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Abstract

This study explored the relationship between EFL (Eglish as
a foreign language) teachers’ emotional intelligerec (EI) and
their students’ motivational attributes. Additionally, it
investigated the contribution of EFL teachers’ El b students’
motivational factors. To these ends, 30 EFL teacherwere
selected through convenience sampling from language
institutes in Najaf-Abad, and were asked to complet Bar-On’s
Emotional Quotient Inventory. Then, Gardner’s
Attitude/Motivation Test Battery was administered to 221
randomly selected EFL students from the teachers’ BEglish
courses in the language institutes. The results dfivariate
correlation and multiple regression analyses reveat that
there was a statistically significant and positiverelationship
between the teachers’ El and their students’ motivéonal
attributes. Moreover, Adaptability, Interpersonal, and General
Mood, three competencies of teachers’ El, were found teave
higher correlations with the students’ motivational attributes.
But the unique contributions of the above three Esubdomains
as well aslntrapersonal and Stress Management subdomains to
the motivational factors were not statistically sigificant. In
general, the teachers’ EI made a moderate contribidn to the
students' motivation.
Keywords: emotional intelligence, EFL students, EFL teachers
motivational attributes

1. Introduction
In the process of second/foreign language (L2niegr motivation has been
considered as a contributing factor that influentesrners’ success in
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language learning (Norris-Holt, 2001). Dérnyei (@Dbelieves that learners
with high motivation camchieve a working knowledge of an L2, regardless
of their language aptitude, whereas without greativation even the
smartest L2 learners are unlikely to persist longugh to attain any really
useful language. Motivation affects the extent toicl language learners
persevere in learning and their actual achievenéltis, 1994). Gardner
(1985a) considers motivation to learn the languzfgenother community to
be a primary force for enhancing and hinderingroukural communication.
Giving much attention to motivation in language rteag, he defines
motivation as “the extent to which the individuabnks or strives to learn
the language because of a desire to do so anatiséstion experienced in
this activity” (p. 10). Despite the fact that theiee no single integrated
definition of motivation accepted by all researshexs Root (1999) states,
we can all focus on the factors which work togetteecreate or increase
motivation.

Accordingly, some studies on motivation (e.g.,z€siand Dérnyei,
2005; Dornyei, 2001a) have focused on the factffiecting L2 learners’
motivation. Among the factors increasing or dedregas learners’
motivation, the role of teachers has been regaadexhe of the determinants
in the process of L2 learning (Ddrnyei, 2001a; B@&in2001b). According
to Dornyei (2001a), the motivational characterst€ L2 teachers can have
bearings on learners’ motivational disposition, deeeveloping their L2
language use. Jinping also (2005) regards an Léhézaas a facilitative
drive. Thus, teachers’ skills in motivating L2 |lears should be considered
as central to teaching effectiveness (Dérnyei, D01

To move further, the impact of teachers’ emotiontdlligence (El) has
recently received considerable attention in edaoati setting. El is “an
array of noncognitive capabilities, competencieg] akills that influence
one’s ability to succeed in coping with environn@ntemands and
pressures” (Bar-On, 1997, p. 14). This notion id&eto reconcile the two
notions ofcognition and emotion; it is “the habitual practice of thinking
about feeling and feeling about thinking when chogswhat to do”
(Sparrow & Knight, 2006, p. 29) and one of the ptitd predictors of
success in life (Bar-On, 1997). Given its imporgrneome researchers (e.g.,
Dewaele, 2005) have argued in favor of broadentmegfield of instructed
L2 acquisition/learning by including the emotiom#&inension in research to
offer crucial theoretical insights into this fietdat are now absent. Some
scholars (e.g. Goleman, 1995; Mortiboys, 2005) hal¢e argued for the
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necessity of using El skills for teachers. LikewiG®leman (1995) suggests
that teachers become more effective when theywageaof the influence of
El on learning. Similarly, Mortiboys (2005) assetftat the way a teacher
manipulates his/her own emotions and those of &arnncreases the
chances of learners’ engagement and motivationragi@en “might be the
fundamental basis of motivation” (Macintyre, 209245).

Given the above issue and potential role of Eldncational settings,
particularly in the language learning domain, thesestill a scarcity of
research on teachers’ El, particularly in Englishf@areign language (EFL)
contexts. Thus, a gap is felt to study the possiliationship between EFL
teachers’ ElI and learners’ motivational attributesbrs. This issue is
important since some EFL learners do not displagtrang desire and
interest in learning L2 and some teachers oftenptam about the lack of
learners’ motivation and active involvements in learning. It has been
assumed that it might be beneficial for teacherbdomore aware of the
aspects of their own personality and the variabléscting their students’
success in educational settings. This way, they aaate a climate of
enthusiasm and motivation.

2. Literature Review
2.1 Emotional intelligence
Decades after the introduction of the theorysotial intelligencein 1920s
by Thorndike, who defined intelligence as “the @pilo perceive ones’ own
and others’ internal states, motives, and behavand to act toward them
optimally” (cited in Salovey & Mayer, 1990, p. 187%Gardner (1983)
proposed the theory ohultiple intelligenceswhich paved the way for the
development of emotional intelligence (EI). How#&drdner asserted that
“our I1Q is the tip of the iceberg... [Hence] we needre than our 1Q in life
to be effective and successful” (cited in Sparrowgight, 2006, p. 12). At
the same time, other researchers (e.g., SaloveyagelM 1990) accentuated
on the confluence of cognition and affection mestiaby El and expanded
the notion of intelligence to take account of El.

There are now two major conceptual models on E):tife ability
model (Mayer & Salovey, 1997; Mayer, Salovey, & @Gar, 2002), and (b)
the mixed model (Bar-On 1997, 2000; Goleman, 1996 proponents of
the ability model (e.g., Mayer, Roberts, & Barsa2lé)8) view El as a form
of pure intelligence, that is, a cognitive abilishich is separate from the
personality traits. According to them, EIl is theiliab to: (a) perceive
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emotion; (b) use emotion to facilitate thought; oderstand emotions; and
(d) manage emotion (Mayer & Salovey, 1997). Butedwn (1995), who
has proposed a mixed model, integrates an indiVgluabilities and
personality. Like Goleman, who popularized the @ptdoy publishing his
book Emotional Intelligencen 1995, Bar-On (1997, 2000) perceives El as a
mixed intelligence involving cognitive ability angersonality aspects and
stresses the importance of emotional expression thed outcome of
emotionally intelligent behavior in life. In his mel, Bar-On (1997), the
originator of emotional quotient (EQ), has idewtififive major areas: (a)
Intrapersona) including such skills as self-actualization, ipdadence, self-
regard, emotional self-awareness and assertiven@ss;jnterpersonal
including such skills as empathy, interpersonahtiehship and social
responsibility; (c)Adaptability, including such qualities as reality-testing,
problem-solving and flexibility; (d)Stress Managemeninvolving stress
tolerance and impulse-control and@neral Moodincluding optimism and
happiness.

Despite criticisms against the concept of El foe tack of a clear
specification and difficulty in its measuring, abding non-moral, it has
continued to be useful as a scientific construdttaere is a growing interest
to include the role of emotions as a new sourcendividual differences
(IDs) in the research agenda. Although most ofsthidies on EI concern the
role of El with the focus on students or studeni3$ (e.g., Fahim &
Pishghadam, 2007; Pishghadam, 2009; Roohani, 200&e are rigorous
research as regards teachers. For instance, frethef education, Penrose,
Perry and Ball (2007) explored the underlying disiens of teachers’ El
among 239 teachers in Melbourne. Results revehldeachers expressing
high levels of EI would exhibit high levels of abjlin teaching profession.
Also, Salami (2007) investigated the relationsHifcbto work attitudes of
secondary school teachers in South Western Nigeeaults indicated that
emotional intelligence had a significant relatiapskvith work attitude.
Similarly, Lenka and Kant (2012) reported a sigrafit positive relationship
between emotional intelligence and professional eitgpment of 120
secondary school teachers in India. Moreover, ih Eéntext, Ghanizadeh
and Moafian (2010) investigated the relationshimieen 89 EFL teachers’
El and their pedagogical success in language umssitin Iran. Results
revealed a positive relationship between teachsustess and El skills.
Similarly, Moafian and Ghanizadeh (2009) have codésl that promoting
EFL teachers’ El had a positive effect on theirsgeaf efficacy, leading to
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their effective teaching and student achievemerite Bforementioned
studies are illuminating, but little is still knowabout the relationship
between teachers’ El and students’ motivationalofgcand the application
of El to the field of L2 teaching.

2.2 Motivation

The literature on motivation shows that exploringtivation is not new, but
there are models which have been conspicuouslyuanfial in L2
motivation up-to-now and one of them is Gardnet'885a, 1985b) socio-
educational model. In this model, as Gardner (2@XpJains, achievement
in L2 is largely a function of two individual diffence variables i.e.,
language aptitude and motivation. According to @ardmotivation to learn
L2 is considered as requiring three elements; gfidesire and positive
attitude. Three other classes of variables suppprtmotivation are
Integrativeness and Attitudes toward the Learning Situatiorand
Instrumentality Attitude is defined as “an evaluative reacti@an some
referent or attitude object, inferred on the basithe individual's beliefs or
opinions about the referent” (Gardner, 1985a, plrd¢grativeness refers to
“an individual's openness to taking on charactesst of another
cultural/linguistic group” (p. 7), and instrumeritgalrefers to “conditions
where the language is being studied for practicaitiitarian purposes” (p.
11).

Several studies (e.g., Lett & O’'Mara, 1990; Vae&d08) have been
conducted indicating learners’ motivation as cdmtiors to L2 proficiency;
some other studies have explored the relationséipvden motivation and
other learner variables such as strategy use @xgn-huan, 2010; Schmidt
& Watanabe, 2001) and gender (e.g., Salem, 200@&ngnothers; some
(e.g., Ogundokun & Adyeymo, 2010) have found mditra as a potent
predictor associated with academic achievementgratvstudies (e.g.,
Guilloteaux & Dornyei, 2008) have examined the Ib#¢ween the teachers'
teaching practice and their students' languagenilegrmotivation. The
results of these studies on motivation, in genenadicate that, first,
motivating L2 learners is one of the sources diialifty in classrooms by
language teachers; second, language learners’ atiotivand performance
are correlated; third, teachers' motivational pecactinfluence the
motivational behavior of learners. Nonetheless,enirical study, to the
best of this researcher’s knowledge, has addrabserklationship between
teachers’ El and learners’ motivation. There existsourse, a study which



130 The Journal of Teaching Language Skillg 6(3), Fall 2014, Ser. 76/4{

tests whether the El construct can be applied tmdb instruction in L2

learning. In this exploratory study, which focused students’ IDs,

Rodriguez Prieto (2010) explored the relationstd@wieen the theory of El

and language learners’ motivational orientationsytivational learning

effort and achievement by adult L2 Spanish studante/o levels of formal
instruction (beginning and intermediate). Resultiovged positive

correlations between some El skills and some mibtinal orientations i.e.,

an integrative and instrumental orientation, at ithtermediate level. But

higher scores on EI did not predict greater leareffort in the Spanish
class.

In sum, the knowledge about the role of teachetsinB.2 learning
motivation is not sufficient. It seems appropri&beattempt to add some
knowledge to the related literature by exploring talationship between the
aforementioned variables. This issue becomes moygortant in EFL
contexts such as that of Iran where some of thelitons such as close
contact with target native speakers, which canrdmute to successful L2
learning are missing. Additionally, a review ottliterature reveals that
much research has been conducted on learners’ atiotiv(e.g., Csizér &
Dornyei, 2005; Gardner, 2000, Yin, 2008) and aigdplt on the relation of
learners’ motivational factors as regards L2 teexhEhis study then seeks
to investigate how these two variables and themmanents are related. In
addition, it explores the extent to which teach&istan contribute to EFL
students’ motivational characteristics. To thesasethis study relies on the
Bar-On’ (1997) mixed model of El and Gardner’s (388socio-educational
model of motivation in which both ElI and motivati@monstructs include
clusters of factors as the attributes of emotigniatelligent and motivated
individuals. In light of the above issues, thedualing research questions are
addressed:

1. Is there any significant relationship betweemian EFL teachers’ El and
their students’ motivational attributes?

2. Is there any significant relationship betweery sabdomain of EFL
teachers’ El construct (i.elntrapersonal, Interpersonal, Adaptability,
Stress Management and General Mpadth any subdomain of students’
motivational attributes (i.eMotivation Integrativeness, Attitudes toward
Learning Situation and Instrumentalj&/

3. To what extent can Iranian EFL teachers’ El mtézbntribute to their
students’ motivational attributes?
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3. Method
3.1 Participants
Thirty EFL teachers and 221 EFL students partieipanh the study. The
teacher participants were selected through conmeaisampling from the
language institutes in Najaf-Abad, where they cobé&l accessed by the
researcher. They included 18 males and 12 femalkstihe mean age of
27.5. The student participants, who enrolled in hingh-intermediate and
advanced-level English courses, were selected ghrosimple random
sampling from the teachers’ English courses indhguage institutes. They
included 96 males and 125 females with the meano&g®l. The reason
why high-intermediate and advanced-level adult sesiwere selected was
to ensure the participants’ acceptable commandngfigh so as to respond
well to the items in the motivation instrument loé tstudy.

3.2 Instrumentation

Bar-On’s (1997) Emotional Quotient Inventory (EQ-&nd Gardner’'s
(1985b) Attitude/Motivation Test Battery (AMTB) gstoonnaires were used
in the study for data collection. EQ-i is a selpoet measure of EI for
individuals sixteen years of age and over. FollgMBar-on’ mixed model
of El, EQ-i measures five broad areas of skills/petancies of El:
Intrapersonal(40 items),Interpersonal(29 items),Adaptability (29 items),
Stress Manageme(ii8 items)General Mood17 items). The questionnaire
uses a 5-point Likert scale ranging from 1 (vergem or not true of me) to
5 (very often true of me). The sum of all items goises the total scale
score, being referred to as the El score in thidystwhich can range from
133 to 665. Since this questionnaire had been latus and validated in
Iranian setting by Dehshiri in 2003, the translati@rsion was used in the
present study. Dehshiri (2003) piloted it on 25nlan university students.
According to him, the translation version is vadidd all its subscales show
acceptable reliability (0.76). As he states, theside questionnaire has
generally good internal consistency, test-reteslodity, and construct
validity; the Cronbach alpha coefficient for thissasure was found to be
satisfactory. Moreover, the factor analysis prodid®mme support for the
inventory hypothesized structure. Meanwhile, thdiabdity of this
guestionnaire, as measured through Cronbach afphhbei present study,
was satisfactory (0.76); the reliability coefficisrof the subscales were also
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aCCGptab|e C(IntrapersonaI= 0801 ainterpersonalz 0-781 aadaptability = 0-721 Ustress
management— O-74,ageneral mood= 0.75).

The second questionnaire i.e., AMTB, includes 188, coded on a
6-point Likert scale with the response ranging frbrstrongly disagreejo
6 (strongly agree) The test items correspond to the 5 main subscales
Motivation (30 items)ntegrativenes$22 items) Attitudes toward Learning
Situation (20 items) Instrumentality(4 items) andLanguage Anxiety20
items). According to Gardner and Macintyre (1998 validity of AMTB
has been supported. The internal consistency iéyaland test-retest
reliability of the test in Canadian context werpaged to be 0.91 and 0.79
respectively (Gardner, 2005). The items related ttee parental
encouragement for young students and languagetgnwéze excluded from
this study. Because of the age of the participavits, were above 18, it was
appropriate to exclude the items. The Likert-typamis on the parental
encouragement are often used for young childrenbéRoC. Gardner,
personal communication, January 9, 2011). Moredwerfocus of the study
was not on the language anxiety variable, which ld/ooot directly
contribute to motivational factors (Gardner, 200&8hd excluding those
items would not undermine the conceptual model @Rol€C. Gardner,
personal communication, January 9, 2011). As Gar(it@99) states, “the
focus is not so much on the validity of a test agasure, but rather the
elaboration of a conceptual model that is basedesearch” (p. 10). In
addition, expert professional judgment provided sggassurance about the
validity of the instrument in the present reseamsgiting. Also, the
concurrent validity was determined using correladidetween the larger
(104-item) and shorter (76-item) versions of AMTiB the piloting stage.
The correlation coefficientr (= .98, **p < 0.01) provided more assurance
concerning its validity. Meanwhile, the reliabilif the test, as measured
through Cronbach alpha with 76 items (with totadres ranging from 76 to
465) in the present study, was found to be high7(0.The reliabilities of the
subscales were all above .70, t0@divaiion= -80, Qintegriativeness= - 78, Aattitudes

toward learning situatiorr™ -73;ainstrumentality= 12).

4.3 Procedure

Before carrying out the main study in the languaggitutes, the two

guestionnaires of the study were piloted on 10 Edcher and 20 student
participants, who were similar to the main partéeifs in terms of age,
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academic level and mother tongue, to check theatslity of words,
instructions, and scoring procedure. The resultdicned desirability of the
tests. Also, evidence about the concurrent validitthe AMTB measure of
the study was obtained by administering the twasiees of AMTB i.e.,
large and short versions, to the student parti¢goenthe piloting. Then, the
data were collected in two stages during the 20012zacademic year. First,
Bar-On’s EQ-i (1997) was administered to all 30 BEhcher participants
individually within a week at the beginning of teering semester before the
teachers began to know their students. They wel@nmed about the
purpose of the test, but, to avoid sensitivity ytheere not informed about
the next stage of data collection. Second, thehsracwere contacted
personally and a time was set up to administe Atd@B. This survey was
conducted within two weeks at the end of the seeneSthe participant
teachers were asked to leave the classroom andatidomly selected
students were informed about their right to withdrat any time. The
purpose of the test and the significance of progjdionest responses were
completely explained to the students. In doingtlse,participants were also
assured about the confidentiality and anonymityheir responses. Finally,
to explore the relationship between teachers’ Edl dheir students’
motivational attributes, the scores of the AMTBnfrehe students for each
teacher’s class were obtained, aggregated, anché¢la® scores were found.
Statistical analyses were carried out with SPS&0rel 8.0) for Windows.

5. Data Analysis and Results

The descriptive statistics of teachers’ emotion#lligence i.e., EQ-i, and
students’ motivation i.e., AMTB, scores were ob¢girseparately to identify
the profile of the teachers’ level of emotionaleitigence as well as
students’ motivational attributes. As the numbeitefs in both measures
and the subscales was different, to report a costyEdescriptive statistics,
each teacher’s and student’s raw score on the &@-IAMTB was divided
by the total number of the items in each test anthber of the items
composing the subscale in question, which resuitead score on a scale of
1-5 and 1-6 respectively. The descriptive stagst€ both measures are
reported in Table 1.
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Table 1.Descriptive statistics of emotional intelligencealanotivation

scores
Measure N Min Max M SD
EQ-i 30 2.87 4.35 3.6 0.41
AMTB 221 3.07 5.64 4.4 0.53

Note.Min = Minimum; Max= Maximum
As Table 1 reports, the minimum and maximum EQéres among 30
teachers were 2.87 and 4.35 respectively, thataisund 2 standard
deviations below and above the EQ-i mean scoreé)3.3his mean score
was larger than the 2.5 i.e., possible median scorea 5-point scale,
indicating that the teacher sample generally rexkiltigh scores on the
emotional intelligence measure. Also, the minimumd anaximum AMTB
scores in the sample were 3.07 and 5.64 respegctibelt is, a little above 2
standard deviations below and above the AMTB meames(4.45). This
mean score was larger than the possible mediar,souticating that the
student sample generally received high scores emtbtivation measure,
too.

To make sure that the distribution of scores olkthifrom the tests
would not seriously violate the assumption of nditypa Kolmogrov-
Smirnov test was conducted. The results showedthleasignificance value
of the Kolmogorov-Smirnov test for both EQ-i (.14b7 .110) and AMTB
(.183, p = .130) scores were found to be more than 0.Oficating the
normality of both sets of scores. In addition, skewness (0.33 and 0.44)
and kurtosis values (0.78 and 0.20) for the EQd AMTB scores were
small i.e., within the range of -1.5 to +1.5, iratiag an acceptable
normality of variances. Thus, bivariate correlatiamalysis using the
Pearson product moment correlational procedureappsopriate to address
the first research question i.e., to explore theretations between the
teachers’ emotional intelligence and students’ watibnal attribute scores.
When correlations ran, a significant and positiverrelation between
teachers’ EQ-i and students’ AMTB scores was fognd 0.57,**p <
0.01). Also, the effect size was found to be 0.83the correlation of the
scores. Following Cohen's (1992, cited in Larsoi;Ha010, p.112)
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guidelines on the effect size magnitude for, Bis effect size for the
correlation was between medium (.30) to large (.50)

Furthermore, to have a profile of the subdomainsath measures, the
descriptive statistics of the subscales of bothsuess were obtained. The
results are summarized in Table 2.

Table 2.Descriptive statistics of the scores from the salescof EQ-i and
AMTB measures

Measures Subscales N Min Max M SD
Intrapersonal 30 2.83 4.35 3.74 0.47
Interpersonal 30 2.17 4.59 3.71 0.54

EQ-i Stress 30 2.11 4.33 3.24 0.64
Management
Adaptability 30 2.58 4.65 3.56 0.54
General Mood 30 2.29 4.76 3.84 0.44
Motivation 221 3.07 5.83 4,53 0.57
Integrativeness 221 2.73 5.77 4.64 0.61

AMTB Attitude 221 2.65 5.95 4.40 0.71
Instrumentality 221 1.25 6.00 4.40 0.89

As Table 2 demonstrates, the minimum and maximurmi E€res were
observed in théStress Managemerand General Moodsubscales, which
received the lowest and highest EQ-i mean score83(4and 4.76,
respectively). In general, the mean scores onudlscales of the El were
found to be high, indicating that the teacher pgréints scored high on each
subscale of the emotional measure. Moreover, tmnmim and maximum
motivational attribute scores (1.25 and 6.00, retpely) were related to
Instrumentality which received a low mean score, too. In addjtiba mean
scores on the four subscales of the AMTB were fawnide higher than the
possible median, indicating that the student samgeierally scored high on
each subscale, particularly dntegrativeness Furthermore, the standard
deviations in both EQ-i and AMTB measures were Welihe unity,
indicating little score variation on each subscale.

To address the second research question of the, sthéth intended to
seek whether there were any significant relatigrshietween the five
subscales of teachers’ emotional intelligence wita four scales of the
students’ motivational attribute AMTB measures, rBea product moment
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correlation coefficients were obtained after chegkihe test assumptions.
The results are summarized in Table 3.

Table 3 Correlation matrix of the subscale of EQ-i and AMir@asures

Motivation Integrativeness Attitude Instrumentgalit
Intrapersonal 0.22 0.31 0.36* 0.28
(.243) (.092) (.046) (.130)
Interpersonal 0.49** 0.38* 0.54** 0.29
(.005) (.034) (.002) (.109)
Stress 0.30 0.38* 0.38* 0.23
Management (.104) (.038) (.036) (.207)
Adaptability 0.55** 0.54** 0.33 0.39*
(.001) (.002) (.069) (.033)
General Mood 0.53** 0.52** 0.47** 0.42*
(.002) (.003) (.007) (.021)

*p<.05, *p<.01

As Table 3 reveals, significant and positive catiehs between the
components of both measures were found. The higlwselations were
found betweerAdaptability and Motivation (r = 0.55,**p < .01, n = 30),
Adaptability and Integrativenesgr = 0.54,p < .01, n = 30)/nterperson&
andAttitude(r = 0.54,** p< .01, n = 30), an@eneral MoodcandMotivation
(r = 0.53,**p < .01, n = 30) subscales. The size of the coefftsibetween
the above-mentioned subscales was found to bevediatarge, indicating a
significant relationship between the aforementionembmponents.
Meanwhile, the lowest correlations were observedtwéen the
Intrapersonaland Motivation (r = 0.22,p = .243, n = 30) and th8tress
ManagemenandIinstrumentalitysubscalesr(= 0.23,p = .207, n = 30).

To seek the extent to which the EFL teachers’ esnati intelligence
could predict their students’ motivational factorstandard multiple
regression was conducted. The scores obtained fhenstudents on the
motivation measure i.e., AMTB, were aggregated #remean scores of
AMTB for each teachers’ class was considered asiépendent variable in
the multiple regression and the scores obtainedn fiihe emotional
intelligence measure i.e., the four subscales ofi,BEf@ere considered as
independent variable. The major results are sunzehin Table 4.
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Table 4.Predictors of motivation in the regression

Model® Unstandardized Standardized t Sig. Part
Coefficients  Coefficients Correlation
B Std Beta
Error
Constant 35.22 - 5.95 .000 -
Intrapersonal 209.45 0.40 0.07 0.21 .832 0.033
Interpersonal 0.09 0.33 0.19 0.92 .366 0.142
Stress 0.30 0.66 0.14 0.53 .602 0.082
Management 0.35 0.53 0.39 1.83 .079 0.283
Adaptability 0.98 0.66 0.27 0.89 .384 0.137

General Mood 0.58
R = 0.65; B= 0.43; Adjusted R= 0.31
@ Predicators: Intrapersonal, Interpersonal, Streasagement, Adaptability,
and General mood
Dependent variable: Motivation

The R value was found to be about 0.43, indicating thatteachers’
EQ-i scores could predict 42.9 % of the varianceghie students’ AMTB
scores. That is to say, about 43% of the variationthe students’
motivational attributes could be explained by tgkiteachers’ emotional
intelligence into account. The R was relativelythend the model reached
the statistical significance (R = 0.65p ¥ .05). Besides, the adjusted, R
providing “a better estimate of the true populat@ue” (Pallent, 2007, p.
158), was significant too (about 31 %), indicatithg great effect of the
teachers’ emotional intelligence in increasing tearners’ motivational
attributes.

According to Table 4, the largest and lowest Betles, showing the
unique contribution of each independent variabl®-{Esubscale scores),
belonged to theéAdaptability (0.39) andintrapersonal (0.07) components,
respectively. That is, the teachers’ adaptabilityd aintrapersonal
characteristics made the most and least contribsitio the motivational
factors. As demonstrated in Table 4, the part tatiom coefficients
(indications of the contributions of independentiafales to the total R
square) for theAdaptability and Interpersonalsubscales were higher than
others (0.283 and 0.142), indicating that they uelyg explained about 8%
and 2% of the variance in the motivation measur@wéVer, none of the
independent variables reached statistical sigmtieaby itself, given that the
part correlation coefficients were found to be gatg small.
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6. Discussion
The descriptive results have demonstrated thagtthdent sample received a
relatively high mean score on the motivationaliladies, with the highest
mean score orintegrativenessscale. Students with higher scores on the
motivation were the ones who were possibly operughdo understand and
learn about the target community i.e., English. Tdi®ve results are
significant in the context of Iran where very featine English speakers can
teach EFL courses due to social and political camds. Despite limited
opportunities to benefit from close contact withive speakers of English,
the Iranian EFL participants attending private lsamge institutes, showed a
high level of motivation towards learning Englithg substantial presence
of motivation was reflected in terms of factors Iswxs a desire to learn
English, positive attitudes toward the English camity, and growing
expectations for learning English.

Also, the EFL participants exhibited a higher lewdl integrative
motivation than instrumental one. This finding gadicts the common view
that in a foreign language context students areemiosstrumentally
motivated. In the present study, appreciating thikual and intellectual
values associated with English was found to be pvimtegrative motives
among the student participants. As Gardner (2008)es integrative
orientation does not always mean integration witme@mber of another
cultural community, but rather one’s openness toprepate the
characteristics of another cultural/linguistic goouAs Dodrnyei (1990)
argues, in the absence of an L2 community in tamkss’ environment, as a
case in point in the current study, the identifmatcan be realized in terms
of the cultural and intellectual values associaté the L2 itself.

Furthermore, the findings of this study indicatdtht the teacher
participants were generally emotionally-intelligeand their level of
emotional intelligence, in general, demonstrateditp@ and moderate
relationships with the students’ motivational &ities. In the
conceptualization of El, Salovey and Mayer (1990,189) suggest that
emotions “may be used to motivate and assist pedoce at complex
intellectual tasks”. This might hold true in theas$rooms where teachers
teach a foreign language like English, which isngrdo creating intense
emotions. It is thus reasonable to claim that theation in the emotional
states of the EFL teachers in the current studyrelased to the variation in
the motivational attributes of their students. Alilgh causal claims cannot
be made in interpreting the correlations of thespn¢ study, the above
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findings can lead us to claim that highly emotidnaitelligent EFL
teachers who are high in such skills as interpeisoelationship, stress
management, adaptability, and happy mood can indeieheir students’
interest and intensity in L2 learning, and greag#ort in the classroom
activities. Some ElI skills such as teachers’ flditybin handling changes in
the classroom, stress-tolerance, impulse-contatjak responsibility and
empathy are related to better class participatimh ldigher involvement in
the classroom dynamic through the mediating vagiadfi an integrative
motivation orientation. As perceived by the papints, these students can
demonstrate a better attitude towards their LZueson.

More specifically, the teacherkiterpersonalcompetency was found to
be highly correlated with the studen#stitude towards Learning Situation
In Bar-On’s (1997) terms, interpersonal charadierisomprises empathy,
social responsibility, and interpersonal relatiopshBeing emotionally
intelligent on the interpersonal level encompasgesability to be aware of
others’ emotions, feelings and needs, and to eshkaldnd maintain
cooperative, constructive and mutually satisfyirdationships” (Bar-On,
2006, p. 4). It is assumed that when students tivad their teachers are
highly cooperative and maintain a satisfying relaship, they may have a
more positive evaluation of their teachers andsequoently, their field of
study, resulting in higher L2 learning motivatiddimilarly, teachers with
acceptable level of adaptability are meant “to @ffely manage personal,
social and environmental changes by realisticalig #exibly coping with
the immediate situation, solving problems and mgldecisions” (Bar-On,
2006, p. 4); the feedback students receive fronexble L2 teacher who
can manage the classroom well and solve their enoblcan have an impact
on their students’ interest and their orientatitovgards L2 learning (Rubio,
2009), hence leading to higher integrative motosatin learning. To move
further, EFL teachers with a high level of genenalod can create a fun and
optimistic environment in the L2 classrooms andlglsth a nonthreatening
relationship with students, hence promoting inteoacand participation in
classroom activities (Yang, 2008). Provided thatsnts find out that their
teachers are happy to be in the classroom and cte@xabout teaching
them, their interest in classroom activities anenacting with the teachers
increase. The teacher-student rapport, expectbd tofeature of classrooms
with emotionally intelligent teachers who have highel of adaptability and
interpersonal competencies, can make their studetesested in learning
English, hence enhancing motivation (Yang, 2008).
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Therefore, the higher contribution of the EFL temrshadaptability and
interpersonal competencies to their students’ matitwal factors, observed
in the regression analysis in the current studyoisagainst expectation. It
can be argued that the flexibility of EFL teachehg way they handle the
classrooms, and the extent to which they are comdib solve learners’
problems, can weaken or arouse their learners’vestabout L2 learning.
By the same token, when L2 teachers are more enadiiyantelligent on the
interpersonal level, they can be well aware ofrtbein students’ emotions,
feelings, and needs; they can try to better unaedstothers, appreciate
others’ feelings and fears too, and work effectiweith others, not just have
an effective working model of themselves. Theirdstuts, then, begin to
show a great interest and intensity in learning tdrget language, hence
promoting motivation. One can agree with Dornyédq2b), who believes
that teachers are the main focal point in the obass for motivating or
demotivating students. However, caution should Yeraesed since, as the
results indicate, not every competency of the teeltEl made an equally
plausible contribution to predicting the studemisitivational attributes. The
intrapersonal subdomain, for instance, showed dl sroatribution to the
students’ motivational attributes. Perhaps, to anbatheir students’
motivation, knowing how to keep positive emotiorssveell as how to deal
with negative moods, and also knowing how to usetEms to promote
other cognitive abilities are more important foe teachers in the classroom
than simply being intrapersonal i.e., aware of srm@vn emotions at a given
point in time. More research is, however, requireefore a strong
conclusion is made about the precise contributibrEBL teachers’ El
competencies to their students’ motivational atiieis.

7. Conclusion
Given the significant role of teachers in studefgsguage achievement, the
issue of the relationship between teachers’ El stadlents’ motivational
factors will become more important, particularly wfe accept that the
motivation is of considerable importance in EFL t®os where close
contact with native speakers of the target langudaes not often exist. In
essence, the results of the present study leadeta@dnclusion that in an
Iranian EFL context, teachers’ El skills can beippesly related to their
students’ motivational attributes such as theirtuateé towards learning
situation. The results of this study have revedlest the EFL teachers’
adaptability competency demonstrated a high correlation with dtudent
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participants’ motivational orientations and elensentvhich would
distinguish a motivated language learner i.e., reffdesire and positive
attitude. Moreover, the teachergeneral moodcharacteristics correlated
positively with the students’ integrativeness i.a.,genuine interest in
learning English to come closer psychologicallyEtglish community, and
attitudes toward learning situation i.e., attituieected toward the teacher,
the course, one’s classmates, and the materiakelhss qualities such as
persistent effort and desire to learn English.

It can be claimed that enhancing Iranian EFL teeliel may have a
positive influence on their students’ motivatiorhigh may, in turn, lead to
improve student achievement. Hence, encouragingaasidting teachers to
gauge, manipulate, and improve their emotional dsacan create a
classroom in which L2 students tend to have morgtipe attitudes and
greater motivation in language learning. Furtheenalthough the EFL
teacher participants’ adaptability and interpers@haracteristics are found
to be better predictors of their students’ motmadsl factors, we should
avoid singling out just one component of El as gnificant predictor of
students’ motivational attributes since, as reshdise indicated, it is the
whole construct of El that can significantly cobtre to motivating
attributes.

Being knowledgeable is essential for EFL teacheteach in language
institutes. However, more is needed than a solaMa&dge of the language
to enhance language learning. The above findingdyirthat Iranian EFL
teachers need to establish a positive interpersaationship with their
learners, adapt themselves with the classroormgstand have a positive
general mood to further boost learners’ motivatidaators. As Midgley,
Feldaufer, and Eccles (1989, as cited in Yang, PGG8ert, in teacher-
learner relations, a feeling of concern, care, supmnd respect for our
language learners and positive teacher-learneraictions are associated
with positive motivational outcomes. Additionalip, EFL contexts such as
that of Iran, the interpersonal and adaptabilityiskf teachers should be a
matter of great importance since the teacher isinasd by many EFL
learners to be the only language user they know thedclassroom is
considered as the single place where they can ngksk. By implication,
under a cooperative and supporting condition ccedte an emotionally
intelligent EFL teacher, learners can approaclir teeichers for assistance to
solve their own problems in L2 learning. This studifers baseline
information for L2 teacher curriculum developersnmve forward. This
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initial exploration is a step and further reseaixhndeed required with a
larger sample size and other measurement instrsmientiook at the
variation in L2 learners’ motivational factors.
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