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ABSTRACT

This study examined the relationship between perceptions of teacher of English
instructional styles (i.e., support for video lecture learning, support and feedback for
learning, and support for autonomy learning) with twelfth-grade students’ learning
motivation and learning engagement. Data was collected from randomly selected twelfth
grade students (N =510), male (N = 206), female (N = 304), age (from 16 to 21), field of
study (social sciences N= 200, real sciences N= 310), and Std. Deviation of (sex .491,
age.833, and field of study .489) at high school in Cambodia using adapted scales
questionnaire. This study found all constructs have a relationship with each other from very
low to moderate (from 0.184 to 0.585). Moreover, structural equation analyses revealed
that perceptions of teacher of English instructional styles have a significant association with
twelfth-grades students’ learning motivation and learning engagement. This study found
support video-lecture for learning associated with intrinsic and extrinsic learning
motivation, and also associate with behavioral, and cognitive engagement. This study also
found support and feedback for learning associate with intrinsic learning motivation, and
behavioral engagement. However, the study found among the three measures of
instructional styles, support for autonomy learning was the strongest predictor of intrinsic
learning motivation and the most important determinant of affective engagement. Support
video lecture was the strongest predictor of extrinsic leaning motivation. This study
provides more scientific evidence concerning determinants of twelves grade students’
learning motivation and learning engagement. In addition, practical implication is

recommended for teachers of English.

Keyword: English of teacher’s instructional styles, / learning motivation, / learning

engagement, / structural modeling equation
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CHAPTER 1
INTRODUCTION

This chapter is subdivided into seven sections. The chapter begins with background
of the study that leads to the problem statement of the research study. After research
objectives, research questions, research significance, scope and limitation of research, and

operationalize definitions of key term.
1.1 Background of the study

English is a world language that has been used for economy, tourism, business,
communication, academic study, international education and daily life (Tahir, Yousafzai,
Jan, & Hashim, 2014). It is highly valued as an important tool for education, employment,
and it was recognized as a foreign language in Cambodia education in the late 1980s by the
Ministry of Education, Youth and Sport (Moore, 2010). English is so important for students
broadening their minds, developing emotional skills, improving the quality of life by
providing job opportunities (Tahir et al., 2014). English has provided students more gain
confidence, effective personality, perfect communication. Since English was approved and
taught as a foreign language in Cambodia, English for Cambodia (EFC) was developed and
practiced in both lower- secondary and upper-secondary (Moore, 2010).

Generally, if students are poor in English language, they are going to face many
problems in their studying. Most universities use English language as the main core
teaching and learning. The curriculum, reading materials, assignment, and group
presentation are used English language. Moreover, students are also difficult doing
research, finding information, doing assignment, using ITC and communicating. English
is as foundation for researching and reading materials, book that are really essential for

getting knowledge, skills, experience in order to high qualification (Uysal, 2019).

The Ministry of Education, Youth and Sports reformed its education by including
the foreign language subjects like English as priority, introducing initiatives to enhance
English language education in Cambodian state schools by creating new English
textbooks, upgrading teaching methodology, teacher instructional styles, developing

teaching materials and technology in teaching and learning (Widiati & Hayati, 2015).



It is developed focus on Cambodian context that can involve and encourage students
to learn effectively. Moreover, workshops both online and real class about ELT (English
Language Teaching), research methodology are the main activities to support and teaching
and learning. Furthermore, MoEYS provides incentives score to students in grade 9 and
grade 12 in national exam. Training courses for sharing knowledge, classroom
implementation and teaching methodology, encourage teaching staffs to upgrading in their
professional by providing scholarship to study in the country and abroad. Although,
Ministry of Education Youths and Sports did many reforms on English language teaching
and learning, students always low achievement and they cannot achieve their learning

goal.
1.2 Research problem

English plays the main role in Cambodia ’s education systems (Widiati & Hayati,
2015). It is important for students for careers, communication, daily activities, and
academic study. However, Cambodian students in grade 12% are always low achievement
for English subject. According to MoEYS (2016), students who graduated grade 12, there
were 71.83% failure rates of foreign language in National Exam (Bredenberg, 2018).
Currently, Em and Nun (2022) stated a high school is sought 78.72 % failures rates of final
exam in grade 12" in 2021 for English subject. Moreover, many empirical studies revealed
the cause which led learner to be lower learner or low achievement due to lower
engagement in learning and teaching process (Estévez, Rodriguez-Llorente, Pifieiro,
Gonzalez-Suarez, & Valle, 2021; Garcia-Martinez, Landa, & Ledn, 2021; Newmann,
1992). According to S. Chan, Maneewan, and Koul (2021c) clarified that learning
engagement has strongly relationship with students’ achievement. When student perceived
high engagement, their achievements are developed automatically. The learning process

and course performance undergo from the low degree of student engagement (Newmann,

1992) .

Proved by Rahimi and Asadollahi (2012); Tolley, Johnson, and Koszalka (2012)
effective teaching styles and classroom management have improved students’ perceptions
and behaviors of engagement involving with classroom activity. Teaching styles,
classroom management and teacher-student interactions are considered as an indicator of
student achievement and it is an important factor to create an effective learning

environment (Sieberer-Nagler, 2016). In this respect, Brandisauskiene et al. (2021)
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pointed out that student engagement is the result of successful classroom teaching and
school development activities and that it is an increasingly important concept on that

Se€nse.

Furthermore, Cambodian teachers' teaching is motionlessly deficient to accelerate
learners' learning. Numerous teachers were unable to achieve the intended outcomes from
Cambodian education curriculums (Benveniste, Marshall, & Araujo, 2008; Tandon &
Fukao, 2015). As a result, in order to improve educational quality, MoEYS (2018)
specified prior development of teachers' instructional supports and curriculums in the
teaching process. Relying on the qualities of the teachers, students can learn autonomously
either separately or in groups. As a result, the shortages of learning engagement or
achievement may be refereed on instructional conduct during the teaching process in the

past.
1.3 Research purposes

In this study is to examine the relationship of teacher of English instructional styles
are associated with twelfth grade students’ learning motivation, and learning engagement
in English subject. This study focused only on teacher of English instructional styles were
grounded by self-determination theory as learning structure (i.e., support for video lecture
learning, and support and feedback for learning,) and autonomy support (i.e., support for
autonomy learning), were mediated by learning motivations (i.e., intrinsic motivations and
extrinsic motivations), and associated with learning engagement (i.e., affective

engagement, behavioral engagement, and cognitive engagement).
1.4 Research questions

1. What is the relationship between measures teacher of English instructional styles,
learning motivations and, learning engagement?
2. Which aspects of teacher of English instructional styles, are associated with

learning motivations, and learning engagement?
1.5 Research significance

In fact, empirical study impacted on the effects of daily activations enormously. Most

of studies were reflected among real-based situations. Hence, this study contributed in



enhancing educational filed significantly with three layers: policy, academics, and practical

level. As raised up with, researcher have pointed out as following:
Policy level

Obviously, this study has turned into a crucial instructional model for increasing
learning engagement and can allow interested teachers to customize this instructional style
(support for video-lecture, support and feedback for learning, and support for autonomy
learning) to improve learning engagement and accomplishment for students in the familiar
contexts. It contributes to raising educational standards by supporting curriculums and
instructions that Ministry of education, youth, and sports, along with developed
counterparts, can disseminate through official outlets throughout the whole nation.
Moreover, sustainable development goal that expected to heighten the people’s income
form lower-middle income to lower-higher by 2030, this research maybe opened a way in

looking for a solution acceleratively as well.
Academics level

As can be abovementioned, this study focused on instruction and curriculums for
teaching entire general knowledge education with bilingual teaching styles. Hence, the
implementation of the teacher of English instructional styles support to enhance learning
engagement (support for video lecture learning, support and feedback for learning, and
support for autonomy learning) can propose them to enable us to choose one of them to
modify in order to increase student achievement or engagement. Theoretical-based
instruction were rarely hard to analyzed among developing countries, as lacking of research
design was related. Thus, efficiency and proficiency of finding was highly appropriate and
reflecting with educational needs specifically.

Practical level

Marvelously, theories were countered with this study might be led to be strongly
predicted and believable among developing countries, essentially for Cambodia context.
Surprisingly, for next generation researchers may be confident with their studies, due to
supporting with similar context. It could provide as support for further research
investigations that consider variables that are depending on teacher of English the

instructional styles. The concept can be continued to improve that lead its coefficient



validity. Last, but not least, antecedent research can develop their conceptual-based
instruction to fit with theories as possible.
1.6 Scope and limitation of research
The following was included in the scope of this study
1. The study's constructs included teacher of English instructional styles (support for
video lecture learning, support and feedback for learning, and support for autonomy
learning), learning motivation (intrinsic learning motivation and extrinsic learning
motivation), and learning engagement (affective engagement, behavioral
engagement, and cognitive engagement).
2. 510 students in the twelfth grade are from four high schools in Cambodia
participated in this study.

1.7 Operationalize definitions of key term

The terms needed to finish this study could have a variety of meanings. The

necessary key concepts are defined below to help readers with study purposes grasp them
more easily. So, the definition of key terms will list as following:
Teacher of English instructional style refers to structural behaviors, teaching styles or
learning environment that teachers or instructor build to promote leaner’s thinking,
activities and feasibility. Leaners and teachers are considered as main role in supporting for
learning and teaching process in the classroom or out-of- classroom.

1. Support for video lecture learning means that the teacher provides certain
clips related to the courses and allows students to watch them before beginning
the class. A tool in the flipped classroom or blended learning technique is video
support. It is appropriate for the Covid-19 epidemic era, which was encouraged
in use in promoting new educational technology for the twenty-first century.

2. Support and feedback for learning are referred to teacher’s respond with
students ‘questioning in term of practice. Teacher required to fulfill what leaners
insists to know to improve their clarity through each lesson or assignment.

3. Support for autonomy learning refers to how freedom of making decision for
leaner to receive or refuse what they think or they are possible or hesitated to
complete their task. Autonomy support offered learners expand their critical
thinking or high order-thinking to determine self-concept and setting goal for

fostering accelerative improvement in practicing for learning.



Learning motivation refer to some elements that boost up leaners’ emotion in learning. It

is a reinforcer in learning by external and internal factors. The intrinsic and extrinsic

rewards are considered as motivators to fulfill on task achievement intentionally.

1.

Intrinsic motivation refers to the action is being enjoyed even if there is no obvious
reward and lead the participants in acts intrinsically driven in order to exist self-
determination and competence.

Extrinsic motivation refers to external rewards to boost potential learning such as:
discipline, pressure, performance, competition, evaluation and assessment by

teachers or others

Learning engagement refers to how much attention of students pay to learning activities

such as involving classroom activities, coming to class, doing tasks, submitting

assignments, listening to teachers’ instructions, activeness, participation, interest,

motivation, and effort.

1.

Affective engagement refers to emotions that is a main factor of engagement
indicates students’ emotional reactions such as happiness, interest, enjoyment,
values, students’ reactions towards teachers, curriculum content and class.
Behavioral engagement refers that how and to what extent the students are active,
paying attention, putting effort and showing persistence, putting effort and showing
persistence.

Cognitive engagement defined as the extent to which students are willing and able
to take on the learning task. It indicates self-regulation and use of learning strategies
activities as well as in terms of self-regulation where students use self-regulating

strategies to plan, monitor, and evaluate their cognition to gain mastery over task.



CHAPTER 2

LITERATURE REVIEW

This chapter begins with outcome variables (learning engagement), mediator
variables (learning motivation), predictor variable (teacher of English instructional styles
resulting in support for video lecture learning, support and feedback for learning, and
support for autonomy learning). Next, the review of the literature about Self-determination
theory. Related theories and research studies come along with the discussion of each
variable. Finally, the conclusion is drawn to clarify the studied variables. The purpose of
this review is to provide an understanding of related theories and research and the rationale

for the choice of the predictor and outcome variables.
2.1 Definitions of learning engagements

A number of theories and models of engagement were developed which laid the
foundation to conduct research studies on school engagement, student engagement and
classroom engagement (Smith, Sheppard, Johnson, & Johnson, 2005). Most of the
researches conducted on secondary education, concluded that active engagement of
students in school activities leads to greater academic achievement. Moreover, social
interaction and teacher-student interaction also helpful to achieve good grades (Willms,

2003).

Engagement refers to the level of behavioral (e.g., attention) and emotional (e.g.,
interest, excitement) participation that a person exhibits when actively participating in an
activity (Reeve, Jang, Carrell, Jeon, & Barch, 2004). However, in other research,
engagement is also sometimes referred to as on-task conduct, which refers to overt student
actions in the classroom or at home (for example, effort and perseverance with regard to
schooling, involvement, and time on homework) (Lane & Harris, 2015; Raphael, Pressley,
& Mohan, 2008; Ryan & Deci, 2000b). Engagement can be measured at an individual level
(Reeve, 2012) or at group level such as the classroom (Reeve et al., 2004).

Learning engagement is an aspiration to enhance student’s learning and refers to
the active involvement of a student in a learning task (Christenson, Reschly, & Wylie,
2012). The basis of learning engagement is that all student activities can be concerned in
an active cognitive process, and they are driven for learning environment and activities are

important to them “By engaged learning, we mean that all student activities involve active
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cognitive processes such as creating, problem-solving, reasoning, decision-making, and
evaluation. In addition, students are intrinsically motivated to learn due to the meaningful

nature of the learning environment and activities” (Kearsley & Shneiderman, 1998, p. 20).

Conner (2016) also defined the term engagement as the degree of responsiveness,
curiosity, interest, attentiveness that students show during teaching and learning process
which further led to increase the level of motivation that cause progress in their education.
Basically, learning engagement indicates the student intellectual investment in learning and
the students endeavor pointed towards learning, understanding, gain expertise and skills
which is the main purpose of education to be promoted in the students (Newman &
Schwager, 1992). Consequently, engagement refers to the vitality that has utilized to
complete the task as well as it is intellectual investment that engage student to accomplish

their work by utilizing their cognition (Shaari, Yusoff, Ghazali, Osman, & Dzahir, 2014).
2.1.1 Factor structure of learning engagements

Based on Kahu (2013, p. 12), there are four dominant research perspectives on
student engagement: the behavioral perspective, which emphasizes student behavior and
institutional practice; the psychological perspective, which defines engagement as an
individual psycho-social process; the socio-cultural perspective, which emphasizes the
critical role of the socio-political context; and the holistic perspective, which takes a
broader view of engagement. Although, recently lots of studies have been always focused
on three constructs in their empirical study as cognitive, behavioral and affective
engagements (Conduit, Karpen, & Farrelly, 2016; Fredricks, Blumenfeld, & Paris, 2004;
Kahu, 2013).

Affective engagement refers to emotions that is a main factor of engagement
indicates students’ emotional reactions such as happiness, interest, enjoyment, values,
students’ reactions towards teachers, curriculum content and class. Students reveals
emotional engagement when they reflect emotional responses to learning activities
(Fredricks et al., 2004). Students reveals emotional engagement when they reflect
emotional responses to learning activities (Conner, 2016). Affective engagement refers to
positive and negative reactions to teachers, class fellows and learning activities such as
combination of positive emotions like students’ interest and happiness in class and negative

emotions are boredom and anxiety (Giiniic & Kuzu, 2014).



Behavioral engagement defined as behaviors such as effort, persistence,
concentration, attention, asking questions, and participation in learning activities (Birch &
Ladd, 1997). It also refers that how and to what extent the students are active, paying
attention, putting effort and showing persistence, putting effort and showing persistence
(Ellen A. Skinner, Kindermann, & Furrer, 2008). Moreover, Fredricks et al. (2004) also
described behavioral engagement are observable behaviors that can easily be perceived by

teacher, such as task achievement and involvement in learning activities

Cognitive engagements indicates self-regulation and use of learning strategies
activities as well as in terms of self-regulation where students use self-regulating strategies
to plan, monitor, and evaluate their cognition to gain mastery over task (Greene, 2015).
According to Corno and Mandinach (1983) cognitive engagement refers to learners’ effort
and willingness to fulfill their learning activities by themselves that covered on time and
efforts. Cognitive engagement is operationally defined by evaluating the amount in which
students do homework, attend class, participate in extracurricular activities, or interact with
teachers in general, as well as how motivated they appear while participating in group

discussion (James J. Appleton, Christenson, Kim, & Reschly, 2006).
2.2 Definition of learning motivation

Learning motivation refer to some elements that boost up leaners’ emotion in
learning. It has been from the Latin that it means that “to move”(Weiner, 1992), basically
what can lead learners to accelerate their actions with rationale idea via their purposes
(Eccles, Wigfield, & Schiefele, 1998). In difference, motivation has considered as
dependence variable causing by its elements was required need other motivator, such as
learning climates, classroom management, teaching style, instructional strategies, school
environments, leadership style and material supports as well. However, motivations can
directly predict with learning outcomes as called independence variables (Reiss, 2012;

Ryan & Deci, 2000a, 2020).
2.2.1 Factor-structures of learning motivations

Motivation was divided into two categories in self-determination theory: intrinsic
motivation and extrinsic motivation. Intrinsic motivation develops when a task is done

because it is intrinsically engaging or rewarding, whereas extrinsic motivation occurs when



something is done because it has a specific outcome. Intrinsically motivated encourages

students to keep learning (Reiss, 2012; Ryan & Deci, 2000a, 2020).

Intrinsic motivation refers to the performance were activated by inherent
satisfaction and while people have been motivating by challenge or fun. Intrinsic
motivation is called as independent motivation behavior that enhanced humans become
active, interested and joyful being. Not only, it can be a part of cognitive, social, and
physical achievement as well as, it promoted knowledge and skills for humans to fulfill
their intentions. The measurement of intrinsic motivation can consider as “free choice” that
learners can show about their self-reported of enjoyment, or interest though some program
of training course (Ryan & Deci, 2000a). As a result, intrinsic motivation can contribute to
mastery learning, achievement of performance goals, and overall life’s happiness (Diseth

& Samdal, 2014).

Extrinsic motivation refers to benefits received outside of the classroom, such as
discipline, work stress, competition, assessment by teachers, or others (Coon & Mitterer,
2012; Ryan & Deci, 2020; Vallerand et al., 1992). Three elements of extrinsic motivation,
including external regulation, introjection, and identification, are described by Vallerand et
al. (1992) and Hayamizu (1997). Parents' and teachers' forces are examples of external
factors that improved what is referred to as external regulation. Introduction refers to what
their actions created in terms of reason, and identification refers to what their actions
produced in terms of task value. Extrinsic motivation might therefore result in strict
performance, dissatisfied attitudes, and the use of improper instructional methods (Corpus,
McClintic-Gilbert, & Hayenga, 2009; Ryan & Deci, 2020). However, it has still been as a
main component to improve learning outcome such as engagements, self-efficacy, and
cognitive ability (S. Chan, Maneewan, & Koul, 2021b; S. Chan et al., 2021c¢; Reiss, 2012;
Ryan & Deci, 2000a, 2020).

2.3 Definitions of instructional styles of teacher of English

Instructional style refers to teaching methodology that teacher support for student
in learning process to achieve learning outcome or increase what teacher considered as
intended learning input to improve efficiency of educational process in-class and out-class
(Lee, 2001). In many ways that teacher can adapted to promote what they hope it will

happen after their teaching and learning class. As well, English class, teacher of English
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also required to prepare instruction style to ensure learners exist psychological needs to
build, learning feasibility, and efficiency. However, this research study was proposed with
self-determination theory to support in the teacher ‘s pedagogy. this theory contends that
when students' fundamental needs for relatedness (i.¢., a sense of belonging and connection
with their teachers and peers), competence (i.e., the feeling of effectiveness and mastery
learning), and autonomy (i.e., freedom or ownership in their learning) are satisfied, they
are motivated to engage in learning. (Deci, Olafsen, & Ryan, 2017; Deci & Ryan, 2012,
2013).

2.3.1 Factor structure of instructional styles of teacher of English

Depended on various studies for learning context to promote learners can be
satisfied with engagement, it constructed by three dimensions; involvement, structure and
autonomy (S. Chan, Maneewan, & Koul, 2021a; S. Chan et al., 2021b, 2021c; Ryan &
Deci, 2020). However, based on Jang, Reeve, and Deci (2010), only autonomy support and
structure have been also adequate sponsors to promote learning engagement. Structure
refers to how well-information were offered to learners who are be ensured can improve
the positive academic outcome (Jang et al., 2010). Constructive feedback, explicit
explanation with guidelines, instrumental supports were supported through structured
teachers (Jang et al., 2010; Ryan & Deci, 2020). Hence, in this study, we chose support and
feedback to adapt with.

Support and feedback refer to an instructional style that learners were treated with
teacher’s consultant (Taras, 2013). Learners’ doubt can be clarified by teacher’s advice or
opinions to ensure explicit understanding or instruction with purposes of learning such as
content knowledge and psychological needs such as motivation, self-efficacy, self-esteem,
and engagement (S. Chan et al., 2021b, 2021c; Deci & Ryan, 2012). Furthermore, Heng
(2014) stated that support and feedback is regarded as a distinctive construct on academic
engagement and achievements. Low support and feedback might be dangerous for learning
engagement (Crook et al., 2012). Moreover, for instrumental support, video lecture can be
appropriate with this study as well. Video-lecture refers to an instructional style that
learners will be offered the video-lesson for their study in-class and pre-class. Videos with
explicit explanation, learner will be perceived in successful learning (Y. M. Chan, 2010).
A dependable instructional design for teaching support is the video lecture. Setting up

lessons using videos requires the teacher to be succinct and focused on the learning
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objective, use the right viewpoints and voice of the teacher to explain focus points, bring
to light key ideas and concepts with activation, increase interaction by going to speak in a
dialogue and positive style, and integrate video in a setting that promotes active learning
by using multimedia, loaded questions, or relevant and important assessment tasks (Brame,
2015). Additionally, Sabli¢, Mirosavljevi¢, and Skugor (2021) looked for surveys with

video-lecture that can show teachers or students how to study and advance in the classroom.

Autonomy refer to the freedom of learning for learners to motivate learning process
and also it has known that as choice in learning for learner to complete their goal (Deci &
Ryan, 2013; Kusurkar & Croiset, 2015). Teacher of English become as autonomous
supporter in learning whatever learner ask for assistant. Teachers can offer for free choices
that mean learners can make own decision in learning to choose what they think that can
improve their learning goal as well as associated with learner’s attitude, cognition, and
perceptions (S. Chan et al., 2021b; Moon & Ke, 2020; Erika A. Patall & Zambrano, 2019;
Ellen A Skinner & Belmont, 1993). As a result, autonomous learning can help learners
acquire strong autonomy, which leads to them discovering what they call their decision via
their opportunities and situations on their own. The information from the environment is
processed to inform many choices on their times and spaces. Learners gain flexibility,
lessen harmfulness, and develop intrinsic effort and self-determination to manage all

aspects of their lives (Deci & Ryan, 2013).
2.4 Theorical background of study

This researcher objective was to examine on teacher of English instructional styles
(i.e., support for video lecture learning, support and feedback for learning, and support for
autonomy learning), and learning motivations (i.e., extrinsic motivations and intrinsic
motivations) are associated with learning engagement (i.e., affective engagement,
behavioral engagement, and cognitive engagement). In support with this study, researcher

used self-determination theory to clarify the association between each variable as bellow.
2.4.1 Self-determination theory

A heuristic theoretical framework known as "self-determiner theory" has been
developed to investigate people's motivated behavior in a variety of scenarios, including
educational settings (Ryan & Deci, 2000a, 2020). According to Self-determination theory,

need supports strengthen intrinsic motivation and internalization that lead in higher
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achievement, so although intending to regulate academic achievement directly through
rewards, restrictions, and assessments generally fails to work, leading to decreased
performance and motivation. Self- determination theory’s studies indicate addressing
students' basic psychological needs encourages well-being, a trend that is consistent across
ages, race, and culture, and that rejecting needs causes suffering. Considering the variety
of learners, basic need assistance is very essential, and they emphasize the especially key
function of autonomy support towards creating equitable society. Self-determination theory
asserts that persons have three fundamental psychological needs: competence, relatedness,
and autonomy (Ryan & Deci, 2000a, 2020). Recent studies from various settings
demonstrate the benefits of need supporting educational settings in catalyzing more
autonomously learning motivations. So, this theorical review three main factors of self-

determination theory as following.

2.4.1.1 Autonomy

Autonomy is characterized by a sense of determination and ownership over one's
activities (Ryan & Deci, 2000a). It really is promoted by perceptions of interest and value,
and it is diminished by experiences of external control, complete tasks rewards or penalties.
In order to encourage student autonomy, teachers must make an effort to comprehend,
accept, and, whenever feasible respond to the opinions of their charges. Teachers
additionally strive to provide students opportunity to take leadership and effort in their
schooling through open-handed them relevant choices and assignments that can fire their
interests. Whenever people demand something, they explain a convincing reason (Ryan &
Deci, 2020). Choice is another factor that might enhance autonomy. According to Self-
determination theory, when students have a feeling of choice, they perceive deeper
ownership of events and total independence, which leads to more intrinsic motivation (Bao
& Lam, 2008). However, not all types of choices are related with feelings of autonomy.
There are sometimes meaningless choices, such as choosing among alternatives that an
individual does not desire or choosing among options that have minor restrictions
embedded with students (Ryan & Deci, 2006). On the other hand, if someone voluntarily
accepts the worth of or is motivated to pursue the relevant behavior, they has no choices
and somehow still feel autonomous (Ryan & Deci, 2020). Teachers can encourage
autonomy by considering students' interests in addition to their choice. Students are also
inclined to view them as more capable when they do that (Jang, Reeve, & Halusic, 2016).

Researchers that looked into the structure and support of teacher autonomy in high schools
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in the United States discovered that both students' perceptions of autonomy support and

instructors' autonomy support predicted learning engagement (Jang et al., 2010).

2.4.1.2 Competence

Competence is defined as a sense of mastery, or the belief in one's ability to achieve
and progress. Competence is effectively achieved in well-structured organizations that
provide appropriate difficulties, positive feedback, and chances to advance (Ryan & Deci,
2020). If students have more control over educational outcomes, their emotions of
competence are increased (Stroet, Opdenakker, & Minnaert, 2013). By giving structure,
teachers can bolster students' fundamental psychological demand for competence.
Organizing the learning environment does not equate to restricting students' ability to
experiment or express their creativity. Based on the literature, Stroet et al. (2013) separate
four characteristics of instructors' provision of structure. First, clarity is achieved by
offering clear, comprehensive, and understood instructions. Second, offering students
insightful and constructive comments. Third, giving students direction during class
activities by, for instance, watching over their work or providing assistance when needed
can give pupils structure. Fourth, teachers' support can provide pupils a sense of structure,
which helps them feel like they have greater control over their academic progress. Teachers

can motivate pupils, for instance, by setting high standards for their academic performance.

2.4.1.3 Relatedness

Relatedness is concerned with a sense of identity and connectedness. It is aided by
the conveying of esteem and concern. Each of these three essential needs is regarded as
detrimental to motivation and well-being (Ryan & Deci, 2020). According to (Baumeister
& Leary, 2017)there are two key parts to the urge for relatedness or the need to belong.
People require regular, conflict-free interpersonal contact that is ideally fulfilling and
affectively beneficial. On the other hand, individuals must believe that their interpersonal
connections are characterized by consistency, emotional closeness, and continued existence
in the future. The demand for relatedness can be satisfied by social interaction or by
becoming a part of a community or social group. Base on (Stroet et al., 2013) a teacher's
interaction with students is insufficient to satiate the students' desire for interpersonal
relatedness in a (secondary) educational context. However, instructors' level of
participation in the classroom can have an impact on kids' emotions of relatedness at school.
Relationship participation between the teacher and the learner is how relatedness is

conceptualized (Reeve et al., 2004; Tessier, Sarrazin, & Ntoumanis, 2010). According to
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Reeve et al. (2004) a teacher can demonstrate their commitment in the classroom by, among
other things, investing time and effort, showing caring, and walking over to the pupils rather

than remaining in the front during class.
2.5 Relationship between motivation and engagement

Self-determination theory, there were different motivational types are relevant to
people. There is a continuum of motivation, from "amotivation" (lack of motivation for an
action) to "intrinsic enthusiasm." A person is driven by themselves rather than by outside
forces like pressure or rewards in the latter case, which is known as self-determined
motivation (Ryan & Deci, 2000a; Tessier et al., 2010). Deci and Ryan (1985) identified
four "extrinsically-regulated behaviors," differing in how much the motivation is self-
determined, between the continuum of "amotivation" and "intrinsic motivation" (Ryan &

Deci, 2000a).

The first type is called externally regulated motivation, which happens when
someone takes an action to avoid other people-controlled penalties or to receive external
rewards (Ryan & Deci, 2000a; Vansteenkiste & Ryan, 2013). Second, introjected
motivation is referred a person is driven to act in a certain way in order to escape shame,
worry, or to win the admiration of others (Ryan & Deci, 2000a). Third, regulation via
identification become form of motivation, is more strongly related to autonomy since a
person personally accepts the value of an action or standard, but may not find it fascinating
or pleasurable (Ryan & Deci, 2000a; Vansteenkiste & Ryan, 2013). Forth, integrated
regulation is most independent type of extrinsic motivation and is referred a person
engages in a particular activity because it is consistent with his or her larger set of values

and commitments (Ryan & Deci, 2000a; Vansteenkiste & Ryan, 2013).

Importantly, research based on SDT has demonstrated a continuous link between
higher levels of self-determined motivation and favorable outcomes including greater well-
being, better performance, greater perseverance, enhanced academic accomplishment, and
increased engagement (Tessier et al., 2010; Vansteenkiste & Ryan, 2013). Engagement is
a crucial factor in predicting students' academic learning, grades, achievement test results,
retention, graduation, and academic resilience, among these outcomes (Pajares & Graham,
1999; Reeve, 2012; Reeve et al., 2004; E. Skinner, Furrer, Marchand, & Kindermann,

2008). Engagement is a complex concept including elements of behavioral, emotional, and
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cognitive(Fredricks et al., 2004) . Reeve (2012) enhances agentic involvement as a fourth

dimension.
2.6 Empirical Studies

According to Tessier et al. (2010), provision for fundamental psychological needs
is a relationship between motivation and engagement. Students' self-determined motivation
and engagement rose in classrooms when professors effectively modified their teaching
methods to better accommodate students' psychological needs. A pre-test post-test design
was employed in the study by Tessier et al. (2010) over the course of three weeks. The
effectiveness of the teaching method was evaluated, as well as the involvement of the
students and the students' self-reported psychological needs fulfilment and motivation. It
was thought that the cause of the favorable student outcome was teachers' ability to
successfully modify their motivating style as determined by the post-test. S. Chan et al.
(2021c¢) studied academic engagement of pre-service teachers was investigated using
learning motivation as a moderator of effective instructional practices (autonomy support,
instructional clarity, support and feedback, and support for cooperative learning). 601
second-year pre-service instructors agreed to participate in the data collection. Using
structural equation modeling, it was shown that pre-service teachers' perceptions of teacher
educators' instructional styles are significantly related to their intrinsic motivation and
academic engagement. However, according to Liu, Yao, Li, and Li (2021) support for
autonomy learning has no effective on cognitive engagement. Teacher autonomy support
can improve student engagement in learning activities, but repeated failure or high pressure
can lead to wunconstructive goal beliefs and negative emotional experiences,
underestimating their roles. Positive motivational beliefs and accumulated positive
experiences in students may influence their academic success, but longitudinal data is
needed for further examination. Reeve et al. (2004) have specifically looked at the
relationship between teachers' observed teaching styles and students' observed group
involvement. They discovered that teachers exhibited more autonomy-supportive behavior
following training, which led to greater student engagement, in their experimental research
with a delayed-treatment control group. Moreover, E. Skinner et al. (2008) looked at the
relationship between students' involvement and teachers' motivating methods. However, at
the start of the academic year, they discovered that students who felt both internal and

external pressure (poor autonomy) were becoming more emotionally and behaviorally
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disengaged. Moreover, Furtak and Kunter (2012) studied in 7th-grade science class on
motion, this study explores how procedural and cognitive autonomy-supportive teaching
affects student learning and motivation. In comparison to students in high cognitive
autonomy-supportive conditions, the study indicated that students in low cognitive
autonomy-supportive situations learnt more, perceived more choice, and gave instruction
higher ratings. The results are discussed in the perspective of reforming science education.
Otherwise, James J Appleton, Christenson, and Furlong (2008) explained students who are
more autonomously driven are more engaged, according to research conducted in the
context of physical education, whereas students who feel unmotivated or under external
pressure to participate in physical education activities are less interested. The purpose of
the current study is to close this gap by establishing a clear correlation between instructors'

basic psychological needs for support and their students' motivation and involvement.

Asserted by Shin, Kim, Hwang, and Lee (2018), among Korean college students,
the study examined the effects of intrinsic motivation for volunteering and illuminating
feedback on the formation of life meaning. Results demonstrated that constructive criticism
had a good impact on student's commitment to their goals and social responsibility,
especially those with poor motivation. Student purpose confidence was predicted favorably
by intrinsic motivation and feedback. It is imperative to offer genuinely driven experiences
and illuminating feedback that fosters competence throughout service work to boost life-
purpose development. Additionally, it is not apparent if social support affects transfer
directly or through the motive to transfer. While some models contain direct connections
between social support and training transfer, others make the assumption that motivation
to transfer fully mediates the influence of social support on transfer. Finer sub-dimensions
of social support are specified by some models, including supervisor support, peer support,
supervisor punishments, and feedback/coaching. The connections between social support,
transfer motivation, and training transfer were studied in a meta-analysis. The biggest
predictor of motivation to transfer was peer support, and the strongest predictor of training
transfer was feedback/coaching (Reinhold, Gegenfurtner, & Lewalter, 2018). However,
based on Wang and Zhang (2020) perceived teacher feedback has moderating effects on
learning engagement. High frequency, difficulty, and diversity assessment factors improve
students' engagement, while feedback without these factors may decrease or have no

impact. Learning engagement is moderated by perceived instructor feedback. Moreover,
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praise at the personal level is ineffective in enhancing learning as it rarely addresses

feedback questions (Black & Wiliam, 1998; Hattie & Timperley, 2007).

Based on Yang, Zhang, Pi, and Xie (2021)The study investigated the connection
between learning from video lectures and pre-interpolated questions. 63 college students
were given the option of seeing instructional videos with interpolated pre-questions or
without them. The findings indicated that pre-questions were more beneficial for pupils
with high accomplishment motivation than for those with low motivation. The fixation
duration and transfer were longer for students with high accomplishment motivation in the
pre-question condition compared to the no-question condition. Students with low
achievement did not show these disparities. According to the research, interpolated pre-
questions in video learning are advantageous for highly motivated students, however the
advantage is felt more in terms of transfer than in terms of retention. Moreover, according
Pi, Zhang, Zhang, Gao, and Li (2023), the effects of motivator compositions on video
lecture interaction and learning performance were regulated by the students' prior
knowledge. In the temporoparietal junction-inferior parietal lobule and anterior prefrontal-
anterior prefrontal cortex during co-explaining, high motivation composition increased
interpersonal brain synchronization (IBS), whereas low prior knowledge composition
decreased IBS in the supramarginal gyrus-anterior prefrontal cortex. The results indicate
that teachers should support high motivation students in co-viewing video lectures and
support students with limited prior knowledge to improve cognitive communication,
argumentation, and regulating-related behavioral sequences. In addition, Costley and
Lange (2017) investigated the relationships between media diversity, LSEI, and FBI in e-
learning environments. It surveyed 88 students in South Korea, focusing on cyber
university classes. Results showed no relationship between media diversity and viewership,
but both lecture viewership and media diversity were positively correlated with LSEIL.
However, neither media diversity nor viewership was positively correlated with FBI.
Ultimately, LSEI was positively correlated with FBI. This suggests that delivering video
lectures through diverse media forms can enhance the learning experience and improve
student satisfaction, engagement, and interest in online courses. However, according to on
Walker and Koralesky (2021) when learner are lack of peer- and -teacher interaction, they

were lead to lower in affective engagement with video lecture support.
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2.7 Conceptual Framework

English instructional styles Learning motivations Learning engagements
/-Support for video \ -Intrinsic motivation - Affective engagement
lecture learning | - Extrinsic motivation |—»| - Behavioral engagement
-Support and - Cognitive engagement
feedback for learning >
- Support for
Autonomy learning

- /

Figure 1.2. The Relationship Between the independent and dependent variables of the study

According to several empirical researches, teacher of English instructional styles,
learning motivation, and learning engagement completed in many different countries,
subjects and grades. Moreover. The research tools for measuring are also adapted from
different scholars, and previous research articles. In this study, researcher is going to
conduct teacher of English instructional styles, leaning motivation, and learning
engagement in English for twelves grade students in rural high school in Cambodia. As
well, a laten variable is “support for video lecture learning” were seemed some research

studies contradictorily adapted until now with engagement (Walker & Koralesky, 2021).

2.8 Summary of the research study

In summary of research study was focus on how to improved learning engagement
(i.e., affective, behavioral and cognitive) through effective teacher of English instructional
styles (i.e., support for video lecture learning, support and feedback for leaning and support
for autonomy learning), and learning motivation (i.e., intrinsic motivation, extrinsic
motivation). Learning engagement is an aspiration to enhance student’s learning and refers
to the active involvement of a student in a learning task. In addition, it is measured by three
factors; affective engagement, behavioral engagement, and cognitive engagement).
Affective engagement refers to emotions that is a main factor of engagement indicates
students’ emotional reactions such as happiness, interest, enjoyment, values, students’
reactions towards teachers, curriculum content and class. Students reveal emotional
engagement when they reflect emotional responses to learning activities. Behavioral
engagement defined as behaviors such as effort, persistence, concentration, attention,

asking questions, and participation in learning activities. Cognitive engagement refers to
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learners’ effort and willingness to fulfill their learning activities by themselves that covered
on time and efforts. Learning motivation refer to some elements that boost up leaners’
emotion in learning. Learning motivation was divided into two categories in self-
determination theory: intrinsic motivation and extrinsic motivation. Intrinsic motivation
refers to internal motivator to complete the learning task like understanding the benefit of
doing task, mastery learning, and goal. Extrinsic motivation refers to external motivators
to complete learning task like, reward, punishment, and discipline. Teacher of English
instructional styles refer to some techniques that teachers or educators set up to support for
learners. Learning structure, and autonomy support were adapted with teacher of English
instructional styles that grounded from self-determination theory. Learning structure refers
to how to support students by teacher with explicit instruction like offering with learning
techniques such as support and feedback for learning, and support video lecture for
learning. Autonomy support refers to the amount of freedom that were offered by teacher
for student in making decision for doing task. The last, that can be linked each factor to
create a new model for researcher study and can look for a new way to solve the problem

with leaning engagement.
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CHAPTER 3
METHODOLOGY

More in-depth information about the study's research techniques is included in this
chapter. Research design, site, population, sample size, and sampling method for the
research, research constructs, research instruments psychological research instrument
procedures for collective data, the method used to get it, validity, reliability, research ethics,

and data analysis.
3.1 Research design

This study was adapted with quantitative research design, as correlational study that
aims to predict and explain the relationship between teacher of English instructional styles,
learning motivation, and learning engagement. This research examines the relationship
between teacher of English instructional styles with twelfth grade students’ learning

motivation, and learning engagement in English subject.
3.2 Site, population, sample size and sampling method

The population of this study is high school students who have been studying twelfth
grades in Cambodia. Sample size of this study was collected in Kampong Cham province
of Cambodia, and there are 51 items that was measured from eight main constructs. Hence,
an accurate sample size of this study was at least 510 samples. Simple random sampling

was utilized to select participate from students have been studying in twelfth grades.
3.3 Research constructs

The research study consisted of eight observed variables which are from laten
variables. There were endogenous latent variables such as teacher of English instructional
styles, there are three sub-constructs: support for video-lecture. support and feedback for
learning, support for autonomy learning. For learning motivation, was a mediator, there
were two sub-constructs; intrinsic motivation and extrinsic motivation, and there were
exogenous latent variables such as learning engagement, there were three sub-constructs:

affective engagement, behavioral engagement, and cognitive engagement.
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3.4 Research instrument

This study used psychological survey questionnaires were adapted from previous
studies to measure for teacher of English instructional styles (i.e., support for video lecture
learning, support and feedback for learning, support for autonomy learning) learning
motivation (i.e., intrinsic motivation and extrinsic motivation) and learning engagement

(i.e., affective engagement, behavioral engagement, and cognitive engagement).
3.4.1 Psychological research instrument
For this research tools, researcher separated into two parts:

1) Part 1: Three questions were asked for individual information of participants such
as gender, age, filed of study.

2) Part 2: 51 Items self-reported questions utilizing a five-point Likert scale 1
(“strongly disagree”) and 5 (“strongly agree”) were adapted to evaluate each

observed variable in the research model.
For sources of research tools, researcher adapted from different previous studies as:

1) Teacher of English instructional styles
a. Support video-lecture learning was adapted from Long, Logan, and
Waugh (2016)and_there are 7 items.
b. Support and feedback for learning was adapted from Heng (2014) and
there are 7 items
c. Support for autonomy learning was adapted from Simon and Salanga
(2021) and there are 7 items.
2) Learning motivation
a. Intrinsic motivation was adopted from Pintrich (1991) are there are 6 items
b. Extrinsic motivation was adopted from Pintrich (1991) are there are 5
items
3) Learning engagement
a. Affective engagement was adopted from Fredricks, Blumenfeld, Friedel,
and Paris (2005) and there are 6 items
b. Behavioral engagement was adopted from Fredricks et al. (2005) and there

are 5 items
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c. Cognitive engagement was adopted from Fredricks et al. (2005)and there

are § items.
3.4.2 Development the quality of psychological research instruments

Although this study tool was adapted from earlier studies, a researcher was still
needed to validate it so that it would work in different circumstances. Measures of each
subscale of the instructional styles used by teacher of English, including support for video-
lecture learning, support and feedback for learning, support for autonomy learning were
used to collect the data to predict learning motivation such as intrinsic and extrinsic
motivation, and learning engagement including affective engagement, behavioral
engagement, and emotional engagement. To change these subscales, translation and back-
translation technique was employed by Behling and Law (2000). Additionally, the concept
reliability and validity were ensured using factor analysis and correlation statistics. These

are the steps to do in order to improve the research instrument.

Step 1: In this step, the related theories and empirical studies were reviewed in order
to operationalize definitions of keywords. Then researcher adopted research instruments
allowing the definitions of keywords. After, researcher try to impose this instrument can be
suited with high school student level and Cambodia context with English course. Not only,
to make sure that this tool can be strongly strengthened in face validity, researcher invited
for two researchers and two bilingual teachers of English to check it. Explicitly, we begun
using translation methods from(James J Appleton et al., 2008). First, we translated the
original items to English version. Second, we back-translated into Khmer versions. The
last, we compared between English version and Khmer version to ensure linguistic

meaning.

Step 2: In this step, we use letter-representatives for three main constructs and eight

sub-constructs as below:

TEIS  refers to Teacher of English Instructional Styles
SVL  refers to Support for Video-lecture Learning
SFL  refers to Support and Feedback for Learning
SAL  refers to Support for Autonomy Learning
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LMT  refers to Learning Motivations

ILM  refers to Intrinsic Learning Motivation
ELM  refers to Extrinsic Learning Motivation
LEM  refers to Learning Engagements

AEM refers to Affective Engagement

BEM refers to Behavioral Engagement

CEM  refers to Cognitive Engagement

Step 3: In this step, to check construct reliability, researcher used each item with
fifty-one high school students in twelfth grades. They confirmed with this study in self-
reported questionnaires and rated each report on a 5-point Likert scale ranging from 1 to 5.
That one is the lowest satisfaction ("strongly disagree") and five is the highest satisfaction
("strongly agree"). The last, Cronbach’s Alpha coefficient statistics was used to check the
construct reliability and indicated results in appropriateness of each item. Support for
video-lecture .732, support and feedback for learning .797, support for autonomy learning.
754, intrinsic motivation.676, extrinsic motivation.764, affective engagement.886,

behavioral engagement.721, and cognitive engagement.843.

Step 4: In this step, researcher sought for five hundreds and ten twelfth grades
students form high schools offering their self-report on survey questionnaires we required
to explain for normal distributions. Skewness and Kurtosis descriptive statistics were used
to indicate normal distribution of data. if Skewness’s data was respected between -1 and +
1 and Kurtosis’s data was respected between -1.96 and +1.96, they were considered as fit
with the most common distributions (Joe F. Hair, Howard, & Nitzl, 2020). In this study
found that descriptive statistics value of Skewness and Kurtosis raged from -0.14 to +0.95,
and -.30 to +1.87 that shown data was normal distributions. On the other hand, for
development the multicollinearity of data were used the criteria of T. Kline (2005) that

proposed that intercorrelation between items were higher than 0.85.

As below in table 3.1 presented correlations among all the subscales in the model.

All variables had very low to high correlations (from 0.171 to 0.671), which allowed us to
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eliminate multicollinearity problems (R. B. Kline, 2015). Perceptions of support for video-
lecture, support and feedback for learning, and support for autonomy learning were
positively correlated with perceptions of intrinsic motivation, extrinsic motivation and with
perceptions of affective, behavioral, and cognitive engagement. Perceptions of intrinsic
motivation, extrinsic motivation were correlated positively with perceptions of affective,

behavioral, and cognitive engagement.

Table 3.1 Descriptive statistics and Pearson's correlation between latent variables (N = 510)

Variables TEIS LMT LEM
SVL SFL SAL ILM  ELM  AEM  BEM  CEM

SVL -

SFL 4717 -

SAL 438" 671 -

ILM 446" 489" 518" -

ELM 3437 2377 3007 3677 -

AEM 3327 393" 539" 490" 184 -

BEM 3047 416" 465 418 1717 .629™ -

CEM 4037 438" 4457 5277 2307 5737 5417 -

Mean 3.95 4.05 3.85 4.03 3.90 3.74 3.79 3.76

S.D 0.57 0.58 0.59 0.56 0.72 0.64 0.57 0.57

Skewness ~ -0.81 -0.95 -0.52 -0.52 -0.65 -0.14 -0.19 -0.68
Kurtosis 1.63 1.87 0.31 0.30 0.44 -0.30 0.01 1.18

*p<0.01.

SVL = Support video lecture learning, SFL = Support and feedback for learning, SAL =
Support for autonomy learning, ILM = Intrinsic learning motivation, ELM = Extrinsic
learning motivation, AEM = Affective engagement, BEM = Behavioral engagement,

CEM, Cognitive engagement

Step S5: After a type of factor analysis statistics were used, is Exploratory Factor
Analysis (EFA) to define the relate items in each construct. EFA’s criteria were used to
check in construct validity such as Eigenvalues, Factor loading, and Communalities data
that use in SPSS statistic program. All items can be kept in the measure if some of them
respected on these criteria, such as Eigenvalues of upper 1.00, Factor loadings of upper

0.45 and Communalities of upper or balance 0.45(Floyd & Widaman, 1995). In this study
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found that most of construct was reported that EFA’s data were eigenvalues from 1.09 to

12.26, factor loading from 0.46 to .76, and communalities from .47 to .66 respectively.

Table 3.2 EFAs results of all observed variables with all latent variables (N510)

Items

Factor loadings

Communalities

SVL SFL SAL ILM ELM AEM BEM CEM
SVLI .61 52
SVL2 52 57
SVL3 .69 .60
SVL4 73 .63
SVLS .58 49
SVL6 Sl 48
SVL7 .50 .61
SFL2 .70 .62
SFL3 52 .39
SFL4 .65 .56
SFL5 .61 52
SFL6 .67 .54
SFL7 .62 57
SAL4 .63 .61
SALS 55 57
SAL6 .56 .59
ILM1 46 47
ILM2 52 .53
ILM3 .56 54
ILM4 .59 49
ILMS .66 58
ILM6 57 .53
ELM1 75 .65
ELM2 74 .60
ELM3 48 47
ELM4 T2 .62
EMLS .76 .63
AEMI1 .63 .64
AEM2 .70 .66
AEM3 76 .66
AEM4 .70 .64
AEMS .69 .61
BEMI .59 49
BEM4 47 .66
BEMS5 49 .63
CEM4 57 .53
CEM6 .70 .62
CEM7 .50 53
CEMS .50 53
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Eigenvalues 247 1226 1.15 155 192 316 1.09 1.64

% Of
Variance

Cumulative % 35.07 24.04 52.77 45.09 38.82 30.23 5491 42.04

483 2404 225 305 376 620 214 322

SVL = Support video lecture learning, SFL. = Support and feedback for learning, SAL =
Support for autonomy learning, ILM = Intrinsic learning motivation, ELM = Extrinsic
learning motivation, AEM = Affective engagement, BEM = Behavioral engagement,

CEM, Cognitive engagement

Step 6: According to Joe F. Hair et al. (2020) ensured that convergent and discriminant
validity are used to determine construct validity by analyzing and matching Average
Variance Extracted (AVE), Maximum Shared Variance (MSV) and Average Shared
Variance (ASV). The acceptable discriminant validity of AVE’s data required more than
MSYV and ASV, and higher or balance of 0.5 was indicated acceptable convergent validity.
As well, construct or composite reliability (CR) suggested threshold of 0.70 is considered
the acceptable consistency which clarified a group of measured items share high proportion
in measure of variance in the same construct and the last, standardized loading is proposed
threshold of 0.50 to fit and test model of this construct with Cambodian high school
educational level and contexts. In this study found that all constructs are between .52 and
0.83 of CR that indicated acceptable construct validity. However, in this study also found
that all constructs are between .30 and 0.50 of AVE that indicate low convergent validity
and most of constructs are lower of AVE than MSV, but higher than ASV that indicated

between low and acceptable discriminant validity.

Moreover, Teacher of English Instructional Styles was measured by three
subconstructs such as; support for video-lecture, support and feedback for leaning and
support for autonomy learning support. Support for video lecture learning was measured
by 7 items, Support and feedback for leaning was measured by 6 items and support for
autonomy learning was measured by 3 items. Each item had Cronbach's alpha value of
0.78, 0.80, and 0.66, showing a high degree of internal consistency. With mediators
measuring, leaning motivation was measured by two subconstructs such as; intrinsic
motivation, and extrinsic motivation. Intrinsic motivation was measured by 6 items,
extrinsic motivation was measured by 5 items. Each item had Cronbach's alpha value of

0.75, and 0.78 showing a high degree of internal consistency. Lastly, endogenous variables,
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learning engagement was measured by three subconstructs such as; affective engagement,
behavioral engagement, and cognitive engagement. Affective engagement was measured
by 5 items, Behavioral engagement was measured by 3 items, and cognitive engagements
was measured by 4 items. Each item had Cronbach's alpha value of 0.86, 0.66 and 0.68

showing a high degree of internal consistency respectively.

Table 3.3 Cronbach's alpha, CR, AVE, MSV, and ASV of all latent constructs

Latent constructs o CR AVE MSV  ASV
1. Support for video-learning 783 0.80 050 035 0.26
2. Support and feedback for learning 781 0.78 050 049 0.29
3. Support autonomy learning 786 0.6 034 049 03

4. Intrinsic learning motivation 751 073 032 041 034
5. Extrinsic learning motivation 778 0 0.82 050 021 0.11
6. Affective engagement 836 083 050 0.64 033
7. Behavior engagement 662 052 030 064 036
8. Cognitive engagement 813 0.65 040 058 0.28

Confirmatory factor analysis was calculated by M-plus statistics program to ensure
this model can fit with empirical data. There were some criteria of confirmatory factor
analysis statistics; such as Normed Chi-square = (y2) /df (degree of freedom ) is higher
zero or equivalent, statistically significant p-values is smaller than .001 , Comparative Fit
Index values (CFI) is higher than .92 , Tucker Lewis Index values (TLI) is larger than .92
, Standardized Root Mean Residual values (SRMR) is equivalent or less than .08 and, Root
Mean Square Error of Approximation (RMSEA) value is less than .07, when research
instrument was measured with further 30 items and number of samples are more than 250
(Joseph F. Hair, 2019). In this study found that (¥2) = (655,510) = 1114.628, p <.001, CFI
=.93, TL1.92, SRMR =0.045, RMSEA, 0.037 which suggests that the eight subscales could

match the 12grade student’s context in Cambodia.
3.5 Data collection

Ethical conduct is essential for the research. It shows the value as a researcher. In
supporting for this study, data collection was gathered through surveying from high school

students of Cambodia by using self-report questionnaire. The university's Board of Ethics
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approved this study. Permission letter was asked to collaborate from school principals at
high school. Volunteered students who participated in this study, were treated by given

survey questionnaire.
3.6 Data analysis

Objective 1: to study the relationship between teacher of English instructional
styles with learning motivation, and learning engagement. In the object we use correlation
statistic to examine intercorrelation between constructs. 0.8 <r < 1.0 very high correlation,
0.6 <r < 0.79 high correlation, 0.4 < r < 0.59 moderate correlation, 0.2< r < 0.39 low
correlation, and 0 < r < 0.19 very low correlation (Selvanathan, Jayabalan, Saini,

Supramaniam, & Hussin, 2020)

Objective 2: to examine aspects of teacher of English instructional styles associate
with learning motivation, and learning engagement. This objective is to investigate how
perceptions teacher of English instructional styles were associated with twelfth grade
students’ learning motivation and learning engagement, structural equation modelling was
conducted. Model fit was judged based on the values of chi-square (x2) Comparative Fit
Index (CFI), Tucker-Lewis Index (TLI), Standardized Root Mean Squared Residual
(SRMR), and Root Mean Squared Error of Approximation (RMSEA) (Joseph F Hair,
Risher, Sarstedt, & Ringle, 2019; Hu & Bentler, 1999; R. B. Kline, 2015). Joseph F Hair et
al. (2019)suggests that, with sample size of over 250 and measured variables of 30 or more,
the characteristics of model fit should be chi-square with significant p values, CFI or TLI
of above 0.92, SRMR of 0.08 or less with CFI above 0.92, and RMSEA of less than 0.07
with CFI of 0.92 or higher. CFI of 0.96 or higher and SRMR of 0.10 or less never reject a
correct model (Hu & Bentler, 1999). CFI exceeding 0.94 and SRMR of less than 0.06
demonstrate excellent fit; CFI of 0.90-0.94 and SRMR of less than 0.06 indicate excellent
fit; and CFI 0f 0.90-0.94 and SRMR 0f 0.06—-0.10 are indicative of acceptable fit (Joreskog,
Sorbom, & Du Toit, 2001). RMSEA of less than 0.05 indicates excellent fit and RMSEA
below 0.08 demonstrates acceptable fit (R. B. Kline, 2015). To address our research
questions, we assessed the direct path coefficients between three subscales of instructional

styles, two subscales of learning motivation, and three subscales of learning engagement.
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CHAPTER 4
DATA ANALYSIS AND RESULT

The current study was aimed investigating the relationship and association
perceptions of teacher of English instructional styles with twelfth grade students’ learning
motivation, and learning engagement, Hence, the results for this study are presented in two

parts.
4.1 Results

There were two research questions. Question 1 was asked to see how measures of
instructional styles, learning motivation, learning engagement were related with each other.
Questions 2 was addressed to see how aspects of instructional styles learning motivation
associated with learning motivation and learning engagement, respectively. Correlation

analysis was carried out with Mplus 7 software (Muthén & Muthén, 1998-2012)

Research question 1: What is the relationship between measures teacher of English

instructional styles, learning motivations and, learning engagement?

Table 4.1 presents correlations among all the subscales in the model. All variables
had very low to moderate correlations (from 0.184 to 0.585), which allowed us to eliminate
multicollinearity problems (R. B. Kline, 2015). Perceptions of support for video lecture
learning, support and feedback for learning, and support for autonomy learning were
positively correlated low to moderate (from 0.353 to 0.512), perceptions of intrinsic
motivation and extrinsic motivation were low positively correlated (0.367), and perceptions
of affective, behavioral, and cognitive engagement were positively moderate (from 0.475
to 0.585). Moreover, perceptions of support for video-lecture learning, support and
feedback for learning, and support for autonomy learning were positively correlated with
perceptions of intrinsic motivation and extrinsic motivation low to moderate (from 0.208
to 0.479), and perceptions of affective, behavioral, and cognitive engagement low to
moderate (from 0.280 to 0.465). Perceptions of intrinsic motivation, extrinsic motivation
were correlated positively with perceptions of affective, behavioral, and cognitive

engagement very low to moderate (from 0.184 to 0.490).
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Table 4.1 Descriptive statistics and Pearson's correlation between latent variables

(N=510)

TEIS LME LEM
Variables ¢yr spp sar M ELM AEM  BEM  CEM
SVL -
SFL 452" -

SAL 3537 5127 -

ILM 4467 4797 4457 -

ELM 3437 2107 208" 3677 -

AEM 3327 3977 4657 490 184" -

BEM 32974047 3977 4357 2217 5857 -

CEM  .326™ 327" 280" 475" 2147 4757 499" -

Mean 3.95 4.07 3.78 4.03 3.90 3.74 3.83 3.86

S.D 0.57 0.62 0.70 0.56 0.72 0.64 0.60 0.61
Skewness -0.81 -0.99  -0.66 -0.52 -0.65 -0.14 -0.33 -0.75
Kurtosis  1.63 1.67 0.58 0.30 0.44 -0.30 0.49 1.54

Note: “p<0.01.

SVL = Support video lecture learning, SFL = Support and feedback for learning, SAL =
Support for autonomy learning, ILM = Intrinsic learning motivation, ELM = Extrinsic
learning motivation, AEM = Affective engagement, BEM = Behavioral engagement,

CEM, Cognitive engagement

Research question 2: Which aspects of teacher of English instructional styles are

associated with learning motivations, and learning engagement?

Figure.4.1 presents the standardized path coefficients for the final model with
significant paths only. In this model, perceptions of learning motivation mediate the
relationship between perceptions of instructional styles and perceptions of learning
engagement. The overall fit of the final model was excellent, ¥2 (656,510) = 1126.110, p <
.001, CFI=0.93, TLI =0.92, SRMR = 0.045, and RMSEA = 0.037. The model accounted

for a large portion of the variance in the outcomes (R®> = 0.50 and 0.18 for intrinsic
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motivation and extrinsic motivation, respectively; R? = 0.48, 0.44, and 0.43 for affective,

behavioral, and cognitive engagement, respectively).

Support for

Affective
engagement
R?=48

video lecture
learning

*
*
5
< Support and Behavioral \ i
feedback for Engagement \ %
learning R*=44 »

Cognitive
engagement

Figure 4.1. Standardized coefficients for model of twelfth grade students’ learning
motivation mediating the relations between their perceptions of instructional styles and

their learning engagement (N = 510). Note: *p <.05; **p <.01

Table 4.2 presents the significant direct and indirect effects of instructional styles
on learning motivation and learning engagement. As shown in Table 4.2, the perception of
support for video-lecture, support and feedback for learning, and support for autonomy
learning was directly associated with twelfth grade students’ intrinsic learning motivation
(B =0.28), (B =0.21), and (B = 0.33). Moreover, support for video-lecture was directly
associated with twelve grade students’ extrinsic learning motivation (B = 0.37). This this
also found that the perception of support video-lecture for learning directly associate with
behavioral engagement (B=0.15), and cognitive engagement (B = 0.22). Support and
feedback for learning significant directly effect on behavioral engagement (B = 0.15).
Support for autonomy learning was directly associated with affective engagement (p =

0.42) and behavioral engagement ( = 0.23).
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Among the three measures of instructional styles, support for autonomy learning
was the strongest predictor of intrinsic learning motivation and the most important
determinant of affective. Support video lecture was the strongest predictor of extrinsic

leaning motivation.

Table 4.2 SEM result: Direct, indirect and total association for Figure 4.1
Standardized coefficient (f3)

Effects

direct indirect total
On intrinsic learning motivation
Support for video lecture learning 277%* - 27 TH*
Support and feedback for learning 214%* - 214%*
Support for autonomy learning 333%* - 333
On extrinsic learning motivation
Support for video lecture learning 374%* - 374%*
Support and feedback for learning - - -
Support for autonomy learning A13* - A13*
On affective engagement
Intrinsic motivation 356%* - 356%*
Extrinsic motivation - - -
Support for video lecture learning - .098** .098**
Support and feedback for learning - .078%* 078%*
Support for autonomy learning A421%* Jd13%* 534%*
On behavioral engagement
Intrinsic motivation 241%* - 241%*
Extrinsic motivation - - -
Support for video lecture learning .148%* 077%* 224%*
Support and feedback for learning 153 051%* 204%*
Support for autonomy learning 220%* .083%* J12%*
On Cognitive engagement
Intrinsic motivation S575%* - ST5%*
Extrinsic motivation .104%* - 104%*
Support for video lecture learning 223%* 124%* 347%*
Support and feedback for learning - 126%* 126%*
Support for autonomy learning - A81%* A8

Note: *p <0.05; ** p <0.01
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CHAPTER 5
DISCUSSION

As previously mentioned in Chapter 1, the purpose of this study was to examine the
relationship between perceptions of teacher of English instructional styles, learning
motivation, and learning engagement. In this chapter, discussion, limitations and
recommendations for future research, and conclusion and suggestions for practical

implications are provided.
5.1 Discussion

In this study, we examined the relationship between perceptions of teacher of
English instructional styles (i.e., support for video lecture learning, support and feedback
for learning, and support for autonomy learning) with twelfth grade students’ learning
motivation (i.e., intrinsic engagement and extrinsic engagement), and learning engagement
(i.e., affective engagement, behavioral engagement, and cognitive engagement). As
previously reviewed, some studies have examined how these instructional styles influence
students’ learning motivation, and learning engagement. Even rarer is the investigation into
the association between twelfth grade students’ learning motivation, and learning
engagement. The current study examined the relationship between perceptions of teacher
of English instructional styles with twelfth grade students’ learning motivation, and
learning engagement. As mentioned in the literature review, these constructs have scarcely
been assessed in the education context, especially in developing countries like Cambodia.

However, this research produced satisfactory results.

5.1.1 Effects on learning motivation

We found teacher of English instructional styles significantly associate with twelfth
grade students’ learning motivation. We found that support for video lecture learning,
support and feedback for learning, and support autonomy for learning exert positive
influences on intrinsic learning motivation, and only support for video lecture learning and
support autonomy for learning exert positive influences on extrinsic learning motivation. It
suggests that twelfth grade students are intrinsically engaging and encouraging to keep
learning, and become active, interested, joyful, and are more likely to learn towards mastery
learning, challenging tasks, and learning satisfaction in classes where their English teachers
provide support video lecture learning, support and feedback for learning, as well as support

their autonomy in learning (Reiss, 2012; Ryan & Deci, 2000a, 2020). When teachers of
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English give support video lecture for learning, students have more discipline, competition,
external regulation and improving learning outcome, engagement, self-efficacy and
cognitive ability (Coon & Mitterer, 2012; Ryan & Deci, 2020; Vallerand et al., 1992). Many
previous studies also found instructional styles are associate with leaning motivation for
school and college contexts (Bao & Lam, 2008; S. Chan et al., 2021c; Fredricks et al.,
2004; Jurik, Groschner, & Seidel, 2014; Lazarides, Dietrich, & Taskinen, 2019; Erika A
Patall, Dent, Oyer, & Wynn, 2013) instructional styles are associate with leaning
motivation for school and college contexts. However, support for autonomy learning was
the strongest predictor of intrinsic motivation among these instructional styles. This is since
when teacher of English offered twelfth grade students support for autonomy learning, their
competence need was best supported in that one’s need for competence is best satisfied in
a well-structured context that emphasizes positive autonomy learning (Ryan & Deci, 2020).
If so, twelfth grade students are intrinsically motivated to learn when their need for
competence or effective learning is fulfilled (Ryan & Deci, 2000a, 2020). However,
obviously, positive support and feedback factors hardly ever associated with negative

motivations, but just develop them (Reiss, 2012; Ryan & Deci, 2000a, 2020).

5.1.2 Effects on academic engagement

We also found almost teacher of English instructional styles can facilitate twelfth
grade students’ learning engagement. Consistent with multiple studies in school and college
context (Fredricks et al., 2004; Harbour, Evanovich, Sweigart, & Hughes, 2015; Heng,
2014; Jurik et al., 2014; Roksa & Whitley, 2017; Xerri, Radford, & Shacklock, 2018). Our
study found twelfth grade students are more likely to be affectively, behaviorally, and
cognitively engaged in learning in the context where teacher of English provide support for
video lecture learning, support and feedback for learning, and support autonomy for
learning. Moreover, this study showed support for autonomy learning appeared to be the
most important determinant of twelfth grade students’ affective engagement. This might be
because, when support for autonomy learning, twelfth grade students can make own
decision in learning to choose what they think that can improve their learning goal as well
as associated with their emotion, interest, enjoyment, values, and reactions towards
teachers, curriculum content and class (S. Chan et al., 2021b; Fredricks et al., 2005;
Fredricks et al., 2004; Moon & Ke, 2020; Erika A. Patall & Zambrano, 2019; Ellen A
Skinner & Belmont, 1993). Regarding the association between twelfth grade students’

learning motivation and learning engagement, we found aspects of intrinsic learning
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motivation significantly predict all aspects of learning engagement, and extrinsic
motivation has only significant effect on cognitive engagement. These findings suggest that
twelfth grade students tend to be interested in what and where they learn, devote their
efforts in learning, and employ deep learning approaches when they are intrinsically
motivated to learn. This study is in agreement with previous studies that have established
that students’ intrinsic motivation can contribute to learning engagement (Froiland &
Worrell, 2016; Karimi & Sotoodeh, 2020; Lerdpornkulrat, Koul, & Poondej, 2018; Wu et
al., 2020). However, this study found that support video lecture learning has no effect on
affective engagement. Based on Walker and Koralesky (2021) lack of connection between
students and teachers has been linked to reduced affective engagement in learning through
video lecture. This study also found that support and feedback for learning has no effect on
affective and cognitive engagement. According to Wang and Zhang (2020) Students'
engagement is improved by high frequency, difficulty, and diversity evaluation criteria,
while feedback without these elements may have little or no effect on learning engagement.
In addition, praise at the individual level seldom solves feedback issues, hence it is
unhelpful for improving learning engagement (Black & Wiliam, 1998; Hattie & Timperley,
2007). This study found support for autonomy learning has no effective on cognitive
engagement. According to Liu et al. (2021) supporting teacher autonomy can raise student
engagement in class activities, but recurrent failure or extreme pressure might cause them
to set unrealistic expectations for themselves and have negative emotional experiences that
drive them to undervalue their own contributions. This study also found that extrinsic
learning motivation has no effect on affective and behavioral engagement. Base on self-
determination theory, types of extrinsic motivations rarely hard predicted on engagement,
as learners experienced with external factors (e.g., reward, punishment, controlling, and
amotivating), they just show off with pretending attitudes (Reiss, 2012; Ryan & Deci,
2000a, 2020).
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CHAPTER 6
CONCLUSION

6.1 Conclusion

This design found the factors structure was firmly constructed by self-
determination theory in which have chosen with support video lecture learning (.i.e., free-
place for watching, association between textbook and video explanation, and explicit
clarification) support and feedback for learning ( i.e., encouragement, and constructive
and timely feedback) and support for autonomy learning (i.e., degree of freedom with
learning choices were offered by teachers with learning tasks, and learning group), revealed
a significant and positive influences on learning motivation (i.e., self-improvement,
curiosity, challenging task, and ownership, and reward-based learning). Our findings also
show that instructional styles have direct and indirect effects on twelfth grade students’
affective engagement (i.e., enjoyment, interesting, and sense of belonging) behavioral
engagement (i.e., self-discipline, self-regulation and school belonging), and cognitive
engagement (i.e., deep-learning approach, self-curiosity, self-evaluation, and truth-
seeking) for classroom management. This research suggests that a learning environment
that supports basic psychological needs of twelfth grade students, especially EFL twelfth
grade students, is more likely to increase their learning motivation, learning engagement,
and academic achievement with English teaching. For Cambodia context, little is known
about self-determination theory to support for instructional style. In fact, video lecture
support was a little bit in studying among developing countries. Hence, these findings
highlight the need for incorporating these instructional styles into curriculum in order to
improve the quality of twelfth grade students’ instruction, and increase learning
achievement of twelfth grade students through learning motivation, and learning

engagement among bilingual language education.

6.2 Recommendations
6.2.1 Recommendation for further development
Ministry of Education, Youth and Sport

Obviously, this study contributed actively with educational sector, not only
Cambodia. It is only focused on Cambodia context specially. Consequently, most of results

was promoted among Cambodia’s education. As can be expected significantly, when the

37



results were found, researcher recommended: Ministry of Educations, Youth, and Sports
should incorporate these instructional styles into national curriculum in order to improve
the quality of teaching and learning at high school level, then can increase learning
achievement of students through learning motivation, and learning engagement. Moreover,
MOoEYS should fucus on teachers’ ability upgrading by providing them to attends the
training course for both local and international. In addition, MoEYS should take the
perception of teaching and learning context that emphasizes support for autonomy learning,
support and feedback for learning, and support for video lecture learning into teaching
methodology for high level that can encourage the establishment of effective teaching and

learning.
Policymakers and experts

Sustainable development goals (SDGs) were predicted through educational sector
that can be promoted a main principle for developing countries: increasing low-middle
incomes to lower-higher income in 2030. As may be hoped through this study significantly,
to innovate the educational sector in Cambodia were equivalent increasingly, policy makers
and stakeholders who would like to improve pedagogical knowledge for teachers’ training,
should make decisions through each indicator to adapt for training about them. When they
were studied about this finding, they will set up with their teaching at public school to
improve a huge change of student’s learning. They might be attracted the most of students
at high school to pursue in studying. Not only, it can lessen the student’s drop-out rates and
promote enormous human resources for Cambodia. Hence, it can lead Cambodia’s students
were caught up various chances to learn many skills that are appropriate with the latest

changes in the world.
Teachers of English

As can be found, this study straightened and specified for teachers remarkably in
general knowledge education, among indicators were so impressive to support with

instructional style for improving English teaching. Researcher recommended as below:

(1) offer support for autonomy learning through providing students with choices
and rationales for learning, taking into consideration their ideas or interests when designing

learning tasks and homework, and encouraging students to involve classroom activities;

38



(2) offer support and feedback for learning through providing students with helping
students when they had problems with their study, praising students when they do well in
their homework or exercise, checking students ‘homework regularly, giving students
constructive feedback for their homework, and checking the previous lesson before going

on to new lesson.

(3) offer support for video lecture through providing students with giving students
the video of the lesson before class, crating interesting video of the lesson for students,
letting students to watch video at home, and guiding students how to search new video that

related to the lesson, and other search engines.
6.2.1 Recommendations for further studies

Base on the scope and limitations of this study, we recommend prospective
students, professors, practitioners, and scholars should take all high school students (tenth
grade, eleventh grade, and twelfth students)’ perceptions in order to avoid subjective
responses concerning instructional styles. Moreover, the respondents in this study were
high school students in Cambodia, which might lead to an issue of generalizability of the
findings. Therefore, replication studies should be carried out with students of other levels
(e.g., secondary, high school, and higher education) across the disciplines and nationalities

to verify these results.
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APPENDICES

TIMEFRAME
Date Activities
- Read literature review
January 2022 - Choose a topic

- Start writing Introduction, Literature review, Methodology,

and Reference

February-April 2022

- Keep writing Introduction, Literature Review, Methodology,

and References

May-June 2022

- Edit Introduction, Literature Review, Methodology, and

References

- Submit the research proposal and prepare for the proposal

July 2022 defense
- Proposal Defense
Ask permission letter from RUPP
- Send the permission letter with the purpose of the study to the
August 2022 )
target place for the approval of conducting the research
- Create test and course syllabus
- Teaching in real class
September 2022
October 2022 - Teaching in real class
November 2022
-Analyze the data collection and write report
December 2022 -Analyze the data collection and write report
January 20223 - Draft the thesis
- Peer editing
February 2023 - Draft the thesis
- Peer editing
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March 2023

- Editing the report

- Finalizing the report

April 2023

- Submit the research thesis and prepare for the thesis defense

Note: This timeframe is subject to change
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Subconstructs

Items were adapted

Pre-video lecture 1. Ilike viewing pre-class videos better than reading text materials
support learning for English subject.
2. The videos were helpful because I could do them on my own
Long et al. (2016) time.
3. The videos were easy to learn from.
4. The lesson was well-explained in the videos.
5. The videos were helpful for completing the exercise in the
textbooks.
6. The videos were helpful for completing the in-class activities.
7. The in-class activities helped me understand the knowledge
covered in the videos.
Support and feedback | 8. My teacher enables students of different abilities to answer
for learning his/her questions.
9. My teacher offered helps to me when I had (a) problem(s) with
Heng (2014) my study.
10. My teacher praises me when I do well in my homework or
exercise.
11. My teacher always checks my homework.
12. My teacher checks if I had learnt the old lesson well before going
on to new lesson.
13. My teacher always give feedback that helped to improve me
understanding.
14. My teacher always gives me constructive feedback on my
homework.
Support Autonomy for | 15. I feel that my English teacher provides me with choices and
learning options.
) 16. I feel understood by my teacher.
Simon and Salanga | 7, My English teacher conveys confidence in my ability to do well
(2021) in my English subject.
18. My English teacher listens to how I would like to do things.
Students became autonomous learner
19. My English teacher tries to understand how I see things before
suggesting a new way to do things. Self-understanding on
learning
20. My English teacher encouraged me to ask questions.
21. My English teacher answers my questions fully and carefully
Intrinsic learning 22. I prefer lesson content that really challenges me, because I think I
o can learn a new thing.
motivation 23. I prefer a lesson that arouses my curiosity, even if difficult to
Pintrich (1991) learn.
24. The most satisfying thing for me, is trying to understand the
course content as [ can.
25. I decide to choose a lesson that I think I can to learn from even if
I’m not sure getting a good score.
26. 1 prefer a homework that arouses my curiosity, even if difficult to
solve.
27. I decide to choose an exercise that I think I can to solve even if
I’m not sure getting a good result.
Extrinsic motivation 28. Getting a good score is the most satisfying things for me.
29. 1 want to get higher score in the class than most of the other

Pintrich (1991)

students.
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30.

31.

32.

I want to do homework or exercise well offering by teacher because
I think it is important to show off my ability to others.

The most important thing for me, is improving my grade or point
all of course.

My main concern in my study is getting a good grade.

Affective
engagements

Fredricks et al.
(2005)

33.
34.
35.
36.
37.
38.

I like being at English class.

I feel excited by my work in English class.
My English class is a fun place to be.

I am interested my work in English class.

I feel happy in English class.

I feel bored in English class. (REVERSED)

Behavioral
engagements

Fredricks et al.
(2005)

39.
40.
41.

42.
43.

I follow the rules in English class.
I get in trouble in English class. (REVERSED)
When I am in English class, I just act as if I am working.
(REVERSED)
I pay attention in English class.
I complete my work on time for English class.

Cognitive engagement

Fredricks et al.
(2005)

44.
45.
46.
47.

48.

49.

50.
51.

I always check my English exercise for mistakes.

I always study at home even when I don't have a test of English.
I always try to watch videos about things we do in English class.
When I read a English text, I ask myself questions to make sure I
understand what it is about.

I read extra English books to learn more about things we do in
English class.

If I don't know what a English word means when I am reading, I
always do something to figure it out.

If I don't understand what I read, I go back and read it over again.
I talk with people outside of class about what [ am learning in
English class.
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Self-reported questionnaires

Part I: Personal information

Gender: 1. [ Male 2. [J Female
N
Field of study 1. [1 Social Science 2. [] Real Science

Part II: Survey questionnaire

Read each sentence carefully and check the meaning of each sentence certainly to

avoid misunderstanding. Draw the circle in a gape that show about your truth with learning

process in the past.

All your provisions of information are guarantee keeping in secret.

5 = strongly agree, 4 = agree, 3 = not sure, 2 = disagree

1 = strongly disagree

I like viewing pre-class videos better than reading text materials

for English subject.

The videos were helpful because I could do them on my own time.

The videos were easy to learn from.

The lesson was well-explained in the videos.

The videos were helpful for completing the exercise in the

textbooks.

The videos were helpful for completing the in-class activities.

The in-class activities helped me understand the knowledge

covered in the videos.

My teacher enables students of different abilities to answer his/her

questions.

My teacher offered helps to me when I had (a) problem(s) with
my study.
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10

My teacher praises me when I do well in my homework or

exercise.

11

My teacher always checks my homework.

12

My teacher checks if I had learnt the old lesson well before going

on to new lesson.

13

My teacher always give feedback that helped to improve me

understanding.

14

My teacher always gives me constructive feedback on my

homework.

15

I feel that my English teacher provides me with choices and

options.

16

I feel understood by my teacher.

17

My English teacher conveys confidence in my ability to do well

in my English subject.

18

My English teacher listens to how I would like to do things.

19

My English teacher tries to understand how I see things before

suggesting a new way to do things.

20

My English teacher encouraged me to ask questions.

21

My English teacher answers my questions fully and carefully

22

I prefer lesson content that really challenges me, because I think I

can learn a new thing.

23

I prefer a lesson that arouses my curiosity, even if difficult to learn.

24

The most satisfying thing for me, is trying to understand the course

content as I can.

25

I decide to choose a lesson that I think I can to learn from even if

I’m not sure getting a good score.

26

I prefer a homework that arouses my curiosity, even if difficult to

solve.
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27

I decide to choose an exercise that I think I can to solve even if

I’m not sure getting a good result.

28

Getting a good score is the most satisfying things for me.

29

I want to get higher score in the class than most of the other

students.

30

I want to do homework or exercise well offering by teacher

because I think it is important to show off my ability to others.

31

The most important thing for me, is improving my grade or point

all of course.

32

My main concern in my study is getting a good grade.

33

I like being at English class.

34

I feel excited by my work in English class.

35

My English class is a fun place to be.

36

I am interested my work in English class.

37

I feel happy in English class.

38

I feel bored in English class. (REVERSED)

39

I follow the rules in English class.

40

I get in trouble in English class. (REVERSED)

41

When I am in English class, 1 just act as if I am working.

(REVERSED)

42

I pay attention in English class.

43

I complete my work on time for English class.

44

I always check my English exercise for mistakes.

45

I always study at home even when I don't have a test of English.

46

I always try to watch videos about things we do in English class.

47

When I read a English text, I ask myself questions to make sure I

understand what it is about.
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48

I read extra English books to learn more about things we do in

English class.

49

If I don't know what a English word means when I am reading, I

always do something to figure it out.

50

If I don't understand what I read, I go back and read it over again.

51

I talk with people outside of class about what I am learning in

English class.
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Mplus VERSION 6.12
MUTHEN & MUTHEN
03/11/2023 5:41 PM

INPUT INSTRUCTIONS

title: cfa8construct
data: file is kosal.csv;
variable: names are Sex Age FieldStudy
SVL1 SVL2 SVL3 SVL4 SVLS5 SVL6 SVL7
SFL1 SFL2 SFL3 SFL4 SFL5 SFL6
SFL7 SAL1 SAL2 SAL3 SAL4 SALS5 SAL6 SAL7
ILM1 ILM2 ILM3 ILM4 ILM5 ILM6
ELM1 ELM2 ELM3 ELM4 ELM5
AEM1 AEM2 AEM3 AEM4 AEMS AEM6
BEM1 BEM2 BEM3 BEM4 BEM5
CEMI1 CEM2 CEM3 CEM4 CEMS5 CEM6 CEM7 CEMS;
usevariables are SVL1 SVL2 SVL3 SVL4 SVLS SVL6 SVL7
SFL2 SFL3 SFL4 SFL5 SFL6 SFL7
SAL4 SALS SAL6
ILM1 ILM2 ILM3 ILM4 ILM5 ILM6
ELMI1 ELM2 ELM3 ELM4 ELM5
AEM1 AEM2 AEM3 AEM4 AEM5
BEM1 BEM4 BEMS5
CEM4 CEM6 CEM7 CEMS
define: SVL=(SVL1+SVL2+SVL3+SVL4+SVL6+SVL7)/7,
SFL=(SFL2+SFL3+SFL4+SFL5+SFL6+SFL7)/6;
SAL=(SAL4+SAL5+SAL6)/3;
ILM=(ILM1+ILM2+ILM3+ILM4+ILM5+ILM6)/6;
ELM=(ELMI+ELM2+ELM3+ELM4+ELM5)/S5;
AEM=(AEM1+AEM2+AEM3+AEM4+AEM5)/5;
BEM=(BEM 1+BEM4+BEM35)/3;



CEM=(CEM4+CEM6+CEM7+CEMS)/4;

model: SVL by SVL1 SVL2 SVL3 SVL4 SVL5 SVL6 SVL7;
SFL by SFL2 SFL3 SFL4 SFL5 SFL6 SFL7;
SAL by SAL4 SALS SALG6;
I[LM by ILM1 ILM2 ILM3 ILM4 ILMS5 ILM6;
ELM by ELM1 ELM2 ELM3 ELM4 ELMS;
AEM by AEM1 AEM2 AEM3 AEM4 AEMS;
BEM by BEM1 BEM4 BEMS;
CEM by CEM4 CEM6 CEM7 CEMS;
ELM2 WITH ELMI;
SVL4 WITH SVL3;
SFL7  WITH SFL4;
ILM4 WITH ILMI;
SVL5 WITH SVL4;
AEM4 WITH AEMI;
CEM4 WITH SVLI;
CEM8 WITH ELM3;
SFL2  WITH SVLT7;
BEM4  WITH SFL2;
BEM4 WITH AEM4;
BEM4  WITH SFL7;
SVL6 WITH SVLI;
AEM1 WITH SFL7;
ELM2 WITH ILMS;
ILM2 WITH SAL4;
ILMS WITH SVLS;
ILM4  WITH ILM2;
CEM6 WITH ILM1;

output: STDYX MODINDICES TECH4; fscoefficient;



Chi-Square Test of Model Fit

Value 1114.628
Degrees of Freedom 655
P-Value 0.0000

RMSEA (Root Mean Square Error Of Approximation)

Estimate 0.037

90 Percent C.1. 0.033 0.041

Probability RMSEA <= .05 1.000
CFI/TLI

CFI 0.929

TLI 0.920

SRMR (Standardized Root Mean Square Residual)

Value 0.045
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ESTIMATED CORRELATION MATRIX FOR THE LATENT VARIABLES

SVL SFL SAL ILM ELM
SVL 1.000
SFL 0.594 1.000
SAL 0.502 0.703 1.000
ILM 0.568 0.606 0.621 1.000
ELM 0.413 0.271 0.279 0.455 1.000
AEM 0.443 0.499 0.634 0.609 0.248
BEM 0.501 0.556 0.567 0.576 0.303
CEM 0.486 0.418 0.400 0.644 0.240

ESTIMATED CORRELATION MATRIX FOR THE LATENT VARIABLES

AEM BEM CEM
AEM 1.000
BEM 0.804 1.000

CEM 0.626 0.766 1.000



Mplus VERSION 6.12
MUTHEN & MUTHEN
03/11/2023 8:38 PM

INPUT INSTRUCTIONS

title: cfa8construct
data: file is kosal.csv;
variable: names are Sex Age FieldStudy
SVL1 SVL2 SVL3 SVL4 SVL5 SVL6 SVL7
SFL1 SFL2 SFL3 SFL4 SFL5 SFL6
SFL7 SAL1 SAL2 SAL3 SAL4 SALS SAL6 SAL7
ILM1 ILM2 ILM3 ILM4 ILMS5 ILM6
ELMI1 ELM2 ELM3 ELM4 ELM5
AEM1 AEM2 AEM3 AEM4 AEMS5 AEM6
BEM1 BEM2 BEM3 BEM4 BEM5
CEM1 CEM2 CEM3 CEM4 CEMS5 CEM6 CEM7 CEMS;
usevariables are SVL1 SVL2 SVL3 SVL4 SVL5 SVL6 SVL7
SFL2 SFL3 SFL4 SFLS5 SFL6 SFL7
SAL4 SALS SAL6
ILM1 ILM2 ILM3 ILM4 ILMS5 ILM6
ELMI1 ELM2 ELM3 ELM4 ELM5
AEMI1 AEM2 AEM3 AEM4 AEM5
BEM1 BEM4 BEMS5
CEM4 CEM6 CEM7 CEMS
define: SVL=(SVL1+SVL2+SVL3+SVL4+SVL6+SVL7)/7,
SFL=(SFL2+SFL3+SFL4+SFL5+SFL6+SFL7)/6;
SAL=(SAL4+SAL5+SAL6)/3;
ILM=(ILM1+ILM2+ILM3+ILM4+ILMS5+ILM®6)/6;
ELM=(ELMI1+ELM2+ELM3+ELM4+ELMS5)/5;
AEM=(AEM1+AEM2+AEM3+AEM4+AEM5)/5;



BEM=(BEM1+BEM4+BEMS5)/3;
CEM=(CEM4+CEM6+CEM7+CEMS)/4;

model: SVL by SVL1 SVL2 SVL3 SVL4 SVL5 SVL6 SVL7;

SFL by SFL2 SFL3 SFL4 SFL5 SFL6 SFL7;
SAL by SAL4 SALS SALG6;

ILM by ILM1 ILM2 ILM3 ILM4 ILMS5 ILM6;
ELM by ELM1 ELM2 ELM3 ELM4 ELMS;
AEM by AEM1 AEM2 AEM3 AEM4 AEMS;
BEM by BEM1 BEM4 BEMS;

CEM by CEM4 CEM6 CEM7 CEMS;

AEM on ILM ELM SVL SFL SAL;
BEM on ILM ELM SVL SFL SAL;
CEM on ILM ELM SVL SFL SAL;
ILM on SVL SFL SAL;
ELM on SVL SFL SAL;

ELM2 WITH ELMI;
SVL4  WITH SVL3;
SFL7  WITH SFL4;
SVL5 WITH SVL4;
ILM4  WITH ILMI;
AEM4 WITH AEMI;
CEM4 WITH SVLI;
ELM  WITH ILM;
CEM8 WITH ELM3;
SFL2  WITH SVLY7;
BEM4  WITH SFL2;
BEM4 WITH AEM4;
BEM4 WITH SFL7,;
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SVL6 WITH SVLI;
AEM1 WITH SFL7;
ELM2 WITH ILMS5;
ILM2 WITH SAL4;
ILM4 WITH ILM2;
ILMS5 WITH SVLS;
MODEL INDIRECT:
AEM ind SVL;

AEM ind SFL;

AEM ind SAL;

BEM ind SVL;

BEM ind SFL;

BEM ind SAL;

CEM ind SVL;

CEM ind SFL;

CEM ind SAL;

ILM ind SVL;

ILM ind SFL;

ILM ind SAL;

ELM ind SVL;

ELM ind SFL;

ELM ind SAL;

output: modindices (10) stdyx; !fscoefficient;

Chi-Square Test of Model Fit

Value 1126.110
Degrees of Freedom 656
P-Value 0.0000

RMSEA (Root Mean Square Error Of Approximation)
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Estimate 0.037

90 Percent C.1. 0.034 0.04
Probability RMSEA <= .05 1.000
CFI/TLI
CFI 0.927
TLI 0.918
SRMR (Standardized Root Mean Square Residual)
Value 0.045

STANDARDIZED MODEL RESULTS

AEM  ON
ILM 0356 0.075 4735 0.000
ELM -0.051  0.054 -0.954 0.340
SVL 0.078 0.067 1.169 0.243
SFL -0.047  0.087 -0.539  0.590
SAL 0421 0.088 4779  0.000
BEM ON
ILM 0.241 0.086 2.797  0.005
ELM 0.026  0.062 0425 0.671
SVL 0.148 0.077 1925 0.054
SFL 0.153 0.101 1516 0.129
SAL 0.229 0.101 2265 0.024
CEM ON
ILM 0.575 0.089 6.494  0.000
ELM 0.094 0.066 1.438 0.151

SVL 0.223  0.081 2.758 0.006
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SFL -0.014  0.104 -0.137 0.891

SAL -0.033 0.106 -0.307 0.759
ILM ON

SVL 0.277 0.063 4.373 0.000

SFL 0214 0.090 2.381 0.017

SAL 0.333 0.086 3.849 0.000
ELM ON

SVL 0.374 0.073 5.100 0.000

SFL -0.031 0.104 -0.293 0.769

SAL 0.113 0.101 1.122  0.262

Latent Two-Tailed

Variable Estimate S.E. Est./S.E. P-Value

ILM 0.496 0.047 10.499 0.000
ELM 0.178 0.042 4.258 0.000
AEM 0.482 0.045 10.809  0.000
BEM 0.435 0.051 8449 0.000
CEM 0.429 0.055 7.850 0.000

STANDARDIZED TOTAL, TOTAL INDIRECT, SPECIFIC INDIRECT, AND
DIRECT EFFECTS

STDYX Standardization

Two-Tailed



Estimate S.E. Est./S.E. P-Value

Effects from SVL to AEM

Total 0.157 0.064 2.449 0.014
Total indirect ~ 0.079  0.032 2435 0.015

Specific indirect

AEM

ILM

SVL 0.098 0.031 3.159 0.002
AEM

ELM

SVL -0.019 0.021 -0.937 0.349
Direct

AEM

SVL 0.078 0.067 1.169 0.243
Effects from SFL to AEM

Total 0.031 0.092 0336 0.737

Total indirect ~ 0.078  0.038  2.056  0.040

Specific indirect
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AEM
ILM
SFL

AEM
ELM
SFL

Direct
AEM
SFL

0.076

0.002

-0.047

0.038

0.006

0.087

Effects from SAL to AEM

Total

Total indirect

0.534
0.113

Specific indirect

AEM
ILM
SAL

AEM
ELM
SAL

Direct
AEM
SAL

0.118

-0.006

0.421

0.085
0.034

0.035

0.009

0.088

1.990

0.270

-0.539

6.260
3.332

3.361

-0.664

4.779

0.047

0.787

0.590

0.000
0.001

0.001

0.507

0.000
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Effects from SVL to BEM

Total 0.224  0.071 3.151 0.002
Total indirect 0.077 0.031 2.433 0.015

Specific indirect

BEM

ILM

SVL 0.067 0.029 2321 0.020
BEM

ELM

SVL 0.010 0.023 0423 0.672
Direct

BEM

SVL 0.148 0.077 1925 0.054
Effects from SFL to BEM

Total 0204 0.102 1991 0.047

Total indirect ~ 0.051  0.030 1.717  0.086

Specific indirect

BEM

ILM
SFL 0.052 0.028 1.815 0.070
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BEM

ELM
SFL -0.001 0.003 -0.238
Direct
BEM
SFL 0.153 0.101 1.516
Effects from SAL to BEM
Total 0.312 0.096 3.255

Total indirect 0.083 0.034 2.456

Specific indirect

BEM

ILM

SAL 0.080 0.035 2.308
BEM

ELM

SAL 0.003 0.007 0.402
Direct

BEM

SAL 0.229 0.101 2.265
Effects from SVL to CEM

Total 0.347 0.075 4.599

0.812

0.129

0.001

0.014

0.021

0.688

0.024

0.000
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Total indirect 0.124  0.044

Specific indirect

CEM

ILM

SVL 0.159 0.043

CEM

ELM

SVL -0.035 0.026
Direct

CEM

SVL 0.223  0.081

Effects from SFL to CEM

Total 0.112 0.107

Total indirect 0.126 0.054

Specific indirect
CEM

ILM
SFL 0.123  0.056

CEM

2.796

3.731

-1.347

2.758

1.048
2.316

2.215

0.005

0.000

0.178

0.006

0.294
0.021

0.027
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ELM

SFL 0.003 0.010 0.286
Direct

CEM

SFL -0.014 0.104 -0.137
Effects from SAL to CEM

Total 0.148 0.103 1.444

Total indirect 0.181 0.058 3.134

Specific indirect

CEM
ILM
SAL 0.192  0.060  3.198

CEM
ELM
SAL -0.011  0.012 -0.898

Direct
CEM
SAL -0.033 0.106 -0.307

Effects from SVL to ILM

0.775

0.891

0.149

0.002

0.001

0.369

0.759
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Total 0.277 0.063 4373  0.000
Total indirect ~ 0.000  0.000  0.000  1.000

Direct

ILM

SVL 0277 0.063 4.373  0.000
Effects from SFL to ILM

Total 0214 0.090 2.381 0.017

Total indirect ~ 0.000  0.000  0.000  1.000

Direct

ILM

SFL 0214 0.090 2.381 0.017
Effects from SAL to ILM

Total 0.333 0.086 3.849 0.000

Total indirect ~ 0.000  0.000  0.000  1.000

Direct

ILM

SAL 0.333 0.086 3.849 0.000
Effects from SVL to ELM

Total 0.374 0.073 5.100 0.000

Total indirect ~ 0.000  0.000  0.000  1.000
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Direct

ELM

SVL 0.374 0.073 5.100 0.000
Effects from SFL to ELM

Total -0.031 0.104 -0.293 0.769

Total indirect ~ 0.000  0.000  0.000  1.000

Direct
ELM
SFL -0.031 0.104 -0.293 0.769
Effects from SAL to ELM
Total 0.113  0.101 1.122  0.262

Total indirect ~ 0.000  0.000  0.000  1.000

Direct
ELM
SAL 0.113 0.101 1.122  0.262
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