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Implicit Motivation in the EFL Classroom: Exploring EFL 

Teachers’ Perspectives 
 
This study aims to explore EFL teachers’ implicit role in motivating learners in the EFL classroom. 

Although EFL teachers’ explicit motivational agency has been widely researched over the past decades, 

several implicit motivational dimensions remain undiscovered (Kálmán, 2023; Pálfy, 2024). This study 

was conducted to fill this gap and explore EFL teachers’ implicit motivational role from their 

perspectives. A qualitative study was designed in order to investigate EFL teachers’ interactions with 

EFL learners and their attitudinal and behavioural patterns in the EFL classroom. The study was 

conducted in a Hungarian context with twelve secondary school EFL teachers participating. A semi-

structured interview guide was designed based on Pálfy’s (2024) study, and the interview guide 

developed for EFL learners was adapted to teacher participants. The study found that EFL teachers could 

identify several implicit aspects of their interactions, attitudes, and behaviours that affected EFL 

learners’ motivation as perceived by EFL teachers. 
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1. Introduction 
The teacher’s essential role in motivating second language (L2) learners has been 

proven by several theoretical and empirical studies (see, e.g., Csikszentmihalyi, 

1997; Dörnyei, 2001; Dörnyei & Csizér, 1998; Ghanizadeh & Moafian, 2010; 

Kálmán, 2023; Lamb, 2017; Lamb, 2019; Lamb & Wedell, 2014; Mezei & Csizér, 

2005).  According to Lamb (2017), research conducted on motivational strategies 

“has brought important insights into the specific strategies that teachers value”, 

adding that “we cannot be sure that they represent teachers’ own core beliefs about 

how to motivate learners” (Lamb, 2017, pp. 48–49). In addition, Lamb (2017) 

stated that “we also lack evidence about how teachers’ conceptions of motivation 

are reflected in their practice” (p. 49), referring to the underexplored dimensions 

of L2 teachers’ motivational agency. L2 teachers’ explicit motivational impact on 

learners’ motivation has been widely researched (see, e.g., Bernaus & Gardner, 

2008; Cohen, 2010; Dörnyei, 2001; Dörnyei & Csizér, 1998; Guilloteaux & 

Dörnyei, 2008). However, teachers’ implicit role in L2 motivation remains 

enormous (Kálmán, 2023). This study aims to fill the gap and explore English as 

a Foreign Language (EFL) teachers’ implicit role in motivating learners: how EFL 

teachers might enhance learners’ motivation unconsciously in the EFL classroom, 
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and what aspects of EFL teachers’ interactions and attitudinal and behavioural 

patterns might positively influence EFL learners’ motivation. The findings of this 

research might be valuable for several stakeholders: practising EFL teachers, 

teacher training programs, and even school directors, by raising awareness of the 

implicit motivating agency of EFL teachers and the specific aspects EFL teachers 

can influence EFL learners’ motivation in the classroom. 

 

1.1. L2 motivation and the teacher’s role 
Motivation, in general, is “wanting. It is a condition of an organism that includes 

a subjective sense (not necessarily conscious) of desiring some change in self 

and/or environment. Presumably, this includes some predisposition to act in ways 

that will facilitate that change” (Baumeister, 2016, pp. 1–2). Related to L2 

learning, Dörnyei (2018) stated that “motivation concerns the direction and 

magnitude of human behaviours, explaining the choice of a particular action, 

persistence in it, and the effort expended on it” (Dörnyei, 2018, p. 1). In other 

words, motivation directs people to take action and maintain the learning process 

(Dörnyei, 2018). In addition, it was also highlighted by several studies that 

motivation is essential in sustaining the process of L2 learning and that motivation 

is a significant contributor to the long-term success of L2 learners (e.g., Dörnyei 

& Ryan, 2015; Lamb, 2017; Mezei & Csizér, 2005; Larsen-Freeman & Long, 

2014; Schumann, 2015).  

As several motivation theories emerged in the past decades related to L2 

motivation, the teachers’ role in these motivation theories varied. Weiner’s (1985) 

attribution theory did not include the teacher as a component; the teacher was 

mentioned only in relation to negative emotions. In Gardner’s (1985) socio-

educational model, the teacher did not have a significant role; however, the 

teacher was addressed in the attitudes towards learning the language component 

of the theory, which specified L2 learners’ evaluations of the courses and teachers. 

Deci and Ryan’s (1985) self-determination theory included the teacher’s role: 

establishing an environment that positively influences learners’ motivation. 

Williams and Burden’s (1997) social constructivist model stated that motivation 

could be affected by internal and external factors (e.g., the influential role of 

people, such as the teacher). Ushioda’s (1996, 1998) model defined motivation 

from a temporal perspective, emphasizing the importance of positive L2 learning 

experiences but omitting the teacher’s role in creating a positive environment for 

L2 learners. Dörnyei and Ottó (1998) established a process model of L2 

motivation, defining three phases: pre-actional, actional, and post-actional. The 

teacher is mentioned in the third phase of the model:  

 

“Besides the learner, there are certain other key figures affecting the 

motivational quality of the learning process, namely the teacher and the 

parents. (…) Teachers are the officially designated leaders within the 
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classroom; as such they are the most visible figures, who embody group 

conscience and serve as a reference and a standard. (…) One of the main 

impacts teachers and parents exert is related to self-determination” 

(Dörnyei & Ottó, 1998, p. 58).  

 

Dörnyei (2005, 2009) developed the L2 Motivational Self System (L2MSS), 

which consisted of the Ideal L2 Self, the Ought-to L2 Self, and the Language 

Learning Experience, with the teacher included as part of the third component. 

Dörnyei and Kubanyiova (2014) devised vision theory, in which the teacher’s role 

was identified as activating and sustaining learners’ Ideal L2 Self.  

 

1.2. The teacher and the L2 Learning Experience 
Dörnyei’s (2005, 2009) L2MSS was conceptualized based on Markus and 

Nurius’s (1986) and Higgins’s (1987) self-discrepancy theory. According to 

Csizér (2019), the two theories were combined in Dörnyei’s (2005, 2009) L2MSS. 

Related to the first element of the theory, Dörnyei (2009) stated that the Ideal L2 

Self is “the representation of the attributes that one would ideally like to possess 

(i.e., representation of hopes, aspirations, or wishes)” (p. 13). Regarding the 

second component, the Ought-to L2 Self, Dörnyei (2009) defined it as the 

“representation of attributes that one believes one ought to possess (i.e., 

representation of someone else’s sense of duties, obligations or moral 

responsibilities)” (p. 13). The third component, the Language Learning 

Experience, “concerns situated, ‘executive’ motives related to the immediate 

learning environment and experience (e.g., the impact of the teacher, the 

curriculum, the peer group, the experience of success)” (Dörnyei, 2009, p. 29). 

The teacher’s role was identified as part of the third element of L2MSS, the 

Language Learning Experience (Dörnyei, 2005, 2009). 

Empirical research validated Dörnyei’s (2005, 2009) theory. Studies were 

conducted on the Ideal L2 Self (see, e.g., Csizér & Magid, 2014; Hessel, 2015; 

Lamb, 2012), the Ought-to L2 Self (see, e.g., Kormos & Csizér, 2008; Taguchi et 

al., 2009), and the Language Learning Experience (see, e.g., Csizér & Kálmán, 

2019; Lamb, 2012; MacIntyre & Serroul, 2015). According to Kálmán (2023), 

Language Learning Experience should be researched further because “it was 

possibly a decisive predictor of L2 motivation” (Kálmán, 2023, p. 28).  

 

1.3. Explicit and implicit motivational roles of teachers 
Kálmán (2023) distinguished between teachers’ explicit and implicit motivational 

roles. Regarding the teacher’s motivational strategies or techniques, they are 

intentionally deployed to enhance learners’ motivation (Dörnyei, 2001; Lamb, 

2017). The teacher’s explicit motivational strategies were conceptualized by 

Dörnyei and Csizér (1998), Dörnyei (2001), and Lamb (2019). In addition, the 

teacher’s explicit motivational agency has been demonstrated in several empirical 
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studies (e.g., Bernaus & Gardner, 2008; Cohen, 2010; Guilloteaux & Dörnyei, 

2008; Noels et al., 1999).  

Kálmán (2023) noted that the implicit motivational aspects of teachers have not 

been conceptualized alongside their explicit role, that is, the motivational 

strategies consciously used by teachers in the classroom. Related to teachers’ 

implicit motivational agency, Csikszentmihalyi (1997) emphasized the 

importance of teachers’ enthusiasm and of good relationships between teachers 

and learners. Mezei and Csizér (2005) also noted that the teachers’ positive 

attitude towards the learners and enthusiastic behaviour created a motivating 

learning environment. Ghanizadeh and Moafian’s (2010) empirical findings 

supported that the teachers’ happiness had the most significant impact on learners’ 

success, highlighting the essential role of the teacher’s supportive, empathetic, 

and cooperative attitudes and behaviours. Dörnyei and Ushioda (2011), referring 

to the teacher’s behaviour, stated the following: “almost everything a teacher does 

in the classroom has a powerful motivational influence on students, which makes 

teacher behaviour a powerful ‘motivational tool’” (p. 109). According to Lamb 

(2017), “the aspects of teacher behaviour which appear to have the most 

motivational impact on language learners are those that relate to the human side 

of teaching” (p. 45). Kálmán (2023) highlighted that FL teachers’ emotions, 

attitudes, and behaviours might have an implicit impact on learners’ motivation.  

Empirical findings have also supported the implicit role of teachers (Lamb & 

Wedell, 2015; Kálmán, 2023). Lamb and Wedell (2015) found that the teacher’s 

personality and good relationships with learners had a positive impact on learners’ 

motivation, while Kálmán’s (2023) study revealed that 

 

“extraordinary implicit motivating agency can be conceptualised as implicit 

motivating agency triggered by the language teacher’s support, kindness, 

empathy, enthusiasm, conscientiousness, joy, charisma and appearance, as 

well as behavioural and attitudinal attributes evoking achievement and social 

emotions in language learners” (Kálmán, 2023, p. 42).  

 

The above definition of implicit motivation will be used in this study (Kálmán, 

2023).  

 

2. Methodology 
This section will present the research design, including the methods of data 

collection and analysis. It will also present the participants in this study and the 

setting, describe the research instrument and its validation process, and explain 

the procedures for data analysis. Considering the theoretical and empirical 

background and the objectives of the current study, the following research 

questions were devised. 
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RQ1: How do secondary school EFL teachers’ interactions, attitudes, and 

behaviours influence EFL learners’ motivation from the perspectives of EFL 

teachers?  

RQ2: What aspects of secondary school EFL teacher interactions, attitudes, and 

behaviours do EFL teachers perceive to be motivating for EFL learners? 

 

2.1. Qualitative design 
The aim of the study and the research question necessitated an exploratory 

approach, as EFL teachers’ perceptions, views, and opinions were examined 

regarding their interactions with EFL learners, their attitudinal and behavioural 

patterns in the EFL classroom, and their perceived impact on EFL learners’ 

motivation (Dörnyei, 2007). Therefore, qualitative research was conducted to 

achieve the study’s aims and gain answers to the formulated research questions. 

According to Dörnyei (2007), qualitative studies are performed when the study 

aims to explore and make “sense of highly complex situations” (p. 30). In order 

to explore how EFL teachers implicitly motivate EFL learners through their 

interactions, attitudes, and behaviours according to EFL teachers, and what 

specific aspects of EFL teacher interactions, attitudes, and behaviours EFL 

teachers perceive to be motivating without being aware of their role in motivation, 

qualitative data collection and analysis were utilized. The research instrument was 

a semi-structured interview guide based on Pálfy’s (2024) original interview 

guide, which was designed for EFL learners, and the current study adapted it for 

teacher participants. The study involved conducting semi-structured interviews 

with twelve EFL teachers in secondary education. 

 

2.2. Participants and setting 
Twelve EFL teachers participated in the study, all of whom were teaching in 

secondary schools in Hungary. The first three interviews were conducted in Spring 

2022, four in Spring 2023, four in Autumn 2024, and one in Spring 2025. 

Regarding the study’s sampling procedures, convenience or opportunity sampling 

was used (Dörnyei, 2007). Moreover, sampling was purposive since participants 

not only needed to be accessible but also “had to possess certain key 

characteristics that are related to the purpose of the investigation” (Dörnyei, 2007, 

p. 85). In accordance with the study’s aims and formulated research questions, the 

target group of participants needed to be specified (purposive sampling). The key 

characteristics were that participants in the study had to be EFL teachers and their 

teaching level in the education system had to be secondary education. In addition, 

convenience sampling was used, as EFL teachers who volunteered to participate 

in the study were interviewed, and interviews were organized according to the 

availability of teacher participants. EFL teachers were contacted via email to 

invite them to participate in the interview. Once EFL teachers responded 
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positively to the invitation, their availability also narrowed the final group of 

participants of the current study.  

Regarding the participants’ biographical data, their ages ranged from 25 to 59 

years, and ten female and two male EFL teachers participated in the study. 

Participants were sampled from different types of secondary schools: general 

secondary schools, vocational secondary schools, and practice high schools 

(where teacher trainees can improve their skills and methodological competence). 

Participants were more and less experienced according to the years they had been 

teaching in secondary schools; the most experienced teachers had been teaching 

in secondary education for more than thirty years, while the least experienced 

teachers had been teaching in secondary schools for a few years, having finished 

university in the previous year(s). Participants’ anonymity was ensured by 

providing them with pseudonyms. The background data of the EFL teacher 

participants are presented in the Appendices (Appendix A).  

 

2.3. The instrument 
The research instrument, a semi-structured interview guide, was developed based 

on Pálfy’s (2024) interview guide for EFL learners, which was adapted to teacher 

participants. The instrument was also designed in line with the theoretical and 

empirical backgrounds, objectives, and research questions of the study. Dörnyei’s 

(2007) recommendations for creating a semi-structured interview guide were 

followed in designing the instrument. The interview guide included an 

introductory section, participants’ background data, a few warm-up questions, and 

a section on the EFL teachers’ role in implicit motivation, focusing on their 

interactions, attitudes, and behaviours in the EFL classroom. The introductory 

section aimed to ensure EFL teachers’ voluntary and anonymous participation and 

the confidentiality of data handling (Dörnyei, 2007). The first section of the 

interview guide consisted of questions about the participants’ biographical data 

and background in EFL teaching (age, type of school, when they started teaching, 

how many lessons they had per week, and how satisfied they were with becoming 

an EFL teacher). The main section included questions about participants’ 

interactions and attitudinal and behavioural patterns as EFL teachers, as well as 

their role in motivating EFL learners.  

 

2.4. Procedures for validating the instrument and data analysis 
The instrument was devised based on an interview guide aimed at exploring EFL 

learners’ perspectives (Pálfy, 2024). The semi-structured interview guide was 

adapted for EFL teachers to explore their perspectives on their implicit 

motivational role in the EFL classroom. The instrument was piloted until data 

saturation was reached to ensure its validity (Dörnyei, 2007). During the study’s 

piloting phase in Spring 2022, three interviews were conducted. The interview 

guide questions were adjusted following each pilot interview. The semi-structured 
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interview guide was refined, and the questions were restructured and rephrased 

until their clarity was ensured. The final version of the instrument, which was 

translated from Hungarian into English, is included in the Appendices (Appendix 

B).  

During the sampling procedure, invitations to EFL teachers were sent via email, 

outlining the broad topic and aims of the study, ensuring their voluntary and 

anonymous participation and the confidential handling of the gathered data. The 

invitation also provided EFL teachers with the estimated interview time, 

information on the need for audio recording, and a request for their consent to 

record the interview. It also included asking participants to answer the questions 

honestly and assuring them that they could stop answering at any time if they felt 

uncomfortable with any topic that might be raised during the interview. 

The semi-structured interview guide was designed and finalized in May 2022, 

when the instrument was validated and piloted by conducting the first three 

interviews. The interviews were conducted in Spring 2023, during which four 

were conducted. In Autumn 2024, four interviews were conducted with EFL 

teacher participants, and the last interview session was held in Spring 2025. The 

interview sessions were conducted online via Zoom, except for one in-person 

interview in Spring 2023 at the school where the participant was teaching. The 

date and time of the interview sessions were negotiated prior to the interviews, 

which were conducted according to participants’ availability. The interview 

sessions began by asking participants for their consent to be recorded. EFL 

teachers were also assured at the beginning of each interview that they were 

participating in the study voluntarily and anonymously, and that they could end 

the interview at any time. The average interview length was 0:36:33, and the total 

length was 8:31:37.  

All interviews were conducted in Hungarian, the first language (L1) of the 

teacher participants. The audio-recorded data was carefully listened to and 

transcribed manually following each interview. The total number of transcribed 

pages was 141. To analyze the qualitative data, Dörnyei’s (2007) data analysis 

procedures were applied. The data were coded at the initial (first-level) and 

second-level. Ideas were collected and organized once coding was completed, 

then interpreted, and conclusions were formulated (Dörnyei, 2007). To identify 

emerging themes in the qualitative data, thematic content analysis was used in the 

data analysis (Braun & Clarke, 2006).  

 

3. Findings 
In this section, the findings of the data analysis will be presented, focusing on the 

emerging themes related to the study’s objectives and the formulated research 

questions. Firstly, the findings associated with RQ1 will be discussed, i.e., how 

EFL teachers motivate EFL learners through their interactions and attitudinal and 

behavioural patterns. Secondly, the RQ2 results will be reviewed, and specific 
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motivating aspects of EFL teacher interactions, attitudes, and behaviours will be 

discussed.  
 

3.1. The motivational role of EFL teachers’ interactions, attitudes, and 

behaviours from the perspectives of EFL teachers   
Regarding the implicit motivational role EFL teachers play in the classroom, 

participants identified its impact on motivating EFL learners. Almost all 

participants reported a positive effect on EFL learners’ motivation; however, one 

participant expressed uncertainty about this. He was teaching at a practice high 

school, and he was not sure whether his students’ success in language learning 

was due to his implicit role or to their inherent motivation (Pál). On the other 

hand, he also expressed that his students loved his lessons and succeeded in EFL 

learning. Except for this participant, all EFL teachers were confident that their 

interactions, attitudes, and behaviours had a positive impact on their EFL learners’ 

motivation.  

Several participants highlighted the importance of the positive feedback they 

received from their EFL learners regarding their lessons at some points during the 

interview sessions. One participant, while recalling her positive experiences as an 

EFL teacher, emphasized the positive feedback she received from her students. 

 

Well, I have always enjoyed receiving positive feedback (…) At the end of 

each school year, I ask for anonymous feedback from my students. (…) 

Then, in the summer, I can reflect on their feedback and prepare for the next 

year. (…) Now I could not say goodbye to my students before the summer 

holiday because I was participating in the oral exams of the final 

examination, but they left a very nice card on my desk saying how much 

they are looking for the English lessons next year (…) So, well, it was 

surprising to me that in June, they are looking forward to my lessons that 

we will continue in September (…) I think it is a great thing. (Anett) 

 

Another participant, who was recalling how her EFL learners saw her as a teacher, 

expressed the following: 

 

I usually ask for feedback from my students twice a year, and obviously, I 

asked them about the quality of my lessons. Most of the time, they give 

feedback on my personality, and they connect the lessons with my 

personality, and I usually receive positive feedback from them. (Mónika) 

 

Participants also emphasized that they could see their learners were motivated 

by them when they created opportunities for them to use the language outside the 

classroom. As one of the participants recalled it:  
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Actually, it happens very often, and I am very happy when my students talk 

to me in English, even if we are not in the classroom. They got used to 

talking to me in English (…). Any time they have a problem, they come to 

me and speak English. When it is summer holiday, and we see each other 

in the street, you know, we live in the same district (…) so it can sometimes 

happen that we run into each other, and when it happens, they say “good 

morning” in the middle of the summer holiday. Even if we have not had 

classes in the previous two months, they speak English. So, it is worth 

having these moments. (Petra)  

 

Several participants pointed out that when their EFL learners felt successful in 

learning English, EFL teachers knew they had a crucial role in motivating them: 

they made them love the language, realize its importance today, and believe they 

could reach a high level in their language learning. As one of the participants put 

it:  

 

It was a good experience that several of my students from the twelfth 

graders were admitted to universities which required speaking and writing 

English on a C1 level (…) Last week, I just ran into a girl who works at an 

(…) embassy where she uses English, and when we met the first thing she 

mentioned was that how thankful she was to me (…) I knew that it was not 

only me who had a role in a career like this, but I was happy that her job, 

her life and her satisfaction were in connection with English. (Erika) 

 

By analyzing the data, it was found that, according to EFL teachers, creating a 

friendly and calm atmosphere through their interactions, attitudes, and behaviours 

enhances EFL learners’ motivation. In such cases, students do not stress; they feel 

supported and understood by the teacher, and they have a good relationship with 

them.  

 

I think I could create (…) a calm atmosphere in the classroom where 

students are willing to speak and be themselves. (…) So yes, I think this 

probably comes from me. So, I am always calm, and they absolutely do not 

feel what kind of day I had (…). Fortunately, I have already received 

feedback that there is such calmness in the class that they can learn 

effectively. (Júlia) 

 

I think it motivates learners very much when I am there to help and support 

them. When they know that they can turn to me (…). So, they can trust you 

and initiate conversations because they know I will not refuse to help them. 

(Alexandra) 
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3.2. The motivating aspects of EFL teacher interactions, attitudes, and 

behaviours as perceived by EFL teachers 
This subsection will discuss the motivating aspects of EFL teachers’ implicit role 

in the EFL classroom – in terms of their interactions, attitudes, and behaviours – 

from their perspectives. EFL teacher participants depicted their character as an 

EFL teacher and their perceived role in motivating learners in the EFL classroom. 

Participants evoked their positive and negative experiences during their careers as 

teachers. In addition, EFL teachers described their behaviours in and out of EFL 

classes, and, if there was any difference, they provided the reason. EFL teachers 

were asked to recall situations in which they believed that their interactions, 

attitudes, and behaviours motivated EFL learners.  

Regarding the affective role of EFL teachers’ interactions and attitudinal and 

behavioural patterns in EFL learners’ motivation as perceived by EFL teachers, 

the thematic content analysis revealed the following emerging themes, as 

presented in Table 1, both related to interactions, attitudes, and behaviours in the 

EFL classroom.  

 
Table 1. Emerging themes 

 

Interactions Attitudes and behaviours 

o - positive interactions and 

encouragement 

o - having a sense of humour, laughing 

with students 

o - speaking students’ language 

o - communicating according to the 

vision of students’ future L2 selves 

o  

o - positive attitude towards students 

o - happiness, cheerfulness 

o - enthusiasm, passion 

o - helpfulness, support, caring 

o - empathy, understanding, good-

heartedness 

o - optimism 

o - friendliness, kindness 

o - being social 

o - patience, calmness 

o - openness, adaptiveness 

o - attentiveness, responsiveness 

o - persistence, conscientiousness, hard-

work 

o - being a role model for students, 

setting an example for students 

o - honesty, trustworthiness  

o - building mutual trust with students 

o - handling students as partners 

o - love of students 

o - love of the language 

o - love of teaching 
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3.2.1. The motivating aspects of EFL teachers’ interactions  
Considering the affective dimensions of EFL teachers’ interactions, I found the 

following themes emerging from the data analysis. According to EFL teachers, 

general positive interactions and encouragement, having a sense of humour and 

being able to laugh with students, speaking students’ language, and 

communicating in line with students’ future L2 selves were motivating aspects. 

EFL teachers pointed out the influential role of positive interactions with 

students in general and of encouragement in particular. One of the participants put 

it as follows: 

 

Well, what my students see is that I encourage them (…) very often, well, 

the students write in their feedback, they really like that besides that they 

do not have to stress in my classes, that they do not have to be afraid of me 

(…) even if they were not prepared, we can still solve this together, and we 

can find a solution. (Mónika) 

 

Almost all participants highlighted the importance of having a sense of humour 

and being able to laugh with students. For instance, as one of the participants put 

it, “I think it can motivate students if they see that I can laugh with them,” pointed 

out by Alexandra. Moreover, as another participant, Kinga added: 

 

We laugh a lot in the classroom. I not only bring plenty of funny materials 

to the lessons but as I see, having a sense of humour and reacting to issues 

with humour can be very effective. (Kinga)  

 

I really like it when the students give me feedback that classes are in a good 

mood. So, if we do not laugh at least once in an English class, then I feel 

like it is a bad class. So, I try to make jokes (…), and if I make mistakes, I 

also make fun of them because I can make mistakes too (…) and I hope that 

(…) I make them laugh a little in my classes or smile at least once. (Mónika) 

 

EFL teachers emphasized that interacting with learners in a way that used their 

language – for instance, by responding to what they were interested in and using 

language similar to what learners used in the lessons – stimulated EFL learners to 

learn the language. 

 

Besides having a good atmosphere in the lessons, I react to what interests 

the students and talk about it, and this obviously (…) can be motivating for 

them (…). (Pál) 

 

If the atmosphere of a lesson is good, and there is a certain (…), I do not 

know, I am on the same wavelength with students (…), and I speak their 
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language, which is definitely motivating (…), and I think it has to come 

naturally. It has to feel natural; we cannot force it. (Petra) 

 

According to EFL teachers, when they communicate in line with students’ L2 

selves – to strengthen their Ideal L2 Selves – it enhances EFL learners’ motivation. 

One of the participants described it as follows: 

 

I really believe that each of my students can learn English because if I do 

not believe that, then they definitely will not (…), and I think a teacher has 

such an important role in the lives of their students that it can change their 

whole lives (…). I believe that, and whenever we have a situation in the 

lesson, I tell my students what I believe. (Kinga) 

 

3.2.2. The motivating aspects of EFL teachers’ attitudes and behaviours 
Related to the impact of EFL teachers’ attitudinal and behavioural patterns, 

several motivating aspects emerged from the data analysis. It was found that, from 

the perspectives of EFL teachers, their general positive attitudes towards EFL 

learners enhance their motivation. Moreover, EFL teachers perceive their 

happiness, cheerfulness, enthusiasm, and passion as motivating dimensions in 

EFL learners’ motivation. In addition, EFL teachers’ love of the language and 

students was found to be a motivating factor in the EFL classroom. EFL teacher 

participants described these implicit motivating dimensions as follows:  

 

The way I go into the classroom, the way I teach, the way I react to students, 

it is all full of emotion (…). So, the way I approach English is that it is 

something that is my hobby. I can somehow pass that on to the children (…), 

and it is the emotion itself that I have a positive attitude towards students. 

(Ádám) 

 

Every lesson is cheerful. I always go into the classroom in a way that I 

create a positive atmosphere with my attitude (…). It is important for 

students that I am enthusiastic and that I am not a burnout teacher whom 

they see in the classroom. However, they see that I like teaching students, 

and I love students and the language as well. (Anett) 

 

Data analysis revealed that EFL teachers believe their helpfulness, support, 

caring, empathy, understanding, and good-heartedness also positively influence 

EFL learners’ motivation. As one of the participants presented it while recalling 

her positive experiences as an EFL teacher: 

 

I have highly motivated students (…). The most common feedback I receive 

from them nowadays is that I am their “second mother”. Last year, I 
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appeared with this title next to the school director on the tableau created 

by the twelfth graders (…), I said, then I reached the pinnacle of my career 

as a teacher. I have never been a form teacher, even though I would like to, 

but I have never been yet. So, I have never appeared next to the school 

director, but now I have received a place next to him, with the title “second 

mother” under my name. (…) I just asked my students yesterday to provide 

me with feedback, and there were some open-ended questions at the end. 

The most common answer was that they felt that I love and take care of 

them, and I think this is the reason behind this title. (Kinga) 

 

It also emerged that EFL teachers believed that optimism had a positive effect 

on EFL learners’ motivation. Furthermore, EFL teachers’ social behaviours, 

including friendly and kind patterns, also positively impacted EFL learners’ 

motivation, as EFL teachers perceived it. When the following participants 

described their attitudes and behaviour, they summarized it as follows:  

 

I am very kind and friendly, and I can easily approach people (…). I am 

usually in a good mood, I smile a lot, and I am very optimistic about things, 

I think. (Anett) 

 

Well, I think I am very empathetic. That is the first one, and I can deeply 

empathize with everyone. The other one is that I am very social, and I have 

a very big social network (…). I enjoy communicating with people. (Ibolya) 

 

According to EFL teachers, their patient and calm behaviours positively 

affected EFL learners’ motivation. While depicting his attitudinal and behavioural 

patterns, Pál summarized them as follows:  

 

I am patient, and I am basically a peace-seeker, so I always create an 

atmosphere where tension and conflict cannot occur (…). When students do 

not seem to get involved in the lesson, well, obviously, I approach them 

patiently (…). Then do not talk to me, then just talk to your partner (…), but 

do it in English. (Pál) 

 

EFL teachers also found openness and adaptiveness to be implicit motivating 

factors in the EFL classroom. As Enikő pointed out:  

 

If a topic comes up, I can leave the subject for a short while. Then we talk 

about it (…), so I would say that I am spontaneous, and I always have, or 

usually have a plan, obviously, but sometimes although I know where we 

are (…) if something comes up, or I realize what mood my students are in 

(…) then I adapt to them. (Enikő) 
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The data analysis also revealed that EFL teachers considered attentiveness and 

responsiveness motivating dimensions of their attitudes and behaviours. 

Regarding EFL teachers’ attentiveness, Ibolya shared the following experiences: 

 

My student said that after the first few classes, he felt, like in my English 

classes, that he could say what he wanted to express (…) and that he knew 

that (…) they were given the space to work cooperatively in a group and 

(…) I was more of an observer, paying attention to students so that they 

could talk to each other in a group, get to know each other. He was always 

so introverted and did not want to say anything in front of others, but by 

involving him in these conversations, he completely opened up, and 

regarding his communication, this meant a lot in his development. (Ibolya) 

 

According to EFL teachers, their persistence, conscientiousness, and hard-

working attitudes and behaviours positively influenced learners’ motivation in the 

EFL classroom. 

 

So, for example, let’s say the group does not perform well on a test, then I 

do not start thinking about why they did not study more, but what I did not 

do in class or why. So, what is it that made these results bad? Perhaps we 

did not practise enough (…). I am not sure that this is always the right way 

to look at this issue, but I am working on it (…). I am conscientious (…) so 

we do not just turn in the lesson, and that is it, but our work should have 

results, both personally and professionally. (Mónika) 

 

EFL teachers also emphasized the importance of being a role model and setting 

an example for learners in terms of motivation. For instance, as Pál summarized:  

 

I would say that it can be a cliché that you do not achieve something with 

a child by telling them, but by setting an example, that is, following a role 

model. And I think that if a teacher is nice to a child, then that can motivate 

them (…) that the child follows the teacher on some level, and this can mean 

both human level and professional level (…), and I think that this is a very 

big motivation for a child, so I am not sure that a teacher will motivate (…) 

by how strictly, consistently, or effectively they teach (…) but by what kind 

of person they are and whether the student looks up to them for something, 

or sees a role model in them and follows them. (Pál) 

 

EFL teachers’ honesty and trustworthiness also emerged as perceived 

motivating factors in their attitudes and behaviours. Erika pointed out as follows:  
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I think teachers have to be very human and understanding because students 

are struggling with so many problems these days, that I really think that you 

have to be professional not only in your subject, but also humanly. If 

someone is not born with the ability to empathize with students, then it is 

terribly difficult to learn so it is not enough for a teacher (…) to be at the 

top professionally, I think that in terms of relationships, you have to do your 

best, because students can realize from the first moment what kind of 

attitude you have, for example, or if you are not honest, and then it is very 

difficult to expect honesty and openness from students if you are not honest 

as a teacher. (Erika) 

 

It also emerged that EFL teachers who built mutual trust with students through 

their attitudes and behaviours, and treated EFL learners as partners, believed 

these, too, had a positive impact on student motivation. 

 

This generation appreciates being handled as partners as opposed to the 

old teacher-student relationship. I think when I handle them as partners 

(…), and we mutually trust each other, it motivates them for sure. (…) In 

this kind of relationship, students can make mistakes because I also make 

mistakes and admit them. (Mónika) 

 

4. Discussion 
Regarding the findings of this study, which aimed to explore EFL teachers’ 

implicit role in the EFL classroom from their perspectives, it was revealed that 

EFL teachers could recall several situations when they unconsciously enhanced 

EFL learners’ motivation in the EFL classroom, along with several aspects of their 

interactions, attitudes, and behaviours which seemed to influence EFL learners’ 

motivation as perceived by them positively. Related to the affective dimensions 

of EFL teachers’ interactions with EFL learners, it was found that the unconscious 

positive interactions and encouragement, EFL teachers’ sense of humour and their 

willingness to laugh with students, their interactions related to students’ language, 

and those interactions which happened in accordance with the vision of students’ 

future L2 selves (by which they could strengthen learners’ Ideal L2 Selves), 

enhanced EFL learners’ motivation as perceived by EFL teachers. 

Considering the motivational aspects of EFL teachers’ behavioural and 

attitudinal patterns, several emerging themes were identified during the data 

analysis. Through recalling their experiences, attitudes and opinions, EFL 

teachers’ generally positive attitude towards learners, their happiness and 

cheerfulness, enthusiasm and passion, helpfulness, support and caring, empathy, 

understanding and good-heartedness, optimism, friendliness and kindness, social 

behaviours, along with their patience and calmness in the EFL classroom were 

identified as factors EFL teacher believe have an implicit role in motivating EFL 
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learners. Furthermore, EFL teachers’ openness and adaptiveness, attentiveness 

and responsiveness, persistence, conscientiousness and hard-work, their 

behaviours when they function as role models for students and set an example for 

students, their honesty and trustworthiness, their behaviours related to building 

mutual trust with students and handling students as partners in the EFL classroom, 

their love of the language, of students and of teaching were all identified as 

affective dimensions of EFL teachers’ attitudes and behaviours and which are 

perceived by them as motivating factors in the EFL classroom.  

The above-discussed findings confirm the importance of what Lamb (2017) 

referred to as the “human side of teaching”, which enhanced L2 learners’ 

motivation (Lamb, 2017, p. 45). The results of this study also prove the significant 

role of teachers’ behaviours in the EFL classroom (Dörnyei & Ushioda, 2011; 

Kálmán, 2023). Specifically, the results of this interview study support the view 

that teachers’ generally positive attitude towards learners (Mezei & Csizér, 2005), 

their supportive attitudes and behaviours, and their empathy and happiness have 

a positive implicit impact on learners’ motivation (Ghanizadeh & Moafian, 2010; 

Kálmán, 2023). Similar to previous research findings, these participating teachers 

also believe that teachers’ good relationships with learners and motivated teacher 

behaviours play an essential role in motivating learners (Csikszentmihalyi, 1997; 

Ghanizadeh & Moafian, 2010; Lamb & Wedell, 2015). Furthermore, teachers’ 

enthusiasm (Kálmán, 2023; Mezei & Csizér, 2005) and their conscientiousness, 

kindness, and joyfulness are considered to have an implicit influence on learners’ 

motivation (Kálmán, 2023). 

 

5. Conclusion 
This study explored the implicit motivational agency of Hungarian secondary 

school EFL teachers through their interactions, attitudes, and behaviours as 

perceived by the participating teachers. A qualitative approach was employed in 

the study in order to reveal how secondary school EFL teachers believe they 

influence their learners’ motivation through their behaviours, attitudes, and 

interactions from the perspectives of EFL teachers and what aspects of secondary 

school EFL teacher interactions, attitudes, and behaviours EFL teachers perceive 

to be motivating in the EFL classroom. The study revealed that EFL teachers 

perceive themselves as having a strong implicit role in motivating EFL learners. 

Participants could identify several aspects of their interactions with EFL learners 

as well as the attitudinal and behavioural patterns that they firmly believe motivate 

EFL learners. The study confirmed the need to examine the teacher’s implicit role 

and supported previous research’s findings (Csikszentmihalyi, 1997; Dörnyei & 

Ushioda, 2011; Ghanizadeh & Moafian, 2010; Kálmán, 2023; Lamb & Wedell, 

2015; Mezei & Csizér, 2005). 

This study might also have limitations: only EFL teachers were involved in the 

interview study, and other stakeholders, such as teacher trainers and trainees or 
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school leadership, were not invited to participate. As for directions for future 

research, EFL learners’ (Pálfy, 2024) and teachers’ perspectives could be 

compared, focusing on similarities and potential differences in their perceptions. 

Moreover, future research could involve conducting a questionnaire study to test 

the findings of this study on a larger sample and yield more generalizable results, 

thereby confirming the emerging themes of this interview study (Creswell, 2009; 

Dörnyei, 2007). 
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Appendix A 

 

The participants 
 

No Name Gender Age Type of school Years of EFL teaching 

in secondary education 

1. Alexandra female 26 general secondary 

school 

Approx. 2 years 

2. Kinga female 48 general secondary 

school 

Approx. 28 years 

3. Anett female 46 practice high 

school 

Approx. 20 years 

4. Enikő female 27 general secondary 

school 

Approx. 1 year 

5. Erika female 53 vocational 

secondary school 

Approx. 30 years 

6. Pál male 51 practice high 

school 

Approx. 25 years 

7. Lívia female 25 practice high 

school 

Approx. 1 year 

8. Petra female 59 general secondary 

school 

Approx. 25 years 

9. Júlia female 51 general secondary 

school 

Approx. 6 years 

10. Ibolya female 52 general secondary 

school 

Approx. 27 years 

11. Mónika male 50 general secondary 

school 

Approx. 25 years 

12. Ádám male 57 general secondary 

school 

Approx. 33 years 
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Appendix B 

 

The final draft of the EFL teachers’ interview guide in English – 

translated from Hungarian 

 
1. Introductory questions 

 

- How old are you? 

- What kind of school do you teach at? 

- When did you start teaching English? 

- How many lessons do you teach per week? 

- How satisfied are you with becoming an English teacher? 

 

2. Teacher behaviour 

 

- How would you describe yourself as an English teacher? 

- Recall a memorable good experience as an English teacher and tell it in detail, 

or a bad one (if you had any), and tell it. 

- Tell me how your family and friends would characterize you. 

- How would you describe your personality and behaviour in general? 

- Are there characteristics that you have that have changed over the years? If so, 

what are they? 

- Could you tell me some characteristics that you think your students would 

describe you with? 

- Are there any characteristics that you only show in class and some that you show 

when you are with students outside of class? 

- If there is a difference between what people see in class and how you behave 

outside of class, what do you think could be the reason? 

 

3. The role of teacher’s behaviour in motivation 

 

- What do you think a motivating English teacher is like? 

- How much do you consider yourself a motivating English teacher? Why? 

- How much do you think your students consider you a motivating English 

teacher? Why? 

- What do you usually do to encourage students? 

- What other ways do you think you can encourage students to learn English? 

- Tell me about a situation when, in your opinion, your emotional expressions 

encouraged students to learn English. 

- Tell me about a situation when you think you motivated students to learn English 

by the way you interacted with them. 
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- Tell me about a time when you think your behaviour motivated students to learn 

English.  

- Where do you think your motivation comes from? Who/What do you attribute 

to being able to motivate students like this? 

- How do you think your motivation has changed over the years? Why? What 

influenced it? 

- How do you think it can be said in general that there are teachers whose 

personalities (emotions, communication, behaviour) motivate students more to 

learn English? Why do you think so? 


