. 1 2 3 4 5 6
o8 | want to teach for the sheer joy of teaching.

1 2 3 4 5 6

09 |teach because I believe it will give me a

sense of deep personal fulfillment. 1 2 3 4 5 6
10 | chose to enter the teaching profession

because teachers have influence in the 1 2 3 4 S 6

community.
11 Teaching is its own reward.

1 2 3 4 5 6

12 | want to teach simply for the sake of

teaching. 1 2 3 4 5 6

Kauffman, D. F., Yiimaz Soylu, M., & Duke, B. (2011). Validation of the motivation to teach scale. H. U.
Journal of Education, 40, 279-290.
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APPENDIX-E: EFL-TPACK Scale

Nickname:

University:

Please indicate your level of agreement with each statement from the perspective of a teacher of
English.

PCK1 English Teaching Strategies: Such as %tlggglgelg Disagree Neutral Agree Sggpe%ly

teaching techniques, methods, or classroom
management

01 I can select appropriate and effective teaching
strategies for teaching English to children.

02 I can select appropriate and effective teaching
strategies that help children remember u u u U U
English words, phrases, or sentences.

03 I can select appropriate and effective
teaching strategies that help children
understand English words, phrases, or
sentences.

04 I can select appropriate and effective teaching
strategies that help children use u u u U U
English to communicate, negotiate, or acquire
information.

05 | can select appropriate and effective
teaching strategies that help children u O u
categorize, associate, or integrate
knowledge in different fields.

06 | can select appropriate and effective teaching
strategies that help children compare and . = O = =
evaluate different ideas.

07 | can select appropriate and effective teaching
strategies that help children design or create
English works.

g O O O O

Strongly
Agree

Strongly

Disagree Disagree Neutral Agree

PCK2 English Assessments: Such as tests, surveys,
worksheets, assignments, tasks, and so on

08 I can develop evaluation tests and surveys for O O O O O
my English class.

09 I can develop assessments to check how
children remember English words, phrases,
or sentences.

10 | can develop assessments to test how
children understand English words, phrases,
or sentences.

11 | can develop assessments to evaluate how
children use English to communicate
with others in different situations.

12 I can develop assessments to 0 O 0 ] ]
observe how children use
English to analyze similarities
and differences among people
or things in different situations.
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13

| can develop assessments to examine
how children use English to evaluate
and make optimal decisions.

14

I can develop assessments to distinguish how
children use English to design or create
works.

PCK3

English Instructional Design: Such as [S)tlggglgelyé

lesson planning, objective setting, and
activity designing

Disagree

Neutral

Agree

Strongly
Agree

15

I can prepare a lesson plan including activities 0
that help children learn.

16

| can prepare a lesson plan including
activities that help children identify or
search for English words, phrases, or
sentences.

17

| can prepare a lesson plan including
activities that help children
understand or explain English words,
phrases, or sentences.

18

I can prepare a lesson plan including activities
that help children communicate with O
others in English.

19

| can prepare a lesson plan

including activities that help u
children categorize or analyze

different ideas, things, or people.

20

I can prepare a lesson plan including activities
that help children assess and present O
their preferences.

21

I can prepare a lesson plan including
activities that help children design or
create their English works.

O

O

TPCK1

Technological Tools: ex. computer %tlggg?elg

software, eBooks, websites, APPs, VR,
collaboration tools

Disagree

Neutral

Agree

Strongly
Agree

22

I know about technologies that | can
use for understanding and teaching
children English.

23

I know about technologies that | can use
to display information and help children
memorize English words or sentence
patterns.

24

I know about technologies that I can use to
indicate meanings and help children
understand English words or sentence
patterns.

25

I know about technologies that I can use to
help children communicate with others in u
English.
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26

I know about technologies that | can use
to help children integrate knowledge from u
the English field with other course fields.

27

I know about technologies that I can use
to help children compare their own ideas u
with their peers.

28

I know about technologies that I can use to
help children express their voices and u
create their own English works.

O

TPCK?2

Technological Instructional Design: Such Bﬁggggé)e/

as designing multimedia-assisted English
activities

Strongly
Agree

29

I can select technologies to use in my English
classroom that enhance who | teach, 0
how | teach and what | teach.

30

I can select technologies for children to
use to identify or search for English u
words, phrases, or sentences.

31

I can select technologies for children
to use to explain or summarize the u
English content they are learning.

32

I can select technologies for children to use to
communicate with others in different u
situations.

33

I can select technologies for children to use to
compare, connect, or analyze u
information and experience in different fields.

34

I can select technologies for children to
use to make comments or share opinions u
in English.

35

I can select technologies for children
to use to plan their projects or create O
their English works.

ad

TPCK3

Technological Teaching Strategies: Strongly
Integrating English content, English Disagree
teaching methods, and instructional

technology to teach English

Strongly
Agree

36

| can integrate appropriate
instructional methods and .
technologies into teaching English.

37

| can integrate English teaching

strategies and technological tools to help O
children memorize English words,

phrases, or sentences.

38

| can integrate English teaching strategies and
technological tools to help children do u
meaningful comprehension activities.

39

| can integrate English teaching

strategies and technological tools to help O
children use English to communicate,

negotiate, or acquire information.
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40

| can integrate English teaching

strategies and technological tools to help u
children connect their knowledge in the

English course field with other course

fields.

41

| can integrate English teaching

strategies and technological tools to help .
children share their opinions about

things or people around them.

42

| can integrate English teaching strategies and
technological tools to help children u
design or create their own English works.

ad

TPCK4

English Learning Outcomes: Integrating Strongly
English content, teaching methods, and Disagree
technology to help children achieve the

stated outcomes

Disagree

Neutral

Agree

Strongly
Agree

43

I can teach successfully by combining my
English content, pedagogy, and technology
knowledge.

44

I can integrate English content, teaching

methods, and technology to help children u
identify, search, or indicate the targeted

English objective.

45

| can integrate English content, teaching

methods, and technology to help children O
explain, summarize, or give examples for the

targeted English objective.

46

| can integrate English content, teaching

methods, and technology to help children u
negotiate, communicate, or acquire

information in English.

47

| can integrate English content, teaching

methods, and technology to help children u
compare, categorize, or analyze English

information in different fields.

48

| can integrate English content, teaching

methods, and technology to help children u
comment or express personal opinions about

people or things around them.

49

| can integrate English content, teaching
methods, and technology to help children u
design or create English works.

Wang, A. Y. (2022). Understanding levels of technology integration: A TPACK scale for EFL teachers

to promote 21st century learning. Education and Information Technologies, 27, 9935-9952.
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APPENDIX-F: Semi-Structured Interview Form for Pre-Service Teachers

How do you assess your technological pedagogical content knowledge (TPACK)? How do you
define your competency level of TPACK?

How do you explain your effort to develop your TPACK? What do you do to develop your
TPACK?

How do you assess the effect of your faculty courses on your TPACK? How do the courses
you take at your faculty contribute to your TPACK? Apart from the courses, is there any other
resource that your faculty provide to support your TPACK?

How do you assess your motivation to teach? How motivated are you to teach?

How do you define your effort to improve your motivation to teach? Is there anything you do to
increase your maotivation to teach?

How do you assess the effect of your faculty courses to your motivation to teach? How do the
courses you take at your faculty contribute to your motivation to teach? Apart from the course,
is there any other resource that your faculty provide to support your motivation to teach?

How do you define the relationship between your TPACK and your motivation to teach? Do
you think there is a relationship between them? If so, how do they relate to each other?
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APPENDIX-G: Semi-Structured Interview Form for Academics

How do you assess your students’ technological pedagogical content knowledge (TPACK)
competency level?

In which areas of their TPACK do you think they have strength? In which areas do you think
they need to develop their TPACK?

What kind of curricular materials and courses do you provide for your students to improve their
TPACK levels? Within the curriculum, is there anything else you do or implement to support
their TPACK?

What kind of extra-curricular materials, resources, and workshops do you provide for your
students to improve their TPACK levels? Apart from the curriculum, is there anything else you
do or implement to support their TPACK?

How do you assess your students’ motivation to teach? In your opinion, how motivated are
they to teach? Can you elaborate?

How do you define the relationship between your students’ TPACK and their motivation to
teach? Do you think there is a relationship between their TPACK and their motivation to
teach? If so, how do they relate to each other?
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APPENDIX-H: Permission of Use for the Motivation to Teach Scale

Yilmaz Soylu, Meryem 2116 (33 dakika 6nce) Y €
Alici:ben +
Ry ingilizece v > Tirkge ~ letiyi gevir ingilizce icin kapat x

Hi Reyyan Zulal,

Thanks for reaching out and letting me know.
Absolutely! Please consider this email as consent and feel free to use the Motivation to Teach Scale to collect data for your
dissertation study, let me know if you have questions.

Kind regards,
Meryem
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APPENDIX-I: Permission of Use for the EFL-TPACK Scale

T | | @ 12Kas2022Cmt 1638 ¢ €}
Alici: ben

Ha ingilizce » > Tirkge »  lletiyi gevir ingilizce igin kapat x
Dear Yoney,

Thank you for your interest in using the scale.

Attached is the original version of the scale. | wonder if you are interested in sharing your results. Hopefully, we can compare the results and see if
there are any regional differences. Just a thought.

Best,
Amber

Amber Yayin Wang
Associate Professor, Department of English,
National Taichung University of Education
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T.C.
HACETTEPE UNIVERSITESI REKTORLUGU
Sosval ve Beseri Bilimler Arastrma Etik Kurulu

Say - E-66777842-300-00003203289 16/11/2023
Kom : Etik Kurulu Izni (Reyyan Ziilal YONEY)

EGITIM BILIMLERI ENSTITUST MUDURLUGUNE
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APPENDIX-K: Declaration of Ethical Conduct

| hereby declare that...

| have prepared this thesis in accordance with the thesis writing guidelines of the

Graduate School of Educational Sciences of Hacettepe University;

all information and documents in the thesis/dissertation have been obtained in

accordance with academic regulations;

all audio visual and written information and results have been presented in compliance

with scientific and ethical standards;

in case of using other people’s work, related studies have been cited in accordance

with scientific and ethical standards;

all cited studies have been fully and decently referenced and included in the list of

References;

| did not do any distortion and/or manipulation on the data set,

and NO part of this work was presented as a part of any other thesis study at this or

any other university.

12/12/2024

Reyyan Zilal Yoney
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APPENDIX-L: Thesis/Dissertation Originality Report

12/12/2024
HACETTEPE UNIVERSITY
Graduate School of Educational Sciences
To The Department of Foreign Language Education

Thesis Title: Investigation of the Relationship Between Pre-Service EFL Teachers’ TPACK and Teaching
Motivation

The whole thesis that includes the title page, introduction, main chapters, conclusions and bibliography section is
checked by using Turnitin plagiarism detection software take into the consideration requested filtering options.
According to the originality report obtained data are as below.

Time Submitted Page Character Date of Thesis Similarity
Count Count Defense Index

12/12/2024 188 306519 05/12/2024 21% 2542931812

Submission ID

Filtering options applied:

1. Bibliography excluded

2. Quotes included

3. Match size up to 5 words excluded
| declare that | have carefully read Hacettepe University Graduate School of Educational Sciences Guidelines for
Obtaining and Using Thesis Originality Reports; that according to the maximum similarity index values specified
in the Guidelines, my thesis does not include any form of plagiarism; that in any future detection of possible
infringement of the regulations | accept all legal responsibility; and that all the information | have provided is correct
to the best of my knowledge.

| respectfully submit this for approval.
Name Lastname: Reyyan Ziilal YONEY

Student No.: N21147111

Department: Foreign Language Education

Program: English Language Teaching

Status: [] Masters X Ph.D. [] Integrated Ph.D.

ADVISOR APPROVAL

APPROVED
Prof. Dr. ismail Hakki MIRICI
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APPENDIX-M: Yayimlama ve Fikri Milkiyet Haklari Beyani

Enstitl tarafindan onaylanan lisansulstu tezimin/raporumun tamamini veya herhangi bir kismini, basili (kagit) ve
elektronik formatta arsivieme ve agagida verilen kosullarla kullanima agma iznini Hacettepe Universitesine verdigimi bildiririm.
Bu izinle Universiteye verilen kullanim haklari disindaki tiim fikri miilkiyet haklarim bende kalacak, tezimin tamaminin
ya da bir béliminin gelecekteki gcalismalarda (makale, kitap, lisans ve patentvb.) kullanim haklan bana ait olacaktir.

Tezin kendi orijinal galismam oldugunu, baskalarinin haklarini ihlal etmedigimi ve tezimin tek yetkili sahibi oldugumu
beyan ve taahh(t ederim. Tezimde yer alan telif hakki bulunan ve sahiplerinden yazili izin alinarak kullaniimasi zorunlu metinlerin
yazil izin alinarak kullandigimi ve istenildiginde suretlerini Universiteye teslim etmeyi taahhiit ederim.

Yuksekodgretim Kurulu tarafindan yayinlanan "Lisansiistii Tezlerin Elektronik Ortamda Toplanmasi, Diizenlenmesi
ve Erigsime Agilmasina iligkin Yénerge" kapsaminda tezim agagida belirtilen kosullar haricince YOK Ulusal Tez Merkezi / H.U.

Kituphaneleri Acik Erigsim Sisteminde erisime agllir.

0  Enstitu/ Fakulte yonetim kurulu karart ile tezimin erisime agilmasi mezuniyet tarihinden itibaren 2 yil

ertelenmigtir.

O Enstiti/Fakilte yo6netim kurulunun gerekgeli karari ile tezimin erisime agilmasi mezuniyet

tarihimden itibaren ... ay ertelenmistir. @

0 Tezimle ilgiligizlilik karari verilmigtir.®

12 /12 /2024

Reyyan Ziilal YONEY

"Lisanstistii Tezlerin Elektronik Ortamda Toplanmasi, Diizenlenmesi ve Erisime Agilmasina lliskin Yénerge"

(l) Madde 6. 1. Lisansiistii tezle ilgili patent basvurusu yapilmasi veya patent alma siirecinin devam etmesi durumunda, tez danigmaninin Onerisi
ve enstitii anabilim dalinin uygun gériisii Uzerine enstitii veya fakiilte yénetim kurulu iki yil siireiletezin erisime agilmasinin ertelenmesine karar
verebilir.

(2) Madde 6.2. Yeniteknik, materyal ve metotlarin kullanildigi, heniiz makaleye déniismemis veyapatent gibi ydntemlerle korunmamis veinternetten
paylasilmasi durumunda 3.sahislara veyakurumlara haksiz kazang; imkani olusturabilecek bilgi ve bulgulari iceren tezler hakkinda tez danismanin
énerisi ve enstitii anabilim dalinin uygun goériisii lzerine enstitii veya fakilte yonetim kurulunun gerekgeli karari ile alti ayr asmamak (lizere
tezin erisime agilmasi engellenebilir.

(3) Madde 7. 1. Ulusal ¢ikarlari veya giivenligi ilgilendiren, emniyet, istihbarat, savunma ve giivenlik, saglik vb. konulara iliskin lisanststi tezlerle ilgili
gizlilik karari, tezin yapildig: kurum tarafindan verilir*. Kurum ve kuruluslarla yapilan isbirligi protokolii gergevesinde hazirlanan lisansiistii tezlere
iligkin gizlilik karari ise, ilgili kurum ve kurulugun énerisi ile enstitii veya fakdltenin uygun gériisii Uzerine (niversite yénetim kurulu tarafindan
verilir. Gizlilik karari verilen tezler Yiiksek6gretim Kuruluna bildirilir.

Madde 7.2. Gizlilik karari verilen tezler gizlilik siiresince enstitii veya fakiilte tarafindan qgizlilik kurallari gergevesinde muhafaza edilir, gizlilik
kararinin kaldirilmasi halinde Tez Otomasyon Sistemine yiiklenir

*Tez danismaninin Gnerisi ve enstitii anabilim dalinin uygun gériisti (zerine enstitii veya fakiilte yénetim kurulu tarafindan karar verilir.






