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ABSTRACT

First and second/foreign language learning differ
substantially in the degree of proficiency attained by the
learners. Many factors have been proposed to account for
this variation, foremost among which aptitude, attitudes
and motivation.

The present study primarily explored the possible
interaction between attitudes, motivation and studnets’
performance in English in two distinct settings. It was
hypothesized that an integrative orientation and favourable
attitudes are powerful incentives that can determine
success in language learning.

The hypothesis was tested both in the second and
foreign lanquage settings with two different populations of
Greek students. '

The subjects for the first study were 51 Greek young
adults form the University of Kent, while the subjects for
the study in the foreign lanquage context comprised 470
Greek secondary school students, drawn from language
schools in Athens.

The study in Greece further examined the effect that
gender and socioeconomic background could have on the
students’ attitudes and motivation and investigated the
influence of parents on their children’s attitudes and

motivational orientations.



The questionnaires used were modelled on Gardner
(1985), and the analysis of the data was done by using
multivariate statistics.

The results of the first study indicate that very few
motivational factors have a bearing on achievement in
English, while in the second study it was observed that
motivation and attitudes are critical factors in predicting
success in the foreign language.

Sex and social class had a significant effect on
attitudes and motivation, while parents were found to play
a significant role in the children’s attitude development.
Based on these findings, certain recommendations were made
to enhance the students’ attitudes and motivation toward

learning English.
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CHAPTER 1

1. INTRODUCTION

1.1 sStatement of the problem

The study of languages is acknowledged to be very
fascinating and of considerable positive value to students
in developing a knowledge of and sensitivity to countries
and cultures other than their own (Clark, 1981). The
interest shown in the area has increased considerably over
the past twenty years and more researchers seek to gain a
more and more thorough understanding of the complexity of
second/foreign language learning.

According to Pride (1979), it is generally accepted
that people learn their first language easily and fairly
successfully -although there are individual differences
concerning verbal skills i.e. vocabulary size, diversity of
expression, complexity and novelty of sentence
construction- possibly because they are genetically
predisposed to acquire language (Chomsky, 1965) and then
grow up in a community in which they need to function to a
certain degree through language. However, it is equally
accepted (Brown, 1973) that not every individual is
successful in learning a second lanquage particularly in an
educational setting. An important question which derives
from these comments is the following: if all people are
endowed with the ability to learn their first language

easily and well, why is it that this innate ability seems



to decline when it comes to learning another langquage? Or,
why is it that a number of students acquire native or near
native proficiency in a second language whereas others
remain virtual monoglots? In a similar way, other related
questions can be posed: Do some learners have an "ear for
languages” or a “"gift for tongques”? Is successful language
learning dependent on the way it is taught? Is it of equal
importance for the learner of an economically powerful
country as it is for the learner of a developing country,
or for the member of an ethnic minority group? Why is it
that North Americans are considered to be poor language
learners (Gardner, 1985) in contrast with people from other
nations who develop the ability to use a foreign langquage
productively in communicative situations?

As Gardner (1985) - a pioneer in the field of social
psychology and second language learning - points out, such
questions have grown out of a dissatisfaction on the part
of teachers, students and parents, that although many
learners attempt to acquire the skill of competence in a
foreign lanquage through education, the results that
language courses produce are not very often the desired
ones. (Dendrinos, 1986).

Many factors have been cited as determinants of this
rather unsatisfactory situation. Scholars have focused on
the educational side of language learning regarding the
problem involved in it as a skills development problem,
like number learning, and have concentrated their efforts

on refining methods and developing materials that serve



these methods, on improving teachers’ qualifications as
well as on refining achievement and proficiency tests.
However, method was not sufficient by itself, since
students showed only small differences in one skill or
another and only few of them developed high 1levels of
proficiency compared to others who, wunder the same
pedagogical procedure, showed limited progress. (Gardner
and Lambert, 1972, Lee, 1980, Hague, 1989).

Along with method the most commonly discussed
variables to account for the variation in students’
proficiency are intelligence, aptitude, cognitive style,

personality attributes, attitudes and motivation.

1.1.1 Intelligence - Language Aptitude

Intelligence, as conceived by Carroll (1965), is the
learners’ capacity to understand instruction, as well as to
understand Qhat is required of them in the 1learning
situation. It is conceived of as "a talent for not getting
sidetracked or waisting one’s efforts"™! (Skehan, 1989;6).

As far as its implication in foreign language study is
concerned McDonough (1981) contends that it does not appear
to be an important factor even in the acquisition of one’s
first language (Ll1). Measured intelligence is difficult to
separate from L1 knowledge at school age, since most
intelligence tests are conducted through the medium of
language and many contain specifically linquistic items
such as ‘odd man out’ type of exercises. Intelligence may

not be related to language learning as such, but to the



ability to profit from certain kinds of instruction.
McDonough (1981) and Hague (1989) purport that intelligence
has traditionally been considered to be one of the uneven
factors in successful language learning and believe that in
a natural situation with a strong motivation to learn,
students of both above and below average IQ will do so.

Aptitude, on the other hand, as defined by theory and
research refers to certain learned capabilities of the
individual which are apparently prerequisite to reasonably
rapid success in learning a foreign language (Carroll and

Sapon, 1959:21) and includes four components:

1. Phonemic Coding Ability: This refers to the learners’
capacity to discriminate and code foreign sounds in
such a way that they could be recalled later (Carroll,
1965, 1979).

2. Grammatical Sensitivity: This refers to the learners’
ability to recognize the grammatical functions that
words fulfill in sentences.

3. Inductive Langquage Learning Ability: This is defined
as the ability to examine language material and from
this to notice and identify patterns of correspondence
and relationships involving either meaning or
syntactic form. (Carroll, 1973). In other words, it
refers to the ability to infer from limited evidence,
an aspect of reasoning ability which is considered
important in the language learning domain (Skehan,

1989).



4 Memory and ILearning: This ability as conceived by

Carroll involves the bonding of connections between
stimuli which are the words of the source language,
and responses which are the words of the target
language. Carroll’s assumption is that people vary in
the efficiency with which they make such bonds and
therefore show variation in the speed of vocabulary
growth, and consequently in foreign language

achievement.

The concept of aptitude has been associated with a
number of criticisms. Lee (1980) comments that when
everyone had to learn a foreign language (FL), they learned
it regardless of aptitude. In the Middle Ages, when Latin
was the major literary language, educated people from all
over Europe learned it as part of their universal
education. Other researchers have proposed that cognitive
style (McDonough, 1981), or degree of acculturation
(Schumann, 1978, Neufeld, 1978) are more significantly
contributing variables in FL achievement. According to
Skehan (1989) these criticisms can be rendered inaccurate,
if one considers evidence available from quantification
based studies which demonstrate that aptitude is at least
as important as any other variable investigated. Krashen
(1981) acknowledges that both aptitude, which generally
refers to a disposition to be able to do something well,
and motivation, which refers to a willingness to do it are

related to second language (SL) achievement, but are not



related to each other. Gardner and Lambert (1959, Gordon,
1980, Gardner, 1985, 1988) support the generalization that
there is an aptitude for languages which includes the
abilities referred to above, but it is an independent
factor related to achievement.

It has also been proposed that aptitude 1is
undemocratic and unfair since it is innate and those people
who have 1less of it can do nothing to alter their
capacities. The major argument raised here is that aptitude
is defined in terms of the rate of learning and not in
terms of some people being incompetent of reaching success
in foreign language study. (Skehan, 1989).

It is also important to say that the evidence reported
in certain studies (Skehan, 1989) is consistent with the
conclusion that aptitude is a fixed or stable factor in
language learning since it correlated significantly with
measures taken about ten years apart. What is of major
concern in this thesis, however, is that since aptitude is
a relatively invariant characteristic of the individual,
not subject to easy modification by 1learning, almost
nothing can be done on the part of teachers, educators,
language planners and parents to enhance lanquage learning
or assist the students in the language learning process.
Moreover, as Brown (1973) points out, if theories of L,
acquisition are based on cognitive considerations only, we
will omit certain social factors which constitute a

fundamental side of human behaviour.



1.1.2 Other cognitive and affective variables

influencing language achievement

Apart from intelligence and aptitude interest has been
shown in other cognitive abilities that are thought to be
implicated in language learning. As Brown (1973) pinpoints
the way we learn things in general and the particular
attack we make on a problem seem to hinge on a rather
amorphous link between personality and cognition referred
to as cognitive style. Twenty-nine factors have been cited
to make up the cognitive style or map of the learner. The
most attention has been directed toward field dependence
and field independence, which generally refer to the way
individuals perceive and organize their world (Chapelle and
Grenn, 1992). A field-independent style enables the learner
to distinguish parts from a whole, to concentrate on
something like reading a book in a noisy train station, to
separafe variables without the contamination of
neighbouring variables.

Field - independent individuals are thought to be
capable of separating the essential from the inessential
and of being usefully analytic. They also tend to be
gene;ally more independent persons, competitive,
self-sufficient and self-confident.

Field -~ dependent people, on the other hand, tend to

view their world as a total configuration and do not tend
to attend to any part of it selectively. They are
considered by others to be outgoing and gregarious deriving

their self identity from persons around them. They are



usually more empathic and perceptive of the feelings and
thoughts of the others.

It is proposed that field - dependent learners,
because of their person-orientation, are expected to bg
more inclined to interpersonal situations, to seek contact
with other people and engage in verbal interaction with
them. As a result, they should enhance their communicative
competence, negotiation skill, conversational
resourcefulness and therefore lanqguage development.

However, field - independent learners have their
advantages in terms of language learning as well. They are
supposed to have greater analytic and cognitive
restructuring capabilities, to separate those language
stimuli required to be learned from the total context,
without being distracted by the total learning environment
and be more successful in second language acquisition.
(Naiman et al. 1978).

Naiman et al. (1978) found a significant correlation
between field independence and proficiency on both a French
oral production and a French listening comprehension test.
However, contrary to the direction of prediction, field
dependence correlated with the more communication-oriented
tests, and field independence with the more cognitive
tests. Genessee and Hamayan (1980) in their study of
anglophone grade one students in a French immersion
programme also reported significant low correlations
between field independence and general French achievement,

French listening comprehension and English reading



proficiency but not French oral production.

In contrast, Tucker et al. (1976) failed to find an
association between field dependence and performance on
listening and reading comprehension, or oral production
tests. Bialystok and Frohlich (1977; 1978) did not find any
relationship in a study they ran with young adolescent
students, and suggested that the field independence
construct has only a minor role in language learning. Reves
(1983) also found no relationship between two measures of
field dependence and achievement with Arab learners of
Hebrew and English. What can be inferred from the evidence
so far is that the association between field independence
and language learning achievement is weak, if non-existent,
in that the relatively few significant correlations may be
attributed to chance.

Introversion and extroversion are also thought to be
affective influences on language learning. An introverted
person is described as quiet, introspective, fond of books
rather than people, reserved and distant, except with
intimate friends. The typical extrovert on the other hand,
is sociable, willing to interact freely with others, needs
to have people to talk to and does not like studying alcne.
(Skehan, 1989).

Extroversion seems to consist of sociability and
impulsivity (i.e. need for excitement and changes. Many
investigators have suggested that more sociable individuals
should be more successful in learning a second language

than are students who are more reserved, in that they will



be eager to participate in classroom activities and more
likely to maximize language-use opportunities outside the
classroom by using language for communication. Since,
according to most theorists, learning is best accomplished
by actually using language, extroverts would benefit both
inside and outside the language classroom by maximizing
contact and the quantity of input received, interaction as
well as language output. (Naiman et al., 1978, McDonough,
1981, Krashen, 1985, Long, 1985, Swain, 1985).

Pritchard (1952) reported a particularly high
correlation (.94) between sociability and ratings of French
fluency among 33 grammar school students. However, Gardner
(1985) and Skehan (1989) comment that the sociability
measures were narrow and subjective and therefore the
possibility of contamination cannot be ruled out. Chastian
(1975) also found some support for a 1link between
sociability and second language acquisition by testing
college students of French, Spanish and German and
obtaining four relevant correlations between a reserved -
outgoing scale and achievement. Smart et al. (1970) on the
other hand, failed to find any positive relationship
between college language achievement and extroversion/
sociability. Genesee and Hamayan (1980) did not find any
positive relationships between personality variables and
language proficiency. Strong (1983) also found no
relationship between a measure of extroversion and indices
of vocabulary, pronunciation and structure in investigating

a group of kindergartners in a school in California. Last,

10



Ely (1986) assumed that sociability was a predictor of
classroom participation and by extension of proficiency,
but the obtained results did not support the hypothesis.
The research literature, therefore, does not allow us to
conclude that sociability is positively or negatively
linked to successful second lanquage learning.

Risk - taking has also been proposed to be associated
with success in lanquage learning. In situations involving
social interactions it is expected to enhance opportunities
to hear language and obtain input as well as to speak
language and get involved in functional practice.
Risk-taking may also be important in the actual language
that is used. Language development involves the growth of
an elaborate structured linguistic code which can be built
through hypothesis formation and testing. A good language
learner then is considered to be using his already acquired
language system to the limit and try out risky hypotheses
and receive some revealing feedback. A point worth noting
here is that most of the research in risk-taking has been
conducted in psychological laboratories where participants
agreed to embark on certain tasks involving risk-taking
behaviour.

In the field of language learning Ely (1986) tested
the hypothesis that risk-taking influences classroom
participation which in turn influences language proficiency
directly. The results showed that there was a correlation
between risk-taking and classroom participation showing

that students who score high on the risk-taking scale

11



tended to volunteer more in class. There was also a low
association between class participation and proficiency.
Consequently, the evidence concerning the implication of
risk-taking in language achievement is far from conclusive
and any speculations concerning its role should be
interpreted with caution (Skehan, 1989).

Empathy was also hypothesized to be determinant in
language acquisition in that the more sensitive an
individual is to the feelings and behaviours of another
person, the more likely he is to perceive and recognize the
subtleties and unique aspects of the second language and
incorporate them in speaking (Gardner, 1985:35). Although,
as Schumann (1975) states, these ideas sound intuitively
appealing, the measures used to examine this relationship
are questioned. Naiman et al. (1978) found no relationship
between measures of empathy and french achievement. Gardner
and Lambert (1972) developed a scale measuring the
individuals’ sensitivity for others on the assumption that
the more empathic person will be more gifted for developing
the speaking and listening skills of another language.
Although their scale failed to correlate significantly with
measures of french achievement it was consistently related
to measures of motivation to learn French.

Inhibition was also one of the proposed influences on

the acquisition of a second language. It is argqued by
Guiora et al. (1972) that meaningful language acquisition
involves some degree of identity conflict as the language

learner takes on a new identity with his newly acquired

12



competence. An adaptive language ego -a term used by Guiora
to refer to the very personal, egoistic nature of L,
acquisition- enables the learner to lower the inhibitions
that might impair success. Guiora et al. (1972) produced
one of the few studies on inhibition in relation to second
language learning. Claiming that the notion of ego
boundaries is relevant to language learning they designed
an experiment using small quantities of alcohol to induce
temporary states of less than normal inhibition in an
experimental group of subjects. The performance on a
pronunciation test in Thai of subjects given the alcohol
was significantly better than the performance of the
control group. Despite the fact that Guiora et al. found
positive results implying that language tutors should try’
to lower the students’ inhibitions in the language
classroom, the lack of further support to this claim does
not warrant any generalizations concerning this concept.
Last, but not least, classroom anxiety is suggested by
Gardner et al. (1976) to-be amongst the highest correlates
of achievement, only being surpassed by aptitude and
motivation. Individuals that are more relaxed are expected
to be more successful in learning second languages than the
ones with high levels of anxiety. Naiman et al. (1975)
demonstrated that many teachers share the opinion that
excessive anxiety is a potent deterrent to L, proficiency.
Gardner and Lambert (1959), Chastian (1975) investigated
the relationship between lanquage achievement and certain

anxiety measures but found null or inconsistent results.

13



Scovel’s (1978) analysis of the anxiety concept can account
for these results. He distinguished between facilitating
and debilitating anxiety, the former motivating or
energizing the learner to fight the new learning task, the
latter motivating the learner to flee the new learning task
(139). Gardner (1985) suggests that the results of the
aforestated studies may also be attributed to the fact that
learners within the same sample were experiencing different
types of anxiety. He also proposed that in order to obtain
meaningful relationships, the anxiety measures should make
specific reference to the second language. Gardner et al.
(1976) reported high correlations between French classroom
anxiety and French achievement.

Clement, Gardner and Smythe (1977a) found that the
relative importance of English classroom anxiety was
greater for the francophone Canadians learning English
suggesting that situationally specific anxiety may be
culturally dependent. Clement et al. (1977) and Clement et
al. (1980) also offered support to this claim by reporting
similar results for Ontario and Montreal francophone
students learning English. A broad conclusion that can be
drawn from anxiety research is that there seems to be a
rather weak relationship between measures of anxiety and
achievement which is specific to the language écquisition
context. Another ccnclusion or interpretation offered by
Clement, Gardner and Smythe (1977a, 1980) is that the
learners’ self-confidence with the language with a

concomitant absence of situationally relevant anxiety can

14



develop as a result of positive experiences the latter can
have in the second langquage learning context and can serve
as motivational impetus.

Personality factors should not be viewed as the only
members of the category of affective variables. Attitudes
and motivation belong to the affective domain too, in that
they also refer to emotional or predispositional
characteristics that can influence how well individuals
learn a second language. If intelligence, aptitude or
methodology were the only important factors in the
second/foreign language learning process how can one
account for the fact that 1learners with comparable
cognitive abilities, taught by the same tutor via the same
method of instruction attain different levels of
proficiency in the same target language? Social psychology
purports that this variation is brought about by attitudes
and motivation.

Attitudes determine our behaviour and influence the
speed and efficiency of learning (Haque, 1989). Jordan
(1941), Jones (1950a), Lambert (1967), Mueller and Miller
(1970), Jacobsen and Imhoof (1974) Gardner (1979) etc. have
shown that success in second lanquage learning is directly
related to attitudes toward the subject matter and
attitudes toward the learning task itself.

Sufficient motivation can aid learners to overcome
unfavourable circumstances in other aspects of language
learning (Skehan, 1989:49). Motivation is thought to help,

particularly when one is learning a complex and difficult
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skill. Successful L, learners are nearly always highly
motivated to learn the language and persist inspite of the
frustrations that almost inevitably accompany that
learning. The importance of motivation is stressed by
Corder (1973) who states that given motivation anyone can
learn a language.

Gardner (1985) pinpoints that the second language
course differs from any other course in the school
curriculum in that other courses such as history or maths
involve aspects of the students’ own culture, or
perspectives of their own culture, or are universal in that
they do not belong to any culture in particular. As a
result, they cannot be instruments of domination of one
country over another (Prodromou, 1988). The language
learning task, on the other hand, requires students to
learn material from another cultural community and make it
part of their behavioural repertoire. Therefore, students’
attitudes toward the particular language and the specific
language group are bound to have a bearing on the level of
proficiency they are going to reach. Christophersen (1973)
argues that the fact that languages are linked up with the
identities of cultural or ethnic groups and are not neutral
instruments for conveying meaning finds its expression in
the attitudes of individuals towards these languages and
their users.

Both attitudes and motivation, especially in early
studies (eg. Gardner and Lambert, 1959; 1972) were usually

lumped together into a cluster of factors which were held
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jointly responsible for impairing or enhancing success in
second language acquisition. These factors were also shown
to be related to other student variables such as sex and
socio-economic status and it is these relationships that

this study aims to enlighten.

1.2 Purpose of the study

The main purpose of the study is to investigate the
relationship between attitudes, motivation and achievement
in English in a new social monolingual and monocultural
setting. More specifically, the main aim of the research
focuses on the examination of the interaction of Greek
secondary school students’ motivational and attitudinal
characteristics and their attained proficiency in English
as a foreign language.

The study also explores the possible effects of gender
as well as the students’ socio-economic background on their
attitudes and motivation.

Another objective of the thesis is to investigate the
influence of another potent and dynamic wvariable, the
parent, on students’ attitudes and motivational
orientations to learn English.

It further attempts to test the general applicability
of Gardner'’s proposition (1985) that an integrative
orientation toward language learning is a more powerful
incentive influencing achievement in the S/F language than
the instrumental orientation. This proposition is tested on

two samples of Greek students who learn English in entirely
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different contexts. It is acknowledged, that it is only
with repeated investigation in various settings that the
validity of a theory can be tested and the complexity of an
area can be shedded light on. As no well organized research
project aiming at the systematic investigation of Greek
learners’ incentives has been set up and as no empirical
data on the degree to which social psychological and
educational factors of this nature affect Greek students’
proficiency in English have been gathered, the aim and goal
of this study is to give valuable data of academic validity
to the Greek EFL teacher, curriculum planner, course
designer, scholar or university teacher who is called upon
to design syllabi, courseplan, or even select the

appropriate coursebook for a group of students.

1.3 Significance of the study

It is hoped that this study is sigﬂificant both
because it is expected to contribute with its findings to a
better understanding of the complexities of 1language
learning in various contexts and especially to the area of
individual differences in second/foreign language and
because it aspires to indicate useful implications for
those who implement foreign language policy in Greece.

It comprises the first attempt to deal with Greek
learners’ of English attitudes and motivational indices in
a setting different to the ones discussed in the
literature. Young Greek learners do not study the language

in the community where it is spoken, but are surrounded by
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a community which speaks their own language. Neither is
English the official language of the country or the medium
of instruction in the Greek schools.

Also, the majority of the studies conducted so far
have mainly drawn on students who learn French as a second
language in a bilingual and bicultural setting (Canadian
studies) or on students who are faced with the task of
learning a language in multilingual or multicultural
settings where the target lanquage serves as a lingua
franca between people from different linguistic communities
or is used as the medium of instruction (Belize,
Philippines, India etc.) or have even drawn on monolingual,
monocultural contexts, where the language learners were
claimed to have no contact with the native speakers of the
foreign language. Therefore the social psychological theory
propounded by Gardner and Lambert (1959;1972; Gardner,
1985; 88 etc.) and in particular the notion that
integrative indices of motivation are more conductive in
foreign langquage learning than the instrumental ones could
not be applied (Bangladesh). Therefore, it is expected that
the present study conducted in a different context will
broaden the applicability of social psychological theory in
foreign language learning.

The findings of the study are thought to be of
importance and relevance to the Ministry of Education and
especially to the English Language Research Group that is
attached to it in its endeavor to improve English language

instruction in the state schools and to design course books
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and language material for Greek EFL learners in both
primary and secondary education.

Apart from those working in curriculum development and
language planning the study will be of interest to the
language teachers, since it will provide them with
information on the language situations within which they
teach and to which their efforts contribute by extending
the language competence in certain directions.

If teachers are aware of how students feel about
certain aspects of foreign language learning, then they
will possibly find it easier to make adjustments to their
teaching methods and materials in order to increase the
learning potential. It is important for the teachers to
know the students’ attitudes so that they can attempt to
eliminate those elements of the course that evoke negative
attitudes and impede learning. They can also capitalize on
those factors that engender positive attitudes in the
student and can therefore enhance learning.

Moreover, the study will provide insights into the
role of the parents in foreign language learning and their
potential influence on their children’s attitudes and
motivational orientations, thus adding to the relative few
research findings related to the implication of the
students’ immediate socio-cultural milieu in English
foreign language learning. The investigation of the
socio-economic factor will also broaden the scope of data
relevant to the research on attitudes and motivation in

EFL, since socio-economic differences are thought to
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manifest themselves in different attitudes to 1language

learning.

1.4 The socio-educational framework of language learning
and teaching in Greece |

This section refers to the linguistic, social and
cultural factors, the historical setting and the
educational framework against which English language

learning is to be viewed in Greece.

1.4.1 Linguistic factors

Greece and especially the area of Athens where the
research was conducted is linguistically homogeneous, and
the study of English takes place against a fairly uniform
language background. It is quite likely therefore, that the
students encounter many language learning problems in
common. This unilinguality has not lead the EFL learners to
resistance to language learning.

Another lingquistic aspect to be born in mind is that
Greek 1is a European language and shares certain common
European linguistic and cultural assumptions with English,
which are reflected at the level of grammar or lexis of the
two languages. Learners are not expected to come across too
many unfamiliar cultural features and language concepts
compared to other non European learners of English,

Japanese for example.
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1.4.2 The Historical setting

It is posited (Stern, 1983) that the choice of a
particular language in the curriculum, and the importance
to be placed upon language learning in general and upon
learning a particular language lies beyond the immediate
environment of the learner. It could be the historical and
political forces in the wider community that determine
language learning. In wartime or in periods of political
upheaval or social unrest these historical or political
influences become more noticeable. For instance, the
teaching of German in Europe almost vanished in the World
War II. The teaching of other European languages has
mirrored the fluctuation of political and economic power
and prestige. English in Greece can be perceived in the
context of the country’s relationship with Britian, the USA
and in the last two decades with the European Economic
Community. Throughout the main landmarks of modern Greek
history in the second half of this century (the Civil War,
the Colonel’s dictatorship, and the tensions with Turkey
over rights to the Aegean sea, to mention but a few) the
role of foreigners has been seen as both prominent and
hostile (Prodromou, 1988). There are also favourable
attitudes towards the Anglo-Americans which are said to
spring from the role Britain played in the resistance to
the German occupation, from BBC broadcast during the
dictatorship, or even from the technological and scientific
advances of Anglo-Americans and the cultural influences

English or American music has had on Greek youngsters.
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There are also positive attitudes towards the English
language, because of its international status, because it
is perceived as the language of power, prestige and
progress. Therefore, knowledge of English can be a vehicle
for upward social mobility. It is obvious that the students
come to class equipped with certain attitudes nurtured in
the society they live which in turn can influence their
motivation to study the language. This point will be

discussed next.

1.4.3 Social and cultural factors

It was that stated earlier on that the choice of a
language over another or the total eclipse of its teaching
sometimes depends on the high or low esteem it might enjoy
in a community as a result of the cultural, economic and
political values associated with it. As long as people’s
behaviour (e.g. choice of a particular language) can be
conditioned by their social group membership (Stern, 1983)
it is worth examining certain sociological considerations
of the present study so that we can justify the incentives
of Greek learners and illucidate the language learning
context.

It is common knowledge that English nowadays is an
International Language spoken all over the world and used
for a variety of purposes. The spread of English has
possibly occurred because of the need to know its heritage,
because of the status it may confer on the reader or

speaker, or because of the doors which it opens in
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technology, trade and diplomacy (Kachru, 1983). A great
deal of importance is attached to the students’ ability to
read, write, understand and speak English as increasingly
more contacts are made with members of English speaking
communities and as more and more people desire to exchange
cultural ideas, broaden their outlook and possibly follow
their technological achievements. Also, to qualify for
English teaching positions one has to pass qualifying exams
based on the four lanquage skills (Proficiency exam, or
study English literature and linguistics at the
University).

Apart from the aforestated reasons, there are numerous
other goals individuals need to achieve that make knowledge
of English prominent. As the Student Lanquage Orientation
Group point out societies everywhere are becoming highly
bureaucritised and are increasingly making use of
educational qualifications for the recruitment, selection
and promotion of personnel in wage and salaried employment.
Jobs which offer the highest level of income security and
status tend to require the highest educational
qualifications. In these societies skills in at least one
foreign lanquage is a necessity in order to survive
socially, pursue personal fulfillment and compete for a
post in the civil service. In the great Greek paperchase
for qualifications English is something you must learn. It
is a passport to success. (Prodromou, 1988). Moreover,
nowadays that Greece 1is economically integrated with

Western industry and commerce the demand for English
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primarily and other European languages appears on a grand
scale. This can be evidenced from the enormous and thriving
private sector where English is taught, the ever-increasing
entries for the Cambridge First Certificate and Proficiency
exam and the government’s concern about increasing the
number of hours of English language teaching by gradually
introducing the English subject in the primary school

curriculum.

1.4.4 The educational framework

The educational framework, in which English language
learning occurs, is the final aspect to be considered in
the analysis of the context of language teaching. This is
crucial since foreign language learning, apart from a
social and psychological phenomenon, is an educational
process as well which broadens the mind and makes it more
receptive critical and active.

In Greece, compulsory education starts at the age of 5
1/2 or 6 years and ends at the age of 15. At the age of
four, infants can attend nursery school and then enter
primary school which lasts for six years. Secondary school
starts at approximately the age of thirteen and again lasts
for six years, three of which are compulsory -Gymnasium-
and three optional the Lyceum. Tertiary education begins at
the age of eighteen.

The task of language learning is faced by Greek young
learners early in their education and the bulk of language

teaching is mainly done between the ages of nine and
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sixteen years in both the private and state sector.
Learners as users of their mother tongue, have knowledge
and experience of how to communicate and how to learn
through the process of communication. Language learning to
them cannot be considered an unimportant task, since it is
not an automatic process. (Lytra, 1987). By that, it is
meant that language learning does not take place in the
home or in the playground, but at school, outside the
community where it is spoken, and where contact with
members of the foreign language community is rather
limited.

Greek curriculum planners, coursebook writers, and
University teachers (Dendrinos, 1986, Lytra, 1987) share
the view that language should not be treated a self
contained system, a system of grammatical rules or
syntactic patterns, but as a whole. We must consider its
nature, its relationship to culture, its immediate uses and
we must try to cultivate in our students an appreciation
for the gift of tongues. Language must be treated in a
social context, and language teaching should focus on
relating lanquage to society, whereas language learning
should concentrate on an attempt to establish contacts and
communication across language boundaries. Society and
culture are concepts that represent people with whom the
learner must eventually make contact, if lanquage learning
is to have any value in human terms. (Lytra, 1987).

Moreover, according to the EFL curriculum, the utmost

goal for Gymnasium and Lyceum students is to be able to
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understand and produce authentic written or spoken speech
when confronted with a communicative situation in their
social environment.

Since young learners of English are required to
interact in the foreign language and develop their
communicative skills, affective variables have undoubtedly
an important role to play. As Krashen (198l) also admits,
they encourage the acquirers to seek out informal
experience i.e. to attempt to communicate with speakers of
the foreign language and thereby obtain the necessary
intake for lanquage learning. To further explain, highly
motivated learners will seek out opportunities to use the
foreign language in a real life situation and enhance their
skills. Thus, it is believed that opportunity, if not amply
offered by the immediate environment, can be obtained by

strong internal pursuit on the part of the learner.
1.5 Definitions of the main concepts of the study

1.5.1 The concept of attitude

The concept of "attitude"™ has been defined in a
multitude of ways. Originally, it referred to a person’s
bodily position or posture. In social science, however, the
term had come to mean a "posture-of the mind" rather than
of the body. A number of definitions had been used with
varying emphases, which however had some central features.
(Allport, 1954, Oskamp, 1977).

a. Readiness for response. That is, an attitude is not
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behaviour, but a preparation for behaviour, a
predisposition to respond to an attitude object which can
include people, ideas, things etc.
b. Motivating or driving force of attitudes. That is,
attitudes impel behaviour and guide its form and manner.
c. The relatively enduring nature of attitudes. Allport
(1954) combined all these central features into a
comprehensive definition that has been widely accepted. "An
attitude 1s a mental or neural state of readiness,
organized through experience, exerting a directive or
dynamic influence upon the individual’s response to all
objects and situations with which it is related". (p.45).
By the 1950s attitudes were viewed as constructs
having 3 components. 1. a cognitive component, comprising
the ideas and beliefs the attitude holder has about the
attitude object. 2. an affective or emotional component
which refers to the emotions and feelings an individual has
toward the object. 3. a behavioural component which
comprise the individual’s action tendencies toward the
object. (Allport, 1954). It was also stressed that
attitudes had an evaluative aspect referring to a
disposition to respond in a favourable or unfavourable
manner to given objects. Therefore, it was held that the
attitude formation process included four stages: cognitive,
emotional, evaluative and behavioural. That is, an
individual perceives an idea, an object, or a situation and
then certain feelings arise from that perception. These

feelings are positively or negatively evaluated and
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translated into a mode of behaviour or action.

Lambert and Lambert (1973:72) stated that "an attitude
is an organized and consistent manner of thinking, feeling
and reacting to people, groups, social issues or, more
generally, to any event in the environment" and it is this
definition that is adopted in this thesis. Thoughts and
beliefs, feelings and tendencies to react are considered to
be the principal components of an attitude. Attitudes are
developed during the process of people adjusting to their
social environment and once developed they become part of
their behaviour. It is thought that individuals’ behaviour
is largely determined by their attitudes, which direct
their social actions. It can be possible therefore, to
predict someone’s behaviour by knowing their attitudes
(Oskamp, 1977, Fishbein and Ajzen, 1975). In the field of
language acquisition there is accumulated evidence that
attitudes are related to behaviour. Another point about
attitudes that is also agreed on is that they are learned
and that they develop and are organized through experience.
As a result, they can be modified by further learning.

A comprehensive definition that can accommodate what
has been previously said about attitudes is offered by
Fishbein and Ajzen (1975:6): "an attitude is a learned
predisposition to respond in a consistently favourable or
unfavourable manner with respect to a given object".

As far as the measurement of attitudes is concerned,
social scientists infer them on the basis of an

individual’s reactions to evaluatively worded beliefs of
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statements. (Likert, 1932, Thurstone, 1928), or on the
basis of semantic differential procedures (Osgood et al.
1957). From an operational point of view, "an individual’s
attitude is an evaluative reaction to some referent or
attitude object, inferred on the basis of the individual’s
beliefs or opinions about the referent. (Gardner, 1985:9).
Therefore, attitudes are attitudes toward or about
something. The referent or attitude object can be English
speaking people, the English language itself, the tutor of
the language course etc. These attitudes are external in
nature since they refer to those evaluation which learners
direct towards factors outside them, for example, the worth
of the target language (Lee, 1980). The classification of
attitudes will be discussed in the next chapter. The next
section attempts to discuss the main definitions of the

concept of motivation.

1.5.2 The concept of motivation

While discussing the factors that are 1likely to
facilitate or impede achievement in language learning we
referred to motivation in the general sense of the word as
used by teachers and educators. When teachers say that a
student is motivated they mainly observe that the student
does his/her homework, or engages productively in learning
tasks and can sustain that engagement without needing
continual encouragement and direction, and they are not
concerned about affect or the student’s reasons for

studying. Although this teacher validated term has no fixed
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technical meaning and has not been adopted by second
language investigators, it is still very close to. the
concept of motivation as it has been widely explored in
social and educational psychology. (Grookes and Schmidt,
1991).

Early theories of motivation centered on the concept
of instinct, and in the first half of this century on
organic survival-oriented needs or drives. In recent
decades the approaches to motivation have been reformulated
and the topic appeared to receive less physiological
treatment. Keller (1983:389) concentrated on
education-oriented theory of motivation and provided a
definition of the concept, whereby "motivation refers to
the choices people make as to what experiences or goals
they will approach or avoid and the degree of effort they
will exert in that respect".

Maehr and Archer (1987) pinpoint four key behavioural

aspects of motivation.
a) Direction which refers to carrying out a certain
activity and not others, or attending one thing and not
another. b) Persistence referring to attention paid on the
same thing for an extended duration. <c¢) Continuing
motivation which refers to the ability to return to an
interrupted ability without external obligation or
pressure. d. Activity level which equals the effort one
expends in carrying out the activity.

To return to Keller (1983) he identifies four

determinants of motivation.
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1) Interest which in cognitive terms is defined as a
positive response to stimuli on the basis of existing
cognitive structures such that learners’ curiosity is
aroused and sustained. 2) Relevance which is considered to
be a prerequisite for sustained motivation, requires the
learner to perceive that important personal needs are being
met by the learning situation. (p. 406). Keller argues that
individuals have needs for achievement, for affiliation,
and power. We need to be successful and we usually find the
activities that lead us to success pleasurable. McClelland
et al. (1953) focused on need achievement as well and
suggested that achievers are people who, drawing on their
previous learning experiences, perceive new learning
situations and problems as beyond their current state of
competence, but still attainable with some effort or
intensity. It is noteworthy, however, that the need
achievement concept has been criticized on empirical
grounds since it was not found to predict academic success.
(Skehan, 1989). Moreover, this construct has not been found
to be implicated in second language learning. 3) Expectancy
which refers to the concepts of 1locus of control and
attributions concerning success or failure. The locus of
control concept constrasts causes of success or failure
which reside within the individual, ability for example,
with external causes such as task difficulty, or bad luck.
In the field of language learning intelligence and aptitude
can be characterized as internal and stable factors,

whereas a teacher’s moods, or difficulty of the task are
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external and unstable. In general, learners who think that
ability (aptitude etc.) and the inherent difficulty of
language learning are important are less persistent and low
in motivation than learners who believe that unstable
factors such as effort aré more prominent, since they view
themselves as having a potential impact on the learning
process. (Deci, 1975, Keller, 1983, Skehan, 1989, Crookes
and Schmidt, 1991). 4) Outcomes, or rewards or punishment
which are considered to be the traditional determinants of
motivation. As Deci (1975) observes activities for which
the motivating forces are ;ewards or outcomes are
characterized as extrinsically motivated and are contrasted
to activities which are intrinsically motivated.

In the field of second language learning motivation is
thought to refer to "a combination of effort plus desire to
achieve the goal of learning the language plus favourable
attitudes toward learning the langquage. (Gardner, 1985;
10,50). That is motivation involves four aspects: a goal,
effortful behaviour, a desire to attain the goal and
favourable attitudes towards the activity in question. In
other words, in the context of second or foreign language
learning motivation can be seen as a state of need on the
part of the students that produces a strong desire which in
turn activates and directs all their capabilities to learn
the particular language (Haque, 1989).

It has been stated that the concept of motivation
includes a goal which in this study is to learn the foreign

language. This goal is set up for a variety of reasons
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which constitute the learner’s orientations toward the
language study. The term orientation is used to refer to
the reasons a student has for achieving the goal of
second/foreign language learning and is distinct from the
concept of motivation. Gardner and Lambert (1972, Gardner
et al. 1976, 1978, 1985) distinguish between two types of
orientations implicated in language learning.

1. Integrative Orientation in which second language
students (L,) learn the language for social-emotional
reasons. They are psychologically prepared to adopt various
aspects of behaviour which characterize members of another
linguistic-cultural group, or they are charactirized by a
high level of drive to learn the language of a valued L,
community in order to facilitate communication with its
members.

2. Instrumental Orientation in which the students are

prepared to study the language for functional or pragmatic
reasons such as obtaining a job, social recognition, become

a better educated person, or pass a required exam.

1.5.3 Acquisition vs Learning - Foreign Language Learning
vs Second Language Learning

Although from the outset the terms second and foreign
language learning as well as language acquisition and
language learning have been used interchangeably, the idea
put forward in this thesis 1is that these terms are
differentiated by basic differences and the distinction

between them is adopted in the description and analysis of
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the studies.

Foreign language learning refers to the learning of a
non-native language in one’s own culture with few immediate
and widespread opportunities to use the langquage within the
environment of one’s own culture.

Second langquage learning refers to language learning
in a foreign culture in a community where the language is
widely spoken by its members. The learner must survive
within a culture other than his/her own as well as learn a
language on which s/he is largely dependent for
communication. L, learners have immediate and regular
access to opportunities of language use. L, learning is
said to involve the deepest form of acculturation. ’

The distinction between second and foreign language
learning is primarily one between the geographical settings
in which the language is studied and the sociolinguistic
and sociocultural implications of these settings for
language teaching and learning.

By language acquisition we refer to the situation where the
language is learned in an informal situation. The process
learners go through is rather subconscious.

Language learning mainly refers to the learners’

conscious effort to obtain the necessary intake in a formal
environment through instruction and monitoring (Krashen,
1981). The foreign language learner receives 1limited
authentic language input compared to the L, learner who

lives in the native environment.
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1.5.4 Achievement

In deciding whether a learner has reached the level of
proficiency in a target language one has to bear in mind
that measuring language competence is not a simple matter.
Broadly speaking achievement can either be measured in
terms of proficiency in the four basic language skills i.e.
speaking, listening/understanding, reading and writing, or
in terms of the students’ knowledge of the structure of the
language such as vocabulary, grammar, pronunciation etc.
More recently, language teachers, instead of merely testing
linguistic competence, have started focusing on the
learners’ ability to handle the language in real life
situations, thus assessing their communicative competence.
(Brumfit and Johnson, 1979). All kinds of achievement tests
however, aim at examining the degree to which learners have
absorbed new language material and have made it part of
their cognitive and behavioural repertoire.

In the study conducted in Britain (see chapter five)
achievement is taken to mean the individual’s perceptions
of their own competence and tests the subjects’
communicative competence beyond the confines of the
classroom. The self-rating measures administered focus more
on monitor - free type of skills and assess the learners’
knowledge of functional, social and contextual features
(see appendix A).

Achievement in English in the study conducted in
Greece refers to the teachers’ awarded marks concerning the

oral performance and homework completion during the school
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terms and the scores in the objective written tests. The
latter include exercises testing the learners’ knowledge of
structure, vocabulary, reading comprehension and
composition writing. These assessments reflect the
classroom procedures and the objectives of the
instructional programme. Since the sample had been exposed
to teaching activities and contact with native speakers of
English, the teachers’ awarded marks reflected the
students’ knowledge of grammar as well as their ability to
use the language productively in certain communicative
situations. (For a further discussion see chapter 6.
Samples of the written tests are included in the
appendices). The next chapter will concentrate on the
implication of attitudes/motivation in S/F language

learning.
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CHAPTER 2

2. ATTITUDES AND MOTIVATION IN SECOND/FOREIGN

LANGUAGE LEARNING

2.1 Attitudes and Second/Foreign Language Learning

In the previous chapter attention was directed to the
concept of attitude as it mainly relgtes to mainstream
psychology. The intent of this chapter is to investigate
how attitudes can be classified in second language learning
and how they can relate to second language acquisition or
foreign language learning. It was also stated that
attitudes are shown to have an influence upon achievement.
However, such a statement could be meaningless unless one
specifies what particular attitudes are referred to and why
there is a relationship between these specific attitudes
and achievement.

Moreover, it was briefly argqued that the words,
sounds, and grammatical principles or syntactic patterns of
a language which a student is expected to learn are more
than aspects of a neutral linguistic code. The new words as
Lambert puts it are not simply new words for old concepts;
the new grammar is not simply a new way of ordering words,
the new pronunciation patterns are not merely different
ways of saying things: they are integral parts of another
culture. As a result, students’ attitudes towards the
specific language community and culture are bound to

determine how successful they will be in incorporating

38



aspects of that culture. (Gardner, 1985; Lambert in Giles
and St. Clair, 1979). Furthermore, the fact that language
is related to ethnicity (Lambert, 1963b; Lambert in Giles
and St. Clair 1979; Tajfel, 1982) calls attention not only
to the students’ attitudes towards the foreign people and
culture, but towards the native language and culture as
well. Thus, the students harmony with their own cultural
community and their willingness to identify with other
cultural communities are believed to determine their
success in learning a new language.

Another type of attitudes revolves around the language
learning situation itself: how individual students feel
about learning the particular language, in a particular
course, by a particular teacher and how they perceive of
their parents’ attitudes to langquage learning. Since the
foreign language subject does not represent aspects of the
students’ cultural heritage and the EFL classroom is often
the main place where students are confronted with the
language, and since the EFL teacher is the prime user of
the language, students’ attitudes about the tutor and the
course are likely to influence their competence. The
teachers and the materials used can be viewed as focus of
the culture. (Burstall, 1975; Gardner, 1985). The students’
relative success or failure 1is also thought to be
determined by their attitudes toward learning the language,
toward speaking and functioning through it or even by their
reactions to its sound and structure (Littlewood, 1984).

A major contention pervading this study is that

39



positive attitudes can be vital contributors to success,
whereas negative ones can impede the ease with which a
target language can be learned. This contention has been
supported or argued against in the literature.

Torrey (1971:232), for instance, maintains that
learning a second language 1is accepting a culture and
therefore, in some degree, a personal identity.

Second language learners have fairly strong attitudes
about the other culture and about their relation to it
(p.-251) which can have an impact on the level of competence
they will reach.

Ingram (1975:280) on the other hand, maintains that
people do not have to like language learning, though this
helps. Neither do they have to like the nation whose
language they are learning, though this helps too, but as
long as economic or sound circumstances require successful
lanqguage learning, determined people will learn. Despite
the fact that Ingram’s contention holds true in certain
contexts, it can be argued that as long as economic reasons
require knowledge of a language, people will pursue the
task of language learning until they obtain the (minimum)
qualification required and then their behavioural intention
to continue with their studies will cease to exist.

Macnamara (1973) too, argues against the premise that
positive attitudes are vital and major contributors to
success in language learning, claiming that the main thrust
in language learning comes from the child’s need to

understand and express himself and therefore, favourable
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attitudes are only of minor importance in second language
(L) achievement. He contends that "a child suddenly
transported from Toronto to Berlin will rapidly learn
German no matter what he thinks of the Germans". (p. 253).
Otherwise, he is likely to be punished severely by keeping
himself in incommunicado ... . He further argues that the
child’s need to communicate has very little to do with his
attitudes towards a people or to its language.

Macnamara is probably right in what he states. But of
course, he 1is talking about relatively young children -
very different from adolescents or adults. He only cites
examples of young immigrants learning a new language, or of
babies 1learning to speak merely because of a need to
communicate, viewing language learning as a single
phenomenon, and ignoring the significance of the various
social contexts in which it can take place. Equating babies
who are "tabula rasa" with individual learners who have
already acquired their source language 1is rather
meaningless and largely unsupported by any evidence in
child language acquisition. The small child is unformed as
a person and is keen to model his/her behaviour on that of
his elders in order to become a member of their social
group, but gradually, a consolidation of the personality
sets in, which may inhibit the kind of submission to a new
model that second language learning requires.
(Christophersen, 1973:50).

In addition to this, it might be difficult for the

older person to see the necessity for the effort required,
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since s/he is already a member of a social group. Moreover,
consideration should be given to the fact that different
dynamics may be operating when the acquisition of a second

language is volitional (Gliksman, 1976).

2.1.1 Classification of attitudes

To understand the relationship between attitude
measures and indices of achievement, it is significant to
consider the ways the aforestated groups of attitudes are
classified along certain dimensions.

Attitudes can be external, when they refer to those
evaluations which the learners direct towards factors
outside themselves, the worth of the target language, of
target culture, of their native language and culture etc.,
or internal when they refer to those evaluations which the
learners direct towards factors inside themselves. Internal
attitudes are referred to as self-concept or self esteem.
Self-concept is the sum of one’s attitudes towards oneself,
the overall evaluation of what a person feels s/he is. Self
esteem 1is a personal Jjudgement of worthiness that is
expressed in attitudes that individuals hold toward
themselves (Coopersmith, 1967). Both internal and external
attitudes affect motivation behaviour (Lee, 1980;
Jacobovits, 1970; Brown, 1973). Attitudes, as defined by
Gardner and Lambert (1972), and as mainly seen in the
context of this study,are external in nature and are shown
to be related to motivation and second language behaviour

(Gardner and Lambert, 1972).
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Attitudes can also be classified along a dimension of
specificity or generality. Attitudes towards English
speaking people and towards learning English are specific
in that the referent is clearly defined and a specific
activity is described. Ethnocentrism, xenophilia,
xenophobia or interest in foreign languages, on the other
hand, are general in that the attitude object (e.g. foreign
lanquages) 1is a more general construct than a single
langquage (e.g. English) and cannot be clearly delineated.

The dimension of relevance is also introduced when
attention is directed to the relationship of languages to
behaviour. Ajzen and Fishbein (1977) and Fishbein and Ajzen
(1975) have consistently demonstrated relationships between
the attitude of performing some behaviour and the actual
behaviour itself. Some attitudes are more related to the
task of F/S language learning and such differences are
expected to. be reflected in the magnitude of the
correlations between attitude measures and indices of
language performance. Thus, attitudes toward learning
English, or toward the English teacher might be more
relevant to the behaviour of obtaining a good mark in an
English class than would be attitudes towards English
speaking people,or interest in foreign languages.
Individuals with positive attitudes to the 1language
learning situation are 1likely to enjoy the 1learning
activity, be more attentive and more task-persistent than
those with negative attitudes who are 1likely to be

indifferent and drop out the course.
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Attitudes towards the speakers of a language, on the
other hand, are expected to be less related to achievement,
because they are less salient in the language learning
context. It is arqgued, that an individual with favourable
attitudes to the lanqguage learning community might dislike
the teacher or find the classroom environment inappropriate
and as a result, s/he might choose to do their studies on
their own time and pace (Gardner, 1985). Sharp et al.
(1973) also demonstrated that learners may have one set of
attitudes to the native speakers of the target language and
culture and a diverse set of attitudes toward learning the
language itself. As long as achievement is mainly measured
in terms of the learners’ performance in the classroom, the
association between attitudes and behaviour would be low.

Finally, attitudes can refer to such educationally
relevant factors as the language itself, the course, the
teacher, or any attitudes that revolve around educational
aspects, and to such socially relevant factors as the group
that speaks the language, or any attitudes that focus on

the cultural implications of S/F langquage learning.

2.1.2 Attitudes to Language Learning

The research literature has indicated that not only is
there a positive association between attitudes and attained
proficiency in the target 1language, but that these
attitudes are more implicated to achievement than attitudes
towards other school subjects.

Jordan (1941) conducted a study comprising 231 male
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students ranging in age from 11 to 15 years. He utilized a
Thurstone type of scale to measure attitudes towards five
school subjects namely English, mathematics, history,
geography and French. The mean correlation for French .26,
though not very high was the second highest of the five
subjects for all classes. The mean correlations varied
between .21 for the subjects of geography and history and
.33 for mathematics. The correlation of attitudes towards
language learning is the second highest suggesting that
these attitudes are more related to achievement than
attitudes to many other subjects.

Duckworth and Entwistle (1974), also investigated
students’ attitudes to various school subjects by drawing
on 312 12-year-olds and 292 fifth-year grammar school
students in England. They used a different technique
(repertory grid technique), which could be comparable to
the measures used by Gardner and his associates to examine
students’ attitudes on nine subjects: history, English,
geography, French, chemistry, mathematics, physics, biology
and Latin. They found few significant correlations between
second-year pupils, except in French, and some clearer
relationships among fifth-year students. The average
correlation for history, geography, English and biology was
.15 whereas for mathematics, physics, chemistry and French
was .38.

Neidt and Hedlund (1967) conducted a similar study
with University students and obtained similar results. They

assessed the attitudes of 376 students to English, 122
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students to German, and 75 students to anatomy. The
correlations between attitudes toward learning anatomy and
final grades in anatomy were insignificant, while all
correlations of German were significant. (ranging from .30
to .33). For English, the correlations on the last two
assessments were significant .13. Even when the effects of
ability were removed the partial correlations for anatomy
were of little importance, while for English and German
were significant, forcing Neidt and Hedlund to conclude
that attitudes and achievement are significantly related in
the two language courses and particularly in the second
language course, German. This relationship increases as the
course progresses, even with ability controlled.

Randhawa and Korpan (1973) reported correlations
between ratings of French achievement and four factors of
attitudes toward learning French: .57 tolerance, .49
utilitarianism, .43 aestheticism and .26 specific factor.
They subjects were 100 grade seven and eight students and
the index of achievement in their study was teacher ratings
which can account for the fact that the correlations
presented were higher than others reported. It could be
that the teachers’ assessments of the learners performance
were influenced by the latters’ attitudes along with their
actual competence.

Attitudes can be influenced by many factors such as
the students’ upbringing. Cagnon (1974) cited in Gardner
(1985) demonstrated that attitudes toward learning English

differed considerably from one geographical area to another
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in Canada. Students in the province of New Brunswick had
significantly more positive attitudes than those in
Ontario, who demonstrated more positive attitudes than
students in Quebec. Jones (1950a) showed that children who
were learning Welsh as a second language and came from
Welsh-speaking homes expressed more positive attitudes
towards learning Welsh than those of non-Welsh speaking
parents, while Jones (1950b) found that such a difference
could not simply be due to the effect of a bilingual home.
He later carried out another study comparing the attitudes
of three different groups of pupils: the first group
consisted of pupils whose parents were Welsh speaking; the
second of students whose parents knew little Welsh; and the
third compriéed pupils of non-Welsh speaking parents. The
first two groups did not exhibit any appreciable difference
in attitudes while dhildren in the third group had
significéntly less favourable attitudes toward learning
Welsh than each of the other groups: These results imply
that it is not only children whose parents speak Welsh that
evidence positive attitudes to the language, but children
whose parents indicate an interest in the langquage as well.
Thus, it can be concluded that students’ attitudes can be
influenced by a number of cultural factors.

The age factor is also thought to be implicated in
language learning, since attitudes towards learning a
language were found to become less favourable with age,
although such a decrease cannot be easily explained.

(Jordan, 1941, Jones 1950a, 1950b, Gardner and Smythe,
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1975a). It could be that the language learning experience
may make students more critical of the entire situation, or
that education causes students to take a different and
perhaps a more objective view at issues. Hernick and
Kennedy (1968) suggested that the fact that students aré
sometimes forced to rapidly acquire command of a language
creates feelings of failure and dissatisfaction which are
likely to be reflected in their attitudes.

The decrease in attitudes is evidenced to be
associated with a higher relation to achievement. Jordan
(1941) and Jones (1950b) found that the correlations
between attitudinal variables and indices of achievement
increased as students grow older and tbeir attitudes became
less positive. Apart from the age increase, higher
achievement can be attributed to the more enhanced
knowledge older students tend to have.

Attitudes and motivation were found to be implicated
in L, retention because they determine the extent to which
individuals will make use of the L, in real life
situations. Loss of language skills was associated with
less favourable attitudes and motivation (Gardner et al.
1985, 1987, 1989).

Jordan, (1941), Jones (1950b), Randhawa and Korpan
(1973), Gardner and Smythe (1975a), Burstall (1975),
Laconde and Gardner (1985), Haque (1989) found an
association between attitudes towards learning an L, and
measures of competence in that language. Gagnon’s study

(1974) did not offer support to this finding since only 4
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of 22 relationships were significant. A finding which is of
relevance to this study is that attitudinal variables are
related to achievement due to their affective components
and not merely due to the covariance of attitudes with
ability i.e. aptitude and intelligence. (Jones, 1950b,
Gardner and Smyth, 1975a, Clement, Gardner and Smythe,
1977a).

The third chapter will provide an extensive review of

the relation of attitudes to L, performance.

2.1.3 Attitudes toward the target language group and

culture

Research related to the association between social
attitudes and language proficiency has yielded inconsistent
results. Anisfeld and Lambert (1961) investigated six
different classes of grade eight and nine students learning
Hebrew as a second language and found variable correlations
between achievement and measures of anti-Semitism ranging
from .8 to .68. Lambert et al. (1963) studied adults
registered in elementary and advanced sections of a
six-week intensive summer French programme and found that
francophilia was positively related to achievement for the
elementary sections students and negatively related for
those in the advanced sections.

Mueller and Miller (1970) have reported more
meaningful findings. Attitudes to French speaking people
correlated significantly with the students self-evaluation

of their performance. The study was replicated by Mueller
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(1971) and yielded similar results. Jacobsen and Imhoof
(1974) demonstrated that japanophilia was one of the three
best predictors of success among 600 male and female
Protestant missionaries 1living in Japan who had taken
intensi?e language courses for at least two years.

Spolsky (1969) studied 315 foreign students from 80
different countries living in the USA and found significant
relationships between the perception of similarity between
self and English speakers and grades in English. However,
he found no association between identification with one’s
own group and attained proficiency, suggesting that the
pertinent variable is the affective reactions to the other
language speaking group, rather than to one’s own
community.

Oller, Hudson and Liu (1977) used similar measures and
investigated a sample of 44 chinese students in the USA.
The results of this study indicated that evaluative
reactions to the target lanquage group are highly related
to achievement. These studies will be further discussed in
the next chapter.

Riestra and Johnson (1964) examined the effects of
exposure to the second language on attitudes toward the Ly
community by comparing 63 grade five students who had been
studying Spanish as a second lanquage for two years with 63
students who had not studied Spanish. The two groups were
comparable in terms of sex, age and intelligence. The
researches found that exposure to a second language and

cultural information about the L, group promote favourable
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attitudes toward that group. Gardner and Smythe (1975a)
provided evidence that attitudes toward the target language
community become more favourable as a result of the
students prolonged studies in French. They also
demonstrated that students who drop out of the L, course
have a priori less favourable attitudes toward the other
language community than the ones who carry on with their

study.

2.2 Motivation and Second/Foreign Language Learning -
Current concepts

Second language learning is no longer viewed as
automatic or unconscious. It is considered to be an active
process, closely related to the concept of motivation which
is primarily associated with effort, choice, voluntary
behaviour and other phenomena associated with consciousness
(Crookes and Schmidt, 1991). Motivation is said to be the
private domain of the learner, and one should try to
understand as to its origins, especially when motivational
factors cannot be practically overlooked. (Rivers,
1980:147). Eardley (1984) observes that lack of motivation
for language study in the sixth form in Great Britain is a
fatally major disincentive to recruitment, since languages
are not seen as attractive for future career prospects by
students.

In the field of second language learning, motivation
has been widely accepted to be represented by the following

equation proposed by Gardner (1985).
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Motivation = ﬁffort + Desire to Achieve a Goal + Attitudes
Motivation is reflected in three components: the effort
individuals expend to achieve the goal which is measured in
terms of their motivational intensity, the desire to
achieve the goal, which is measured in terms of the desire
to learn the target lanquage, and attitudes towards
learning the language. The goal, which is a stimulus that
gives rise to motivation is not a measurable component of
motivation. It is reflected in the students’ orientation or
the reasons they have for studying the language.

Many reasons can be listed. To develop, communicative
skills in the foreign lanquage, to imitate peers (imitative
motivation) who have become excellent users of the
language, to travel abroad, to please one’s parents, to
gain social power etc. Even failure in communicating with
one’'s own people in the mother tongue may be a reason for
learners to study a foreign language. Once the reasons for
learning another language are clarified so that they
reflect some ultimate goal (Gardner, 1985:51) they can then
be classified.

Motivation is made up of effort. However, effort alone
does not of necessity signify motivation. The motivated
individual expends effort towards the goal, but the
individual expending effort is not necessarily motivated.
Effort may be spent because of a desire to please a teacher
or parent, because of a demanding teacher, impeding
examinations or the promise of a reward, because of a high

need to achieve or fear of failure, but these components of
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effort do not necessarily indicate motivation to learn the
language.

Two individuals may express approximately equal levels
of motivational intensity, yet differ considerably in the
nature of affect related to their behaviour. They might
differ in their perceptions about learning the language,
one finding the experience more enjoyable and indicating
stronger desire and more favourable attitudes towards
studying it. It is important to investigate what "channels
the individuals’ effort” (Skehan, 1989:55) and that has to
be a desire to learn the language, plus positive attitudes
towards the language learning activity.,/

Even desire and favourable attitudes alone do not
signify motivation. Gardner (1985) cites an example of
people who may want to become millionaires, but if their
desire is not 1linked with a concomitant striving to
diligently achieve that goal, they are not truly motivated
to become millionaires. Individual differences in desire to
learn the target language have been found to correlate with
differences in attitudes towards learning it as well as
with motivational intensity. (Gardner and Smythe, 1975a,
Clement, Gardner and Smythe 1977a, Clement, 1980).

However, it is conceivable that instances can occur
where these components are not in agreement, as in the
example of students who do their homework because of a
severe teacher without expressing high levels of desire and
attitudes towards their language studies. Therefore,

motivation to learn a second language is seen as referring
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to' "the extent to which the individual works or strives to
learn the language because of a desire to do so, and the
satisfaction experienced in this activity. (Gardner,
1980:12); any attempt to describe the phenomenon of

motivation adequately should incorporate these components.

2.2.1 Motivational orientations

Gardner and Lambert (1959) first classified the
students’ orientations and mainly focused on two types, the
integrative and the instrumental one which have been widely
adopted in language learning research up to the present.
(eg. Lukmani, 1972; Smythe et al., 1972; Burstall, 1974;
Tucker, 1976; Oller, Hudson and Liu, 1977; Lee, 1980,
Gordon, 1980; Haque, 1989; Gardner and MacIntyre, 1993).

The Integrative Orientation refers to that class of
reasons that suggests that the student is learning the
second language in order to interact with members of the
target language community for social-emotional purposes, to
become closer to the target language community, or even a
potential member of it.

The Instrumental Orjientation refers to the students’
desire to learn the language for utilitarian reasons, in
order to gain economic and practical advantages.

Gardner and Lambert (1972; Gardner, 1985;88 Lalonde
and Gardner, 1985) advocate that the integrative
orientation is a more powerful predictor of success in
language learning than the instrumental one, although this

association can not be guaranteed a priori. As it will be
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indicated in the next, chapter, although a number of
studies offered support to Gardner’s assertion, others
showed that instrumentally oriented individuals
demonstrated higher levels of achievement (Lukmani, 1972,
Haque 1989 etc.).

Another point worth illustrating in Gardner’s theory
is that the integrative orientation concept should be
differentiated from the construct of the integrative
motive. An integrative orientation simply refers to a
particular class of reasons a student might endorse for
studying the language; it only reflects an inherent
interest in forming a closer liaison with the other
language community, whereas the concept of the integrative
motive includes not only the orientation but the motivation
as well, namely the students attitudes towards learning the
language, plus their desire to do so, plus motivational
intensity, plus a number of attitudes towards the language
speaking community and the language learning context in
general.

Gardner and Lambert’s approach particularly draws on
Mowerer’s theory of first language development (Mowerer,
1950), whereby the process of language acquisition is
initially characterized by an emotionally toned dependence
between infant and parent which serves the purpose of
meeting or satisfying basic biological and social needs on
the part of the child. Ervin (1954) extended this view,
suggesting that emotional dependence or respect for another

individual may account for some instances of marked success
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in second - language achievement. In attempting to learn a
second language, a learner who has already acquired command
of his/her source language does no longer feel the same
basic urge to communicate, or meet essential biological
needs. However, she might feel the need to identify with
members of the other ethnolinguistic community, and adopt
elements of their culture.

This need or willingness to be like valued members of
another community and adopt their behavioural patterns is
said to manifest itself in the integrative motive. Gardner
and Lambert’s contention is, that group membership as an
integrative motive is held to play the most important role
in successful language learning as it apparently does in
the first language acquisition situation (Gardner and
Lambert, 1959; Lambert, 1963: Hermann, 1980).

To conclude the discussion on motivation as perceived
by Gardner and his associates, it must be stated that the
totality of motivation and its relation to other
characteristics of the individual should be recognized in
any investigation of the role of attitudes and motivation

in language learning.

2.2.2 Alternative motivational orientations

Although Gardner and Lambert (1972, Gardner, 1979;
1985) have focused mainly upon the integrative and
instrumental reasons, they also admit that there are other
meaningful orientations involved in lanquage study such as

the manipulative or machiavellian, where individuals may
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consider learning another group’s language as a means of
getting on the inside of a cultural community in order to
exploit, manipulate or control, with clearly personal ends
in mind (Lambert, 1936b), but they did not investigate it.
Gardner (1968b) included an assimilative orientation,
emphasizing the aim to become like non-Indian Americans
instead of stressing the value of learning English to
become truly part of both cultures in a study with teachers
of American Indian students who were asked to rate the
importance of three orientations (assimilative,
integrative, instrumental) for their students learning
English. 87% of the teachers selected integrative reasons,
11% opted assimilative reasons, while 7% chose instrumental
reasons as important for their students.

Clement and Kruidenier (1983) conducted a study
assessing the influence of ethnicity -English vs French
Canadians- social milieu -unicultural English in Ontario or
French in Quebec vs multicultural English or French in
bilingual Ottawa - and target second language - French or
English vs Spanish - on the emergence of orientations, thus
generating eight subject groups.

The subjects, 871 grade 11 students in total, were
given 37 reasons for studying the target language which
were then factor analyzed for each sample separately. The
results yielded four common factors across the eight groups
- instrumental, friendship, travel, knowledge - which were
interpreted as orientations for language study. Five

orientations such as familiarity, involvement, and
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curricular language importance emerged from specific
combinations of ethnicity and target language, on the one
hand, and milieu on the other, but they were not common to
all groups. These findings suggest that in different
settings varying factors may come into view and it is worth
considering "who learns what in what milieu" (Clement and
Kruidenier, 1983:288). However, the validity of those

orientation constructs is yet to be established.

2.2.3 Motivation and Achievement: The problem of
measurement

Although Gardner’s work on attitudes and motivation
has been fundamental, Oller and his associates have
questioned the validity of Gardner’s measures claiming that
they correlate with language achievement because of the
shared influences on the measuring instruments, because of
the approval motive, self-flattery, verbal inéelligence and
response set syndrom - referring to the tendency to be
consistent in views expressed in responding to the various
questions, (Oller, 1977; 1982; Oller and Perkins, 1978a),
rather than because of the relationship of the underlying
constructs. Oller claimed that subjects may not state their
personal attitudes and true feelings, but the ones they
think are expected by the researcher, seeking the latter’s
approval. He also argued that self-flattery can account for
about 25% of the variance. These arguments are based on the
results he obtained after having a sample of 57 ESL

students indicate which of a number of pairs of opposite
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personal attributes they considered more desirable, and
subsequently to rate themselves on scales derived from
these attributes. Relatively high correlations were found
between the two sets of scores and, as a result, he
concluded that although he does not attack the position
defended by Gardner concerning the existence of a
relationship between affective variables and proficiency,
the measures used by Gardner are influenced by
self-flattery.

However, Gardner (1982; Lalonde and Gardner 1985;
Gardner and MacIntyre, 1993) argqgue that the fact that
Oller’'s measures are confounded with self-flattery, does
not demonstrate that Gardner’s measures are as well. First
of all, Gardner’s questionnaires do not have the same type
of format; his measures are not self-ratings and they do
not require subjects to respond in their second language.
Secondly, Gardner has cited sufficient evidence concerning
the predictive, content, construct, convergent as well as
discriminant validity of the latest form of his Attitude /
Motivation Test Battery.

Oller, also suggested that Gardner’s correlations may
arise from the greater verbal intelligence of certain
respondents that enables them to do well on proficiency
tests. Skehan (1988) argues that verbal intelligence cannot
certainly underlie foreign language proficiency, given its
multi-componential nature.

Despite the fact that Oller’s contentions have been

rendered defective or erroneous, this is only a reminder
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that there always may be weaknesses inherent in measures of

affective variables.

2.2.4 Motivation: cause or effect

Gardner et al. (1983; Gardner, 1985) has arqued that
motivation is a causal variable in L, proficiency. However,
Burstall (1975) marshalls evidence to suggest that it is
proficiency itself that causes motivation.

In (1974) Burstall et al. conducted a longtitudinal
study correlating: a) first year achievement measures with
second year attitude scores (partialling out first year
attitude scores), and b) first year attitude scores with
second year achievement (partialling out first year
achievement measures). The partial correlations indicated
strongly that initial achievement in French affected later
attitudes toward learning French and later achievement in
French, thus forcing Burstall to conclude that nothing
succeeds like success.

Hermann (1980) too, argued for the resultive
hypothesis. She investigated two groups of German students
learning English, one group of beginners, and one group of
students in the fifth year of instruction, and found that
the fifth year group had more favourable attitudes toward
the L, community than the beginners, thus claiming that the
positive experience obtained through instruction had
brought about this change. 1In addition, no consistent
pattern of integrative orientation was found among the

advanced learners, while 1lower-proficiency students
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exhibited less favourable attitudes and more prejudice.
Hermann (1980) suggested that the different motivational
orientations were produced by the degree of success within
the instruction.

Strong (1983; 1984) did not offer suppoft to Gardner’s
causative hypothesis either. In a study conducted among a
group of Spanish speaking kindergartners, he found that
initially proficient children interacted more with native
speakers of English and thus indicated greater integrative
orientation. He commented that integrative attitudes follow
second language acquisition skills rather than promoting
them.

Savignon (1972) is also in favour of the resultive
hypothesis and has demonstrated correlations between
achievement in French and the desire to learn the language
which tended to increase as the learners’ course of study
progressed.

However, the aforestated studies had certain
methodological shortcomings and it is difficult to evaluate
their conclusions. Strong’s study, for instance,
concentrated on five and six-year-olds who cannot be easily
assumed to have an integrative orientation, and if they do
it is difficult to assess its importance. As far as
Hermann’s study is concerned, they report that low
achievers are more prejudiced against the English, while
the high achievers did not demonstrate any consistent
motivational pattern. Skehan (1988) has attacked these

results by arguing that if one accepts the resultive
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hypothesis, then it is difficult to explain why failure
affects motivation clearly, while success does not.

Gardner et al. and Lalonde and Pierson (1983; Gardner,
1985) have attacked Burstall’s statistical technique and
have cited adequate evidence showing that differential
success does not influence motivation and attitudes. As
they put it (1983) initial proficiency in the language is
found to affect directly final achievement, but not any
attitudinal or motivational characteristics. The present
study favours Gardner’s position since it is felt that his
studies are better conceived, the statistical analyses
(LISREL) used are more advanced and his results are more

consistent (see next chapter).

2.2.5 Motivation, attitudes and persistence in language
study

Motivation and attitudes are said to be implicated in
second language learning in that they urge the individual
to seek out opportunities to acquire mastery of the basic
language skills. This can be offered support from studies
concerning the language drop out.

Bartley (1969) dealt with the number of students who
after the eighth grade do not continue studying the
foreign language which they had studied since the sixth
grade. Two groups cf students were used in the pilot study
which attempted to identify the extent to which aptitude
and attitude are two of the possible causes for dropping

the foreign language course after the eight grade. The
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subjects were members of an entire eighth grade class in
one junior high school in the Palo Alto School District
south of San Francisco. The Modern Language Aptitude Test
(Carroll and Sapon 1959) as well as a Foreign Language
Attitude Scale, 1including factors which are 1likely to
influence foreign language learning such as the teacher,
peers and the perceived importance of the language in the
curriculum were utilized. The attitudes were described as
the students’ favourable or unfavourable disposition toward
the language they were studying. The significant
differences in the attitudes and aptitude between the
drop-outs and those electing to continue foreign language
study the following year, forced her to conclude that in
all probability these factors are indeed playing a decisive
role.

In (1970) Bartley did a follow-up study investigating
the importance of the attitude factor in langquage drop-out.
She administered a Likert-type Foreign Language Attitude
Scale to all the eighth grade students enrolled in modern
languages in two junior high schools in Palo Alto both in
September and March of the same year. The attitude of the
dropout group was significantly lower than that of the
continuing group. Furthermore, the attitude of the drop out
group deteriorated significantly throughout the year while
that of the continuing group remained stable. Bartley
suggested that language drop outs can be detected by low
attitude scores as well as by deterioration of attitude

scores during the school year. She also declared that the
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students’ attitudes should be further investigated by
focusing on the instructional methodology, the language
itself, the teacher etc. so that the causes of undesirable
attitudes are identified. Then, by manipulating the
conditions that influence the students’ attitudes and
motivation they will probably reduce the drop out rate.

Mueller and Harris (1966) suggested that the drop-out
rate can be influenced by the nature of the language
course. Their study compared the proportion of drop-outs in
two college level French programmes, an experimental
audiolingual programme based on programme instruction and
an audio-lingual programme based on the extensive use of
text books and laboratory exercises. The proportion of
students who dropped out was significantly lower for the
experimental group. The researchers stated that the success
of the experimental programme in holding students was
mainly due to the fact that students were more satisfied
with and confident of their proficiency in French. The
findings of the study indicate that along with aptitude,
attitudes and motivation are implicated in the decision to
drop out.

Gardner, Smythe, Clement and Gliksman (1976) reported
similar results from a longtitudinal study of learners at
five grade levels studying French as a second language in
seven different geographic regions in Canada. They
indicated that those students who planned to continue their
French language studies were more highly motivated, had

more positive evaluations of the learning situation, a
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higher interest in learning foreign languages, obtained
better grades in French and reported that their parents
encourage them more in their French language studies, than
their classmates who were not persistent in their language
courses.

These results received further support by Clement,
Smythe and Gardner (1978) who conducted two studies with
students in grade nine, ten and eleven comparing the
aptitude as well as attitudinal and motivational traits of
students who continued their French studies and those who
dropped the programme. In the first study the data on
attitudes and motivation were collected in April and May
while achievement scores were gathered in June. When the
next year commenced the "dropouts" and "stayins" were
identified. The same procedure was followed in the second
study conducted between February and April for the attitude
measures and December and January for the Modern Aptitude
Test. The results of both studies revealed that motivation
to learn French evidences a stronger association with
choice to re-enroll in the French course than do the
individual’s achievement or linguistic aptitude. Interest
in languages was the second variable associated with the
choice to stay-in or drop-out of the French course.

Clement, Smythe and Gardner (1978) investigated the
factors presumed to mediate the individual’s competence in
the second lanquage and his/her persistence in acquiring
it. Data were gathered from 4741 students of French as a

second language attending grades 7 to 11 in 6 provinces of
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Canada. Instrumentation was adapted from Gardner and
Lambert (1972) and Clement et al. (1977a, 1977).

The most important determinants of the individuals’
perseverance in second lanquage study were found to be
their motivations to study the target language. This
motivation was in turn supported by an array of attitudinal
aspects including the learners’ attitudes towards the
target community and evaluation of the learning situation.

Therefore, these results demonstrate that attitudes
and motivation can determine perseverance in the language
study and can be more influential than ability and

achievement.

2.2.6 Motivation and classroom behaviour

Motivation is shown to be implicated in classroom
behaviour, in that it can determine how actively the
individual will be involved in the language learning
process. Gliksman (1976) tested the attitudes and
motivation of grade nine students during the first week of
school and observed them in six different classes
throughout the term. The number of times each student
volunteered in the language class, the number of times s/he
was asked by the teacher without volunteering, correct or
incorrect answers, questions asked, as well as the positive
or negative feedback they received from the teacher were
observed and then the integrative motivation of the
students was classified in terms of their total scores on

attitudes towards French Canadians, toward European French,
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toward learning French, degree of integfativeness,
motivational intensity and desire to learn French.
Integratively motivated students were found to volunteer
more frequently, to give more correct answers and receive
more positive feedback than those who were 1less
integratively motivated in their study. Theses differences
in the students’ behaviour were consistent throughout the
term.

Gliksman (1976;1982) replicated this study with
students in grades nine, ten and eleven observing their
classroom behaviour once every two weeks for a period of
four months. The raters also estimated how interested the
student had been in the class on a seven point scale.
Again, students who were integratively motivated performed
better as opposed to their classmates who did not indicate
an integrative motivation. The findings did not interact
with sessions and were constant over the entire term.

Naiman et al. (1978) investigated the characteristics
of the good language learner observing 72 students in
grades eight, ten and twelve from twelve classes. The
subjects were selected on the basis of their performance.
Approximately half of them were among the higher achievers
and the others were among the least proficient in the
class. They obtained scores on 22 student - centred
behaviours, i.e. the number of times the students raised
their hand, percentage of student responses involving
rising or falling intonation and 17 teacher behaviours

including percentage of teacher evaluation that included
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providing the answer to the student and percentage of total
teacher questions that were not initial questions. Students
were given measures of degree of integrativeness, attitude
towards French Canadians and European French, degree of
instrumentality plus need achievement, attitudes toward the
teacher and the course, motivational intensity, desire to
learn French, attitudes toward learning French and lack of
ethnocentrism. Integrative orientation, motivation,
evaluation of the means of learning French (i.e. teacher
and course evaluation) as well as instrumental orientation
correlated significantly and positively with hand raising,
while motivation and lack of ethnocentrism were negatively
related to the number of times the students did not respond
to gquestions or stated "I don’t know". Lack of
ethnocentrism was found to be positively related to student
hesitation and negatively related to the percentage of
responses that were complete. Evaluation of the course and
the teacher was positively associated with the frequency of
correct responses and negatively related to the percentage
of incorrect answers.

Roger et al. (1981), in a study conducted in Britain
in order to validate their scale comprising students’
attitudes towards foreign language learning classified
third year pupils as attentive and enthusiastic on the
basis of their teachers’ ratings and found that highly
attentive and enthusiastic students had significantly more
positive attitudes to learning French as a second language

than pupils who were rated as low on enthusiasm and
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attentiveness. Assuming that the teachers’ assessments
reflect the pupils’ classroom behaviour, these findings
reinforce the existence of a relationship between
attitudinal/motivational variables and classroom
participation.

Smith and Massey (1987) investigated 169 students (73
female, 96 male) from an Urban Public School in Canada.
They administered the Attitude/Motivation Test Buttery
(AMTB) in June and October of the succeeding school year
and observed the students’ classroom behaviour. Their
results yielded somewhat different results to the ones
reported by Naiman and Gliksman, since it was found that
the highest levels of activity and involvement was mainly
demonstrated by the Medium Attitude Students. The
researchers stated that it was unclear why the Medium
Attitude students were so actively engaged in FSL classes.
It was thought that the teachers were possibly directing
the bulk of their instruction toward the middle group of
students and were using representatives of this group to
signal what material evoked maximum student involvement and
how quickly they should proceed through it. Replication of
the study was then suggested in order to further explain
this state of affairs.

Despite the differences in the results of the last
study, the conclusion that can be drawn from the studies
discussed in the last two sections is that language study
and classroom behaviour which are related to language

learning represent the learner’s volitional behaviour and
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are significantly related to motivation and attitudes.

2.2.7 Motivation Attitudes and Demographic Variables

2.2.7.1 Sex differences in attitudes and motivation

Motivation, attitudes and achievement have been found
to be related to sex differences. Barker-Lunn (1970) in
investigating children’s verbal skills in the mother tongue
reported significant differences in achievement in favour
of girls, prominent during the early years of schooling,
but tending to diminish with the approach of puberty. In
the field of foreign language learning, there is also a
certain number of studies which have supplied data on sex
differences and motivation, attitudes and achievement.
Jones (1950a; 1950b), in an early study on attitudes
towards Welsh as a second language, demonstrated that girls
show a definitely more favourable attitude to Welsh than
boys as tested by Attitude Tests.

Johnson et al. (1963), in their study of the teaching
of Spanish at the elementary school, showed that the girls
reached a higher level of achievement in Spanish than the
boys. Nisbet and Welsh (1972) investigated secondary school
pupils’ achievement in the first two years and reported
that the level of performance of girls was consistently
higher than that of the boys. The findings of Johnson and
of Nisbet and Welsh are in harmony with the NFER evaluation
reported by Burstall (1975) who demonstrated that sex

differences in achievement and attitudes towards learning a
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second language were evident for girls over the extended
period of the study. She also suggested that sex
differences in performance were particularly characteristic
of boys and girls from the lower socio-economic strata.

Bartley (1970), in her study discussed previously,
concerning the role of motivational variables in their
behavioural intention to continue the language study,
declared that significant differences were found when the
continuing and dropout groups were divided according to the
sex variable. The girls in both the dropout and continuing
groups, in both the September and March administrations
achieved significantly higher scores on the Attitude /
Motivation Test Battery than the boys.

Gagnon (1974) cited in Gardner (1985), found that
girls tend to demonstrate significantly more positive
attitudes than the boys. Gardner and Smythe (1975a) also
present some data concerning sex differences in attitudes
towards French Canadians with females tending to score
significantly higher than males particularly in grades
eight, nine and ten. These differences, however, were not
great.

In a recent investigation on sex differences and
self-reported beliefs about foreign lanquage learning,
amongst nine hundred and thirty-eight (938) students of
Spanish at two large state Universities in Cincinnati,
Bacon (1992) revealed that female respondents were
significantly more likely to report higher instrumental

motivation and greater use of private/nonoral strategies in
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language learning. Females also reported a significantly
greater likelihood of having Spanish-speaking friends, and
greater exposure to oral input from native speakers of
Spanish than male students.

On the other hand, Nainan, Frolich, Stern and Todesco
(1978), Hansen (1981), Haque (1989) failed to support the
conclusion that there are significant differences in
attitudes, motivation and achievement between boys and
girls. Obviously, further research is needed to clarify
these findings.

Eardley (1984) in a study determining the attitudes
towards foreign language learning of 388 Welsh students 16
years of age and older, found that only a minority of
students (29.4%) intended to continue studying a language
and girls greatly outnumbered boys, 6 to 1. A general
disillusionment with languages emerged as the principal
disincentive of the students and boys were shown to have a
much greater disillusionment with lanquage study in general
than girls did.

Although the majority of evidence does favour the
conclusion that girls are superior to boys in language
ability Boyle (1987) indicated that there is one area of
language ability, namely the area of comprehension of heard
vocabulary, in which male students seem to be superior to
female ones, even in view of overall female superiority in
the attainment of language proficiency. The sample
comprised two sets of Chinese college students from the

University of Hong Kong. The first set was made up of 144
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males and 141 females (N=285) and the second of 113 males
and 92 females (N=205). 1In both sets of subjects the
temales were notably better in general language
proficiency, but the males had higher mean scores in both
tests of listening vocabulary.

Boyle provides certain reasons that can account for
sex differentiation in listening ability, foremost among
which is that boys in a male culture have a wider
experience of life and may interact verbally over a wider
range of subjects and as a result can be characterized by a
broader recognition of vocabulary. Moreover, he supports
the view that much of language is geared to men’'s
experience, and some words come to be not only unspoken,
but even unthought by women. Although this explanation
might be plausible in the setting the study was conducted,
further investigation or replication of the study in
contexts other than the Asian one is suggested so that such
inferences are validated.

In the opinion of the writer of the thesis, foreign
language learning qualifications are equally important for
both male and female students and the meaning and
significance attached to the learning of a language other
than the student’s mother tongue is pinpointed to both
sexes either in the school or family environment or in the
socio cultural milieu surrounding the student. It is
believed that Greece's involvement in the European Economic
Community has increased the opportunities for both boys and

girls to find employment which demands knowledge of foreign
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languages and has enhanced the pay-off value of foreign -
lanquage learning which has in turn led to a marked
diminution of sex differences in attitudes motivation and
achievement. Moreover, the desire to interact with people
from different and varied background would characterize

students irrespective of sex.

2.2.7.2 Socio-economic factors

Evidence has been put forward which suggests that
there are social class differences on the development of
foreign language skills. In the NFER evaluation it became
apparent that there was a linear relation between the
pupils’ social class, their attitudes toward learning
French and their level of achievement in French.

Positive attitudes towards learning French and high
scores on the French achievement tests were consistently
associated with high socio-economic status while negative
attitudes and low achievement scores were related to low
socio-economic status. (Burstall, 1968, 1970, 1974).

This variation became more prominent when the pupils
were transferred to different types of secondary school.
Grammar school and comprehensive school pupils indicated
higher levels of achievement and more positive attitudes
towards foreign language learning and the foreign culture,
while pupils from the bilateral and secondary modern
schools were characterized by lower levels of achievement
and more ethnocentric attitudes. These associations reflect

different social attitudes to learning French in different
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strata of British society. Burstall (1974) comments that
these findings add support to the existing evidence that
parents in the higher status occupations tend to offer
their children more encouragement when they first encounter
the new learning situation than do the parents in
lower-status occupations.

Barker Lunn (1970) reported a similar association
between socio-economic background and achievement. These
findings are at variance with those of Carroll (1975) cited
in Stern (1983) who in the IEA study of French stated that
the students’ socio-economic status as such is not related
to foreign language achievement.

Ganguly (1985) in a study conducted amongst 463 Asian
boys and girls learning English as a second language found
that there is a strong relationship between socio-economic
status, as measured by the two major universal social class
levels of professional and manual, and the acquisition of
skills in the second language.

It is evident, that the effect of social class
differences on the development of language performance has
received scant attention. This might often be because the
samples used cannot be split by social class.

More research is requested into the issue before the
relationship between socio-economic or sociocultural
factors and language learning is treated as self-evident.
It is felt, however, that students from higher
socio-economic or socio-educational background would enjoy

more opportunities to study the foreign 1langquage by
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travelling abroad, receiving direct tuition and direct
contact with native speakers of the target language, which
assist them in acquiring the language habits, cultural
norms or values of the other group and by experiencing more

teaching hours on top of the ones in the school curriculum.

2.3 Second and Foreign Language Learning: The Role of the
Parent in Children’s Attitude Development

So far, an attempt has been made to show the impact
that motivational and attitudinal variables have on
learning another language.

Furthermore, attitudes have been classified as
educational, revolving around the language learning
context, and social, focusing on the cultural implications
of second or foreign language learning. While educationally
relevant attitudes are developed during the learning
process and are awakened by the teacher and the methods
utilized, attitudes towards language groups are generated
and nurtured mainly by the family environment. These
attitudes are entertained prior to learning the language,
but they also become evident in the course of language
learning. Parents are suggested to be the primary sources
of attitudes towards ethnic groups, particularly at the
younger ages.

Parents are traditionally accepted to be one of the
determinants of attitudes and are thought to act as the
major intermediaries between the socio-cultural milieu and

the learners. It is also argued that to the extent they

76



play a role in attitude development they can promote
successful lanquage learning (Gardner, 1960; 1968; 1985).
Feenstra (1968;1969:5) also purports that "in the area of
motivation, one of the more potent and dynamic variables
appears to be the attitude structures of at least three
sets of individuals: the students, their parents, and their
teachers”. Harding et al. (1954) point out that parents
are the major socialization agents, despite the fact that
children’s and parents’ attitudes may diverge. They believe
that there is a subtle interplay between general cultural
and family influences impinging on the child, but
particular children for a variety of reasons may develop
attitudes contrary to the prevailing sentiments surrounding
them (p.28).

The implication of the students’ attitudes in language
learning has already been discussed and it is now within
the scope of the thesis to examine the potential role of
the parent. By focusing attention on the parent, there is
no intention to denigrate the role of the teacher or other
factors such as the students’ personal experiences, school,
peer groups, conformity pressures, mass media or reference
groups that are expected to have a bearing upon the
development of attitudes. It is because there is stronger
evidence that the parents’ role is really determinant in
the early years of development and especially in
communities like the Greek one, where the family bonds are
tight and the family relinquishes control gradually over a

period that may extend through early adulthood. (Ehrlich
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1973, Georgas 1984, Oskamp 1977). The amount of parental
influence over young children’s behaviours and attitudes is
so great that childhood has been referred to as a "total
institution" (Oskamp 1977:125), where parents have control
over their children’s informational input demanded
behaviours, and the power to shape their attitudes since
the children are not 1likely to possess pre-existing
attitudes which would contradict those of their parents.

In the area of foreign language learning the average
children and young adolescents have no direct experience of
foreigners and therefore parental influence on the formers’
attitudes towards foreign people and other countries may be
great. (Oskamp 1977; Lambert & Klineberg 1967; Ehrlich
1973). Research has indeed found correlations in ethnic and
political attitudes between parents and children (Allport &
Kramer 1946; Ehrlich 1973; Murphy et al. 1937; Kirby &
Gardner 1973). Ehrlich (1973:123) provides us with an
outline of how parents as primary agents of socialization
can convey their children’s ethnic attitudes.

1. Parents explicitly communicate their ethnic attitudes
to their children as they instruct them in all other
modes of proper behaviour.

2. Parents directly control many aspects of their
children’s intergroup education as well as the
opportunities they can have for intergroup contacts
and experiences.

3. Parents employ child rearing practices which directly

form the patterns of attitudes toward people.
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4. Parents adopt a life style through which children can
be taught how to select ethclass-specific activities
and friends.

Milner (1981) has also proposed three processes
regarding the way attitudes are fostered by the parents
which are not dissimilar to the ones reported by Ehrlich
and can briefly be referred to as: a) direct tuition, i.e.
explicit statements made by the parent, b) indirect
tuition, i.e. parents’ behaviour and c) role learning,
where children learn to behave, feel and see the world in a

manner similar to their parents.

2.3.1 Potential roles of the parent in second/foreign
language learning

Broadly speaking, we can distinguish between two roles
of the parent which are relevant to his/her children’s
success in language léarning. One is identified by Gardner
(1968 a; 1985; Feenstra 1969; Colletta 1982) as the active
role referring to the situation where the parent actively
and consciously encourages the children to learn the
language probably by monitoring their performance, ensuring
that they do their homework, correcting grammar or
pronunciation errors, and generally reinforcing specific
behaviours. To the extent that parents play this role they
promote success.

The other type of role which is more subtle -
primarily because the parent would probably be unaware of

it and possibly more important is the passive one
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reflecting the parents’ general beliefs about language
learning as well as their attitudes toward the
cultural-linguistic community whose language the student is
learning. Burstall’s (1970) long term investigation of the
French programme in the primary schools in England and
Wales has shown certain examples of the potential passive
contribution of the parent such as the following: "My
parents think it is very good that I am learning French
because they did not have a chance until they were much
older". (p.46) On the negative side a girl commented that
"Now that we are going to our new school we will have
harder French and I cannot do it, - even my mum agrees that
it is a complete waste of time" (p.48).

Since the active component reflects the amount of
effort and resources the parents expend on helping their
children in acquiring a second/foreign language, it can be
argued that a parent who 1is actively involved in the
learning process may encourage his/her children to seek
more contact experiences with the language (i.e. watch
foreign programmes, channels on TV, read foreign magazines)
and the other language community (i.e. ask the child to
practise his/her already acquired skills in an authentic,
communicative situation, or provide him/her with the
financial resources to go on an intensive summer school
programme). Furthermore, it is possible that the extent to
which a parent holds favourable general attitudes towards
other cultures and languages (passive parental influence)

would affect the active parental influence factor.
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(Colletta 1982).:

However, these two parental roles are not always
compatible. (Gardner 1968a, 1985 and Feenstra 1969) claim
that parents with positive attitudes towards a specific
language community would serve to support an integrative
motive in their children, whereas parents with negative
attitudes may inhibit the development of positive attitudes
even in situations where they may actively promote
second/foreign lanquage achievement. An example would be
useful in attempting to contrast the two components of the
role of the parent. A parent might stress the importance of
performing well in the language course and even check the
chlid’s homework. At the same time, in other contexts, this
parent might hold negative attitudes towards the target
language community and transfer them to the child, thus
undermining the active role and reducing the child’s

motivation to learn the language.

2.3.2 Research findings relating to the implication of
parents in second language acquisition

In an early study by Bird et al. (1952) few relatively
low but significant correlations between parents and
children’s ethnic attitudes were reported. Their sample
comprised the father or mother and at least one child of
the family enrolled in the third, fourth, or fifth grade of
either of the two public schools in the adjacent districts
of Minneapolis. In this research project however, it was

found that the majority of the respondents were ambivalent

81



in their attitudes, sometimes regretful, because they felt
inable to overcome what they recognized as "unfounded
prejudices", (p.698) and sometimes chagrined because the
proximity of Negroes had made them aware of hitherto
unconsciously expressed prejudices. The varied
circumstances characterizing the social atmosphere of the
homes of these adults therefore, resulted in many white
children to afford an inconsistent and not clearly evident
set of evaluations of Negroes as well as to show no close
resemblance to their parents’ attitudes towafds Negroes
even though the parents shared attitudes having
considerable similarity.

In a similar vein Radke-Yarrow et al. (1952) and
Frenkel-Brunswik and Havel (1953) interviewed the mothers
of young children and assessed their attitudes as well as
their children’s toward Blacks, Catholics and Jews and
found some positive assciation. Murphy et al. (1937) had
also reported moderate as well as high correlations between
university students and their parents’ attitudes toward
war, church and communism which are more salient than
attitudes toward ethnic groups. It is also worth noting
that in this study the correlations were influenced by
socio-economic status. Students from the higher
socio-economic families showed lower correlations than the
ones from lower socio-economic background.

Few research projects, however, have directed
attention to the parents’ role in second lanquage learning,

though very limited evidence is available in the foreign
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language learning context. Compared to the bulk of research
we have for the students’ attitudes the role of the parent
is of secondary interest.

In one of the Montreal studies (Gardner, 1960)
students’ parents were interviewed and the responses of
parents of children who were integratively motivated were
compared with the responses of parents whose children were
instrumentally motivated. The results demonstrated that, as
compared with the students who professed an instrumental
orientation integratively oriented students tended to come
from homes where the parents also professed and integrative
orientation and where they had definite pro-French
attitudes. In short, the students were reflecting the
parents’ attitude in their choice of orientation. In that
study there appeared to be no relation between the
students’ motivational orientations and the number of
French friends the parents had, or the degree of French
proficiency that the parents expressed. Parents of the
integratively oriented students, however, reported that
they thought their children had more French speaking
friends than did the parents of the children who were
instrumentally oriented.

Feenstra (1968) investigated how parental attitudes
clustered with respect to children’s language aptitude,
motivation and French achievement. Of major concern to this
discussion are the findings that parents who were
characterized by an integrative orientation and held

positive attitudes towards French Canadians supported their
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children to study French and had children who were more
skilled in some aspects of French achievement. The
inference that can be drawn out of these findings is that
children’s favourable attitudes and integrative orientation
can facilitate second-language achievement and that such an
integrative motive is nurtured by a particular attitudinal
atmosphere in the home.

Gardner and Santos (1970) employed a similar research
strateqgy in investigating senior high school students in
Manila, Republic of the Philippines, who were studying
English as a second language. The results of the study
indicated that there was a positive association between
parents’ and children’s motivational orientations and, to a
lesser extent, between parents and children’s attitudes. It
should be reported, however, that in this study students
who were instrumentally motivated and who had parents who
expressed a similar orientation were better achievers in
certain oral lanquage skills than the integrative oriented
ones. These findings can reflect the fact that in the
Philippines English is considered to be the language of
commerce and the pragmatic reasons of knowing it are highly
valued by both parents and their children. In both studies
(Feenstra, 1968 & Gardner and Santos 1970), there was no
significant correlation between parents’ and students’
perceptions of parental encouragement, thus suggesting a
possible incompatibility between the parents’ active and
passive roles in the home environment. The correlations

were also low suggesting that parental contributions to
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both attitudes and attained proficiency in the second
language are not very large especially at the age of senior
high school.

Desrochers (1977) also investigated students’ and
parents’ attitudes as well as achievement in the second
lanquage of two groups of grade eight students, one who
participated in a four-day bicultural excursion to the
French city of Quebec and one who did not. The results
showed some positive association between parental attitudes
and general attitudes of the children primarily among the
students who took part in the excursion. Parents of
children who participated in the excursion expressed
significantly more positive attitudes towards French
Canadians and towards learning French than did parents of
students who did not participate. The correlations found in
this study offer support to Gardner’s (1985) contention
that the children’s integrative motive which promotes
success in language learning is fostered by a home
environment where the parents express favourable attitudes
toward aspects involving the other language.

Colletta (1982) also investigated the role of the
parent in determining second language achievement by
administering comparable questionnaires measuring interest
in foreign languages, attitudes towards French Canadians,
integrativeness, ethnocentrism, and parental encouragement
to 68 children and their parents. No significant
correlations between children and parents’ attitudes were

found in this study. (The correlations were .12, .03, .-04,
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00 and .20 respectively). The only significant relationship
between parental influence and student variables obtained
in the analysis was between the active parental influence
variable and students’ self-confidence with French. Any
further explanation of the parental implication was not
possible since self-confidence was not significantly
related to any of the language achievement measures. His
results also showed a negative relationship between active
parental involvement and student attitudes which approached
significance at the p<.10 level (r=-.78).

Cautiously interpreting these results Colletta (1982)
suggests that the students’ attitudes that support their
motivation are influenced by parental variables and their
own self-confidence with French. This could also mean that
learners who are self-confident with their French and whose
parents are involved with their language study are more
likely to be instilled with favourable attitudes which are
important for maintaining their motivation and hence
positively affect their proficiency in the second language.
As regards the active parental role he argues that his
results imply that the more actively the parent is involved
in the student’s second language learning, the less
favourable the student attitudes are, possibly because
pressure exerted by parents in the child’s 1language
learning effort may cause the 1latter to feel less
favourable about the elements of second language learning
experience and the language speaking group.

An important variable that Colletta (1982) accounted
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for was the family’s socio-economic status and its
relationship to the paternal involvement in language
learning.

According to Giles & st. Clair (1979) and Colletta
(1982) this relationship may be important with respect ﬁo
both the passive and active roles of paternal influences in
that it would determine the attitudes held by the students
and the extent to which the parent becomes actively
involved in the students second language learning process.
Further, and particularly relevant to the active process,
socio-economic status may exert its influence in that the
extent to which parents can provide opportunities for their
children to use the target language may be determined by
the resources available to them. The analysis of Colletta’s
data yielded a significant negative relationship between
socio-economic status and active parental influence,
probably implying that the lower the socio-economic level
of the immediate neighbourhood, the more actively involved
with the child’s language training the parents are.

Colletta (1982) comments that the unexpected direction
of the above finding may be understandable in the light of
the predominance of middle and upper middle class
individuals in the sample. It probably indicated that the
middle and upper middle socio-economic class parents devote
more of their time and energy in their children’s French
language study than do parents from the higher
socio-economic strata. It 1is 1likely that middle and

upper-middle class parents are more concerned with upward

87



mobility and see the learning of French or any foreign
language as an important tool in that process as a vehicle
towards that direction particularly with respect to
employment opportunities.

Murphy et al. (1937) also examined the role of the
parent in relation to the socio-economic stratification and
found that the correlations between children and parental
attitudes were higher for the lower socio-economic pairing
than they were for the higher socio-economic families. This
variable probably requires further investigation, so that
certain conclusions can be drawn.

Ismail (1984) in a study of Kuwaiti University
students also indicated a significant positive
intercorrelation between students’ attitudes and those of
their parents.

A more recent study concerning the influence of
parents on students’ attitudes to learn English .as a
foreign language was conducted by Haque (1989) in
Bangladesh. He administered comparable questionnaires to
both adolescent high school students in Dhaka city,
Bangladesh, and their parents to test the hypothesized
relationship between student and parent attitudinal
variables by using Pearson Product Moment Correlations. He
found modest correlations between students parents’
attitudinal traits and low correlations between parents and
students’ scores on perceived parental encouragement
probably indicating that in many families there is no clear

communication about the importance or value of learning
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English.

Feenstra (1968) and Gardner & Santos (1970) also found
modest correlations.

A result that is ‘also of great importance 1is that
integratively oriented students tended to have
integratively oriented parents, while students who were
characterized by an instrumental orientation had an
instrumentally oriented parent. This finding contradicts
Colletta (1982) but is consonant with Feenstra (1968);
Gardner, (1960); Gardner & Lambert (1972), the Philippine
study and Gardner and Santos (1970).

The results of these studies support the notion that
the students’ attitudinal and motivational orientations
towards ledfning a second/foreign language are likely to

develop within the family.

+2.3.3 The role of the parent as regards the choice of the
language of instruction

While discussing Colletta’s research findings it was
stated that parents (depending on their financial
resources) can provide their children with the opportunity
to receive training in the target language and select an
appropriate school or language programme for them. One area
where such involvement would be implicated would be in
immersion programmes. It would be assumed that parents who
are opposed to second language training would avert their
children from taking courses where the medium of

instruction is the foreign/second language, while parents
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who allow their children to register in immersion
programmes would be in favour of such an education.
Frassure-Smith, Lambert & Taylor (1975) approached the
question of language instruction by focusing on parents and
investigated parents from English Canadian and French
Canadian groups who had determined to send their children
to the other language school. Parents were the primary
concern of the study not only because their decisions were
believed to affect the relationships between parent and
child within the family structure, but also the established
network of ethnic relations within the Canadian community.

The results of the study suggested that apart from its
effects on second language learning, the choice of language
of instruction for one’s child involves, at a deeper level,
the ethnic allegiances, the motivations and the unique
personal experiences of the parents making the choice.
(Frasure-Smith,et al.1975:153). The study also demonstrated
that certain subsets of parents, depending on their
ethnicity, the particular lanquage community they come
from, and the decision they make about their children’s
schooling and language education have their own distinctive
constellations of motivations and ethnic beliefs. Even
though all parents agreed on the benefits of bilingualism
in occupational and educational status, each subset had its
own way of estimating the rewards and costs of becoming
bilingual through school switching.

Therefore, as it has already been stated and shown in

many studies reviewed, second language learning is a
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complex social commitment and involves more than the mere
development of a linguistic skill.

Another study that investigated the parental
involvement in language learning was that of Sharma (1983)
who explored the attitudes of ethnic minority parents
towards their children’s home language and English in the
British schools. His sample comprised 59 fathers who
originated from the Indian sub-continent and who had
settled with their families in the United Kingdom. It was
assumed that integratively motivated parents would desire
their children to seek social and cultural rewards within a
social or cultural group from their study of language. For
instance, those ethnic minority group parents characterized
by an integrative orientation would probably 1like the
maintenance of their children’s home-language in school in
order to facilitate their children’s communication within
their own cultural groups or they may wish their children
to learn English to integrate with the English society.
Instrumentally motivated parents, on the other hand, would
like their children to learn a language for materialistic
and practical goals and advantages accruing from such
studies such as career advancement, access to more
informative literature etc.

The results showed that the parents expressed an
overwhelming support for the maintenance of the home
language in their childrens’ schools but their strong
attitudes towards the study of that language were

undifferentiated along instrumental and integrative
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dimensions of motivations. On the other hand, such
differentiations persisted in the parents’ attitudes
towards learning English. A high percentage (90%)
attributed their children’s academic success to knowledge
of English, while only 9% entertained the idea that
acquisition of English, would facilitate the cultural
integration of their children into the British society and
help them adopt an English way of life. Sharma (1983)
comments that it is quite likely that such motivational
differentiation about learning English is acquired by the
children from their parents. The fact that the parents’
scores for integrative items for English were low may
reflect the ethnic minority parents’ fears over the loss of
their children’s native culture.

Two more recent studies on parental attitudes and
active parental involvement are reported by Lyon and Ellis
(1991) and Roberts (1991). The latter, amongst other
things, investigated the attitudes of Gaelic-speaking
parents towards bilingualism and found out that the
overwhelming majority of parents, (86%) wished their
children to be bilingual both in English which is the
dominant langquage and in Gaelic which they suggested that
should be used at all stages of primary education. In here,
it should be made clear that most parents perceived
bilingualism as the ability to speak both English and
Gaelic fluently rather than to read and write Gaelic at the
same level as English.

Another view that came through in the interview and
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which modifies the aforestated positive gquestionnaire
responses is that bilingualism should not be achieved at
the expense of other curricular areas particularly English,
since the parents showed great concern about their
children’s future job prospects. Some of them declared that
they would be happy 1if their children managed to speak
Gaelic, but in the end it would be probably more important
for them to become fluent in German or French which are
economically more powerful languages. A small number of the
respodents indicated no desire for the use of Gaelic as the
medium of instruction at school as long as it is the
language spoken at home and young children can be fluent in
its spoken form. These results indicate that although most
parents are in favour of the extension of their home
language at school their motivations seem to be more
instrumental as they would prefer their children to learn
French and German for enhancing their career prospects
rather than Gaelic which might be of dubious importance for
their future opportunities.

Lyon and Ellis (1991) examined parental attitudes
towards the Welsh language by collecting data from both
Welsh speaking and English speaking parents 1living in
Anglesey. The Welsh language was overwhelmingly supported
irrespective of the parents’ own language background. They
wanted their children to learn Welsh at school and placed
an important value on the language. However, these groups
could be differentiated in the reasons giving for this

support. Welsh speaking parents gave reasons that are
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associated with a sense of cultural heritage and cultural
identification, with a sense of belonging to a Welsh group.
The English speaking parents, on the other hand, were
influenced by instrumental reasons for espousing a language
which are associated with the practical advantages to be
gained from being able to speak Welsh and with its value in
enabling people to communicate. Lyon and Ellis as well as
Robert’s findings offer support to Gardner and Lambert’s
description of integrative and instrumental reasons for
learning a language and reinforce the view that parents are
influential in their children’s foreign language bilingual
education.

Roberts and Williams (in Giles & Robinson 1980) in a
study concerning the relationship between institutional
support for the Welsh language and attitudes towards that
language amongst fourteen year old school children, found a
positive relationship between the adolescents’ attitudes to
the Welsh language and their involvement in religious
institutions, the extent of family support of the language
and exposure to Welsh language media. The family was viewed
as an important source of informal institutional support
since a number of voluntary associations were run by
parents and since it was evident from the relationship
between lanquage spoken with kin and attitude towards Welsh
that children were often encouraged to speak Welsh by their

parents.
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2.3.4 Perceived parental encouragement

Parental encouragement refers to the students’
perceptions of the amount of encouragement they receive
from their parents to learn a target lanquage. The research
on parental encouragement has mostly concentrated on the
students’ perceptions of this encouragement (Feenstra,
1968; Gardner and Santos 1970) and little research has been
conducted on the investigation of the relationship between
children’s and parents’ assessments of this encouragement.
Feenstra and Gardner (1968) demonstrated that students’
perceptions do not necessarily coincide with those of the
parents. This finding is consonant with that of Feenstra,
(1968); Gardner and Santos, 1970). Haque (1989).

Nonetheless, Gardner and Smythe (1981) have shown that
students’ perceptions about parental encouragement are
related to their own attitudes and motivations. The
children who held a positive and open mind to the
acquisition of a second language in order to develop closer
binds with the target language group receive more support
from their parents.

Desrochers (1977) also reported that students who went
on the excursion to the other community experience active
encouragement from their parents. The parents’ attitudes
were sufficiently salient to have their children perceive
their encouragement proportional to their attitudes toward
French speaking people and studying French.

Parental encouragement 1is not only related to

children’s attitudes and motivation but to their
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motivational intensity and behavioural intention to
continue the language study. Students who indicated that
they would continue to study French believed that their
parents support them. These correlations however, tend to
be lower with lower students. (Gardner, 1985).

The conclusion that can be drawn from the research
literature is that parents are influential in their
children’s attitude development and that a warm and
supportive atmosphere in the family will assist in
instilling positive attitudes in the student who in turn is

likely to perform well in the foreign language course.

2.4 Summary and Conclusions

This chapter attempted firstly to show that
attitudinal and motivational measures are implicated in
target language learning and secondly to explain why they
are influential. Attitudes were classified as educational
or social, the former being more consistent correlates of
achievement than the latter. Attitudes were also found to
be independent of intelligence and aptitude but related to
developmental factors such as the students age as well as
demographic variable namely the students’ sex and
socio-economic background. However it was indicated that
these factors have not received much attention and further
experiments are encouraged. Attitudes and motivation were
also shown to be related to persistence in language studies

and classroom participation which are related to L,
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acquisition.

Motivation in L, learning was said to be adequately
described by three components: goal directed behaviour,
positive attitudes toward the behaviour in question and
desire to attain the goal of lanquage learning. Gardner and
Lambert (1972; Gardner 1985; 1988 etc.) allege that one
construct of motivation is of great significance in L,
studies, that of the integrative motive, which 1is
characterized by a high level of drive on the part of the
individual to acquire the language of a valued second
language community in order to facilitate communication
with that group. This contention will be discussed by
considering the relevant research literature in the next
chapter.

This chapter also examined the potential role of the
parent in breeding attitudes towards language learning in
the student, thus promoting improvement in the latter’s
level of proficiency. Some of the issues raised in this

section will be tested in chapter 8.
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CHAPTER THREE

3. THE LITERATURE REVIEW

3.1 Introduction

In the previous chapter it was demonstrated that both
attidudes and motivation are related to aspects of second
language learning. In addition, the concept of the
integrative motive was introduced and considered to be one
of the facilitating factors in achievement. A considerable
body of research has shown that the integrative motive can
be a source for successful language acquisition, while its
absence could debilitate language acquisition or retention.
However, different types of research in versatile settings
have yielded varying results. Moreover, this concept, as
defined by Gardner (1985), refers to a complex of
attitudinal and motivational characteristics, and this
terminology is not always adopted in the literature. Many
studies have examined aspects of the integrative
motivation, mainly the students’ attitudes and integrative
orientation and their bearing upon achievement, and have
compared them with another powerful index of motivation,
the instrumental orientation, which, as shown in certain
sudies, is a more influential factor of success in contexts
different to the Canadian one.l For the sake of clarity,
1. Canada is officially a bilingual country. Both English

and French are their two official languages, and are both
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and in order for comparisons to be made the studies will be
classified according to the ‘area they were conducted.

Therefore, this chapter presents a review of the
research done in different parts of the globe which
comprises six sections.

The first section revises the studies conducted in
Britain into attitudes and motivation, the second presents
a review of the studies in Asia, the third reviews research
done in the United States, while the third focuses on
studies carried out in Canada and the fifth concentrates on
studies conducted in other places in the world. Finally,
the sixth section gives a summary and conclusion of all the

studies presented.

3.2 Research conducted in Britain

There seems to be a growing interest in the
relationship of attitudes and motivation in second-language
achievement. While ability for languages or aptitude has
also been the concern of much of the research on L,
accorded equal status by the Federal and New Brunswick
Governments. (Gardner, 1985). Services are provided in the
two languages and parents have the right to educate their
children in their own official language. A number of
language learners study the second language in an
acquisition context and can enjoy ample opportunities to

interact with the other language group.
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achievement, many studies dating even back in 1940’s have
attempted to discover whether various attitudinal and
motivational characteristics are also related. Research has
utilized a number of measures of attitudes and motivation
which have yielded evidence showing that they are related
to measures of achievement in the target language.

Jordan (1941) carried out his investigation in a
selective central school in North London. 231 boys, ranging
in age from eleven to fifteen years, grouped in eight
different forms filled out the attitude questionnaires. The
foreign language subject was French. Attitudes towards it
was most favourable during the first year and declined
afterwards. Jordan comments that the difficulties inherent
in the early stages of learning a foreign language and the
sense of weariness which might arise from the comparatively
large amount of memorizing that has to be done, are more
than offset by the thrill of venturing into new fields of
knowledge (p.34). Attitudes towards French also tended to
vary in accordance with the general standard of academic
attainment, with the brightest children being more positive
towards language learning than their less intelligent
counterparts. Favourable attitudes were related to
achievement in the language course especially in the first
year. In none of the other subjects is this relationship so
clearly marked. The writer suggests that in order to
increase students’ interest in the language, more direct
and more interesting methods should be introduced and

emphasis upon both cultural and commercial ways in which
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the subject may be used should be given.

In two later studies (Jones 1950a; 1950b.) dealt with
attitudes towards learning Welsh as a second language in
the school curriculum. In the first study Jones (1950a)
devised an Attitude scale to measure children’s attitudes
towards learning Welsh in a secondary modern school in the
Rhondda Valley. The sample consisted of 129 female and male
students, aged between eleven to thirteen years attending
six different forms of the school. There were significant
positive relationships between attitudes, achievement, and
enthusiasm for the second language decreasing after the
first year. These results are consistent with those of
Jordan (1941). In addition, students from Welsh speaking
backgrounds showed more positive attitudes than their peers
from non-Welsh speaking homes.

Jones (1950b) conducted a further investigation on the
same lines, but this time in a suburban area, in the
outskirts of Cardiff. Two hundred and eleven (211) boys and
girls from eight different forms of secondary school were
tested with results similar to those of the previous study.
Attitudes became less favourable with increasing age,
probably because the novelty factor at the early stages of
learning dies out. New experience arouses curiosity and
initial difficulties can be overcome; yet curiosity,
novelty and enthusiasm erode after a few years of
instruction. This later study revealed that the
relationship between attitudes and achievement was

consistent in the first three years, whereas in the fourth
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year the deterioration in attitude had assumed
statistically significant proportions. The correlations
between attitudes and achievement were significantly higher
for the fourth year students.

Attainment in Welsh is increasingly influenced by the
pupil’s attitude in the later stages of the course.
Students with a knowledge and experience of Welsh outside
school indicated more fovourable and less variable
attitudes than pupils whose acquaintance with Welsh was
confined to the classroom. Therefore, the influence of
exposure to language in real life situations was eminent in
this study. Four types of reasons for learning Welsh were
predominant: interest in language learning, the utilitarian
value of the subject, reasons of a national or racial
character and proficiency in the subject.

About two decades later Burstall (1975) tested Gardner
and Lambert’s hypothesis that the key to success in
foreign-language learning lies in the adoption of an
integrative orientation towards the foreign culture, as
characterized by the students’ willingness to share certain
of the attributes of members of the other linguistic
community and to regard themselves as potential members of
that community. On the other hand, if the students’
underlying motivation is instrumental and they place a
utilitarian value upon language achievement, without
seeking active contact with the speakers of that language
or knowledge of their culture, they are not likely to meet

with success.

102



Primary school children learning French took part in
the experiment and 'their attitudes motivation and
achievement proved to be closely associated. However, their
motivational orientations were neither exclusively
integrative nor wholly instrumental. Although the majority
of pupils evidenced a strong desire to contact French
people and declared that their primary concern in learning
French was to interact with speakers of the language, a
number of students placed emphasis on the "pay-off" value
of learning French, in terms of enhanced employment
opportunities.

Hoadley-Maidment (1977) carried out an experiment on a
multi-national group of young adults studying English at a
private language school in London. They were all taking
intensive courses of at least ten hours a week, and they
had all been in the school for at least three weeks when
they took the test. The questionnaires consisted of
integrative and instrumental motivation scales and the
adjective checklist which was used three times : for the
student himself, for English people, and for people from
the student’s own country. She hypothesized that those
students who saw themselves as similar to English people
would have an integrative outlook while those who saw
themselves as similar to their own people would have an
instrumental outlook. However, the data were not adequate
enough for statistical conclusions to be drawn and the
trends that emerged should be treated with caution. 90

percent of the respondents agreed that English would be
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useful to them in getting a job while almost an equal
percentage of students stated that English would allow them
to meet and speak with more and varied people. They also
indicated that knowledge of English will help them to
understand the English people and their way of life. These
results are consonant with Burstall’s (1975) since students
indicated a desire to communicate with English as well as
other people and emphasized the practical need to learn
English. Their answers reflected the lingua franca role of
English in the world.

Two experiments were run by Jones et al. (1980) to
ascertain the possible relationship between attitudes
towards native English speaking social groups and attained
proficiency in English. The pilot experiment was carried
out in April, 1974 amongst a group of 19 engineering
students studying at Sunderland Polytechnic and another
group of 25 Norwegian English lanquage teachers attending
courses at the Institute of Education of the University of
Newcastle upon Tyne. The experimental design was based on
Spolsky’s (1969) measures. The results reported indicated a
rather small number of Norwegian engineering students were
integratively motivated towards the English people and the
language studies and their motivation correlated with
proficiency. Of course, the number of the participants was
small and as a result it is difficult to reach statistical
conclusions that can support the hypothesis.

The group of the Norwegian teachers showed a different

trend : those characterized by a tendency to identify with
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other teachers were more proficient in the language.

In the second and longtitudinal experiment a group of
thirty Norwegian teachers was tested in the same way both
at the beginning and at the end of the year to examine
whether their attitudes had changed with time. There was no
indication of any change in attitude, but there was some
indication of proficiency measures correlating with
identification with fellow Norwegians.

Dickson, Boyce, Lee, Portal and Smith (1987) carried
out a survey in June (1985) on behalf of the Department of
Education and Science to assess the performance of thirteen
year olds in French as a foreign language in England, Wales
and Northern Ireland. They observed a strong relationship
between the learners’ attitudes towards studying French and
their achievement in that language. Pupils who held
favourable attitudes towards French were higher achievers
than their peers who had negative attitudes.

In a recent investigation of social and affective
factors influencing language learning performance, Wright
(1989) tested fifty-nine international postgraduate
students enrolled on a professional course in English for
Academic Purposes at the University of Southhampton. There
was a significant positive association between attitudes
towards the course and perceived or actual progress in the
subject. Educationally relevant attitudes were more
significant in language proficiency than socially relevant
ones.

In a further study done in the same year (1989) Blue
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investigated the relationship  between attitudes and
language proficiency between international students
attending English for Academic Purposes classes at the
University of Southhampton. The students favourable
attitudes were found to be important factors influencing
success in language learning.

In this section an attempt has been made to review the
studies carried out in the United Kingdom. Only Burstall'’s
study (1975) focused on primary school children while the
rest were conducted among teenagers or University students
learning a second or foreign language. (Jones 1950a; 1950b;
Jordan, 1941; Dickson et al.1987; Wright 1989 etc). 1In
three of the studies the target language was French
(Jordan, 1941; Burstall, 1975; Dickson, 1985) the students
had no exposure to the target language outside the
classroom, while in two studies Jones (1950 a; 1950b) a
certain number of the participants had at least some kind
of contact with native speakers of the language. In the
studies concerned with adults learning English as a second
language, (Hoadley, 1977; Jones et al, 1980; Wright, 1989;
Blue 1989) the subjects had considerable exposure to the
target language and its culture ouside the classroom.
Although there is a great variation concerning the nature
and the number of variables investigated and the age
groups, all studies demonstrated a positive relationship
between attitudes towards language learning and attained
proficiency in that language. Burstall’s longtitudinal

study revealed that the acquisition of second foreign
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language skills and the development of attitudes towards
second/foreign language learning during later years might
be powerfully influenced by the learner’s initial and
formative experience of success or failure in the language
learning situation.

Only two studies (Jones, 1950, Burstall, 1975)
investigated the sex variable and found that girls are
superior to boys in foreign language achievement and
exhibit more positive attitudes. However, none of the
studies reported accounted for the potential role of the
parent in nurturing students’ attitudes, neither did -with
the exception of Burstall (1975)- they take into

consideration the students’ socio-economic background.

3.3 Research carried out in Asia

The majority of studies conducted in Asia investigated
the effect that students! motivational orientations and
attitudes had on achieving success in English as a foreign
language.

The very first study on the role of attitudes and
motivation was conducted by Gardner and Santos (1970) in
Manila, Republic of the Philippines. They collected data
from 103 high school students learning English in a suburb
of Manila, who had completed six years of formal training
in English. The Philippines is a cultural community where
the English language has unequivocal instrumental value
owing to the great diversity of languages in the country.

Therefore, it was discovered that students who are
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instrumentally oriented and placed a vocational value on
achievement in English and who received support from their
parents for this orientation were more successful 1in
acquiring the L, than students not evidencing this
supported type of orientation. Gardner and Santos suggested
that each setting and ethnolinguistic group has its own
pattern of psychological influence that changes the manner
in which attitudes and motivation play their roles in S/F
lanquage achievement. However, the researchers found a
factor which they labelled an integrative motive factor
because attitudes, motivation and orientation were
associated. This factor correlated with measures of oral
language proficiency, but not with objective paper and
pencil measures of language skills.

The second research into attitudes and motivation in
language learning was again carried out in Manila in the
Philippines by Gardner and Lambert (1972) among high school
students. The researchers reckoned that the Philippines was
a good location to test the hypothesis that an integrative
orientation is more conductive to S/F language knowledge
than the instrumental one because of the special status it
enjoys, being the lanquage of instruction and economic
life. The findings are consistent with those reported in
the previous study, meaning that learners with an
instrumental orientation towards learning English and who
receive parental support reach a noticeably higher level of
achievement than their integratively oriented counterparts.

In a study conducted in India Lukmani used 60 Marathi
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speaking female high school girls learning English as a
second language in Bombay to investigate the effect that
the instrumental and integrative indices of motivation had
on achievement. The students’ orientation were elicited by
asking students to rate how relevant five instrumental and
five integrative reasons for learning English were to
themselves and by having them to respond to semantic
differential ratings of the concepts, the Marathi speaking
community, the English speaking community, myself and my
ideal self. The subjects also completed the Cloze test of
proficiency in English. The results indicated that the
pragmatic reasons were more characteristic of the students
and correlated higher with the English proficiency than did
the integrative ones (at the p<.01 level of significance).
There was no correlation between attitudes towards the
English speaking community and the Cloze test. The
investigator felt that this may be due to the widely
different social conditions in which achievement in English
and the nature of the students’ motivation were studied.
The subjects regarded the Marathi speakers and the English
speaking Indians as their reference groups for different
areas of their life and saw themselves as based in their
own community but reaching out to modern life-styles
characterizing the English speaking Indians.

Jocobsen and Imhoof (1974) investigated six hundred
(600) Protestant missionaries 1living in Japan who had
attended at least two years of intensive language study and

demonstrated the importance of attitudes toward the target
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language community. Japanophilia was a strong predictor of
speaking proficiency for both the male and the female
subjects. Achievement was also predicted by a combination
of opportunity and desire to speak Japanese as well as by
the individual’s language learning aptitude.

Language attitudes were also examined in Israel by
Cooper and Fishman (1977) who did an intensive survey among
65 eleventh and twelfth grade middle-class Israeli high
school students in Jerusalem. They revealed very favourable
attitudes towards English, their English proficiency was on
the whole quite good, and they stated that they exploited
the opportunities that exist to use English outside of
class. They also exhibited very positive attitudes towards
American immigrants, whom they evaluated about as highly as
native-born Israelis.

However, it was a basically instrumental view of
English that proved to be correlated to English proficiency
and usage. Students who tended to view English as valuable
for the attainment of personal goals tended to achieve
higher levels of proficiency in English and use it more
frequently outside the class than learners who viewed
English as less important in this regard. A positive
relationship between the students’ overall performance in
school subjects and their socio-economic status was also
found.

In a very recent study conducted in Israel, Olshtain
Kemp and Chatow (1990) attempted to identify factors

relating to differential achievements in English as a
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foreign language exhibited by speakers of Hebrew in Israeli
schools, distinguishing between seventh grade students who
had been identified as socioculturally disadvantaged and
reqgular or advantaged students. The researchers stated
several conclusions that seem to emerge from their study.
The students’ success or failure in foreign language
learning within a school setting can be predicted from the
latters’ academic proficiency in their mother tongque. Their
attitudes and motivation seemed to have an impact on the
overall achievement in foreign-language learning and
affected them differentially. That is, although the
advantaged students did not show any dependence on
attitudes and motivation, "in the case of the disadvantaged
ones motivation was found to play a more important role in
the teacher’s perception of a student’s ability" (p.39).
Chihara and Oller (1978) published a study among 123
Japanese adults enrolled in basic, intermediate and
advanced classes in English as a foreign language in Osaka
YMCA in Japan. The main purpose and objective of the study
was to determine whether there was any association between
students’ attitudes towards self, other Japanese people,
English speakers, travel to an English speaking country
lanquage aptitude and measures of proficiency in English.
The researchers also desired to examine whether this
relationship was similar with regard to learners of English
as a second language as opposed to learners of English as a
foreign language. Chihara and Oller found that there was a

marked difference between motivation of the students

111



learning English as a foreign language and that of students
learning English as a second language (EFL vs.ESL). The
results also demonstrated that there was a low correlation
between attitudinal/motivational variables and proficiency.
These correlations were weaker than those reported by
Oller, Hudson and Liu (1977) (to be discussed in the next
section) in a study conducted in America among Chinese
students and the researchers attributed these differences
in the varying EFL and ESL language contexts.

Another study was conducted by Asakawa and Oller
(1977) involving 133 Japanese secondary school students in
grades 10 to 12 enrolled in English courses for fifty
minutes per day. In this study, as in all studies conducted
by Oller and his associates, the integrative orientation
was defined on the basis of ratings of self, ideal self,
American or English people, and Chinese or Japanese
according to the ethnicity of the subjects of each study
and the setting it was conducted.

The authors found that certain measures of the
self-rating measures correlated with English proficiency,
while none of the ideal self factors correlated with the
criterion. One factor based on reactions to Japanese people
correlated significantly with proficiency. This factor was
defined by ratings on "enthusiastic", "competitive" and
"friendly". Moreover, it was reported that two factors
defined by ratings of Americans as "democratic", "cheerful"
and "enthusiastic", "religious", "studious" and "tactful"

were significant correlates of achievement in English.

112



Karkia (1979) investigated 314 Science and Humanities
students enrolled in Tehran University in the academic year
1978-79. The purpose of the study was twofold : First, the
researcher attempted to determine whether there was a
significant difference in the attitudes of selected Iranian
College students towards the EFL courses, and second to
ascertain whether the students accepted the rationale for
EFL study stated by Iranian EFL educators.

The analysis of the data revealed that there was a
significant difference between the attitudes of science and
humanities students concerning their EFL study. Science
students requested that the teaching of English should be
retained in the Iranian education system while students
from the faculty of humanities maintained that English
should not be a requirement, but rather an elective. The
researchers suggested that the motivation of the
respondents might have been influenced by the fact that
students of science were capable of using their knowledge
of English more than the humanities students in
communicating with speakers of English and in reading books
in the target language.

Moreover, science students felt more strongly the
necessity for acquiring a good knowledge of English for
keeping up with recent scientific and technological
information. Another finding was that students in both
science and humanities were more instrumentally motivated
towards learning English as a foreign language. Both

stressed the vocational value of target language knowledge
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and reckoned it to be a useful tool in obtaining further
information in their study and research.

In a study conducted in Saudi Arabia by Mulla (1979)
an attempt was made to analyze the relationship between
aptitude, motivation, an}.ciety, intolerance of ambigquity and
other selected bibliographical predictor variables on the
one hand, and achievement in English as a foreign language
on the other. The sample comprized 81 male Arabic speaking
twelfth grade science major students of Makkah Secondary
School in Saudi Arabia. The researcher utilized the
attitudinal and motivational measures from Gardner and
Lambert (1972) and Pimsleur (1966) adapted to the new
context as well as aptitude measures designed by himself
for the particular study. Attained proficiency in English
was assessed by an achievement test consisting of
dictation, reading, syntax and teacher awarded marks.

The findings demonstrated a significant positive
relationship between lanquage aptitude and achievement in
English as well as an association between instrumental
indices of motivation and foreign language competence. The
differentiation between integrative and instrumental
orientation was not held among the Saudi Arabian high
school male students. It seems that the results are not
particularly surprising in countries where the
opportunities to mix with English fellows are rather
non-existent. Learners can clearly view the utilitarian and
educational value of language learning without having to

attach any importance in the communicative and
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interactional value of foreign language learning.

Al .Bassam, Moneera Mohammed (1987) attempted to
determine whether there 1is a relationship between
achievement in English and motivation, attitudes, parental
encouragement and satisfaction with the English programme
among Saudi high school female students. The researcher
also investigated whether or not the students are
integratively or instrumentally motivated.

The sample consisted of three classes of tenth
graders, three of eleventh graders, and three of twelfth
graders randomly selected from three secondary schools for
girls in Makkah, Saudi Arabia.

The measurements used in the research comprised a
questionnaire including direct gquestions requiring
responses on a 5-point scale for attitudes, motivation
parental encouragement, and satisfaction with the English
programme as well as The English Level Test to assess
performance in the English language.

The correlational analyses performed revealed that the
aforestated variables were significantly associated with
achievement in learning English. In direct contrast with
Mulla's findings these results showed that Saudi Arabia
high School female students were more integratively than
instrumentally motivated. Therefore, it seems plausible
that in the Arab World there are significant sex
differences in the students’ motivational characteristics.
However, it is difficult to establish such a conclusion

since the male and female subjects are drawn from different
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schools and they vary in their experiences.

The researcher stated that since attitude is learned
behaviour, and can be changed from negative to positive by
activities and experiences, a programme should be
implemented to breed favourable attitudes toward learning
English as a foreign language.

Lyczak, Fu and Ho (1976) ran an experiment seeking to
further the study of attitudes in second language learning
by investigating a sample of 210 (126 males, 84 females)
university students in the British Crown Colony of Hong
Kong. They sought to replicate the findings of Gardner and
Lambert (1972) that attitudes of bilingquals toward speakers
of their second language are associated with their
proficiency in that language. The researchers claimed that
the Chinese students in Hong Kong share with subjects in
the previous studies the experience of being politically
and economically dominated by speakers of their L,.
However, they did not expect the students’ responses to
parallel the ones given by French-Canadian or
Arab-Israeli’s (Anisfeld and Lambert; Lambert et al. 1965),
since Hong Kong appears to survive on the principle of
peaceful coexistence. There seems to be little hostilily
between subcultures but little integration as well. Only
one of the 26 correlations between attitudes and
proficiency was significant and the researchers concluded
that attitudes were not found to be related to language
proficiency in their study. However, they noted that they

used rather crude measures of language proficiency, the
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significant correlation was in the expected direction and
that the correlations of social attitudes obtained by other
researchers (e.g. Lambert 1963) were also low.

Pierson, Fu and Lee (1980) tested more than 400 grade
10 students from eleven schools in Hong Kong and analyzed
the relationship between English language achievement and
attitudinal measures. In eight of the schools the medium of
instruction was English while in the latter three the
subjects were taught in Chinese. (Cantonese dialect). The
general approach was similar to that used by Chihara and
Oller (1978) Asakawa and Oller (1977) etc. Attitudinal
measures were found to be powerful predictors of the
overall achievement in English. Desire to learn English as
well as English as a mark of education - close to an
instrumental orientation - were amongst the factors that
predicted the criterion variable.

Lee (1980) carried out a sociolinguistic study of
Korean high school students to examine the role of
motivational and attitudinal variables in the learning of
English as a foreign language. The motivational orientation
measures were based on Gardner and Lambert (1972) but were
revised for use with twelfth grade Korean students.

Semantic differential scales adapted from Osgood
(1957) were also used to measure attitudes towards American
culture and people. The results of the semantic
differential attitude scales did not clearly distinguish
between instrumental and integrative motivation. Certain

attributes assigned to Koreans and other attributes
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assigned to Americans were significant predictors of
attained English proficiency.

However, the attitudes expressed by proficient
students in English indicated that they were more
comfortable with Americans who had assimilitated into
Korean culture and with Korean English teachers. An
interesting finding is that integratively motivated
students in Seoul obtained significantly higher scores on
motivational intensity, attitudes towards the target
langquage group and culture, desire to learn English, thus
doing justice to Gardner’s assertion (1985) that the
integrative motive is a construct comprising attitudes,
integrative oriention, desire and effort.

Another study conducted in Asia was that of Jayatilaka
(1982) who collected data from 132 second year students
from the University of Science in Penang, Malaysia. The
major purposes of the study were to examine : 1) the
relationship between Malaysian University students’
motivational orientations and their proficiency in English
as a second langquage; 2) students’ attitudes towards
Malaysian and English speaking people as affecting their
proficiency and 3) the relationship between the amount of
time individual learners spend on 1learning a second
language and their attained English proficiency. The
instruments used were Gardner and Lambert’s (1959, 1972)
scales of motivational orientations as well as Sposky’s
(1969) semantic differential scales to measure the

students’ attitudes. A motivational intensity scale was
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also used to measure the amount of effort the students
expended in learning English. Proficiency in English was
assessed by the comprehensive English Language Test Battery
developed by Harris and Palmer (1970).

As indicated by the results instrumentally motivated
learners scored significantly higher in the achievement
test than the integratively motivated group. In addition,
some attributes assigned to Malaysians were found to be
siginificant predictors of success in the language test.

In an investigation carried out in Kuwait, Ismail
(1984) analysed Kuwaiti University students’ motivation
towards the study of English, as well as the degree of
influence that certain environmental and personal variables
had on the mastery of English. The results of Ismail’s
study concur with most of the findings of the studies done
in Asia, in that they revealed that Kuwaiti University
students’ orientations were largely instrumental. They
demonstrated that they desired to 1learn English for
academic purposes and in order to enable themselves to work
efficiently in various professions after completing their
graduate studies. There was also a significant
intercorrelation between motivation and attitudes as well
as correlations between teachers’ motivational and
attitudinal characteristics and those of the students.

The last study to be reviewed in this section was
designed by Haque (1989) who collected data from 240 tenth
grade students’ drawn from eight high scools (four high

schools for boys and four for girls) of Dhaka City, in
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Bangladesh. All of them had been studying English as a
foreign language since the third grade of primary school.
The primary concern of the study was to test the hypothesis
that students’ motivational orientations and attitudes are
implicated in foreign language achievement. The researcher
contended that in the context the research was done,
students would be predominantly instrumentally oriented
towards the study of English. The instrumentation by which
data were gathered for measuring the independent variables
followed the Attitude Motivation Test Battery developed by
Gardner (1985). The researcher dropped the attitude towards
the people scale because he claimed that contact with the
native speakers was not available to the students under
investigation. The major criterion variables were the
scores on a structure test, a vocabulary test, a reading
comprehension test, and a teacher awarded mark.

The results revealed that the instrumental orientation
was a better correlate of achievement than the integrative
one. There was also a positive relationship between
attitudes towards the language learning situation and
strong motivation to learn the language. Furthermore, a
degree of integrativeness was indicated by the students
which correlated with favourable attitudes towards learning
English and an awareness of the wider functions of English.
Integratively motivated students also expressed stronger
motivation and greater desire to learn English and also
achieved relatively high scores on all the measures of

achievement. Thus, although the researcher states that
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Gardner’s hypothesis that an integrative orientation is a
more powerful incentive to second language learning than
instrumental orientation needs to be reconsidered, the
secondary finding of his thesis demonstrated that aspects
of the integrative motive were evident in the foreign
lanquage learning setting. As already indicated there was
no significant sex effect on either attitudes or
motivation, while parents were found to play a significant
role in children’s attitudinal and motivational
development.

This section attempted a review of the studies carried
out in different parts of Asia. All the studies except one
have involved English which was not learned in its native
environment, but it was taught as a compulsury course
requirement at different levels of education, inspite of
the fact that in some countries, -the Philippines for
example- it enjoys a special status because of the great
diversity of the 1languages existing there. In the
Philippines English is the official language used for a
variety of purposes such as commercial transactions and
trade and as a medium of instruction in schools.

Most of the studies were concerned with teenagers and
only four of them (Jacobsen and Imhoof 1974; Chihara and
Oller, 1978; Karkia, 1979; Ismail, 1984) focused on adult
learners. A documented conclusion shared amongst all
studies is that a relationship exists between attitudes
motivation and achievement in the foreign language.

Students were mostly instumentally motivated towards the
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study of the language and the endorsement of pragmatic
reasons was found to be significantly correlated with
scores on language proficiency tests. Additionally, Gardner
and Santos (1970) Gardner and Lambert (1972) Haque (1989)
reported that learners who were extrinsically motivated and
who received support from their parents for this motivation
were better in mastering foreign language skills than their
fellows who did not evidence.that supported type of
orientation.

Admittedly, the studies reviewed show some variation
with respect to the nature and number of variables
investigated as well as the analytical techniques used to
test the relevant hypotheses. Thus, most of the studies
based on Spolsky’s (1969) techniques (Chihara and Oller
1978; Asakawa and Oller 1977; Pierson et. al. 1980 etc)
appear to suggest that there is at best little association
between. attitudinal characteristics and achievement which
might be due to the fact that the indices of attitudes and
motivation used are based on factor scores of single items
as opposed to the scales developed by Gardner (1985) and
the operational definitions of concepts such as motivation
and orientation are considerably different in these studies
than in the studies designed by Gardner and his associates.

Undoubtedly, the Asian studies have contributed
substantially to broadening the understanding of the
implication of attitudes and motivation in second/foreign
language learning in developing countries.

However, little attention seems to have been paid to
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determining the role of sex or social class which have been

established by some researchers in different contexts.

3.4 Studies conducted in the U.S.A.

A number of studies have been conducted in the U.S
which investigate the relationship of students’ attitudes
and motivation to achievement mainly in English as a second
language. The theoretical bases for these studies have been
: 1) that the individual’s attitudes toward the target
langquage culture and group influence the degree to which
s/he acquires competence in the L, and 2) that an
integrative incentive, reflecting a will to be accepted
into or to identify with the target cultural and linguistic
community, 1is more conductive to achievement than an
instrumental orientation.

Spolsky (1969) conducted the first study in America,
similar to that of Gardner and Lambert (1972) among
international students. He developed a suitable instrument
for investigation among his particular subject sample,
which involved 315 foreign students representing eighty
countries who had arrived in America in order to attend
University courses. Students were asked to rate the
importance of 14 possible reasons for having come to the
U.S. These reasons formed a direct questionnaire modelled
on Gardner and Lambert’s work (1972). They were also
administered an indirect questionnaire containing four
lists of 30 adjectives such as "clever", "busy", "sincere",

"friendly" and were requested to state how well each
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adjective described themselves as they were, their ideal
self (i.e. themselves as they would like to be), other
speakers of their own language and native speakers of
English. There were five choices ranging from "very well™
to "not at all". An English language proficiency test
devised by the researcher and his associates was utilized
to gauge the informant’s knowledge in English.

The results of the direct questionnaire demonstated
that only 20 per cent of the University students could be
classified as integratively motivated. The rest endorsed
instrumental reasons for pursuing their studies in the
United States. No significant correlation was found between
motivation and proficiency in English. Spolsky (1969)
suggested that the results can be attributed to the
students’ unwillingness to admit to motives that might
reveal their wish to stay in America permanently.

The findings of the indirect questionnaire, which
Spolsky regarded as a more sensitive instrument, revealed
that one third of the students c'onsidered English speakers
to be a more desirable reference group; this was perceived
by the researcher to indicate that students were
integratively motivated. Integrative motivation was
significantly correlated with high scores in the
proficiency test. Thus, Spolsky concurred with Gardner and
Lambert (1972, Gardner, 1985) stating that the desire to
join the target group is a major factor in language
learning and that "learning a second language is a key to

possible membership of a society". (p.282). He also
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declared that it is important for teachers and educators to
understand not only how second/foreign languages are
learned but why they are learned as well.

Bartley (1970) in the study already described found a
positive association between negative attitudes towards the
foreign language and dropping out of the course, mainly
among the boys than the girls.

Gardner and Lambert (1972) carried out an
investigation in the United States in order to examine
whether their propositions could hold true in different
areas in North America. The subjects were high school
Anglophone students learning French as a second language in
two bicultural settings in the states Maine, Louisiana, and
one monocultural setting in the state of Connecticut. The
attitude and motivation test batteries differed according
to the social situations. The results in all three studies
demonstrated that the learners’ strong motivation to study
French was positively and significantly associated with
higher grades in French although the attitudinal foundation
for this motivation was different in each setting.

In the Maine study this motivation derived from the
students’ identification with the French langquage teacher
and their sensitivity towards the feelings of others. In
Louisiana, strong parental encouragement as well as
personal satisfaction in the language learning effort
formed the basis of the attitudinal setting, while in
Connecticut it was found that the students’ motivation

sprang from an integrative orientation towards the study of
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French, favourable attitudes towards the French group and
their culture and from a realization of the potential
utility of the language. Therefore, attitudes and
motivation are implicated in foreign/second language study,
but each community has "its own complex network of social
influences" (p.54).

Teitelbaum, Edwards and Hudson (1975) administered a
questionnaire including linquistic and general ethnic
attitudes as well as a cloze test of Spanish proficiency to
116 students in their third semester of Spanish at the
University of New Mexico to elicit the relationship between
attitudinal and demographic variables and target language
achievement. The subjects were divided into two groups. The
first group (N=36) was composed of students with Spanish
surnames of Southwest Spanish ancestry and students with
Spanish as their source language. The second group
consisted of AngloAmerican students with English as their
first language. For the students in the Spanish background
group length of residence in Mexico was found to be
associated with scores on the proficiency measure. Also,
the more recently the student’s family had immigrated from
a Spanish-speaking country, the more likely the student was
to achieve on the performance test. Participants who
disagreed with the statement that minorities should conform
to majority standards also achieved higher scores. However,
the results revealed that the relationship between language
achievement and studying Spanish for use in future

employment in the Southwest (instrumental orientation) was
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unexpected and difficult to explain. The students tended to
be instrumentally motivated but did poorly in achievement.
The researchers speculated that instrumental orientation as
expressed by the students reflected a desire to integrate
into the local Spanish-speaking community, since the jo.bs
many of these students aspired to obtain involved contact
with the Chicano community. The tendency of those students
identifying with the local Chicano community to perform
poorly on the achievement test may be attributed to the
fact that the tradition of the local variety of Spanish is
oral rather than written. In so far as the intent to use
Spanish to get ahead in their occupation may be viewed as
an integrative motivation, it seems that the model
motivating those Chicanos who perform well on the cloze
test to study Spanish is not the local Spanish-speaking
populations, but perhaps the internationally more
prestigious Spanish-speaking people of Latin America or
Spain. (p.260).

For the second group comprising students without any
Spanish background, it was shown that preference for
Spanish over other courses tended to favour high scores on
the achievement test. In addition, students who believed
that the process of learning a foreign language is easy,
obtained higher scores on the test.

Surprisingly, there was no correlation between the
amount of time spent studying Spanish and Scores on the
proficiency measure. It seemed that those learners who are

more proficient in Spanish are the ones who find it easier
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and who as a result need less time to study. Moreover, the
Anglos in this study demonstrated negative attitudes toward
the Mexican Americans (Chicanos) considering them not very
democratic in their political and philosophical views; yet
still they performed well on the test. The researchers
maintained that it is conceivable that the model motivating
the study of Spanish is not the local Spanish population,
but a more widely recognized Spanish-speaking community.
They also concluded that there are indeed correlations
among attitudes, motivation and performance, but they are
variable and may depend upon the social setting of the
research, the prestige of the target language, as well as
the socio-political status of the language groups involved.

The relations between various attitudinal measures
toward self, the native language and the target language
groups, reasons for learning English as a foreign language,
reasons for travelling to the United States and proficiency
in ESL were investigated by Oller, Hudson and Liu (1977)
among 44 native speakers of Chinese primarily studying at
the graduate level in America. Subjects completed a close
test of English, four indirect attitude measures, derived
from Spolsky (1969), requiring them to rate themselves,
their ideal selves, Chinese and Americans on 30 attributes,
as well as 16 direct attitude items which required students
to rate how important each of eight reasons was to them for
learning English, and how important each of the eight
reasons was for them for going to the United States for

their graduate studies.
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The results revealed meaningful clusters of
attitudinal variables which were related to scores on the
English proficiency measures. In general, students who saw
themselves as "democratic", "logical", "kind" and
"teacﬁable" did better on the test. In addition, those who
evaluated the Americans as "helpful", "sensitive", "happy"
and "successful" performed better on the language test. As
far as the students’ motivational orientations were
concerned, it was found that students who were more
integratively motivated performed better that those who
were less integratively oriented. However, the researchers
also found that the relation holding between attained
proficiency and attitudes toward the target language group
were more complex than the relations between attained
proficiency and attitudes towards self and the source
lanquage group. For instance, the scores of students who
planned to stay in the U.S. permanently, considered jobs at
home as good as in the U.S.A. and had long planned to come
to the United States correlated negatively with attained
ESL proficiency.

Although Oller et al. (1977) claimed that a negative
attitude towards Americans is associated with high levels
of English proficiency, it can be said that these items do
not reflect the students’ attitudes toward the target
lanquage community, but simply their attitudes towards the
U.S. Furthermore, Gardner and his associates never claimed
that everyone, who values another community positively,

will necessarily desire to learn the language. This desire
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has to be followed by an interest 1in becoming
psychologically closer to the other community and Oller
Hudson and Liu (1977) have not included such measures in
their instruments.

A sociolinguistic study investigating the relationship
between attained proficiency in ESL and attitudes towards
self, ideal self toward the native language group, toward
the target language group, reasons for learning ESL and
reasons for coming to the U.S. was carried out by Oller,
Baca and Vigil (1977) on a sample of 60 Mexican American
female students at the job Corps vocational school in
Albuquerque. The job Corps programme aimed to assist
socio-economically disadvantaged young persons in becoming
responsible, employable and productive citizens. The
hypothesis was that the observed relationships between
attitudes and achievement would be stronger for learners in
a .second language setting than for learners in a foreign
lanquage setting.

The results showed the more the subjects rated
themselves as logical, democratic, sensitive and shy the
higher they scored in the English test. Ratings of their
ideal self as democratic, intellectual, prosperous,
efficient, competent, stable, optimistic, stylish, logical,
and trustworthy correlated significantly with achievement.
Their ratings of Mexicans as calm, shy, humble,
conservative and religious also correlated positively and
significantly with achievement. Items such as "pass school

exams", "study the language because it is a required
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subject in school", or "because I want to be an educated
person", reflecting an instrumental orientation were also
significantly related to the achievement test.

However, the participants appeared to be
anti-integratively motivated towards the BAnglo Aﬁerican
majority, in that if they rated Americans as high on
positive personal traits, they did poorly on the ESL test.
The argument put forward was that attitudes towards the
target language group do not in themselves reflect an
integrative motive. The investigators also purport that the
subjects were members of a lower socio-economic stratum in
Mexico or the border towns which they consider home. It
would appear, therefore, that as the subjects in this study
progressed in ESL their resentments toward the Anglo
majority became stronger.

An interesting finding of this study reinforcing the
significance of the context in which the study is conducted
is that the observed relationship between attitudes and
proficiency was stronger for learners in a second language
environment than for learners in a foreign language
setting.

Koosha (1978) investigated international students
learning English as a second language at the University of
Colorado. The analysis of the data revealed that those
students who wished to use the acquired lanquage as a tool
for reading and understanding of materials pertinent to
their future academic undertakings, or their future career

prospects indicated a higher motivation to study the
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language. It was also shown that the more the subjects
studied the lanquage, the more they desired to exploit it
for utilitarian purposes. The study also revealed that
female students showed less ethnocentric tendencies than
male participants and did significantly better on the
Michigan Test of English Proficiency.

Pre and post-attitudinal/motivational inventories as
well as achievement tests were administered to 93
international students attending the programme in American
Language Studies at Lutgers, The State University of New
Jersey, and English as a second language at Kean College,
New Jersey by Hansen (198l1). The researcher aimed to
examine attitudes and motivational orientations as they
relate to second language achievement and then to suggest
how knowledge of an attitudinal/motivational construct may
be useful in designing and implementing programmes that
would maximize success for ESL students. The measures used
were partly adapted from Gardner and Lambert (1972), and
partly designed by the researcher herself. Four other
variables, namely, sex, the students’ age, academic major
and the general background of the students were
investigated in the study, 1in order to assess their
possible effects in relation to attitudes. The Michigan
Test of English proficiency or the Comprehensive English
Language Test (CELT) served as the students’
pre-achievement test. Subjects who were pre-tested on CELT
were post-tested with the Michigan Test and vice versa.

The research findings indicated that the students’
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attitudes both to their native culture and to their target
language community and culture were positively and
significantly associated with performance in English as a
gmond language (ESL). Neither the integrative, nor the
instrumental indices of motivation were found to be related
to achievement. No differentiation in attitudes and/or
proficiency was reported according to sex, or academic
major. Hansen suggested that the difference in the social
situations of the international students can account for
the unexpected results. She also recommended that the
studies are conducted in the students’ native culture
environment.

Muchnick and Wolfe (1982) carried out research among
337 students from 21 intact classes of Spanish in three
schools near Philadelphia. One of the schools belonged to a
district where there was a small Hispano-American
community. The instruments utilized in this study were the
Attitude/Motivation Test battery adapted for American
students studying Spanish as a second language. Instead of
doing the correlations between attitudes/motivation and
proficiency measures the researchers correlated attitudinal
with demographic variables and stated that sex was the only
variable associated positively and significantly with
attitudinal variables. However, their results indicate
that there were significant and positive correlations
between teachers’ awarded marks in Spanish, attitudes
toward the Spanish course and low levels of Spanish class

anxiety.

133



Wong (1982) examined the relationship between
attitudes, motivation and the successful acquisition of
English as a second language on the part of native Chinese
speaking students in America. These students were fifty
volunteers from George Washington High School in San
Franscisco. The aim of the study was to determine what
motivational and attitudinal factors bilingual Chinese
American adolescents bring to school. The first of the two
major hypotheses pertained to the relationship between
attitudes and English achievement while the second
attempted to show that instrumentally motivated students
would have higher achievement scores than the integrative
students.

The subjects were given selected parts of Lambert and
Gardner’'s questionnaire to determine the mode of motivation
and to assess their attitudes towards themselves, toward
other Chinese Americans, English speakers and toward
learning English. The Hoffman Bilingual Schedule was also
administered to determine the degree of bilingualism. The
participants’ achievement in English was measured in terms
of The Comprehensive Test of Basic Skills.

The analyses performed revealed that attitudinal
variables were not implicated to achievement. Neither was
there any significant difference in attained proficiency
between the instrumentally and integratively motivated
groups.

Since the size of the sample was small the author

recommended replication of the study using a larger sample
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of native Chinese speaking students, further exploration of
other affective variables that are important to Chinese
American students’ second language acquisition as well as
research into the affective domain using more refined -
instruments.

In a study conducted in (1983) Abboushi investigated
the relationship between attitudinal and motivational
characteristics and achievement in English amongst 67
international students enrolled in an intensive English
language programme in a small private university in the
nidwest United States. The Gardner and Lambert (1972)
questionnaire was used to determine the participants’
attitudes, while the Diagnostic Test for students of
English as a foreign language, the English Placement Test
and the Michigan Test of English Language Proficiency were
used to obtain the students’ scores on language
achievement.

The analysis of the results showed that learners with
positive self-concepts, both actual and ideal, who rated
themselves as fluent in English and who were more
comfortable in English classes earned higher scores on the
three tests. An interesting finding was that those students
who felt they were culturally superior to native speakers
of the target language who rated themselves very fluent in
their mother tongue did not achieve high levels in the
language tests. Subjects were not distinguished along
integrative or instrumental axes of motivation, while

measures of the integrative orientation were found to
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correlate negatively with attained proficiency, which the
researcher found to be spurious.

The relationship between motivation as a personality
characteristic and proficiency in English as a second
language was examined by England (1984) who gathered data
from a group of foreign language graduate students who had
been admitted to the University of Illinois.

Motivation in this study was defined as perception of
ability to push oneself to complete a given task. A learner
who is motivated 1is the one who is expected to be
proficient in language learning. In addition to motivation,
England (1984) also measured English language use. She
utilized several measures of English proficiency including
TOEFL and TOEFL parts, the Illinois English Placement Test
and its parts and an academic English skills test. Three
measures of spoken English skills were also used, in an
attempt to investigate the role of motivation in spoken
English proficiency among ESL learners.

The researcher performed correlational analyses which
revealed that the lanquage learners’ motivation was
characterized by goal-oriented behaviour. Students were
studying English for use in academic settings both in the
present and the future, and not in nonacademic settings.
The scores on the TOEFL test were found to be more
influenced by the students’ motivation than either the
English Placement Test or the academic English test.
Moreover, it was reported that measures of motivation

influenced those proficiency skills in which the students
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were already proficient, and not the writing skill which
they regarded as more important to their academic success.

In an attempt to determine the relationship between
attitudes towards learning English and acquisition of that
lanquage Yamoor (1985) investigated 93 international
students enrolled in the Ohio Programme of Intensive
English at Ohio University, during the Fall Quarter
1984-85. The students were attending the programme to
improve their proficiency in English in order to enable
themselves to participate in the university classes. They
were at Elementary, Intermediate and Advanced level groups.
The questionnaire distributed was returned by sixty-three
students. Six questionnaires were not usable. The final
sample included fifty-seven learners in total. Four
selected subscales of the Attitude/Motivation Test Battery
were used to gauge the independent variable. Those
subscales comprised Attitudes Toward Learning a Foreign
Language, Desire to Learn English, Orientation Index
(integrative/instrumental), and Motivational Intensity to
Learn English. The Michigan Test of English Proficiency,
the Michigan Test of Aural Comprehension and the Ohio
Programme of Intensive English Composition Test were used
to assess the students’ proficiency. The test were given as
a pre-test at the beginning of the quarter and as a
post-test at the end of the quarter.

The findings of the study indicated that there was no
significant relationship between the students’ attitude and

motivation and the percentage of change in the achievement
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tests in learning English as a foreign language. It was
also revealed that the more proficient in English the
students were, the more positive their attitudes and
motivation were. The Motivational Intensity subscale was
found to be significantly related to the percentage of
change in achievement.

In recent years Trylong (1987) gathered data on
student aptitude, attitudes and anxiety in order to
investigate the relationships of these variables to
achievement on written tests, oral quizzes and semester
grades as well as their interrelationships with one
another. The sample comprised 216 students in the first
course in French at a Midwestern, state University.

The correlational analyses performed indicated that
anxiety was negatively related to achievement, while strong
positive attitudes were positively associated to
achievement. Moreover, it was demonstrated that those
students who exhibited high levels of anxiety tended to get
lower grades. Similarly, students showing strong positive
attitudes were more successful in learning French. In
addition, students who were very anxious tended to have
lower scores on the attitude measures. Apart from attitudes
and anxiety, aptitude was also found to account for the
variance in achievement.

A study, conducted by Samimy and Tabuse (1992),
concentrated on the role of affective variables in learning
a2 less common language such as Japanese. The researchers

hypothesized that the high difficulty 1level of this
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non-IndoEuropean language would trigger strong negative
affective reactions -that would affect the learners’
linguistic performance. They tested this hypothesis by
using a sample of 36 female and 34 male students enrolled
in a series of beginning Japanese language courses in a
Midwestern U.S.University. The subjects were 58
undergraduate students, 8 graduate students and 4 others.
Twenty students were majoring in international business
while, only two students were majoring in Japanese. Another
twenty students had previous or continuing experience in
learning or using Japanese.

The questionnaires used were adapted from Ely‘s (1986)
study and were designed to elicit information on 1l)three
situation specific affective variables i.e. Language Class
Risktaking, Language Class Sociability and Language Class
Discomfort; 2) Motivational Types and Strength of
Motivation; 3) Attitudes Toward the Language Class;
4)Concern for Grade and 5) students’ personal background
and previous experience with Japanese.

The instruments measuring motivational orientation
comprised a five point scale describing the reasons

students had for studying Japanese. This scale was composed
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of three subscales: 1) Motivational Type Cluster A,
referring to the learners’ desire to broaden their cultural
outlook as well as their belief in the significance of
foreign language learning; 2) Motivational Type Cluster B
referring to the students’ desire to learn Japanese because
of its expected usefulness in their career; and 3)
Motivational Type Cluster C, depicting the learners’ need
to fulfill foreign language requirements. Strength of
Motivation was measured in terms of seven items depicting
the students’ desire to learn Japanese. Four items
measuring the students’ evaluation of the class comprised
the Attitude toward the Language Class scale. Two items
were used to assess the students’ concern for grade while
cumulative scores on daily performance, mid-term, final
exams and homework assignments were utilized to measure to
students’ level of achievement.

The results of the study partially supported the
hypothesis the researchers had set, since in the beginning
Japanese classes, Language Class Risktaking, Language Class
Discomfort and Strength of Motivation were found to be
important factors in determining the students’ performance
in Japanese. In more detail, initially, variables such as
sex, Language Class Risktaking and learners’ class status
(undergraduate v.s. graduate) influenced the students’
level of achievement, whereas in the three consecutive
quarters the amount of effort and energy put into language
study as well as the opportunities students had to speak

Japanese outside of the classroom were critical factors in
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affecting final grades in Japanese.

A summary of the American studies reviewed in this
section reveals that there is a greater diversity in the
results concerning the relationship between attitudinal/
motivational factors and language proficiency than in the
studies conducted in Asia and the U.K. The results are
sometimes fragmentary or inconclusive. Spolsky (1969), for
instance, showed that integratively motivated students were
more successful language learners than extrinsically
oriented ones. Hansen (1981) failed to show that either
type of orientation contributed to achievement while Oller,
Hudson and Liu (1977) did not quite differentiate between
the different modes of motivation. Of course, the
instruments used in the studies, the data collecting
procedures and the analytical techniques employed varied
considerably across studies and this has possibly resulted
in the inconsistency of the findings.

Furthermore, the disparity, can also be accounted by
the fact that except for four studies carried out among
American students all the others were conducted among
international students having their distinct constellations
of motivation and varied or unique experiences in language
learning. Students from different sociocultural backgrounds
might have different needs which can also change according
to the sociocultural environment, or the situation they
find themselves in at any given time in life. The students’
age, linguistic background, social status, status and

prestige of their first as well as second/foreign langquage
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locally and internationally can determine their motivation
toward target lanquage study. Their attitudes towards
themselves and their culture as well as towards the foreign
people and culture which can be transmitted by their
parents or the wider community can also be critical factors
in determining their motivation. In fact variables such as
sex have received little attention, while the parental
factor or the social class factor were not taken into
consideration especially in the studies concentrating on

high school students.

3.5 Studies conducted in Canada

3.5.1 Regular programmes

The research that has been carried out in Canada has
largely been guided by a social psychological theory
founded by Lambert (1963)- whereby if lanquage learners are
appropriately oriented, they may find that learning another
social group’s language is a crucial step in becoming
acculturated parts of that cultural and 1linguistic
community.

The languages involved in the Canadian research are
the two official languages English and French. By far, the
most frequently investigated variables are attitudes and
motivation while sex, cognitive abilities and personality
factors received some attention as well. The criterion
variables of these studies are mainly language course

grades, teachers’ awarded marks and scores on objective
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tests, while non-linguistic outcomes such as manifestation
of interest in the second language have also been taken
into account.

The first comprehensive study of the relation of the
concepts of attitudes and motivation to second language
achievement was designed by Gardner and Lambert (1959) who
investigated 75 grade eleven Anglophone male and female
students who were studying French as a second language in
Montreal, Canada. The aim of the study was to determine the
degree of importance of aptitude as well as attitude and
motivation in second language acquisition. It was held that
in learning a second language, an individual adopts certain
cultural behaviour patterns of that linguistic community
and as a result his/her attitudes toward that community are
likely to have a bearing on his/her successful acquisition
of language skills. It was also assumed that individuals
approach the language learning task with certain goals in
mind and want to pursue these goals with varying degrees of
effort.

The instruments used were: 1) an attitude scale
evaluating the students’ attitudes towards the French
speaking community, 2) an orientation index, including
alternatives that designate the subjects’ integrative or
instrumental orientation to ascertain their purposes for
learning French; 3) a motivational intensity scale,
measuring the degree of enthusiasm and amount of effort
spent in the language study; 4) additional questions to

obtain general information about the student; 5) Carroll’s
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Foreign Language Aptitude Battery, to measure langquage
aptitude, and 6) the teachers’ ratings of the learners’
performance in French.

The results of the survey showed that aptitude,
intelligence and favourable attitudes towards French
Canadians predicted success in French. The integrative
motivation was a more powerful predictor of French
proficiency than the instrumental mode of motivation. The
researchers stated that learners with positive attitudes
toward the target 1language and the target language
community were characterized by a stronger motivation to
acquire the language than those holding negative attitudes.
This motivation to study French was attributed to the
Anglophone students’ desire to be accepted members of the
French-Canadian linguistic group.

Gardner (1960) expanded this line of research in the
Montreal area by making some methodological changes with
the view of designing more refined measures. He introduced
standardized tests of French proficiency and added a number
of attitudinal measures, such as the "desire to learn
French measure" which was aimed to assess the want
component of motivation. The sample, drawn from six
Montreal high schools, included 90 grade 10 Anglophone boys
and girls studying French as a second language. The
research findings indicated that language aptitude as well
as the attitudinal/motivational cluster of the integrative
motive were related to measures of French proficiency.

Although both aptitude and attitudes contributed to success
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in French, these factors were independent from each other.
It is also noteworthy, that aptitude and verbal
intelligence were especially important for those language
skills stressed in schools, while integrative motivation
solely determined the acquisition of active language use in
communicative situations.

Anisfeld and Lambert (1961) investigated the role of
general intelligence, language aptitude, and attitude in
achievement in Hebrew, among eighth and ninth grade
Montreal Jewish students learning Hebrew as a second
language in seven Jewish parochial schools in Montreal,
Canada. The primary objective of the study was to test
Gardner and Lambert’s hypothesis (1959, 1960) that an
integrative orientation is a more powerful incentive
leading to success in L, learning than the instrumental
one.

The Hebrew achievement measures used in this study
included a test on: a) Reading Fluency; b)Pronunciation
Accuracy; c) Purity of Accent; d) Teacher’s Ratings. The
Ability measures consisted of a Verbal Reasoning Test, an
IQ test, Spelling clues, Words in Sentences and Paired
Associates. The attitude measures included reasons for
learning Hebrew and the students’ attitudes towards the
Jewish community and culture consisted of an Anti-Semitism
Scale. An orientation index modelled after Gardner and
Lambert (1959) was also used.

General intelligence was found to be an important

factor for cognitive aspects of performance, such as
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comprehension, but not for oral production skills.
Linquistic aptitude was associated with fluency and
accuracy. The integrative motivation did not correlate with
achievement while measures of the instrumental orientation
were associated with proficiency in Hebrew. The
interpretation that Anisfeld and Lambert made was that in
the case of Jewish culture the instrumental orientation was
actually indicative of the students’ desire for
integration.

Studying Hebrew in order to get a job requiring a good
knowledge of it, meant becoming a Jewish spiritual leader
(rabbi), a teacher of Hebrew, or possibly some other
Hebrew, professional greatly involved in the Jewish culture
and community. In this respect, this study was different
form Gardner and Lambert’s studies (1959;1960) conducted
also in Montreal where knowledge of French for vocational
reasons did not reflect any desire for integration within
the French-Canadian community and culture.

This initial series of investigations was followed by
more thorough going research in the area of attitudes,
motivation and achievement. Feenstra (1968) investigated
153 female and male grade eight students at South Secondary
school in London, Canada. The measures used in this study
were adopted from Lambert (1963).

The Analysis of the data indicated that the cognitive
variables of language aptitude and intelligence were major
determinants of those aspect of French language skills that

were stressed in the school curriculum. The motivational
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construct stressing the students’ positive attitudes
towards the French cultural linguistic group represented by
the language to be learned, and reflecting a desire to
learn the language of that group were associated with the
acquisition of second language skills involved in a direct
communication with that linguistic-cultural group.

Smythe, Stennett and Feenstra (1972) used similar
measures to investigate two samples of grade nine students,
one enrolled in a traditional French programme and the
other in an audio-lingual course in London, Ontario. The
results obtained were comparable to the ones of the
previous studies and similar for the two samples
investigated, thus implying that the nature of the language
programmes does not affect the relationship holding between
aptitude, attitudes, motivation and achievement.

Bausenhart (1983) examined the attitudes and
motivation of Anglophone and Francophone University
students of German in Ottawa. All students of Elementary
German completed a questionnaire written in both official
languages in order to contribute to a study why they were
studying German. The students were given the questionnaire
at the end of the academic year with the idea in mind that
presumably at that tim‘e only the serious highly motivated
students would be left in the course. The majority of the
students in the two groups indicated they wanted to study
German for emotional, integrative reasons.

Gardner, Lalonde and Moorcroft (1985) investigated the

role played by aptitude, attitudes and motivation in second
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language achievement. The subjects were 170 volunteers form
an introductory course in psychology at the University of
Western Ontario. The subjects were not necessarily
registered in French, though they had all studied French
previously, at least in high school. The material used in
this study was a short form of the Modern Language Aptitude
Test (Carroll and Sapon 1959), the French Educational
Testing Service and adapted for use with a University
population the can-do questionnaire designed by Clark
(1981) to assess the participants’ perception of their
competence in speaking and understanding French and a
French Cloze Test. The students were tested in groups of up
to 25 for approximately two hours. The final part of the
testing session included paired-associated learning task
where the subjects were allowed six trials to learn the
French equivalents of 25 English words. For 92 of the
subjects the material was presented by a visual/written
format, while the rest of the students were presented with
an aural/oral format. After each trial, the participants
were asked to rate their level of motivation and interest
and their perception of difficulty of that level.

Indices of 1language aptitude and integrative
motivation were found to be independent correlates of
indices of French achievement. The higher the students’
lanquage aptitude, the faster they learned, the higher the
students’ integrative motivation, the faster they learned
and the rate of 1learning was more rapid under

visual/written conditions as compared to aural/oral ones.
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The findings also suggested that although aptitude,
attitudes and motivation influence the rate of learning,
the effects of aptitude tended to rest on the individuals’
ability to take in the material as it is presented, while
the effects of attitudinal and motivational attributes rest
on how well individuals react to the task, indicating the
different roles these two factors play in second language
learning.

The Canadian studies have also examined the impact of
attitudes, motivation and achievement among Francophones
learning English as second language. Clement, Major Gardner
and Smythe (1977) assessed the relation of attitudes and
motivation to achievement in English as well as evaluated
the relation of different contexts of second language
acquisition (home, school, friends etc.) and achievement.
The subjects in the study were 130 French speaking seventh
and eighth grade male and female students in a French
elementary school in Verner, Ontario. Seventy-six of the
students were in grade eight (34 males and 42 females), and
fifty-four of the students were in grade seven (28 males
and 26 females). All subjects had studied English for at
least six years prior to the investigation. The test
battery was composed of Likert, semantic differential and
multiple choice scales. The achievement indices comprised
two general classes: a) students’ evaluations of their own
competence in reading, writing, understanding and speaking
English assessed on four 7-point scales; b) teachers’

assessments of the students’ performance in English on a
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7-point scale ranging from "excellent” to "weak".

Frequency of use of English showed a clear 1link
between attitudes, motivation and language use. In
addition, students who exhibited a great desire to learn
English, felt that they were receiving parental
encouragement and had favourable attitudes towards English
Canadians were more self-confident with English and scored
higher in certain achievement dimensions. These students
were also interested in their English course, evaluated it
positively, and found it easy, while their teachers rated
their verbal ability highly and perceived them as
enthusiastic about using English. However, self-confidence
was only associated to teachers’ ratings of achievement in
oral English and in enthusiasm to use the language, but not
to their ratings of the students’ performance in written
skills. These findings further substantiated the conclusion
that the integrative motive is an important component of
the individual’s motivation leading to success in second
language learning. The lanquage acquisition contexts were
not found to have any significant effects on attitudes or
motivation, though they had an impact on many measure
defining the self-confidence with English factor, with
students who used English at home possessing a higher level
of proficiency than those who did not. These results
support the generalization made by Clement Gardner and
Smythe (1977a) that self-confidence is dependent on the
individual’s prior experience with English.

Clement, Gardner and Smythe (1977a) conducted another
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study assessing the motivational characteristics of
francophones learning English as a second lanquage. A total
of 153 (78 males, 75 females) grade 10 and 151 (66 males,
85 females) grade eleven students attending two schools
within the Montreal Catholic School Commission responded to
a number of attitude and motivation scales.

Their results tended to support the generalization
that an individual’s motivation to learn a second language
is dependent upon favourable attitudes towards the second
language community (i.e. an integrative motive). However,
while the participants’ intention to continue studying
English was related to an integrative motive, their actual
competence in English seemed to be more closely related to
a dimension of motivation described a self-confidence
derived (as in the study discussed above) from prior
experience with the language.

Clement, Gardner and Smythe, (1980) tested 223 grade
eleven francophone male and female students from two
schools of the Montreal Catholic School Commission, to
assess the relationship between attitudes, motivation,
social factors, language aptitude and fluency in English as
a second language. They obtained the subjects’ responses on
indices of attitud_es, motivation, anxiety, personal contact
with Anglophones fear of assimilation, intelligence and
achievement in English. Performance in English was assessed
by and Aural Comprehension Test, a Reading Comprehension
Test and a Grammatical knowledge Test designed by the

Montreal Catholic Commission.
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The results evidenced from this study are similar to
the ones obtained in the previous two studies (Clement et
al. 1977; 1977a) whereby achievement in English was related
to an 1integrative motivation. Ability was also a
determinant factor in L, acquisition, while self-confidence
with English again had a motivational dimension and was
found to be associated with achievement measures.

The Canadian studies reviewed so far have focused on
reqular language programmes where students were studying
the two official languages of the country and were exposed
considerably to the target language and its culture. Only
Anisfeld and Lambert’s study (1961) concentrated on the
study of Hebrew as a second language. The findings that
emerged from the studies, which varied in the nature and
number of wvariables investigated, were that positive
attitudes towards the target language community and culture
are implicated in achievement in that language. It was also
evidenced that second language proficiency especially in
those skills involving face to face interaction with the
native speakers of the target language largely depends on
the adoption of an integrative motive on the part of the
individual. Only Anisfeld and Lambert’s study (1961) showed
that instrumental motivation was more related to
achievement in Hebrew than the integrative one. However, as
aforestated, the researcher suggested that the instrumental
orientation in their study was indicative of the students’

desire to become valued members of the Jewish community.
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3.5.2 Canadian Immersion Programmes

A fundamental goal of second language instruction in
canada was the promotion of greater cross-cultural
understanding. (Clement, 1979). Immersion programmes were
established toward the attainment of such social outcomes.

The first in-depth investigation of early immersion
programmes was curried out by Lambert and Tucker (1972). It
spanned a period of six years and covered many
developmental changes following the same children from the
time they began their immersion programme in kindergarten
to grade five. They presented major comparisons between
students in immersion programmes and both English and
French speaking controls.

The results of the study demonstrated that immersion
students in grades one and two expressed more positive
attitudes towards French Canadians than the English
controls, but not as positive as the French speaking
controls. This pattern changed, however, with the age
increase. In grades three and four the immersion students
were comparable to the English controls in their attitudes
toward French Canadians. When they reached the fifth grade,
the students declared that they liked French Canadians more
than when they began studying French and that they would be
just as happy if they had been born into a French Canadian
family. These differences were not eminent when they
responded to the same question in the fourth grade.

Lambert, Tucker and D’Anglejan (1985) asked students

in the grade five pilot class and the grade four follow-up
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class to rate the concepts "myself", "English Canadians"
and "French people from France" on 13 bipolar semantic
differential scales. Students in the immersion programme
were significantly different from the English control group
in their reactions to the concept of "French Canadians" on
only one scale for both classes. However, in both classes
the ratings of the immersion students were intermediate
between the ratings of English and French control students
for the concept "French Canadians" suggesting that their
perceptions of the other community were rather mid-way
comparable students educated in their own languages. The
profile of responses to the concept "myself" was similar in
the case of the grade five pilot class, but not in the case
of the grade four follow-up one. This possibly indicates
that as students grow older, their self-perceptions might
moderate. No consistent pattern was found for either c‘lass
in their reactions to the other two concepts.

However, such reactions have not been shown to be
consistent. Genesee, Tucker and Lambert (1978) reported,
that students in grades one and two French immersion
classes identified more with both French Canadians and
people from France than the English control students. From
the point of view of stability over time, no such
differences were obtained with students from grades three
to five.

Genesee and Hamayan (1980) investigated individual
differences in French langquage achievement in a group of

grade 1 native English-speaking children, 29 girls and 23
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boys aged between six and eight years. They were attending
an early immersion programme in a school which was part of
the public school system of Montreal, located in a middle
class predominantly anglophone suburban area on the Island
of Montreal. Students’ attitudes, personality traits, non
verbal reasoning ability, degree of field independence and
school related behaviour were used to predict achievement
in French.

Teachers’ ratings of the students’ behaviour along
with the cognitive factors of field independence and
non-verbal reasoning ability were found to be positively
correlated with achievement in French language arts and
listening comprehension. The cognitive factors were also
found to correlate positively with achievement levels in
English reading.

In a study conducted in 1979, Clement, amongst other
things, assessea the effects of total immersion programmes
on the participants’ Attitude toward French Canadians and
French-use Anxiety. A total of 49 high school students from
Whitehorse, Yukon took part in the study. Twelve Grade 9 to
11 students took part in the total immersion programme
while 14 students in an equivalent programme served as the
non-participant control group.

The results suggested that the programme was effective
in improving the individual’s attitude toward French
Canadians and decreasing anxiety associated with using
French ouside the classroom setting. The structure of the

programme complelled the student to frequent and varied
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contacts with members of the other ethnic group. As a
result, the anxiety associated with use of the second
language in public settings was reduced to a great extent.
The researcher concluded that as long as the content and
structural aspects of immersion programmes influence the
extent to which the students become appreciative of the
other culture, it is imperative to identify and describe
specific aspects which contribute to the social evolution
of the student. He also suggested that the programme
designers facilitate such research and are sensitized to
the social outcomes of second-language instruction (p.57).

In attempting a discussion of the Montreal studies
Swain and Lapkin (1982) held that immersion programmes are
likely to have a greater influence on the attitudes of
young children than on older ones, a view shared by Blake
et al. (1981). Such an effect could occur either because
the attitudes of younger children are more malleable, or
because the novelty of the immersion programmes awoke
attitude changes in the early years, or possibly because
the researchers’ categories are not salient for very young
children who tend to identify with people they come into
contact with more easily (Haque, 1989).

Another possibility is offered by Cziko, Lambert and
Gutter (1979) who advance the view that consistent and
permanent attitude changes take place, but that researchers
focus on the wrong component of the attitude. Changes in
attitude are expected to result from immersion language

training because of the constant interaction with a teacher
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from the other cultural community and a developing
proficiency in the language which causes students to lose
their feelings of foreignness about the other community. As
a consequence, Cziko et al. (1979) argued that attitude
change involves the cognitive rather than the evaluative
component.

Gardner, Moorcroft and Metford (1989) investigated the
relations of a series of attitude, motivation and aptitude
variables to the acquisition and retention of French
language skills in an immersion programme. The subjects
were drawn from a total of 105 students who attended a
six-week immersion French language summer school in
Trois-Pistoles, Quebec and who completed an assessment of
attitudinal, motivational and language aptitude variables
at the beginning of the course and written measures of
French proficiency at the end. Only 89 students
participated in the assessment of oral French language
skills during the last week of classes.

The results indicated that both aptitude and
motivation are evidently linked with language proficiency.
However, the role played by these variables differed
somewhat and reflected the socio-cultural conditions under
which language learning took place. Attitudes and
motivation were major factors implicated in the retention
of second language skills in the period following the
immersion programme.

The general conclusion that can be drawn from this

sub-section on immersion programmes and their effects on

157



the learner’s attitudes and motivation 1is that social
attitudes change especially in programmes which involve
experiences of rather brief duration. The findings,
however, are not so clear cut when attention is directed
towards the effects of immersion programmes on attitudinal
characteristics. In Lambert and Tucker’s study (1972) grade
2 French immersion students held more positive attitudes
towards French speaking people than did the English control
students, though those differences were not maintained in
later years. By grade 5 those students stated that they
like Franchophone Canadians more when they began studying
French and that they would be just as happy if they had
been born into a French Canadian family. Cziko et al.
(1979) contend that in the process of developing bilingual
competence, Anglophone students experiencing lengthy
immersion training tend to reduce the social distance
between themselves and Franchophone Canadians, particularly
bilingual ones. Clement (1979) indicated that immersion
programmes can help students develop positive attitudes and
reduce the levels of anxiety associated with French
language use.

Last but not least, Gardner et al.’s study revealed
that immersion programmes are effective in aiding the
students to retain their already acquired French skills

after the completion of the programme.

3.5.3 Canadian Intensive Language Programmes

The primary concern of the intensive language
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programmes is the development of second language skills.
- These programmes are mainly short-term lasting from 2-6
weeks. An early study of this type was carried out by
Lambert, Gardner, Barik and Tunstall (1963) among American
University students, senior high school students and French
teachers learning French as a second language at the McGill
French summer school in Canada. The attitudinal and
cognitive correlates of L, achievement were extensively
examined. It was found that attitudes and motivation were
linked to achievement and this association was influenced
by the dynamics of such a programme. The students’
motivation was also related to their orientation as well as
to their attitudes towards the second language group. It
was also demonstrated that attitudes varied with the level
of proficiency of the students. Elementary level students
were more influenced by attitudes than the advanced ones.
The changes in attitudes, motivation and French
proficiency among 62 high school students registered in an
intensive five week "French as a second language" programme
in the Ontario school system were investigated by Gardner,
Smythe and Brunet (1977). Students participating in the
programme were required to live in a school residence away
from home and were not allowed to return home for the
weekends. Since the school was located in an English
speaking region the opportunity to meet and interact with
French speaking people was not easily available. Inspite of
that every attempt was made to encourage the students to

practise their French speaking skills as much as they can,
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by four young Francophones who were monitoring and
supporting the use of French. Students were taken to two
trips to French speaking communities and were shown French
movies. Furthermore, on the first day of the programme,
during a formal ceremony, the students publicly signed a
pledge to speak only French while at school. Although
teachers tried to enforce the pledge in a good natured
manner, all students admitted breaking the pledge on a
number of occasions.

The instruments administered to the students prior to
and upon completion of the course were a test battery of
attitudes and motivation and a test measuring oral
proficiency in French. Both teacher-ratings and
self-ratings of French language skills were collected at
several intervals during the course. Finally, two indices
of oral proficiency i.e. accuracy in French and French
fluency were obtained from the students’ speech samples.
The students’ oral proficiency in French was assessed on a
test adapted from Burstall et al. (1974).

The results of the study revealed that the course was
effective in increasing student motivation to learn French
and in promoting a rapid improvement in oral/aural skills.
The participants’ attitudes varied with their level.
Beginners were more ethnocentric and anxious; the
intermediate level students tended to be rather uncertain
about their interest in studying a second language studying
whereas the advanced students were most content with the

way in which their teachers treated them. As regards the
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students’ oral proficiency, the advanced students were
superior to the intermediate students who were superior to
the beginners and intermediate students than between the
intermediate and advanced ones. Both positive and negative
shifts in attitudes were observed. The programme seemed to
have made students less tolerant of outgroups. This
finding, as the researchers pinpoint, disconcerts those who
assert that second language learning promotes tolerance but
is in harmony with the results of Lambert, Gardner, Barik
and Tunstall (1963). What is also worth to note is that the
programme resulted in students becoming more confident in
French and more motivated to study and practise the
lanquage.

65 American and 89 Canadian adults attending an
intensive French language programme in Northern Quebec in
Canada were investigated by Gardner, Smythe and Clement
(1979) in order to assess the relation of a series of
attitudinal/motivational variables to achievement in French
and to evaluate the effects of fhe programme on attitudes,
motivation and attained proficiency in French. The
questionnaire on attitudes and motivation comprising 18
sets of scales similar to the ones used in the earlier
studies was administered both at the beginning and on the
last day of the programme. French Proficiency, assessed by
Oral Expression and Aural Comprehension was also pre- and
post- tested.

A relationship between integrative motivation and oral

proficiency in French was held for the Canadian subjects.
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This was not evident with the American subjects, even
though there was some evidence of an integrative
motivation. Both groups evidenced some decrease in anxiety
and attitudes toward bilingualism, as well as increases in
French pfoficiency as a result of the programme.
Furthermore, the American sample demonstrated a decrease in
appreciation of the French Canadian community and an
increased desire to study French. The researchers commented
that the research findings were consistent with previous
studies, yet speculated that the differe.nces between the
American and the Canadian groups were due to their
versatile social and cultural backgrounds.

It can be assumed from a close inspection of the
results of the studies reviewed in this sub-section that
attitude change does occur as a result of intensive
language study. Whether the change would be positive or
negative, depends, to a certain extent, on the nature of
the programme. Moreover, the aim of these programmes, which
is to enhance language skills can be said to be largely

achieved.

3.5.4 Canadian Excursion Programmes

Excursion programmes generally refer to short term
interactions with members of the other language community
in their own social environment with the express objective
of developing favourable attitudes toward the target
lanquage group. (Gardner, 1985). Their duration is brief

varying from two day to two week trips to the target
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language community where the participants can sometimes
experience close personal contact in the homes of members
of the community. They normally receive very little if any
instruction in the second language.

Gardner, Kirby, Smythe, Dumas, Zelman and Bramwell
(1974) tested a group of grade eight anglophone students
both before and after a four-day excursion to Quebec City
and found that there was a significant positive increase in
the students’ attitudes toward French Canadians, as well as
an increased interest in studying French for integrative
reasons. These findings suggest that exposure to the second
lanquage community can promote favourable attitude change.

Clement, Gardner and Smythe (1977b) carried out an
investigation to clarify the effects of frequéncy of
contact in an excursion programme. It was assumed that
those individuals who seek frequent interaction with
member.s of the other group are those who, a priori, have
favourable attitudes towards the group and the acquisition
of their language. Similarly, students who interact
frequently with members of the target language community on
a voluntary basis were expected to have more positive
attitudes than students seeking less frequent or no contact
with the other group, even after initial attitudes are
controlled.

The 379 grade eight students attending 10 public
schools in London Ontario were assessed both before and
after a short excursion to Quebec city. The

attitude/motivation battery included 20 subtests. The
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participants were classified as low frequency and high
frequency contact groups on the basis of self-ratings made
on the post-test of the amount of interaction they had had
with members of the French speaking community, and
contrasted these with a control group of classmates who did
not take part in the excursion.

The findings of the pre-test demonstrated that the two
participation groups differed from the control group on
Attitudes towards Learning French and Desire to 1learn
French, with the non-participants showing less interest in
learning French. The high contact group expressed more
positive attitudes towards French Canadians and towards
learning French, showed greater interest in foreign
lanquages, reported expending more effort to learn the
French langquage, were more integratively motivated, and
felt they were more encouraged to study French from their
- parents than students from the other two groups. Analysis
of the post-test data yielded similar results. The
researchers concluded that a short excursion produced
desirable attitudinal changes particularly among the
participants who actively sought opportunities to practise
their acquired French language skills.

Desrochers and Gardner (1981) carried out a similar
investigation, but identified contact on the basis of
self-report measures and on peer ratings made each evening
during the excursion. A control group of classmates who did
not participate in the excursion was also included. When

contact was identified in terms of students’ self-ratings
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the high contact group revealed a higher degree of
integrativeness, indicated they received more parental
support and demonstrated greater behavioural intention to
use their French than students in the other two groups.
They also had more positive attitudes toward French
Canadians, attitudes towards learning French, desire to
learn French and to interact with French Canadians than the
control group. When peer-ratings determined contact, the
high contact group scored higher on attitudes towards
French Canadians than the other two groups. Moreover, the
control group had less favourable attitudes towards the
study of French and more French use anxiety than the high
contact group.

This sub-section has attempted a review of the
research conducted among students participating in
excursion programmes. A generalization that can be drawn
from these studies is that bicultural excursions,. where
students actively try to use the language, promote positive
attitudinal and motivational changes. Gardner (1985
pinpoints that this positive attitude change may not be
brought about by the amount of contact in and of itself,
but probably by the pleasant experiences the students

encounter.

3.6 Studies in Other Parts of the World
This sub-section aims to review the studies carried
out in different parts of the world. These studies

primarily involve students learning English as a target
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language in their own community.

Livoti (1977) collected data from two hundred sth ang
8th grade students randomly selected from two schools in
the municipality of Las Marias and two in the city of Ponce
in Puerto Rico. The investigator developed an attitude
inventory to measure the students’ attitudes towards
learning English as a second lanquage and a language
questionnaire to obtain data on variables that might be
associated with attitudes towards learning English as a
second lanquage in Puerto Rico.

The subjects in this study were more instumentally
nmotivated towards learning English and considered the
knowledge of English important because it will enable them
to secure better jobs and help them in their school work.
There was also a significant difference in attitude towards
learning English amongst students in the fifth and eighth
grades with the eighth graders having a more positive
attitude than the fifth graders. Girls were also found to
have more positive attitudes than the boys.

Aquirre-Carrasco conducted a study among primary
school teachers and undergraduate students participating in
a programme of teaching English at the Normal School in Las
Palmas de Gran Canaria, Spain (1973). It was found that
students were both integratively and instrumentally
motivated and their motivational scores were related to
achievement. These results were attributed to the social
setting in which the language was being taught.

Laine (1977) investigated 845 Finnish secondary and
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basic school students ranging in age from 11-15 years. The
majority of these students had been studying English as a
second language for seven years. It was found that second
language achievement was linked with motivation, while
measures such as attitudes toward Englishmen, attitudes
toward Americans and interest in foreign langquages,
contributed to a general learning motivation factor, thus
indicating the close association between attitudes and
motivation.

Gordon (1980) extended this research on aptitude
attitudes and motivation to Belize, a developing country,
where she tested 129 young students of standard six aged
between 11 to 15 years randomly selected from 17 schools.
They came from families where two or three languages were
spoken. The major criterion variables in her study were
ratings on a letter, a composition and scores on a usage
tést. The Major predictor variables were scores on the
Elementary form of the Modern Language Aptitude Test
(EMLAT) (Carroll and Sapon 1967) and measures of attitudes
and motivation modified from the Gardner and Smythe (1975a)
Attitude/Motivation Test Battery.

Achievement in written English was found to be related
to two distinct and independent factors, namely, aptitude
and motivation. Language aptitude, motivation,
integrativeness, attitudes towards the learning situation
and towards the act of writing were significantly and
positively correlated with achievement in English. Aptitude

and motivation were found to mark separate and distinct
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variables contributing to achievement.

Lanquage aptitude was a significant better predictor
of achievement in written English than attitudes and
motivation. Furthermore, it was reported that an
integrative orientation was a better correlate of students’
scores on all three tests of written English than an
instrumental orientation. The more positive the students’
attitudes towards studying English, the greater their
integrative orientation, the higher their motivation
towards English-speaking people and foreign languages.

Trieste (1985) gathered data from 226 university
freshmen studying English as a second language in four
different campuses throughout Puerto Rico. The study was
conducted in two different phases. The first phase
concentrated on the assessment of the students’ attitudes
towards speakers of American English and speakers of
Spanish, particularly Puerto Rican Spanish using the
matched quise technique. The second phase of the study was
concerned with the investigation of the relationship
between attitudes and certain other variables with
achievement in English. ESL performance was measured by the
Students’ scores on the English Achievement Test of the
College Entrance Examination Board test which all students
are required to take prior to entering tertiary education
in Puerto Rico.

The research findings demonstrated that Puerto Rican
university ESL freshmen expressed more favourable attitudes

towards speakers of American English than speakers of
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Spanish. Attitudes towards speakers of Spanish produced low
correlations with ESL proficiency. Spanish achievement, the
number of years spent in the United States, as well as the
education of the head of the household were significantly
higher predictors of achievement.

In a study of acquisition of Norwegian by foreign
students at the University of Bergen, Norway, Svanes (1987)
administered a questionnaire assessing motivation to 167
international students enrolled in classes of "Norwegian
for foreign students", a short time before the examination
in Norwegian Level 2. The students came from 27 different
countries. Most of them knew English or another European
language. About 90% had been in Norway for less than two
years. The questionnaire consisted of 20 statements that
expressed different reasons for learning Norwegian and for
coming to Norway. The researcher felt that knowledge of
Norwegian was essential to their success at the’ University
of Bergen, but was probably going to be of no use to them
once they return to their countries. The language
proficiency test included essay writing, reading and
listening comprehension, and oral proficiency.

European and American students were more,
integratively motivated than the Middle Eastern, Asian and
African students who were more instrumentally motivated.
Moreover, the European students had significantly better
grades than the Asians. In the total group, a low positive
correlation was found between integrative motivation and

language proficiency and a negative correlation between
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instrumental motivation and grades in Norwegian.

However, the positive correlation was not found when
grades and motivation were analyzed within groups. This was
attributed to the differences in methods used to assess
motivation and to the differences in the linguistic and
cultural backgrounds of the students. An interesting
finding was that cultural distance accounted for most of
the variance in the dependent variable. Svanes concluded
that "although motivation was an important factor in the
acquisition of a second language, type of motivation is of
less importance in groups of adult university students, who
are all well motivated”. 1In such a context, cultural
distance is a more significant contributing variable.

The researcher also examined sex differences and
reported that there was no significant sex difference in
integrative motivation in any of the groups. Instrumental
motivation received about the same values by both men and
women in the Western groups. In the Asian group men showed
somewhat higher instrumental motivation than the female
subjects. Only in the European and American group there
were sex differences in the students’ grades. Women
received higher grades but the correlations did not seem
significant.

Svanes (1988) conducted a further study to investigate
the relationship between attitudes, second language
proficiency and "cultural distance". 167 international
students at the University of Bergen, Norway, enrolled in

classes of "Norwegian for Foreign students", took part in
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that study. The subjects’ attitudes were assessed by three
questionnaires, each consisting of the same 24 adjectives.
Students were asked to indicate on a five-point scale how
well each of the adjectives described Norwegians, their
fellow countrymen, and the ideal person. It was considered
important for students in a foreign country to have a sound
and critical, though not hostile attitude to the host
people. The students’ grades of the Level 2 examination
were used as a Measure of their proficiency in Norwegian.
"Cultural distance" was defined as the interaction of
exposure to Western lanquage and culture, of distance
between the students’ native tongue and target language and
of distance between target language and official or second
lanqguage. For all the groups, it was revealed that the
relationship between attitude variables and language
proficiency and between cultural distance and grades was
negative; the greater the cultural distance, the poorer the
grades. Svanes (1988) commented that the findings of the
study indicate that for adult learners living in a foreign
country a balanced and critical attitude to the host people
is more important than an uncritical admiration. Subjects
- who have a good knowledge of the target language are able
to understand the target society and people better and, as
a result, they can judge them more adequately than those
- with a poorer command of the lanquage. These findings
contradict Spolsky (1969), Gardner and Lambert (1972),
Gardner et al. (1985) but are in agreement with Oller, Baca

and Vigil (1977) and Oller, Hudson and Liu (1977).
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Dornyei (1990) investigated the components of
motivation in a purely foreign language learning context,
where the language was studied in institutional or academic
settings and did not involve regular interaction with the
target language community. 134 young adult learners of
English (82 females and 52 males), enrolled in the
Hungarian branch of the British "International House"
organization. The sample was homogeneous in terms of the
received cultural and instructional input since the
teaching methods and materials as well as the average
quality of the staff were of high standard, supervised by
the London headquarters.

The results indicated that instrumental motives
significantly contribute to language learning motivation in
FLL context. The instrumental motives in this study
included a desire to integrate into a new community which
can be characterized as integrative in nature. Integrative
mtivation, comprising the components of a) interest in
foreign languages, the people who speak them and their
culture, b) desire to broaden one’s outlook and avoid
provincialism c¢) desire to receive more stimuli and
challenges and d) desire to integrate into a new community,
was also found to contribute the motivation in foreign
lanquage learning.

Moreover, the analysis of the data indicated that FL
learners who are characterized by instrumental motivation
and need for achievement are highly likely to achieve an

intermediate level of proficiency in English, while those

172



who desire to go beyond the limited working proficiency
must be integratively motivated. Thus, unlike many other
studies in the foreign language setting and particularly
the Asian ones, Dornyei’s study revealed that an
integrative motivation is a significant factor contributing
to foreign language success.

This sub-section considered studies on the association
between second/foreign language learning and attitudinal
variables, conducted in various parts in the world.

Although the finding of these studies were not
consistent and in each study different variables come into
play, the majority of the studies revealed meaningful
relations among motivational attributes, attitudes, the
language learning context, and successful language
learning. The significance of the integrative orientation
was evident 1in contexts other that the Canadian one
(Gordon, 1980, Dornyei 1990) though in the latter study,
integrative motivation was defined in terms of different
components from the ones identified by Gardner (1985).

To account for the variation in the results and in
order to gain a clear understanding of the interaction
among attitudes, motivation and proficiency one has to
consider the social and cultural contexts of the studies.
However, variables such as parental attitudes and
notivation, the students’ socioeconomic background were not
taken into account in these studies, while sex differences

were only examined by two studies: Svanes (1987) and Livoti

(1977).
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3.7 Summary and Conclusions

A number of studies on the implication of attitudes
and motivation and a range of other variables in
foreign/second language achievement were reviewed and
considered in this chapter. Most of these studies came to
the documented conclusion that a relationship exists
between attitudinal/motivational variables and attained
proficiency as well as between attitudinal and motivational
variables. However, certain studies failed to reach such a
conclusion. This may be due to the fact that the instrument
used to measure the predictor and criterion variables as
well as the analytical techniques utilized varied among
studies. Attitudes have been measured by Likert scales,
semantic differential scales and the matched-guise
technique. Second/ foreign language proficiency was also
assessed by self-ratings, grades in L, class, assessment of
their competence in the four language skills by ijudges,
standardized tests, or a combination of teacher’s rating
and objective tests. This can compound the problem of
interpretation of the results yielded.

The review adopted a geographical and chronological
perspective examining research in different parts of the
world beginning with the early studies in each context and
continuing with more recent investigations.

The review of the studies in the U.K., America as well
as in Europe revealed that both types of motivation i.e.
inteqrative and instrumental were indicative of the

students’ desire to learn a second/foreign langquage and
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both types of reasons were found to have a bearing on
achievement. Attitudes towards native speakers of a
language were also implicated, but that again varied from
study to study and depended on the amount of contact the
learners could experience. Attitude towards the L, were
reported to be significant predictors of success as well.

A discrepancy is observed between the studies
conducted in Asia and the ones carried out in Canada which
can be attributed to many reasons. The majority of the
studies in Canada indicated that an integrative motive is
an important factor in L, acquisition. This finding was
questioned by the Asian researchers who showed that in the
foreign language learning setting, successful acquisition
of a second language does not involve taking on a new
identity; neither does it carry with it a heavy cultural
loading. It is more of an educational process and as long
as economic or utilitarian reasons, reflected in the
students’ instrumental orientation, require knowledge of
another language, diligent students will learn it.

Moreover, the fact that the students’ perception of
what native speakers of the lanquage they study are like,
are often coloured by their relatively limited or
non-existent contact with them and brings the significance
of such socially related attitudes into question. The Asian
studies did not reveal any association between social
attitudes and achievement.

Admittedly, there are strong indications that the

contexts of the studies affected the results. Canada, being
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officially a bilingual and bicultural country (Gardner,
1985:3), can offer the Anglophone or Francophone students
who desire to be successful in learning French or English
the opportunity to interact with each other on a daily
basis, and as a result develop an integrative motive.
Certainly, learners in Asia and probably many parts in the
world cannot enjoy such an experience. It should also be
noted that in Canada both English and French are of equal
status and many parents try to make Canada a bilingual
country, a desire which is not shared by many people in
other places.

The disparity in the results can be rendered to a
mriad of reasons such as the cultural and social setting,
eduicational environment, the status of the mother tongue
and target language, both locally and internationally, the
level of the students, their age etc. The different
environments may affect the students’ motivational/
attitudinal characteristics and achievement. Undoubtedly,
all studies have made a substantial contribution to our
understanding of the effect of attitudes and motivation on
lanqguage proficiency and it is worth replicating many of
these studies in new contexts so that even more documented
and generalized conclusions can be reached.

Although it has been postulated that the attitudes and
motivation promote achievement in second/foreign language
learning, it is not tantamount to assume that they are fhe
only causal variables. Language aptitude has been

documented to be implicated, but it tends to be primarily
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related to second/foreign language skills that are stressed
in the classroom, while attitudinal and motivational
variables are mostly associated with communicative skills
that can be strengthened even outside the classroom
(oral-aural skills) and are of importance in the teaching
of English as a foreign language in Greece.

With the realization that results can vary according
to context two subsequent studies were conceived (see
chapters 5 and 6) in new social settings hoping to further
the development of a social-psychological theory of second
and foreign lanquage learning, especially in relation with
the role of attitudes and motivation in second and foreign
language learning.

In particular, the study carried out in Greece took
into consideration variables such as the students and their
parents’ attitudes together. Only Haque’s study (1989)
accounted for these variables together, while quite a few
studies had acknowledged their importance. The sex variable
as well as socioeconomic background which were included in
the studies as descriptive information of the sample were
accounted for in order to explain their potential relation
to the interaction of attitudes and motivation. More
specifically sex was reported to be.implicated in language
learning in contexts where knowledge of another language
was considered to be a qualification primarily useful to
girls. The present study attempts to reconsider this claim
reckoning that certain things may have changed in the

beliefs of the socio-cultural milieu of the students.
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CHAPTER 4

4. THEORIES OF SECOND LANGUAGE- LEARNING

4.1 Introduction

In the previous chapters, we discussed the influence
of attitudes and motivation in second/foreign language
learning 'and it was suggested that these factors are
important in determining the extend to which learners will
actively engage themselves in the learning process.
Attitudes and motivation have been conceptualized in a
number of theoretical models concerned with explaining the
development of competence in a target language. Thus, this
chapter will discuss certain descriptive models which focus
either on the 1linguistic or social process of
second/foreign langugae learning.

Both types of models are concerned with individual
differences but each type emphasizes one of the two
fundamental apsects involved in second language
acquisition. The first type of models view language
learning more as a linguistic phenomenon, which involves
taking on grammatico-syntactic functions, lexical items,
pronunciation and probably an altered view of the world.
The second type of models view language learning as a
social psychological phenomenon which involves a social
adjustment on the part of the individual (Gardner, 1985)
who is thought to learn another language to facilitate

communication with another cultural community. This, of
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course, necessitates knowledge of the way that group has of
structuring words, pronouncing things, expressing ideas,
which in turn involves certain socially based emotional
adjustments, irrespective of whether students have any
intent to integrate with the other community.

This chapter analyzes each model separately and
firstly considers the linguistic models and then the social
psychological ones. The last section provides a summary of

the main issues and the conclusion drawn from the analysis.

4.2. Models focusing on the linguistic process

4.2.1. The monitor model

The monitor model has been proposed by Stephen Krashen
(1981,1982) to account mainly for second language
performance. In fact it is a theory of the second-language
learning process which has practical implication for
acquisition (McLaughlin, 1978;1987; Gardner, 1985), Krashen
maintained that considerable research is consistent with a
set of five basic hypotheses, which together constitute his
theory.

1. The Acquisition-Learning, Hypothesis. The model
posits that adult second-lanquage learners have at their
disposal two distinct and independent ways of developing
competence in a second language: acquisition referring to a
subconscious process similar to the one children utilize in
acquiring their mother tongue, and learning which is a

conscious process that results in knowing about language
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(Krashen, 1985:1). Both processes are interrelated in a
definite way and can be activated in any language use
situation. More specifically, acquisition comes about
through meaningful interaction in a natural communication
setting in which the langquage user is concerned with the
understanding and conveyance of meaning rather than with
the form. Acquirers need not have a conscious awareness of
the rules they possess and may self-correct only on ‘the
basis of a "feel of grammaticality". Language learning on
the other hand, comes about through "error correction and
presentation of explicit rules" (Krashen, 1981:1,2). The
language classroom is a typical setting in which
presentation of formal rules, and error detection and
correction are central.

2. The Monitor Hypothesis. The central theme of the

Monitor Model is that conscious learning is available to
the performer only as a Monitor. The Monitor itself is
viewed as conscious knowledge of grammar. Utterances can
only be initiated by the acquired system, either before or
after the utterance is produced. Krashen describes three
conditions of monitor use. First, it needs time. Second,
language performers need to have sufficient time to think
about and use the rules effectively. If time is not
available, as in normal conversation, the Monitor cannot be
brought into play. Second, in order to use the Monitor,
effectively the performer must focus on form and
correctness. Third, it requires knowledge of the rules. The

performer needs to have a correct mental representation of
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the rule to apply it correctly.

3. The Natural Order Hypothesis. Whereby we acquire
the rules of language in a predictable order, independent
of the order in which rules are taught in language classes
(Krashen, 1985:1).

4. The input Hypothesis. This hypothesis postulates
that human beings acquire language by understanding
messages, by receiving comprehensible input.

5. The Affective Filter Hypothesis. Krashen posited
that although comprehensible input is necessary, it is not
a sufficient condition for successful acquisition.
Affective factors are also important in acquiring a second
lanquage. According to Krashen (1985) second-language
acquirers may not use the comprehensible input if there is
a mental block that can prevent them from profiting from
its, If the affective filter is up the acquirer is anxious,
umotivated lacking in confidence or concerned with failure
and as a result s/he cannot acquire language. If, on the
other hand, the filter is down, the acquirer is not anxious
and is intent on becoming a member of the target language
community. Krashen believes that the affective filter is
the principal source of individual differences in
second-language acquisition. Acguirers whose attitudes are
not optimal will seek to obtain less input and will have
high affective filter, implying that even 1if they
understand the message, the input will not probably reach
the part of the brain that is responsible for language

acquisition. Acquirers whose attitudes are conductive to
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second lanquage acquisition will seek to obtain more imput
and will have a weaker affective filter.

Krashen’s theory is relevant to the study of second
language acquisition and to this study, in that the
distinction between ‘language acquisition’ and ‘language
learning’ is used to account for the relative independence
of attitudes, and aptitude, though both relate to second
language achievement. Language aptitude is directly related
to conscious learning, whereas affective factors-including
attitudinal/motivational variables, self-confidence and
anxiety-relate directly to acquisition and only indirectly
to conscious learning. Krashen’s distinction offers some
support to certain findings in the literature, whereby
language aptitude often relates more highly to language
proficiency than attitudes and motivation. Since the
lanquage classroom is mostly a typical example of monitored
test situations and conscious learning and aptitude tests
neasure such cognitive abilities as knowledge of
grammatical rules, it 1is plausible that they ShéW’ a
stronger relationship to lanquage performance. Attitudinal
factors, on the other hand, are shown to be more related to
communicative abilities, as measured by oral-aural tests,
especially when there 1is sufficient support from the
surrounding environment. Krashen'’s theory can explain the
research findings in the Canadian context where students
were shown to be integratively motivated and achieving high
levels of proficiency, as a result of using language in

acquisition and communicative contexts and thus obtaining
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the necessary intake.

The fundamental aspects of Krashen’s theory can be

schematically represented in fiqure 4.1.

Figure 4.1. The Monitor Model

Aptitude >| Learning -———1
|

Monitored language

| behaviour
Language
Input L |
- - - /
Monitor-free
| |language behaviour
Affective > Acquisition-——J
Filter

after Gardner (1985:127)

The inference that can be drawn from Krashen’s theory
is that if one’s major goal in language teaching is the
development of communicative abilities, motivational and
attitudinal factors are paramount since they can contribute

to the development of communicative competence.

4.2.2. The Conscious Reinforcement Model
Carroll (1981) postulated that first and second
lanqguage learning can be explained in terms of a single

learning process. This process is a linguistic one, since
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it operates on individuals at the time they are faced and
deal with some new language material. The learning process
closely resembles operant conditioning, though the
generation of responses and the attention to their
consequences is a conscious cognitive process rather than
an automatic strengthening of a response at the time it
occurred, if it resulted in a desired goal. According to
Carroll, it is knowledge of the world that is reinforced,
not a particular response. The model is schematically
presented in Figure 4.2. A major concept in this theory is
reinforcement. Language learning starts when the individual
has an intent to communicate something. This intent, along
with situational demands and information the individual has
obtained from experience in brevious situations operate on
the latter’s performance grammar to produce an utterance. A
performance grammar assumes that "the production of
utterances depends on a.sequence of choices or decisions
made either consciously or subconsciously, with respect to
the possible alternative linquistic forms that might follow
tpon one another in a complete grammatical utterance. The
impetus for the choices depends upon the speakers’
intentions or cognitive states, which are assumed to be in
turn dependent upon other cognitive states, and the total
stimulus situation in which the utterance is made".
(Carroll, 1981:472). Individuals, consciously select a
response in a given situation which is based on their
knowledge of the world and if that response satisfies their

perceived goals it is strengthened. Reinforcement of the
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response can have two consequences: a) it can increase the
probability of the same response occuring again in a
similar situation and thus become habitual, and b) it can
provide the learner with knowledge about the nature of the
language itself and the appropriate use of certain
responses in a specific context. This information, in turn,
can be used in the performance grammar to produce responses
for future intents. If the individual'’s response does not
meet his/her communicative needs it is unlikely to occur

again, or it may be used in a modified form.

Figure 4.2. The Conscious Reinforcement Model
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after Gardner (1985:129).

Although Carroll’s theory is assumed to account for
both first and second language acquisition it is argued
that appropriate responses are likely to be less frequent
for the second language learner in an informal learning
situation, because of shorter periods of exposure to such

situations or because of social constraints which one is
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not likely to experience in environments in which
first-language acquisition takes place. On this account,
responses would not probably be "correct" or "standard"
(p-470) and would have less opportunity to become
automatized. Also, motivation for further second langquage
learning might decline after a certain degree of
proficiency is attained.

Carroll (1981) also indicates that the individuals’
behaviour would differ in natural environments, such as the
environment of first language acquisition, and artificial
contexts, such as the second langquage classrooms. In the
natural setting, the information available to the learner
is observational implying that one can see and hear others
communicating and can experience the consequences of such
communications in various contexts. Instruction in these
contexts is limited. In an artificial second language
learning situation, however, most attention is directed to
instruction, while the opportunities to view others in
communication settings or to experience self-related
communication with which the first language learner is
almost literally flooded are less likely to be present. At
this point, it should be made clear that natural and
artificial language learning contexts, as described by
Carroll, are related to the situations themselves and not
whether one 1learns his first or second language.
Nonetheless, his account for artificial contexts widely
reflects the second/foreign language learning situation

across many places in the world, where students can not
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easily avail themselves of the opportunity to learn the
language in authentic situations and develop meaningful
lanquage habits, and focus on form instead.

Summing up Carroll’s theory, language acquisition is a
complex decision-making process where the learner seeks
appropriate responses in order to meet certain
communicative needs and acquires and subsequently
automatizes those that have led to the fulfilment of
his/her needs. This model can have implications in the
second language teaching pedagogy. Language instructors
should try to simulate "natural contexts"™ as much as

possible and direct attention to actual communication.

4.2.3. The Strateqgy Model

Bialystok (1978) proposed a theoretical model of
second language learning to account for discrepancies both
in individual achievement and achievement in different
aspects of second language learning. In other words, she
attempted to explain why some individuals are more
suiccessful than others in mastering a language despite the
ostensibly identical language experience they have as well
as why for a particular individual, some aspects of
lanquage learning can be mastered more easily than others.
In other words, why does language learning proceed at
different rates for different individuals and with
different skill development for particular individuals? She
claims that the model is: a)descriptive in that it

incorporates factors accounted for by the 1literature
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related to second language learning; b) explanatory in that
it postulates processes that describe the nature of the
effect these factors have on language learning and the
possible interactions between them; c) predictive in that
language learning outcomes can be predicted by considering
the state of the conditions represented in the model
(Bialystok, 1978:70).

The model presented in Figure 4.3. is organized on

three levels or stages, Input, Knowledge, Output.

Figure 4.3. Model of Second Language Learning.
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The solid lines are "processing lines™ while the
dashed lines reflect language learning strategies.

Language Input refers to the context in which language
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exposure occurs. The formal classroom, the books used the
activities done, can provide a specialized kind of exposure
to the language. This exposure supplies three types of
knowledge: a) Other knowledge referring to all the
information the learner brings to the language task,
knowledge of the world, knowledge of other languages,
cultural information about the language being learned and
so on; b) explicit linguistic knowledge referring to the
conscious knowledge the learner has about the language
code; and c¢) Implicit linguistic knowledge which is
referring to the intuitive information upon which the
lanquage learner operates in order to produce responses in
the target lanquage. Any information which is automatic and
can be spontaneously used in language tasks is represented
in implicit linquistic knowledge. In the figure these three
types are Jjoined by solid lines to language exposure
showing a process link and indicating that at least one of
these types of knowledge arises from language exposure.
Output in the model refers to the product of language
comprehension or production and it shares a process link
only with implicit lingquistic knowledge. That is language
output is largely mediated by implicit lingquistic knowledge
which is the system underlying most language behaviour. The
output process describes the way in which lanquage is used
for comprehension or production. The general terminal point
for the output is given by the cell for response which is
linked to two specific types of responses. Type I responses

are spontaneous and immediate, while Type II responses are
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deliberate and may require some time to occur. Reading can
be associated with Type II responses while speaking may be
more closely related to Type I responses.

The final feature of Bialystok’s model is language
learning strategies reflected by the dashed lines. They are
defined as optional methods for exploiting available
information to increase the target language proficiency.
The first strateqgy is formal practising which focuses on
the langquage code and refers to the learner’s knowledge
about the properties of the code (grammatical rules,
syntactic patterns, pronunciation etc). Individuals may
increase their explicit language knowledge by availing
themselves of new information of the language code through
exposure. They can also concentrate on language form which
they can automatize through repeated practice.

The second strategy is functional practising referring
to the use of the lanquage in communicative situations such
as interacting with native speakers, participating in the
cultural events of the target lanquage group and so on. In
functional language, emphasis is given on the meanings of
the message rather than the form used to represent that
meaning. This strategy is comparable to Krashen’s (1981)
concept of language acquisition as opposed to language
learning.

The third strateqy is monitoring which operates by
bringing information from explicit linguistic knowledge to
the language task in order to examine or correct the

response. It is, therefore, primarily concerned with the
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production stage of language learning. It is mainly linked
with Type II responses since a certain time is required for
language behaviour to be modified on the basis of the
individual’s knowledge of the code. The monitor strategy
can be considered‘similar to Krashen’s notion of language
learning.

The last strategy is the inferencing one, whereby a
language learner can acquire explicit 1linguistic
information which was previously unknown. Three sources for
this information are identified in the model. Firstly,
inferences can be made on the basis of other knowledge.
Inferencing of this type would use the langquage learner’s
_knowledge of the subject matter, cues in the environment,
knowledge of other languages, gestures and so on, in order
to guess the meaning of an unknown word for example.
Secondly, inferences can be made on the basis of the
learner’s implicit knowledge of the lanquage. This is
represented by the inferencing 1line 1linking implicit
linguistic knowledge to explicit 1linguistic knowledge.
Thirdly, certain inferences can be drawn from the context
of a message or passage. The meaning of a word can be
guessed from the context in which it is being used. This
understanding the learner has of the passage or message is
depicted by the response cell and thus, the information in
this cell may in a similar way be brought into
consciousness to reach explicit understanding of difficult
material (Bialystok, 1978:79).

This model can also account for differences between
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language learners which may be rendered to the individual
characteristics of the learner, such as his/her language
aptitude, attitude, motivation, personality variables etc.
Bialystok (p.80) argues that these variables can determine
the efficiency with which the model will operate for
certain individuals without changing the nature of that
operation in terms of the possible strategies or processes.
Thus, an optimal set of these individual 1learner’s
variables may yield greater achievement in target language
skills, but the mechanisms for that attainment of the
proficiency and the strategies available for its
enhancement would be the same for all second language
learners irrespective of their competence.

The models discussed so far were primarily concerned
with the details of language behaviour, directing less
attentions to the social factors that motivate students to
learn another' group’s language or inhibit them from
studying foreign languages. The models to be analyzed in
the following section pick on this aspect of lanquage
learning and provide us with insights that contribute to

our understanding of the language learning process.
4.3. Modes focusing on the social process
4.3.1. The Acculturation Model
The acculturation model proposed by Schumann (1978 a;

1978 b) comprises an attempt to identify the casual

varlables of natural second language acquisition, ie.
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lanquage learning without formal instruction, within the
environment where it is spoken. The major proposition
pervading this framework is that social and affective
variables cluster into a single variable called
acculturation. Schumann (1978 a) argues that it is the
major causal variable in second language acquisition (SLA)
and refers to the social and psychological integration of
the learner with the target language group. The social and
psychological factors that constitute acculturation are

schematically represented in figqure 4.4.

Figure 4.4. The acculturation model.

Social Variables [Dominance| |[Integration| [Enclosure size Cultural 'Attitudes Intended
patterns strategies and cangruence length of
T cohesiveness residence

Acculturation )} <

’

Affective Variables
Language| |Cultural| |Motivation| |Ego
shock shock permeability

The social variables that are proposed by Schumann to
be involved in acculturation and therefore second language
acquisition (SLA), involve the relationship between two
social groups who are in a contact situation, but

communicate in different languages. The first social factor
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involves social dominance patterns. If the group learning
the second language is politically, culturally, technically
or economically superior to the target language group,.
then it will demonstrate a tendency not to study its
language. The French in Tunisia, for instance, felt very
little need to acquire Arabic. A resistance to learn the
target language will also characterise the group that is
inferior to the target language group. The social distance
between the American Indians in the Southwest and the
Anglo group, for example, prevented the former group from
acculturating and acquiring English.

The second social factor implicated in second language
acquisition includes three integration strategies namely,
assimilation, preservation and adaptation. If the L,
learners assimilate, they give up their own life style and
adopt the cultural values of the other group. This strategy
maximizes contact between the two groups and enhances
lanquage acquisition. If the langquage learning group
desires to preserve its values and life style and reject
those of the target lanquage group, then it creates social
distance and is unlikely to enhance acquisition of the L,.
If the second lanqguage learning group selects adaptation as
its integration strategy, then it adjusts to the life style
and values of the target language group, at the same time
retaining its own values and style for intragroup use. This
integration strategy can yield varying degrees of
intergroup contact and as a consequence, varying degrees of

lanquage acquisition.
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Enclosure, the third social factor affecting Lj
acquisition, refers to the degree to which the two groups
share the same social constructs i.e. schools, churches,
recreational facilities, professions etc. If the two groups
have different clubs, schools, churches, professions and
trades, then enclosure is expected to be high, whereas the
amount of contact between the two groups is rather limited
and the opportunities for lanquage acquisition are reduced.
If, on the other hand, the two language groups have the
same social constructs, then enclosure is low and contact
between the two groups which facilitates acquisition is
enhanced.

Cohesiveness and size can also affect successful
acquisition. If the L, learning group is cohesive, its
members will remain separate from the second language
group, and if the L, learning group is large, the
intragroup contact will be more frequent than the
intergroup contact. As a result, the opportunities for
language acquisition are inhibited.

Congruence or similarity between the cultures of the
two groups can also affect the degree of contact amongst
their members, while intended length of residence in the
target language area and reciprocal attitudes between the
tvo communities would tend to promote second language
learning.

Apart from the aforestated social variables, there are
certain affective variables which influence language

learning by individuals. These include language shock,
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cultural shock, motivation and ego permeability. Language
* shock refers to the fear and apprehensiveness an individual
learner can experience when trying to function in the
second language. Cultural shock can be defined as "anxiety
resulting from the disorientation encountered upon entering
a new culture" (Schumann, 1978a:32). Motivation involves
the reasons L, learners have to acquire the target
lanquage, which can be instrumental or integrative.
Integrative and instrumental motivations are considered to
be complex constructs which interact with social and other
factors to promote success in language acquisition. Ego
permeability is adopted from Guiora (1972) and refers "to
the extent to which the learner’s ‘language ego’ -parallel
to the Freudian construct, ‘body ego’- has flexible or
rigid boundaries" (Gardner, 1985:137). In sum, Schumann
(1978a) postulates that if language shock and cultural
shock are not overcome, the learner is not sufficiently and
appropriately motivated and does not have ego-permeability,
s/he will not fully acculturate and hence will not fully
acquire the target language.

Schumann (1975;1986) presents some evidence for the
causal link between acculturation and second language
acquisition. However, more thoroughgoing research is
required in the area of language learning in a natural
context in order to validate the researchers contentions.
Moreover, it should also be borne in mind that this model
can mainly account for second language acquisition under

conditions of immigration or an extended sojourn in the
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target language area and, thus, cannot be applicable in the -
foreign language learning setting, where there is little
contact, 1if any, between the two language groups and
acquisition is mainly based on language instruction. 1In
addition, as Gardner (1985) pinpoints this framework
describes a number of factors that act as constraints of
successful langquage acquisition and can therefore be
considered a non-acquisition model. Acculturation is viewed
as a process moving forward, but with a series of social
and affective factors that can act on the individual to
inhibit language acquisition. He also plays down the role
of other variables such as aptitude personality and
cognitive variables for which he believes there is
insufficient evidence to determine their role.

To recapitulate, Schumann’s framework provides useful
insights in the area of second language acquisition
outlining the process an individual or group can go through
when in direct contact with the target language group but
can hardly be applicable in the school context, where the
intensity of certain variables such as cultural shock is

diminished.

4.3.2. The social context model

Clement (1980) developed and tested a model (Clement &
Kruidenier, 1985) of second language acquisition which
accounts for motivation in the individual in relation to
the socio-cultural milieu and the relative ethnolinquistic

vitality of the first and second language. Ethnolinguistic
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vitality refers to "structural characteristics such as
status, demographic representation and 4institutional
support pertaining to a language and its locutors in a
given community". (Clement 1980:48-49). Obviously, in
mnultiethnic settings, the lanquage of the group which
enjoys the strongest ethnolinguistic vitality is expected
to predominate.

A basic proposition of this theoretical framework is
that second language acquisition involves the learning of
language skills as well as the adoption of behavioural
pattterns of the second language community and therefore
changes in self-identity. Motivation is seen as a key
concept and is believed to consist of two
motivational-processes, the primary and secondary one,

which are schematically presented in figure (4,5)
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Figure 4.5. The social context model.

Integrativeness Primary Motivational Pracess
Fear of Assimilation
J L
Negative Positive
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(Unicultural) (Unicultural) Composition of Community
Frequency

K

Quality of contact

Secondary
Motivational
Self-confidence Process
Motivation
Communicative Competence Individual Qutcome
Dominant Non-Dominant Relative status of first culture
Integration Assimilation Collective outcome

The primary and secondary motivational processes are
both activated and influenced by the ethnolinguistic
vitality of the language communities involved and the
amount of contact the langquage learner has with the second
lanquage group. The primary motivational force consists in
the operation of two antagonistic forces: a)
integrativeness, defined as the affective orientation
towvards the target language community and the desire to
become similar to its valued members and b) fear of

assimilation which corresponds to the fear that by learning
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the second language one might lose his first language-and
culture. The primary motivational force is hypothesized to
be the major motivating force in unicultural settings where
one of the two language communities has a low level of
ethnolinguistic vitality as indexed by low socio-economic
status, low demographic representation and minimal
institutional support i.e. the language is not recognised
by the existing social and political agencies. If it is the
first language community that has low ethnolinguistic
vitality, then its members will be attracted to the second
language group and will demonstrate a high degree of
integrativeness. They will also manifest less fear of
assimilation than majority group members, since
assimilation will allow them access to the goods and
services controlled by members of the majority group and
should, therefore, be desirable rather than feared. If the
first language group has high ethnolinquistic vitality, it
would be expected that fear of assimilation would
predominate, and its members would be less motivated to
acquire the target language and eventually less competent
in communicating with the second language group.

The secondary motivational process is operative in
milticultural settings in which the ethnolinguistic
vitality of both languages is high. This process refers to
the interaction between the quality and frequency of
inter-ethnic contacts and the self-confidence experienced
by the individual when communicating in the second

language. Individuals with a high frequency of pleasant
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contacts will be high in self-confidence and will achieve a
more positive outcome than those with a low frequency of
pleasant contacts or a high frequency of unpleasant
contacts.

However, in multicultural settings an individual’s
motivation to develop communicative competence is
determined not only by Secondary Motivational Processes,
but by the Primary Motivational Processes as well. Both
processes operate is sequence. It is argued that if the
development of self-confidence hinges on aspects of the
contact situation, the learner’s willingness to enter such
contact would probably be dependent upon the resultant
tendency from the Primary Motivational Process. Clement,
Gardner and Smith (1977 b) and Desrochers and Gardner
(1981) reported a positive relationship between the
students’ attitudes towards the second language group and
the frequency of contact they had with its members in the
context of a bi-cultural excursion.

In brief, Clement’s model comprises an attempt to
explain how aspects of the social milieu can have a bearing
on L, learners’ 1linquistic outcomes in the language
acquisition process. Motivation is seen as an important and
dynamic feature which can determine competence in the
second language, while it is recognised that other factors,
sich as language aptitude should be accounted for in a
complete theory of language acquisition. It is also
maintained that language competence can give rise to

collective consequences. (Giles and Byrne, 1982). For
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instance, in settings where one language is dominant
assimilation of the minority group to the majority group’s
language can modify the structure of the original social
nmilieu. If on the other hand, majority group members learn
the language of a minority group the social consequence
would be integration. The concepts of assimilation and
integration can be compared to Lambert’s (1974) subtractive
and additive bilingualism. (Gardner, 1985).

Clement’s framework has made its contribution in the
area of second language acquisition and enriches our
understanding of interethnic communication. It stresses the
point that there are different motivational types
(assimilation, integration) which are context-dependent and
determined by the status of the second language in the
community. However, like Schumann’s theory it seems to be
strictly related to the social psychological aspects of
second language acquisition in interethnic settings and
does not account for language learning in a purely
educational context. Therefore, although certain aspects of
the model can be relevant to the foreign language context,
it does not seem to be directly applicable to such a
setting. Gardner’s socio-educational model (1985,88)
encompasses the issues Clement touches upon and provides a
more elaborate or even more complete framework of language
acquisition. This point will be discussed in the last

section of this chapter.

202



4.3.3. The Intergroup Model (IGM)

Giles and Byrne (1982) proposed an intergroup model
which was updated by Garrett, Giles and Coupland (1989) in
attempting to outline the socio-psychological processes
underpinning variable success in second language
acquisition mainly by members of linguistic minority
groups. Motivation is central to this model as well, and it
largely focuses on the concept of the integrative motive as
defined by Gardner (1979, 1981) and Lambert (1963b;
1967;1974). It is posited that the integrative motive which
requires some sort of identification with the other
community is the strongest form of motivation. Giles and
Byrne also concur with Clement’s notion that there may be
conflicting tendencies within the individual arising from
the utilitarian value of second language learning on the
one hand and the individual’s desire to retain the valued
ethnic tongue on the other.

However, their theory is based on and derives some of
its basic propositions from Tajfel’'s (1982) social identity
theory which refers to the individual’s self-awareness in
terms of his/her group membership. (Gardner, 1985).
According to Gardner (1985) social identity theory is of
relevance to the language acquisition situation when the
basis for group membership focuses on language (p.140).

In formulating their intergroup theory, Giles and
Byrne (1982) referred to factors which affect the
individual’s strength of ethnic identification and focus

on: ethnolinguistic vitality, the individual’s perceptions
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of group boundaries and multiple group membership. The
ethnolinguistic wvitality of the source language was
considered important, because it can increase the salience
of ethnic group membership. Attention was also directed
toward the perceived group boundaries because, if they are
flexible, individuals are allowed to move in and out of
their group. Another important component of that framework
is multiple group membership, since it can indicate that
the group members can identify themselves with many members
if their own ethnic identification is not particularly
important and salient.

Garrett, Giles and Coupland (1989) provided data from
Hall and Gudykunst (1986) offering modest support for the
model, but some revisions were proposed with respect to
adopting a less rigid stance than before on the nature of
the relationship between language and cultural identity. It
was postulated that group identity could be promoted via
second language acquisition and that strong group
identification and security can sometimes be an important
condition for embracing the L, and other attributes of
another group’ (p.206). Furthermore, it was shown that when
there is a socioeconomic need to learn the language of a
majority group, as with Arabs in the United States,
ethnicity can exist side by side with the disappearance of
ethnic language maintenance. (Sawaie 1986). Groups of low
ethnolinguistic wvitality can adopt other creative
(nonlinguistic) strategies, such as handing on religious

beliefs, in order to maintain their group identities.

204



Garrett, Giles na Coupland (1989) have suggested five

conditions fovouring the occurrence of proficiency in a

dominant group’s language.

Conditions that promote a strong motivation to learn

the dominant Ly.

(la) minority group members identify weakly with their

(2a)

(3a)

(4a)

(5a)

ethnic group, and their language is not a salient
dimension of ethnicity; or, if L, is a salient
dimension, it is not perceived to be threatened by
SLA; or, if seen as threatened, there are alternative
nonlinguistic salient dimensions deemed satisfactory
for preserving ethnic identity.

construe no cognitive alternatives to their
subordinate status to the extent that it is attributed
as legitimate and there is 1little 1likelihood of
change; or, when aware of alternatives, these are
realizable only through SLA;

perceive ingroup and outgroup boundaries to be soft
and open;

identify with many other social categories, each of
which provides adequate group identities and a
satisfactory intragroup status; and

perceive ingroup vitality as low and neglected
relative to outgroup vitality; or, it is judged that
SLA will maintain or promote satisfying nonlinguistic
aspects of ingroup, vitality (p.212)

Under these faciliative conditions, situational

anxiety is attached considerable importance, in that the
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learners’ self-confidence with speaking the target language
in public domains will determine their ultimate proficiency
in the Ly. If these conditions are met, individuals are
more likely to avail themselves of the benefits of informal
language acquisition settings necessary for the furtherance
of their second lanquage (L,) skills. They will gain

positive outcomes, both linguistic and non-linguistic, i.e.

their oral proficiency will improve and they will be

characterised by sociolinguistic competence and

"accommodative flexibility" (Giles and Byrne, 1982: 35).
Although the perceived collective outcome of such

proficiency can foster integrativeness amongst the members

of a subordinate ethnic group, it can also act as a

catalyst to powerful members of the outgroup, if they view

sich assimilation as threatening ’their positive ethnic

distinctiveness. An increasing fear of assimilation (c.f.

Clement’s 1980 social context model) can decrease the

subordinate group members’ motivation to learn the Ly, if

they are characterised by the following propositions:
Conditions that decrease motivation and inhibit SLA
in-subordinate groups.

(lb) identify strongly with their ethnic group and perceive
the ingroup language (L;) as an important dimension of
their cultural identity;

(2b) construe "cognitive alternatives" to their subordinate
intergroup status, such as feeling that their own
relative position was 1illegitimately created

historically by dominant group oppression (rather than
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its being part of the accepted order of nature), and

that there is some possibility of the status hierarchy

being changed now;

(3b) perceive both their ingroup and the outgroup
boundaries to be hard and closed;

(4b) identify with few other social categories, each of
which provides them with inadequate identities and low
intragroup statuses, relative to their ethnic
identification; and

(5b) perceive their ingroup "ethnolingquistic vitality"” to
be high and compare it favourably with that of the
outgroup. (Garrett et al. 1989:203).

The aforestated propositions suggest that although
knowledge of a dominant group’s language can be a viable
strategy economically and politically, it could also be at
extreme social cost to certain group members characterised
by a strong group identification. (Lambert’s notion of
subtractive bilingualism).

Although Giles and Byrne (1982) did not present their
model schematically, Garrett, Giles and Coupland (1989)
provided us with the representation of the revised

intergroup Model.
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Figure 4.6. The Intergroup Model (I.G.M.)
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Garrett et al. (1989), 1like Gardner (1979; 1985)
distinguish between formal and informal language

acquisition settings and propose that language aptitude and
intelligence are implicated in language proficiency in
formal contexts. Members of subgroup A (subtractive) will
regard their ability to acquire the school taught language
skills as an important component of retaining their own
subgroup B will

cultural identity, while members of
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demonstrate an integrative motivation and will seek out
opportunities for authentic language intake in informal
contexts.

All in all, the I.G.M. is different from all other
models in that it predicts the sociopsychological
conditions that are constraints or resources for successful
language acquisition. It does draw attention to the
variabilities among lanquage learning settings and purports
that the historical, ideological as well as political
forces impinging upon SLA should be accounted for in any
analysis. It is also of interest that SLA is acknowledged
to be not only a sociopsychological process, but a
linquistic and educational one and further elaboration on
the issue is suggested.

Although the model is said to be extended to dominant
as well as minority groups, it still mainly draws on SLA in

contact situations.

{.3.4. A Model of Personality Variables

The models revised so far have mainly directed
attention to language learning either as a linguistic or
sociopsychological process giving little consideration to
the L, classroom and the interaction of person and
situation. Ely (1986) presented and tested a casual model
of L learning where three situation-specific constructs

are explored: Language Class Discomfort, Language Class
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pisktaking, and Language Class Sociability. The model is

displayed in Figure 4.7.

rigure 4.7. A Model of Personality Variables.

Proficiency
°
of )
yotivation eAptitude
Concern
for | Classroom Participation
grade
language Attitude
class toward the
msktaklng Language
Class

Language Language

Class Class

Discomfort Sociability

Lanquage Class Discomfort refers to the degree of
anxiety, self-consciousness or embarrassment a learner
experiences when communicating in the target language in
the F/S language classroom. Language Class Risktaking is
concerned with the L, learner’s tendency to take risks in
speaking in the L, class, while Language Class Sociability
is defined as the students’ desire to interact with his/her
peers in the language classroom by using the L,. Another
variable the model accounts for is the strength of
mtivation which refers to the degree to which the learner
desires to achieve command of the L,.

It was hypothesized that Language Class Discomfort can
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act as a deterrent to both Language Class Risktaking and
Sociability since it prevents the individual from taking
risks and interacting in the L, classroom. The last two
variables are said to increase Classroom Participation,
which is considered to be a positive predictor of language
proficiency and to mediate the effect that Strength of
Motivation, Language Discomfort, Risktaking and Sociability
have on success in the L, classroom.

Attitudes toward the S/F Language Class, aptitude, as
defined by Gardner and Lambert (1972), as well as great
concern to achieve high grades were postulated to be
positive predictors of classroom participation and
consequently of proficiency.

The model was tested in the United States with
University foreign lanquage students and its main
hypotheses were found to be partly supported. Ely suggested
that the research should be extended to different age
groups in bilingual, ESL and EFL settings. It was further
indicated that teachers should regard Language Class
Risktaking and Classroom Participation as important factors
and should help the students to feel secure and encouraged
to assume a more active role in classroom language
learning.

Ely’s framework has mainly viewed language learning as
an educational process and has investigated only
situation-specific constructs. Although it contains certain
practical suggestions that could be of use to the language

teacher who can devise strategies for lessening Language
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Class Discomfort an maximizing sociability, it can be
argued that its restriction to the classroom makes it an

incomplete theory of language learning.

4.3.5. The Socio-educational Model

Gardner’s socio-educational model (1985;1988) has
largely been influenced by Lambert’s (1963 a; 1963 b; 1967;
1974) social psychological theory, whereby, if the language
student is approximately oriented, s/he may find that by
learning another social group’s language, s/he "has made a
crucial step in becoming an acculturated part of a second
linguistic-cultural community". (1963: 114). Gardner (1979;
1981;1983) elaborated this theory and formulated the
socio-educational model for L, acquisition. ‘A schematic

representation of the model is given in figure 4.8.
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Figure 4.8. The Socio-educational Model.
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The socio-educational model is primarily concerned
with the role of individual differences in second language
learning which unlike any other school subject, is claimed
to involve the acquisition of 1linguistic skills or
behavioural patterns which form an integral part of another
cultural community. Gardner’s model comprises four
segments: a) Social Milieu, b) Individual Differences,
c)Second Lanquage Acquisition Contexts and d) Outcomes.

At a grobal level the model proposes that the social
nilieu of the learner will influence the development of a

series of attitudinal/motivational characteristics and the
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extent to which these characteristics will be related to
the achievement of second language acquisition in different
contexts.

The major process variable of the social milieu
component is labelled "cultural beliefs:"These are beliefs
in the students’ own community about the target group and
culture and about the value of second language learning,
which in turn will influence the nature and the role
attitudes play in language learning. If, for example, the
cultural belief is that language learning is an arduous
task, or an insignificant one, then the general level of
proficiency will be low and vice versa.

The cultural beliefs are linked to four types of
individual differences, namely intelligence, language
aptitude, motivation and situational anxiety. As already
stressed, it is proposed that, other things being equal,
these four types of variables can influence language
achievement directly. Although intelligence is likely to be
interdependent with aptitude, the argument here is that it
is independent from aptitude, and more directly influences
the students’ ability to understand language learning as a
cognitive task. Aptitude, which is defined as a series of
verbal and cognitive abilities, 1is also posited to be
inplicated in L, achievement. Motivation, which can
determine the degree of the individual’s active involvement
in acquiring language material, is a construct that refers
to the effort to master the language, desire (want) to

learn the lanquage which is reflected in the individual’s
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orientation to language study and positive attitudes toward
language learning. Situational anxiety refers to the
students’ anxiety reactions generated in specific language
learning situations and it is considered to be important in
that it can negatively affect the student’s performance and
consequently acquisition.

Gardner proposes that these four classes of individual
difference variables affect the individual’s performance in
any setting the latter is given the opportunity to enhance
his/her language skills. A distinction is drawn between
formal language training context and informal 1language
experience context. The language classroom can be an
example of a formal context where the individual receives
lanquage intake through formal tuition. Informal contexts
can involve any situation where language instruction is not
the primary objective. The main intent in such situations
would be communication which can be achieved via exposure
to real life situations, 1listening to music, authentic
reading etc.

Since instruction is the primary objective of formal
contexts, all four individual differences variables can
play a role in the learning process. In informal contexts
however, in which instruction is not the objective and
students can opt in and out of the situation, the degree of
mtivation and anxiety can determine the extent to which
individuals will be involved. This is indicated in the
model by the broken lines linking intelligence and aptitude

with informal settings.
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The experiences of learning a second language in these
two different contexts can result in two outcomes.
Linguistic outcomes refer to knowledge of grammar,
structure, vocabulary, etc. as well as knowledge of
specific language skills - reading, listening, speaking and
writing. Non linguistic outcomes, on the other hand, refer
to attitudes toward the second language community,
appreciation of other cultures, interest in languages etc.
Both types of outcomes develop from formal and informal
language experience but specific types of outcomes are more
likely to be related to one rather than another context.
For instance, in a formal context, where a traditional
teaching method is used, the outcomes would be knowledge of
structure etc. while in informal lanquage learning such as
listening to the radio the outcome would be aural
comprehension and probably appreciation of the target
culture.

A point worth raising is that attitudes are not
depicted in figure 4.8. because Gardner considers them to
be determinants of motivation not of achievement.

As indicated in Chapters 1 and 2, language learning
involves the students’ willingness to take on behavioural
elements of another group. This willingness manifests
itself in the integrative motive which 1is indexed by
attitudes toward the other group, interest in other
lanqguages and an integrative orientation. Another
attitudinal configuration which revolves around the

learning situation and is measured in terms of attitudes
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towards the teacher and the course is also suggested to
sustain motivation.

The figure below (4.9) provides an operational
formulation of the model as proposed by Gardner (1985,1985)
and articulates more precisely the causal relationship

between the various components.

Figure 4.9. Operational formulation of the

socio~educational model.
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Au (1988) attempted an evaluation and critique of
Gardner’s socio-educational model and mainly focused on the
integrative motive hypothesis and the causality hypothesis.

More specifically Au (1988) argues that the

superiority of the integrative motive has not been
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supported by the empirical evidence, since contradictory
results have emerged from studies conducted in different
contexts. In addressing this criticism Gardner (1985; 1988)
acknowledges that various studies have yielded relatively
unstable results and that not everyone who breeds
favourable attitudes and values the culture of another
community will necessarily want to learn their language.
Moreover, the measures used in certain studies have not
always been operationally defined and assessed. In addition
Gardner has shown that a number of studies have yielded
significant correlations between at least certain measures
of the integrative motive and achievement in ESL, while he
stresses the point that the integrative motive is not the
only factor that affects SL proficiency; neither does it
account for all of the variance in achievement. As he
states, such an approach would be simplistic since it would
ignore the complexity of individuals as well as of the
lanquage learning task.

With regard to the causality hypothesis a number of
researchers (Savignon, 1972; Burstall et al. 1974; Hermann,
1980; Strong, 1984) have posited that achievement is the
causal variable instead of motivation. Gardner'’s response
to this criticism has been that his own extensive review
of the literature has indicated no evidence that
differential success influences motivation. (This issue was
also addressed in chapter 2).

To sum up, Gardner’s model suggests that upon entering

the language learning situation individuals are equipped
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with generalized attitudes, fostered in the out-of-school
environment which provide the initial motivational impetus
as well as with the general expectancies about the language
course. These generalized attitudes become more salient in
the course of the lanquage study. Therefore, the model is a
dynamic and developmental one in which both cognitive and
affective variables influence the individual’s behaviour in
the lanquage learning setting, "and the interplay of these
variables with the context produce non-linguistic outcomes
that influence subsequent affective variables in an ever

continuing process. (Gardner, 1985: 149).

4.4 Summary and Conclusion

This chapter has placed emphasis on theories of second
language learning and has investigated certain models which
view language learning either as a linguistic process or as
a social process.

Despite the fact that they see language learning from
different perspectives, all models presume that second
language acquisition involves goal-directed, purposeful
behaviour. L, learners seek to establish communication, or
enjoy the practical value and advantages of learning a new
language, to enhance their language skills or
self-concepts. The desire to communicate reflects some
level of social motivation which is primarily accounted for
by the social process models.

Another view projected by the models is that langquage

skills are caused by different variables and that can
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explain why the magnitude of the correlation between
independent measures and lanquage achievment is higher for
some of them and lower for others.

It is acknowledged in this thesis that all models have
enhanced our understanding of second language learning and
have gleaned the most important variables implicated in L,
achievement. However, very few of them have been
empirically tested and with the exception of Gardner'’s
socio-educational model they have been descriptive rather
than predictive. It is also noteworthy that although they
claim that they can be expanded and used in various
language learning contexts (Garrett et al, 1989) most of
the models are either restricted to language learning in an
acquisition setting, or to ethnic minorities studying a
dominant group’s langquage, or can account for language
learning in a purely formal setting. It is thought that
Gardner’s socio-educational model is a more complete theory
of language learning/acquisition, since it is firstly
predictive in nature, secondly it can be applicable to
different contexts and thirdly, it has been empirically
tested and supported (Gordon, 1980; Gardner, 1985; 1988).
Some of its basic propositions can be tested in a foreign
language setting where contact situations are rather
limited for it considers both the social psychological and
educational aspects of 1language 1learning which are

prominent in such a context.
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CHAPTER 5

5. STUDY CONDUCTED IN BRITAIN

5.1. Introduction - Aims of the study

As already indicated in chapters 1, 2 and 3 Gardner
and Lambert’s (1972, Gardner, 1985;1990, in Giles and
Robinson 1990) research has shown that achievement in a
second language in different social settings -monolingual
vs bilingual or multicultural- was differentially related
to two distinct motivational complexes, namely the
integrative motive and the instrumental orientation. The
results were context-dependent as well as associated to the
status of the language being learned. Thus, the
Anglo-Americans, who were studying French as a second
language in Connecticut, were characterized by an
integrative orientation, whereas the Philippines learning
English as a second language in the Philippines
demonstrated instrumental reasons such as learning the
language in order to enjoy better career prospects.

This type of research, concerning the relation of
attitudinal and motivational variables to second language
proficiency, has been replicated in a number of different
cultural contexts with students of different age levels and
background and has revealed various factors implicated in
successful language learning.

However, most of the studies on second language

learning concentrated on international students who were
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taking formal language courses. Thus, the primary objective
of the study conducted in the U.K. was to test the
hypothesis that affective variables, including measures of
the students’ attitudes and motivational orientations,
their desire to stay in the host country and the amount of
contact with the target group were predictors of L,
achievement in an acquisition context among University
students of the same linguistic and cultural background.

The students had resided in the foreign country for
sometime and it was thought that the second language would
have similar importance abroad as their source language in
the home country. They were also expected to have developed
strong attitudes toward the English community and culture
and to have been given the opportunity to develop an
integrative orientation which would be expressed in their
desire to become potential and/or valued members of the
English community.

All the students were learning English as a second
lanqguage in an informal context i.e. through in£eraction
with the community where English is spoken, without
receiving any direct tuition. As Gardner (1985) and Krashen
(1981:21-22; 1985) allege, attitudes arebound to have an
influence on the students’ achievement in such a context,
since the learner can seek opportunities to use the
language communicatively and thereby obtain the necessary
intake for language acquisition.

Moreover, as krashen (1981) and Stevick (1976:113)

state, integrative motivation in such settings should
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encourage the acquirer to- interact with speakers of the
second language out of sheer interest, to be prone to
engage in ‘receptive’ rather than ‘defensive’ learning,
vithout any feeling of threat from the target language
group.

As long as the students had ample opportunities to
establish contacts with native speakers of English and use
the language in everyday situations, the aim of the study
was to give specific emphasis on the speaking skill, since
it is meant to be improved through constant practice and in
the process of socialization with the target language
group. It was assumed that competence in the other language
skills does not require so much exposure to real 1life
situations and can be gained subconsciously, since students
had to attend lectures, do their reading, write essays etc.

This chapter is organized into the following sections:
the sample, measures, predictor and criterion variables,
reliability of the gquestionnaire, data collection
procedures, hypotheses, analysis of the data and finally

presentation and discussion of the findings.

5.2, The Sample

The sample was selected via a random sampling
procedure. A list of the Greek University students was
obtained from the President of the Hellenic society at
Kent, a total of more than a hundred students.
Questionnaires were administered to those students who were

living on campus and were, therefore, easy to contact.
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A total of 51 Greek young adults aged between 20-28
years, who pursued their studies at the University of Kent
in Britain either as undergraduates or as postgraduates
comprised the sample. The mean age of the respondents was
vas 24 years and their sex distribution was 21 (41%) male
and 30 (59%) female. The minimum length of residence in
England was 1 year and the maximum 5 years.

Most of the students indicated that they belonged to
niddle, or upper middle educated families who could afford
to finance their children’s studies abroad. The subjects
were both family and career oriented as well as highly
mtivated and ambitious persons 80% had obtained a B.A. and
were studying for an M.A. or a PhD. Therefore, they were
competent in academic studies. They mostly believed that
their success in life in general and their academic work in

particular largely depended upon their own efforts.

5.3. Measures

Data were collected by means of a questionnaire on
attitudes motivational orientations and intensity as well
as by means of a self-assessment of English Proficiency.
The items of the questionnaire were mostly based on
Gardner’s (1985) Attitude/Motivation Test Battery (AMTB). A
nmodification of the measures was necessary, so that they
were suitable to the particular language learning context
and ethnoliguistic community. Some of the items of the
questionnaire were also used by Oller, Hudson and Liu

(1977), Genesee, Rogers and Holobow (1983), SLOG (1985).
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The questionnaire contained two sections: A.
Attitudinal and Motivational measures and personal data, B.
students’ self-assessments. The front sheet of the
questionnaire included information about how it should be
completed. A statement with a Likert (1932) 7-alternative
response format was presented to the respondents requesting
them to indicate the extent to which they agreed or
disagreed with the statement by circling the appropriate
alternative. The left end of the scale was lebelled Agree
Strongly while the right end was labelled Disagree
Strongly. The points of the scale were marked by a single
vertical line. (see Appendix A).

It was specified that there were no right or wrong
answers and that they should indicate their personal
feelings. Moreover, it was explained that their willingness
to participate in the study was appreciated very much,
since the information provided by them would contribute to
a better understanding of the factors involved in second

language learning.

Section A

l. Attitudes towards English people. The scale consisted

of 11 items measuring the students’ attitudes towards
English people. (Cronbach a=.70). The attitude scales
contained both negatively and positively worded items,
randomly ordered to protect against order effects.

2. Attitudes towards the English culture. This scale
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involved seven items reflecting the participants’ attitudes
towards the English culture. At the end of the scale two
nmeasures were included to test whether the students’
attitudes had changed positively or negatively as a result
of their actual contact with the English speaking community

(Cronbach a=.75),

. Inteqgrative Orientation This scale was composed of 6
items emphasizing the importance of learning English in
order to interact with, learn and understand more about the
literature and share cultural experiences with members of

the target group. (Cronbach a=.80).

{. Instrumental Orientation. This test consisted of 8
items designed to assess the importance of learning English
for functional reasons such as to broaden one’s outlook and
develop a more critical thinking, to understand the
lectures, to keep in touch with the latest trends in

thought and behaviour in the west etc. (Cronbach a=.81).

5. Motivational Intensity. The scale consisted of 5
nultiple choice items designed to measure the intensity of
the students’ motivation to learn English in terms of the
effort spent on the study of English, on trying to improve
their pronunciation, or pick up English in every day

situations. (Cronbach a =.85).

6. Personal Data. This sheet required information about
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the students’ age, sex, socioeconomic background, length of
residence in the foreign country, intended 1length of
residence in that country, studies accomplished, career
aspirations, importance of the first and second language in
their career, knowledge and interest in other languages,
causes of success in their life, degree of socialization
wvith the target language group and amount of contact they
wished to achieve.

Moreover, in this part of the gquestionnaire the
respondents were asked to indicate their proficiency in
English prior to entering England on a 5-point scale.
(Intermediate level, first Certificate, Pre-Proficiency,

Proficiency, and Diploma).

Section B

Self-rating of English skills. Students rated their
proficiency in English in the four language skills:
speaking and writing (productive skills), and listening and
reading (receptive skills). Each skill was rated on a
seven-point scale varying from very well to not at all. A
high score (maximum=16) 1indicated a positive
self-evaluation (Cronbach a =.77).

Students were required to indicate which of the four
language levels in each language skill best applied to
their current knowledge of English. Then they were asked to
rate how well they could perform in the level they
selected.

When the quiestionnaires were gathered, it was found
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that most of the respondents had only indicated the
language level that described their competence and did not
use the ratings below each level. Those of the subjects who
rated their achievement in the language- levels had chosen
the highest value i.e. very well. Because the number and
the distribution of the ratings was inadequate, the
researcher could not account for the variation in the
seven-point scale in the analysis. Thug, the data were
coded as follows: Intermedate level=1, First Certificate=2,
Pre-proficiency=3, Proficiency and Diploma=4. Thus, a
student could have anyone of the scores "1" to "4" on each
of the 4 language skills. The scores could in principal

range from 4 to 16.

5.3.1. Predictor Variables

The first section of the questionnaire including
attitudinal and motivational measures as well as measures
of the students’ length of residence, intended length of
residence, prior achievement, frequency of socialization
and contact formed the independent variables of the study,

used to predict achievement in the criteria.

5.3.2. Criterion Variables

The dependent variable in this study was achievement
in the four language skills. Self-assessment scales
including performance based statements were used. The
scales of the self-rating section aimed to test the

communicative competence of the subjects i.e. their
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intuitive knowledge of social, functional, and contextual
features of the language (Brumfit and Johnson, 1979) or
more simply the ability to interact in the language.
(Canale and Swain, 1980).

The self-rating test was used for a variety of
reasons. Firstly, the language was being learned in a
natural acquisition context and consequently, there was no
teacher to make the assessment. The researcher, in this
case, had to rely on the students’ self perceptions of
competence, defined globally in terms of being able to
speak, write, read, etc.

Secondly, the existence of numerous language tests
used in various studies such as the MLA Foreign Language
Proficiency Test for Teachers and Advanced Students were
not considered to have high 1level of face or content
validity, as representative of the kinds of language use
tasks. that the examinee would be expected to encounter in
real life situations. (Clark, 1981).

Thirdly, the commonly accepted Proficiency Test set by
the University of Cambridge requires a minimum of 5 hours
to complete and the respondents could not devote so much
time to the investigator. Although it should be borne in
nind that criterion variables based upon self-assessements
might not be as rigorous as more objective measures, the
items used in the test, differing in degree of difficulty
and complexity, were proposed by the Foreign Service
Institute and the Council of Europe (Clark,1981; Trim,

1978) and were regarded as appropriate measures of
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proficiency not only for their high level of content
validity but also because of their effective prior use in
other studies (Carroll, 1967).

The four language proficiency scales were divided
into: 1) elementary proficiency 2) 1limited working
proficiency 3) minimum professional proficiency 4) full
professional proficiency and 5) native like proficiency.
Elementary proficiency was excluded from the test because
the students were required to have at least limited working
proficiency in order to undertake any studies in Britain.
The test was also checked for content validity with the
Department of Languages and Linguistics at Kent where the

researcher consulted a professional on language testing.

5.4 Internal Consistency Reliability

The gquestionnaire was tested for clarity and
comprehension in two pilot studies using samples of 10
students each, not included in the main phase. A few
nodifications were made in the attitude toward English
speaking people scale, so as students were not confused by
many attributes together. For instance, Gardner's
statement: "French people are very sociable, warmhearted
and creative™ had to be separated, since the students
commented that they might agree with the first two
attributes, but not with the third one or vice versa. Then,
reliability checks were performed to estimate the internal

consistency of the resulting questionnaire items.
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5,5 Data Collection Procedures

Administration of the questionnaire took place in the
students’ houses on campus by the researcher who assured
the students that any sort of information provided would
remain anonymous and would be treated with the utmost
confidentiality. The instructions were explained thoroughly
and it was specified that although it was important to the
research goals that the questionnaire was fully completed,
the respondents should feel free to omit any items they
felt they could not or did not want to answer.

Envelopes with the researcher’s name and address were
provided so that the questionnaire was returned after
completion. The response rate was excellent (100%) and the

questionnaires were filled out in full.

5.6 Hypotheses

In the light of the results of the studies discussed
in Chapter 3 and the theories of language acquisition
analysed in chapter 4 (Schumann, 1978 a; 1978b; Krashen
1981; 1982; 1986; Clement, 1980 etc.) the following
hypotheses were formulated to guide the current
investigation:
l. It is hypothesized that the students’ attitudinal and
mtivational characteristics (attitudes towards the target
lanquage culture and community, integrative orientation,
motivational intensity) will be significant predictors of
achievement in the second language.

2. It is hypothesized that the students’ intended length of
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residence would also predict achievement in the L,.
3, It is hypothesized that the amount of volitional
interethnic contact would be a predictor of success in the

target language.

5.7 Statistical Analysis and Interpretation of the Results

The aforestated hypotheses were tested by using the
SPSS programme (Statistical Package for the Social
Sciences). The analysis technique used was stepwise
mltiple regression using AH2 (achievement in the speaking
skill and then ACHM, the mean score on all self-rating
assessments), as the criterion variable.

The aim of the stepwise regression was to select that
combination of attitudinal/motivational and demograéhic
variables that provide the best explanation for the
variability in the dependent variable. At each step, one
variable is being selected and added to the combination.
The variable that explains the greatest percentage of the
variance is picked out first and then the variable that
makes the next largest contribution is added. The computer
eventually reaches a point when the inclusion of additional
variables is not possible since they do not increase the
explained variance significantly.

Since the hypotheses were concerned with prediction
and aimed to explain the variance in achievement and as
long as the correlations between the independent variables
were not high (not above .70 Brown, 1990:149) all the

neasures were used as predictors. The results of the
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analysis are presented in table 5.1.

Table 5.1 Stepwise multiple regression of affective and

environmental variables predicting achievement in spoken

English

Variables in order |Multiple R R? Beta p
of importance

prior achievement .52 .25 .33 .0001
MI4 .64 .39 .20 .001
114 .69 .45 .43 .01
MI3 .75 .53 .51 .01
AC6 .79 .59 .29 .01

variable names : see appendix A.

Surprisingly, the analysis showed that the students’
level in English before coming to Britain makes the
greatest contribution to achievement in spoken English
accounting for 25% of the variance. Adding the students’
effort to improve their English by consciously correcting
their mistakes to the equation, the amount of variance
accounted for by the predictor variables is 39%. The next
important variable was the students’ desire to learn
English in order to integrate with the English speaking
community, which added 6% to the explained variance. The
variable that was selected next was the students’ attempt
to improve their spoken English contributing 8% to the
criterion variation. When the variable "the more I live in
this country and get to know English people, the more I
want to learn their language” entered the equation the
overall variance in the dependent variable was 59%.

The students’ amount of contact with the target
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language group and the variable measuring their intended
length of residence failed to enter the equation. Thus, the
hypotheses concerning the role of interethnic contact and
the desire to stay in the foreign country in achievement in
the spoken form of the language has to be rejected.

As regards the assumption about attitudinal and
mtivational variables, a rather small number of variables
accounted for the variation in English oral proficiency.
However, these variables can be considered significant in
that they reflect the students’ conscious effort to
acquire lanquage, their desire to become members of the
English speaking community and their appreciation of the
country and its residents. Therefore, this hypothesis can
be partly accepted.

Initial achievement was found to have the strongest
positive effect on subsequent achievement probably because
the students who are initially successful can more easily
generalize to new learning. It could also be that prior
achievement reduces the levels of anxiety and makes the
learner feel more confident when encountering new language
contexts. (Gardner, Lalonde and Pierson 1983).

The data were further analyzed by performing a second
stepwise multiple regression using the mean score of
achievement in the four basic skills as the criterion
variable. As shown in table 5.2 the analysis yielded

somewhat similar results.
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rable 5.2 Stepwise regression of achievement in English

Variables Multiple R R2 Beta P
in equation

initial achievement .49 .23 .28 .01
MI4 .61 .34 .42 .001
AC6 .69 .45 .35 .01

variable names : see appendix A

Initial achievement is again found to be a significant
positive predictor of the final achievement in the four
language skills, though it explains less of the variance
(23%). The students conscious effort to enhance their
proficiency and their desire to study English because of an
appreciation of the people resulting form their stay abroad
were also found to be predictors of success. The equation
explained 45 percent of the variance in the students’
achievement.

Contact with the other group and desire to stay in the
country were not predictors of Proficiency. Therefore, the
relevant hypotheses have to be rejected. Attitudinal and
mtivational variables had but very little effect too. It
can then be said that achievement in English as measured by
self-ratings of proficiency in the four language skills can
hardly be predicted by attitudes and motivation.

The independent variables in this equation explained
less of the variance in the dependent variable than the
variables in the previous equation, probably implying that
in contexts of acquisition attitudinal and motivational

neasures are more implicated in oral proficiency than in
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written proficiency.

Although it is difficult to compare these results with
the findings of other studies because the variables have
not been investigated in a similar context, it could be
suggested that they offer partial support to Burstall et
al.'s (1974) proposal that nothing succeeds like success.
Gardner, Lalonde and Pierson (1983) also found that prior
achievement influences final achievement. It seems that the
subjects in this study were already competent enough in
English and their already acquired proficiency was enhanced
because of environmental factors such as their long term
exposure to authentic lanquage situations, which assisted
them in going through the paths of language learning more
easily.

Despite the fact that few motivational variables were
found to be important factors in the acquisition of a
second language, it seems that in groups of adult
university students who are generally well motivated, there
are other variables that are influential and require
investigation. Svanes (1987) suggests that cultural
distance is a predictor of second language proficiency.

It is suggested that the study is replicated with more
students and more variables so that possible causal
functions are unravelled and more generalized conclusions
can be reached. 1In addition, future research should
concentrate on the speaking skill again, investigating
aspects of pronunciation, stress and rhythm i.e. prosodic

features which require close contact and constant
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observation of the way native speakers use the language,
plus desire to do so. This, however, will require
assessments from teachers who are native speakers of
English -something impossible for the present study- so
that the possible effects of social desirability on the

part of the students are eliminated.
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CHAPTER 6

6. DESCRIPTION AND ANALYSIS OF THE STUDY CONDUCTED IN

GREECE

6.1. Introduction

The theoretical chapters of the thesis have pinpointed
that the social and cultural contexts of the studies can
drastically influence the nature of the role played by
affective variables. Also, the strength of the association
between motivation and achievement was found to fluctuate
according to the setting of the research.

With the realization that these differences exist,
this study was designed in a different monolingual social
setting in Europe to investigate how attitudinal and .
motivational variables are related to attained proficiency
in the foreign language and how these variables are related
to certain demographic variables such as sex and
socio-economic class.

The present investigation was guided by the following

hypotheses :

l. There will be a positive association between the
various attitudinal and motivational measures and
achievement in English.

2. The students’ integrative orientation would be a

better predictor of success than the instrumental
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orientation.

3. In the Greek socio-educational context of foreign
lanquage learning, educational attitudes would be better

predictors of achievement than social attitudes.

4. There would be no significant difference in
attitudes, motivation and achievement in the subjects

between boys and girls.

5. Students will differ significantly in their
attitudes, motivation and achievement according to their

soclo~economic status.

6. There would be a significant, positive relationship
between perceived parental encouragement and motivational

intensity.

We shall now turn to a description of the sample, the
rethodology used to collect data for this study as well as

the analysis and discussion of the findings.

6.2. The Sample

The sample, consisting of 470 students in total was
drawn from nine private schools in Athens. Since more than
1/3 of the country’s population resides in Athens, it can
be said that it reflects the economic and cultural mosaic

of urban Greece.
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The language groups are homogeneous since, depending
on their command of the language, learners are placed into
beginner, pre-intermediate, intermediate, First Certificate
and Proficiency classes. Students were receiving formal
training in the classroom by means of course books and
activities based on role-play, sketches, short stories,
puzzles etc. All of them were heading towards the
obtainment of one of the recognized degrees (Palso, the
(ambridge First Certificate in English and the Proficiency
of Cambridge). Therefore, it can be said that most of the
language material used was uniform.

The language schools were randomly selected from the
low income, middle income and high income areas of Athens
so that the variable concerning the subjects’
socio-economic level could be accounted for.

In more detail, the sample was composed of 215 male
students (45.7%) and 225 female students (54.3%) aged
between 13 and 17 years (mean age 15).

The subjects belonged to the third, fourth, fifth and
sixth grades corresponding to the pre-intermediate and
intermediate levels, First Certificate, and Proficiency
level. The grade levels were recoded into grades 1, 2 and 3
as presented in the table below.

Grade 3 comprised a rather small subgroup because
students either do not have the opportunity to study
English up to the level of Proficiency, or they have no
interest in enhancing their knowledge of English after they

obtain the First Certificate, or even the heavy burden of
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Table 6.1. Grade level distribution

Grade Frequency %
1 153 32.6
2 253 53.8
3 64 13.6

the Greek curriculum does not allow them to enroll in
Proficiency classes.

The majority of the survey population were Hellenic
people (96.8%) and only a small number were not of Greek
origin (3.2%). However, they were included in the sample,
since they were not of English origin either.

As regards the socioeconomic status of the respondents
17.3% belonged to high income families (professional
occupations), 21.9% to intermediate level of occupation,
26.8% to skilled, non-manual level, 16.8% to skilled-manual
level of occupation, while 17.2% belonged to unskilled
level of occupation i.e. families of very low income.

About 60% of the students reported that their parents’
competence in English was rather limited implying that they
vere not likely to receive active support from them, in the
sense of correcting mistakes, or monitoring performance.

More than half of the students reported that they do
not speak any other languages (52%), while about 1/3 of
them were studying French as well (32%). About 29% of the
students reported that they had no interest in learning

another language, while 39% indicated that if given the
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opportunity they would study one of the economically
powerful languages of the E.E.C. It can be argued that
quite a number of students indicated a general interest in
foreign language learning.

Although one’s career aspirations are somewhat vague
at the age of 15, about 50% of the entire sample head
towards skilled, non-manual occupations which could be
indicative of their need to learn a foreign language.

73% of the participants attributed their success in
English to a combination of factors, namely their own
striving, their teachers’ qualifications -since the teacher
is the prime user of the language- and the parents’
support. Such responses place emphasis on the three potent
variables involved in language achievement : the étudent,

the parent and the teacher.

6.3 The Attitude / Motivation Questionnaire

The questionnaire utilized in this investigation was
based on Gardner’s questionnaire (1985) with certain
consequential adjustments made in the attitude and
motivation scales, initially developed for Canadian
students studying French, so that it could account for the
new sociolinguistic context of the study. As Gardner and
Smythe (1981) point out, simple translations or changes of
the wording of some items can be done, provided the
resultant new items are meaningful. Thus, the adjustments,
besides other things, included the omission or addition of

some items from the different scales. Items such as "The
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French Canadian heritage 1is an important part of our
canadian identity" were dropped and new items reflecting
the Greek students’ utilitarian reasons for studying
English were addeéd to the Instrumental Orientation scale.

The questionnaire included the following sections :
(see appendix B).

1) Demographic variables

a. Sex. This variable tested if boys and girls differ
significantly in their attitudes, motivation and
achievement. Male respondents were coded as 1 and female
respondents as 2.

b. School and grade attended. These variables were
used to check against any effect of different school
environments and grades.

c. Students’ age and number of years they were
receiving instruction in English.

d. Place of birth.

e. Students’ perceptions of both their parents’
command in English. This was assessed by a five-point
neasure ranging from very good command (coded as 5) to no
knowledge at all. (coded as 1).

f. Interest in Foreign Languages. Students had to
indicate whether they had an interest and intend to pursue
the study of another language.

g. Attribution. Students were asked to indicate the
causes of their success in English.

h. Career Aspirations. This item intended to test

whether the students had high career aspirations which
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night be closely related to their desire to study English.

i. Socio-economic class. Parental occupation was the
factor that determined the socio-economic strata individual
students belonged to. The General Classification registrar
was used to classify the parent jobs into : 1. Unskilled,
2. Partly skilled, 3. Skilled manual, 4. Skilled
non-manual, 5. Intermediate, 6. Professional.

The item format of a substantial part of the
instrument included the Likert (1932) technique or the
semantic differential (Osgood et al. 1957) procedure.

Integrative Orientation. Five positively worded items
comprised this scale, emphasizing the importance of
learning English to facilitate interaction with English or
more and varied people and to enable themselves to
understand and appreciate the cultural experiences of the
English community. The students were asked to indicate
along a 7-point scale their feelings about each statement.
The scale ranged from "Strongly Agree" to "Strongly
Disagree”. A high score (maximum=35) indicates that the
students endorsed integrative reasons for studying English.
(Cronbach a=0.89).

Instrumental Orientation. This scale consisted of
seven statements referring to the pragmatic reasons the
students have to master the language. Such reasons were: to
broaden one’s outlook, get ahead in their occupation,
obtain the necessary language qualifications etc. Related
to the instrumental approach was a single item referring to

the students’ need to have a successful career and hence
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good command of English. This scale, as certain attitude
scales, included an open-ending question where the students
could indicate any other reasons they had to learn English
(Cronbach a=0.76).

Attitudes towards English speaking people. This

measure consisted of four positively worded and three
negatively worded items about English people. For all
positive attributes answers indicating the subjects’ strong
agreement were coded as 7 and answers indicating their
strong disagreement were coded as 1, whereas for all
nejatively worded items the students’ strong disagreement
was coded as 7 and strong agreement as 1. A high score
(maximum=49) indicates a favourable attitude. (Cromnbach
a=0.87).

Attitudes toward learning English. This scale
consisted of four positively worded and four negatively
worded items. Subjects had to indicate their feelings about
studying and speaking the language, about their intention
to learn as much English as possible etc. A high score
(maximum=56) reflects a favourable attitude towards
learning English. (Cronbach a=0.86).

Xenophobia. A two item measure was used to test
vhether there was any sort of contrast between the
students’ own and the target language. A high score
(maximum=14) reflected some kind of harmony in the use of
the two languages.

Parental Encouragement. This scale tested the amount

of support learners received from their parents. A high
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score (maximum=56) indicates that the students’ efforts to
study English were supported by their parents. (Cronbach
a=0.87).

The scale was followed by a single item measure
testing the participants’ reaction to the parental
encouragement they received.

General Orientation. This measure which included two
items was incorporated in the study, since in the pilot
phase of the guestionnaire design certain students
indicated that they were studying English because of their
parents’ pressure or because it was a compulsory subject in
the school curriculum.

Motivational Intensity. This test consisted of 7
miltiple choice items designed to ascertain how much work
in terms of langquage classroom assignments, willingness to
actively participate in the language learning process etc.
the student does in and out of the EFL class. A high score
(maximum=21) on this scale represents a self-report of a
high degree of effort spent in learning the L,. (Cronbach
a=0.86).

Desire to learn English. Six multiple choice items
evaluating the desirability of learning English made up
this scale. A high score (maximum=18) is indicative of the
students’ strong desire to learn the language. This scale
differs from the Motivational Intensity scale in that it
attempts to index the degree to which learners report to
want to learn English, whereas the former scale measures

the actual amount of effort spent. (Cronbach a=0.87).
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English Teacher Evaluation. The concept "My English

Teacher" was rated on 7 semantic differential measures
aiming to determine the students’ ideas and impressions
about the English teacher. A high score (maximum=49) is
indicative of the subjects’ positive attitudes towards the
teacher. (Cronbach a=0.89).

English Course Evaluation. The concept "My English
Course” was rated on 5 semantic differential measures. A
high score (maximum=35) reflects a favourable attitude

toward the foreign language course. (Cronbach a=0.85).

6.4 Criterion Measures

The dependent variable was oral performance spanning
the entire year and the written score on the final revision
test :

Grades in English. This variable consisted of two
nmeasures : a) teachers’ assessment of the students’
achievement throughout the school year based on classroom
participation and homework completion, and b) scores on the
official revision tests taken in mid January and June.

The mean score of the two tests was given to the
researcher. The assessment is done on a twenty-point scale.
A score below 10 indicates failure in the exam, a score
10-12 indicates low achievement, while a score between
13-15 is indicative of an average performance. If the score
varies between 15-17, it means that the students’
performance is very good, while a mark of 18-20 is obtained

by excellent students.
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¢.4.1 Vvalidity of the criterion measures

For an achievement test to be valid, it has to measure
the quality it is designed to test. (Brown, 1990).

Content Validity. Content validity refers to the
degree to which a test seems to be doing the job for which
it is designed (Gordon, 1980). In this study, content
validity of the written tests is the extent to which their
content constitutes a representative sample of items
designated as among the goals and objectives of instruction
in English in the language schools in Greece. It is also
posited that content wvalidity is a matter of expert
judgment, meaning that the evaluation of the merits of a
test lies ultimately upon the judgment of the experienced
teacher who designs it.

Statistical Validity. It refers to the statistical
relationship of a test with some other measures such as
another test, school grades, or teachers’ ratings. The
statistical validity of the achievement tests in this study
was checked by calculating the correlation coefficients of
the score on the written test and the teacher awarded
marks. The correlation coefficient was quite high (r=0.90
at the p<.01 level of significance) implying that the score
on the written exam reflects the teachers’ evaluations of

the students’ performance spanning the entire year.

6.5. Suitability and comprehension of the questionnaire

neasures

The internal consistency of the items of the
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questionnaire was tested and the coefficients have already
been reported. Apart from that, a pilot in-depth study of
20 students was done to test the suitability and
comprehension of the items to the participants. To this
end, the researcher discussed every item of Gardner’s
questionnaire and requested that the students commented on
the instrument and particularly on those measures that they
considered irrelevant to their own attitudes and
notivation.

The students were provided with certain open-ending
questions about their reasons for learning_English and
attitudes towards it, to enable the researcher to possibly
include any items that the instrument had not accounted
for. The measures were also discussed with a number of
expert teachers who commented on their clarity and
appropriacy. The refined instrument was translated in the
students’ mother tongue. A bilingual Greek teacher of
English was then asked to translate the Greek version of
the questionnaire into English to check whether there was
any divergence between the English and the resultant Greek
instrument. The differences that arose were dealt
appropriately. A small number of students were timed so
that the investigator could be aware of the time that had

to be made available to her. (about half an hour).
6.6. Procedures

The researcher established contact with the school

athorities to whom she explained the aims of the study,
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presented the questionnaire and specified the age and level
groups she desired.

Admission to schools was fairly easy. The only
question raised was that of time, since the teaching
timetables were strict and the authorities were concerned
about possible disruptions. It was agreed that the first
half of the teaching session, a time spent on checking the
students’ homework, was devoted to the completion of the
questionnaire. After acceptance to schools was gained, a
time for the administration was arranged which was to the
convenience of the school authorities.

The questionnaires were administered by the researcher
during regular classes. The face sheet of the
questionnaire, which included the instructions was read
aloud to the students. The importance attributed to
confidentiality was stressed and the subjects were ensured
that anonymity would be preserved despite the fact that
they had to indicate their names. It was explained that the
names were needed so that the teacher could give the
students’ marks and that they would be deleted immediately
after the data were coded.

The respondents were required to give as frank and
accurate answers as possible and were told that there were
no correct or incorrect responses. It was hoped that this
would discard any subject or researcher expectancy.

As already indicated, at the end of the school year
the teachers gave the achievement scores and arranged the

dates when the students’ parents could be met for the

250



interview schedules.

6.7 Data Analysis

The SPSSX programme was used for the analysis of the
data and the major analysis techniques used to yield the
necessary statistical information are the following :

1. Descriptive statistics were examined to determine
the consistency of the data.

2. The frequencies of responses were computed to
indicate the percentage of the responses.

3. Correlation coefficients were computed to yield the
relationship between the predictor and criterion variables.

4. Multiple regression analysis was used to predict
the variance on the dependent variable.

5. Students’ t-tests between independent means were
used for attitudinal/motivational variables and achievement
scores to determine the possible effect of sex differences
on the aforestated variables.

6. A series of one-way ANOVA was performed to
determine the relationship between attitudinal/motivational
characteristics and achievement and the students’
socio-economic class.

The level of significance was set at the .01 level.

§.8. Presentation of the findings
It is acknowledged that attitudes, motivation and
proficiency can be influenced by a number of factors such

as age, sex, prior knowledge and experience and it is
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necessary to control for as many of those factors as
possible.. (Gardner and Smythe, 1975a; Gardner, 1985).
analyzing data as if everyone in the sample is the same
night obscure the relationship that would clearly emerge if
the groups were analyzed separately. (Skehan, 1989).

The sample comprised students of different grades
(pre-intemediate and intermediate, First Certificate and
pre-proficiency or proficiency). To examine whether the
independent variables vary according to different grade
levels, a series of analyses of variance was performed on

the composite score of the scales.

Table 6.2. Grade differences on the composite score of

integrative orientation

Grades N SD SE Mean F value P value
Grade 1 153 1.55 1261 4.49
Grade 2 253 1.33 084 5.06 14.416 000***
Grade 3 64 1.21 1522 5.53

*x* p<000

Table 6.3. Grade differences on the composite score of

instrumental orientation

Grades N SD SE Mean F value P value
1 153 1.30 1057 4.83
2 253 94 0594 5.27 8.61 0002***
3 64 92 1153 5.24
+** p<000
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Table 6.4. Grade differences on the composite score of

attitudes toward English people

Grades N SD SE Mean F value P value
1 153 1.27 1031 4.64
2 253 1.11 0699 4.75 2.929 0544
3 64 1.04 1309 5.05

Table 6.5. Grade Differences on the composite score of

attitudes toward learning English

Grades N SD SE Mean F value P value
1 153 1.73 1401 4.44
2 253 1.43 0899 5.24 22.977 0000***
3 64 1.11 1399 5.82
*** p<000

Table 6.6. Grade differences on the composite score of

perceived parental support

Grades N SD SE Mean F value P value
1 153 1.50 1216 4.55
2 253 1.11 0700 5.18 16.64 0000***
3 64 98 1232 5.42
x** p<0000
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Table 6.7. Grade differences on the composite score of

motivational intensity

Grades N SD SE Mean F value P value
1 153 59 0479 2.04
2 253 50 0320 2.27 17.58 0000***
3 64 43 0542 2.47
**x p<000

Table 6.8. Grade differences on the composite score of

desire to learn English

Grades N SD SE Mean F value P value
1 153 54 0443 2.00
2 253 47 0297 2.24 23.91 0000***
3 64 37 0463 2.47
*%% p<000

Table 6.9. Grade differences on the composite score of

attitudes toward the course

Grades N SD SE Mean F value P value
1 153 1.71 1386 4.70
2 253 1.33 0842 5.26 19.36 0000™**
3 64 91 1141 6.00
*** p<000
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Table 6.10. Grade differences on the composite score

of attitudes toward the English teacher

Grades N SD SE Mean F value P value
1 153 1.26 1024 4.79
2 253 1.13 0714 5.12 20.02 0000™**
3 64 83 1049 5.87
*** p<000

The tables above show that the students’ mean score on
the attitudinal and motivational scales vary significantly
according to different grade levels. The composition of the
sample, therefore, is not homogeneous and the hypotheses

have to be tested on each grade separately.

6.8.1. Grade 1

Grade 1 was composed of 153 students drawn from the 9
schools participating in the study. The average age was 14.
The students had been studying English for about four and a
half years and had acquired, at best, 1limited working
proficiency. Most of them acknowledged the importance of
English for their future careers and indicated that a good
job was important to them. They also stressed the
communicative value of language learning and only 10%
admitted that they were forced to study English by their
family or school. This possibly suggests that the two
measures classified as general orientation do not reflect
the students’ orientations. An encouraging finding was that
88¢ of the young learners felt that by using English there

vas no fear of losing their ethnic identity and
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surrendering into a new culture. Of course, such a result
was expected since in the broad socio-cultural environment
of the learners there was no threat of assimilation.
Moreover, 95% of the respondents in that grade valued
the support they received from the home environment thus,
pinpointing that the parents’ role in foreign language

learning has to be accounted for.

6.8.2. Grade 2

The second grade comprised 253 students at the First
Certificate level whose average age was 15 years. They were
selected from all the nine schools taking part in the study
and had already studied English for about six to seven
years. The frequency of their responses on =xenophobia,
parental support and general orientation were comparable to

those of grade 1 students.

6.8.3. Grade 3

64 individuals at the age of 16-17 years enrolled in
grade 3 to develop full professional proficiency. They had
been studying English for approximately 8 years and had
also started preparing for the University Entrance Exam.
This can account for the fact that they comprised the
smallest of the three groups. Their scores on the measures
about need achievement, xenophobia and unclassified
orientations did not differ considerably from the scores of

the students belonging to the other groups.
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6.9. Hypothesis 1

It is hypothesized that there will be a positive
association between the various attitudinal and
motivational measures and achievement in English.

To test this hypothesis correlations were measured to
determine the strength and the direction of the
relationship between the predictor and criterion variables.
As Gardner (1985) points out, in studies of the affective
domain it is meaningful to focus attention directly on the
correlations of each variable with the criterion. These
correlations constitute clear measures of linear
association and as long as the measures used are reliable,
their interpretation is staightforward. Since the students~’
performance in spoken and written English was highly and
significantly intercorrelated (see section 6.4.1.) the mean
score of the two achievement measures was used as the

criterion variable.

Table 6.11. Pearson Product Moment Correlation Coefficients
computed among the integrative orientation

measures and English proficiency

Grade 1 Grade 2 Grade 3

Perfo M Perfo M Perfo M
Nl «60** eT1*x «T0**
m2 .55%%* 64 ** N EL
w3 .45%* .55%** «56%**
w4 «H1** L46%* «54**
105 554 .45% .40%
¥ p<.01 * p<.05

variable names : see appendix B
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As it is shown in the correlation matrix, all measures
comprising the integrative orientation scale correlate
positively and significantly with the students’ performance
in all the grades. There is some variation concéerning the
individuals’ scores on certain motivational measures
amongst the different grade levels (IOl, IO2), indicating
that the more proficient students valued the importance of
English for communicative purposes more than the
intermediate level ones. These results lend support to most
of the existing research in Canada by Gardner, Lambert and
their associates. (Gardner and Lambert, 1959; Gardner,
1960, Lambert, Gardner, Burik and Tunstall, 1963; Gardner,
1966, Feenstra, 1968, Clement Gardner and Smythe, 1977a,
Clement, Major, Gardner and Smythe, 1977; Clement, Smythe,
Gardner, 1978; Gardner, Smythe and Clement 1979; Clement et
al., 1980; Gordon, 1980; Gliksman, 1981; Gardner and
Smythe, 1982; Gardner et al.1985.).

Therefore, it can be argqued that an integrative
orientation can be implicated in foreign language learning

in a monolingual and monocultural context.
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Table 6.12. P.P.M.C. coefficients computed among the
concerned instrumental orientation

measures and the criterion.

Grade 1 Grade 2 Grade 3
Perfo M Perfo M Perfo M
Ny 52%* LA4%% L23%
IN, 38 x «11* -.12
INg «38*x* L2277 *% L21*
INy e 21%% L12%* .33%
INg «26%* -.09 -.012
INg e 33%x 26%* .08
IN4 «S6** c40%* .15
N=153 N=253 N=64
** p<,01 * p<.05

variable names : see appendix B

Achievement in English seems to be positively and
significantly related with instrumental reasons (r varying
between .56 and .21) for the intermediate level students,
vhereas this orientation seems to decline for the more
advanced students. It could be that when the students
initially approach the language learning situation, they
are equipped with certain orientations concerning the
practical value of language learning which might change in
the course of their education, when they develop their own

attitudes and feelings and a more critical thinking. A
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student commented that "when I first started, I simply did
it to please my parents, but now I do it because I like it
and I am interested in it".

The results of the first grade students are similar to
the ones reported by Gardner and Santos (1970); Gardner and
Lambert, (1972); Lukmani, (1972); Cooper and Fishman,
(1977); Pierson, Fu and Lee, (1980); Hague, (1989) and
mostly to the results of the Asian studies. Therefore, this

hypothesis may be deemed to have been partially confirmed.

Table 6.13. P.P.M.C. coefficients computed among
measures on attitudes toward the language

speaking people and achievement in English

Grade 1 Grade 2 Grade 3

Perfo M Perfo M Perfo M
EP, 4 2%x* .38xx s51*x*
EP, 42%x* . «36%x% «39%*
EP4 cq1x* e2]1%xx% «26%*
EP, c36** «30%* o4 1**
EPg 4T ** e 39%* c43%*
EPg . 38** «32%% «36%*
EP, s43%* c46%x* J40**

N=153 N=253 N=64

x* p<.0l  * p<.05

variable names : see appendix B

These results can be compared to the ones found in the
Canadian studies reported above as well as certain studies
conducted in America, Gardner and Lambert (1972), Bartley

(1970), Spolsky (1969), Oller, Hudson and Liu (1977),

260



0ller, Baca and Vigil (1977), Gordon (1980) and Lee (1980)
in Korea.

The findings of this study, though positive and
significant, seem to fluctuate in the three grade levels in
a way difficult to interpret. There is a moderate positive
relationship between attitudes towards the foreign language
people and performance amongst the Grade 1 students, which
decreases for grade 2 and again slightly increases for the
advanced students. It could be alleged that enthusiasm and
positive attitudes can wear thin for the majority of the
students who are about to complete their studies (First
Certificate level) because of the hard task imposed on them
and can increase again amongst those people who have strong
incentives to acquire near-native proficiency and express

positive attitudes toward the L, group.

Table 6.14. P.P.M.C. coefficients computed among
attitudes toward learning English and the

dependent variable

Grade 1 Grade 2 Grade 3
Perfo M Perfo M Perfo M
ELy .59 %* 67 ** c69x*
ELy .55%* s65%* .58**
EL4 LGLx* T4x* «56%*
ELy J51** .58%%* .25*
ELg LB2x* cT6** e57*x
ELg 5T ** e T2%* 64 xx
EL4 L50%** 5T ** «35%%
ELg LB1x* L75** .63%
N=153 N=253 N=64
** p<.01 * p<.05

variable names : see appendix B
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Attitudes toward learning the English language
correlated with achievement in English for all grades, r
being quite high for most of the variables measuring this
concept. Thus, in the formal language teaching setting,
educationally related attitudes are more salient and have a
strong impact on achievement. The classroom environment
possibly acts as a motivational impetus and can foster
strong attitudes in the langquage learners.

Similar findings have been reported as early as in
1940 (Jordan), Jones (1950) who demonstrated that attitudes
to language learning are implicated in achievement more
than it is true for other subject areas. This offers
support to Gardner’s contention (1985) that the language
subject is unique in the school curriculum and unlike other
culturally neutral subjects it incorporates learning
elements and behaviours of another group which the learner
has to be in harmony with.

Neidt and Hedlund (1967) offered support to these
findings in the University context, while Randhawa and
Korpan (1973), Gardner and Smythe (1975a), Pierson et al.
(1980), Gardner et al. (1985) and Haque (1989) demonstrated

this relationship in the secondary school context.
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Table 6.15. P.P.M.C. coefficients computed among
motivational intensity measures and

the criterion

Grade 1 Grade 2 Grade 3

Pefro M Perfo M Perfo M
MI4 .58*x* T 3%* «T9**
MIg 59%* LAY LT 2%
MI3 «60** cTO** .75%%
M1y 64 %* .68%x LT3 %%
MIg .56** e T 1k .66**
MIg 4T x* «32%% .15
MI4 «39%* 48*x* .29 %%

N=153 N=253 N=64

** p<.01 * p<05
variable names : see appendix B

The results indicate that students who are high in
achievement in English expend more effort in the task of
learning a foreign language by actively thinking of what
they are taught in the English class, by asking the teacher
for possible misunderstandings, volunteering answers as
mch as possible and trying to make use of the opportunity
to practise their English outside the classroom.

It is shown that students’ orientations tended to
correlate significantly with achievement. It is evident
that the good 1language learner seems to have high
mtivation to communicate, no matter where s/he is, and

takes and creates opportunities, to practise what he has

263



learned and does not neglect to ask what the teacher can do
to help matters on. Thus, the subjects in this study are
shown to be integratively oriented, to have favourable
attitudes to the language learning task, and group
involved, demonstrate goal directed behaviour and all these
are found to be related to achievement. We shall now
investigate the link between the students’ desire to study
the foreign language and their attained proficiency,in
order to fully represent the two emotional aspects of

motivated behawviour.

Table 6.16 P.P.M.C. coefficients computed among the
concerned measures of the students’ desire to learn English

and achievement.

Grade 1 Grade 2 Grade 3
Perfo M Perfo M Perfo M
Delel 45%% .54%** c49%*
Dele2 c40%* 43k «35%%*
Dele3 . 38** .50%** .18
Deled L60** T 2% % cT1**
Dele5 JE1x* 7O ** T5**
Deleb JS51x* e T2%* .50**
N=153 N=253 N=64
*%*p<.01 *p<.05

variable names : see appendix B

As shown in table (6.11) the association is positive
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and significant for the three grades with the exception of
the measure concerning the individual’s desire to receive
instruction in their source language (r=.18 non-significant
for the third grade) possibly showing that the advanced
level students can see their progress as independent of the
teachers’ method. The same group presents a high
correlation (r=.75 significant) on the item measuring their
volitional behaviour, i.e. their strong will to take
English. The hypothesis is deemed to have been accepted.
Apart from the general attitudes toward the other
group, another set of variables reflecting their students’
positive evaluations of more specific attitude objects such
as the language course and tutor. Tables (6.17) and 96.18)
present the correlations between attained proficiency and

course related attitudes.

Table 6.17 P.P.M.C. coefficients computed among the

concerned predictor and criterion variables.

Grade 1 Grade 2 Grade 3
Perfo M Perfo M Perfo M
ECOl .61** e 11** 57%*
ECO2 .57%* .68%% L27%
ECO3 .61** c69** 4T xx
ECO4 .59** ST3** cT 2%
ECO5 .58%** LT 8** 61k
N=153 N=253 N=64
**p<.01 *p<.05

variable names : see appendix B
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Table 6.18 P.P.M.C. coefficients computed among the

students’ attitudes towards the teacher and achievement.

Grade 1 Grade 2 Grade 3
Perfo M Perfo M Perfo M
ETEL .56** 67 %% «30**
ETE2 57 %% . 68** 21%*
ETE3 .54 %% c66** « 34 %%
ETE4 .4Q0%** 49%* 45%*
ETES .48%%* 59%* .19
ETE6 .53 %% c70%* S56%*
ETE7T .52%%* T3 *x .65%*
N=153 N=253 N=64
**p<,01 *p<.05

variable names : see appendix B

As it 1is evident from the tables above, the
correlations between attained proficiency in English and
the students’ evaluative reactions to the 1learning
situation are high and significant for the three groups and
in particular for the groups at the intermediate and first
certificate level. The correlations are lower for the
advanced group, especially as regards their evaluative
reactions to the English tutor, which indicates that there
are developmental changes 1in the degree attitudes are
implicated in achievement. The hypothesis, therefore, is
deemed to be accepted.

More specifically, for the first and second grades,
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students who consider the teachers to be agreeable,
interesting and competent in their job score higher on the
achievement test. Similarly, those who evaluate the foreign
language course as interesting, important, rewarding and
useful are shown to be higher achievers than the ones with
less favourable attitudes. Similar findings have been
presented by Jordan (1941), Jones (1950a), Burstall (1970),
Naiman et al. (1978), Gordon (1980), Gardner (1985) and
Haque (1989).

The fact that there is a positive association between
the course tutor and language proficiency may suggest that
the teachers can play a vital role in the FL classroom.
They can be viewed as representing the other language
group and can possibly do a lot to awake positive attitudes
to the target language and group even in cases in which the
students’ initial attitudes are negative.

The magnitude of the correlations reported above tend
to be higher than the ones found in other studies which
could be explained by the fact that the indices of
achievement in this study were the teachers’ awarded marks
and grades in the final test which was based on those
aspects of language learning that were thoroughly practised

and revised throughout the year.

6.10 Hypothesis 2
It is hypothesized that the students’ integrative
orientation would be a better predictor of success than the

instrumental orientation.
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In the previous sections the correlation between the
two modes of motivation were examined and it was found that
they were positively related to attained proficiency in
English. On the basis of this examination, predictions can
now be made. Regression analysis is used to indicate which
variables are important in their own right as having a
direct effect on achievement.

One of the assumptions of regression analysis is that
the predictor variables are independent of each other. If
they are highly intercorrelated, it is virtually impossible
to disentagle which variable 1is predicting most of the
variance and the interpretation of the results is

difficult.

Grade 1

Table 19. Correlation matrix of the integrative and

instrumental orientation measures.

INl IN2 IN3 IN4 IN5 IN6 IN7
01  .68** .48** .54** 38** 33*%* 45**x 50**
02 .66** .47** .54** 309*+ 3|**x S55%* 50*=
03 .69** .32** .51** 33*%x [19%* 43** 46**
04 55** 43** 50*  40** 31** 38** .60**

05 .63** .45** .59** 41** 29** 41** 61**

**p<.01 *p<0.5
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Grade 2

Table 6.20.

Correlation matrix

instrumental orientation measures

IN1 IN2
[01 51** .08
102 .48** .056
[03  40** -035
[04 34** [18**
[05 32** .14*

**p<.01
Grade 3

Table 6.21.

instrumental orientation measures.

IN1 IN2
01  42** -10
02 31** -.17
03 .18 -27
04 .10 -.057
[05 .11 -.19

**p<.01
variables

IN3 IN4 INS
J35**  .17** 0039
28** 15* -075
J16** -.026 -.10
33 .29%* 077
29**  35** 033
*p<0.5

IN3
28**
25*
A1
.14

046

*p<0.5

of the

IN4
28*
29*
073
.19

15

IN6
28**
18**
25**
15*

.14*

Correlation matrix

IN5 IN6
-.062 A2
-.038 23
-07 22
-.18 10
-011 -.084

From the correlation matrices,

of the

IN7

S2**
37**
31**
31**

30**

of the

IN7
21
27*
20
18

.038

integrative and

integrative and

it can be seen that the

two motivational
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intercorrelate more than +.70 -.70 (Brown, 1990:149) and
can therefore be put in the same regression equation.

By looking at the beta coefficients in the table below
one can measure the direct impact of the independent
variable onto the dependent variable when all other

variables are held constant.

Table 6.22. Modes of motivation predicting success in
English in grade 1. Variables in order of importance.

Results of stepwise multiple regression

Multiple R R?2  Beta D
101 .60 .36 .457 L01%*
IN7 .65 .42 .356 LOL**
NS .042 .63
NG .095 .34
INg -.225 .05
N2 .036 .80
104 .077 .60
N3 ~.040 .76
103 -.012 .38
N .172 .21
105 .178 .29
102 -.028 .87

In this equation the variable IOl reflecting the
students’ desire to learn English to facilitate
communication with other people (integrative orientation)

is the best predictor of success accounting for 36% of the
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variance. When the variable IN7, reflecting the students’
wish to learn English because it is the international
lanquage of technology and commerce, was added to the
equation the total amount of variance explained by the
independent variables was 42%. When the variables were fed
in separately or in different order, (forward, backward,
enter, commands or a combination), the ranking of the
significant variables did not alter.

Thus, it can be stated that for students in grade 1,
the integrative mode of motivation is a more powerful
predictor of the achievement than the instrumental one
accounting for most of the variance in the dependent
variable. The fact that most of variables comprising the
scales have been eliminated does not indicate that they
have a negligible relationship with achievement, but that
their association, even if very strong, is already fully
taken into account by the variables that have been included

(Spolsky, 1990).

Table 6.23. Motivational orientations predicting success in

English in grade 2. Results of stepwise multiple regression

Variables in  Multiple R RZ Beta P

the equation

101 .71 .50 .830 <001 *x~*
102 .72 .52 <267 -006*=*
105 .73 .53 .166 «01%x
IN5 .74 .54 -.113 .05*
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The variables presented in the table above entered the
equation in order of importance and can account for 54% of
the variance in the dependent variable. The students’
desire to meet and converse with more and varied people
explained most of the variance 50%. When the variable I02
indicating a desire to communicate with English fellows
entered the equation, it added 2% to the variance, while
105 (reflecting a desire to better understand the English
culture) and IN5 (obtain an acknowledged certificate in
English) contributed 1% each to the explained variance (for
IN5 r=-0.9 insignificant).

Thus, the hypothesis seems to be confirmed for grades
1 and 2 since a considerable amount of variance is
accounted for by the integrative reasons the subjects

endorsed.

Table 6.24. Motivational orientations predicting success in

English in grade 3. Results of stepwise multiple regression

Variable in Multiple R R? Beta P

the equation

I01 .70 .48 .764 01*x*
103 .73 .53 .236 01 *=x
102 .074 .074 .667
104 .133 232
105 -.032 .761

For grade 3 students the impact of the independent
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variable onto the dependent one was explained by two
integrative indices of motivation, namely IOl and IO3, the
latter reflecting the students’ desire to enable themselves
to understand and appreciate the English literature, the
former indicationg their desire to meet and converse with
gore and varied people. None of the instrumental reasons
contributed significantly to the variance. The hypothesis
can be accepted for the advanced level students as well.
The findings of the stepwise regression analysis can
be arqued to be robust since the importance of knowing the
English language is found to be associated with intrinsic
reasons, rather than extrinsic ones which in turn can
predict high level of proficiency in English. Greek
students seem to value language learning as a means of
establishing contact with other people and as a means of
uinderstanding and appreciating foreign cultures more than
learning it to assist them in climbing up the social
mbility, or simply obtaining a qualification which will
inprove their career prospects. Language learning for them
has value in human terms. Of course, this is not meant to
imply that the pragmatic aspect of language learning is
ron-existent or has no meaning or significance for them.
ftudents do acknowledge these reasons as well, but they do
ot seem to be as powerful predictors of success as the
integrative humanitarian ones. The fact that for the
advanced students most of the variance in achievement is
explained by the integrative orientation variables along

with the correlation findings (see tables 6.11, 6.12) can

273



lead us to the conclusion that an appreciation of language
learning is gained through the years as well as to the
conclusion that instrumental reasons are more related to
short-term objectives for language learning which do not
propel the ~continuation of the process of language
learning. As long as students obtain the minimum working
qualifications (First Certificate in English) they are
likely to cease their efforts.

The findings are also interesting in that in the Greek
socio-educational context the instrumenfal value of
language learning is not so strong a predictor of
achievement as it is in the Asian studies revised in
chapter 3, thus indicating that contextual factors can have
a direct impact on students’ orientations and consequently
on achievement. Greek learners being European and E.E.C.
members want to learn the FL for social interactions and
behave somewhat differently to their Asian fellows, who
have less possibilities to establish contacts with the
target language group. The results of this study are to a
certain extent, comparable to those of North American and
Canadian studies, and Blue (1988), and Dorniyei (1990) in
Europe. The implications of the findings will be discussed

in the final chapter.

6.11 Hypothesis 3
It is hypothesized that in the Greek socio-educational
context of foreign language learning, educational attitudes

would be better predictors of success in English than
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social attitudes.

Stepwise multiple regression analysis was utilized to
combine several of the independent variables so that they
jointly achieve a higher level of prediction than any one
of them, if taken singly.

Since the intercorrelations of the educationally
relevant attitudes were higher than the acceptable level
(above .70) for grade 1, a series of stepwise regression
analyses were performed to determine the most significantly
contributing variables amongst attitudes toward English
speaking people and attitudes towards language learning,

towvards the teacher and the course separately.

Grade 1

Table 6.25. Attitudinal measure predicting achievement.

A. Attitudes towards English speaking people and towards

the course. Results of stepwise multiple regression

Variable in Multiple R R2 Beta P

the equation

ECol .61 .37 .4319 .0005***

ECO4 .63 .39 .4099 .01**
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B. Attitudes towards English speaking people and towards

the teacher.

ETE2 .56 .032 .5670 L0004 %%*
EPS .61 .37 .3573 L001***
ETE7 .63 .39 .3318 L01**

(. Attitudes toward English speaking people and toward
learning English

EL5 .62 .38 .5681 «000**=*
EL2 .64 .40 .2707 01lx*
Table 6.25 (A) shows that 39% of the variance 1is
contributed by the subjects’ attitudes towards the course.
More specifically, the attitudinal measure "My English
course is interesting" explained most of the variance 37%
vhile the measure "My English course is useful" added 2% to
the amount of wvariance explained by the independent
variables (R2=.39). The variables comprising the attitudes
toward the people scale failed to enter the equation.

In Table 6.25 (B) the analysis indicated that the
neasures "My English teacher is pleasant”, "English people
are helpful"” and "My English teacher is patient” accounted
for 32%, 5% and 2% of the variance in achievement. Although
mst of the variance is accounted for by attitudes towards
the course tutor, attitudes towards the language speaking
people were included in the equation to enhance the
prediction.

Table 6.25 (C) shows that only two measures including
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the participants’ positive reactions to speaking the FL and
their preference to devoting their time on the English
subject, entered the equation and explained 40% of the
variance. Attitudes toward the people did not increase the
prediction.

Two separate regression analyses were performed for
grade 2, one using attitudes towards the people, the
teacher and language learning, and the other using
attitudes towards the course and the people as the
predictor variables, to avoid multicolinearity (attitudes
towards the teacher and the course correlated at p<.001
r=.70).

Table 6.26. (A) Stepwise multiple regression Analysis of
neasures pertaining to attitudes towards English speaking'

people, the English language and course tutor.

Variables entered Multiple R R2 Beta P

ELS .75 .57 2265 «01**
ETE? .80 .64 .4321 L001%**
EL3 -82 .68 .4316 <000 L***
ETEG .83 .69 .3645 L00L***
ETES .84 .70 1577 OLl**
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(B) Stepwise multiple regression analysis using attitudes
towards the language speaking people towards the language

and course evaluation as predictor variables

Variables entered Multiple R R2 Beta p

ECO5 .75 .57 2265 cQ1*x*

EL3 .80 .64 .4321 «001**x
EL5 .82 .68 .4316 0001 %**
ECO4 .83 .69 .3645 «001***

It is apparent in both of the stepwise multiple
regression analyses that for the second grade level
students the educationally relevant attitudes are better
predictors of achievement in English. In the first
regression equation, (Table 6.25A), the students’ enjoyment
in speaking the English language accounts for no less than
57% of the variance.

The same variable was the best predictor of success
for grade 1 learners (table 6.25 C), although it explained
less of the variance. Adding variable ETE7 (My English
teacher is patient) as a predictor in the regression
equation led to an increase in the explained variance of
about 8%. The ETE7 variable was a significant predictor of
success for grade 1 students as well. The addition of EL3
(Learning English is a waste of time) accounts for about
68% of the commulative variance. ETE6 (My English teacher
is approachable) adds approximately 1% to the prediction,

vhile with ETE5 (My English teacher is competent) the
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variance accounted for goes up another 1% to .70.

The analysis presented in table 25B shows that the
English proficiency measure is predicted by the attitudinal
measures ECO5 (i.e. My English Course is important) R2=.60,
FL3 (Learning English is a waste of time) R%2=.66 ELS (I
really enjoy speaking English) R%=.67 and ECO4 (My English
course is useful) R%=.68 at statistically significant
levels. The variables EL5 and EL3 were significant
predictors of achievement scores in the previous equation
while EL5, ECO4, and ETE7 were also significantly
contributing variables for the grade 1 students, indicating
that the more the students enjoy speaking English, the more
they find the language course useful and the language
teacher patient, possibly with their mistakes,. the more
likely they are to become higher achievers in the foreign

lanquage.

Grade 3

For grade 3 the intercorrelations between the measures
of the four attitudinal scales are lower than *70. Thus,
all variables entered the same regression equation to yield

an R? as high as possible:
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Table 6.27. Stepwise multiple regression analysis to

predict achievement scores in EFL from various attitudinal

factors.

variables Multiple R R2 Beta p
Entered

ECO4 .73 .53 .4363 «01%*
EL3 .76 .58 .4176 .0006**
ETE7 .78 .61 .4543 .0049*x

Three of the attitudinal variables entered the regression
equation at p<.01. The first variable ECO4 (My English
course is useful) predicts 53% of the variance in the
proficiency score. When EL3 (Learning English is a waste of
time) is added, the variance accounted for goes up another
5% to .58. Finally, ETE7 (My English teacher is patient)
contributes another 3% R2=.61 to the amount of variance
predicted by the attitudinal factors. The variables "My
English course 1is useful" and "My English teacher is
patient” are common predictors of success in all 3 grades,
while the measure "Learning English is a waste of time" is
a significantly contributing variable in both grades 2 and
J. Measure of attitudes towards the people failed to enter
the equation, not because their role in language learning
is not meaningful, but because they are less significantly
contributing variables. Gardner (1985) argues that both
educational and social attitudes are implicated in the

foreign language learning process, though educational
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attitudes generally obtain higher correlations with
attained proficiency than attitudes towards the
second/foreign language community. Educational attitudes
are more relevant to learning English in the classroom
context, since individuals with positive attitudes would be
more attentive in the learning situation, and would find
the course rewarding, useful and important.

As Naiman et al. (1978) point out, attitudes towards
the learning situation significantly affect only these
aspects of language which are greatly stressed and
practised in classroom.

The analysis attempted above can lead us to the
conclusion that the hypothesis is confirmed for the three

grades.

.12 Hypothesis 4

It is hypothesized that there would be no significant
sex differences in attitudes, motivation and achievement in
the subjects.

To determine whether the mean scores for the two
populations i.e. boys and girls were equal with respect to
ittitudes, motivation and attained proficiency in the three
jrades, a series of t-test of significance were performed.

At first a chi-square (x2) test to determine the
significance of the observed similarities or differences

between the two groups was computed on the variable of

grade.

281



Table 6.28 Sex characteristics in terms of grade

Boys Girls
Grade 1 34(15.5%) 31(17%)
Grade 2 51.6(23.6%) 55(30.2%)
Grade 3 14.4 (6.6%) 13 (7%)

x’=0.78  df=2 p<.676

As it can be seen in table 6.28, no statistically

2 values were achieved on the variable of

significant x
grade. Therefore, the two samples (boys and girls) are

fairly similar within each grade and thus comparable.

Table 6.29. Grade 1 Sex differences on the composite score
of all attitudinal and motivational measures and language

performance.

far1ables Sex N Mean SD SE of T.Value P.Value
Integrat ive Male(l) 73 4.09 1.520 .178 151 -3.11 .002**
frientation Female(2) 80 4.86 1.513 .169

Instrumental Male 73 4.69 1.363 .160 151 -1.30 .197
Irientation Female 80 4.96 1.248 .140

Mtitudes 1 73 4.47 1.317 .154 151 -1.55 .122
toward 2 80 4.79 1.224 .137

people
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Attitudes 1 73 3.97 1.727 .202 151 "-3.36 .001**

toward the 2 80 4.88 1.629 .182
lanquage
Parental 1 73 4.38 1.510 .177 151 -1.30 .195
encouragement 2 80 4.70 1.491 .167
Motivational 1 73 1.89 .581 .068 151 -3.05 .003**
Intensity 2 80 2.17 .573 .064
lesire to 1 73 1.86 .536 .063 151 -3.11 .002**
learn 2 80 2.12 .530 .059
fnglish
Att1tudes 1 73 4.32 1.7 .199 151 -2.72 .007**
towards 2 80 5.06 1.662 .186
the course
Attitudes 1 73 4.58 1.3 .152 151 -1.96 .052**
toward 2 80 4.98 1.212 .136
teacher
ferformance 1 73 14.815 2.537 .297 151 -.88 .380

2 80 15.15 2.182 .242

From the table 6.29, it can be drawn that there are
tertain sex differences in the variables under

invvestigation. Boys and girls seem to differ significantly
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in their integrative orientations =-the girls’ mean scores
were higher than those of the boys-, while they do not
reveal any significant difference on the mean score
concerning the instrumental orientation, possibly
indicating that in the Greek context, there are no varying
employment expectations between boys and girls and the
pragmatic value of language learning is equally important
for both sexes.

Moreover, male and female subjects do not differ
significantly in their attitudes toward the L2 community,
perceived parental support, attitudes toward the teacher
and performance in English. Gender differences were
observed in the mean score of attitudes to language
learning, desire to learn the language and attitudes toward
the course, with female students scoring higher than the
male ones.

As a consequence, the hypothesis concerning sex

differences in grade 1 students is partially supported.

Table 6.30 Grade 2 Students’ t-test for comparison
between boys and girls with respect to their mean score on

attitudinal, motivational and achievement measures.

fariables Sex N Mean SD SE Df T.Value P.Value
Integrative Male(1) 111 4.69 1.354 .129 251 -4.01 .000***

Urientation Female(2) 142 5.34 1.253 .105
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[nstrumental

(rientation

Attitudes
toward

people

Attitudes
toward the

language

farental

encouragement

Hotivational

Intensity

Desire to
learn

tnglish

Attitudes
towards

the course

Attitudes

toward

111

142

111

142

111

142

111

142

111

142

111

142

111

142

111

142

.32

.24

.56

.91

.89

.51

11

.24

.13

.38

11

.34

.95

.84

.33

285

.975

.922

.180

.033

.453

.356

.04

.503

.488

.487

.437

.417

.228

152

.078

.093

.077

112

.087

.138

.114

.113

.088

.048

.041

.046

.037

135

.103

.109

.080

251

251

251

251

251

251

251

251

.63

-2.50

-3.52

-3.94

-3.95

-3.26

-3.54

.53

.013*

.001**

.336

.000***

.000***

.001**

.000***



teacher

Perfo M 1 111 15.37  2.627 .249 251 -3.18 .002**

2 142 16.31 2.092 .176

***p<, 000 **p<.01 *p<.05

Table 6.30 shows, that there are significant
differences in integrative orientation attitudes toward
learning English, motivational intensity, desire to learn
the English language, attitudes toward the language
learning situation (i.e. the course and the teacher and
performance in English in favour of girls). Mean scores on
attitudes towards the target language community also differ
in favour of the female population, but at the 0.13 level
of significance. Concerning instrumental orientation and
parental encouragement both boys and girls shared similar
values, a finding which is consistent with the first grade
level students. Contrary to expectation, girls seem to be
achieving higher in English the more advanced level they
attended. Since the two populations seem to differ
significantly in most of the attitudinal and motivational
traits as well as in achievement in English, the hypothesis
may have to be rejected for the students registered in the
second grade. Burstall’s results are somewhat different,
since she found significant variation in achievement in
favour of girls, prominent during the early years of

schooling, which tended to diminish with the approach of
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puberty.

Grade 3

Table 6.31 T-Test for comparison of male and female

populations

with respect to their mean scores

attitude, motivation and achievement measures.

Variables

Integrative

Orientation

Instrumental

Orientation

Attitudes

toward

people

Attitudes

toward the

language

Parental

encouragement

Motivational

Intensity

Sex

Male(l)

Female(2)

31

31

33

31

33

31

33

31

33

31

33

Mean

5.45

287

SD

1.399

1.035

.714

1.029

.975

1.076

1.231

1.011

.795

1.104

.439

.426

SE

.251

.180

.128

.179

175

.187

.221

.176

.143

.192

.079

.074

DF

.62

.62

.61

.62

.63

.62

.62

.62

.62

.62

.62

.62

on the

T.Value P.Value

- .54

2.35

-1.83

1.86

-1.17

.589

.022*

72

.457

.068

.246



-1.56 .125
flesire to 1 31 2.39 .357 .064 .62 1

learn 2 33 2.54 .375 .065 .62

English

Attitudes 1 31 5.83 .968 .174 .62 -1.38 .173

.844 .147 .62

towards 2 33 6.15

the course

Att1tudes 1 31 5.62 .934 .168 .62 - 245 .017*

u

teacher

Perfo M 1 31 16.87 1.643 .295 .62 - .78 .436
2 33 17.19 1.681 .293 .62

*p<. 05

Table 6.31 indicates that there is no significant
gender difference in attitudes, motivation and achievement
for the third grade students at p<.0l. It is only the mean
score on instrumental orientation and attitudes about the
teacher that are different at p<.05 in favour of girls.
These findings seem to be difficult to interpret, though it
could be assumed that female students tend to value their
tuitor and the functional reasons for FL learning more than
their male peers.

Therefore, the hypothesis of equal variance between

nale and female populations is deemed to be largely

288



accepted for the advanced students. These findings concur
with Naiman et al. (1978), Hansen (1981), Trieste (1985),
Svanes (1987), Hague (1989), while they are at variance
with Jones (1950 a,b), Bartley (1970), Burstall (1974;1975)
and Livoti (1977). Randhawa and Korpan (1973) share the
view that sex differences in these studies can be
attributed to the cultural beliefs of a society whereby
girls in general do better in language skills and worse in
mechanical and scientific areas, while Burstall et al.
(1974) remark that FL learning is a suitable accomplishment
for girls in current society and has a direct and obvious
application to the employment possibilities that are open
to a girl.

Although the results of the second grade can partly
support these claims, it is still felt that the cultural
beliefs in current European societies are different to

those held and reported in the seventies.

6.13 Hypothesis 5
It is hypothesized that the students will differ
significantly in their attitudes motivation and achievement
according to their socio-economic status. Students from
high socio-economic status are expected to have more
positive attitudes and higher scores in English achievement
than students of low socio-economic status.
‘ To examine this hypothesis a chi-square test was

performed first to determine the comparability of the five

(socio-economic) groups within the three different grade
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levels. As it was specified in the method section, students
were divided into five groups according to their parents’
occupation. The sixth category i.e. students whose parents
are unskilled workers was not represented in the sample. A
series of one-way analyses of variance (ANOVA) were
conducted to test statistically whether the mean scores of
the groups were significantly different from each other on

the attitudinal motivational and achievement wvariables.

Table 6.32. Subject social class characteristics within the

three grade levels.

Social class

1 2 3 4 5
Grade 1 11.1(1.9%) 19.4(4.3%) 29.4(7.9%) 50.6(8.5%) 58(10%)
Grade 2 65.4(11.3%) 58.3(12.8%) 61.1(16.40%) 40.5(6.8%) 38.3(6.6%)
Grade 3 23.5(4%) 22.3(4.9%) 9.5(2.6%) 8.9(1.5%) 3.7(6%)

x=71.46 Df=8 p<.000

Table 6.32 shows that the chi-square value obtained is
statistically significant (p<.000) and therefore the
composition of the groups is significantly different. As
long as the three samples are small to split by social
class, the analyses of variance will be performed on the

whole sample.
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Table 6.33. Analyses of Variance Results of Class
Differences on the Composite Scales of attitudes,

motivation and performance.

Variables Social Class
1 2 3 4 5 f p

N=81 N=103 N=126 N=79 N=81 Value df value
| integ 5.38 5.33 5.14 4.44 4.19 13.58 4 .000***
2 instru 5.23 5.32 5.36 5.14 4.41 12.105 4 .000***
3 people 4.85 4.78 4.84 4.80 4.50 1.280 4 .277
4 lang 5.66 5.61 5.11 4.63 4.12 16.822 4 .000***
5 parent 5.47 5.38 5.08 4.80 4.18 15.556 4 .000***
§ minte 2.43 2.39 2.26 2.03 1.90 15.492 4 .000***
7 desire 2.36 2.36 2.24 2.05 1.90 15.141 4 .000***
8 course 5.71 5 58 5.33 4.82 4.26 15.464 4 .000***
9 teacher 5.39 5.50 5.16 4.93 4.48 10.985 4 .000***
10 perfo M 16.75 16.32 15.83 15.04 14.65 12.283 4 .000***

**n<.000 df=4

The ANOVA results presented in table 6.33 suggest that
the students from the upper socio-economic strata rated
significantly higher the attitudinal and motivational
scales and performed better in English than their peers
originating from lower social background.

However, the mean scores of the groups did not differ
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significantly on the atttitudes toward the target language
group scale, probably implying that there are certain
ethnic stereotypes fostered and shared by the wider
community irrespective of socio-economic background.

These findings are of paramount importance since
social class differences have received very little, if any,
attention in the studies about the development of FL
skills. Burstall, (1968;1970), Burstall et al. (1974) have
also found an association between attitudes, achivement and
socio-economic factors. It can be assumed that students
with parents in higher status occupations receive greater
active support from the home environment, are provided with
more opportunities to practise the already acquired skills
can possibly establish communication with foreign people by
travelling abroad.

It should be indicated that the results cannot be
compared with any of the findings of the Asian, American
studies etc. since socio-economic factors were not
accounted for. They hypothesis about social class
differences is supported for the entire sample of secondary
school students and it is recommended that this variable is
further investigated and the study is replicated in other

contexts and with different age groups.

§.14 Hypothesis 6
It is hypothesized that there would be a significant
positive relationship between perceived parental

encouragement and motivational intensity.
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This hypothesis was tested by means of Pearson Product
Moment Correlations between the composite score of the

motivational intensity and parental encouragement scale.

Table 6.34. PPMC coefficients computed between parental

encouragement and motivational intensity.

Grade 1 Grade 2 Grade 3
MI MI MI
PE LTE** .58** J46x*

+*p<. 01

PE = parental encouragement

MA = motivational intensity

Obviously, the findings presented above indicate that
parental encouragement - correlated significantly (p<.01)
vith the students’ assessments of the effort they expend to
study English for the three grades. The correlation tends
to become lower for the more advanced and older students,
vhich could mean that the parents’ active support is more
evident in the younger learners.

Gardner (1985) reported significant correlations
between students’ perceptions of parental encouragement and
their behavioural intention to continue studying French as
well as their motivational intensity, indicating that
parental support has motivational properties.

To further investigate the role of perceived parental
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encouragement and the amount of effort individuals expend
towards the attainment of Proficiency in English, a two-way
analysis of variance was performed to check whether ratings
of achievement are actually affected by the two explanatory
variables. Firstly, the composite score on the parental
encouragement and motivational intensity scale were
computed. Then, the students who had scored from 1-3 on the
ratings of the aforestated scales comprised the first group
(low group) and the ones who had scored from 4-7 comprised

the second group (high group).

Table 6.35. Means and SDs of the interaction cells between

parental encouragement and motivational intensity

Grade 1
Variables Group Mean SD
parental 1
encouragement
motivational 1 12.67 2.23
intensity
parental 2 13.67 1.83
encouragement
mtivational 1

16.32 1.63
intensity
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motivational

intensity

Grade 2

parental

encouragement

motivational
intensity
parental

encouragement

motivational

intensity

parental

encouragement

motivational

intensity

Grade 3

parental

encouragement
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15.01

11.29

17.62

13.42

17.00

16.1

2.41

2.25

1.91



motivational 2 16.25 .35

intensity

parental 2 14.00 1.04

encouragement

motivational 1 17.6 .99

intensity

notivational 2 17.15 1.52

intensity

Table 6.36. Grade 1. Results of 2-way ANOVA for the effects
of parental encouragement and motivational intensity on

achievement.

Varables SS df MS f value P value
Parental 55 S 10.86 3.54 .005**
fncouragement
Hot1vational 110 2 55 18.46 .001***
Intensity
Parent 16.8 5 3.3 1.12 .351

X
Intensity

"9¢.001 **p<.0l
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Table 6.37 Grade 2 Results of 2-way ANOVA

Variables SS df MS f value

Parental 78 6 13.03 6.55

fncouragement

Motivational 427.7 2 213.8 107.4

Intensity

Parent 28.5 6 4.08 2.05
X

Intenssity

nrp< 001

Table 6.38 Grade 3 Results of 2-way ANOVA

Variables SS df MS f value

Parental 7.34 5 1.46 1.40

fncouragement

Hotvational 71.65 2 35.8 34.35

Intensity

Parent .308 2 .103 .099
X

Intensity

xnp< .001

P value

.001***

.001***

.05

P value

.23

.001***

.96

Table 6.36 indicates that, for the first grade students,

although the main effects were significant at p<.01 for

both parental encouragement and motivational intensity, the
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effect due to the interaction of these effects was
insignificant. Similar results were observed for students
in the second grade (table 6.37). As long as the f-ratio
for interaction between main effects was not significant,
no further explanation was necessary for possible
interactions.

For students in the third grade (table 6.38) there
seem to be significant differences between means according
to motivational intensity but insignificant differences
between means according to parental encouragement. The
effect due to the interaction of the main effects was also
insignificant.

Therefore, effort alone seems to affect the level of
proficiency advanced students reach and it can be suggested
that the concept of parental encouragement tends to become

less meaningful with age.

6.15 Summary and conclusion

Six hypotheses concerning the role of attitudinal/
motivational variables as well as gender and socio-economic
background in foreign language learning were formulated and
tested in this chapter. A sample of 470 students at
different levels were used to examine the effect of the
independent variables on achievement. The analysis was
performed for the three different level groups separately.

The results indicated that in the socio-cultural
context the study was conducted the two modes of motivation

are related to achievement. The integrative orientation was

298



found to be a significant predictor of success even in the
FL setting, a result which contradicts the ones the Asian
studies yielded. Attitudes toward the other group were also
influential, though educational attitudes are better
predictors of attained proficiency, a fact which suggests
that this set of attitudes should not be ingored in studies
done in a purely foreign language learning context.

There weré certain sex differences in the variables
investigated with girls holding more favourable attitudes
than the boys.

The socio-economic level of the students was also
shown to be related to the participants’ individual
differences, with the students coming from more prosperous
and better educated homes having more positive attitudes, a
stronger integrative orientation and higher achievement
scores.

The significance of parental support was also
established, especially in the younger population. The
potential role of the parent will be further examined in
chapter eight. The next chapter includes the analysis of

the findings that are secondary to the main hypotheses.
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CHAPTER 7

7. ADDITIONAL FINDINGS

7.1 Introduction

In the previous chapter it was established that
attitudes and motivation are implicated in foreign language
achievement. This chapter investigates factors that can
determine success in FLL, other than those hypothesized and
tested in chapter six. It was also shown that sex
differences and socio-economic background were related to
the students attitudinal and motivational characteristics.
Further analysis of the data will permit an appraisal of
whether factors in the environment of the student other
than sex and social class can account for the observed
differences in the students’ affective characteristics.

Multivariate techniques of analysis are used in order
to further investigate and interpret the data. This chapter
is divided into two sections.

Section 7.2 investigates factors within each grade
level that can predict achievement in the dependent
variable. This is pursued by using multiple regression
analysis.

Section 7.3 examines the relationship between certain
environmental variables and attitudinal/motivational
characteristics while section 7.4 comprises the conclusions

that are drawn from the analysis.
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7.2 Other Variables Predicting Success in Foreign Language
learning

It is considered appropriate to find out which of the
nany variables investigated in this study are important in
determining proficiency in the foreign language. In order
to determine the relative importance of these variables,
mltiple regression analysis is used for each grade level
separately.

While testing the hypotheses concerning the effect of
certain attitudinal and motivational measures on
achievement in English as a foreign language, a number of
variables, different in each grade level, were found to
account for the variation in the dependent variable. These
significantly contributing variables were utilized in
regression equations along with the students’ age, number
of years they receive formal instruction, prior
achievement, and school of attendance. For the first grade
level the first variable that explained most of the
variance (38%, p<.001) was the students’ positive attitude
towvards speaking English (table 7.1). Then their incentive
to study English because it is the international language
of technology and commerce added another 7% to the
explained variance, (44% p<.001). None of the other
attitudinal and motivational variables entered the equation
simgply because they are too highly correlated with the
variables already selected. Thus, for the students
belonging to the first level, the number of years they

study English, or their initial achievement are not found
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to be predictors of success.

Table 7.1 Variables predicting achievement in first
grade students. Results of stepwise multiple

regression

Variables in order | Multiple R R beta p
of importance

EL5 .62 .38 .44 .001
IN7 .56 .44 .29 .001
Table 7.2 Variables predicting success in second grade

level students. Results of stepwise multiple

regression

Variables in order Multiple R RZ beta p
of importance

ECO5 .78 .60 .25 .001
ETE7 .73 .66 .19 .001
EL3 .74 .70 .24 .001
ETE6 .70 .71 .15 .001
I01 .71 .72 .12 .001

The results of the regression presented in table 7.2
indicated that affective variables were the only predictors
of success accounting for most of the wvariance in the
dependent variable. None of the other variables was
selected implying that for the second grade students their

favourable attitudes towards the foreign language the
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language course and the teacher are better predictors of
success than any of the factors examined.

Table 7.3 presents the results of the regression
analysis performed to determine which variables were
important in their an right as having a direct effect on

the achievement of third grade students.

Table 7.3 Variables predicting achievement in third
grade level students. Results of stepwise

multiple regression

Variables in order | Multiple R RZ beta p
of importance

ECO4 .61 .53 .20 .05
I01 .70 .58 .31 .001
ETE?7 .65 .61 .25 .01
Yeinstru .79 .62 .15 .05

Yeinstru = years of instruction

As shown in table 7.3 the advanced students’ positive
evaluation of the English course was a significant
predictor of success. The more useful they considered their
English studies to be the higher their achievement. This
variable explained 53 percent of the variance while the
students’ desire to learn English in order to enable
themselves to meet and converse with more and varied people
ddded another 5 percent to the variance in the dependent
neasure. The students’ positive evaluation of the teacher

had a significant effect on English proficiency (R2=61)

303



wvhile the number of years individuals were receiving direct
tuition entered the equation increasing.the amount of the
explained variance by 1 percent (R2=62).

Thus, in predicting success in the foreign language
course, affective characteristics contribute significantly
to the explained variance. For the advanced level learners
the number of years they had been pursuing their English
studies were found to be one of the efficient variables for

predicting achievement.

7.3 Subject characteristics Related to the Students’
Attitudes and Motivation

Research concerned with attitudes and motivation has
indicated that attitudes toward second/foreign language
learning become less favourable with age (Jordan, 1941;
Jones, 1950a; 1050b; Gardner and Smythe, 1975a). It is
suggested that maturity or education can cause students to
become more critical of the training they receive and as a
result attitudes may wear off. Or, because of the
increasing complexity and difficulty of the language
learning task, older students tend to lose their initial
enthusiasm.

To test the relation of the age factor to attitudes
and motivation a series of t-tests were performed. The
students were divided into two age groups the first
comprising students aged between 13 and 14 years and the
second students at the age of 15 and 16 years. The analysis

concerned the entire sample since the x2 test indicated
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that the two age groups were dissimilar on the variable of

grade (see table 7.4).

Table 7.4 Age characteristics in terms of grade

Grade 1 Grade 2 Grade 3
Age 1 102 88 20
2 51 165 44
x% = 44.62 df=2 p<.000

Table 7.5 Age differences in all attitudinal and
motivational scales included in the main study

Variables Age N Mean SD DF Tvalue Pvalue

Integrative 1 210 4.98 1.32 468 .60 .04*

Orientation 2 260 4.90 1.52

Instrumental 1 210 5.29 1.005 468 3.04 .058

Orientation 2 260 4.99 1.13

Attitudes 1 210 4.82 1.13 468 1.07 .46

toward people 2 260 4.70 1.18

Attitudes to 1 210 5.18 1.48 468 1.47 .16

lang. learning 2 260 4.96 1.63

Parental 1 210 5.14 1.18 468 2.02 .04%

encouragement 2 260 4.9 1.34

Motivational 1 210 2.24 .53 468 .72 .36

Intensity 2 260 2.20 .56

Desire to 1 210 2.22 .48 468 .90 .23

learn English 2 260 2.17 .52

Attitudes 1 210 5.29 1.42 468 1.48 .27

toward the 2 260 5.09 1.57

course

Attitudes 1 210 5.18 1.12 468 1.17 .11

toward the 2 260 5.06 1.24

teacher

Performance 1 210 15.89 2.17 468 1.11 .028*
2 260 15.65 2.52

*<0.05
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The findings presented in table 7.5 indicate that
there is no significant age difference in the students’
attitudinal characteristics. The students’ integrative
orientation and their perceived parental support are shown
to vary significantly (p<.05) according to age with the
younger students having higher mean scores on these
composite measures. The learners’ performance in English is
also found to be slightly but significantly influenced by
the age factor. Again the mean score on the students’
performance is higher for the first age group. Their mean
score on instrumental orientation tends to approach
significance at the p<.058 level. Younger subjects tend to
have higher mean scores on the "pay-off" value of foreign
language learning.

Thus, the analysis does not offer support to the
existing research findings. Attitudes are not found to vary
according to age. Age was only found to have an effect on
the students’ integrative orientation and parental
encouragement.

In the previous chapter, it was reported that the
subjects’ integrative motivation as well as their
assessment of the support they receive from the family
environment vary significantly according to grade level.

The present findings show that the students vary in
those characteristics according to age. It was therefore
examined whether there is an interaction of age and grade
in the aforestated student variables. To test this

interaction a two-way analysis of variance was used.

306



Table 7.6 (b) Means and SDs of the interaction cells

between age and grade on integrative

orientation

Variables Groups Mean SD
Age 1

Grade 1 4.7 1.42
Grade 2 5.16 1.14
Grade 3 5.66 1.24
Age 2 4.09 1.74
Grade 1 5.00 1.42
Grade 2 5.48 1.21
Grade 3 4.94 1.43

Table 7.7 Results of two-way ANOVA for the effects of age

and grade on integrative orientation

Variables SS df MS Fvalue Pvalue
1. Age 9.96 1 9.96 5.14 001 %*x
2. Grade 65.58 2 32.79 16.93 .024*
Age x Grade 4.46 2 2.23 1.15 .31
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Table 7.8 (b) Means and SDs of the interaction cells

between age and grade on parental

encouragement
Variables Groups Mean SD
Age 1
Grade 1 4.84 1.34
Grade 2 5.38 .985
Grade 3 5.6 .581
Age 2 3.95 1.63
Grade 1 5.08 1.16
Grade 2 5.33 1.11
Grade 3 5.01 1.28

Table 7.9 Results of two-way ANOVA for the effects of age

and grade on parental encouragement

Variables SS df MS Fvalue Pvalue
1. Age 24.98 1 24.98 16.94 c001%**x
2. Grade 69.45 2 34.72 23.55 «001***x
Age x Grade 8.39 2 4.19 2.84 .06
#+4p<, 001 *p<.05

It is evident that although the main effects of age

and grade level on the students’ integrative motivation and
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parental support is significant the interaction of those
factors does not reach the established 1level of
significance.

Chapter six demonstrated that sex differences and
socio economic factors have an effect on the students’
attitudes and motivation. Burstall et al (1974) reported on
findings that suggest that sex differences in language
learning may be particularly characteristic of girls from
the lower socio-economic strata. Thus, the present study
attempted to investigate whether there was a combinative
effect of sex and social status on the subjects’ attitude

and motivational traits by performing a two-way analysis of

variance.

Table 7.10 Means and SDs of the interaction cells
between sex and social class on the
students’ affective characteristics

a. integrative orientation

Variables Group Mean SD

Sex 1

Class 1 5.22 1.18

Class 2 4.89 1.5

Class 3 4.74 1.37

Class 4 4.3 1.31

Class 5 3.57 1.57

Sex 2 5.53 .947

Class 1 5.68 .944

Class 2 5.44 1.12

(lass 3 4.58 1.46

Class 4 4.63 1.78

(Class 5 4.92 1.49
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Sex

Class
Class
Class
(lass
(lass
Sex

(lass
Class
(lass
Class

Class

Sex

(lass
(lass
(lass
(lass
(lass
Sex

Class
Class
(lass
Class

Class

b.
1

N s W N

instrumental orientation

310

5.37

5.26

.885



Sex

Class
Class
Class
Class
Class
Sex

Class
Class
Class
Class

Class

Sex

Class
Class
Class
Class
Class
Sex

Class
Class
Class
Class

Class

d. attitudes towards language learning

1

1

e. attitudes towards the

1

1
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English

.973
1.25

1.50

Course

1.09

1.25



f.

Sex

Class
Class
Class
(lass
(lass
Sex

Class
Class
(lass
(lass

Class

Table 7.11

attitudes towards the English teacher

1
1 5.18 .968
2 5.22 1.104
3 4.96 1.21
4 4.79 1.11
5 3.94 1.31
2 5.58 .999
1 5.73 .738
2 5.31 1.001
3 5.06 1.27
4 4.86 1.44
5 5.11 1.19

Results of two-way ANOVA for the effects of

sex and social class on the students’

affective characteristics

a. integrative orientation

Variables SS df MS Fvalue Pvalue
l, Sex 47 .64 1 47.64 27.003 «001%**
2, Social class 102.47 4 25.62 14.52 <001 ***
Sex X class 8.84 4 2.21 1.25 .28
b. instrumental orientation
l' Sex 0003 1 .003 0003 095
.. Social class 52.62 4 13.15 12.062 001 %**
Sex X class 3.71 4 .933 .857 .48
c. attitudes toward English people
1. Sex 15.25 1 15.25 11.53 L001**x*
. Social class 7.6 4 1.90 1.43 .22
Sex X class 4.6 4 1.15 .87 .48
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d. attitudes toward langquage learning

1. Sex 55.91 1 55.91 27.27 «001**%
7. Social class 149.86 4 37.46 18.27 001 %*x
Sex X class 8.63 4 2.15 1.053 .37
e. attitudes toward the English course
1. Sex 41.48 1 41.48 22.17 L0011 %*x*
7. Social class 123.42 4 30.85 18.27 001 **x
Sex X class 7.41 4 1.85 .99 .41
f. attitudes toward the English teacher
1. Sex 26.44 1 26.44 21.08 c001%**
2. Social class 59.10 4 14.77 11.78 «001%*x
Sex X class 5.24 4 1.31 1.04 .38
**k* p<,001

From Table 7.11 it is clear that attitudes relate to
sex and social class but not to the interaction of both

variables.

1.4 Conclusions

In this chapter various student characteristics that
could improve the prediction of achievement were
investigated and it was found that only for the students in
the third grade level the instruction time contributed
positively and significantly to the explained variance. For
grades one and two the addition of variables such as age,
years of instruction etc. failed to enter the equation. The
students initial achievement in English was not a predictor
of later success and this finding was consistent for the
three grade levels.

Then, the relationship between age and attitudes and
motivation were investigated and only integrative
rotivation and parental encouragement were found to be
influenced by the age factor. No significant interaction

between grade level and age was found in the sample.
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Attitudes and Motivation were not also found to vary
according to both sex and social class differences. In the

following chapter, the relationship between student and

parental attitudinal measures is reported.
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CHAPTER EIGHT

8, PARENTAL INFLUENCE ON CHILDREN’S ATTITUDE DEVELOPMENT:

ANALYSIS OF THE STUDY

8.1 Introduction

So far, we have attempted to show the impact that
mtivational wvariables have in second/foreign language
achievement. Moreover, we have stated that one of the basic
underlying assumptions of Gardner’s (1985)
socio-educational model is that the socio cultural milieu
is important for the development of attitudinal,
motivational characteristics and can play a large role in
affecting the actual level of the learner’s second/foreign
language proficiency, because of the expectations imposed
on them. Within the immediate socio-cultural milieu of the
learners there is a common variable which is shown to be
influential in their attempt to learn the other language:
parental attitudes towards lanquage learning and towards
ethnic groups.

Parents can act as the major intermediaries between
the cultural milieu and the learners and to the extent they
play a role 1in attitude development they can promote
successful language learning (Gardner 1960;1968;1985).

It has also been arqued that the institution of the
family in Greece is very strong. However, so far, in
Greece, no study has been designed to investigate the

bearing that family attitudes can have on their children in
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their endeavor to command the English language. Therefore,
with this realization in mind the following study was
conceived to elucidate the potent role of the parent by
collecting data on the parents’ attitudes and comparing
them to their children’s. The following sections comprise

the description, analysis, and discussion of the study.

Hypothesis

It is hypothesized that there is a significant
positive relationship between the students and parents’
motivational orientation and attitudes towards ethnic

groups .

8.2 Participants

Eighty parents (54 mothers -67,5%- and 26 fathers
-32,5%-) participated in this study. The interviewees
-mostly mothers- declared that their views concerning the
child’s education were similar to their spouse’s or that
they were the sole person mainly responsible for their
children’s education. They were drawn from three of the
lanquage schools included in the main study and largely
belonged to the middle socio-economic class. Most of the
participants were between 35 and 45 years old, were all
born and living in Greece. Their children (42,5% male and
57,5% female) had just completed the fourth 29%, the fifth
5% and the sixth 16% grade level (recoded grade 1,2 and 3
in the analysis of the findings of the main study). The

fact that the sample was composed of parents who had
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children attending the three grades under investigation can

contribute to the generalization of the findings.

8.3 Procedures

The procedure used to gather data in this study can be

summarized as follows:

(1)

(i1)

Shortly after the end of the school year, the
researcher had to visit the schools again to obtain
the students’ assessments and the final grade. At the
same time the interview schedules to obtain the
parents’ attitudes were designed.

The school directors had arranged a date to administer
the students’ marks and discuss their overall progress
throughout the years. Both parents and the
investigator were informed and the 1latter asked
parents whether they would volunteer to answer certain
questions regarding their children’s language

education.

(iii)A questionnaire form comparable to the one the

students had filled out was designed to obtain the
parent’s biographical data and their reports
concerning a) their incentives for their children to
learn English b) their attitudes towards English
people and c) their perception of the support and
encouragement they offer their children in their
striving to master the language.

It is obvious, that because of the time limits, the

lesearcher could not meet all the parents, neither did all
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school directors indicate a willingness for the parents to
pe asked to participate in the study.

When a subject entered a previously arranged classroom
for the interview, the researcher introduced herself and
wmﬁ on to establish rapport and explain the purpose of the
study. The confidential nature of the interview was
emphasized and the participants were assured that nothing
said in the interview would be told to, or discussed with
anyone and that only the researcher would have access to
the information. The interviews were structured since the
investigator had to stick to the items of the questionnaire
so that the data were comparable to those of the students.

Then each interviewee was given details about how to
answer the questions, was told that there were no right or
wrong answers, since many people hold different opinions,
and that their personal feelings were of utmost
significance for the study. It was also explained that they
did not have to spend too much time thinking about each
statement as their immediate reactions to the items was
important.

Then, they were told that they will listen to a number
of statements with which they might agree or disagree. It
vas also clarified that there were seven alternatives they
could use to rate the extent to which they agreed or
disagreed with the statements. If, for example, the
statement very strongly described their ideas and
impressions, they would ask the researcher to place a

ctheck-mark on the left end of the 7-point scale.

318



Some to the interviewees wanted to have the 7-point
scale written in front of them so that they could easily

respond to the items of the questionnaire.

8.4 The Measures

Integrative Orientation. The parents’ intregrative
orientation was assessed by presenting them with a scale
containing five positively worded statements that express
different reasons for wanting their child to learn English.
A high score (maximum=35) reflects the parent’s acceptance
of the validity of integrative reasons for their children
to learn English because it will allow them to be more at
ease with fellow English people.
Instrumental Orientation. Parents were presented with seven
instrumental reasons for wanting their children to study
English and were asked to rate each reason, indicating the
extent to which it was descriptive of their own
orientation. A high score indicated a high instrumental
orientation towards the study of English. A sample item is
'knowledge of English is very important for my children
because it will someday be useful to them in getting a good
job".

Yenophobia. A two-item measure with a high score

(maximum=14) reflecting the parent’s degree of discomfort
about their children learning English.

General Orientation. A two-item measure investigating the
parents’ unclassified reasons for wanting their children to

learn English.
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Attitudes towards English speaking people. This scale

contains five positively and three negatively worded items
about English people. A high score in this measure
(naximum=49) indicates a positive attitude toward that
group. |

Parental encouragement to learn English. Parents were
presented with eight items which required them to rate the
extent to which they actively encourage their children to
study English. A high score (maximum=56) reflects a high
degree of parental support.

Included in the parent questionnaire was a general
information sheet which requested the parent’s age, mother
tongue level of education and occupation.

Like the student’s questionnaire it was translated

into the participants’ source language i.e. Greek.

8.5 Results and Discussion

The association between parents and children’s
motivational indices and attitudinal traits was assessed by
using Pearson Product Moment Correlations to determine the
correlation coefficients among all variables. A new data
file was created with the coded responses of the students

and parents who took part in the study.
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Table 8.1 Pearson Product Moment Correlation Coefficients

among the concerned Parental and Students’ Integrative
Orientation.
CIO; CIO, CIO; CIO, CIOg

PIOq 53%*

PIO, 35%%

PIO5 35%*

PIO, 24*

PIOg 29%%
p<,05 **p<.01
N (pairs) = 80

P10, -PIOg= parents’ intergative orientation

(I0,-CIOg= their children’s integrative orientation

The results obtained by the computation of the parents

and students’ scores on the integrative orientation scale

indicate a moderate positive significant relationship

between the parents’

reasons for wanting their children to

learn English and their children’s reason for studying the

target language. Parents seem to acknowledge the value of

English in establishing communication with more and varied

people as well as with English fellows,

and they bhave

possibly transferred their orientations to their children.
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Table 8.2 Measurements of Correlation between parental and

student pragmatic reasons to study English as a foreign

lanquage.
CIN1 |CIN2 CIN3 CINg CINS CING6 CIN7
PIN1| 52**
PIN2 42**
PIN3 22*
PIN4 23*
PINS 46%*
PING 40**
PIN7 Jgxx
*p<. 05 **p<,01
N (pairs) = 80
PINl - PIN7 = parents’ instrumental orientation
CINl1 - CIN7 = childrens’ intstrumental orientation

A close examination of the table above reveals that

parents and their children tend to agree on the

instrumental indices of motivation as well. This implies
that parents do stress the importance of English for one’s
career (PIN2-CIN2), they do place emphasis on
qualifications that are likely to enhance one’s prospects
(PIN5S-CIN5) and consider the possibility of offering their
children the opportunity to pursue their studies in England
(PIN6-CIN6). The correlations tend to be low and
significant at the p<0.05 level for two of the items,

reqarding the praise and approval students might receive by
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their family and society if they have a good knowledge of
fnglish. An analysis of the descriptive statistics on the
parent questionnaire evidences that the majority of the
parents agree strongly on these statements. Therefore, this
might indicate that teen-agers are characterized by an
awareness of the prestige value of English in Greece and
kind of internal resistance to

possibly by some

participating in that mentality.

Table 8.3 Pearson Product Moment Correlation Coefficients
computed among parental and students’ attitudes

towards the target language group.

CEP1| CEP2 CEP3 CEP4 CEPS5 CEP6 CEP7
PEP1| 35*%*
PEP2 22*
PEP3 38%*
PEP4 30**
PEPS 24*
PEP6 28*
PEP7 11
**p<,01 *p<.05
N (pairs) = 80
PEPl - PEP7 = parents’ attitudes towards the target
language group
CEP1 - CEP7 = childrens’ attitudes towards the target

The table above presents some modest and largerly

language group
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significant correlations amongst the attitudes that parents
and their children hold towards English people. There is

generally a favourable attitude towards the English
cultural group shared between parents and their children
(PEP1-CEP1l) possibly based on historical reasons -Greece
and England were allies in the Second World War (Prodromou,
1988)-, thus suggesting that attitudes can be instilled in
the home environment, especially in learning contexts where
direct contact with the native speakers of the language is
not amply available. The rather modest or low correlations
can be attributed to the fact that young adolescents

sometimes try to differentiate themselves from their

parents and shape their own attitudes about people, or
adopt their views from other sources such as the language

instructor, their peers or the mass media.

Table 8.4 Correlation matrix for parental encouragement as

perceived by the parents and their children

CPIl1

CPI2

CPI3

CPI4

CPIS5

CPI6

CPI?7

CPIS8

PPI1

50**

PPI2

29*x*

PPI3

31**

PPI4

22%%

PPIS

30**

PPI6

25**

PPI7

29*xx

PPIB

30%*

*p<. 05

*p<.01

324




¥ (pairs) = 80

pp11 - PPI8 = measures of parental encouragement as
perceived by the parent
CPI1 - CPI8 = measures of parental encouragement as

perceived by the child

The moderate and significant correlations the analysis
yielded between parents and students’ scores on perceived
parental encouragement suggest that in many families there
is some communication not only about the value of studying
English but about the motivational support students are
offered by their parents. Parents assist their children and
reinforce them to study English both actively, by employing
lanquage teachers to give them tutorial lessons at home,
enrolling them in private language institutes, by urging
them to devote more time to their English studies and
seeking help and advice when they are confronted with
difficulties, by encouraging them to practise their English
as much as possible, and passively by stressing how
important it is for them to be knowledgeable in English.
These findings which are consonant with Feenstra (1967)
Gardner and Santos (1970) indicate that the parents’

involvement can be crucial in developing proficiency in

English.
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Table 8.5 Correlations of the two items measuring

xenophobia
CETHNO1 CETHNO2
PETHNO1 c4E**
PETHNO2 «40**
*#p<,01 N (pairs) = 80
PETHNO1,2 = Items measuring the parents’ xenophobia
(ETHNO1,2 = Items measuring the childrens’ xenophobia

significant correlations were obtained in these measures
suiggesting that there is agreement in most houses about
English language 1learning not being a threat to one’s

cultural identity and patriotism.

Table 8.6 Correlations of the general parental and student

goals for studying English.

CGOo1 CGO02
PGO1 e 30**
PGO2 c36%**
p<.01 N (pairs) = 80

PG01,2 = Parents’ general orientation

(G01,2 = Childrens’ general orientation
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Parents and their children tend to moderately agree on
these two items again showing that certain reasons for
learning English as seen by the children reflect their
parents’ views as well.

The evidence deduced from the figures above would
support the contention that integratively oriented students
tended to have 1integratively oriented parents and
instrumentally oriented students had instrumentally
oriented parents.

These findings are at variance with those of Collelta
(1982) but are in harmony with the results of Feenstra
(1967) Gardner (1980) Gardner and Lambert (1972) (the
Philippine study) Gardner and Santos (1970) Ismail (1984)
and Hague (1989). There was also a positive predisposition
towards the English cultural group, shared amongst parents
and their children as well as some agreement on the amount
of support the 1learners receive from their family
environment.

Therefore it can be contended that the out-of-school
envvironment is a dynamic and potent source of influence on

attitudes towards foreign people and motivational indices.
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CHAPTER NINE

9, CONCLUSIONS AND IMPLICATIONS OF THE STUDY

9.1. Conclusions

In the light of the findings presented in chapters
56,7 and 8 certain conclusions can be drawn which,
however, should be recorded after considering the potentia;
limitations of the studies.

Firstly, the study conducted in Britain was based on a
sample smaller than what is normally desired. Thus, effects
that a larger sample would have possibly revealed were not
detected. The contex of the study was also different from
that of the studies reported in the literature. Students
were not enrolled in language classes and did not receive
any direct tuition. Therefore, the results of the study can
not be said to be applicable to all University students who
learn a target language in an acquisition context.

Secondly, the sample of the main study was drawn from
the urban population of Greece - which, of course,
represents the majority of the students - and the
conclusions may not apply to rural populations, where
students have less access to language learning facilities
and possibly receive less tuition.

The study conducted with University students learning
English as a second lanquage revealed that the learners’
initial achievement has a direct impact on their

performance in the latter stages. It would be worth
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investigating whether initial attitudes can have an
influence on subsequent attitudes and achievement. Very few
motivational variables and only one attitudinal
characteristic were found to be implicated in success in
the L,.

Although it is difficult to establish the role of
affective variables from the obtained results, it is
noteworthy that the measures found to predict achievement
were the ones reflecting the students’ desire to integrate
with the English speaking community and improve their oral
proficiency in English and a favourable disposition to the
English people and culture. Therefore, the integrative
orientation factor is not to be ignored in second language
learning amongst University students.

Having taken into consideration the limitations of the
study, it can be argued that for the particular group of
University students, Gardner’s proposition of the
socio-educational framework and Krashen’s proposition of
the Monitor Model, whereby in the informal language
learning setting motivational factors play a primary role,
gains only partial support.

Moreover, Schumann’s proposition stemming from the
acculturation model and pertaining that contact between
ethnic groups and intended length of residence in the host
country promote success in the L, cannot be accepted.

As reqgards the study conducted in Greece, the results
demonstrated that there is a significant positive

association between attitudinal/motivational measures and
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achievement. This association was evident in all three
grades investigated, which can allow us to generalize the
findings for secondary school students. The strength of the
association was more pronounced than others reported
because the achievement tests and the teachers’ evaluations
were modelled on those aspects of language learning that
are emphasized in classroom teaching.

The fact that motivational intensity, desire to learn
Inglish and attitudes to learning English are significantly
and positively related to language performance indicates
that motivation facilitates performance in English and
lends support to Gardner and Lambert’s theory that students
characterized by a strong desire to learn a language, have
favourable attitudes towards it, and are sufficiently
motivated are more successful in language learning than
those who lack these attributes.

An interesting finding is that the integrative
orientation, reflected in the stude‘nts’ desire to
communicate with more and varied people as well as with
English people and learn more about their culture is a more
powerful predictor of attained proficiency than the
instrumental orientation. This finding extends Gardner and
lambert’s theory in the purely formal foreign language
learning context and, although it lends support to the
Canadian studies, it directly contradicts the Asian ones,
whereby English attainment arose from a desire to use
Bnglish as a tool with which to acquire the knowledge

necessary for education or career enhancement, and not as a
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means of communication or entry into a reference group.

Moreover, this study accounted for attitudes towards
the language speaking people and found a significant and
positive association between these attitudes and
achievement. Again, the results can imply that social
attitudes as defined be Gardner‘’s socio-psychological
theory are relevant in the FLL context and they are worth
investigating. Although attitudes revolving around the
educational aspects of language learning were stronger
predictors of success possibly because they are more
salient in the FLL setting than the group specific
attitudes, the role of the latter should not be undermined
or even ignored in studies conducted in the foreign
language setting, if the purpose is to draw on the
affective domain. European students seem to have developed
certain attitudes towards the European people, despite the
fact that the target lanquage group is not represented in
the FLL environment. Thus, these findings are in
disagreement with certain Asian studies (Haque, 1989) who
did not even include such attitudinal measures in their
research designs. Therefore, this exploratory study can be
said to represent a preliminary step to identifying the
factors causing sucess in EFL in the European context.

The current results demonstrated a significant
positive association between attitudes towards the learning
situation factor as measured by the students’ evaluative
reactions towards the English teacher and the English

course and achievement. These findings corroborate and
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extend the conclusions drawn by earlier researchers in
different parts of the world that the students’ positive
experience in the language learning situation can have a
bearing on achievement in the target language.

Concerning the effect of gender on attitudes/
motivation and achievement the results of the study showed
some variation between the different grades and cannot be
easily generalized. Thus, students in the first and second
grade differed significantly in their integrative
orientations, in their attitudes towards the target group,
toward language learning, and towards the learning
situation as well as in their motivational intensity,
desire to study the language and achievement, with girls
being more strongly motivated and having higher mean scores
on attained proficiency. These results were less eminent
for the third grade students with the exception of the mean
scores on instrumental orientation, where the male
populat.:ion had higher mean scores and attitudes towards the
teacher, were female students scored higher. Therefore, the
sex differentiation seems to decline with age or the years
of instruction and may not be attributed to the cultural
beliefs of a western society.

In focusing on the effect of social class on attitudes
and motivation, the findings of the present investigation
suggest that higher levels of achievement, more positve
attitudes and stronger motivation were characteristic of
the students with parents in higer status occupations. It

is crucial that researchers continue investigating the
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viablility of these results, so that the conclusions
reached in this study can be generalized.

The present findings also indicate that the more
active the parents’ role is in their children’s foreign
lanquage education the more effort they expend towards the
attainment of proficiency.

In addition, the parents’ passive role was found to be
influential in that the students’ attitudinal/motivational
traits were related to those of their parents. Thus, it can
be alleged that the socio-cultural milieu of the students,
in this study represented by the parents is an important
variable influencing successful language 1learning.
Attitudes and orientations seen to be communicated to the
students by their parents.

An additional finding of the current study (section
1.3) was that integrative orientation and parental
ecouragement slightly decreased with age. This result is
in harmony with others reported in the literature.

All in all, affective variables were found to have a
significant effect in foreign lanquage learning. The main
assumptions of the socio-educational model were valid for
the group under investigation, thus leading to the
conclusion that Gardner’s theory can be extended and

applied to the purely foreign language learning setting.
9.2. Implications of the current study

This section will focus on the implications of the

results of the study conducted in the foreign language
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context.

So far, it has been established that attitudes and
mtivation, amongst other variables, - are critical factors
in foreign language learning. It has also been stated that
intelligence and aptitude cannot be easily modified.
Attitudes and motivation, however, are subjects to
manipulation, are learned and can thus be improved. This
places importance on the teachers’ role in the EFL class
who can do a lot to promote positive attitudes and
achievement. In other words, they can increase the learning
potential.

The EFL teachers should be aware of their students’
positive and negative attitudes. Positive attitudes can
become even stronger and negative attitudes can often be
changed by exposure to reality, or by encounters with
people from other cultures. Negative attitudes can emerge
from false stereotyping or undue ethnocentrism and the
teachers can assist in dispelling certain myths about
language learning and about other cultures and replace them
with a more realistic understanding of the target culture.
They can aid students in realizing that foreign language is
a rather arduous but manageable task that takes place both
inside and outside of the classroom over a number of years.
It is not an unconcious or automatice process and learners
should take an active role at many levels of the process.
(Schmidt, 1991). Languages should not be considered culture
free (Bex, 1994) and the other culture must be viewed as

one that can be different from one’s own, yet to be
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respected and valued. Teachers- should focus on the cultural
nessages conveyed by the language "and distinguish between
those varieties of the foreign language that are necessary
for productive purposes and those varieties that the
learner may need for receptive purposes" (Bex, 1994:18).

The findings that an integrative orientation can
promote success in FLL, begin to reflect an awareness on
the part of the learners that languages should be learned
to establish communication with native speakers and other
users of the FL and this should be accounted for in the EFL
curriculum. Students will possibly profit more if they are
assisted to develop an integrative orientation by being
presented with communicative tasks and activities that
require the use of lanquage in authentic like or authentic
situations. Language teachers should be conscious of and
sensitive to these types of motivation that can activate
the student.

The data of this investigation revealed that the
students’ attitudes towards the teacher and the course
plays a vital role in the students’ success in learning a
foreign language. This suggests that the language tutors
should have clear objectives, and should carefully design
the course and devise the classroom methods. Moreover, the
findings indicate that the teacher should present and
exploit the new language material in an interesting way and
provide the learners with constant rewards. S/he should
take into consideration the varying student abilities and

learning rates.
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It can be suggested (Haque, 1989) that students are
asked to make an assessment of their feelings and beliefs
about the course and the tutor so that certain
modifications can be made.

Summing up, it is important that langquage tutors
establish a good rapport with the students and create a
positive classroom atmosphere where the students would
conmunicate their ideas, attitudes and feelings. Teachers
have to be aware of these attitudes and feelings in order
to help the students enhance their learning capacity.

Parents also have a great responsibility in attitude
development and can stress the usefulness of learning the

target language.

9.3. Recommendations for further research

It is considered important that this study is
replicated in other cultural contexts within Europe to see
whether there would emerge a attitudinal/motivatiomnal
pattern, as it is the case with most of the Asian studies.

It is also recommended that the students’ attitudes
and motivation are assessed both at the beginning and the
end of each grade level so that we can see whether tke
course can result in change of attitudes.

It is further suggested that the study is extended im
rular areas, where students are likely to have different
experience and less opportunity for contact with native
speakers and are generally provided with less ~“ocutside

aids” to determine the general applicability of the current
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findings.

It is considered worthwhile to investigate the
attitudes of the teachers to determine whether they are
significantly associated with those of the students. The
nethodology used and classroom or activity motivation is
also worth accounting for so that the teacher can
capitalize on those aspects of language teaching that
promote success and discard or ameliorate those elements
that can create a sense of difficulty or can demotivate the
learners. Thus, it is hoped that many of the factors that
can lead to language acquisition will be identified and the

general level of proficiency will be improved.
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APPENDTX A

Attitude/Motivation Questionnaire of the study conducted in

Britain

INSTRUCTIONS

Thank you very much for agreeing to take part in this
task. It is very useful to us as we have little information
regarding the opinions of foreign language learners and we
would like to remind you that your only task is to answer
the questions as accurately as possible, since the success
of this investigation depends upon it.

Following are a number of statements with which some
people agree and others disagree. We would like you to
indicate your opinion about each statement by circling the
alternative below it, which best indicates the extent to
which you disagree or agree with that statement. Note, that
there is no right or wrong answer. All that is important is
that you indicate your personal feeling. In answering the
questionnaire work quickly and don‘t stop to think about
each statement. Give your immediate feeling after reading
each statement. On the other hand, don’t be careless, as it

is important that we obtain your true feelings.

Following is a sample item. Circle the alternative

below the statement which best indicates your feeling.
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Winter holidays are more exciting than summer holidays

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

If, for instance, you agree slightly with the above

statement, put a circle around the third vertical line.
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Section A

A. Group specific attitudes

Attitudes toward the target lanquage community and culture

a. English people

1. English people are very friendly

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

2. English people are polite

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

3. I admire English people because they are disciplined

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly STightly Moderately Strongly

4. English people are reserved

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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5. English people are racist

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

6. I like English people because they are creative

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

7. English people are ethnocentric

| | | | I | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

8. English people are unreliable

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly ST1ightly Moderately Strongly

9. I feel that English people are easy to get along

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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10. I like English people because they are open-minded

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

11. English people are arrogant

| | | | | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

b. Attitudes toward the English culture (ACl to ACY)

1. I admire the structure of this country and this

increases my desire to learn English

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

2. England is a beautiful country and I would like to

stay here for a long time

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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3. England is advanced in technology and I would like to
benefit by following their advances
Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

4. I am satisfied with the treatment I receive by English
people and my desire to learn English has increased
Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly STightly Moderately Strongly

5. The education system is good and I enjoy doing my
studies here
Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

6. The more I 1live in this country and get to know

English people the more I want to learn their language

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly STightly Moderately Strongly
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7. The more I stay in this country the more I realize the

advantages of my own country

| | | | | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

8. Since I arrived in this country, my attitudes toward
English people and their culture have changed in a
positive way

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

9. Since I arrived here, my attitudes toward English

people have changed in a negative way

Agree Agree Agree Neutral Disagree Disagree . Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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B. Motivational indices

a. Integrative orientation (IIl1 to II6)

1, Knowing English can be very important to me because it
will allow me to communicate with English people
Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

2. Knowledge of English is very important to me, because
it will allow me to understand and appreciate the
English culture and literature

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

3. Knowing English can be very important, because it will
enable me to participate more freely in the activities
of English cultural groups

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly STightly Moderately Strongly

4. I want to learn English, because I want to integrate

myself within the English society

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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5. I want to know English because I will be able to

understand and appreciate English people and their

life style
Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly STightly Moderately Strongly

6. Knowing English.can be very important to me because it

will give me the opportunity to live in this country

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

b. Instrumental orientation (IN1 to IN8)

1. Knowing English will enable me to broaden my outlook

and develop a more critical thinking

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

2, Studying English is important to me because it will

help me understand our lectures

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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3. Knowing English is important for the obtainment of my

degree
Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly STightly Moderately Strongly

4. Knowing English is significant for me, because English
people will respect me more, if I have a good

knowledge of their language

| | | | | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

5.  Good knowledge of English will help me get a good job

| | l | | | I

Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly STightly Moderately Strongly
6. I enjoy learning English, because I can see the world

from a different perspective

| | | | | I l

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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7. Knowing English is important to me, because it is a
way of keeping in touch with the latest trends in
thought and behaviour in the west

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

8. Knowledge of English is very significant for me,

because its status is one of an International Language

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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Motivational Intensity (MI1 to MI5)

Considering how I study English, I can honestly say

a. I do just enough work to get along

b. Make a conscious effort to learn and practise all
the new items I am introduced to

c. Just skim over it

I make an effort to pick up English in every day

situations

a. Very frequently

b. Hardly ever

c. Once in a while

I make an attempt to improve my accent

a. Very frequently

b. Hardly ever

c. Once in a while

I try to improve my English by consciously correcting

the mistakes I make

a. Very often

b. Sometimes

c. Never

Considering how I studied English before coming to

England, I can say that:

a. I put more effort into it

b. I put less effort into it

c. I do not put any effort at all
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10.

11.

12.

13.

Personal Data

Age

Sex 1. M, 2. F.

Social class: l.Lower 2.Middle 3.Upper Middle 4.Upper

Number of years you have been in the foreign country:

Number of years you desire to live in the foreign

country:

Level of English before coming to England:

Studies you have done so far:

How important is your career to you?

How important is knowledge of first language for you?

How important is knowledge of second language for you?

Carreer aspirations:

How many lanquages do you speak?

Do you think that your success in life depends upon

you. To what extent?
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14. How often do you socialize with English people?

| | o | | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

15. How often do you want to socialize with English

people?
Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly Slightly Moderately Strongly
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Section 2 - Instructions

Please show which level you think broadly applies to you.

Make sure that you mark only one of the four levels in each

language skill.
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Listening

1. With careful attention I can understand formal speech
directed at me, as well as understand and extract
information from spoken text. Sometimes I need repetition.

Very well not at all.

2. I am competent to follow native speakers in areas
related to my learning experience even when speech is not
directed to me. I can extract information easily, but I
still have difficulty following colloquial speech between
native speakers and I ask for repetition. I can also
distinguish different styles.

Very well not at all

3. With concentration I can understand all forms of speech
normally understood by native speakers. If I don’t pay full
attention, or the voice level is high, I have occasional
loss of detail or fail to comprehend

Very well not at all

4. I am able to understand all forms of speech understood
by native speakers of similar background, including rapid
informal conversation, speech with high voice levels and
diverse styles and topics.

I can also understand most that is heard even if it is
not within previous experience.

Very well not at all
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Speaking

1. T am able to convey most types of information relevant
to objectives with little risk of confusion in the hearer.
I can relate events in their temporal sequence, but I can’t
develop arguments against something.

I will opt to use a mother tongue if this is acceptable to
addressees. I don’t make many grammatical errors.

Very well not at all

2. Although I lack facility in handling complicated issues
connected with objectives, I can express ideas on all

issues connected with objectives, I still need to think and

plan what I say.

'Very well not at all

3. I am as effective in communication as a native speaker.
I have facility in switching levels, topics etc.

I am distinguishable from native speakers only by very
rare grammatical misjudgments, by faint residual traces of
Ll accent and by very occasional errors of lexical and

stylistic selection.

Very well not at all

4, I can speak with facility, fluency and accuracy that is
indistinguishable from that of a native speaker. I can cope
with different styles and handle language needs within the
same limits as those encountered by native speakers.

Very well not at all
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Reading

1. I can read most texts in my specific areas of study with

a satisfactory level of comprehension and I reread only

where there is a complex discussion in a text. I still need

a dictionary where significant point of detail may be lost.
Reading rate is still slow and inflexible.

Agree Disagree

2. I can read all types of text with a fairly high level of
comprehension and understand many stylistic matters. I can
read more familiar types of text with little attention.

Very well not at all

3. I am able to read with complete comprehension all texts
associated with objectives.

Very well not at all

4. I am wholly competent to read all types of texts
associated with objective. I am able to adapt to style and
content of texts and to purpose in reading.

Very well not at all
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Writing

1. I am able to produce standard text according to standard
format provided on familiar topics with recurrent themes,
but I still make grammatical errors. Dictionary is still an

essential tool.

Very well not at all

2. I make limited use of dictionary. I can produce texts
appropriate to all purposes associated with overall
objectives, although I am still influenced by features of

L1 (first language) writing.

Very well not at all

3. I am entirely competent to write language relevant to

all objectives, grammatically and orhtographically free of

error.

My range of vocabulary is wide and I don‘t need

reference books.

Very well not at all

4. I possess the writing ability of the educated native
speaker in relation to specific objectives.

strongly agree strongly disagree
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APPENDIX B

Attitude/Motivation Questionnaire of the study conducted in

Greece

INSTRUCTIONS

Thank you very much for agreeing to take part in this
task. It is very useful to us as we have little information
regarding the opinions of foreign language learners and we
would like to remind you that your only task is to answer
the questions as accurately as possible, since the success
of this investigation depends upon it.

Following are a number of statements with which some
people agree and others disagree. We would like you to
indicate your opinion about each statement by circling the
alternative below it, which best indicates the extent to
which you disagree or agree with that statement. Note, that
there is no right or wrong answer. All that is important is
that you indicate your personal feeling. In answering the
questionnaire work quickly and don’t stop to think about
each statement. Give your immediate feeling after reading
each statement. On the other hand, don’t be careless, as it
is important that we obtain your true feelings.

Following is a sample item. Circle the alternative

below the statement which best indicates your feeling.
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Winter holidays are more exciting than summer holidays

| | | | | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

If, for instance, you agree slightly with the above

statement, put a circle around the third vertical line.
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Personal Data

School:

Grade:

Sex: l.Male 2.Female
Age:

Place of Birth:

Age you first received instruction in English:

Father’s command of English:
1. very good
2. good
3. average
4. limited

5. not at all

Mother’s command of English:
1. very good
2. good
3. average
4. limited

5. not at all

Do you know any foreign languages? l.Yes 2.No

If yes, what are they?
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Do you believe that your success in English depends upon

you?

If No, what does it depend on?

What do you want to be in your life?

What is your father’s job?

What is your mother’s job?
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Motivational Indices

a. Integrative Orientation (IOl to I05)

1.I want to learn English because it will enable me to meet

and converse with more and varied people.

Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly Slightly Moderately Strongly
2. I want to learn English because it will allow me to be

more at ease with fellow English people

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

3. Knowing English is important for me because it will

enable me to better understand and appreciate the English

literature
Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly Slightly Moderately Strongly

4. I want to know English because it will enable me to

understand English programmes on TV

I | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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5. I want to know English because it will enable me to

understand the English songs

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

b. Instrumental Orientation (INl1 to IN7)

1. I want to learn English because it will enable me to

broaden my outlook

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

2. Knowledge of English is very important for me because it

will someday be useful in getting a good job

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

3. I want to know English because it will make me a more

knowledgeable person

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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4. I want to learn English because other people will

respect me more if I have knowledge of a foreign language

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly STightly Moderately Strongly

5. I want to learn English in order to obtain the First

Certificate of Proficiency in English

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

6. I want to learn English because I want to study in

England or any other English speaking country

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

7. I want to learn English because it is the international

langquage of technology and commerce

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

8. Do you have any other reasons to study English?
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Attribution

Having a good job is very important to me

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

Attitudes towards English speaking people (EPl to EP7)

1. I have a favourable attitude towards English people

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

2. English people are polite

Agree Agree Agree . Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

3. English people are not friendly or easy to get along

with
Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly S1ightly Moderately Strongly
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4. England is the centre of cultural development

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly STightly Moderately Strongly

5. English people do not like to help others

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

6. English people are sincere

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

7. English people are badly behaved

| | | | | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

8. Are there any other positive or negative characteristics

you want to attribute to them?
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Attitudes towards learning English (EL1l to ELS8)

1. Learning English is a really interesting activity

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly STightly Moderately Strongly

2. I would rather spend my time on subjects other

English
Agree Agree Agree Neutral Disagree Disagree Disagree
Strongly Moderately Slightly Slightly Moderately Strongly

3. Learning English is a waste of time

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

4. I like the sound of the English language

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

5. I really enjoy speaking English

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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6. I plan to learn as much English as possible

| | | | | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

7. When I get the First Certificate/Proficiency I shall
give up the study of English entirely because I am not

interested in it

| | | | l | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly STightly Moderately Strongly

8. I don’'t like English

| I | | | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

Xenophobia

1. At times I fear that by using English I will become like

a foreigner

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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2. Sometimes I fear that if I use English I am not

patriotic’
Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly S1ightly Moderately Strongly

Parental Involvement

1. My parents try to help me with my English

| | | | | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly STightly Moderately Strongly

2. My parents have stressed the importance that English

will have for my future career

l | | | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

3. My parents think that I should devote more time to my

English studies

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

414



4. My parents urge me to seek help from my teacher if I am

having problems with my English

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

5. My parents think that I should devote more time to my

Greek subjects

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

6.My parents encourage me to practise my English as much as

possible
Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly STightly Moderately Strongly

7. My parents don’t show considerable interest in anything

to do with my English studies

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly
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8. If my parents did not press me, I would give up my

English studies entirely

| | | | | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly STightly Moderately Strongly
Attribution

I really take my parents’ encouragement into account

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

General Orientation

1. I actually study English because my parents force me to

do so
Agree Agree Agree Neutral Disagree Disagree Disagree
Strongly Moderately Slightly Slightly Moderately Strongly

2. I want to learn English because it is a compulsory

school subject

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly
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Motivational Intensity (MI1 to MI7)

I actively think about what I have learned in my
English class:

a. very frequently

b. hardly ever

c. once in a while

When I have a problem understanding something we are
learning in the English class I:

a. immediately ask the teacher for help

b. only seek help before the exam

c. just forget about it

When it comes to my English homework I:

a. put some effort into it, but not as much as I could
b. work very carefully making sure I understand
everything

c. just skim over it

When I am in my English class I
a. volunteer answers as much as possible
b. answer only the easy questions

c. never say anything
After T get my English assignments back I:

a. always rewrite them correcting my mistakes

b. just throw them in my desk and forget about them
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c. look them over, but don’t bother correcting

mistakes

Concerning the Anglo/American T.V. Station I:
a. never watch it
b. turn it on occasionally

c. try to watch it often

When I listen to an English song on the radio I:

a. listen to the music paying attention only to the

easy words

b. listen carefully and try to understand all the

words

c. change the station.

Desire to learn English (Delel to Dele6)

During my English class I would like:
a. to have a combination of Greek and English spoken
b. to have more Greek spoken

c. to have as much English spoken as possible

During my English class I would like to:
a. have more English grammar presented in English
b. have no English grammar at all

c. have English grammar presented mostly in Greek
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During my English class I would like my teacher to
a. do all the presentation and expoitation of language

material in English

b. use a combination of English and Greek to present
and split the new language material

c. use as much Greek as possible

If I had the opportunity to speak English outside of
school I would:

a. never speak it

b. speak English most of the time using Greek only if
really necessary

c. speak it occasionally

If it were up to me whether to take English or not, I
a. would definitely take it

b. would drop it

c. don’t know whether I would take it or not

Concerning the importance of the English subject
a. I think it’s more important than my Greek subjects
b. equally important

c. less important
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Evaluation of the teacher (ETEl to ETE7)

My teacher of English is:

friendly _ _ _ unfriendly
pleasant __ _ _ _ unpleasant
interesting __ _ _ boring

lenient _ strict

competent __ incompetent
approachable _ = unapproachable
patient __ impatient

Do you want to make any other comments about your teacher?

Evaluation of the course (ECOl to ECOS)

My English course is:

interesting _ _ _ _ boring
pleasant __ unpleasant
rewarding __ _ _ _ _ unrewarding
useful _ useless
important unimportant

Do you want to make any other comments about your English

course?
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APPENDIX C

Attitude/Motivation Questionnaire of the study

conducted in Greece translated into Greek

OAHTIEZ

Tag evxaplLOTOUHE TOoAY yiLa Tnv mpobupia cag va AGPete
HEpOog O’auTr TNV €peuvva. OL MAnpogopieg mouv Ba pag duwoete,
fa elivar moAV xpnoLpeg, emetdni Alya €xouvv ypaptel YOpw and
10 0€pa: Z€vn I'idooa nat EAAnvag padntrig.

Napandtw, LVIEAPXOLV OPLOHEVEG TMPOTACELG HE TLG OMOieg
OPLOUEVA ATOHA OLHPWVOUV nalL aiia diapwvolv. Oa B€Aape va
ONUELWOETE TNV dmoyn oag yvpw and udbe Oniwon, PBdalovtag oe
HOMAO, TNV evaAlaxTixr andvinon n omoia axpiLPe€otepa SnAwvet
T0 Pabud otov omoio cvugpwveite 1| SLapwveite pe TNV MPdTAON.
O€lovpe va ocag diLapPeBaitdoouvpe, STL dev UTAPYXOUV CWOTEG 1
AavBaocpuéveg amavrtrioeltg. Exe{vo mouv €xeL onuacia sivar va
ENPPACETE TLG TMPOOWTNLHEG Oag AMSYPELG AL ocvvaLocHripuata.

ZUPUTANPWVOVTAG TO €pwTNHATOASYLO, EPYAOCTE(TE TYpryopa
naL anavtnote aqubdpunta xwpic va mLECete TOV equtd oag. Mag
eVOLageEpetL n dmoypny cag va eivatr queon nar aubdpuntn.

Teleiwvovtag, Ba B€Aape va tovioouvue, étL n anpipPeLa
Twv aQmavinoewv oag, eivatr MoAL onuavtiung, emetdr, and auth
Ba efaptnbei, n emiTu)Xxia autrig Tng €pevvag. To MAPAHATW
napade L ypa, oag deixvelL Mwg va ONUELWVETAL TLG QMAVINOELG

oag:
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- OL xeLpEPLVEG dLamoMEG €{val MEPLOCSTEPO CUVAPTACTLHEG

QMO TLG NAAOMALPLVEG.

| | | | | | |

ugowve Iuppwve  Iuppwve  Aev €xw Arapwve  Araguve  Araguve

Anohuta Ev péper  EANayxiotra Anoyn EAayxiota Ev pé€per  Anoiuta

Edv T.X. oOvppwveliTtalL eddxiota fdaite oe ndxdro tn TpliTn

naBetTn YpPApun.
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TFevinég IAnpogopieg

B&Ate oe nOuAO TNV uATdAAnAn amndvinon 1 dwote T
anapaiTnTa otoLXela:

ZxoAeio:

T&gn:

PVOAO: 1.Apoevinud 2.0nAund

Hlunla:

Ténog T'évvnong:

ETtdyyeApa matepa:

ETtdyyeAua UNTEPAG:

Ze ToLd nAwxia dpxLoeg va pabaivelg AyYyYALud;

TL YVWOELG AYYALHIIG EXOUV OL YOVE(G OOUL;
0 mat€pag pou:
a. Kaf8déiov
B. NAlveg
Y. MétpLeg
5. Kal€g

€. [oA0 mMaAEg

H untépa povu:
a. KafBdéiov

B. Aiyeg

Y. MétpLeg

6. KalgEg

€. Nolu Mali€g
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E€pelLg dAAeg Z€veg yAWooeg; 1.NAI 2.0XI

Av NaL, moi€g;

Oa fBeleg va udbeiLg dAleg ZEveg YAWOOEG; 1.NAI 2.0XI

Av Nat moL€g nat yiat(;

T. endyyelua B€leLg va axolouvbroelLg;

Nouideitg StL n emituyxia ocouv ota AyyAwud efapTdTAl ATO
e0EVQ;

1.NAI 2.0XI

Av SxtL, and moLolLg MAPAYOVTEG eTNnPedleTal;
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Ecowtepitud KivnIpa

1.0 A w va HEBw AyyAwxnd yLad VA UTOPW VA ETLHOLVWVW UE

bLagopeTinods Aaoulg.

| | | | | | |

Tupouve  Lupgwve  Iupewve  Aev €xw Araguwve  Aragwve  A1aguwve

Anohuta Ev pé€per  EAaxiota Anoyn EAaxiora Ev pEperl  AndAuTta

2. H yvdon tng AyvyyAwunng eivatr onuaviixny yLa péva yiati 6o
HOL ETMLTPEYEL VA EMLHOLVWVW HE €eLVMOAla HE Toug @iAovg

AyyAoug

fupguve  Tupeuwve  Iupowve  Aev €xw Aiaguve  Araguve  A1aguve

Anohuta Ev p€per  EAaxiaTra Anoyn EAayxtota Ev péper  AnoAuta

3. O€éAw va E€pw AyyAxma yLa va €xw Tn dSuvvardinta va

HATAVONOW HAL VA EXTLHAOW HAAVTEPA TNV AYALuN AoyoTexvia

Lupowve Lupeuwve  Iupeuwve  Aev €xw Airaguve  Alaguve  Araguvae

Anohuta Ev péper EAayxiora Anoyn ENaxiota Ev pEper  AnoAuta

4. H pedétn tTng AyyAwuiig e€ival onuaviixnng yLa pEva yiati Oa
UTopEow va TapaxoAouvfnow TA AYYYALHA TPOYPAHHATA OTNV

TnAedpaacn

Lupewve  Iupgwve  Lupewvw  Aev €xw Alaguve  Araguve  Ar1aguve

Anohuta Ev péper  EAaxirora Anoyn Exaxiora Ev peper  AndAuta
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5. H perétn tng Ayyiwnrg 8a pe Ponbrcet va nataddpfw ta

AyyAund tpayoldLa

Tupowve  Lupgwve  Zuppuve  Aev €xw Arapuwve  Arapwve  A1agwve

AnoAluta Ev péper  EAaxioTra Anoyn Exaxiota Ev péper  AndAuta

Efwtepind nivntpa

1. ©Oa nferda va Eé€pw AyyAiund yia va OLevplvw TOULG

TvevpatLxoVg pouv opilovteg.

Luppwve  Zupowve  rupewve  Aev €xw  Atagwve  Alapwve  A1apwve

Anohuta Ev péper ENaxiota Anoyn Ehaxiora Ev pEper AnmoAuta

2. H yvwon tng AyvyAwuung eivat oAV onuavtixn yia HEVA yLATL

8a pouv efaopaiicelr pLa douvAeLd HE mAAVTeEpPO ULOBS

Lupouve Luppwve  Lupgwve  Asv €xw Alaguve  Alapwve A1apuve

Anoduta Ev péper EANaxiota Anoyn Exaxiota Ev péper AnoAura

3. H yvWon Tng AyvvAumig eivar onuaviixll yia peva yLrati

anoTtelel €vdelEn HoppwuEvou aTSHOU

LUPPWVR  Lupgwve  Lupguve  Aev €xw Aragwve  Alaguve  A10Qwve

AnéAuta Ev peper EAaxiota Anoyn Exaxiota Ev p€per AnodAuta
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4. To va E€pw AyyAwud eivat onuaviiund yia pe€va yLati o
meplyvpds pouv Ba pe Bewpel mLo omouvdalio
tugpwve  Luppwve  Lupgwve  Aev €xw Aragwve  Alapuve  A1agwve

AnoAuta Ev peper EAaxtoTra Anoyn Exaxiota Ev peper  AnoAuta

5. MaBaivw AvyAund yiat{ pHou eilval anapa{TnNTo va aAMoxuTHoOwW TO

Lower 1 to Proficiency

Lupouve  Iupewve  Iupgwve  Aev €xw Araguve  Alagwve  Alapuwve

Anoluta Ev péper EMaxioTra Anoyn Exaxiota Ev peper  Anoluta

6. ©€Aw va pé&bw AyyAuumd viati emLBuvpw va omouvddow oTnVv
AyyAia (] oe pla amwo TLg AYYASPWVES XWPEG)
Iuppwve Lupguve  Iupguwve  Aev €xw Araguwve  Araguve  Araguwve

. AnoAuta Ev pe€per EAaxiotra Anoyn Exaxiota Ev peper  AnohuTta

7. OéAw va pdbw AyyAwud yiati eivatr n drebvijg yvAdooa Tng

Texvoloyiag nat Tou eumopiov

Lugowve Iupguve  rupguwve  Aev €xw Ailapuve  Alageve  Aragwve

Anoluta Ev peper EAaxiora Anoyn Exaxi1ota Ev peper AnoAuta
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8. EXeLg mdémoLoug AAAouvg ASYoug yLa Toug omoiouvg B€reLg va

H&BeL ¢ AYYALnd;

Lupowve  Iupewve  Luppuwve  Aev €xw Atapuve  Arageve  Ar1aguve

Anohuta Ev péper EAaxiotra Anmoyn Ehaxiotra Ev péper Anoiuta

9. To va €xw pLa naifl dovAeitd ei{val TMOAY onpaviind yLa pHEVA

Iupowve Lupewvew  Iupowvew  Aev €Xxw Araguve  Arapwve  Alaowve

Anoluta Ev peper EANaxiova Anoyn Exaxitota Ev péper  AndAuta

ATAQEXEIY ANENANTI STHN ATTAIKH KOINGNIA

1. OL Ayylot pou ei{vat ovumabeig

Iupowve Zupewve  Zupowve  Aev €Xw Alaguve  Argguve  A1aguve

Anoluta Ev péper  EAaxrotra Anoyn Exaxiotra Ev peper  AnoAuta

2. OL AvyvyloL eivaL gvyevinol

| | | | | I |

Iuowve fupowve  lupewvw  Aev €xw Aragguve  Alapuve  Alaguve

AnoAuta Ev péper EAaxiovra Anoyn Ehaxiora Ev péper  AnodAuta

3. Miotebw mMwg oL AyyvyAor dev yivovtar evnoda @lAotL

fugowve  Zuppuwve  Luppwve  Aev £xw  Alapuve  Araguwve  Alaguve

AnoAuta Ev peper EAaxiora Anoyn EAaxiotra Ev peper  AnoAuta
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4. AyyAla eivalL ®EVTPO MOALTLOTLMNAG AVATTLENG

| | | | | | |

TUHQWVG  Zupowved  Iupowved  Aev €xw Alaewve  Araguve  Aiaguve

AnoAuta Ev peper EAaxiota Anoyn Exaxiota Ev pgpel AnmoAuta

5. Ot AyyloL dev eivaL efumnpetinol

TUHQWVGO  Iupowve  Iuppwve  Aev €xw Alagwved  Alagwve  Araguve

AnoAuta Ev peper EAaxiotra Anoyn Exaxrora Ev pépel  Andiuta

6. OL AyyloL sivaL eLAupLveic

Lupguve  Zuppuwve  Zupouve  Asv €xw Ataguve  Alaguve  A1agwve

AnoAuta Ev peper ENaxiota Amoyn EAaxiota Ev péper  AnoAuTta

7. Ou AyyloL E€XOULV AVAPHOOTN CUUTEPLPOPA

fupowve Iupowve  Iupguwve  Asv €xw Alageve  Algguve  A1agwve

AnoAuta Ev peper EAaxiorva Anoyn Exaxyiotra Ev peper  AnoAuta

8. Ymdpxouv dAda BeTixd 1 apvnTixd xapaxtnplotTixnd mouv 6Oa

nfeleg va toug amoddoelrg;
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ATAGEFEISY ANENANTI STHN EKMAGHZH THY TNAQSSASN

1. H eupdbnon 1tTng AyvyyAwunnie eivaL pLa evdiagépovoa

SpaoctTnpLdénTa

tupowve  Tupewve  Lupguwve  Aev €xw Alaguve  Araguve  A1aguwve

AnoAuta Ev péper EANaxiora Anoyn Exaxiota Ev péper  AnoAuTta

2. Oa mMpoTLHoVoa va aptepwva TO XPSVO HOU OTI HEAETN TwV

GAAAWV padnuaTtwv

| | | | | I |

Iugowve Lupguwve  Iuppwve Aev €xw Altaguve  Aragpuve  Aragwve

AnoAuta Ev peper  EAlaxiora Anoyn EAayxrota Ev p€per AnoAuta

3. To va pabaivertg AyyAtnd eival XAoLHo xpSvou

| | | | | I |

fupowve Zupowve  Zupewve  Aev €xw Arggowve  Ataguve  Araguve

Anoiuta Ev peper EAaxtotra Anoyn Exaxiota Ev péper Anoiuta

4. Mou ap€cel n mpogopd TNG AYYALuAG YAdooag

Tuppwve  Iupguwve  Iupguvw  Aev €xw Alapuve  Araguve  Aldpuve

Anohuta Ev peper EAaxiora Anoyn Exaxiora Ev peper AnoAura

5. Mou Qp€oelL VA HLAW AyALud

Tupowve  Iupgwve  Luppwvew  Asv €xw Alaguve  Alaguve  Alagwve

AnoAuta Ev peper EAayxiora Anoyn Ehaxiota Ev péper Andiuta
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6. Inomedw va pdbw Soo To duvatdv mepLoodtepa AYYALHE UTTOPW

| | | | | l |

Tuguve Tupowve  Lupgwve  Asv €xw  Arapwve  Aragwve  Aragwve

Anoluta Ev péper EAaxiara Anoyn Exaxiota Ev péper AnmoAuta

7. Otav mépw Tto Lower/Proficiency 6a synataiei{dpw Tn HeEAETN

™Ne AvyyvyAwung Tteielwg

| | | | | | |

Lupguve  Zupeuwve  Iupguwve  Aev €xw Araguwve  Araguve  A1agwve

Anohuta Ev peper EAaxtora Anoyn EAaxiora Ev pgpel  AnoAuta

8. Ae pou ap€oouv TAa AyYYALxd

| l | | | | |

Lupouwve  Iupgwve  Iuppwve  Aev €xw  Alaguve  Aldpuva  A1aguve

Anohuta Ev peper ENaxiora Anoyn Exaxiora Ev peper AnodAuta

EBvoxeviplLoudg - Sevogofia

1. Mepinég @op€g @ofduar STl pe TOo va XPNOLHOTOLW AYALMEG

ppdoeLlg dev 6a ouLAd cav mpayuatixndg EAAnvag

| | | | | | |

Iugouvw Iuppwvew  Lupewve  QAev €xw Araguve  Alaguwve  A1agwve

Anohuta Ev peper ENaxiara Anoyn ENaxiora Ev p€per  AnoAuta
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2. MepLuég @opé€c @ofduatr STL HE TO VA XPNOLUOTOLW TOAD TA

AYyYAlnd 6a xdow TOoV TMATPLWTLOHS HOU

Ludpuwve  Zupowve  Luppwvw  Dev €xw Aragwve  Alagwve  B1agwve

AnoAuta Ev peper  EAaxiora Anoyn Exaxrota Ev pEper  AnmoAuta

I'ONIXKH ENOAPPYNIH

1. Ou yove{g pou pe PonbBolv oTn HEAETN TWV AYYALUDV

Lupouve Luppuwve  Lupguwvw Aev €xw Alaguwve  Alaguved  Alaguwve

AnoAuta Ev péper EAaxiora Anoyn EAaxi1ota Ev pé€per  AnoAuTta

2. OL Yoveig pou €xouv TovioceL Tn onuacia mouv Ba €xouvv Ta

AyyAuud yvyia pgva Sdtav telei{wow TO O)xoAeio

Tuppwved  Zupguve  Iupguve  Aev €xw Arapuwve  Alaguve  A1agwve

Anoluta Ev péper EAaxiora Anoyn Exaxiora Ev pEpestr  AnoAuta

3. OL yoveig upou TWiLOoTeEVOUV OSTL TPEMEL VA APLEPWVW

MeEPLOOSTEPO XPSVOo YL T AYyYALnd HOUL

Lupowve  Iupguve  IZupeuve  Aev €xw Alaguve  Araguve  Araguve

AnoAuta Ev peper EAaxiora Anoyn Exaxyiota Ev péper AnoAuta
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4. OL yvoveig pou ue Tapaxtvolv va ¢ntw Ponnfesia amnd Tov
nabnyntr pouv Stav €xw MPSPANHA HE TA AYALKE HOUL
Luppuwve  Zuppwve  Lupggwve  Aev €xw Arapuve  Alaguve  B1aguve

Anoluta Ev peper EAaxiota Anmoyn ENaxtoTa Ev pEper AnoAuta

5. OL yove{g Hou TmLOoTEVOULUV OTL TPEMeL va divw mepLoogdTtepo
Bdpog ota EAANVIndE pouv upabhipata
Lupgwve Lupguve  Lfupggwve  Aev Exw Araguve  Alagwve  Alaowve

AnoAluta Ev péper ENaxrota Anoyn Exaxiora Ev péper  AnoAura

6. OL yoveig pou pe evBapplvouv va efaonw Ta AYyyALud HOU

éco 1o duvatrédv mepLoodTtepo

Lupowve Iupowve  Iupgwve  Aev €xw Aragpwve  Algguve  Araguve

AnoAuta Ev peper ENayxiova Anoyn EAaxiora Ev peperl  AmoAurta

7. OL yoveig pou Bev deixvouv navéva evdiLapepov yLa IA

AYYAuud& pou

Lugowve Lupguwve  Iuppwvew  Aev €Xw Ailaguve  Araguwve  Alaguwve

AnoAuta Ev peper EAaxiova Anoyn ENaxi1oTa Ev peper AndAuta
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8. Av &ev pe mielav oL yovelg Houv Ba eixa eynataireipeL TQA

AyyYALnd& pov

Tupouwve  Iuppwve  fupewve  Aev €xw Aiaguve  Aragwve  Alaguve

Anohuta Ev péper Elaxiotra Anoyn Eraxi1ora Ev peper  Andiurta

Aappdvw ocofapd urn’dPLv Tnv evBdppuvvVon TwWV YOVLWV HOU.

TENTIKA KINHTPA

1. MaBaivw AyyAwud yiati pe avayndlouvv oL dixol pou

Iupeuwve  Lupgwve  Zupgwve  Aev £Xxw  Alaguve  Arageve  A1aouve

AnoAuta Ev pepetr ENaxiotra Anoyn Exaxiora Ev peper Anoluta

2. O€Aw va pabw AyYYALnd yviati eival ULUTIOXPEWTLHS HAONUA OTO

gxoAelo

Luppwve  Zupguwve  Zupguve  Aev €xw  Artapuwve  Alaguwve  A1agwve

AnoAuta Ev peper EAaxiora Anoyn EAaxtota Ev péper  AnmoAuta

[IpooTtdbe L

(EMLA€ETE pévo pLa amavtnon)
1. IHEPTONAL BnuLovpYLHdE auTA Tou padbaivw ota AyyAwxd

a. oAV ocuxvd
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B. oxeddv motTE

Y. TOUL MAL TOU

Otav dev natairafaivw udTL TnVv dpa Tng mMapddoong Twv
AYYALnWvV:

a. ¢nNTW au€owsg emeEnyrfoeLtg andé Tov nabnyntih HOUL

B. CnTWw PBonbera uévo mMpLv TLG €ZETACELG

Y. dev bi{vw onuacia

Ocgov agopd To dLdPacpa Twv AYYALUWV

a. Madvw Hta mpoomdbeLa, ailld Syt Son 6a €mpeme

B. HEAETW TMPpoOEUTLMA uaAlL Tpoomabw va nataiaBaivw To
n&Be TL

Y. 6 &6i{vw onuacia

Otav el{pat otnv TAEZN TWV AYYALKUWV

Q. OUHUHETEXW 600 MLO MOAU HUTOPW

B. amavtw pédvo TLg eVUMOAEG EPWTNOELG

Y. HEVW aQuuUETOoxoG/n

OTav HOU ETMLOTPEPOULV TLG EPYACiEG HOU OTA AYYALnd

a. TLG favaypdpw dLopbwvovtag Ta A&dn pou

B. dev &ivw onuacia

Y. TLg eA€yxw, aAA& dev acyolovVuat He Tn di1Spbwon Twv
AaBwv.

Ocov agopd TOo AyyAdeowvo OdopuvgopLnd navaitr 1TNG
TnAedpaocng

a. moTt€ Bev TO TapaxoiouvBuw

B. TOo MaparoiouvbBw mepLOTACLANA

Y. TO mapaxoAouvbw cuyxvd

Otav axoVw mndmoLo AyyAwund TpayoldL oto padidpwvo

a. ouoVw TN pMouvatur &i(vovrtag onuacia oTLg €UMOAEG
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AEEELg

B. arobw MPooENTLHE AL TPOOTABW va matavornow SAeG TLG
AEEELG E£TOL WOTE VA UATAPEPW VA UATAVONOW TO TpaAyoldt
Y. aAddlw otadbud

(AL TLOAOYNHOTE TNV aAMAVTINON oag)

EmitBupuila va puédbw AyyAitud

Katd tn didpreita touv pabriuatog twv AyyAlundv Ba rfbela:
. VA XPNOLHOTOLOVUME malL Tnv EAAnvixf xat Tnv AyyAuuiy
YAWwooa

PB. va xpnoLpomoLolue TLo MOAL Ta EAAnvixd

Y. va pLAobue S0o To duvatdv MepLoodTeEPo OTA AYYALud

Katd tn Sidpneia touv pabdripatog twv AyyAlxwv 8a rbeia
d. VA& KAVOUUE TLO MOALV YPAHHATLHN OTA AYYALUA
B. va unv ®avoupe naABSAOULU YPAUHATLHI]

Y. va pag €Enyoldv Tn YPAUHATLHA ota EAAnvind

ZTo pdbnua twv AyyAwudv 6a nela o xabnyntrig Hov

Q. va rdvetLr TNV MAPoLo{aon TWV HALVOUVPYLWV YTAWCOLHWV
otolLxelwv ota AYYALud

PB. va xpnotpomoirei{ TNV EAANVLU xat Tnv AyyAuul] yviwooo
oTnNVvV Tapouvciaon

Y. V& xpnoiLpyomoie( mepLoodteEPo TA EAANVLHE
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4. Edv elxa Tnv sunalpia va xpnoLpomoLrow Ta AYYALud HOUL
eNTSG agxoAelov
a. moT€ dev Ba Ta Xpnotipomolovoq
B. B6a mpoomaboloa va Ta efaounow dEoco TOo duvvatdv

MeEPLOTSTEPO

Y. 6a Ta xpnoLpomoLolvoa MepLOTACLOUL.

5. Edv n emiAoyn] Tou Hafnipatog Twv AYYALu®Y efapTidTaAV
and euEva
a. oglyovpa B8a To sméleya
B. 6a To eynatéiel
Y. dev Z€pw €dv Ba Tto emEleya 1 Sxt
6. Ocov agopd tn onuacia Touv padrpatog Twv AYYALHWV
a. vopifw StL eival mto onuaviixd and tTa EAANVixd pou
Hadruata
B. elvaL efl{oov onuavtiud

Y. €eilvatr ALydtepo onuavtixsd

ASTIONOTHZH TOY KAGHTHTH

O »abnynTnig Twv AyYYALMWV HOU eivar:

1. ®LAwndg Ex6piudg

O uabnyntnig pouv esival:
2. Euvxdpiotog - Y __ __ __ Mn suxapeotog
0 »aBnyntnig pov xdvelL tTo pddnua:

3. evbLagEpov Bapetd
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C nabnyntnig pouv elval:

oAV auotnpdg

4. gmietnyg
5. twavég Hn tnavég
6. mpoottég anpdoLTog
7. vmopovetinde _ HN UTOHOVETLUEG
Oa nfHBeregc vVa na&velg udmoLa dAAa oxSALa yLa Tov xabnynth
oouv;

AZIONOTHEH TOY MAGHMATOE THY ATTAIKHS
1. To HA&ONUa Twv AYYALxuwv eival:
1. evbiagepovy Bapetd
2. gvxgpLoto __ HN euvux&pLoTO
3. txavomwotntind HN txavoToLNTLHS
4. moAU xpfiotpo naBdlouv xproLuo
5. ToAd onpavtixs nabSiouv onuavtLxd

Oa

n8eleg va ndvelg ndmora dAda oxSALd yLad TO u&dnua;
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APPENDIX D

Bttitude/Motivation Questionnaire for the parental study in

Britain
INSTRUCTIONS

Thank you very much for agreeing to take part in this
task. It is very useful to us as we have little information
regarding the opinions of foreign language learners and we
would like to remind you that your only task is to answer
the questions as accurately as possible, since the success
of this investigation depends upon it.

Following are a number of statements with which some
people agree and others disagree. We would like you to
indicate your opinion about each statement by circling the
alternative below it, which best indicates the extent to
which you disagree or agree with that statement. Note, that
there is no right or wrong answer. All that is important is
that you indicate your personal feeling. In answering the
questionnaire work quickly and don’t stop to think about
each statement. Give your immediate feeling after reading
each statement. On the other hand, don’t be careless, as it

is important that we obtain your true feelings.

Following is a sample item. Circle the alternative

below the statement which best indicates your feeling.
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Winter holidays are more exciting than summer holidays

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly STightly Moterately Strongly

If, for instance, you agree slightly with the above

statement, put a circle around the third vertical line.

Personal Data

1. Father 2. Father
Place of birth :
Father’s occupation:

Mother’s occupation:
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Motivational indices

a. Integrative Orientation

1.I want my children to learn English because it will allow
them to meet and converse with more and varied people.
Agree . Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

2.I want my children to learn English because it will allow

them to be more at ease with fellow English people.

| | | | | I |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

3. I want my children to.learn English because it will

enable them to better understand and appreciate the English

literature.
Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly Slightly Moderately Strongly

4. I want my children to learn English because it will

enable them to understand the English programmes on T.V.

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

441



5. I want my children to learn English because it will

enable them to understand the English songs

| | | | | I |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly ST1ightly Moderately Strongly

Instrumental Orientation

1. I want my children to learn English because it will

enable them to broaden their outbook.

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

2. Knowledge of English is very important for my children

because it will someday be useful in getting a good job.

Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly Slightly Moderately Strongly
3. I want my children to learn English because it will

make them more knowledgeable persons.

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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4. I want my children to learn English because other

people will respect them more if they have knowledge of a

foreign language.

| | | | | | |

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly STightly Moderately Strongly

5. I want my children to learn English in order to obtain

the first Certificate or Proficiency.

Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly Slightly Moderately Strongly
6. I want my children to learn English because I want

them to study in England or any other English speaking

country.

Agree Agree Agree Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

7. I want my children to learn English because it is the

international language of technology and commerce.

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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Attitudes towards English speaking people

1. I have a favourable attitude towards English people

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly STightly Moderately Strongly

2. English people are polite

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

3. English people are not friendly or easy to get along

with.
Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly S1ightly Moderately Strongly

4. England is the centre of cultural development

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

5. English people do not like to help others

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly
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6. English people are sincere

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly ST1ightly Moderately Strongly

7. English people are badly behaved

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly

8. Are there any positive or negative characteristics you

want to attribute to them?
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Ethnocentrism - Xenophobia

1. At times I fear that if my children use their English

they will become like foreigners.

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly STightly Moderately Strongly

2. Sometimes I fear that if my children use English they

are not patriotic

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

General orientation

1. My children study English because we force them to do

SO.
Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly Slightly Moderately Strongly

2. I want my children to learn English because it is a

compulsory school subject.

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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Parental Involvement

1. I try to help my children with their English.

| | | | | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly STightly Moderately Strongly

2. I have stressed the importance that English will have

for their future carreer.

| | | | | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

3. I think that they should devote more time to their

English studies.

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

4. I urge my children to seek help from their teacher if

they are having problems with their English.

| | | | | | |

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly S1ightly Moderately Strongly
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5. I think that my children should devote more time to

their Greek subjects.

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

6. I encourage my children to practise their English as

much as possible

Agree Agree Agree  Neutral Disagree Disagree Disagree
Strongly Moderately Slightly STightly Moderately Strongly
7. I do not show considerable interest in anything to do

with my children’s English studies

| | | | | | l

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly

8. If I did not press my children they would give up

their English studies entirely

Agree Agree Agree  Neutral Disagree Disagree Disagree

Strongly Moderately Slightly Slightly Moderately Strongly
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APPENDIX E

Attitude/Motivation Questionnaire for the parental study

(translated into Greek)

OAHTIEZ

Zag gvxaplLoToUue MoAU yiLa Tnv mpobuupia cag va AdPete
HEpog o’auTtiy TNV €peuvva. 0L MAnpogopieg mouv Ba uag dwoete,
6a e{vatr mMoAUV xpriotpueg, emeLdn Alya €xouvv ypaptei YTOpw and
To 6€ua : Zévn I'Awooa unatr EAAnvag padntnig.

H axpifeta twv anaviioewv ocag, eivalL TOAL onpavtixig,
emeLdn naL autn 6a ocuvuPBdiieLr otn PeAitiwon Tng diLdaoualriag
Tng AyvyyAwunis.

Napandtw, UNEPXOUV OPLOUEVEG TPOTACELG HE TLG OMOLEG
OPLOHEVA ATOHA OULHUPWVOUV ualL aAla diLagwvoldv. Ba B€Aaue va
ONHELWOETE TNV dnoyn oag ylpw and ndbe &rfAwon, Pdalovrag oe
HOKAO, TNV EVAAAAUTLHI] QmAVINOn n omoia axpLPBe€otepa dSnAdvetl
To Babusd otov omoio ouvpgpwveiTe 1 dLapwveiTe HE TNV WPSTAOT.
O€Aovpue va oag ditapfePaitdoovpe, SEtL dev LMAPYXOLV CWOTEG N
Aavlaocugveg amavtnoeitg. Exeivo mou €xet onupacia sivat va
EXPPACETE TLG TMPOOWNLHEG gag andPpelg xatL ocuvvaiLocdnuata.

ZUUTIANPWVOVTAG TO €pwTnuUaToAdyLo, epyacTteiTe YpRyYopQ
naAL aAmMaAvInoTe aubdpunta. Mag evdLageEpelr n damopn caAg va
elvaL apeon nat aubdpuntn. Axdua, ocag diafefardvouvps, STL
oL amavtiogelLg oag 6a Tmapapeivouv CAVWVUHEG HAL TA
EPWTNUHATOASYLA QUECOWG HETA TNV emefepyacia Twv otoLxeliwv 6a
HATATTPAPOUVV .

To MapardTw TMAPABELYUA, OAG Bel)XVEL TWG vA ONUELWVETAL
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TLG AQmMAVTHOELG oOag ¢

- OL XxeitpepLvég BrLanmomég elvaL NepLoodTepo

OLVAPTIACTLHEG ATMS TLG HAAOUALPLVEG.

TUHPWVWD SUHPWVEH ZLUHEWVY Aev €xw ALagwvd ALapwvd  DALAPWVE

Anédlvuta Ev pépel EAd)Lota Amoyn EAdxLota Ev u€pel AmdAvta

E4v m.x. ovppwvei{TtaL eldxiLota PaAte oe uOGxro tn TPitTn

MABETN YPAMUUT.

TENIKEX IIAHPOSOPIEZ

BdAte o MOMAO TNV HATEIAANAR amavinon 1 dwote Ta

anapaltnTta ortoLxeia.

ISiétnta : 1. Naté€pag 2. MntEpa
Témog TI'évvnong :
ETdyyeApa matepa :

EndyyeAua unteEpag :

EowTepiud uivnipa

l. Ga nfbeda Ta mMaALtdL& pou va padouv AYYALHAE YLQ VA HUTOPOUV

va ETTLMOLVwvoUVv HE dLagopeTinoldg Aaolg

| I I | I | I
TUHPWVW ZUHPWVE SLHPWVW NAev €XwW ALAPwV ALAPWVA ALAPWVWD

AntéAvta Ev p€pelr EAdxiota Amoyn EAdxiLota Ev p€peL Amdivta
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2’
pov yrati
Touvg @piAoug AyyYAoug.

ZUHPWVW ZUHPWVW  SUHPWVW

AnéAvta Ev pé€per EAdxiLota

3. Oa fifeda Ta MALdLE pov
SuvatdtnTta va natavoroouv

SUHEWVW ZUHPWVW TUUPWVW

ATtéAuvta Ev ué€petr EAdxLota
4. H per€tn tng AyyvAunig

Houv yiati O6a umopg€oouv

H yvdon tng Ayyiuurncg Ba eivat

onpavTiuny yLra Ta maldid

Ba Toug EMLTPEPEL VA EMLHOLVWVOOV HE LMOA{Q HE

| I I |

Aev €Xw ALapwvd ALqewvd ALapwvd

ATon EAdxLtota Ev pEpel AmSAuvTta

va f€pouv AyyAuud yiLa va €xouv Tn
naAlTeEPA TNV AyyAtnn Aoyotexvia.

| I | |
Aev €xw ALapwvd) ALapwvd ALAQwVd
AtoYn EXd@xLota Ev pé€per Andivta
6a el(vatL onuavIixuly yvia Ta matdid

va TmapaxoAovfrjcouv TA AYYALxd

TMPOoYPEAHHATA OTNV TnAedpaor.

I | I

ZUHPWVW ZVHPWVW  SLHPWVW

AntédAuvta Ev pépetr EAdxiota Amoyn

5.

H pele€tn tng AvyAAwnnc OBa PonbroeL

| I I |

Dev €xw ALapwvd ALapwvd ALapwvd

EAdxLota Ev p€petr AmSAvTa

T TMALdLE pouv va

nataidfouvv ta AyyAind tpayoldia.

ZUHPWVW ZVHPWVW  ZVHEWVW

AntSdAvta Ev HEpeL

EAaxiota Amoyn

I I I I

DAev Exw Alapwvw Alapwvw ALapwvad

EAdxiLota Ev peEpet AmdAvta
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EfwTteptud nivntpa

1. BOa nbeda Ta mMaLtdiLd pouv va E€pouv AyYYALud YLQ VA

dLevplvouv TOUG TVEULHATLIHOUG Toug opilovTeg.

ZUHPWVW ZUHPWVW ZVHPWVW DNAev €xw ALapwvd ALapwvd ALa@wvd

Anéluta Ev pé€pel EAdxLota Amoyn EXdxLota Ev pé€pel AnMSAvTa

2. H yvdon tng AyyAumuiic 6a el{valL onpaviiufg yLa ta maLdid

pov yirati 6a Toug efacparicer puLEd Sovieltd pe uaidtepo

HLobd.
| | I I I I |

SUHPWVW ZUHPWVW ZUHPWVW Aev €xw ALapwvd Artapwvd ALapwved

AnéAvta Ev pEpelr EAdxLota Amoyn EA@xLota Ev p€petr AnSAvta

3. H yvdon tng AyvAunnig yviAdooag 6a eivalL onuaviixng yLa TQ
TaLtdtd pouv yviati{ amotelel €vdelEn HoOpPWUHEVOL ATSHOUL.

ZUHPWVW ZULVHPWVW ZLHPWVW Aev €xw ALapwvdd ALapwved ALdPwVw

AnéAvta Ev p€pel EAaxLota Amopn EAlaxLota Ev pEpetr AmSAvTa

4. To va E€pouv Ta MaLdLd pou AyyAwud eivar onuavtixd yiatl

o mepiyupog Toug Ba ta Bewpel omouvdaia.

I I I | I I I

SUHPWVW ZLHPWVW ZLHPWVW DNAev €xw ALapwvw ALapwvw ALAPWVED

AndAvta Ev pé€pet EAdxiLota Amopn EAXa@xitota Ev p€peL Andivta
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5. OéAw Ta MALdLE pou va pdbouv AYYALuE YLA VO ATOXTIIOOUV

1o Lower 1 To Proficiency.

SUHPWVW ZULUHPWVW ITUHPWVW DAev €Xw ALAPwVW DALAPWVW AL AQWVD

Andivta Ev péper EAd)xLoTta Amoyn EX&dxLota Ev pépel AmSAvTa

6. O€Aw Ta TMALOLE pou va pdbBouv AyyAxd yYLati emMLBLUD v
omovddoouvv otnv AyyvyAia (1] oe pia and TLg AyyASpwveg XWPEG) .

ZUHPWVW ZUHPWVW IVHEWVW DNAev €xw ALagwvw ALapwvd ALAQWVE

Anéivta Ev p€petr EAdxiLota Amopn EA&xLota Ev p€pel ATMSAvTa

7. O€élw Ta maitdid pouv va udbouv AyyAwnmda yiati elvat n

S51eBviig yAWwooa tng Texvoloyiag uaL Touv eumopiov.

SLHPWVW ZUHPWVW ZLVHPWVW DNAev €xw ALaPwWVW ALaPwWVW ALAPWVE

AmtéAvta Ev pépeL EAdxLota Amoyn EAdxiota Ev pé€per AndAvta

8. Exete mamoLoug dAloug AS8Youg YL Toug omolioug B€leTe TA

maLdLd oag va pdbouv AvYyALnd;

AIAGEZEIY ANENANTI STHN ATTAIKH KOINONIA

1. OL AyyAoL pouv eivalL cuvumnabeig.

ZUHPWVW ZUHPWVW TUHPWVW Aev €xw Arapwvd ALa@wvw ALQAPWVA

AnéAvta Ev ué€pet EAdxiota Amopn EA@xLota Ev pué€peL Andivta
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2. Ou AyyloiL el{vaL euvyevinoi.

SUHPWVEH TUHPWVE  SUHEWVE Aev Exw Alopwvd ALaguwvd ALAQWVE

AnSAuta Ev pé€pelr EAdxLota AToyrn EAXdxLota Ev pué€petr AmdivTa

3. NLotebw Twg oL AyyloL Sev yvivovtaL gOxnora @iloL.

SUHPWVE ZLUHPWVW ZLVHPWVW Aev €Xxw Alapwvd ALapwvd ALAQWVE

AnSAvta Ev pe€petr EAdxLota Amoyn EAdxLota Ev pé€pet AnmSAvta

4. H AyyAia eivaL To ®EVTPO TNG MOALTLOTLHUIG QAVATTUENG.

ZUHPWVW SLUHPWVW ZLHPWVW Aev €xw ALapwvd ALapwvd ALAPWVE

AnSAuvTta Ev p€petr EAdxiLota Amoyn EAdxLota Ev p€petr AmdAvta

5. Ot AyyloL dev eivaL gfumnpetinoi.

I I l | I l I

TUHPWVW TLHPWVW SUVHPWVW DNev €xw ALaPwvw ALAPWVA ALAPWVWE

AmSAvta Ev p€pel EAdyrLota Amoyn EAdxLota Ev p€petr AmSAvTq

6. OL Ayylor sivat ethwnpiveig.

TUHPWVW ZLHPWVW ZSLVHPWVW DNAeV €Xw AtaPwVW ALV ALAPWVA

AndAvta Ev p€pel EAdxiota Amoyn EAdxiota Ev pEpetr AmdAvta

454



7. OL AyyloL €XOLV QVEPHOOTN CUUTEPLYOPT.

| | l | | | |

SUHPWVEH ZUHEWVEW SLVUPWVE Aev €xw Atopwvd ALaguwvd ALagwvd

AndAvta Ev pé€pel EAdxLota Amopn EAdxLoTta Ev pé€pet AmMSAuvTa

8. Ymdpxouv dAAa BeTind 1 apvnTLxd XAPAUTINPLOTLHUE Touv 64

n6ereg va toug amnodwoeLg;

Ef8voneviptoudg - Zevopofia

l. Mepunég gopég @ofduar 4tL Ta TMALdLE pHoL HE TO VA
XPnoLpomotLolv AyvyyAiLxég ¢@pdoetg bev Ba opiLAodv ogav

mpayuatixnoil EAAnvegs.

ZUHPWVEH SUHPWVW ZLUHPWVW Aev €xw ALapuwvw AiLa@ewvd ALAPWVW

AndAvta Ev p€pel EAdxLota Amoyn EAd@xLota Ev ué€pet AmSAvTta

2. Mepnég popég @oPduar STL av TA MALdLA HoOu XPTNOLHOTOLOUVV

oAU Ta AyyYAitud Ba xdoouv TOV MATPLWTLOUS TOULG.

| | | | | l l

SUHPWVW ZUHPWVW ZLHPWVW Aev €xw ALapwvd ALV ALapwvd

AntéAvta Ev pEpeL EAdxiLota Amoyn EAdxitota Ev pEpetr AmSAvTta

TONIKH ENOAPPYNZH

1. Bonbd Ta mMaltdiLd pouv otTn HEAETN TwWV AyYyALxdv.

SUHPWVW ZUHPWVW ZUHPWVW Aev €xw ALAPwvd ALAPWVE ALAPWVD

AndAvTta Ev u€pelr EAaxLota Amoyn EAX@xLota Ev p€petr AmSAvTa
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2. Exw tovioceL ota malLdLd pouv Tn onpacia mouv Ba €xouvv T

AYYALuA yLa auTtd STav TeEAeLWoOOLV TO OXoAelo.

SUHPWVW ZLHPWVW  ZupPWVW NAeV €Xw ALaPwvw ALaPwvd ALaPpwvwd

AnéAvta Ev p€petr EAdxLoTta Amoyn EAdxLota Ev p€petr AmSAvTA

3. Niotedw 6t Ta mMaLdLd HOU TPEMEL VA APLEPWVOULV

mepLoodtepo XPdvo Yia TA AYYALME TOULG.

ZUHPWVW TLVHPWVW TUHPWVW Aev €Xw ALaQwvd ALAPWVw ALaQwvd

AnSAvta Ev p€pet EAddxitota Amoyn EA@xLota Ev p€pet AmSAuta

4. Doapanive Tta Tmatdid pou va gntovv Ponrbeira amnd Tov

nabnynti tToug STtav €xouv TPSPANUA HE TA AYYALxd TOug.

ZUHPWVW ZLHPWVW ZLPPWVW Aev €xw Atapwvd ALaPwWVw ALAPWVD

AnéAvta Ev p€pet EAdxLota Amnoyn EAd@xLota Ev ué€peir Andivta

5. Miotedw S6tL mMpenet va divouv Ta MaALdiLd poU WEPLOOSTEPO

Bdpog ota €AAnvixd Toug padipara.

l I | | | I I

ZUHPWVW ZLHPWVW TLUPWVW AeV €Xw ALQPwWVW ALAPWVW ALAPWVW

AnéAvta Ev ué€petr EAdxiLota Amoyn EAla@xiota Ev p€Eper AndAvTa
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6. EvBappVvw Ta matdid pouv va efaonolv Ta AyyAimd pouv 4o

To duvatdv meproodtepo.

| | l | | I I

ZUHPWVW ZUHPWVW ZLVHPWVW Aev €XwW ALapwvd ALAPwVW DLAPWVA

AntdAluta Ev pépelr EAdxLoTta Amoyn EldxLota Ev pépetr Andivta

7. Delxvw HEYAAO eVOLa@EpoV vLa TA AYYALud TwV TMALdLOV HovL.

SUHPWVW ZLVHPWVW  ILVHPWVW Aev €Xxw ALaPwve Atapwvd ALapwvd

AmSAvta Ev pg€per EAdxLota Amoyn EAdxLota Ev u€peL AmSAvta

8. Av bev miela Ta mMaLdLd pouv Ba eixav eseynataieiyper TA

AyyAuund Toug.

SUHPWVW TLVHPWVW  ZLHPWVW Aev €xw Artapwvd Atapwvew ALapwvd

AntéAuvTta Ev p€pel EAdxLota Amoyn EXadxLota Ev pé€pel AmSAvTta
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Teviund nivntpa

l. Ta maitdid pouv pabaivouv AyyAwud yviati Ta avayudfoOuvue

eueig.
l | | | | l I
ZUHPWVW ZUHPWVW ZUVHPWVW Aev €Xxw ALAPWVE ALapwvw ALaPuvd

AndAvta Ev p€pel EAdxLota Amoyn EAdxLota Ev pé€pel AmdAvTa

2. Ta matdid pov pabaivouv AyyAwud yiati ei{valL LTOXPEWTLHS

H&Bnua oto oxoAeio.

ZUHPWVW TLVHPWVW ZUVHPWVW AeVv €xw ALagwvd ALapwve ALapwvd

AnéAlvta Ev p€petr EA&xLoTa Amoyn EAdxLota Ev pu€pet Andivta
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APPENDIX F

Sample of the written test given to certain fourth
grade students included in the sample

Book. Taskway English 1 & 2

Reading

Of course you can come and visit. You know how much we
and the children love you! And of course you can bring Mary
with you. The kids are crazy about her!

When you’re here you can stay in Bobby’s room. It’s a
nice warm room with a view. Bobby can sleep with Kate. In
the morning you can have the house to yourself. Jim and I
work, and the kids are off to school.

And there are thousands of things to do in Cambridge.

You can visit the colleges, you can go to the theatre, you

14

Calle o o o

Comprehension Questions

1. Who do you think the writer is sending the letter to?

2. How close is the writer to the person she is sending

the letter to? Explain

3. Do you think that Cambridge is an interesting place to

visit? Explain
4. Can you write four more things the writer’s visitors

can do during their stay there?
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Grammar

Complete the sentences with the past continuous or
past simple verb form.

Kim (walk) across the park when it
(begin) to rain
We (drive) home when our car suddenly

(stop)
Mick (go) up the stairs when the lights

(go) out
I (pick) up the suitcase when the handle

(fall) off

Complete the sentences. Use the present continuous or
the present perfect continuous form of the verbs and
for or since
Kim __ to Berlin next Thursday.(fly)
How long __ Alison in London? (live)
six months

you the night train to London? (catch)

I English 1983 (study)

Complete the sentences. Use the infinitive or the
infinitive without to

Michelle 1is not allowed out late at night
(stay)

I mustn’t so much (eat)

My parents don’t let me to discos (go)

Our teacher makes us a lot of work (do)
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Complete the sentences about Kim and Mandy.
comparative or superlative degree

Kim’s hair is not as Mandy’s (curly)
Mandy is at singing than XKim (good)
Kim is the dancer in the school (good)

Kim is a bit than Mandy (slim)
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APPENDIX G

Sample of the written test given to certain fifth grade
students included in the sample

Books: New Generation 1III, Success at First

Certificate

Reading: Survival (Unit 37 p.69, book:New Generation III)

Blue whales are the largest and most
impressive animals ever to have lived
on Earth. Thirty meters 1long and
weighing up to 125 tonnes, they are
three times heavier than the biggest
dinosaur. Blue whales used to be so
plentiful that it is estimated there
were once over 200,000 of them living
in the Atlantic and Pacific oceans.
However, ever since the seventeenth
century they have been slaughtered by
hunters for their oil and meat. They
were hunted so ruthlessly that, by
1963, it was thought their population
had been reduced to fewer than a
thousand. It is possible that blue
whales are still being illegaly hunted
and killed, even though they have been
protected by international law since
1967. Even if all hunting is stopped,
it is feared that there are now too
few of them left for their numbers to
increase. Indeed, it is probable that
in a few years’'time this magnificent
animal will no longer be seen on our
planet.

Comprehension Questions

1) Can you explain why there are so few blue whales
living in the world today? (write as much as you can

about the problem)

2) Why have the blue whales been protected by

international law?
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3)

4)

Has the hunting of blue whales now completely stopped?
What do you think could be done to save these

endangered species of animals?

Grammar

Write down some things you wish were different. Here

are some ideas to help you:

a. appearance I wish I...
b. character I wish I...
c. abilities I wish I...
d. studies I wish I...

Now add what would have happened if you had or had not
done these things

a. IfT ......

b. If ...t

c. If ceceecee

do If ® o 00 00 00

Use who, which, whose or where to complete the

following sentences

People work with dolphins are suprised at how
intelligent they are

Carl Sagan is a man interests go beyond

astronomy

He was the director of an institute became

famous for its research

He was standing at the edge of one of the tanks
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several of these highly intelligent creatures were

kept

Complete the following sentences with one word

The music is too loud now! Turn it !
I want to make sure these jeans fit me. Where can I

try them ?

Here’s a new idea for studying phrasal verbs. Try it
and see if it works

Bell’'s wife died and he had to look his

children alone
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APPENDIX H

Sample of the written test given to certain sixth

grade students included in the sample

Book: Focus on Proficiency

Reading: Everyone needs a guardian angel (Unit 6 p.100)

Yet radical as they have been in effect the Angels’
methods and mentality are strictly traditional.Through
self-help, Good Citizenship, and plenty of media cover-
age they are re-enacting the American myths of film and
fable: "This town is like Gunsmoke", explains Curtis.
"There are good guys and bad guys and they all have
guns". He is nostalgic for the America his grandparents
told him about where people took care of each other and
walked their neighbourhood streets without fear.

Curtis thinks the rot set in during the 60’s when
everyone was "doing their own thing”. Since then, if
Americans want they take. "People are no longer willing
to wait in the time-honoured tradition of scrimping and
saving”. In the Sliwa analysis, crime has nothing to do
with politics or poverty. He argues that greed and dis-
honesty now infect street criminals and bank presidents
alike.

Discipline, dedication and adherence to the work
ethic: these are the qualities he requires of Angels in
the battle against social chaos. All volunteers must be
either employed or in school and must have a clean
criminal record.

Comprehension Questions

Which qualities and methods have led the Angels to success?
What was the attitude of Americans until the ’60s and in
what way has it changed since then?

Where does corruption lie in the American society?

Comment on Curtis’ beliefs in no more than forty words.

Grammar

1. Put the verbs in the following sentences into the

correct tenses.
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a. Supposing we (never meet) all those years ago, who do
you think you (might marry)?

b. If (not watch) television, I (certainly hear) the
burglar alarm go off.

c. What you (do) about the blackmail attempt last year if
you (be) me?

d. If it (not be) for the quick thinking of neighbour, the

fire (might spread) to other floors.

2. Rephrase each of the following sentences in such a way
that it 1is as similar as possible in meaning to the
original sentence. Use the words provided which must not be
altered in any way.

a. Since the company’s methods were exposed in a newspapef,

people have lost their good opinion of it.

Disrepute

b. She passed the work around that she was looking for a

flat.

known

c. I advise you not to believe what you read in the papers
about me.

Reliance

d. If you didn’t contribute generously, we couldn’t
continue our work.

But
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3. Change the following sentences into reported speech
joining the sentences.

a. "I'll stay here by the phone for the next ten minutes.
They may call again®", she said.

b. "Phone me next Sunday. I hope to have more information
by then", John said to Mary.

c. "My daughter went out at 10 o’‘clock yesterday morning”,
she explained, "and nobody’s seen her since then".

d. "We just don’t know what to do now", they cried. "This

news has come as a complete shock".

4. Complete the following sentences by using an appropriate
phrasal verb.

l. Frankly; I don’t know how he on the small

amount he earns.

2. It’s no use trying to him with charm. Once

he’s made up his mind he never changes it.

3. Thank you. I’'d love to stay to dinner, as long as it
won’t you at all.

4. He did seem a bit short-tempered, I agree. I it

to overwork.

Composition

Adolescent crime rates are constantly increasing. Discuss.

(100-130 words).
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