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Summary

The aim of this study was to investigate the effect of the socio-cultural
environment upon the motivation school children have to learn foreign
languages. Motivation was therefore considered from a sociolinguistic,
rather than from a psycholinguistic perspective, giving primary
importance to contextual, as opposed to personal factors.

In order to examine the degree of relationship between motivational
intensity and the contextual factors of parental attitudes, amount of foreign
language exposure and the employment related value of foreign language
learning (FLL), data obtained from school children living in two distinct
sociolinguistic environments (Mulhouse, France and Walsall, England) were
compared and contrasted.

A structured sample drawn from pupils attending schools in Mulhouse
and Walsall supplied the data base for this research. The main thrust of the
study was quantitative in approach, involving the distribution of almost 1000
questionnaires to pupils in both towns. This was followed up by the use of
qualitative methods, in the form of in-depth interviews with an individually
matched sample of over 50 French/English pupils.

The findings of the study indicate that FLL orientations, attitudes and
motivation vary considerably between the two sociolinguistic environments.
Levels of motivation were generally higher in the French sample than in
the English one. Desire to learn foreign languages and a commitmen; to
expend effort in order to fulfil this desire were key components of this

motivation.

The study also found evidence to suggest that the impo.rtance accorded
to FLL by the socio-cultural context, commumcaped to the chlld'through the
socialisation agents of the family, the mass media and prospective employers,
is of key importance in FLL motivation.
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1. Introduction

1.1. Aims

The aim of this study is to examine the effect of the socio-cultural
environment upon the motivation school children have to learn foreign
languages. By focusing on contextual as opposed to personal factors, through
a cross-cultural study of foreign language learning (FLL) motivation in
France and England, it is hoped that new light will be shed upon the complex

nature of FLL motivation.

The value of such an exercise is twofold. Firstly, there is a need to
redefine the concept of motivation in FLL, its components and associated
factors. Previous research has failed to differentiate clearly between
concepts such as orientation, attitudes, desire and drive, which has led to the

shrouding of the essential issue of motivation in much confusion.

Secondly, there is insufficient awareness about how socio-
environmental factors may influence FLL motivation. Thus far, the
instrumental/integrative dichotomy has dominated FLL motivation research,
the relative importance of instrumental and integrative orientations being

thoroughly and frequently debated due to the conflicting findings of a

number of studies.

Several researchers (Genesee, Rogers and Holobow, 1983; Crookes and
Schmidt, 1991; Gardner, 1991) have mentioned the role played by the socio-
cultural context in FLL attitude and motivation formation, which may partly

account for the varying results obtained in different studies.
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In this study, therefore, we investigate the role played by socio-cultural
context in FLL and do so by assessing whether and how the wider aspects of

French and English society affect the learning context which may in turn

influence FLL motivation.

Thus we intend to contribute to the further understanding of FLL

motivation by redefining the concept of motivation and by considering the

importance of context.

1.2. The focus of the study

With the above aims in mind, extensive samples of children have been
taken from schools located in two areas: Mulhouse, in France; and her twin
town of Walsall, in England. The different socio-cultural environments of
the two towns are contrasted and the linguistic attitudes, orientations and
motivations of the children living within these communities investigated.
The issue of FLL motivation is considered from a sociolinguistic, rather than
from a psycholinguistic perspective, giving primary importance to
environmental, as opposed to individual, factors. The main substance of the
research therefore is concerned with those motivational factors rooted in the

socio-cultural context.

1.3. Essential issues

They sit at the fringes of the class, especially at the
back. They swing on their chairs. They chew gum.
They talk audibly to their friends when the teacher
is giving instructions. Some are uncooperative,
surly, silent and appear full of resentment. If
looks could kill... Others are disruptive, noisy,
laugh when it is least appropriate, use abusive
language and flatulate loudly.

(Chambers, 1993:13)
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In England concern is at present focused on the 60% of pupils who until
recently renounced FLL at the first opportunity and who can no longer do so
due to the implementation of the National Curriculum which requires that all
pupils learn a foreign language for a period of five years. Teachers speak of
poor pupil motivation in the FLL classroom, disillusionment and the
continual up-hill struggle to motivate classes of uninterested pupils. Barley
refers to "a situation of gloom and despondency" (Barley, 1990) as teachers
try to come to terms with the daunting task of coping with an entire age

group, their mixed abilities and varying degrees of enthusiasm for FLL.

Reluctance to learn foreign languages needs to be explored in terms of
motivational intensity, attitudes towards foreign language learning and the

socio-cultural factors which may affect them.

Having taught English as a foreign language in France to a wide range
of age groups over a number of years, we have observed very different FLL
classroom scenarios from the rather bleak picture painted by Chambers. In
contrast to the "...antagonism towards France and Germany still so prevalent
in our classrooms..." (Caldwell, 1991), French learners were usually

enthusiastic and interested during English classes.

Such clearly divergent situations led us to question the role played by
the socio-cultural context in FLL motivation and to raise the following
fundamental questions regarding the nature of motivation with particular

reference to the two specific contexts of Mulhouse in France and Walsall in

England:

¢1) How can we define FLL motivation?

¢2) Do levels of FLL motivation vary between pupils in
Mulhouse, France and Walsall, England?

3) What role does orientation play in FLL motivation?

e4) Do the FLL orientations experienced by pupils from the

two distinct contexts differ?

14




®5) What role do attitudes play in FLL motivation?

*6) Do FLL attitudes diverge in Mulhouse, France and Walsall,
England?

¢7) Can any underlying factors of a socio-environmental
nature be linked to FLL orientations, attitudes and
motivation?

Attitudes towards FLL are not confined to the FLL classroom. Positive
attitudes appear to be mirrored in French society as a whole. The media
seems to nurture such attitudes and often to link this theme to pro-European
policies. In France, even young school children within the state school
system demonstrate a maturity of outlook and understanding of the issues

related to foreign language learning:

Vu que il y aura I'ouverture des frontiéres et puis
c'est une langue qu'il va falloir savoir maintenant
parce que...c'est utilisé partout...donc tout le monde
a ¢a un peu en téte.

(Young, 1991: 103)

In England, an apparent lack of stimulation and support for FLL, as
compared to France, as well as proliferation of comments by business and
political leaders and the general public such as: "Everybody should learn
English"(Chambers, 1993) leads to an element of complacency about FLL. The
tabloid press seems to reinforce these attitudes: "...English must become the
sole official language for the Community." (Daily Mail, 4/11/91). Such
linguistic imperialism doés nothing to promote FLL and can give rise to very

negative preconceptions and stereotypes (Byram, 1991).

Conflicting attitudes observed in the general public and media in both
societies would suggest that perceptions of foreign language needs in
England differ dramatically from those in France. In England, French is

often marginalised as at best a specialist's subject area, only necessary for

15




certain specific professions, or at worst a holiday language. This attitude is

reflected in such comments as:

-.I' don'tlike it ... it's all right for the people that
are going to take up a career like couriering or
sqmething like that and be a courier or an airline
pllot, but not for the people who don't really want
it ... it's a waste of a lesson.

(Young, 1991: 121)

and:

Some pupils feel forced into choosing a language
course...At our school many do not see the
relevance of languages to their everyday lives-
they are very insular and parochial and languages
are not a priority.

(Chambers, 1993)

Motivational and attitudinal problems concerning FLL need therefore to
be approached from a sociolinguistic stand point, identifying factors in
society which are deeply rooted and which nurture language learning

attitudes, orientations, motivation and ultimately behaviour.

1.4. The preliminary study

Initial interest for a preliminary study was generated from reading the
work of Gardner and Lambert (Gardner & Lambert, 1959, 1972), which deals
primarily with the linking of attitudes, motivation and achievement. This

interest was developed in the work for an M.A. dissertation, which dealt with

the fundamental question:

e [s the motivation of French pupils for FLL greater than that
of English pupils and what impact does this have on results?

The preliminary study identified various factors believed to influence

attitude and motivation, including the following:
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¢ parental attitude,
e foreign language exposure,

* preference for and importance attributed to the target
language,

e envisaged future use of the foreign language,

¢ amount of time spent on foreign language homework,

® language awareness,

e desire to visit,

° and strength of image of the target language community.

The research instruments used to investigate these factors were self-

reporting questionnaires, followed up by group and individual interviewing.

The samples were obtained from two secondary schools in Sheffield, England
and two secondary schools in Mulhouse, France. Two classes of pupils, one
from the lower age group (11 years) and one from the upper age group (14

years), were selected from each school.

During the course of informal interviews with pupils in the English
sample it soon became evident that, although several pupils in the sample
were enthusiastic, many were uninterested and non-committal about their

learning French:

Interviewer: If they didn't teach French here,
how would you feel?

Pupil: Well I'm not bothered really.
Interviewer: Do you think it's useful, French?
Pupil: Er, not really.

(Young, 1991: 145)

In contrast, not one French child from the sample manifested a
negative attitude towards the learning of English. On the contrary, an
eagerness to learn and an appreciation of the benefits which could be reaped
from learning English were revealed. In answer to the question "If they

didn't teach English here, how would you feel?", French pupils often seemed

17



perplexed, finding such an eventuality to be highly improbable and

unrealistic. Many answered that they would take private lessons:

Interviewer: Et si I'anglais n'était pas enseigné,
qu'est-ce que tu ferais?

Pupil: Je prendrais des cours, c'est ce qu'il faut je
pense. Je sais que mes parents, ils n'avaient pas
fait de 'anglais et puis ils ont du prendre des cours.
(Young, 1991: 98)

The quantitative data obtained from this preliminary study endorsed the
hypothesis that children from Mulhouse are more motivated to learn English
than pupils from Sheffield are to learn French. A difference in motivation

was observed on the basis of the following evidence:

¢(1) The importance of FLL as a school subject was not rated
as highly by English pupils, compared to French pupils.

¢(2) English pupils did not think that they would use their
foreign language in a professional capacity, whereas the

French did.

¢(3) On average, the English pupils spent less time on their

language homework than the French.

In considering the original question concerning the possible linking of

achievement with motivation, no correlation was found amongst English
pupils and the correlation was disappointingly weak amongst the French.
However the validity of this analysis is questionable given that no
standardised test to measure pupil achievement in FLL could be drawn up,
different objectives and standards held by individual teachers, their
different pedagogical methods and ways of measuring achievement varying

considerably from school to school.
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In spite of these problems, a cluster analysis was successful in
identifying three groups of pupils from each of the national samples: highly

motivated achievers, low achievers with low motivation, and highly

motivated low achievers,

One of the interesting findings to emerge from this preliminary
research was the differences between the two individual sociolinguistic
environments which might affect FLL. The French children, living in close
proximity to the Swiss and German borders (see appendix 1, page 305),
demonstrated an awareness of the benefits entailed by the knowledge of a
foreign language, many envisaging future use of English in a professional
capacity. At the time the study was carried out (1991), coverage in the media
of European affairs, anticipating the introduction of the single European
market at the end of 1992 and the changes which this might engender, was
frequent. In addition to this Eurofever atmosphere, widespread and varied
exposure to foreign languages outside school, in the form of English
language popular music, cable television programmes, computer software,
the use of English words in advertising and the easily available English
language magazines specifically designed for foreign language learners, was
also recorded in the French sample. In contrast, the English pupils, from the
north of England and somewhat isolated from the rest of the European Union,
could only envisage future use of French in a holiday context. Foreign
language exposure outside school in this environment was minimal within
the lower socio-economic status (SES) groups, but similar to the average

French experience within the higher SES English groups.

Differences between the wider socio-cultural environments of the two
samples were not the only differences to be recorded during this
preliminary study. Differences in home environmental factors experienced

by French and English pupils were also identified. The French pupils

19




perceived overwhelming support for FLL from their parents. English
parents, however, did not succeed in communicating as positive a view
towards FLL as French parents, many English children describing their

parents attitude towards FLL as neither positive nor negative.

This initial work revealed many new pathways for further research
which, due to time and resource limitations, could not be explored.
Concerning the research methodology employed in the preliminary study,
sample size and type of sampling did not lend the data to generalisation.
Convenience, rather than systematic sampling was used, only two schools
from each context were involved in the study and the French sample was
relatively small (50 pupils). A more systematically selected, larger sample,

involving a greater variety of schools would increase the internal reliability

of the data and lend the findings more readily to generalisation.

From a theoretical perspective, the preliminary study uncovered some
interesting differences between French and English pupil FLL motivation,
orientations and attitudes, but no attempt was made to understand the
motivation process, the nature of the relationship between motivation,
attitudes and orientations or the effect of the socio-cultural context upon

these three concepts. Gardner writes:

...the context must play an important role. Not only
does it influence the relative importance placed on
language study itself, but it can determine the
availability of the other language to individual
users and set the stage for a host of dynamic
interrelationships between individual difference
characteristics, intergroup relations and second
language achievement.

(Gardner, 1991: 60)

Further research is required into the ways in which context may

"influence the relative importance placed on language study" (Ibid.),

reflected in FLL motivation, attitudes and orientations held by learners
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within that context. Data from the preliminary study revealed differences
not only in levels of motivation, but also in parental attitudes towards FLL
between French and English samples. Given the importance attached to
parental pressure in attitude formation (Wilkins, 1972; Harmer, 1983;
Porcher, 1983) and the contrasting data collected from the two different
contexts during the preliminary study, the influence of the home

environment upon FLL attitudes, motivation and orientations needs to be

further investigated.

The role of other context-specific factors such as the availability of the
foreign language (Gardner, 1991), or foreign language exposure, also needs
to be examined. The questions relating to foreign language exposure in the

preliminary study did not reveal the frequency of exposure and were

thought to understate the actual situation. In order to ascertain whether

French children are being exposed to foreign language material outside
school on a more regular basis than English children further research must

be undertaken.

Following on from the preliminary study, this research represents the
opportunity to explore previously identified research possibilities to a
greater extent. We redefine the concept of motivation, examine the

relationship between motivation, attitudes and orientations and investigate

the role of socio-cultural context in FLL motivation.

Chambers (1993) research in four Leeds schools revealed that teachers
perceive the motivation problem as multi-faceted, involving psychological,
attitudinal, social, historical and geographical factors. The multi-faceted,

interdisciplinary nature of motivation is explored further in the following

chapter.
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2. Definitions, concepts and
variables

In the following chapter we attempt to situate the present study within
the body of research concerning motivation, with particular reference to

the foreign language learning (FLL) context.

Although our research framework is essentially of a sociolinguistic
nature, sociologists, psychologists, educationalists and linguists have all
contributed to the definition of the problem. Regarding motivation from
different standpoints both stimulates and advances motivational research, as
the same states and concepts may be viewed from a variety of angles, thus

deepening our understanding of the subject area. Therefore, perspectives

reflecting the interdisciplinary nature of the area of study are taken into

consideration before focusing on the specific research questions outlined in

chapter 1.

In addition to exploring the multi-faceted, multi-disciplinary nature of
motivation, some of the principal terms and concepts employed by
researchers involved in the study of motivation are defined and examined,

laying the foundations for the building of our own theoretical framework.

2.1. The psychological perspective

2.1.1. Definitions of motivation

Motivation, as a concept central to our understanding of human

behaviour and its causes, features prominently in the literature of

psychology. There are as many different ways of viewing motivation as

there are fields of psychology. The following definitions aid to understand
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how different aspects of motivation theory have appealed to researchers

from different fields of psychology at different points in time.

Earlier definitions reflect an interest in observable behaviour and

activity, defining motivation as concerning why:

....behavio.r gets started, is energized, is sustained, is
directed, is stopped and what kind of subjective

reaction is present in the organism when all this is
going on.
(Jones, 1955: vii)

Focusing on the motives for behaviour, Young defines:

...the study of motivation broadly as a search for
determinants (all determinants) of human and
animal activity.

(Young, 1961: 24)

Bernard too points to the overt, active component of motivation.
However, he also mentions another significant motivational concept, the
goal, and refers to a process.

..... the stimulation of action toward a particular
objective where previously there was little or no
attraction toward that goal. It is the process of

arousing, maintaining and controlling interest.
(Bernard, 1965: 239)

More recent theories have been more concerned with the internal
process, or "internal machinations of the individual” (Sorrentino and

Higgins, 1986) prior to, during and after activity, reflected in definitions

such as:

Motivation is defined as an internal process that
influences the direction, persistence, and vigour

of goal-directed behaviour.
(Srrg\ith, Sarason and Sarason, 1982: 282)
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and:

Motivation is a broad term used in psychology to
cover those internal conditions or states that
activate or energize the organism and that lead to
goal-directed behavior. Motives, or drives as they
are often called, may be primarily innate in
nature, or learned, but whatever their origin,
when aroused, they initiate activity directed
toward goals or incentives that have become
related to the particular motive involved through
learning.

(Whittaker, 1976:145)

Weiner, (1986) advocates a balanced approach to motivational studies,
including the taking into consideration of feelings and perceptions, as well

as actions.

Motivation has been inseparably linked with the
study of overt behavior. Throughout the history of
this field, well known books have had behaviorally
orientated titles, such as Principles of Behavior
(Hull, 1943), The Motivation of Behavior (Brown,
1961), and The Dynamics of Action (Atkinson and
Birch, 1970). However, we experience, feel, and
think, as well as act, and all these processes have a
place within the study of motivation. A theory of
motivation is responsible for examining the
experiential state of the organism and the meaning
of an action.

(Weiner, 1986: 285)

In psychological terms therefore, motivation is concerned with the
causes of specific actions, involving the identification of concepts and
variables which may help us to understand how and why "people and
animals initiate, choose, or persist in, specific actions in specific

circumstances" (Mook, 1987: 4).

In order to ascertain the relative importance of motivational concepts

and variables,

Motivational psychologists therefqre observe‘and
measure what the individual is doing, or ghg;ce
behavior; how long it takes before the individual
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initiates that activity when given the opportunity, i
or t'hg latency of behavior; how hard the |
1’nd1v1dual is working at that activity, or the

Intensity of behavior; what length of time the

mdl\{idua] will remain at that activity, or the

persistence of behavior; and what the individual is

feeling before, during or after the behavioral

episode, or emotional reactions.

(Weiner, 1992: 2)

Examining choice of activity, judgements and feelings as well as
behaviour, allows the researcher to investigate the individual's internal
machinations in relation to his/her externalised behaviour, thus providing a

balanced view of his/her motivational state.

But what provokes the choice of activity, judgements, the feelings and
the behaviour of the individual? What initiates both the internal process

and consequently the observable action?

2.1.2. Motives: acquisition or instinct?

Without a motive there can be no motivation. The motive is concerned
with the initiation of activity and is "a factor or circumstance that induces a

person to act in a particular way" (Allen, 1990).

Behaviour may be prompted by a wide variety of motives, from basic
physiological needs satisfaction (such as thirst, cold or hunger) to a desire to
understand the meaning of life. The origins of motives, have been viewed

from a variety of different psychological perspectives, each relevant to a

certain set of behaviour-prompting motives.

One such perspective is the biological perspective which

studies the internal and external processes related
to the arousal and reduction of biological needs.
(Smith, Sarason and Sarason, 1982: 282)
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Human behaviour like other animals' behaviour is closely related to the
satisfaction of basic biological needs, such as the need for water, food,
warmth and the need to reproduce, so as to ensure survival. During the first
months, a baby's behaviour is dominated by these needs, but as humans
mature, needs become more sophisticated and numerous. For example, we
may experience a need for prestige, for power or for self-fulfilment. These
more complex psychosocial needs are thought to emerge as a result of social

interaction within a specific socio-cultural environment.

Some psychologists disagree with the idea that psychosocial motives
develop independently of biological motives. Allport (1937) attributes the
development of most motives to an original biological need. If the original
biological need is no longer present, the need is described as functionally
autonomous (Ibid.). For example, the fundamental motive which drives most
people to seek employment is to ensure the essential provision of food and
warmth, thus satisfying basic biological needs. Yet, many people continue to
work even when food and warmth are already provided for by some other
means such as a pension, a lucky win in a lottery or an inheritance.

Working is no longer a means to an end, but has become an end in itself and
is therefore functionally autonomous. Psychologists who subscribe to

Allport's point of view, refer to such motives as derived or secondary drives.

The idea that motives may be "acquired in the process of interacting
with other human beings in a given culture" (Whittaker, 1976: 172), rather
than innate, has been the source of much debate in psychological circles.

The founder of behaviourism, john B. Watson, opposed the idea that

behaviour is motivated mainly by instinct, maintaining that behaviour is

largely influenced through learning. Such ideas instigated a change of

direction in psychological theory. There was a movement away from the

work of the cognitive and developmental psychologists, towards that of the
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behaviourists. Instead of exploring the thought processes affecting

motivation and attitudes and regarding the child as a mini-scientist
theorising, exploring, experiencing new phenomena and subsequently re-
theorising (Piaget in Kitchener, 1986), greater emphasis was placed upon the
effects of the external world upon the individual. Early American
behaviourists, such as Watson, viewed children as lively squirming bits of
flesh (Watson, 1928). Just as a sculptor shapes a lump of clay (Skinner, 1953),
behaviourists believed that society shapes the individual's behaviour

through a system of punishment and reward, a process know as operant

conditioning.

Both approaches have lacunae; the cognitive approach tends to ignore
the social context within which the child develops, whilst the behaviourist
approach tends to overlook the developmental dimension and oversimplify,
regarding the child as a passive and malleable creature, a product uniquely
of its environment (Durkin, 1988). Once more a balanced approach, taking
into consideration both the innate characteristics of the individual and the

socio-environmental influences to which s/he is exposed, should be adopted.

2.1.3. Needs: their classification and relative

importance

The psychosocial needs are more difficult to identify and measure than
the biological needs and have led to much disagreement amongst theorists

about how to classify them. Thomas (1923) identified four basic social

motives or desires: security, recognition, response and new experience,

whilst Murray (1938) listed twenty eight, including acquisition, achievement

and affiliation.

One classification of human needs, subscribed to by many psychologists

was developed by Maslow (1943, 1970). His vision of basic human negds isa
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hierarchical one, incorporating both biological and psychosocial needs, and

is often represented diagrammatically by a pyramidal structure (see figure

2.1 below).

Figure 2.1 Maslow's hierarchy of basic human needs.

Aston University

Content has been removed for copyright reasons

Maslow writes:

Human needs arrange themselves in hierarchies
of pre-potency. That is to say, the appearance of
one need usually rests on the prior satisfaction of
another more pre-potent need.

(Maslow, -1943: 370)

The most pre-potent of the five basic human needs, according to
Maslow, are the physiological needs. These primary physiological needs
include the need for food, water, heat and other physical necessities required
by the organisms of the human body in order to function correctly. Clearly
if a2 man is starving to death, his physical need of food will take precedence

over any other potential secondary need, such as the need for security and
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affection, recognition and self fulfilment, According to Maslow, each need

has to be met adequately, although not necessarily entirely, before a new

need, of lesser importance, emerges.

2.1.4. The role of the socio-cultural context

Maslow's hierarchy of needs has been criticised as not being
universally appropriate. It has been suggested that individuals living in
highly sophisticated post-industrial societies rarely experience
physiological needs and that therefore the theory is inappropriate to this

particular context (Kelly, 1994).

Socio-cultural context is also held accountable by Hilgard (1967) for the
contention surrounding the number and definition of different psychosocial
needs. Hilgard suggests that the great variety of psychosocial needs and the
difficulty researchers experience in achieving a universal classification
may reflect the culture-specific or even sub-culture-specific nature of these

needs.

If the manifestation of psychosocial needs varies from culture to
culture, this may indicate that the expression of psychosocial needs is not
instinctive, as is the expression of biological needs, but learned through

interaction with the social environment.

The unconscious guidance of children towards the goals, values, needs
and behaviour which their specific society deems appropriate is called
socialisation (Davidoff, 1987). Differences between the behaviour of human
beings from different cultures or sub-cultures are largely attributable to
socialisation. Culture does not directly affect behaviour (Cooley, 1922), but

specific cultural and social values may be transmitted through members of
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that society with whom the child is closely involved, usually initially

through parents. Whittaker writes:

-.many of our values, attitudes, and goals are

acqgired as a direct result of socialization within a
particular family.
(Whittaker, 1976: 189)

Regarding socialisation as a process by which the child is moulded to fit
into the society to which s/he belongs has been questioned by Schaffer
(1984) amongst others. As a result of such debate and discussion and a wealth
of research conducted mainly in the 1970's (Schaffer, 1977), more recent
socio-psychological theories view socialisation as an interactive process
rather than a unidirectional one. Schaffer (1984) devised the mutuality
model, in which the child is represented as an active participant in his/her
own social development, and stresses that social development is negotiated
through mutual adult/child exploration and stimulation, thus introducing a

multi-directional aspect to the theory.

Attributing primary importance to social structures and systems in the

influencing of individual reasoning and action, without taking into
consideration the developmental contexts of human behaviour is uncertain
ground for the social psychologist to tread. Likewise, for the developmental

psychologist who fails to consider the social context of the individual.

Durkin states that:

...it is misleading to imagine we can study the child
apart from its social context and...an o
oversimplification to imagine that the child is
simply an unwitting product of its '
environment...human development is a social
achievement in terms of both content and process.
To investigate it fruitfully, we neec! to draw on both
developmental and social perspectives.

(Durkin, 1988: 40)
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Having examined a selection of definitions of motivation from
psychological and socio-psychological literature, we have identified the
essential components of the internal process of motivation (the setting of
goals, the experiencing of motives or needs) and the observable features of
motivated behaviour (choice, persistence and vigour of activity). The
influential role played by socio-cultural context in the emergence and
nurturing of specific behaviour has also been noted. These concepts will

now be explored further with specific reference to FLL motivation.

2.2, Motivation and foreign language learning

The concept of motivation within the foreign language learning (FLL)
context has frequently been approached from a social-psychological
perspective (Gardner and Lambert, 1959, 1972; Schumann, 1978; Dulay, Burt
and Krashen, 1982; Ely, 1986a; Beebe, 1988; Skehan, 1989). However, the
resulting standard Applied Linguistics view of FLL motivation, largely
dependant on a dichotomic vision of motivation as either integrative or

instrumental, has been criticised as over simplistic and highly ambiguous

(Clément and Kruidenier, 1983; McDonough, 1986; Crookes and Schmidt, 1991).

2.2.1. The instrumental/integrative dichotomy

The traditional vision of FLL motivation is epitomised in the Longman

dictionary of applied linguistics which defines motivation as:

the factors that determine a person's desire to do
something. In SECOND-LANGUAGE and FOREIGN-
LANGUAGE learning, learning may be affected

differently by different types of motivation: Two
types of motivation are sometimes distinguished:

a) instrumental motivation: wanting to legrn a
Janguage because it will be useful for certain
"instrumental” goals, such as getting a job, reading
a foreign newspaper, passing an examination.
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b) integrative motivation: wanting to learn a
language in order to communicate with people
from another culture who speak it.

(Richards, Platt and Weber, 1985)

These two different sorts of motivation, or orientations, were originally
identified and defined by Gardner and Lambert (Gardner and Lambert, 1959),
whose research deals primarily with the linking of attitudes, motivation and
achievement. Beginning in the 1950s and continuing to the present,

Gardner and Lambert, together with their associates, have produced the most
influential work on FLL motivation, (Gardner and Lambert, 1972; Gardner

and Smythe, 1979; Gliksman, Gardner and Smythe, 1982; Gardner, Lalonde and
Moorcroft, 1985; Gardner, Moorcroft and Metford, 1989; Gardner and

Maclintyre, 1991).

For over twenty years, research has revolved around the
integrative/instrumental dichotomy, concern focusing on the comparative
strength of these two different types of motivation. Gardner and Lambert
developed their original integrative motivation construct from Mowrer's
(1950) theory of successful first language acquisition. Mowrer believed that
a child's success in acquiring his/her first language was attributable to
his/her quest for identity, initially amongst family members and later with
members of his/her speech community (Larsen-Freeman and Long, 1991).
In their initial studies, in Canada and the U.S.A., Gardner and Lambert found
that integratively motivated students, wishing to identify with the target
language group, were likely to be more successful than instrumentally
motivated students. Spolsky too, in a study involving several hundred
international students in the United States, found that the students’ wish to
identify with English speakers, defined as integrative orientation,

significantly correlated with their English proficiency. These findings led

Spolsky to posit that:
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learning a second language is a key to possible
mgmbemhlp of a secondary society: the desire to
join that group is a major factor in learning.
(Spolsky, 1969: 282)

However, these initial results were later contradicted by Gardner and
Santos’ 1970 study of senior high school students of English in the
Philippines. Lukmani's study of students of English in India (Lukmani, 1972)
found that instrumental motivation correlated best with success too. Gardner
and Lambert also found that the English language proficiency of French-
speaking children in Maine, attending American high school, was
instrumentally motivated. Gardner and Lambert therefore amended their
original hypothesis which posited the superior strength of integrative as
opposed to instrumental orientation concerning FLL achievement:

It seems that in settings where there is an urgency
about mastering a second language - as in the
Philippines and in North America for members of
linguistic minority groups - the instrumental

approach to language study is extremely effective.
(Gardner and Lambert, 1972: 141)

Since Gardner and Lambert's original work, many other studies
concerning motivation and foreign or second language learning have been
conducted and their findings published (Burstall, 1970, 1978, Laine, 1981;
Muchnik and Wolfe, 1982; Genesee, Rogers and Holobow, 1983; Bogaards, 1984;
Dérnyei, 1990; Svanes, 1987; Ramage, 1990; Chambers, 1993, 1994). The
relative importance of integrative/instrumental motivation has been
discussed extensively by all parties with varying conclusions. Findings from
a more recent study carried out by Gardner and MacIntyre "demonstrated
that both integrative motivation and instrumental motivation facilitated
learning." (Gardner and Maclntyre, 1991: 57). Students manifesting higher
levels of either sort of orientation spent more time thinking about correct

answers than their lesser motivated colleagues, suggesting that "both

elements have an energizing effect.” (Ibid.).
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Such conflicting findings brought into question the appropriateness of
the instrumental/integrative dichotomy as the only solution to patterns of
motivation and encouraged researchers involved in the construction of a

theoretical framework for FLL motivation to look to new areas and to raise

different questions.

The role played by context in FLL has been discussed (Clément and
Kruidenier, 1983; Gardner, 1985; Brown, 1987). Given that Gardner and
Lambert were initially working in a Canadian bilingual context, it might be
hypothesised that the predominance of the integrative/affective association
recorded in this context is context-specific. In Gardner and Santos' 1970
study and Lukmani's 1972 study however, the context was quite different.
Littlewood (1987) points out that in cases where English is being learnt as an
international language, rather than as a language with a distinct group of
native speakers in mind, learners would not be expected to hold attitudes
towards the target language community and culture. This could account for
the better correlation between achievement and instrumental orientation as
opposed to integrative orientation recorded in the Indian and Filipino

contexts.

Not taking into consideration the influence of context upon the foreign
language learner may lead to the drawing of inappropriate conclusions. In

order to survey the full picture of FLL, the context in which the learning is

taking place must be taken into account.

A further complication inherent to the integrative/instrumental
dichotomy is the confusion of one sort of orientation with another. Ely
(1986b) suggests that differentiating between integrative and instrumental
motivation, as defined by Gardner and Lambert, is not always a simple task,

students often showing characteristics from both groups. Gardner and
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Maclntyre (1991) also point to the positive correlation between both types of

orientation and their association in factor analytic studies. Such an

intertwining of instrumentality and integrativeness presents conceptual

problems for an orientationally focused approach.

Domyei attempted to overcome this problem by suggesting that

instrumentality and integrativeness are "broad tendencies or Subsystems

rather than straight forward universals, comprising context-specific

clusters of loosely related components" (Doérnyei, 1990: 70).

Figure 2.2 Schematic representation of the conceptualised
construct of motivation in FLL. (Dérnyei, 1990: 68)
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However, the simplistic dichotomy is still adhered to, regarding

motivation from the same fundamental viewpoint. Furthermore, the

instrumental motivational subsystem in the model (see figure 2.2 above) is

not developed, but referred to as a fairly homogenous set of motives relating

to the individual's future career striving, in spite of the fact that this
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subsystem "accounts for a large proportion of variance in FLL motivation"

(Dornyei, 1990: 65). Although Dérnyei's model presents us with a tangible
construct, it illustrates how the dichotomic view of motivation fails to
incorporate the many factors which make FLL such a complex issue, by

tending to oversimplify the concepts.

Given the complex nature of motivation, composed of a number of
distinct concepts, the simplistic dichotomous vision of motivation as either
integrative or instrumental must be brought into question. Furthermore,
the role played by context in influencing the relative strength of the
orientations has not been adequately accounted for, thus calling into
question the theoretical significance (Gardner and Maclntyre, 1991) of data
obtained from orientationally focused studies. Clément and Kruidenier,
(1983) suggest that although certain orientations may be common to a wide
variety of situations, major variations may occur as a result of "...the
interaction of structural factors defining the learning situation." (Clément
and Kruidenier, 1983: 288), such as the relative status of learner and target
group and the availability of or familiarity with the latter (Ibid.). Perhaps it
is not the motivational orientation, be it instrumental or integrative, which
is important, but rather its strength and the context within which this
driving force developed. Gardner and MacIntyre make this useful
distinction between orientation and motivation: "Orientations refer to
reasons for studying a second language, while motivation refers to the
directed, reinforcing effort to learn the language" (Gardner and Maclntyre,
1991: 58). Gardner and Maclntyre have criticised some studies (for example,
Chihara and Oller, 1978; Lukmani, 1972; Oller, Baca and Vigil, 1977, Oller,
Hudson and Liu, 1977) for placing too much emphasis on orientation,
maintaining that "...orientations may not relate to achievement while

motivations do." (Gardner and MacIntyre, 1991: 69).
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... It has been shown repeatedly that it is not so
mugh the orientation that promotes the student's
gchlevement but rather the motivation. If an
Integrative or instrumental orientation is not
linked with heightened motivation to learn the
second language, it is difficult to see how either
could promote efficiency.

(Gardner and Macintyre, 1991: 58).

Clément and Kruidenier, (1983) suggest that the contradictory results
obtained from various studies of orientations in FLL may be due to

insufficient examination and consideration of two factors:

1) ambiguities in the definition of instrumental and
integrative orientation,

2) the influence of the milieu on the acquisition process.

These two areas need to be investigated further, calling into question
the appropriateness of the traditional dichotomous approach and according
greater significance to the FLL context. The supremacy of one type of
orientation over another has been found to vary depending upon the
sociolinguistic context in which the language learner is immersed. Gardner

wrote:

Too many educators and researchers view second
language acquisition as a single phenomenon
without recognizing the importance of the context
in which the acquisition takes place...contexts are
different, and thus different variables can come
into play. The important point is that considerable
attention must be directed towards the contexts in
which language proficiency is developed...
(Gardner, 1985: 4).

Universal concepts which do not take into account the role of context
may be too simplistic (Gardner, 1988). Different situations produce, not
surprisingly, different motivations for FLL. Comparison and contrast

between two contexts might help to clarify the relative significance of the
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instrumental/integrative dichotomy in FLL by viewing motivation from a

contextually focused standpoint.

In the following section we present a theoretical framework, whose
prime concerns are to redefine the concept of motivation, differentiating
clearly between its individual components, and to identify ways in which the

socio-cultural context may affect the individual learner's FLL orientation,

attitudes and motivation.

2.3. Conceptualising FLL motivation

Having analysed motivation from a psychological perspective and
considered the inadequacies of the traditional dichotomic vision of FLL
motivation, let us now re-examine the concept of motivation with specific

reference to the FLL situation.

As in the early psychological research into motivation, foreign
language teachers tend to assess student motivation by observing student

behaviour, that is to say they:

__would describe a student as motivated if he or she
becomes productively engaged in learning tasks,
and sustains that engagement without the need for
continual encouragement or direction.

(Crookes and Schmidt, 1991: 480)

McDonough writes:

__.some inexperienced teachers may confuse the
generating of enthusiasm, undoubgedly an
important motivational element, with the whole
task of motivating the students to undertake and
persevere with work.

(McDonough, 1986: 148)
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Examining only the salient components of motivation and failing to
consider the motivational process as a whole are common criticisms of FLL
motivation research (Brown, 1987; Crookes and Schmidt, 1991). Researchers
usually concentrate on certain key motivational concépts, but neither define

them adequately nor examine the relationship between them.

Harmer defines motivation as:

...some kind of internal drive that encourages
somebody to pursue a course of action
(Harmer, 1983: 3).

The energy which an individual is prepared to invest in FLL is the most
visible component of motivation, and there is no question that without this
essential element, motivation can not be present. However, as Gardner

points out:

Effort alone does not signify motivation. The
motivated individual expends effort toward the
goal, but the individual expending effort is not
necessarily motivated.

(Gardner, 1985:10).

Dulay, Burt and Krashen also define motivation in terms other than

effort, introducing the concepts of desire and need:

Motivation in L2 acquisition may be thought of as
the incentive, the need, or the desire that the
learner feels to learn the second language.
(Dulay, Burt and Krashen, 1982: 47)

Genesee et al (1983) identify three FLL motivational components: effort,

desire and attitudes. However, just as effort alone does not constitute

motivation, Gardner maintains that desire and/or favourable attitudes
’

towards FLL are also insufficient in themselves. Gardner proposes that it is
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only when all three concepts are linked to a fourth: goal, that motivation is

present.

Wt}en the desire to achieve the goal and favourable
attitudes toward the goal are linked with the effort

or the drive, then we have a motivated organism.
(Gardner, 1985: 11).

The concepts attitudes and orientation, closely associated with FLL
motivation, have also frequently been confused by researchers. Gardner
and Lambert linked attitudes and motivation in their original research
(Gardner and Lambert, 1959) and continued to maintain throughout their
entire research collaboration that motivation and attitudes are inextricably
bound together. In his socio-educational model (Gardner, 1985), one of the
four major individual differences variables identified by Gardner is
motivation/attitude, characterised by effort, desire and affect (see figure 2.3,
below). Once more, this leads to a confusion of "concepts which have
similarity and overlap" (Baker, 1992: 39), but which nevertheless are distinct

concepts.

Figure 2.3 Gardner's socio-educational mode! (adapted from
Gardner, 1985 by Baker, 1992: 39)
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The term orientation was redefined by Gardner and MacIntyre in 1991
to describe the motive, be it integrative or instrumental, which directs
motivational force, thus distinguishing between motivation, the effort to
learn the language and orientation, the reasons for studying the language.
Orientation and motivation have, however, subsequently been used

interchangeably by various researchers.

Gardner and Lambert point to the conceptual problems of focusing
research on orientation rather than on motivation. Integrative and
instrumental orientation have often correlated positively with one another,
integratively orientated learners often also recognising the instrumental
benefits of FLL. Gardner, Smythe and Lalonde (1984) found that
integrativeness and instrumentality contributed to the same dimension
during factor analysis. Dérnyei too found instrumentality and
integrativeness to overlap and also identified a further reason for studying
foreign languages as a need for achievement. Given that the orientation
state refers to both the needs and goals of the individual and that different
needs and goals may be simultaneously experienced, the individual's
orientation state will reflect his/her various motives. Spolsky pointed to the
multi-orientational nature of FLL, stating that:

A language may be learned for any one or any

collection of practical reasons.
(Spolsky, 1989: 160)

As Gardner and Lambert's work provided the basis upon which much of

the ensuing research was focused, many studies have continued to associate

attitudes with orientation and motivation, omitting to define and distinguish

between these three concepts and thus to investigate their relationship

fully.
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Ellis (_1985) observes that there has been no general consensus on the

definition of motivation and attitudes and their relationship with one

another.

Motivation has consequently been used as:
a general cover term-a dustbin-to include a
number of possibly distinct concepts, each of

which may have different origins and different
effects...

(McDonough, 1986: 149)

Brown too criticises the misuse of the term motivation as a:

...catch-all term for explaining the success or
failure of virtually any complex task...gloss[ing]
over a detailed understanding of exactly what
motivation is and what the subcomponents of
motivation are.

(Brown, 1987: 114)

The reading indicates that the whole process of motivation has been
poorly defined, researchers content to group its different components
together without attempting to describe how they interrelate. It is our view
that the concepts of attitudes, orientation, desire, needs, goal and drive in FLL

need to be disentangled and redefined if we are to understand the extremely

complex concept of motivation fully.

2.3.1. The motivation process

In this section, we investigate the motivation process, identifying and

defining each distinct component and examining how the different elements

of the process interrelate.

In order to be motivated one has to have a motive. Motives are

considerations or emotions which lead to an incitement of the will, thus

exciting to action (Schwarz et al., 1990). In order to develop this "inner drive

or stimulus” (Brown, 1987: 115) leading to the expending of energy and
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effort, one must initially experience a need , or needs. Needs act as a catalyst
in the motivation process. Once a need has been experienced, the

satisfaction of that need may be sought through the setting of a specific goal,

the attainment of which may be desired and actively sought.

Although activity is the most visible sign of motivation, it is the end
product, the final stage, of the motivation process. We shall therefore begin
our investigation of the process of motivation by examining the source of

the energising, the stimulator(s) of behaviour.

Leaning on psychological research, we first borrow Maslow's concept
of needs (Maslow, 1943) and examine how basic human needs may be

relevant to FLL.

2.3.1.1. Needs

Maslow's hierarchy of needs, as discussed earlier (see figure 2.1, page
28), is a convenient framework upon which to base any model involving
human motivation. The "...functions, effects, purposes, or goals of the
behaviour..." are "...the most suitable point for centering in any motivation

theory." (Maslow, 1943: 392).

Quite obviously, not all of the needs mentioned in Maslow's hierarchy
(physiological, safety, belonging and love, esteem and self-actualisation
needs) are of direct relevance to the foreign language learners within the

two precise contexts under investigation in this study. However, different

needs may emerge in different contexts.

Physiological needs might be experienced by the hungry foreign

language learner in the target language country who is intensely motivated

to speak, due to his/her basic need to acquire food. However, it is highly
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unlikely that adolescent foreign language learners living in Mulhouse and
Walsall would be required to exercise their foreign language skills in order
to satisfy basic physiological needs. These needs would be more appropriate
to the second language learning (SLL) context of say the immigrant learning
the host country's language in order to survive in the new environment.
McDonough criticises the needs-based drive theory, based on the major
homeostatic needs of air, water, food and constant body temperature, arguing
that "this kind of drive theory is not particularly useful in analysing
complex human learning problems", homeostatic needs being irrelevant to
the well defined aims and objectives of human learners (McDonough, 1986:
150). In a formal learning environment, such as a school situation, this is
undoubtedly true. Nevertheless, not all learning environments are formal
and there are many examples throughout the world, of humans for whom

homeostatic needs and learning goals are not unconnected.

The need for safety, however, could be appropriate to the FLL classroom
situation. This would not be safety from such physical dangers as disease,
violence or pain, but rather psychological safety. The need for security may
be expressed by the preference for a "predictable, orderly world" (Maslow,
1943: 377) where justice and consistency reign. Children especially seem to

prefer a structured, reliable environment.

Confronting the average child with new,
unfamiliar, strange, unmanageable stimuli or
situations will too frequently elicit the danger or

terror reaction...
(Maslow, 1943: 378)

FLL may seem new, unfamiliar, strange, and to some children,

unmanageable. The insecure learner, who lacks confidence may perceive

FLL as a threat. Referring to a 1981 study of Finnish school children

learning English as a foreign language, Laine writes:



R/Ieasures of anxiety and variables of the
ethnocentric syndrome" (ethnocentrism,

authoritarianism, anomie, machiavellianism) were

construed as negative motives in the learning

sitqation, indicative of the subjects' safety needs.
(Laine, 1981: 305)

Love and belonging needs may also be appropriate to the FLL situation.
Maslow writes that the individual who experiences love, affection and

belonging needs:

...will hunger for affectionate relations with
people in general, namely, for a place in his
group, and he will strive with great intensity to
achieve this goal.

(Maslow, 1943: 381)

These needs may be associated with the concept of integrative
orientation, defined by Lambert as "a sincere and personal interest in the
people and culture represented by the other language group” (Lambert,
1974: 98). Within a bilingual context, where the target language (TL)
community is present, such as was the case in many of Gardner and
Lambert's studies, learners may experience a need to integrate or participate

in that community.

Even when the TL population is not present in the immediate
environment, the need to identify with the TL group through the target
language may be experienced by the learner who is dissatisfied in some way
with his/her own culture. The individual who is not strongly attached to
his/her social group may experience feelings of social uncertainty. This
could result in a conflict of identity leading to alienation (Richards et al,,
1985), an affective FLL variable known as anomie, originally identified by

Durkheim (1897) and frequently referred to by Lambert (1967).
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Esteem is ranked fourth by Maslow in his hierarchy of basic human
needs. However, esteem may be particularly appropriate to the FLL context
of the adolescent with which this study is concerned. Therefore, we believe
that the need for esteem warrants closer examination than the other

categories of need. Adolescent learners attach considerable importance to

esteem.

The Collins dictionary defines esteem as: "respect, high regard, good
opinion”, supplying the essence of esteem. The many and varied
interpretations to be found in psychological literature refer almost
exclusively to self-esteem. Coopersmith (1981) defines it as the "personal
judgement of worthiness that is expressed in the attitudes the individual
holds toward himself". According to Fenichel "Self-esteem is the degree to
which an individual feels that he is fulfilling all his desires." (Campbell,
1984: 5). Other descriptions of self-esteem include: the "sentiment of being
an object of primary value in a world of meaning", a "basic sentiment of self
value", the "individual feels worthwhile" (Ibid.). A common characteristic
shared by all these definitions would appear to be a sense of personal worth.
Yet esteem is not only viewed as a valuable commodity from a personal

standpoint.

Maslow, in the formulation of his hierarchy of basic human needs
(1970), takes on board this broader interpretation of esteem by neatly
dividing the concept into two distinct needs: the need for self-esteem and the
need for the esteem of others. The former encompasses the "desire for
strength, for achievement, for adequacy, for mastery and competence, for
confidence in the face of the world, and for independence and freedom"
(Maslow, 1970: 45). The latter encapsulates a need "for reputation or prestige,

status, fame and glory, dominance, recognition, attention, importance,

dignity or appreciation”, (Ibid.).
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Relating the concept of esteem to foreign language learners; if foreign
language learning in general or the learning of a particular language
carries status within society, the activity of language learning may be
viewed as a possible source of esteem and means of securing the esteem of
others. That is to say if FLL is accorded high status by society, a desire to
learn in order to gain the esteem of others and increase ones own self esteem
may be generated. An augmentation in self esteem is a pleasurable and
therefore a desirable experience. It therefore follows that children may be
motivated to learn a foreign language as a result of a basic need for the
esteem of others, which may in turn increase the child's personal self worth.
Consequently, self esteem increases with success in FLL, provided that the
environment in which the language learning is taking place awards status

to the foreign language or languages in question.

Within a FLL school context, esteem may be gained from the teacher, in
the form of praise and encouragement, or from the peer group who may
satisfy:

...the desire for reputation or prestige (defining it
as respect or esteem from other people),

recognition, attention, importance or appreciation.
(Maslow, 1943: 382)

Peer group esteem is especially prized by adolescents (Harmer, 1983).
Consequently, the pressure to conform to the norms of the peer group in
order to secure the esteem of other group members is great. The individual’s
FLL motivation may be influenced, positively or negatively, by peer group
pressure, depending upon the status accorded to foreign language
proficiency by the group. The value attached to FLL may be decided by the

peer group on the basis of information available within their contextual

setting.
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Within the home environment, parental esteem may influence a child's
FLL motivation (Porcher, 1983: O'Connell, 1973). Supportive, encouraging
parents who value FLL and communicate this to their children may initiate
the motivational process by indicating a route leading to the attainment of
esteem via FLL. The possibility of satisfying the need for parental esteem

through FLL may be sufficient to motivate certain individuals.

Esteem for FLL by society generally also plays a role in FLL motivation.
A society which values FLL may communicate its importance through the
status accorded to FLL within the education system, the references to foreign
languages and cultures within the mass media and FLL employment
requirements, as well as through the individual persons living within that

society, such as parents and teachers.

Returning to Dornyei's integrative motivation subsystem (see figure
2.2, page 35), several questions spring to mind. Why should the individual be
interested in foreign languages, cultures and people? Why should he/she
have a desire to broaden his/her views and avoid provincialism and why
should he/she seek new stimuli and challenges? Perhaps some of the
answers may be linked with the concept of need for self esteem and the
esteem of others. This is especially relevant when considering young

adolescents, who often have a heightened need for the esteem of their peers

(Harmer, 1983).

The two concepts of esteem and others may combine to form a third
variety of esteem, the esteem in which others are held by the individual.
Having high regard for others, may motivate the foreign language learner
in a different way. Emotive feelings such as admiration may evoke desire.
Should the foreign language learner experience emotions of appreciation or

respect concerning a person or persons associated with the foreign
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language, either because these persons speak the foreign language or are in
some way connected with the foreign language culture, desire to learn that
language may be kindled or reinforced. The idolising of popular music
artists and movie stars is a common phenomena amongst adolescents. Given
that many of these stars are from English speaking countries, a positive
association between the person and the language spoken or sung by that
person may occur, which may in turn influence attitudes towards the

learning of English as a foreign language.

Having defined esteem, distinguishing between its three different
varieties: self-esteem and esteem directed towards and emanating from
others, its significance in relation to the fundamental human needs, as
defined by Maslow, can now be considered. Maslow placed esteem in fourth
position in his hierarchy of human needs, but why should it figure in this
classification at all? What are the implications of esteem which persuaded
Maslow to consider it to be one of the basic human needs and what is the

significance of its fourth position?

The need for esteem, according to Maslow, does not manifest itself until
the physiological, safety and belonging and love needs have been at least
partially satisfied. Hence the ranking of esteem in fourth position. By
partially, it is advanced by Maslow that most normal human beings rarely
experience total basic needs satisfaction and that therefore a more realistic
vision of the needs hierarchy would be to view it in terms of decreasing
percentages of satisfaction. Assigning arbitrary percentages to each need in

order to illustrate this, Maslow apportions the average person with the

following rates of need satisfaction:

Self actualisation needs 10%
Esteem needs 40%
Belonging and love needs 50%
Safety needs 70%
physiological needs 85%

(Maslow, 1970: 54)
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Thus, most people are only partially satisfied in all their basic needs and

do not experience total need satisfaction.

It is unlikely that a person who is experiencing difficulties in
satisfying his/her primary needs to an adequate level, would be conscious of
more advanced needs. Thus, if FLL is only viewed as a purely academic
activity, falling into the self actualisation needs category, those learners
whose more basic needs are insufficiently met, will probably experience low
levels of FLL motivation. Even those pupils who do experience self
actualisation needs may not necessarily take the FLL path in order to fulfil
this need. Although, as previously discussed, self actualisation is a
sophisticated need and may lead to the development of sophisticated FLL
skills, Maslow only accords it a 10% satisfaction rate for the average person,

which would indicate low priority.

If, on the other hand, FLL is viewed by society in general as a
prestigious pursuit, the esteem need may be activated. Esteem needs are
accorded a 40% rate of satisfaction for the average person and would

therefore presumably concern a greater number of people to a greater

degree.

As one ascends the hierarchy of needs, the corresponding average rates
of satisfaction decrease (see page 49). This suggests that when FLL is
associated with a specific need, the relative importance of that need to the

individual may determine the level of FLL motivation manifested. That is to

v. the degree or strength of motivation experienced by the foreign

)

1guage learner may be dependent upon the rate of satisfaction of the

ated need.

50



This still leaves the question concerning the role played by esteem as
one of the fundamental human needs unanswered. As can be deduced from
the hierarchy, without satisfaction of the esteem need, self actualisation, the
ultimate need, in Maslow's ranking, involving the realisation of individual
potential, cannot take place. Perhaps reference to Coopersmith would shed
some light upon the implications of high/low esteem in an individual.
Coopersmith (1981), whilst acknowledging the existence of middle men,
distinguishes between individuals of low self-esteem and those of high self-
esteem. He maintains that typically low self-esteem individuals are subject to
pessimism, anticipate failure, set themselves low standards and aspire to
vague hopes and wishful thinking and usually suffer from high anxiety.
High self-esteem individuals, on the other hand, display confidence in their
capacities and abilities, typically committing themselves to high standards,
striving to meet their expectations and tending to manifest low anxiety.
From his empirical findings Coopersmith identified three major

determinants of self-esteem, all of which are established during childhood:

e1. Acceptance of the child by the parents, that is to say
concerned attentive parents.

e2, Limits enforced by the parents, which serve the purpose
of giving structure to the child's world.

e 3. Respect, that is to say the parents permit relatively great
freedom within the established structures.

All three determinants of self esteem underline the importance of the
family environment. Coopersmith asserts that child-rearing practices have
a general relationship with the formation of self-esteem. The establishment

of standards and values, initially by the family and subsequently by the

school and peer groups, allows the individual to weigh his success or failure

according to such values. By comparing his actual performance and

capacities with his personal standards and aspirations the individual engages

in the process of self-judgement. An absence or limited presence of
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standards and values may lead to ambiguity and uncertainty rendering
success or failure difficult to judge. The role of the family initially, and
various environmental forces subsequently, play major roles in the
satisfaction of human needs. Such influential powers must be taken into
consideration when examining the question of FLL motivation, as they

appear to be of paramount importance.

Although most individuals within the same society usually strive to
achieve the same universal goals given their shared socio-cultural context,
differences in levels of self-esteem can affect personal expectations. High
self-esteem tends to lead to the setting of higher more ambitious targets as
these individuals expect more of themselves, whilst low self-esteem often
results in the setting of lower standards and a lack of commitment on behalf

of the individual concerned who fails to believe in his ability to achieve.

The need for self-actualisation:

...the desire for self-fulfilment...the desire to
become more and more what one is, to become
everything that one is capable of becoming.
(Maslow, 1943: 382)

may be relevant, within the FLL situation, to the person who discovers
that s/he has an aptitude for FLL, and who feels that FLL is his/her forte and
that therefore s/he must pursue it. That is to say, the child may feel the need

to do the best that s/he can, to exploit all his/her potential. Lennon writes:

Some advanced learners have an interest in
improving their English proficiency per se. They
regard itasa skill, an accomplishrnent‘of which ‘
they may be proud, which is an extension of their
personality and is self-actualising for them.

(Lennon, 1993: 42)
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The needs for esteem and for self actualisation may emerge to a greater
extent, as pupils nearing the end of compulsory schooling consider future
employment. Employment may help the individual to gain the esteem of
his/her parents, friends and society in general, which may have
repercussions for self esteem and self actualisation.

Satisfaction of the self-esteem need leads to

feelings of self-confidence, worth, strength,

capability and adequacy of being useful and
necessary in the world.
(Maslow, 1943: 382)

Such feelings may be associated with FLL if the foreign language
learner perceives a need for foreign language skills in the employment
market. In a context where value is placed on FLL, an instrumental
orientation based on the need for esteem may develop. A job which is
materially rewarding and/or intellectually stimulating may be accorded
high status within a society where these commodities are valued. If foreign
language proficiency is associated with jobs of high status, learners may

associate esteem need fulfillment with FLL.

It should not be assumed that one need automatically excludes another.

Maslow writes:

...most behavior is multi-motivated. Within the
sphere of motivational determinants any behavior
tends to be determined by several of all the basic
needs simultaneously rather than by any one of

them.
(Maslow, 1943: 390)

Past research has established that motives and attitudes in FLL are often
a mixture of integratively and instrumentally orientated needs and goals
(Muchnik and Wolfe, 1982; Ramage, 1990; Gardner and Macintyre, 1991).

Dérnyei (1990) not only confirmed that both integrativeness and

instrumentality contribute to motivation in FLL, but also identified a third
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component, the need for achievement. The composite nature of motivation
and attitudes in FLL would appear to indicate that different needs are
simultaneously experienced by the foreign language learner. Thus, any
given individual may have his/her own complex pattern of needs, tailored to
his/her own personal situation. However, individuals who share the same

environment may also share certain context-specific needs.

This study moves away from the traditional integrative/instrumental
dichotomous vision of FLL motivation. Instead, we choose to focus on the
importance of the socio-cultural context in the motivation process, by
examining the FLL attitudes, orientations, needs, goals, desire and drive

experienced by individuals within two distinct environments.

It is conceivable that any one, or a combination of several, of the basic
needs may influence language learning. During the process of first
language acquisition, language acts as a medium through which attempts to
satisfy all needs are made. The needs experienced by the foreign or second
language learner may vary according to a variety of contextual factors.
Needs are inherently linked to circumstances and context. For example, a
foreign visitor with limited or no command of the language of the host
country, would be strongly motivated to speak the host country's language in
order to satisfy his/her physiological needs. According to Maslow (Maslow,

1970), human needs should be studied in life situations, within the social

environment.

Studies carried out by Gardner and Lambert (1959, 1972) in the Canadian
bilingual context found that highly motivated students expressed a wish to

integrate with the French-speaking community. Such feelings could be the

expression of belonging and love needs, linking the high levels of
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motivation to learn French recorded in this context to belonging and love

needs.

The setting of goals and targets, discussed previously, is closely linked to
self-esteem and determined initially by family upbringing and subsequently
by other environmental forces. From Coopersmith’s in-depth discussion of
the probable foundations and manifestations of low/high esteem, its relative
importance to the well-being of the individual can be greatly appreciated.

In answer to the question as to why esteem figures in Maslow’s hierarchy, it
could be said that esteem supplies the individual with a sense of personal
worth, thus justifying its position as one of the basic human needs.
Concerning the significance of its fourth position in relation to the other
basic human needs, esteem would appear to be the key to unlock the ultimate
door leading to the land of self—fulﬁlment, or self-actualisation, that is to say:
“... full use of and exploitation of talents, capacities, potentialities, etc.”
(Maslow, 1970: 150). Without prior satisfaction of the esteem need, the
human desire to realise full potential cannot be achieved. Self-actualisation
is to some extent dependent upon high self-esteem, which is in turn
dependent upon the degree to which the other basic human needs of love

and belonging, safety and the physiological needs further down the needs

hierarchy are satisfied.

Needs may be the source of motivation and drive or effort, the
observable outcome, but how are needs related to drive? And more precisely

how do needs shape and influence drive in FLL?

Needs may be of numerous different varieties, simultaneously

experienced by the learner, varying in urgency and strength, vying with

each other for priority. This competition between needs necessitates a

process of selection. The learner cannot possibly satisfy all his/her needs
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simultaneously and therefore ranks them in order of importance, just as
Maslow classifies needs into a hierarchy. If those needs associated with FLL
are not assigned a degree of relative importance by the learner, it is unlikely
that they will survive this selection process. Those needs which do take

priority, however, influence the learner in the establishing of goals.

2.3.1.2. Goals

Having experienced a need which in some way implicates FLL, the
individual may then identify a goal or precise target. Goals are distinct from
needs in that they are specific, well defined aims which are recognised by
the individual as achievable. For example the learner may experience the
need for parental esteem and thus identify securing a good grade for the end
of term examination as his/her goal. The goal is both the reason for which
the learner wishes to learn the language and the objective towards which

s/he is striving.

Words such as objective or target evoke the orientational concepts of
instrumentality and integrativeness. An instrumental orientation could, for
example, involve the goal of securing a university place or a particular post
for which proficiency in a foreign language is a prerequisite. Chambers
(1994) found that children learning German in the north of England were
very exam-focused, their goal being to get a good GCSE or A-level grade.
Whereas the learner who becomes fascinated by the culture and people of
another country and sets him/herself the goal of learning the target
language in order to acquire a greater understanding of a particular novelist
or of a specific aspect of the target society, such as its political system or its
music, would exemplify the integratively orientated individual. However,

real life is not as clear cut as these theoretical examples.

56



The precise nature of the goal may vary from learner to learner. Goals,

like needs, can be mixed, they can generate different levels of desire and can

require different levels of drive. Maslow states that:

The fin'al goal cannot as a rule be attained
1mrpe;d1ately, but rather in consecutive steps. No
activity as a whole is completed when the nearest

interrpediate result is obtained (top marks in the
examination, for instance).

...man sets himself a consecutive series of
intermediate aims; once one has been achieved, he
moves on to the next one, but retains all along the
sense of the general motive which is guiding and
directing his actions.

(Maslow, 1970: 16-17)

Within a FLL context, Dérmyei (1990) found that success in attaining
different level goals, involving more or less sophisticated language
proficiency, was dependant upon different student needs and orientations.

...learners with a high level of instrumental
motivation and need for achievement are more
likely than others to attain an intermediate level of
proficiency in the target language. On the other
hand, to get beyond this level, that is, to "really
learn” the target language, one has to be

integratively motivated.
(Dormyei, 1990: 70)

According to Dornyei's model, integrativeness incorporates motives
such as "desire for new stimuli and challenges" (see figure 2.2, page 35).
Within Maslow's hierarchy of needs this would fall into the "self-
actualisation", the most sophisticated category of need. Dornyei's findings
indicate that the goal to acquire more sophisticated language skills, "to really

learn the target language" requires integrative motivation.

Individuals can have the same goal, yet different motives, orientations,
attitudes and needs. For example, learners may share the aim to learn a
particular foreign language, yet their motives, or propulsive forces, may be

any one or a combination of sub-goals, such as to be able to read a foreign
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paper, to pass an exam, to build esteem, to please parents, to earn a living and

SO on.

Goals may also differ temporally. A short term goal might be to do well
in the end of term foreign language examination. A longer term goal might
be to be able to understand lyrics, the written media, films or even to attain
near-native competency in the target language. Within the school context,

FLL goals are usually short term, more immediate and tangible than vague

’

long term aspirations.

The setting of self targets involves a recognition of the work required
in order to attain such goals and an acceptance of the effort implicated. In
other words the individual is drafting a plan of action and thus taking

concrete steps towards the realisation of his/her objectives.

2.3.1.3. Desire

The learner is driven towards attaining his/her goal by his/her desire
or fear. Desire could be defined as a willingness, an open-mindedness, a
positive stance with respect to some activity or object. The positive concept
of desire is a familiar motive within the learning context, the negativity of
fear may be less acceptable at first sight. However, the motives of desire and
fear could be viewed as opposite sides of the same coin, and interpreted in
certain contexts as a more acceptable fear of failure or desire for success in
FLL, fear of parental admonition or desire for praise, fear of a loss in or
desire to increase self esteem, fear of not securing or desire to secure an

interesting or well paid job, when the foreign language is perceived as a

requirement for employment.

Desire therefore is the positive attraction towards the achievement of a

specific goal. In order for desire to develop, the foreign language learner
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must firstly become aware of his/her goals and secondly, activate a process
of selection, thus identifying a specific goal. The intensity of desire, that is

to say the strength of the attraction towards the goal may depend upon the
nature of the goal itself and the underlying needs which may be satisfied as
a result of goal attainment. If the needs are weak, low priority needs, or the
goal is poorly defined and non-specific, the desire may be less intense.

However, if the needs are strong, high priority needs and the goal is specific

and well defined, the desire may be greater.

Desire to learn a foreign language may be completely absent in certain
cases. If the individual does not experience a need relating to FLL s/he will
be unable to set him/herself a specific FLL target. Consequently there can
be no attraction to a non-existent goal. Such an individual could be described
as experiencing zero desire in FLL. In contrast, the individual who associates
potential need satisfaction with FLL and identifies a specific goal to this
effect, could be said to experience positive desire towards the achievement of
that goal. Thus the strength of attraction towards the achievement of a

specific goal characterises the intensity of desire.

2.3.1.4. Drive

Experiencing needs and setting oneself a goal may provoke a positive
desire to achieve the goal, however, these three elements of the process are
insufficient in themselves to warrant the descriptive a motivated individual.
In order for any concrete, tangible manifestation of motivation to occur,
some form of action must be undertaken. This action or effort employed in
order to fulfil a desire, attain a target and satisfy a need may be termed drive.
Drive, therefore, represents the effort which the individual is willing to
expend in order to achieve his/her goal. The stronger the desire to reach
the goal, the more effort the learner is likely to employ. In Chambers' 1994

study, pupils claimed that if German were no longer taught at their school
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they would probably not bother to learn it. Perhaps these children do not

attach sufficient significance to the learning of German in order to make the

effort to learn independently.

Motive and aim, that is to say needs and goals, are said to characterise
the systematic structure of human activity or drive (Leontiev, 1981). Both
are prescribed to man by society, and both have a material character. Even
when the aim of activity is the satisfaction of natural needs, such as hunger
or thirst, the needs have to acquire the form of a concrete object in order to
become the propulsive force of an action (Ibid.). Leontiev illustrates this by
proposing that the hungry person not only has the desire to eat, but also
imagines the food which will satisfy the hunger. However, the projected
image, for example, of a loaf of bread, would not exist outside the society of
mills, bakeries and bread shops (Ibid.). Transferring the analogy to the FLL
situation, a child's incentive to speak a foreign language may be based on the
image of the situation in which s/he will speak it. In order for such a vision
to exist in the child's mind, the society in which s/he lives must provide not
only oppom‘mities for the child to hear the foreign language, but also

situations in which s/he will conceivably be able to make use of it.

This final step in the motivation process is, without a doubt, the most
difficult to take. Many language learners express desire to master the target
language, yet are not prepared to invest the effort. Quite simply, their
desire, fuelled by their goals and needs, is not strong enough. Perhaps the
pay-off for investing so much time and effort in FLL is neither sufficiently
rewarding nor tempting for some individuals within certain contexts, or

perhaps the alternative, not being able to speak a foreign language, is

neither unsatisfactory nor displeasing.

Maslow writes:
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.-every drive is related to the state of satisfaction
or dissatisfaction of other drives.
(Maslow, 1943: 370)

The idea that gratification is as important as deprivation in motivation
theory is equally relevant to motivation within the FLL context. The foreign
language learner who believes all his/her needs, be they physical or
psychological, can be satisfied without recourse to learning another
language may experience difficulty in perceiving a reason to learn the
target language. Consequently the learner may lack the drive to learn the
TL, as need gratification is not associated with FLL, but with some other
form(s) of activity. To observe the same situation from the deprivation
perspective, an individual who does not experience deprivation of one or
more basic needs associated with FLL will not generate a desire to achieve
non-existent goals and will consequently feel no urge to expend energy on
an activity which appears to be unnecessary. In other words, without need,
no goal will be set, no desire will be generated, no effort will be undertaken

and the individual will be unmotivated.

Like desire, drive can vary in intensity, from zero to high drive. High
drive rests upon the positive desire to achieve a specific goal which, it is
believed, may lead to need fulfillment. Maslow postulates that highly
motivated behaviour is clqsely related to the basic physiological, safety,
belonging and love, esteem and self actualisation needs. Whereas weakly
motivated behaviour may not be so closely related. In other words, the
degree of closeness (Maslow, 1943) to the basic human needs determines the

intensity of motivation. Therefore, when FLL is intimately linked to basic

human needs, FLL motivation is at its most intense.

Separating the motivation process into four distinct concepts helps to

clarify four separate stages of the process: the initial emergence of a need or

61



needs associated with FLL, the setting of a precise goal or target, the desire to
achieve that goal and the taking of concrete steps towards the realisation of

that aim. This process may be represented diagrammatically as follows:

Figure 2.4 The motivational process

to satisfy to attain to fulfill

To briefly recapitulate, the motivation process can be viewed as a
conglomerate of four distinct concepts, here labelled as: needs, goal, desire
and drive. All four elements must be present for a person to be truly
motivated. In order for the motivation process to be initiated, the learner
must experience a need or needs. The first stage in the process therefore is
the emergence of needs. The second stage in the process involves the
identification of a precise goal towards which the learner is driven by
his/her desire, stage three. The strength of attraction towards the goal
creates the desire to achieve that goal and may cause the individual to
undertake goal-orientated action, referred to as drive in the model, the

fourth and final stage, in order to implement the desire.

The degree of motivation experienced by the foreign language learner
can be determined by measuring these four components of the motivation
process. The level of drive may be assessed according to the amount of effort
an individual is prepared to invest in FLL. Desire to learn a foreign language
can be quantified by its presence or absence. The specific goals of an
individual learner may be evaluated as precise or imprecise, well or ill-

defined. Finally, the needs regarding FLL experienced by the learner may

be high or low priority needs, varying accordingly in strength.
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Therefore, it is the strength of the motive, which may be measured in
terms of intensity of drive, that is important and not the motive inherently.
However, drive alone cannot constitute motivation; there must be some
achievable goal or objective, established through the experiencing of needs.
All four components (needs, goals, desire and drive) of the process must be

present in order for the individual to experience a motivated state.

2.3.2. States of the individual

We have just discussed the process involved for the individual to
experience a motivational state. The state of the individual differs from the
process in that it encompasses not only the mechanics of the internal
process which lead to overt behaviour, but also the affective, experiential
state of the organism (Weiner, 1986), involving the individual's feelings and
thoughts as well as actions. The process consists of a series of steps, a
progression involving a sequence of developments, leading to an observable
conclusion; whereas the individual's state represents his/her condition or
circumstances at any given time during the process. States both influence

and reflect the process.

From the reading we have identified three states of the individual: the
orientational state, the attitudinal state and the motivational state. These
three concepts have frequently been confused by researchers. In this

section, we aim to define these three states and discuss how they relate to

each other and to the motivation process.

The states of the individual in relation to the motivation process can

best be represented diagrammatically, as in figure 2.5, page 64. The three

squares labelled motivation, attitudes and orientation, each represent a state

of the individual. The complex associations between these states and their

interactive relationship is represented in the model by the positioning of the
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squares one inside another. If the squares are considered as permeable
entities, the model shows how the individual's orientation in FLL may
influence his/her attitudes and similarly, motivational state. In the reverse

direction attitudes may affect orientation and motivation, and motivation

may reinforce attitudes and orientations.

Figure 2.5 The states of the individual and the motivation
process
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2.3.2.1. Motivation

The motivational state subsumes the entire motivational process and the
two states of attitude and orientation. All the elements together form the so

often misunderstood concept of motivation.

Unlike in Gardner's socio-educational model (see figure 2.3, page 40),
where effort, desire and affect are grouped together and labelled motivation
and attitude, these three distinct concepts are differentiated and defined
individually in our model. Effort, or drive, and desire form part of the

motivation process, whereas affect is a state of the individual and

represented diagrammatically as such.
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Although the motivational state encompasses the whole motivational
process, we notice that it is the element of drive which distinguishes the

motivational from the attitudinal state and both desire and drive components

which differentiate it from the orientational state.

Referring once more to Gardner and Maclntyre's statement:

... It has been shown repeatedly that it is not so
much the orientation that promotes the student's
achievement but rather the motivation. If an
integrative or instrumental orientation is not
linked with heightened motivation to learn the
second language, it is difficult to see how either
could promote efficiency.

(Gardner & Maclntyre, 1991: 58).

We may now reinterpret this statement in the light of our model.
Without the initial needs and goal elements of the motivational process,
desire and drive would not develop. Thus, orientation is an essential
component of motivation. However, that which differentiates orientation
from motivation is the desire and drive to achieve certain FLL goals and thus
satisfy one or more human needs. Therefore what Gardner terms heightened
motivation, we would define as strong positive desire and drive.
Consequently, we might state that: it is not so much the needs and goals
which promote the student's achievement, but rather the desire and drive. If
needs and goals are not linked with strong positive desire and drive, it is

difficult to see how they could promote efficiency.

Let us now examine the orientational state and explore how it relates to

both the motivational process and the individual's states.

2.3.2.2. Orientation

The orientation state is the first square in the series of three and

includes the first two components of the motivation process: needs and goals.
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The model illustrates that orientation is an important component of
motivation, but cannot constitute motivation alone, as it concerns neither
drive, the effort undertaken in FLL, nor desire to learn. Orientation
concerns the reason, the motive for FLL and therefore, in the model, the
orientation state incorporates needs and goals. Needs and goals may shape
and direct orientation, but the important motivational elements of desire and

drive are not directly concerned with the concept of orientation.

As we have already mentioned, the term orientation was redefined by
Gardner and Maclntyre in 1991 to "...refer to the reasons for studying a
second language..." (Gardner and MacIntyre, 1991: 58). These reasons, or
needs, may be integrative representing "a sincere and personal interest in
the people and culture represented by the other language group" (Lambert,
1974:98) or instrumental, concerned with "thé practical value and

advantages of learning a new language" (Ibid.).

Moving away from this instrumental/integrative dichotomic vision of
orientation, we may redefine the orientational state as the individual's
personal reasons for learning a foreign language. These reasons may
concern the learning of a foreign language for utilitarian purposes, such as
to pass an examination or to improve career prospects; they may include a
wish to identify with the TL group; but they may also involve a wide range of
alternative reasons, some of which, for example the need for achievement,

have been noted by other researchers (Dornyei, 1990; McDonough, 1986).

Whatever need the individual experiences and goals s/he sets
her/himself, these components of the motivational process are fundamental
to his/her orientational state. We therefore note that the orientational state

is closely linked to the needs and goal stages of the motivation process.
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However, although the motivational process elements of needs and goal
are fundamental, they are not the only contributors to the orientational
state. This state is also subject to the influential properties of the attitudinal
and motivational states. In fact, the relationship between the three states is a
multi-directional one. For example, attitudes towards the employment related
value of FLL may influence learner orientation. In a socio-cultural context

where foreign language skills are considered as an essential requisite for

employment, positive attitudes towards FLL associated with an employment

related orientation may thrive.

Placing too much emphasis on orientation is to detract from the issue of
motivation in its entirety, that is to say the whole motivation process,

including the vital desire and drive components.

Of course, needs and goals are linked to desire, the desire to achieve the
goal thus satisfying the needs. Desire is an affective concept and as such

closely linked to attitudes.

2.3.2.3. Attitudes

In order to better understand the relationship between desire and

attitudes we need firstly to define the concept of attitude.

There is a wealth of social psychological literature referring to the
concept of attitude, dating from the mid 1950's (Allport, 1954) to the present
day (Olson and Zanna, 1993). Researchers investigating FLL attitudes
(Chihara and Oller, 1978; Gardner, Smythe and Clément, 1979; Gordon, 1980;
Gardner and Smythe, 1981; Hamers, 1984; Cooper, 1985; Department of

Education and Science, 1987; Kraemer and Zisenwine, 1989; Bacon and

Finnemann. 1990: Benson, 1991; Baker, 1992; Asher and Higham, 1993) often

use general definitions of attitude such as:
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a mental and r}eural state of readiness, organised
through éxperience, exerting a directive or
dynamic influence upon the individual's response

towards all objects and situations with which it is
related.

(Allport, 1954: 45)

a disposition to respond favourably or

unfavourably to an object, person, institution, or
event.

(Ajzen, 1988: 4)

an evaluation of some object about which an
individual has some knowledge.
(Pratkanis and Greenwald, 1989,
in Deaux, Dane and Wrightsman, 1993: 144)

According to Deaux, Dane and Wrightsman, we evaluate or judge our
thoughts and feelings about a precise object on a particular dimension, such
as good-bad, positive-negative. In order to make such judgements, it is not

necessary to be fully informed about the particular object,

but one must have enough knowledge to be able to
represent the object in memory, to think about it.
(bid.)

This ties in with Leontiev's discussion of motives, aims and activity (see
page 60) during which he states that needs have to acquire the form of a
concrete object in order to become the propulsive force of an action.
Leontiev illustrates this by proposing the example of the hungry person who
not only has the desire to eat, but also imagines the food which will satisfy
the hunger and who projects the image of a loaf of bread, an image which

would not exist outside the society of mills, bakeries and bread shops

(Leontiev, 1981).

These ideas introduce a more complex definition of attitudes as tripartite

in nature, having components which are:
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.:.gffectlve (concerning evaluative feelings of
llklpg and disliking), cognitive (concerning
behefs, opinions, and ideas about the attitude
ob)ect), and conative/behavioural (concerning
behavioural intentions or action tendencies)
(Stahlberg and Frey, 1988:143)

In our model, the individual's attitudinal state is represented by the
second square in the series of three. Stahlberg and Frey's above definition is
of particular interest to us as in our model, the attitudinal state also

comprises three components: needs, goal and desire.

The affective component of attitudes may interact with the individual's
needs. If s/he likes or dislikes someone or something closely associated with
the language or the country in which the language is spoken, s/he may
experience a need appropriate to those feelings. For example, if an
individual likes the life-style and values of a particular society, s/he may
experience a need to belong or integrate into the culture and consequently
to learn the language of that group. Conversely, needs may engender affect.
For example, a person who experiences a need for esteem from his/her
parents, which s/he hopes to satisfy through successful FLL, may develop
positive feelings towards the activity based on the strength of that need.
Should the need be partially satisfied, the individual's feelings of liking may

increase.

The cognitive component of attitudes may be relevant to the setting of a
precise goal by the individual learner. Cognition is defined by Kruglanski as
"a special type of knowledge, notably knowledge of which content is
evaluative or affective" (Kruglanski, 1989: 139). Identifying a precise aim or
goal is an evaluative exercise which may be influenced by the affective
component. Beliefs, opinions and ideas about the attitude object may all

interact in the goal selection process. If the individual believes that FLL is

unnecessary as it will serve no or little purpose, it is unlikely that the goals
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set by that individual will concern FLL. However, if the individual believes

that foreign language skills are a necessary requirement in the employment

market, s/he may set him/herself a goal concerning FLL.

The conative/behavioural component of attitudes may be identified
with the desire component in our model's motivation process. Triandis
defines behavioural predisposition as "a state of a person that predisposes a
favourable or unfavourable response to an object, person or idea" (Triandis,
1991: 485), whilst Stahlberg and Frey (1988) write of "behavioural intentions
or action tendencies". A desire to achieve a precise goal in order to satisfy a
need is a statement of intention to act, to initiate the drive component of the

motivation process.

Oppenheim too refers to three attitudinal components:

... an attitude is a state of readiness, a tendency to
act or react in a certain manner when confronted
with a certain stimuli. Thus the individual's
attitudes are present, but dormant most of the time;
they become expressed in speech or other
behaviour only when the object of the attitude is
perceived... Attitudes are reinforced by beliefs
(the cognitive component) and often attract strong
feelings (the emotional component) that will lead
to particular forms of behaviour (the action
tendency component).

(Oppenheim, 1966: 105-106)

Recent theorists have objected to the three-component view of attitudes
(Fazio, 1990; Pratkanis and Greenwald, 1989; Tesser and Shaffer, 1990; Zanna
and Rempel, 1988), maintaining that behaviour is separate from attitudes.

We believe that attitudes and behaviour are indeed separate components of

motivation, yet they are linked.

Gardner avoids including the conative component in his definition of

attitude:
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an_evalpative reaction to some referent or attitude
ob)gct, inferred on the basis of the individual's
beliefs or opinions about the referent

(Gardner, 1985: 9)

maintaining that evidence collected in FLL research "indicates that attitudes

are related to behaviour, though not necessarily directly" (Ibid.).

A major feature of Gardner's socio-educational model of second
language learning (Gardner, 1985, see figure 2.3, page 40) is that attitudes
play a role in language learning through their influence on motivation.
Gardner, with specific reference to FLL identifies two distinct types of

attitude:

e]. attitudes towards learning a language

e2. attitudes towards the other language community.

[t could be argued that language cannot be considered as a neutral
linguistic code, as it is often intimately linked with its speakers’ sense of
identity and community, its culture (in both the sociological and aesthetic
sense) and the nature of its use. Consequently, attitudes towards the
language itself, its speakers and culture become systematically involved in
FLL. It has been pointed out by Littlewood (1987) that Gardner's second
category of attitudes, that is attitudes towards the other language community,
may not be of any great significance if the language being learnt has
international status and if the domains of use are not clearly connected to
the context of the target language society. A study of Marathi-speaking high
school students of English in Bombay (Lukmani, 1972) and a study of learners
of English in the Philippines (Gardner and Lambert's 1972) both found that

attitudes towards the target language community and culture did not exert

important influence upon FLL motivation. As English was being learnt as an

international language, these students had no distinct group of native
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speakers in mind and therefore held no attitudes towards a target language
community. Nevertheless, this is not true of al] situations, indicating once

more the importance of the language learning context.

In her book "Language the social mirror"”, which deals with first
language attitudes, but could be equally applicable to second or foreign

language attitudes, Chaika (1989) maintains that language attitudes reflect

the social conditions within a society and that:

Language and society are so intertwined that it is
impossible to understand one without the other.
(Chaika, 1989: 2)

This idea can be transferred to the FLL situation. Attitudes may be
influenced by the learner's social context, that is to say his/her family,
friends and the society in which he/she lives. Therefore, it is not only the
learner's attitudes, which may influence FLL motivation, but also the
attitudes of parents, the peer-group and society in general (Oskamp, 1977).
Wilkins writes:

A most significant point about attitudes is that
there is evidence that the attitudes of children are
almost always determined by the attitudes or their
parents ... it could be said that it is the parents who
determine how well a child will learn a foreign
language. (Wilkins, 1972: 184).

Porcher also stresses that:

... it is highly desirable to try to find out what the
family's attitude is to foreign languages,. and, ‘
specifically, to the language under consideration.

(Porcher, 1983: 148).

He goes on to state that:

it is clear that if the family and social environment
put a high value on learning it has a muqh better
chance of being successful and of appealing to a
motivated learner.

(Ibid.: 149).
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O'Connell (1973) talks of status and social approval motives, stating that
it is difficult to disentangle motivation from such social factors as parental

attitudes and aspirations. Harding et al. (1969) consider parents to be the

major socialisation agents.

Macnamara disagrees with those psychologists, teachers and linguists
who are of the opinion that favourable attitudes are vital to success in FLL
He believes that, on the contrary, they "... are of only minor importance"
(Macnamara, 1973: 36) and that the key word to success in foreign language
learning is "communication”. He supports this claim by drawing
comparisons between babies learning their first language, conquered
peoples acquiring the language of the invaders and school children
attempting to learn a foreign language. His arguments, although relevant
within the context of the second language learner immersed in the target
language environment, are inappropriate to foreign language learning,
especially in a school environment. Firstly, there are very few school
children in England who can conceive any immediate real need for
competence in a foreign language (Wright, 1993). As Littlewood writes:

...many school learners of French in Great Britain
have no clear conception of themselves ever using
the language for fulfilling real communicative
needs, partly because they have little contact with

French people and partly because English is itself

a world language.
(Littlewood, 1987: 67-8)

Secondly, these pupils already possess a perfectly adequate means of
communication in the form of their first language, which is shared by their
peers and, in most cases, by the foreign language teacher too. The FLL
ool is therefore artificial by definition and in spite of efforts

situation at sch

to render it more communicative, real communication is seldom, if ever,

achieved (Buttjes, 1990).
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To refer to Macnamara once more:

In the essentials there is little individual variation.
In foreign language classrooms the variation is
enormous, and this I take as a sign of failure to
engage the children's faculté de langage. | am not
surprised to find enormous differences among
people skiing but | would be if [ were to find them
among people walking. Walking is "natural”
whereas skiing is somehow "artificial". It would
seem that homes and streets, produce "natural”
language whereas the schools produce "artificial"
language, and that the variation amongst students
is an indication of the artificiality. Our task is to
make the school more like the home and the street.
If my analysis is correct, this means amongst other
things that we must stop talking about attitudes and
talk more about communicating. My belief is that
when we really learn this lesson, individual
differences in linguistic attainment will cease to

be noticeable.

(Macnamara, 1973: 40)

Many school pupils do not consider FLL to be an "essential” activity. In
order for any reconsideration of the importance of FLL to occur, a need for
the foreign language in question must initially be experienced by the child.
The need to communicate, within the FLL classroom is an artificial need,
imposed by the teacher, and consequently second-rate, compared to the real
thing. However, context might be important as "rehearsal for eventual
performance." (Hawkins, 1987: 256). Communicative teaching methods may
render classroom language teaching more communicative and more
realistic, but FLL within the classroom context is by its very nature artificial.
Hawkins shows how this artificial classroom context can in fact condition the
pupil's imagined needs, so that at a future date, the pupil is able to put
communication rehearsed in the classroom into practice in the real world.
The needs experienced by a second language learner, within the target
language context differ greatly from those of the FL learner within the
school context. Needs vary according to the situation within which the
learner finds him/herself. That which may be natural to one may be

artificial to the other. Skiing may be natural to many people who live in
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snow-covered environments, yet artificial to those who do not. The artificial
dry slopes of Sheffield are as incomparable to the Alps as the FLL classroom
is to the country in which the target language is spoken. Context is of

primary importance to FLL motivation. It holds the Keys to needs and attitude

formation.

The individual's attitudes, therefore, are closely related to his/her
desire, goals and needs. The attitudes relating to needs, goals and desire may
affect the motivational state by engendering an action tendency which may
eventually manifest itself as drive. However, drive itself is not part of the
attitudinal state of the individual thus, in the model, the attitudes square

excludes drive.

Drive, the effort employed in order to fulfil the desire, attain the goals
and satisfy the needs, distinguishes the individual's attitudinal state from

his/her motivational state.

In our model, the motivational state encompasses all four elements of
the motivation process and both the attitudinal and orientational states of the
individual, thus diagrammatically representing the interrelationships

between the individual concepts involved in motivation.

Having defined and discussed the motivational process and the states of
the individual, we may now feel that we better understand the concept of
motivation in FLL. However, our argument thus far has been content to
commence with the experiencing of needs. We have not yet posed the
questions as to how and why certain needs emerge. We intend to investigate

the origins of needs in FLL motivation in the following section.
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2.3.3. Individual and contextual variables

As previously discussed from a psychological perspective, researchers
have posited various theories in order to account for the emergence of needs.
Some needs are ascribed biological, innate origins, others are described as
psychosocial, learned through interaction with a particular society. Many
psychologists now believe that socialisation:

...the developmental process through which we are
trained to fit into an organized way of life...and [to]
acquire a set of distinctive personal attributes,

motives and social behavior...
(Smith, Sarason and Sarason, 1982: 368)

is an interactive process, involving complex interplay between the innate
biological needs of the individual and the acquired psychosocial needs
learned through imitation, identification, reward and punishment (Ibid.)

within a specific socio-cultural environment.

In this section we discuss some of the personal and contextual factors
which may interact and contribute to the emergence of needs relevant to

FLL.

There are many factors, or variables, involved in foreign language
learning, and there are as many different ways of classifying and
identifying variables as there are researchers in this field. Schumann
(1978) establishes a very comprehensive classification of the factors
influencing language acquisition, categorising them under nine different
major headings:

e 1. Social factors, such as socio-economic background
e 2. Affective factors, such as anomie or culture shock

¢3. Personality factors, such as inhibition or empathy (the
student's psychological ability to imagine themselves in
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another person's shoes, thus modifying their behaviour
towards that person)

*4. Cognitive factors, such as cognitive style ("the manner in

which people perceive, conceptualise, organise and recall
information." Ellis, 1985: 114)

*5. Biological factors, such as age

¢6. Aptitude factors, such as [.Q. and modern language
aptitude

e7. Personal factors, such as individual learning techniques

8. Input factors, such as exposure to the target language and
opportunities to learn and use the target language

*9. Instructional factors, such as the teacher and his/her

teaching methods, materials and the classroom
environment

Although both the individual and the context contain a wealth of
variables which may affect FLL motivation, the majority of Schumann's
(1978) categories focus on the psychology of the individual as opposed to the
nature of the social context. In our study we focus on factors to be found in
the socio-cultural context, rather than on individual variables, viewing the
concept of FLL motivation from a sociolinguistic rather than from a
psycholinguistic perspective. Like Leontiev (1981), we believe that outside
society, social life, relationships and communication, human beings cannot
develop their personality and that therefore social psychology takes
precedence over general psychology. However, given that all contextual
variables are perceived and interpreted by the individual, human social
behaviour also depends on the general psychological characteristics of
personality. Thus general psychology can be said to illuminate social
psychology (Ibid.). In short, neither should be considered in isolation. Let
us therefore commence by exploring some of the individual biological and

psychosocial variables mentioned by Schumann in his classification.
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2.3.3.1. Personal variables

Personal variables for the most part fall into the domain of psychology
and incorporate such factors as learner personality, sex, age, preferred
cognitive style, level of intelligence and language aptitude. All these
variables may play important roles in the individual's FLL orientation,
attitudes and motivation. However, given that the personal psychology of
the individual is not the main focus of this study, we shall limit our
discussion to the consideration of those personal variables which are most

often cited as possible sources of individual difference in FLL motivation.

Burstall wrote: "in the language learning context, nothing succeeds like
success” (Burstall et al., 1974: 244). Success in FLL provides a means of
satisfying our need for esteem and may therefore be a powerful motivator.
Many studies have found FLL motivation and achievement to be closely
related, although whether a person is motivated because s/he is successful or
is successful because s/he is motivated remains open to debate. Nevertheless,

success is clearly closely related to motivation and therefore merits some

consideration.

FLL achievement has been the subject of many studies (Gardner and
Lambert, 1959, 1972; Burstall et al., 1974; Gardner, Smythe and Clément, 1979)
and has frequently been associated with language learning aptitude and

intelligence, Schumann's (1978) aptitude factors.

These two factors are perhaps two of the most fundamental and

controversial individual difference variables in FLL and therefore warrant

particular attention.
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Wilkins describes aptitude in very general terms as "a stable and
permanent ability” possessed by an "individual" for learning, (Wilkins, 1972:
178). Language learning aptitude is often referred to as "an ear for
language" (McDonough, 1986), a gift, a knack or a special talent for learning
languages (van Els et al., 1984). However, there is no general consensus as to

the definition of this term and some researchers question its existence.

Neufeld (1978, 1984) argues that "linguistic aptitude as such most
certainly exists, for without it language learning as we know it would be
quite impossible" (Neufeld, 1978: 17). Indeed, all normal children are
programmed to learn language (Chomsky, 1965) and usually master the basic
structure of their first language within a few years. Neufeld (1978) believes
that both first and second language learning aptitude is innate and that

therefore all individuals are cabable of mastering basic language skills.

Individuals do, however, demonstrate different levels of language
proficiency. Differences in linguistic ability generally become apparent at
school when the child attempts to master the higher levels of language, such
as fluent writing skills. Neufeld (Ibid.) therefore concludes that the
considerable variation in individual ability to master higher level skills in

both the first and second language is linked to verbal and non-verbal

intelligence.

Pimsleur, Mosberg and Morrison (1962) found that proficiency in
French, learnt as a foreign language in American schools, correlated with

intelligence. However, learning in other subject areas also correlated with

intelligence and levels of correlation were low for all subjects. There are

two interesting points of discussion here, firstly the fact that learning in all

subject areas, not just in French, correlated with intelligence suggests that

the correlation relates to learning in general rather than to the specific
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learning of French. Secondly, the low levels of correlation may indicate that

although intelligence may contribute to learning, it is neither the primary

nor unique influential factor.

Chastain (1969) also found intelligence to correlate with FLL
achievement, but only amongst those students who were being taught by
cognitive-code type methods (involving the expounding of rules, the
examination of instances, teacher explanations and some rote learning). For
other pupils who had been learning by an audio-visual method the
correlation was insignificant. This points to a possible incompatibility
between teaching and testing practices. If both intelligence and FLL ability
are measured in terms of successful completion of written knowledge tests,
they should be expected to correlate as the same intellectual skills are being
tested in each case. However, different intellectual skills are called upon

when FLL is taught using an alternative to cognitive-code type methodology.

Genesee's (1976) findings showed the measured intelligence of English-
speaking students of French to correlate quite highly with their measured
scholastic skills in French. However, communicative competence in French,
as measured by French native speakers, did not correlate with intelligence.
In this instance the two contrastive methods used to measure foreign

language proficiency revealed conflicting results as to the importance of

intelligence in FLL.

The source of controversy lies superficially in the proposed link

between intelligence and language proficiency, but the fundamental source

of contention lies in the definitions employed.

Intelligence has been defined as "a general academic or reasoning

ability" (Stern, 1983: 368), "the ability to acquire and retain knowledge"
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(Brown, 1987: 72) and an innate, general, intellectual ability, which is due to
a combination of physical inheritance and the effects of the environment
(Schofield, 1972; Spooncer, 1983). Howard Gardner (1983) redefined
intelligence on a much broader basis than previous researchers. His
comprehensive definition of intelligence comprises seven different types of
knowing: linguistic; logical mathematical abilities: spatial intelligence (the
ability to find your way around an environment, to form mental images of
reality, and to transform them readily); musical intelligence (the ability to
perceive and create pitch and rhythmic patterns); bodily-kinesthetic
intelligence (fine motor movement, athletic prowess); interpersonal
intelligence (the ability to understand others, how they feel, what motivates
them, how they interact with one another) and intrapersonal intelligence
(the ability to see oneself, to develop a sense of self-identity). Gardner's
controversial theory posits that traditional definitions of intelligence are
culture-bound, highly selective and do not take into consideration the full
capacity of the human mind as they are only concerned with particular
aspects of intelligence, usually linguistic or logical mathematical abilities. It
could be argued that to view foreign language learning as a scholastic or
academic activity, to be taught and tested as any other school subject, is to

neglect the full language learning capacity of the human mind.

The conflicting findings of the previously mentioned studies reveal
inherent limitations in the definition of both intelligence and language
learning aptitude. A definition of intelligence confined to the measurement
of only a selected few intellectual skills may be too restrictive and scholastic-
skills specific. Learning a foreign language involves a vast array of

intellectual skills, which should be reflected in both the teaching and

assessment of FLL.
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Thus, intelligence as traditionally rated, may not be intrinsically

related to FLL, but rather to specific styles of teaching and learning and

their assessment.

McDonough writes:

[t seems likely that, in a natural situation with a
strong motivation to learn, people of both above
average and below average IQ will do so; but the
Ssame may not be true in the classroom situation.
(McDonough, 1986: 133)

Apart from aptitude factors (Schumann, 1978), biological variables,
such as age and sex have also frequently been associated with individual

differences in FLL.

Young children are usually free from inhibition when learning a
foreign language, in contrast to older children. They have not had time to
develop negative attitudes towards the speakers of other languages, have a
low socio-affective filter (Dulay and Burt, 1982) and a greater empathy
capacity. Consequently they generally manifest a strong integrative
orientation. The filter is defined by Dulay and Burt (1982) as:

...that part of the internal processing system that
subconsciously screens incoming language based

on what psychologists call "affect”: the learner’s
motives, needs, attitudes, and emotional states. The
filter appears to be the first main hurdle that
incoming language data must encounter before it

is processed further.
(Dulay and Burt, 1982:46)

Harley (1986), referring to second language learning, states that the
filter impedes acquisition in adolescents and adults and quotes Schumann,

who believes that adults have greater difficulty than children in language

learning because:
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...the development of firm ego boundaries, attitudes
and motivational orientations which is

concomitant with social and psychological
maturation places constraints on the initiating
factors such that they may block or at least inhibit
the cognitive processes from operating on the

target language data to which the adult is exposed.
(Schumann, 1975:231-32)

According to Leontiev the age 11-12 to 15 is a period of rapid
socialisation during which pupil personality is developed and defined.
"Society provides a looking glass in which people discover their image, or
self label" (Gergen and Gergen, 1981). Society's opinion of the child's
personality and activity becomes more important. "Seeing himself 'reflected’
in other people, he thinks more about himself, compares himself and his
behaviour with other people and their behaviour, and selects a model which
he strives to imitate." (Leontiev, 1981:74-5). During this period, changes in
the child's system of activity and motivation occur, especially vis-a-vis

schoolwork.

Gender differences in aptitude and achievement in FLL have been the
subject of various studies (Carroll, 1963; Johnson, Flores, Ellison and Riestra,
1963; Brega and Newell, 1967; Carroll, 1967 and Nisbet and Welsh, 1