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ABSTRACT

The motivational dimension of second/foreign language
learning has received ceonsiderable emphasis in the
literature as a means of better predicting language
achievement and understanding the factors that influence
language learning. The present study is an attempt to
analyze the nature of orientations towards learning English
as a foreign language, and to test whether they are related
to other constructs, such as motivation and proficiency, in
a context not hitherto explored. To this end, four
instruments were administered to a random sample of
approximately 200 male and female university students in
Humanities and Science in Turkey. These students were
enrolled in intensive English language programs at the time
of testing. The instruments consisted of 1) a cloze test to
measure language proficiency; 2) a questionnaire to assess
Ss’ reasons for studying L,; 3) a Motivational Intensity
Scale to assess the students’ effort in studying L,; and 4)
a Desire to Learn L, Scale to assess the degree to which Ss
want to learn L,.

The data was subjected to factor analyses and seven
orientations to learn English were found to be common to all
groups studied. Results of correlational analyses showed
that there was a relationship between motivation and
proficiency for females in the sample. There was no

significant relationship between proficiency and any of the
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seven orientations for either sex. Results based on MANOVA
to determine the main effects for sex and field of study
revealed significant effects for sex but not for field. A
second factor analysis was done to asséss the relationships
between the seven orientations and motivation and
proficiency for males and females separately. Four factors
for females and three factors for males were obtained. A
detailed description was given of the cultural, historical
and educational context where English as a Foreign Language
(EFL) takes place, where there is almost no contact with
native speakers of Eng}ish outside the classrcom. This
study contributes tO ;hose already conducted to test the
most recent medels of language learning in contexts both

outside and within North America.
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INTRODUCTICON

Trying to uncover and understand the factors that
influence foreign language learning has been the concern of
psychologists, linguists and educators for many years. The
motivational dimension, among others, has been extensively
researched to arrive at a better understanding of the
factors underlying achievement in second language learning.
It is this dimension that will be the focus of this study.
In particular, this study looks at the nature of student
motivations related to achievement in a foreign language in
Turkey, a unilingual country with a strong national culture
and identity. The specific foreign language concerned 1s
English, which is the language of instruction in some of the
Turkish universities.

TIn the first chapter, a review of the literature
dealing with motivational aspects of second/foreign language
learning will be presented. In Chapter Two, the Turkish
context will be described in detail. Chapter Three will
describe the various instruments and analyses used in the
present study, while Chapter Four will present the main
findings of the study. Chapter Five will draw some
conclusions and point towards future directions for

research.
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CHAPTER ONE
MOTIVATION AND SECOND/FOREIGN LANGUAGE LEARNING

The importance of aptitude, attitudes and motivation,
individual differences and envirommental variables in the
process of learning a second language has generated a
considerable body of research literature. The motivational
aspect of L, (second language) learning has been studied by
Gardner and his associates {(Gardner and Lambert, 19872;
Gardner, Smythe, Clément and Gliksman, 1976). The largest
part of research in this area has focused on aptitude, and
the attitudinal and motivational construct proposed by
Gardner and Lambert (1959). Their study was one of the
initial studies on the relation of attitudinal and
motivational variables to second language achievement. The
researchers factor-analyzed several measures that were
administered to a sample of English-speaking high school Ss
studying French in Montreal. One of the factors obtained
had an influence on the students’ language achievement, and
was defined by the authors (Ibid.) as "social-motivation".
The lcocading of this factor suggested, that students who had
a favourable attitude toward French Canadians, who wanted to
learn French for integrative purposes, and who worked hard
to learn this language, would be successful. Other studies
which demonstrated relationships between L, proficiency, and
attitudes/motivation dimension involve many regions and
languages.

Gardner and Lambert (1959) originally defined two major
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goals in second language learning, namely "instrumental"” and
"integrative". If a learner's purposes for L, learning
reflect the more utilitarian value of language achievement,
such as career advancement, his/her orientation would be
winstrumental", whereas if rhe language learner is oriented
to learn more about the other cultural community, then it
would be "integrative". Orientations are stated to
represent long range goals that support a student’s
motivation to learn a language together with his/her
attitudes toward the learning process (Gardner 1979, 1981;
Gardner, Gliksman and smythe, 1978).

Cconcerning the different contexts of L, learning,
Gardner and Smythe (1974) stated earlier, that in a
bilingual community, for instance, the Ss may develop some
competency in some aspects of the L,, whereas in a
unilingual community only a few Ss may prove to be
successful in those aspects. Tt is noted (Ibid.) that in a
bilingual community, the language program may focus on
communicational skills, whereas in a unilingual community,
the program may be oriented towards "a knowledge of the
language", rather than the nability to use" the language
fauthors’ emphasis, Ibid.).

Different functions are carried out in different
languages in many contexts in the world. The status
accorded to the languages in contact should be considered in
analyzing these functions. Language competence of one

particular type may lead to more economic and social



advancement than another. This usually leads to planning
the promotion of a specific language for the socioeconomic
activity in a nation, such as English and French in Canada.
A discussion of language in education should not be limited
tc the medium of instruction in the classroom alone. The
teaching of specific languages as subjects in the curriculum
and the effect it has on cultural awareness has been a
concern for many researchers (Alptekin 1981; 1982; Kachru
1976; England, 1982). The studies in this area show that
in many countries where more than one language 1is
spoken by important segments of the population,

there is often an unequal distribution of power

(social, economic, etc.) among the various

ethnolinguistic groups. It is often the case that

minority groups are involved in a struggle for
cultural and linguistic survival in the face of
threatened assimilation by more dominant groups.

In such situations, it is quite conceivable that,

for some incividuals, anticipated rewards of

learning a second language do not balance out the

perceived costs in terms of loss to ethnic or

cultural identity. (Taylor, Meynard, and Rheault,

1977, p. 103)

Thinking along these lines, Lambert and his associates
made a distinction between a "subtractive" and an "additive®
form of bilingualism as follows (Lambert 1979, p. 422;
Taylor, Meynard and Rheault, 1977):

a) subtractive bilingualism: an ethnolinguistic

minority group, in attempting to master a prestigious
national or international language, may actually set aside
or "subtract out"™ for good the home language;

b) additive bilingualism: members of a high prestige

linguistic community can easily, and with no fear of

jeopardizing home language competence, "add" one or more



other languages to their repertoire of skills, reaping
penefits of various sorts from their bilinguality.

Gardner (1979, p. 197) states that

This is a distinction in terms of the social

impiications of developing bilingual skills in

which bilingualism is viewed as contributing to an

individual’s growth by offering him access to

other cultural communities (additive) or as

contributing to his feelings of loss of identity

by orienting him away from his own cultural

background towards another (imposed) one

(subtractive). Obviously, this distinction

depends not on the development of two language

codes in the individual, but rather his belief

and, quite likely, those of his immediate

community concerning the implications of second

language acquisition.
Gardner (1979: 200-201) emphasizes the role that the social
context might play in second language acquisition. The
author states that "communities obviously differ in a number
of ways, and one which seems particularly relevant is the
extent to which the other language group is an active part
of the community" (Gardner, 1979, p. 201). The author
refers to Giles, Bourhis and Taylor’s (1977) schema for
assessing "ethnolinguistic vitality" which causes a group to
behave distinctively and act as a collectivity. This
concept was originally introduced as a description of the
language status of ethnic groups and it was proposed that
most of the structural variables influencing ethnolinguistic
vitality could be derived from the following three factors
(Hogg and Abrams, 1988, p. 197):
1. Status: If an ethnolinguistic group has economic control

over its destiny, consensually high self-esteem, pride in

its past, and a respected language of international repute,
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then it can be considered to have high status. This confers
vitality which secures its survival as a distinct entity
with a future.

2. Demography: This refers to the sheer number and
distribution of group members. Demographic factecrcs which
favor enhanced vitality include large numbers concentrated
in an ancestral homeland, favorable ingroup-outgroup
numerical proportions, low emigration and high birth rates,
and a low incidence of mixed ingroup-outgroup marriages.

3. The degree of institutional support: This refers to the
representation that the language enjoys in the institutions
(e.g. government, church, school, media) of the nation or
territory. Institutional support enhances vitality. Giles,
Bourhis and Taylor (1977) argued that the more an ethnic
group is represented in these aspects, the more vitality it
is said to have and accordingly, these three factors, namely
status, demography and instituticnal support, would have a
direct impact on the maintenance of a language within a
community. Gardner (1979, p. 201) states that consideration
of Giles, Bourhis and Taylor’s (1977) system would
facilitate the classification of communities as either
bilingual or monolingual, largely on the basis of public
information. Gardner and Clément (1990) state that the
ethnolinguistic vitality construct includes both demographic
and political aspects together with socioceconomic status,
and that results applied to second language acguisition and

use mostly originate from the education literature.



In the following section, related research results
demonstrating the outcomes of second language acguisition in
bilingual education and in inter-ethnic contexts will be
described pertaining to the most recent and important social
psychological models of second language acquisition.
Gardner's (1979) and Clément’s (1980) models focus on the
relationship between motivation and proficiency in second
language learning influenced by the status of L, the social
environment, individual differences and the contextual
characteristics of second language acguisition.

GARDNER'S MODEL

Gardner (1979, p. 193) states that

"second languages", unlike virtually any other
curriculum topic, must be viewed as a central
social psychological phenomencon. The rationale
underlying this view is that most other school
subjects involve learning elements of the
student ‘s own cultural heritage ... the
acquisition of knowledge or habits which are
already part of the makeup of the culture with
which the student identifies. Such is not the
case with second languages, however.

Gardner (1979, p. 193) describes second language acquisition
as "acqguiring symbolic elements of a different
ethnolinguistic community", the characteristics of which are
vocabulary, grammar, pronunciation and other structural
features of a language. Making these elements part of
his/her own language reservoir, the student is said to have
elements of another culture imposed into his/her own
lifespace.

As a result the‘student’s harmony with his own

cul;ural community and his willingness or ability
to identify with other cultural communities become



impeortant considerations in the process (Gardner,
1679, p. 194).

Thus, seccond language acqguisition "not only involves
individuals and groups, but also language, culture, and
intergroup interaction" (Ibid.).

Gardner's model consists of four distinct components:
social milieu, individual differences, second language
acgquisition contexts and outcomes. Gardner (1979, p. 195)
describes the model as "a social psychological one which
focuses its major attention on individual difference
variables as they relate to the achievement of outcomes of
second language acquisition".

The socico-educational model of second language learning
was originally proposed by Gardner and Smythe (1975}, which
was an elaborate version of Lambert’s (1963; 1967; 1574)
theoretical formulations and aspects of a model proposed by
Carroll (1962). The major elements mentioned above are
described as follows (Gardner, 1979, pp. 195-200):

1. Social Milieu: Second language learning process must be
considered in the larger context in which the individual and
the second language program exists. The major process
variable here is "Cultural Beliefs".

If a student resides in a community where speakers

of the other language are not valued, or where

debate exists concerning the value of that

language or the reasons for teaching it, the

beliefs he takes with him into the language

learning situation will differ from those he would

hold if he were resident of an area where opposing

cultural beliefs exist (Gardner, 1979, p. 195).

This social context is discussed in terms of bilingualism



(additive/subtractive) and unilingualism, and developing
different language skills as required in each milieu.

2. Individual Differences: This category of the model
refers to "characteristics of the student which will
influence his/her approach to the second language
acquisition process" (Gardner, 1979, p. 197). Gardner
describes four major variables: intelligence, language
aptitude, motivation and situational anxiety.

Intelligence refers to a general class of
abilities which account for individual differences
in the extent to which students understand the
nature of any task to be learned. Language
aptitude refers specifically to the capacity to
learn languages and is typically assessed in terms
of students’ verbal abilities... Motivation
refers to those affective characteristics which
orient the student to try to acquire elements of
the second language, and includes the desire the
student has for achieving a goal, and the amount
of effort he expends in this direction...
Situational anxiety refers to those anxiety
reactions aroused in specific situations involving
second language; examples would be French
classroom anxiety or French use anxiety.
Situational anxiety should not be confused with
general anxiety (Gardner, 1979, pp. 197-198}.

3. Second Language Acquisition Contexts: This category
refers to the formal and informal contexts of second
language acquisition. The four individual variables,
described previously, would seem particularly important
the school setting. Gardner (1979, p. 198} states that
motivation, for instance,
would be expected to play a direct role in the
formal language training situation because it
would serve to keep the student in the program,
ipfluence his perceptions of the training
situation, and serve as the basis for many

reinforcements which might be obtained in the
classxroom.

in
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4. Outcomes: As indicated in the model, both formal
language training and informal language experience are shown
as having direct effects on beoth linguistic and non-
linguistic outcomes. Linguistic outcomes refer to second
language knowledge of such structural aspects of the
language as vocabulary, grammar, etc., and specific second
language skills, such as reading, writing, understanding and
speaking. Non-linguistic outcomes refer to extra-language
attributes which might develop as a function of second
language training and experience. Examples of such non-
linguistic outcomes are favorable attitudes towards the
other cultural community, a general appreciation of other
cultures, interest in further language study, etc.
Listening to radio broadcasts, for example, may improve
aural comprehension and promote an appreciation of the other
community, while having a pen pal could improve writing
skills and foster favorable attitudes towards some members
of the community. In short, depending on the nature of the
particular formal language training or informal language
experience, it is possible that different linguistic and
non-linguistic outcomes would develop.

This socio-educational model considers second language
acquisition to be a function of two major classes of
variables, motivation and language aptitude (Gardner, 1979;
1981; 1982). Gardner'’'s model proposes that

the cultural milieu, reflected in beliefs held in

the community about second language learning and

bilingualism, will influence individuals’
attitudes and beliefs about a number of factors
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assocciated with second language learning. These
factors could include the implications of
bilingualism to the individual (i.e. additive or
subtractive), or any other factor involwvad with
language acquisition; hence, the model is
completely general to all contexts (Gardner, 1982,

p. 144).

The conceptualization of motivation is a complex of
three aspects; effort (Motivational Intensity), desire, and
affect (Attitudes toward Learning French). Effort refers to
the student’s drive to learn the language, desire refers to
the extent to which the student wishes to learn the
language, and affect refers to the student’s emoticnal
reactions toward the language learning experience (Gardner,
1982, pp- 144-146).

Clément (1979) compared immersion program students who
were enrolled in intensive language training with exchange
program students who visited students in the other
community. His findings indicated that both situations
improved attitudes toward French Canadians and lowered
French classroom anxiety. However, it was shown that the
exchange program had more influence on the attitudes whereas
the immersion program appeared to be more effective in
reducing anxiety. The students in the intensive language
program had the opportunity to use L, in the classroom which
led to decreased anxiety. On the other hand, students in
the exchange program had the opportunity to meet French
Canadians to socialize. This promoted their attitude

change.

In Gardner’s earlier work (1966}, "integrative motive"
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has been described as containing a number of attitudinal and
motivational components. These include attitudes toward the
L, group and toward the language learning task, motivational
intensity, desire to learn the language and the integrative
orientation. Gardner (1977; 1980) demonstrated that the
integrative motive was a significant predictor of L,
proficiency. However, for some researchers, the distinction
between the integrative motive and its components did not
seem to be clear. Spolsky (1969%a), for instance. calculated
the integrative motive from indirect measures and found that
the resulting measure correlated higher with L, proficiency
measures than what he called Gardner and Lambert’s "direct”
measures of motivation. The subjects in this study had a
variety of first languages and were all learning English in
the United States. Spolsky’s scheme will be described later
in this section.

The studies relating the integrative motive to second
language achievement were done using various scales to
elicit integrative motive. The most frequently used direct
guestions were those of the "Attitude and Motivation Test
Battery" (AMTB) (Gardner, Clément, Smythe and Smythe, 1979).
The three composite measures were: 1. motivabtion, that is
the individual’'s total drive to learn L, and that reflects a
combination of effort, desire and affective reactions toward
learning L,; 2. integrativeness, that refers to a positive
and accepting orientation toward the target language (TL)

group and other groups in general; 3. attitudes toward the

:
B
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learning situation, that is the sum of the learner’s
evaluation of both the L, teacher and the L, course.

scores of all the scales were added together to find a
single integrative motive score. These measures were later
elaborated on by Gardner and Smythe (1981) and were assumed
to reflect the three different aspects of an important
arrtitudinal complex mentioned above, that is, an Integrative
Motive involved in second language learning (Gardner, 1979).
Earlier studies (Gardner 1960; 1966) emphasized the
integrative, versus the instrumental, orientation in L,
learning. However, Anisfeld and Lambert (1961}, for
instance, investigated both these orientations and their
role in the language learning process. Their study will be
discussed later on.

The development of the AMTB followed "more than twenty
years of research, much of which has been directed to the
investigation of English-speaking students learning French
as a second language" (Gardner, 1985, p. 1). Other studies
were done using modified versions of these items or similar
ones to study the learning of English in various contexts.
These studies will be described in more detail further on.
Seldom have all the scales been used in one study. The use
of adapted scales from the AMTB and the totally new scales
without estimates of reliability and validity makes it
difficult to determine the appropriateness of these
measures.

The second method to calculate the measure of the
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integrative motive is Spolsky’s (196%a)} scheme. It 1s an
indirect measure of the learner’s attitudes toward his/her
own group and toward the second language group. The subject
is asked to rate himself/herself, his/her ideal self, the
first language group, and the second language greouap on the
same list of adjectives. Instead of measuring orientations
or motivation, Spolsky’s measures focus on learner’s
attitudes toward cultural groups. Therefore, while
including an important aspect of the integrative
orientation, which is the positive attitude toward the L,
group, Spolsky'’s measures appear to have excluded the
learner’s desire to identify with valued members of the L,
group, the second aspect of the integrative orientation
(Ervin-Tripp, 1973}.

In Gardner and Lambert’s (1959, p. 207) original work,
the integrative orientation to learn a second language
indicated reasons such as "to learn more about the language
group, or to meet more and different people®. Thus, in
Gardner’s (1960) study, the students’ reascns for learning
L,, such as to get to know the L, group better or to become
more friendly with them, were categorized as indicating an
integrative orientation. Later, Gardner and Lambert (1972,
p. 14) stated that "the acquisition of a new language
involves much more than mere acquisition of a new set of
verbal habits. The language student must be willing to
adopt appropriate features of behavior which characterize

members of another linguistic community”. The authors
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described an instrumental orientaticn as "characterized by a
desire to gain social recognition or econenic advantages
through knowledge of a foreign language. The perspective in
this instance is more self-oriented in the sense that a
person prepares Lo learn a new code in order to derive
pbenefits of a noninterpersonal sort” (Ibid.). Thus,
contrasting the two forms of orientation, Gardner and
Lambert (1972, pp. 14-15) draw attention to "an
integratively oriented learner who in considering the
learning task is oriented principally towards
representatives of a novel and interesting ethnolinguistic
community, people with whom he would like to develop
personal ties" and an "instrumentally oriented ... learner

interested mainly in using the cultural group and their

language as an instrument of personal satisfaction, with few
signs of an interest in the other people per se'.

The question of whether language learners were
integratively or instrumentally motivated has led to
conflicting research results. The instrumental reasons for
language learning described in Gardner and Lambert’s work
appeared to be integrative reasons for the subjects in
Anisfeld and Lambert‘s (1961) study. To get a job or to
choose a career that reqguires L, (Hebrew in this case)
indicated that the student would be getting a job in the
Jewish community, thus integrating into their culture and
participating in their traditions. The subjects in this

study were Canadian Jewish children. Contrary to their
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expectations, the authors found that instrumentally
motivated students performed better on Hebrew tests.

Variants of Spolsky‘'s scheme were used to assess
language learning metivation. In Lukmani‘s {1972) study,
the subjects were sixty Marathi-speaking girls graduating
from a high school in India, who had studied English as a
second language for seven years. Marathi was the medium of
instruction in this school. Both direct and indirect
questionnaires were used in this study as well as a cloze
test to measure English proficiency. The results showed
that the students were instrumentally motivated to learn
English and that instrumental motivation scores correlated
significantly with English proficiency scores. The higher
their motivation to use English as a means of career
advancement, the better their English language scores. The
traits on which English was marked high related to modernity
and better standards of living, which the students could
acquire without becoming Westernized. For the subjects,
Westernization implied a clear rejection of the norms of
Marathi society, therefore it was quite unacceptable. The
students showed little desire to identify with English-
speaking natives in India. The role of cultural milieu was
emphasized in the interpretation of the differences in the
nature of students’ motivation to learn L, in different
contexts.

Other studies used Spolsky’s (1969%a) indirect method to

investigate the relationship between attained proficiency in
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English as a second Language (ESL) and attitudes toward the
TL group. ©Oller, Baca and Vigil (1977) studied Mexican-
American women between ages 16 and 23. The authors found
that the relationship between attitudes and attained
proficiency in ESL was strong, and that the indirect scales
concerning students’ attitudes toward themselves, their
native language group and TL group seemed to be more
informative than the direct questionnaires asking about
their reasons for learning ESL or for traveling to the
United States. The ratings for the direct questionnaire
were factor analyzed and seven factors were identified. One
of these factors, labeled Instrumental Orientation, was
found to be negatively related to L; achievement.
gimilarly, Oller, Hudson and Liu (1877) studied university
students in the United States, whose I, was Chinese. The
students who rated Americans high in traits like successful
and helpful and low in traits like sensitive and happy had
high English proficiency. Results from the direct
guestionnaire indicated that there was a significant
negative correlation between desire to stay in the United
States and attained ESL proficiency. The students who
obtained low proficiency scores had a tendency to stay
permanently in the United States, to think that there were
better job opportunities and had long planned to come to the
United States. In general, attitudes toward self and the L,
group, as well as attitudes toward the TL group, were

positively correlated with ESL proficiency.
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In the study done by Chihara and Oller (1978), the
methodology used was similar to those of the two previous
studies. In this study, the subjects were Japanese adults
learning English as a foreign language in Japan. The
results indicated that there was evidence for significant
relationships between attitudes and proficiency in EFL which
were not easily explained or closely parallel to those
obtained by Oller, Hudson and Liu (1977). The authors
raised the possibility that this was due to the differences
in context in both studies, such as subjects learning
Englizh as a second language versus as a foreign language.
The relationship between attitudes and proficiency was much
weaker than that of Oller, Hudson and Liu (1977). Chihara
and Oller (1978) concluded that there was no clear
difference between the utility of indirect and direct
questions as techniques for eliciting information on
attitudes.

Other researchers also stated that the relationship
between attitudes and achievement varies from one cultural
context to another. Teitelbaum, Edwards and Hudson (1975}
suggested that it was important to take into account
extralinguistic considerations, such as the prestige of the
TL locally, nationally or internatiocnally, and the pragmatic
consequences of acquiring a particular L,. The authors
investigated specific motivational and attitudinal variables
that could be used as predictors of Spanish proficiency.

Their results indicated that a positive orientation toward
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the local Chicano community might have been more of a
hindrance than a heip in the acquisition of Spanish as a
second language. The authors concluded that the concepts of
integrative and instrumental motivation have failed to
produce replicable results with regard to the prediction of
language proficiency, and that these concepts have to be
further investigated.

One of the major critical analyses of Gardner’s (1980)
socio-educational model has been done by Au (1988). Au
(1988, p. 85) criticized Gardner for "explicitly pointing
out contextual considerations as one of the three major
considerations [the other two being conceptual and
statistical] that must be taken into account in evaluating
evidence". He suggests that the cultural beliefs
proposition in Gardner’s model has been used "to rescue the
major assumption of the theory, namely that integrative
motive facilitates L, achievement, when evidence to the
contrary is discerned" (Ibid.). Au describés contextual
considerations as vague, and goes on to question the weight
that should be given to contexts, the manner in which they
should be classified, and whether or not they should be
applied to negative evidence only.

Gardner (1988, p. 121) however, in his response to Au’s
criticism, states:

Despite Au’s observation that the role of the

cultural context is difficult to investigate,

there is a need to determine its effect on the

relation of aptitude and attitudes and motivation

to proficiency in a second language. It is not
unreasonable to expect that situational factors



could influence such relationships.

He also refers to suggestions that "attitudinal/motivational
variables may play a greater role in learning French in
Canada, because of the official status of French as a second
language, than they might play with learning other languages
in other contexts" (Gardner, 1988, p. 121). Gardner states
that although this might be a possible explanation, the
great diversity in people’s needs in relation to the French
language across Canada has been ignored. In referring to
findings in other cultures on the relationship between
artitudinal/motivational variables and achievement, Gardner
(1988, p. 121) concludes that "until more research has been
conducted using measures of demonstrated reliability and
validity, and controlling for various extraneous factors

the role of contextual factors cannot be ruled out™.

In Gardner’s (1979) model, the major operative
construct is motivation. It has been suggested that the
cultural milieu in which language learning takes place will
influence attitudinal variables that serve as basic supports
for this motivation {(Gardner and Lalonde, 1985). The
results of an earlier study conducted by Gardner, Smythe and
Clément (1979) indicated that the differences between the
two groups of subjects studied were attributable to SOCio-
cultural factors.

In this study, the samples investigated were Canadian
and Bmerican adult students participating in an intensive

French language program. The subjects were tested before
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and after the program on a series of attitudinal,
motivational and French achievement measures. The Canadian
students, who entered the program with positive attitudes
roward learning French for purposes of integrating with the
TL group, were found to be much more successful in
developing oral skills, and perceived the course as more
rewarding than the American students who were not similarly
motivated. There was clear evidence of an Integrative
Motive in data obtained from the American students, which,
the authors claimed, was not as clearly articulated as with
the Canadian sample. The American students did not have
much prior training in French, and came from a milieu in
which there were no French Canadians as a major social
group. The authors concluded that this was one of the most
important factors for the American sample to demonstrate
decreased appreciation of the French Canadian community in
the context of a demanding French language program. On the
other hand, these students indicated an increased desire to
learr French after the program. Both groups were reported
to have evidenced decreases in anxiety about L, and in
attitudinal reactions toward bilingualism, and an increase
in French proficiency. The authors stated that the results
reflected the important role that an individual’s socio-
cultural background can have on the nature of
attitudinal/motivational characteristics in L, learning.

The results of the studies relating affective variables

and L, achievement conducted in the Canadian context, the
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majority of them employing Canadians as subjects, vastly
differed from those conducted in other contexts. This was
primarily due to sociOCultufal differences. In the Canadian
context, as mentioned earlier in this chapter, the students
learn one of the two official languages in Canada - that is,
their own country. Gardner and Lambert (1959) studied
Anglophone high school students in Canada. This study
included linguistic aptitude measures. The results of their
factor analysis showed that achievement loaded highly on the
linguistic aptitude and the motivation factors. 1In a
similar study, Gardner (1960) employed Anglophone high
school students learning French as a second language. The
results obtained showed that L, achievement loaded with the
linguistic aptitude and the integrative motive. Gardner,
Smythe and Brunet (1977) studied Canadian students during a
five-week, residential summer program. The instruments used
included a battery of attitude and motivation tests, oral
proficiency (pre- and post-) tests, teacher ratings, and
self-ratings of French language skills. The results
indicated that the course had been effective in increasing
the students’ motivation to learn French and had helped to
improve oral/aural skills. Changes in attitudes were also
observed. The students had become significantly more
ethnocentric, similar to the results obtained by Gardner,
smythe and Clément (1979), as described earlier.

Francophone students in the Canadian context were

studied by Clément and his colleagues (Clément, 1978;
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Clément, Gardner and Smythe, 1977; Clément, Major, Gardner
and Smythe, 1877; Clément, Gardner and Smythe, 1980). These
studies have addressed the relative status of two
ethnolinguistic groups and related the learner’s L,
acquisition to the social/structural characteristics of the
community he/she lived in. Accordingly, the relative
dominance/subordinance of the learner’s own group and the TL
group would influence the intergroup relations and determine
the learner'é motivation to learn or to avoid to learn L,.
In the following section, a description of "the bases of a
framework designed to encompass the theoretical formulations
related to social/structural individual and collective
aspects of interethnic communication" will be presented
(Clément, 1980, p. 148).

CLEMENT'S MODEL

clément ‘s model (1980; 1984; Clément and Kruidenier,
1985; Clément, 1986) proposes that second language
proficiency is influenced by the individual’s motivation.
According to the model, an individual’s willingness to learn
another language and fear to lose his/her own depend on the
respective degrees of linguistic and cultural viability of
L, and L, groups. When it is possible to use L, actively,
this refers to which of the two speech communities is more
self-confident about its L; and how often the L, will be
used.

Clément (1980) explained how aspects of the social

milieu influence learners’ linguistic outcomes in the L,
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acquisition process. In the model, it was hypothesized that
in the L, acquisition process in unicultural settings, fear
of assimilation would lead to decreased motivation and lower
levels of L, communicative cormpetence. In multicultural
settings, the individual's self-confidence was an
interactive function of the frequency and quality of contact
with L, group members. Thus, it was hypothesized that the
primary and secondary motivational processes would determine
the learner’'s L, competence, such that competence would be a
function of high levels of integrativeness and self-
confidence.

In a more recent study, Clément (1986) investigated the
relationship between language status and individual
differences in attitudes and motivation as they related to
proficiency and acculturation in English as a second
language. The results of this study showed that minority
group members demonstrated more self-confidence in their
ability to ﬁse the second language and higher levels of
proficiency in the second language than majority group
members. Contrary to the hypotheses, status did not appear
to have any influence on integrativeness, fear of
assimilation and motivation. Ethnolinguistic vitality was
found to have no relation to the variables defining the
primary motivational process. However, the results showed
that the influence of status on aspects of contact, self-
confidence and proficiency confirmed the hypotheses. The

results of the factor analyses indicated that Self-
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confidence was related to inter-ethnic contact and
Integrative Motive and Self-confidence factors shared
loadings from variables describing aspects of contact.

These results were parallel to those obtained by Clément,
Gardner and Smythe (1977; 1G80}.

In Clément’s 1986 study, the best predictor of
proficiency and acculturation was the Self-confidence
factor. The role assigned to motivation in Clément’s model,
that motivation is determined by two processes as mentioned
earlier, was not confirmed. Contrary to research results
obtained by Clément and Kruidenier (1985), Clément, Ga;dner
and Sm:-the (1980) and Taylor, Meynard and Rheault (1977},
fear of assimilation was positively related to
integrativeness, motivation and acculturation for majority
group members. Possible explanations for these results were
discussed in terms of their implications for the majority
and minority group members and for bilingual education
programs involving actual contact with members of the second
language speaking group.

In Clément’s model (1980) it is proposed that self-
confidence in L., could at times assume a more important role
than the integrative motive. Self-confidence forms the
basis of a secondary motivational process (as opposed to the
integrative motive which is referred to as the primary
process) that serves to sustain motivation in the process of
learning a second language. Studies in this area have

included confidence and anxiety measures, and related them
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to L, achievement. Gardner, Smythe and Clément (1979). as
described earlier, found that French classroom anxiety was
related to one of the three L, achievement measures in their
American sample. Gardner, Smythe and Brunet’s (1977) post-
test results showed that students’ ethnocentricity increased
significantly, they were more highly motivated to learn L.
and had more opportunity to use L,. The results of this
study, as mentioned earlier, showed that they became less
interested in foreign languages and less integratively
oriented when compared with their pre-test results.

BHowever, as their French proficiency level increased, they
became less anxious in the second language classroom
setting. Muchnick and Wolfe (1982} found that French
classroom anxiety was not related to students’ grades in
Spanish. Pierson, Fu and Lee’'s (1980) subjects were native
speakers of Chinese, learning English in Hong Kong. The
results of this study indicated that there was a
relationship between self-confidence and the cloze scores in
English. However, the students who stated they felt uneasy
and insecure when speaking English had higher scores. Thus,
high anxiety was associated with high L, achievement, which
supports Clément's proposal that self-confidence serves as a
basis for motivation in the process of learning a second
language.

In an earlier study by Taylor and associates (Taylor,
Meynard and Rheault, 1977), the two variables most related

to L, skill were the extent of personal contact with the TL
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speaking group, and threat to identity posed by learning the
Ti,. The learners who had more contact with English speakers
were themselves better speakers of English, and those who
did not feel their own cultural identity to be threatened
had a higher level of communicative competence in English.
The authors concluded that predicting the success of second
language learning programs was not limited to instructional
and learner characteristics and suggested that the socio-
cultural environment within which a second language program
operates must also be taken into account (Ibid., p. 113).

These results also indicate that the distinction
between the relative status of the learner group and the
target group is important in explaining the influence of the
structural context on second language acguisition.

Concerning the relative importance and the influence of
status and contact-in second language acguisition, Clément
and Kruidenier’s (1983) study is an attempt to assess the
relationship between the following factors: the status of
the learning group; the status of the target group; the
linguistic composition (bilingual/unilingual) of the
community, and the reasons for learning L,. Clément and
Kruidenier (1983, p. 277) state that *"the
dominance/nondominance aspects of interethnic relations
should ... influence the orientations evidenced by ethnic
group members. In the Canadian setting, Anyglophones and
Francophones could be expected to differ markedly in terms

of their orientations to learning the language of the other
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group". The results of their study indicated that the three
factors mentioned above influenced the students’
orientations. Control and prestige seeking orientations
emerged as a result of the relative dominance of the
learning group whereas integration and identification
orientations emerged as a result of the relative familiarity
with the target language group. The authors stated that the
"study was designed to clarify the definitions of
orientations in second language acquisition and to reconcile
previous contradictory findings by evaluating the influence
of the linguistic composition of the milieu, ethnicity and
the target language on the emergence of orientations to
second language acquisition" (Clément and Kruidenier, 1983,
p. 278). Based on their findings, instrumental, knowledge,
friendship and travel orientations appeared to be common to
all groups studied.

In a similar study, Kruidenier and Clément (1986)
obtained data from groups of students according to
combinations of three dichotomized sociocultural factors: 1.
ethnolinguistic group to which the student belonged; 2.
sociopeolitical status of the TL (official/minority); 3.
cultural composition of the milieu
(unicultural/multicultural). The purposes of this study
were: to identify the existence of the integrative and
instrumental orientations in different learning contexts, to
determine if any other undefined orientations do exist, and

to assess the effect of the learning context on student
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endorsements of orientations and on the relationship between
orientations and motivation. The researchers found that
general instrumental, travel, friendship and knowledge
orientations were common to all groups, as was the case in
their 1983 study. Generally, orientations were more highly
correlated with motivation in the Anglophone groups than in
the Francophone groups. It was also found that
sociocultural factors determined both the composition of
some orientations and the importance of orientations in the
learning process. These results were said to indicate that
students were motivated by several relatively specific and
concrete orientations simultaneously, and that the relative
importance of these orientations varied according to
structural factors in the learning environment. The results
were also discussed in terms of their implications for
changes in the current models of second language acqguisition
and pedagogical practice.

In referring to the results of both these studies,
Gardner and Clément (1990, pp. 25-26) state that "although
the studies did not assess second language proficiency and
use, these results link second language learning motivation
to independent effects of status and contact". In Clément'’'s
model, the social context réflects the relative "perceived
vitality" of groups and the nature of their contact, which
includes Gardner’s classroom situation where second language
learning takes place.

The results obtained in the studies mentioned above led
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some researchers to further investigate the contextual
factors in the process of L, learning. Noels and Clément
(1989), for instance, studied orientations for learning
German as a second language, and the relationship between
these orientations and the variables associated with L,
acquisition.

This study was an attempt to assess the effects of
language heritage on the L, learning process. The
researchers suggested that- in the cases where students were
learning their parents’ or ancestors'’ first language, the
patterns of integrative and instrumental orientations might
not be defined clearly. The orientations of students
learning a heritage language and students learning the same
language as L, were compared systematically. The results
indicated that five orientations existed in the context
where the subjects had a German family background. In this
case, the students were learning German "in order to develop
a skill meant to be useful in pragmatic endeavours, to gain
friendship, to identify with and influence the TL group, to
travel and to broaden their knowledge’ (Noels and Clément,
1989, p. 254). The orientations found are similar to those
obtained by Clément and Kruidenier (1983). Noels and
Clément (1989) stated that these orientations were related
to attitude, motivational strength, aspects of contact and
setf-confidence. Motivation was found to be associated with
L, achievement and “"related to a cluster of variables which

have in the past been identified as reflecting an
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integrative motive" (Noels and Clément, 1989, p. 255).

In contrast to students with no German background,
students with a German-speaking background showed greater
contact, higher self-confidence and a stronger
identification with the TL speaker that the authors
associate with a desire to become influential in the L,
community. This differences did not, however, translate
into stronger motivation or higher achievement. Freguency
of contact was found to be related to a higher level of
self-confidence, but the hypothesized relationship to
motivation and L, achievement was not supported. Freguency
of contact was also found to indicate a reduced interest.

In explaining their results, the researchers suggested that
the desire to identify with and to influence the L,
community might have been reflected in an increased ability
to use verbal communication skills while neglecting to
develop reading and writing skills. It was suggested that
"their Identity-Influence orientation, which may concord
with their life situation, may be contrary to goals
addressed by the written exercises of the German class
context. Thus, from a motivational point of view, the
heritage language learner finds him/herself in an
environment which does not fulfill his/her particular needs”
(Noels and Clément, 198%, p. 255).

These results appear to be similar to conclusions drawn
in previous studies. Concerning the different contexts Qf

L, learning, Gardner and Smythe (1974) stated that in a
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bilingual community, for instance, the students may develop
competency in some aspects of the L,, whereas in a
unilingual context only a few students may be successful in
those aspects. In a bilingual context, the L, program may
emphasize communicational skills, whereas in a unilingual
context, the program may focus on what the authors call "a
knowledge of the language" rather than the "ability to use”
the language.

The types of skills acquired might be influenced by the
formal/informal L, learning as follows (Gardner, Smythe,
Clément and Gliksman, 1976, p. 200):

1. various structural characteristics of the

language, such as vocabulary, grammar, are

stressed in a classroom situation, whereas 2) it

might be expected that individual differences in

skills, such as listening to the radio and reading

newspapers would be more related to motivational
variables than aptitude, because these variables

would determine whether or not the student avails

himself of these informal language contexts.
student opinions concerning the role of learning objectives
in the L, course and the opportunity to use L, bring us back
to Gardner’s model and its relevance to L, achievement in
school situations. A test of both Gardner’s and Clément’s
models would identify learners’ fluency in L,.

In a more recent study, Moise, Clément and Noels (1990)
analyzed the orientations related to foreign language
learning endorsed by Francophone and Anglophone university
students learning Spanish in a multicultural context, as

well as ESL and FSL (French as a Second Language)

respectively. This study was an attempt to examine the
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relationship between the orientations related to learning
Spanish (a foreign language), certain sociopsychological
variables - namely attitudes, motivation, self-confidence,
interethnic frequency of contact, and achievement in Spanish
- and the orientations specifically related to learning
French/English as a second language.

The results of this study demonstrated that the
Francophones were more integratively oriented to learn a
foreign/second language than the Anglophones; they appeared
to demonstrate a better language achievement and to evaluate
their L, competence more positively than the Anglophones.

On the other hand, the Anglophone sample endorsed the Travel
orientation far greater than the Francophone sample. The
Integrative, Travel, Instrumental and General Knowledge
orientations common to all groups learning Spanish as a
foreign language resemble the orientations obtained by
clément and Kruidenier (1983), where the Integrative
orientation corresponds to what the latter termed a
Friendship orientation.

The fifth orientation obtained was the Prestige-
Influence orientation, which characterized both groups
studied. In Clément and Kruidenier’s (1983) study, this
orientation appeared only for the Francophone group learning
Spanish in a multicultural context, but not the Anglophone
group learning Spanish in a multicultural context. Moise,
Cclément and Noels (1990) suggested that this difference

between the two studies might have been due to age and the
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subjects’ level cof study. Since Spanish is widely spoken
around the world, learning this language in this particular
context appeared to bring a certain personal prestige for
the Francophone student within his/her linguistic group.

The differences cbserved between the two groups in this
study were stated to be due to the school context, providing
the Anglophones a much larger cultural environment which
would not be accessible within their own milieu. The
Anglophone students appeared to have instrumental or
pragmatic reasons for learning French. This, according to
the authors, reflected the constraints of a milieu that
favoured knowledge of French at the level of the pedagogical
requirements, as well as for hiring practices. In the
Canadian context where the study was conducted, Spanish and
French languages share a minority status and common
etymological roots. Thus, the authors stated that there
appeared to be an absence of distinction between learning
these two languages for the Anglophone subjects. From the
results obtained, it was difficult to identify clearly the
motivational or social base underlying learning Spanish for
this group. They appeared to be characterized by a
relatively low motivation and achievement, and by an
orientation towards using Spanish as a tool for travel. The
Travel orientation was otherwise associated with seeking
prestige within the community; it was not relatgd to Spanish
achievement for any of the groups.

For the Anglophone students, this seemed to have
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suggested the existence of an approach that did not engender
or might not even be compatible with the kind of effort
necessary to attain a higher level of achievement in another
language.

Other differences between the two groups were
attributed to the ethnolinguistic status of the students.
For Francophone students, the reasons for learning another
language appeared to be related to the functions of the
relative status of the TL. For the Francophones, unlike the
anglophones, motivation and language achievement were
related to self-confidence. The authors concluded that the
results partly replicated those obtained by Clément and
Kruidenier (1983) and supported their interpretation of the
existence and definitions of the four orientations in L,
learning.

In a more recent study, Ddédrnyei (1890) studied adult
students learning English as a foreign language in Hungary
on a voluntary basis. A questionnaire was designed to
assess the areas where the English language would be used
and reasons for learning EFL. This study was an attempt to
conceptualize motivaticonal variables for foreign language
learning contexts. It was hypothesized that motivation in
such contexts would be different from L, acquisition or from
learning English as a second language in the United States
in that the learners often do not come into contact with the
TL group. The learners’ attitudinal reactions towards the

TL community, therefore, would involve a general interest in
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foreign languages and culture. The relationship between
motivation and language achievement was also investigated
since the desired proficiency level was assumed to be
related to motivation.

The reported results showed that instrumental and
integrative motives appeared to exist as the two major
subsystems in the underlying construct as well as two other
independent motives labeled as Need for Achievement and
Attributions about Past Failures. Another component,
labeled Desire to Integrate into a New Community formed an
overlap between the two subsystems and it was stated to be
partly integrative in nature, since it was associated with
going abroad for a relatively long period related to one’s
career. The Need for Achievement was described as an
interest in excellence and seeking out opportunities for
achievement. The Attributions about Past Failures factor
was associated with bad learning experiences specific to
foreign language learning. This factor was not represented
clearly in the gquestionnaire. Therefore, it was not
possible to identify its relationship to other variables.

The results of this study indicated that the students’
need for achievement was positively related to their course
achievement. The author suggested that the teacher and the
classroom atmosphere would determine the attendance rate,
based on the absence of a positive correlation between
course attendance and any of the motivational factors

nvestigated. Further enrollment in the program did not



37
appear to be related to instrumental or integrative
orientation. Finally, the learners’ efforts to use English
outside the classroom was found to be associated with their
openness and their affective predisposition towards the
other cultures and the people who belong to those cultures.

Tn Dornyei’s study, the Integrative Motivation
comprised four components: interest in foreign languages,
cultures and people; desire to broaden one’s view and
provincialism, which was related to one’s intellectual
activities:; desire for new stimuli and challenges, related
to language learning as a new challenge and language use for
communication; and finally, desire to integrate into a new
community.

In another study, conducted in Norway. learner
differences in motivation and L, proficiency were
investigated (Svanes, 1987). The subjects were from various
countries and were learning Norwegian. The instrument used
in this study was based on Oller and his associates’ {(1977)
and Gardner and Lambert’'s (1972) questionnaires. Students
from the Western countries scored higher on the integrative
motivation than the students from the Middle East, Africa
and Asia. The latter group scored highest on the
instrumental motivation. Based on these results, the author
concluded that the type of motivation was related to the
student ’'s background. The Western students were more
familiar with the Norwegian way of life and culture, whereas

the non-Western students, not having the cultural
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background, were learning L, to continue their education.
Sstudents with the highest grades also scored high on the
integrative motivation. On the whole, correlations between
grades and motives were reported to be relatively weak.

Svanes’ (1987) investigation of the sex differences
showed that there were no significant differences in the
integrative motivation for any of the groups. The Western
women in the sample were found to be slightly more career
oriented than the men, but not significantly. The Asian
women were found to be significantly less instrumentally
motivated than the men in this group. This was suggested to
be due to the sex roles and the position of women in Asian
countries in general.

In the Maine and Louisiana studies conducted by Gardner
and Lambert (1972), sex differences were observed in the
aural skills and proficiency in French grammar of subjects
who were learning L, in the school context. Girls achieved
above average competence in these aspects of L,. In the
Louisiana study, differences in attitudes were observed in
the ways males and females responded to the
bilingual/bicultural requirements of their world (Gardner
and Lambert, 1972, p. 70). A factor was identified that was
associated with skills in comprehending French discussions,
having a good vocabulary, feeling personally adequate in L,
and holding favourable views of the L, group. The girls in
this context clearly had favourable dispositions towards L,

while the boys did not. Although the authors were not able
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to explain this sex difference, this factor was reported to
be an important one.

In Oller, Baca and Vigil's (1877) study, a negative
relationship between the attitudes of Mexican-American women
workers and proficiency in English was discovered. In
referring to this study, Gardner (1980, p. 266) argued that
"perhaps the more successful women were striving to learn
English to remove themselves from oppressive conditions
brought by their lack of English. That is, negative
attitudes in some contexts could be a strong motivating
force for some people”.

Concerning the differences in learners’ motivation,
Alptekin (1981) makes a distinction between immigrants, who
acquire the TL of the dominant culture as a "second"
language, and foreign students, who learn the TL as a
"foreign" language. In the case of second language
learning, the author suggests that the learner’s original
motive is integrative. On the other hand, foreign language
learners might be temporary residents in the target culture
who are learning the TL for academic purposes with no urge
to assimilate. Others have argued that a language can be
learned in contexts where there is an urgency about
acquiring the TL skills, even when anti-integrative motives
exist, such as foreign students learning English in the
United States to proceed with their academic studies
(Macnamara, 1973; Oller, Baca and vigil, 1977).

Different types of methodology were used to identify
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the orientations endorsed in the contexts of foreign/second
language learning. Kruidenier and Clément (1986) studied
different groups of students learning either a foreign or a
second language, whereas Moise, Clément and Noels (1990)
analyzed the relationship between the orientations in each
context on the same group of students.

Gardner and Lambert (1972) demonstrated in their Maine
study that an instrumental orientation towards learning
French as a second language existed. In this context, the
learners’ parents had many French friends, and this
facilitated their learning in certain aspects of oral
skills. In their Philippine study, at the time the research
was conducted, English was becoming the language of the
business world. "Success in mastering this second language
determined one’s upward mobility and ... future. Thus,
there was a high instrumental value placed on the English
language proficiency in the Philippines" (Gardner and
Lambert, 1972, p. 121). According to the authors, "when
there is a vital need to master a second language, the
instrumental approach is very effective, perhaps more so
than the integrative" (p. 130). Other researchers have also
demonstrated that students learning L, for academic purposes
exhibit instrumental motivation (for example, Oller, Hudson
and Liu, 1977; Hoadley-Maidment, 1977).

In referring to the languages associated with science
and technology, Cooper et _al. (1977, p. 83) state that they

are often "foreign or second languages for the speech
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communities in which they are used ... whose principal
language 1s not a language of wider communication". For
example, the authors state that English is a language of
science and technology for Israelis, but also for Mexican-
Americans, an ethnolinguistic minority within a larger
community in which the dominant language is a language of
wider communication. The authors state further that English
has other functions in Israel; it provides a medium of
international pop culture as the most common medium of
communication with foreigners.

Learning English as a second/foreign language in
contexts other than North America has directed attention to
the conflicting values when the two cultures come into
contact. Alptekin (1982, p. 56) stated that "English
spreads in the Third World as the linguistic by-product of
economic development and technological advancement,
transmitting, in the process, the norms and values of the
anglo-American world to these traditional cultures involved
in the ongoing movement of modernization based on Western
models"®. In referring to "communications technology, pop
records, motion pictures, mass publications, large-scale
consumer-oriented advertising®”, he goes on to say that "this
new body of information often deliberately manipulated for
political, social, and economic reasons, is diffused among a
relatively unscphisticated population, causing among them
feelings of inferiority concerning their own condition and a

concomitant emergence of expectations for a 'better life’",
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The author argues that the TL learning group feels obliged
to acguire English as it goes through a difficult
acculturation process in its own setting. He suggests that
learning materials should be produced "which address
themselves to and focus on the real and immediate needs of
the learners" and that the teachers should be sensitized "to
the delicate issue of cultural dominance and its effects on
the TL learning" (Alptekin, 1982, p. 61).

In light of this review of the literature, it 1is clear
that the social milieu has a great impact on motivation in
second/foreign language learning. It is in this milieu that
languages and cultures come into contact, and language
learning takes place. The relative status of the first and
second language of the learner, the skills expected to be
acquired, and characteristics of learners all may facilitate
or hinder learaing and use of L, in different contexts.
While these aspects have been thought to be potentially
important, there are also other aspects that need to be
further investigated.

The issue of context highlights the distinction between
foreign and second language learning that was addressed
previously when discussing motivation. For example, Oller
and his associates {Chihara and Oller, 1978; Oller, Baca and
Vigil, 1977} argue that a target language is a "second”
language if it is widely used in the learner’s milieu; it is
called a "foreign™ language if it is not widely spoken.

Marckwardt (1965) and Gardner and Lambert (1972) state that
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learning a second language implies a language which is used
by the student in his/her daily activities, outside the
language classroom. Kruidenier (1984, p. 28) summarizes the
distinction as follows:

Two factors appear to be important: a) the degree

to which the learner will use the language in

everyday life, and b) the prestige accorcded to the

language being learned. Foreign language learning

describes those contexts where the learner will

not regularly use the new language, and the

language being learned is less prestigious than

that of the learner. Second language learning

would then refer to the opposite situation where a

relatively prestigious language is being learned

in order to be used in everyday life.

The present study looks at the Turkish context, in
which English is learned as a "foreign" language by Turkish
students. Contrary to Kruidenier’s (1984) description based
on bilingual contexts, the prestige accorded to English as a
foreign language in Turkey 1s not less than that of the
learners’ native language, which is Turkish. Although
English is not used as a means of social communication in
Turkey, it is the main language for international
communication, and is used for instruction at some
universities and a number of state and private schools.

The present study will attempt to identify and explain
the nature of student motivations related to achievement in
a foreign language in Turkey and to suggest possible factors
that might be operating in this achievement. The specific
aims of this study are:

1) to identify the orientations for Turkish university

students learning English as a foreign language;
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2) to examine the relations between these orientations and
other aspects of language learning, specifically
proficiency, motivational intensity and desire to learn L,;
3) to compare the proficiency and motivational
characteristics - namely, orientations, motivational
intensity and desire to learn L, - of male and female
students and students in Humanities and in Science.

The following chapter will present a description of how
learning a foreign language is organized in the educational
institutions of Turkey. A knowledge of the various
situations that prevail is essential for a better
understanding of the language backgrounds of the subjects of

the present study, and of Turkey’'s educatioconal system.
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CHAPTER TWO
FOREIGN LANGUAGE LEARNING IN TURKEY

This chapter will examine Turkey'’s educational system,
the history of foreign language learning, the social and
cultural context, foreign language learning/teaching at the
university level, the various existing language programs,
their organization in the universities and their
limitations. In addition, some studies by Turkish
researchers in this field will be presented.

It was mentioned in Chapter One that English is the
language of instruction at some universities and state and
private schools in Turkey. The institutions that provide
English language instruction can be categorized as follows
(British Council, 1980):

1. English-medium universities offering intensive English

preparation for higher education;

2. university departments of English and literature

3. university departments with a teacher-training
component

4. teacher training institutes

5. university departments or schools offering foreign

language courses

6. university-level academies of architecture/engineering
and economic/commercial science

7. state secondary schools

8. certain private schools

g. military secondary schools
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10. government institutions

11. British/American cultural associations.

TURRKEY'S EDUCATIONAL SYSTEM

In Turkey, the period of compulsory education lasts
five years (primary cycle), from the age of 7 to 12; in case
of failure, this period is prolonged to the age of 17. The
classification of the educational system 1s as follows (The
OECD Observer, 1972, pp. 86-107):
1. Pre-primary Education

It is optional and does not come within the educational
system. This type of education is administered by the
Ministry of Education. The teaching staff in these schools
hold certificates from either primary teacher training
colleges or from technical and vocational scheools for girls.
Requirement for entry for the students is to be over 4, and
under 7 vears of age.
2. Primary Education

There are two types of elementary schools:

a) urban elementary schools, where education is

provided for a minimum of 200 days per year.
b) rural elementary schools, where education 1is
provided for a minimum of 170 days per vear.

Years of study is five. Requirement for entry is to be

six years of age. At the end of five years of instruction,

elementary school certificate is obtained.
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3. General secondary education - First cycle
The aim is to provide a guidance cycle after which
students will go on to either a vocational secondary course
or a general secondary course. Private schools of minority
groups have a different syllabus and provide their own
courses. The age group in general is 11-14. At the end of
three years of study, a "middle school certificate™ is
obtained. The entrance requirement 1s to have an elementary
school certificate.
4. General secondary education - Second cycle (upper
secondary school)
nMiddle school certificate" is required for entry. The
age group in general is 14-17. At the end of three years of
study, "upper secondary school certificate™ is obtained.
Starting with the second year, the second cycle is divided
into a "science" and an "arts" section. The former section
is for students who intend to take courses in engineering or
pure science; the latter introduces them to the human
sciences, literature and social sciences.
This cycle is a continuation of the first cycle, as
well as constituting preparation for higher education.
There are four different types of secondary schools in
the secondary cycle:
a) The former "private® schools, where the entry
requirement is to obtain a passing mark in a
competitive "entrance examination® in the form of

an aptitude test. Teaching of a foreign language
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c)
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(English, French, German, Italian} plays an
important role in the syllabuses and there is a
preparatory yvear in which the language study
starts. The science courses are offered in
foreign languages and the syllabus is prepared by
the Ministry of Education.
Schools for religious studies: Since the majority
of Turkish people are Moslems, schools for
preachers have a fairly important role in the
society. Instruction given 1s more or less of
secondary school level (second cycle). Students
who have completed the courses do not have access
to universities (with the exception of theology
and the higher institutes of Islamic studies.
Tbid., p. 88). There are also private training
schools for priests and schools of theclogy.
vocational - technical secondary schools: These
schools provide instruction in the fields of
agriculture, veterinary services; forestry:
commercial education, tourism, secretarial
services; paramedical studies, such as health
services, clinical technicians, nurses, midwives;
construction; chemistry; printing; auto-industry;
meteorology; military services; artistic

education; fine-arts and teacher training.

Special education

Entry reguirement is to be physically/mentally
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handicapped. This type of education is specifically for
deaf, dumb, blind and/or mentally retarded students, and
provides specialized instruction at elementary and secondary
levels. The years of study and age groups vary.

6. Post-secondary education

University faculties are open to candidates holding an
"upper-secondary school" certificate. Certificates awarded
by vocational, technical schools or secondary teacher
training colleges do not give access to university courses.
The number of students admitted to certain faculties has to
be limited due to lack of accommodation. An inter-
university committee offers entrance exams in the form of
written tests every year for the candidates. Each candidate
indicates, before hand, the faculties s/he wishes to pursue
in order of preference. The list of successful applicants
is published by the faculties when the results of the tests
are known.

Universities can be funded only by the State and by
legal channels. The students used to pay a very small
amount for registration and the university education was
free of charge, but this rule has been changed. Tuition
fees vary according to the subjects taken by students.

University courses generally last four years, with the
exception of veterinary medicine that lasts five years, and
medicine, six years.

In three universities, where the medium of instruction

is English, a preparatory year is obligatory for students
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who do not have a knowledge of English. Intensive English
instruction takes place during this periocd. In the other
universities, English is offered as a compulsory course.
HISTORY OF FOREIGN LANGUAGE TEACHING/LEARNING IN TURREY

In order to have a better understanding of the current
attitudes toward foreign language learning/teaching in
Turkey, the actual and potential factors which bring
languages into contact situations will be evaluated. The
historical context in which such teaching takes place,
together with a description of how long these contact
factors have been operating, will serve as a background for
this study. The cultural context in Turkey will also
provide some relevant information to interpret the findings
in this study.

For any language to become a second language, its
political and economic status, its position in military and
international agreements and in cultural, historical and
commercial relations play an important role. Bear (1985,
pp. 28-30), in describing the Turkish history in foreign
language learning, summarized certain unique characteristics
which "marked Turkish contact with the West during latter
centuries of the Ottoman Empire". He stated that "the
Ottoman Turks were the first non-Westerners to become aware
of the growing material and technological capabilities of
the European nations" (Bear, 1985, p.29). Having access to
the technical information possessed by the West could not be

"accomplished by means of Turkish, which was itself an
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imperial language. However, power appears to have brought
with itself a sense of linguistic pride which vitiated
attempts to popularize foreign language study among Muslim
Turks" (Bear, 1985, p.29).

Foreign language learning had originally begun with the
Arabic and Persian languages in the Turkish history, in the
areas such as arts, science and literature, after the
Islamic religion was adopted in fourteenth century (see
Table 1). During the reign of the Ottoman Empire,
scientific works were written in Arabic, and Persian was
used in literature (Sarica, Unla, Ozcan 1975, p. 59. Cited
in Sé&zer, 1984, p. 9).

The most important development in foreign language
learning was marked with the cultural relations between the
Ottoman Empire and the European countries. In 1720, Celebi
Mehmet was sent to Europe as an Attaché (Sozer, 1984, p. 9).
He examined the cultural novelties in France, and during his
one-year stay in Paris, his son, Said Mehmet studied French.
Upon returning to his country, Celebi Mehmet, worked with
Ibrahim Muteferrika in the establishment of the first
publishing house, which led to progress in relations with
the European countries (Sézer, 1984, p. 9). Several
translations and adaptations from works in French into
Turkish were made. One of the first publications in 1730
includes a Turkish grammar book, written in French with the
purpose of teaching the Turkish language to French tradesmen

who worked in the countries belonging to the Ottoman Empire



TABLE 1%

CHOICE OF FOREIGN LANGUAGE STODY

IN TUREKEY, BASED ON STUDENT ENROLLMENT FIGURES

Before 1773-1923 1923-1950 1950-1980 After

Year 1773 Year 1980
1 Arabic Arabic French English English
2 Persian Pergian English French German
3 French German German French
4 English Arabic Arabic Arabic
5 German Persian Persian

1. This table has been adapted from Demircan, 1988, p. 116.

Language preferences are listed in decreasing order.
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(Cem, 1978, pp. 43-45. Cited in Sozer, 1984).

In 1773, French language was included in the syllabus in
Turkish schools (Sézer, 1984, p. 10). Military officers studied
under the guidance of French educators using textbooks, written
in French during the period of 1789-1807 (Kocer 1974, p. 33.
cited in Sozer, 1984, p.10). 1In 1839, foreign language became a
part of the program in an institution at the university level
(Sozer, 1984).

In 1864, a foreign language school was established to teach
languages such as French, Bulgarian and Greek (Sdézer, i984). 1In
Istanbul, a school was established in 1868, in the name of
Galatasaray Sultanisi, where the language of instruction was
French for certain subjects in the syllabus, whereas in Robert
College, which was established in 1863, English was used in all
the courses. There were also schools to serve the children of
minority groups (Sézer, 1984). Nevertheless, for the Ottoman
intellectuals and those in the higher ranks of governors, French
language has been a means for cultural enlightenment and a step
towards western civilization.

Tn 1923 Turkey became a republic, adopting a secular regime.
Religious affairs and the State were separated. Turkish became
the language of religious worship, replacing Arabic, during this
period. Thus, the language for initial literacy would be
Turkish, and so would education through the Turkish language be
compulsory for the first five years.

In the first fifteen years of the Republic of Turkey,

French, English and German languages were taught (see Table 1}.



However, after the Second World war, English language teaching
surpassed that of the other languages due to reasons such as the
post-war political changes and technological developments in
countries where English is spoken, and progress in cultural
relations with these countries. In this period, communications
with the international institutions were mostly held in the
English language. Being a republic, Turkey had to take its part
in international agreements. Thus, English became the most
important language for teaching/learning (Ozer 1984, p. 11).

In referring to Turkish history, Fishman (1989, p.314)
states that "As part of its overall post-World War I program of
seeking a ‘new’ Turkish identity f{in contrast with the old
Ottoman-Iislamic identity), governmentally sponsored language
planning conscientiously and vigorously moved to attain script
form (Roman in place of Arabic script), Europeanization of
specialized nomenclatures (rather than the Arabic and Persian
loan words) hitherto used for learned or cultured purposes".
Fishman {1989, p.292), in describing such cases of replacement of
certain languages in history; states that "In each case...the
language decision was inevitably linked to further language
planning, precisely because nationalism was not only a movement
of the masses but...also a movement to replace one elite with
another, one sociccultural philosophy with another, and one
political-operational system with another".

By becoming a member of the United Nations, the North
Atlantic Treaty Organization, the Council of Europe, and the

Organization for Economic Cooperation and Development, Turkey’s
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economic and cultural relations with the other member nations
developed rapidly. Thus, language planning functions were
undertaken, either by extending the functions of existing
institutions (such as universities), or by the emergence of new
language planning activities, such as increased language learning
in both national and international languages, script reform,
translation, and creation of language societies or academies.
Foreign language teaching became a part of the educaticnal
system. New programs were designed by the Ministry of Education
for the teaching of modern languages with the cooperation of the
council of Europe (Demirel, 1984, p.15).

At present, English is linked with the process of

modernization and used in various spheres of activity.

THE SOCIAL AND CULTURAL CONTEXT IN TURREY

One must recognize that the linguistic and cultural context
in Turkey is very different from the North American countries
where most of the literature on motivational aspects of language
learning has emerged and dominated the field. Clément and
Gardner (1990, p.18) propose that the social and psychological
perspective on context encompasses "all interpersonal and inter-
group phenomena, real or imagined, likely to influence or result
from the acquisition of a second language". A great deal can be
learned about the aspirations, loyalties, presuppositions,
prejudices, fears and other feelings of the members of a society
by assessing how they behave linguistically. This aspect will

further be analyzed in more detail.
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The social organization in the Turkish society is
tightly built around a unifying force, that is, nationalism.
Thus, there is a general tendency to resist outside influence
from the cultural point of view. A broader look at the cultural
context in Turkey would help to clarify certain facts concerning
the different roles males and females have been given in the
society and, as a consequence, the different opportunities each
gender has for higher education and a future career.

In general, it 1is expected that men acquire status through
their knowledge and through the jcbs they get. Traditionally,
men socialize more than women do, meeting with more and varied
people, whereas a woman‘s place is expected to be in the home.
Social relations for men are important both in business and in
their private life.

The impact of these cultural values is such that many young
women marry and raise children rather than work in their field of
interest. Even when women do work, the jobs that they are likely
to get would be in the areas that do not reguire university
education. This situation is reflected by the university
enrollment figures, where the number of female students is
generally lower than that of males (Ozer, 1984, p.37).
Considering such differential access to higher education, the
female students naturally feel more pressure to succeed in their
studies once they enter the university. They are not expected,
however, to seek or gain status through their success, influence
and high standing in the community.

As a result of the scientific and technological advancements
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in the world, the demand for second/foreign languages is
increasing in Turkey. The students are faced with the challenge
of studying these developments using the source books available
only in languages other than their native tongue. There is an
increasing need to learn English especially in the subjects
related with science. Table 1 shows the development of student
preferences for foreign language study in Turkey over the past
several centuries as reflected in enrollment figures. It is
clear that English has steadily climbed in preference, reaching
£irst choice in 1950 and remaining so to the present day.

The role of a second/foreign language in different fields of
study at the post-secondary level has received little attention
from educators in Turkey. Thus, analyzing the differences of
motivation in L, learning for humanities and science students
separately would be useful for curriculum development and for

setting the language reguirements for these fields of study.

FOREIGN LANGUAGE TEACHING/LEARNING - UNIVERSITY LEVEL

The need for a second language in Turkey occurs mostly in
areas such as politics, technology, economy, science, and in
cultural issues. Since Turkey is a developing country, it is
constantly in the process of following the technological progress
that takes place in industrial countries.

It is also very important for Turkey to advertise and sell
the goods and products in the world market in order to cope with
its economic problems. Educational institutions are required to

equip the learners with the necessary language skills and satisfy



the nation’s foreign language needs. To this end, there are
public language programs at community education centres, programs
at private language-teaching centres, and at the cultural
associations of several foreign countries established in three
major cities, such és Istanbul, Ankara and Izmir.

Language programs at the elementary school level, that is,
the first five vears of education, can only be provided by the
principal, if staff is available, in the case of requests from
parents, with an authorization from the mayor (Ozer, 1984).
These programs are not to be included in the school syllabus.

At the secondary school level, that is, the following three
yvears after elementary school, and at the upper secondary school
level, that is, the following three years after the first cycle,
the teaching of a foreign language is included as a compulsory
course in the syllabus (M.E.B. Tebligler Dergisi 1983. Cited in
Ozer 1984, p. 2). The duration for a language course at the
secondary level in public schools is three hours per week,
whereas at the high school level it ranges from two hours minimum
to eight hours maximum per week, and in occupatiocnal and
technical high schools, from two hours minimum to four hours
maximum per week {QOzer, 1984). Intensive language teaching
programs are provided in thirty six public secondary and high
schools, eight occupational and technical high schools, and forty
one Turkish and foreign private schools as late-partial
immersion, where students begin with a preparatory year of 25-27
hours of language classes per week (Ozer, 1984, p.2). Language

programs for secondary and high schools are developed by the
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Ministry of Education.

At the university level, languages are studied in the
literature departments of modern languages such as English,
French, German, Italian, Spanish and Russian; eastern languages
such as Arabic, Persian, and Urdhu, and classical languages, such
as Latin. English, French and German are taught so that the
students can use these languages in their own field of study, for
specific purposes (see Tables 2 and 3).

With the passing of Bill 2547 for university education in
1981, learning of English as a foreign language became
compulsory, starting with the 1983-1984 academic year. At the
universities such as Bosphorus University in Istanbul, Middle
East Technical University and 1in some departments of Hacettepe
University in Ankara, the language of instfuction is English (see
Table 4).

Foreign language programs at the universicies in Turkey are
of three kinds; namely: a) intensive, b) semi-intensive, C) non-
intensive (regular).

a) intensive programs: students take twenty/ctwenty five
hours of la~guage per week and no other courses. There
are only four universities in Turkey where foreign
languages are taught intensively, namely, Bosphorus

University, Middle East Technical University, Hacettepe
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TABLE 2!

STUDENTS ENROLLED IN FOREIGN LANGUAGE AND LITERATURE

DEPARTMENTS WHERE THE MEDIUM OF INSTRUCTION IS L, IN TURKEY

Depart- 1940- 1945- 1950- 1960- 1970- 1980- 1985- 1987-
ments 1941 1946 1951 1961 1971 1981 1986 1988
English 34 208 125 373 757 1036 1525 1871
German 8 88 43 144 371 626 1040 1244
French 41 213 110 337 424 546 745 788
Arabic 1 41 13 13 46 66 195 216
Persian - - - 14 - 62 120 163
Italian - - - 1 20 41 115 91
Greek - - - - - 35 50 40
Russian 3 1 2 31 22 26 50 41
Spanish - - - - - 11 25 50
Chinese - 3 1 3 3 11 25 20
Japanese - - - - - - - 20

1. This table has been adapted from Demircan, 1988, p. 124.
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THE NUMBERS OF DEPARTMENTS WHERE THE MEDIUM OF

INSTRUCTION IS A FOREIGN LANGUAGE IN TURKEY

Departments 1982- 1983- 1984- 1985- 1986- 1987-
1983 1984 1985 1986 1887 1988

Foreign languages 40 44 44 42 45 50
and literature
Foreign language 23 34 34 35 38 i8
teaching
Translation - 2 2 2 2 2
Linguistics? - 1 1 1 1 1
Science and Social
Sciences 48 82 85 93 96 97
Foreign languages® 25 - - - - -
Total departments 136 163 166 173 182 188
Total students 4747 9545 10,175 10,558 11,008 12,472

1. This table has been adapted from Demircan,

2. English only

3. Two-year certificate programs

1988, p. 1l24.



TABLE 4!

STUDENTS ENROLLED IN ENGLISE-MEDIUM UNIVERSITIES IN TURKEY"

Name of 1980- 1981- 1982- 1983- 1984- 1985- 1986- 1987~
University 1881 1982 1683 i¢g84 1985 1986 1987 1988

BILKENT? - - - - - - 350 875

BOSPHORUS 730 690 744 1127 1302 1370 1531 1340

HACETTEPE - - 100 200 180 180 160 163
MARMARA - - - 180 218 238 398 399
METU*® 2110 2070 3903 3671 3905 4147 4341 3921

1. This table has been adapted from Demircan, 1988, p. 123.

2. Students enrolled in the departments of foreign languages and
literature, linguistics, foreign language teaching and
translation are not included in these figures.

3. Bilkent is a new university. 1986-87 was the first academic
year.

4. METU : Middle East Technical University
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University and Marmara University. At Hacettepe and Marmara
Universities, only some faculties provide intensive language
programs, where the language of instruction is the language
veing taught. At Bosphorus and Middle East Technical
Universities, the language of instruction is English in all
of the faculties.

b) gemi-intensive programs: The students take a
language course of 12-15 hours per week, alongside
the other courses in their field of study. This
kind of program is offered at Istanbul University
and in some departments at Anatolia University.
The students take language courses throughout
their education.

) non-intensive programg: These language programs
are offered for less than twelve hours per week,
and they vary in length.

Most of the universities in Turkey, namely Selchuk

University, Atattrk University, Ege University, Ankara
University, Karadeniz University, and Uludag University,

offer non-intensive language courses.

THE PRESENT STATUS OF ENGLISE AT THE UNIVERSITY LEVEL IN
TURKEY AND THE ORGANIZATION OF FOREIGN LANGUAGE PROGRAMS

The developments in science and technology; the
constant spread of international institutions throughout the
world in different fields of interest and occupations;

economical and cultural exchanges between countries lead the
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individuals to be equipped for new situations by acguiring
the necessary skills through education. There is a great
need for change in the educational programs, particularly in
language programs, because of the vast increase in
scientific sources of information in recent years. In
Turkey, the passing of Bill 2547 (1981) by the Parliament
can be considered as an event of major importance that will
certainly exert a powerful influence on educational policies
and practices in the field of foreign language learning.
Bill 2547 provided a "Framework for Foreign Language
Teaching Programs" at the universities in Turkey, and made
English Language Teaching (ELT) compulsocory throughout the
university education, starting with the 1983-1984 academic
vear (see Appendix 1 for content).

Students learniﬁg English at the universities in Turkey
have very little or no opportunity to use a foreign language
outside their formal learning context, which is the
classroom. Their chances of coming into contact with a
native speaker of L2 are extremely low, as well. On the
other hand, through mass media, they are constantly exposed
to the Western culture, such as, imported television series
and shows, music, magazines, and through the use of certain
products made in Westefn countries. Some students do reach
an advanced level of foreign language learning, to the
extent that they can use it in their doctoral studies,
withoﬁt having had any native L2-speaking teachers or

traveled outside Turkey.
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English is used as & foreign language mainly in
cultural, educational and commercial exchanges between
Turkey and the Western world. English is alsc used among
the Turkish people as the language of education and
technology. The small population of Turks who are in
contact with native speakers of English in the areas
mentioned above, are educated and highly specialized in
their professions. They read and write in English, and much
of their leisure activity, such as reading fiction and
watching films and documentaries, is in English too.

In the previous section, the classification of the
educational system, and the history of foreign language
teaching/learning in Turkey has been described, followed by
a brief summary of foreign language teaching at the
university level and the kinds of language programs offered.
It will be essential to present how learning a foreign
language is organized in the educational institutions in
Turkey, for a better understanding of the students’ language
backgrounds in this study. To this end, the following
section will include the kinds of organization for foreign
language programs, and the limitation of these programs.

1. organization of foreign language programs.

There are two kinds of organization at the university
level language programs: a) centrally organized, b)
prepared by each faculty.

a) Centrally organized language programs: This kind

of organization exists at the universities where
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the medium of instruction is English. Foreign
language programs are offered by a "School of
Foreign Languages" which is set up by each
university. In this department, there typically
is a chairperson, staff members, lab assistants
and committees for other tasks, where the language
programs for all the faculties at the university
are prepared. At these universities, namely,
Bosphorus University, Hacettepe University and
Middle East Technical University, English is
offered as an intensive course.

b) Language programs prepared by each faculty:
At other universities, some of which are
Ankara, Anadolu, Akdeniz, Selchuk, and
Marmara, each faculty prepares its own
foreign language program through its staff
members. The number of hours for the program
depends on the number of students registered,
the contents of the syllabus, the language
skills to be developed, methodology in
teaching and the facilities of each faculty.
2. Limitations of the language programs
In spite of the growing need and interest, especially
at higher levels of education, the problems related with
foreign language learning/teaching in Turkey have not yet
been solved. 1In this section a brief discussion will follow

on the limitations of the language programs concerning the
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content of teaching materials; the teaching methodology
presently used, versus different approaches to foreign
language teaching; the time spent on learning the target
language; the number of students in language classes at the
universities and language instructors’ qualifications.

In many universities in Turkey, the objectives for
foreign language teaching/learning were not clearly
specified until the passing of Bill 2547 (1981) for "The
Framework for University Language Programs”. The programs
at lower levels of education have not proven to be
effective, since students have access to limited functional
application of foreign language skills during their six
years of secondary school education. Ozer (1984, p. 23) in
his study states, that the university education provides the
students with a final opportunity to acquire foreign
language skills for further use in their future occupation.

Soytekin (1979, cited in Ozer, 1984, p. 24) states
that, because the textboocks used in these language programs
were prepared for students in Western countries, their
content has never been geared toward the needs and interests
of Turkish students. Furthermore, they were not appropriate
for the students’ particular learning situation. The author
also states that grammar was over-emphasized, especially in
the programs where foreign language was taught for general
purposes, a condition which led to *learning about the
language" rather than "learning the language™ per se.

Ceyhan (1982, p. 109. Cited in Ozer, 1984, p. 25)
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states that "grammar-translation" has been the most commonly
used method in foreign language teaching at the universities
in Turkey. The main purpose of this method is described in
the literature as the learning of rules of the foreign
language structure and their application in translation.

Language teaching specifically designed for students’
own fields of study, labeled as "language for specific
purposes” (LSP) in the literature, is not commonly practised
at the universities in Turkey, but its function has been
recognized recently. This approach can not be used widely
and efficiently because of the lack of sources available for
every field of study, and insufficient knowledge and skills
of staff in this area.

Another limitation of the language programs in Turkey
is the number of hours for foreign language learning, which
is stated to be insufficient for the mastery of basic
languace skills (Ozer, 1984, p. 25). In some universities
the number of students in language class is also stated to
vary from one institution to another, and in some
universities as being over a hundred.

Qualifications of language instructors employed are an
important asset for the effectiveness of these programs.
Research findings indicated that some instructors did not
have any teacher training or did not hold teaching
certificates (Ozer, 1984, p.25).

Despite the fact that all students study a foreign

language throughout their education in Turkey, starting with
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elementary school, they face several difficulties in getting
jobs due to their inability to function in the language
skills reqguired. Thus, the university graduates who are
able to pay fees for private courses offered at several
foreign language teaching institutes and cultural
associations, attend these courses.

Another way of learning a language, for Turkish
students, is to register in language courses in foreign
countries for a certain period of time. However, not a
large number of students have the opportunity to do so, due

to financial Jlimitations.

RESEARCH ON FOREIGN LANGUAGE LEARNING IN TURKEY

Since Ozer’'s, So6zer’s and Ceyhan'’s studies were the
major investigations conducted in the field of foreign
language learning in Turkey and since they provide a clear
picture of the conditions prevailing relative to teaching
and learning foreign language skills, they will be described
extensively.

Azer (1984) in his research, examined the already
existing foreign language learning/teaching situation at the
university level in Turkey to pfopose a program for
curriculum development. In doing so, the researcher
provided some background information about the structure and
organization of programs and suggested certain alternatives
in terms of objectives, content, length and effectiveness.

A relatively smaller number of students learning Arabic,
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Persian, Russian and Italian; foreign students learning
Turkish as a foreign language, and the universities and
faculties where English is used as the medium of instruction
were not included in this study.

Questionnaires were administered to 106 language
instructors of French, German and English, and 1074 fourth-
year university students in three different universities in
Turkey. The researcher (Ozer, 1984) designed three
instruments to collect data. The first was a gQuestionnaire
to gather information on the already existing foreign
language programs, at the universities. It consisted of
open-ended statements, fill-in-blanks, and multiple-choice
gquestions. The second was a guestionnaire for language
instructors, to cobtain information about their personal
opinions for a future foreign language program proposal.
Question types were the same as above. The third was a
needs analysis for students. Question types Qere the same
as in the first and second questionnaires.

In Ozer's study., 35.5% of the students were female and
64.5% were male. 9.9% of the students were learning German,
10.8% French, and 79.3% English. Some of the results of the
needs analysis in particular seemed most relevant for the
purposes of the present study. In some cases percentages
add up to more than one hundred because the students were
asked to rate their answers according to their priority of
needs.

The results indicated that 70% of the students strongly
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needed to learn a foreign language during and after their
university education, for general purposes. 40.9% of the
students indicated that there was much need for a foreign
language in their own field of study. 32.5% of the students
indicated even a stronger need to learn a foreign language.
when the students were asked to indicate the frequency of
the use of English sources in students’ fields of study,
15.8% answered "very otten”, 29.8% answered "sometimes" and
21.5% marked "not at all". For the guestion on foreign
language skills needed by the students, 80.6% marked reading
comprehension, 41% marked oral communication skills, 39.9%
marked listening comprehension skills, and 23.2% marked
writing skills. The students were also asked to indicate
their willingness to attend foreign language classes. Their
answers showed that 58% attended the classes willingly while
21% attended unwillingly. 40.2% of the students indicated
that classes should be "compulsory”, whereas 59.8% believed
they should be "elective’”.

The results of Ozer’s study presented above show that
Turkish students in three different universities mostly
needed to learn a foreign language for their university
education and for their future careers in order to read and
comprehend the learning material written in a foreign
language. The results indicate a hierarchy of language
skills needed in students’ field of study: reading
comprehension; listening comprehension; oral communication;

translation skills, and advanced speaking skills.
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Another study was done by Sézer (1984} in order to evaluate
the already existing foreign language pfograms at the
universities in Turkey, in terms of their relevancy and
application to students’ field of study; to determine
empirically language instructors’ and students’' opinions
about foreign language education future needs, and to put
forth suggestions for the development of foreign language,
programs for students’ field of study, specifically. Sézer
(1984, p. 31) suggested that a foreign language program that
is closely related with students’ field of study and their
needs would lead to greater success, and to better
opportunities on the part of the learner. He stated that
his study would contribute to further develgopments in
foreign language programs recently suggested by the Higher
Education Committee for the Framework for Foreign Language
Teaching Programs at the universities in 1981. (Cited in
Sozer 1984). His study evaluates the effectiveness and
limitations of these programs, to determine whether or not
the programs meet student needs. For the purposes of his
study, the students were asked to rate their reascns for
learning L2. The results will be presented further in this
section.

The population of S6zer’s (1984) study consisted of
twenty five universities in Turkey, and excluded the two
universities, namely Bosphorus University and the Middle
East Technical University, and some departments at Hacettepe

University, where the medium of instruction is English.
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Data obtained includes 119 language instructors and 426
fourth-year students selected from different departments
registered in language classes such as German, English and
French, at a random sampling. The instruments used in this
study are as follows (Sdzer, 1984): a guestionnaire to
gather personal information; a questionnaire to gather
opinions about the existing foreign language programs at the
universities in Turkey; and a questionnaire to gather
opinions/suggestions on developments of programs in the
future.

In their answers to the questionnaire about the
existing foreign language programs, 50.4% of the instructors
indicated that student needs are not considered enough in
the development of language programs. 31.9% of the
instructors stated that 50% of the language programs were
geared towards language instruction for general purposes and
50% of the programs were geared towards language for
specific purposes. For the same question the students
indicated that 49.5% of the programs were geared tcvards
general language instruction, and 47.9% towards language in
their field of study (i.e. for specific purposes)}. These
results show that the insiructors and the students agree on
the content of the existing programs. On the other hand,
the students stated that 67.6% of the language programs at
the university level should be geared towards their field of
study.

In So6zer’s study, students were asked to rate their
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purposes of learning a foreign language on a four-point
scale. The results indicated that for 82% of the students,
the main purpose in learning a foreign language was to be
successful in their own professions; 45.8% indicated that it
would be useful to speak a foreign language in a foreign
country; 44.4% indicated that foreign language learning
would facilitate finding a good job, and 83.5% indicated
they were learning a foreign language to be respected by
others as their last reason.

sedzer (1984, pp. 70-75), in discussing the factors
leading to student success in foreign language learning,
states that the effectiveness of language programs also
depends on whether or not they are centrally organized by
the language institution of the university. He argues that
at the universities where the language programs are prepared
by each faculty separately, student success depends on the
time spent on learning. Sdzer further suggests that, at the
universities where a central institute for foreign language
teaching is non-existent, the programs should be designed by
referring to, and in cooperation with, the language
instructors who actually are in the prbcess cf teaching a
foreign language.

In Sézer’s study, the instructors and students were
asked to rate their reasons for students’' poor performance
in foreign language programs at the universities. Another
reason, "instructor’s resourcefulness and ability to teach",

which did not exist in the instructor’s questionnaire, was
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added to the students’ version. In doing so, Sozer does not
refer to any measurement that displays results of student
success or failure. Thus, in his study it is implied,
rather than demonstrated empirically that poor performance
in foreign language learning is prevalent at the
universities in Turkey.

The results obtained indicated that 51.9% of the Ss
rated "lack of effectiveness of language programs at the
secondary school level" as the most important reason. 32.9%
of the Ss rated "instructors’ resourcefulness and ability to
teach” and 27% rated "lack of motivation for learning" as
the last important reasons affecting student success in a
negative way.

The results of Sdzer’s study also indicate that in the
existing foreign language programs at these universities
46.2% of the content included general topics, 35.3% included
topics in Ss’ field of study, 17.6% included general
language instruction in terms of its structure. The
instruments that S6zer used in this study included a needs
analysis of the language skills to be rated by Ss on a four-
point scale. The results of this analysis showed that 62.9%
of the students rated reading-comprehension as the area in
which they needed help; listening comprehension was rated
secondly by 45.1%; speaking skills were rated thirdly by
31%, and writing skills were rated thirdly by 58% of the
students.

sozer (1984, p. 101) argues that Ss’ motivation for
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language learning should be given more emphasis. The
cooperation of foreign language departments with the
departments of other fields of specialty is also suggested
for higher student motivation in learning and for the
effectiveness of the foreign language programs at the
Turkish universities.

In Sozer’'s study (1984, p.10l1), instructors were also
asked to rate their students’ level of interest in language
classes. The results showed that 16% of the language
instructors rated their students as being "highly
interested" in the language classes,whereas 60.6% rated
"average interest" and 19.3% rated "low interest".

For the gquestion of whether or not learning a foreign
language for specific purposes (LSP) would have a motivating
effect on student learning,the results indicated that 37.8%
of the instructors favored LSP, 50.4% partly favored LSP,
whereas only 5.9% rated against LSP.

Ceyhan /"988) locked at student orientations for
language learning at a university in Turkey. He studied
four groups of students enrolled in English language
programs: preparatory year, intensive English; first year,
continuing English; evening classes for students outside the
university; and the two-year Technical School Certificate
program. The results showed that first-year students who
continued taking English classes were more oriented toward
learning English for their future career, when compared to

other groups. The students in the intensive language
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program were oriented to learn L, for its importance in
cultural communication. O©On the whole, the results showed
that all four groups of students were learning L, not
because it was a reguirement in their university, but
because it was important to learn for reasons such as going
to the United States or England to live for a period of time
and to improve their language skills, or to use English in
their future career. The students enrolled in evening
classes also indicated that they would like to join an
English club to practice in L, with their peers and that
they were willing to take an advanced English course later
in their studies.

Ceyhan (Ibid., p. 83) suggests that studies analyzing
the relationship between motivation and language achievement
should be conducted, and that there is a great need for
standardized instruments for such studies.

As mentioned earlier, all university students are
required to reach a certain level of English for their
future studies. Since most of the textbooks and the L,
teaching material are prepared in Western countries, the
content of language courses offered in these universities
reflects the Western world-view and culture. This results
in a conflict on the part of the Turkish students, whose way
of life and educational needs are not similar to those in

the West.
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CHAPTER THREE
METHODOLOGY
The students were selected from two universities. The
sample can be considered as a cross-section of the Turkish
university student population since they come from all

sections of the country to pursue their higher education.

A, SUBJECTS
Table 5
FIELTD

Science Humanities Total

Females 51 31 82
41.6

S EX

Males 87 28 115
58.4

Total 138 59 197
70.1 29.9 100.0

Data were gathered from 200 male and female university
students studying English as a foreign language in Turkey,
divided according to gender and their field of study. Table
5 presents this division. Three sets of data had to be
omitted because of lack of necessary background information,
leaving a total of 197 subjects, their ages ranging between
16 to 27. The students were selected from two universities

in the capital city, Ankara. At one of these universities,
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that is Middle East Technical University, the language of
instruction is English. At the other, that is Hacettepe
University, this is the case in many programs, and even the
programs where Turkish is the language of instruction,
course materials are in English. Therefore, both
universities offer an intensive English learning program
during a preparatory year for students who do not have a
sufficient knowledge of the language to pursue their
studies. Their level of English is determined by a general
exam. Those who get a passing mark on this exam are
exempted.

At the time of testing, all subjects in this study were
enrolled in these programs. In addition, based on their
university entrance examination results, they had been
divided into two general fields of study, namely
"humanities" and “"science".

"geience" students are in engineering, medicine, and
nursing. Engineering is divided into branches such as
metallurgical, mechanical, electrical, chemical, and food
and industrial engineering.

"Humanities" students are in counselling, international
relations, philosophy, psychology, sociology, economics,
history, physics and chemistry teaching, English language

teaching, physical education and statistics.
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B. INSTRUMENTS

The instruments used in this study are made up cof three

questiconnaires and a cloze test, as follows:

1. Reasons for Learning English

2. The Motivational Intensity Scale
3. The Desire to Learn English Scale
4. Cloze test: Secrets of Success.

The three questionnaires were translated from English
into Turkish by two Turkish-English bilingual academics who
were not familiar with the items. Two other individuals,
who were not familiar with the original items, back-
translated the guesticnnaire from Turkish to English. The
final Turkish version was created with the agreement of the
four individuals involved in this process. The resulting
translation closely matched the original version.

Motivation is a composite index of the individual’s
motivation to learn English. In this study, it ilncorporates
rhe effort expended in learning English and the desire to
learn English. The index is the sum of the scores on
Motivational Intensity and Desire to Learn English. What
follows is a more detailed description of each instrument.

1. Reasons for Learning English:

This questionnaire was composed of 31 items designed to
suggest reasons for studying L, (see Table 6). These items
were originally used in studies done by Burstall, et al.
(1974); Carroll (1975); Chihara and Oller (1978); and
Spolsky (1969%a}.
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REASONS FOR LEARNING ENGLISH QUESTIONNAIRE

Following are a number of statements with which some
people agree and others disagree. There are no right or
wrong answers since many people have different opinions.
Please rate how much you personally agree or disagree with

these statements using the scale below:

-3 strongly disagree +3 strongly agree
-2 moderately disagree +2 moderately agree
-1 slightly disagrec +1 slightly agree

For each statement, write in the left margin the lett
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er

corresponding to the amount of your agreement or disagreement.

Note, there is no right or wrong answer. All that

important is that you indicate your personal feeling.

1. Studying English can be important for

is

me

because it will help me find out how people

live in English-speaking countries.

2. Studying English can be important for
because I may need it to be admitted to
university. '

3. Studying English can be important for

because I think it will someday be useful
getting a good job.
4. Studying English can be important for

because I would like to go to England.

me

a

me

in

me



10.

11.

1z,

13.

14.

15.
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Studying English can be important for me
because I'1l1 need it for my future career.
Studving English can be important £for me
because I want to live in an English-speaking
country for a period of time.
Studying English c¢an be important for me
because it will help me if I need to study
another language later on.
Studying English can be important for me
because it will help me understand the British
and Americans and their way of life.
Studying English can be important for me
because I would like to go to the United
States.
Studying English can be important for me
because it will make me a more knowledgeable
person.
Studying English can be important for me
bpecause I would like to meet some American
people.
Studying English can be important for me
because 1’11 need it some day Lo get a degree.
Studying English can be 1important for me
because it will help me understand my own
language better.
Studying English can be important for me
because I would like to make friends with some
American people.
Studying English can be important for me

because it will make me appear more cultured.
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17.

18.

19.

20.

21.

23.

25.
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studying English can be important for me
because it will help me be successful in
business.

Studying English can be important for me
because it will be useful for me after I leave
school.

studying English can be important for me
because I feel that no one is really educated
unless s/he is fluent in the English language.
studying English can be important for me
because it will help me if I should ever
travel.

Studying English can be important for me
because I would like to get a Jjob where I
could use my English.

studying English can be important for me
because other people will respect me more if I
have a knowledge of another language.
Studying English can be important for me
because it will help me get to know English
speaking people.

studying English can be important for me
because it will permit me to become an
influential member of my cormunity.

Studyving English can be important for me
because it will help me acquire new ideas and
broaden my outlook.

Studying English can be important for me
because it will help me get a better paying

job.
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27.

28.

29.

30.

31.
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Studying English can be important for me
because it will help me learn about myself.
Studying English can be important for me
because it will allow me to meet and converse
with more and varied people.
Studying English can be important for me
because 1t will help me if I ever enter
foreign business enterprises in my field at
the managerial and executive levels.
Studying English can be important for me
because it will help me understand how the
British and Americans think and behave.
Studying English can be important for me
because I would like to travel to a English-
speaking countrvy.
Studving English can bé important for me
because it will allow me to understand and
appreciate British and American art and

literature.
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The original English version of the questionnaire used by
Kruidenier (1984) included 37 items {see Appendix 2). Five
items were omitted for the purposes of this study, since this
guestionnaire was originally designed for groups learning a
second language in bilingual contexts. These items were non-
applicable in a wunilingual and unicultural society, like
Turkey. Item 29 in the original version, reflected a reason
to learn L, in order to finish high school. This item had to
be omitted because the subjects of this study were already at
the university level. The 31 items used in the present study
are shown in Appendix 3. In the guestionnaire, each reason
was preceded by the phrase "Studying English is important for
me because..." {(see Table 6). The students rated each reason
on a Likert-type six-point scale, ranging from "strongly
disagree" at one end, and "strongly agree" at the other. a
high score indicated a strong endorsement of the proposed
reason.

2. The Motivational Intensity Scale:

The ten motivation items were based on those used by
Gardner, Clément, Smythe and Smythe (1979) (see also
Kruidenier, 1984). This scale (presented together with the
Desire to Learn English Scale in Table 7) was designed as a
multiple-choice questionnaire to assess anglophone students
expended efforts in studying L, inside and outside the formal
instruction setting (Gardner, Clément, Smythe and Smvthe,
1979). 2 student’s Motivational Intensity score was egual to

the sum of the weights of responses on the following ten items
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TABLE 7

MOTIVATIONAL INTENSITY AND DESIRE TO LEARN ENGLISH

QUESTIONNAIRE®

Please answer each of the following items by circling the

letter of the alternative which appears to be most applicable

to you.

1.

If T had the opportunity to speak English outside of

school, I would

a. speak English most of the time, usihg Turkish only
if really necessary (6)

b. speak English occasionally, using Turkish whenever
possible (5)

c. never speak English (4)

During English class, I would like

a. to have as much English as possible spoken (§)

b. to have a combination of English and Turkish
spoken (5)

C. to have only Turkish spoken (4)

I actively think about what I have learned in my English
class

a. orice in a while (5)

b. hardly ever (4)

c. very frequently (6)

If there were an English club in my school, I would

a. be most interested in joining (6)

b. attend meetings once in a while (5)

C. definitely not join (4)



If English were not taught in schcol, I would

a. try to obtain lessons in English somewhere
else (6)

b. not bother learning English at all (4)

c. pick up English in everyday situations (i.e., read
English books and newspapers, try to speak it
whenever possible, etc.) (5)

When I am in English class, I

a. never say anything (4)
b. answer only the easier questions (5)
c. volunteer answers as much as possible (6)

If I had the.opportunity and knew enough English,'I would

read English magazines and newspapers

a. not very often (5)
b. as often as I could (6)
c. never (4)

If there were a local English TV station, I would
a. turn it on occasionally (5)

b. never watch it (4)

c. try to watch it often (6)

Compared to my other courses, I like English

a. the same as all the others (5)

b. the most (6)

c. least of all (4)



10.

11.

12.

13.

14.
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When I hear an English song on the radio, I
a. change the station (4)
b. listen to the music, paying attention only to the
easy words (5)
C. Jdisten carefully and try to understand all the
words (6)
If it were up to me whether or not to take English, I
a. would drop it (4)
b. don’t know whether I would take it or not (5)
c. would definitely take it (6)
When I have a preoblem understanding something we are

learning in English class, I

a. just forget about it (4)
b. immediately ask the teacher for help (6)
c. only seek help just before the exam (5)

If there were English-speaking families in my

neighborhood,_I would

a. speak English with them sometimes (5)
b. speak English with them as much as possible (6)
c. never speak English with them (4)

When it comes to Er ylish homework, I

a. just skim over it (4)

b. put some effort into it, but not as much as I
could (5)

c. work very carefully, making sure I understand

everything (6)



15.

ls6.

17.

18.

19.
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If I had the opportunity to see an English play, I would

a.
b.

c.

definitely go (6)
go only if I had nothing else to do (5)

not go (4)

Considering how I study English, I can honestly say that

I

a.

C.

really try to learn English (6}
will pass on the basis of sheer 1luck or
intelligence because I do very little work (4)

do just enough work to get along (5)

If the opportunity arose and I knew enough English, I

would watch English TV programs

a.
b.

C.

never (4)
sometimes (5)

as often as possible (6)

After I get my English assignments back, I

a .

b.

Q

just throw them in my desk and forget them (4)
look them over, but don’t bother correcting
mistakes (5)

always rewrite them, correcting my mistakes (6)

find studying English

no more interesting than most subjects (5)
not interesting at all (4)

very interesting (6)
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20. If my teacher wanted scomeone to do any extra English, T

would

a. definitely wvolunteer (6)

b. only do it if the teacher asked me directly (5)
c. definitely not volunteer (4)

INumbers in parentheses are weights given to responses. They

were not included on the questionnaire when it was given to

students.
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(see Table 7): 3, 5, 6, 8, 10, 12, 14, 16, 18, and 20. The

scale has demonstrated a high degree of internal consistency

for both anglophone and francophone students with a median

Cronbach a (alpha) of .82 for anglophones (Gardner, Clément,

Smythe and Smythe, 1979) and .77 for francophones (Clément et
al., 1976).

3. The Desire to Learn English Scale:

The ten multiple-choice items constituting this scale
were also taken from Gardner, Clément, Smythe and Smythe
(1979) . The items, as found in Table 7, are: 1, 2, 4, 7, 9,
11, 13, 15, 17, and 19. These items were described as
assessing the degree to which a student wants to learn L..
Item responses were weighted as in the Motivational Intensity
scale and a median Cronbach o {(alpha) of .86 was reported
for this scale for groups of Canadian anglophones learning
French (Gardner, Clément, Smythe and Smythe, 1979) and .80 for
francophones learning English (Clément, et al., 1976).

In the present study, the Motivational Intensity and the
Desire to Learn scales’ measures of internal consistency were
initially found to be low (@ = .50; @ = .39 resnectively). 1In
order to increase the overall Cronbach «, two items from each
scale were deleted, and the two scales were combined, with the
remaining items. Thus, one measure of internal consistency
was obtained for the combined Motivation scale (o = .84). The
criterion set for the internal consistency measure was .83,
and the items deleted were selected on the basis of their

coefficients influencing the overall «. Appendix 4 presents
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the figures for the combined scale while appendices 5 and 6
show the figures for the separate scales Dbefore they were

combined. The combined Motivation scale is presented 1n Table

7.

4, Cloze test:

nSecrets of Success" is a cloze test for the intermediate
English language learner (see Appendix 7). This test was

designed by deleting every seventh word of the reading passage
with a total of forty blanks. For each blank, there are four
multiple-choice answers, three of which are the distractors
and one of which is the correct answer. The first sentence in
the passage is a complete one to provide context. This test
was a part of a proficiency test designed by the Center for
second Language Learning at the University of Ottawa and was
administered to 203 students of English as a second language
in December, 1979. Its internal consistency is reported to be
.97, and test-time twenty minutes.

wPests used in the evaluation of achievement in
second/foreign language learning are focused on measuring the
students’ acquisition of course content, that is to say, those
aspects of phonology lexicon and structure, to which the
student has been formally exposed in textbooks, classroom
sessions or through other instructional materials" (Clark,
1978, p. 18). A cloze test is an indirect proficiency test
that measures achievement providing a context for the
examinee, rather than 1listing a number of questions in

isplation. Originated by W.L. Taylor (1953) in connection
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with native language learning, the cloze procedure was
intensively examined by Carroll, et al. (1959). A number of
additional studies were conducted using various adaptations of
the original cloze test. Darnell (1968) develcped a
"clozentropy" procedure in which the test responses of native
speakers were used to define and weight acceptakle answers.
In other studies, Cller and Inal (1971) administered an
English cloze test in which only prepositions were deleted and
obtained a correlation of .75 with total scores on the UCLA
English placement exam, consisting of multiple-choice and free
response guestions covering vocabulary grammar, reading
comprehension and dictation. Oller (1972) found that a
scoring system where the student gains credit for any of
his/her contextually acceptable words, and not necessarily the
original deletion, resulted in higher test reliability than
the exact-word-replacement method, as well as a higher
correlation (.83 wversus .75) with the UCLA placement
examination. However  superiority of the "any-acceptable-
word" scoring procedure was not corroborated in a later study
by Hanzeli (1977). Further experimentation was conducted
using the cloze procedure in a multiple-choice format (Jonz,
1976; Griffin, et al., 1978).

Spolsky {(1969b, p. 170) states that "knowing a language
involves the ability to understand a distorted message, to
accept a message with reduced redundancy". This highlights
the usefulness of such testing technigues as the cloze test.

Redundancy is a concept developed as part of the statistical
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theory of communicatlon (Shannon and Weaver, 1949). ESpolsky
(1969b, pp. 167-168) indicates that "in this theory, a message
carries information to the extent that it effects a reduction
in uncertainty by eliminating certain possibilities. It is
our knowledge that permits us to rule out 50% of the
possibilities...

In natural languages, moré units are wused than are
theoretically necessary; that is to say, natural languages are
redundant. ..
Redundancy reduces the possibility of error and permits
communication where there is interference in the communicating
channel...The redundancy of natural language can be
illustrated in many ways", such as when words have been left
cut in a purely statistical way, as in cloze tests. Spolsky
(Ibid., p. 170) emphasizes that "While testing specific
linguistic items is likely to be valuable in the control of
instruction, the assessment of proficiency in a language must
rather be based on functioning in a much more linguistically
complex situation than is provided by the one-element test®.
In view of the above, the exact-word-replacement method
of the cloze test was chosen for this study due to its
reported measures of reliability, its ease of administration

and scoring for large numbers of students.

C. PROCEDURE
The tests were administered at the beginning of the

second term of the academic year. The students answered the
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guestionnaire and completed the cloze test during regular
class hours, without any time limit. Before they started the
guestionnaire, the students were informed that they were free
to make a choice to participate or not in this study, and that
their answers would remain confidential. Each student, before
starting the questionnaire, was required to fill in background
information on the first page about his/her age, gender, field
of study and time on task. Two test administrators who were
not associated with the students’ language program were
present at the time of testing.

D. ANALYSES

There are several dependent variables in this study,
namely proficiency, motivation and reasons for learning L,.
The measures for proficiency and motivation have already been
described previously. In this section the analyses used to
interpret the data will be presented.

Four types of analyses were conducted using SPSSx

statistical program (1975), as follows:

1. Factors were defined according to the items loading
significantly on each factor (the absolute value
greater than .30) on the thirty one-item Reasons to
Learn English Scale. Aanalyses using the Scree test
(Catell, 1966) and the factor analysis to determine
the orientations that are common to all four groups
indicated that seven factors best represent the
data. A description of each factor will be

presented in the following section of this chapter.



96

2. To estimate the degree of relationship between the
depenfent variables, correlation coefficients were
calculated. The results are presented in Chapter
Four.

3. Multivariate analysis of variance (MANOVA) was used
to investigate student proficiency, motivation and
orientations as a function of their sex and field
of study. The results will be discussed in the
next chapter.

4. In order to assess the relationships between the
seven orientations obtained in the first factor
analysis and the other constructs, motivation and
proficiency, a second factor analysis was
conducted for males and females separately. The
results of this second analysis will be presented

and discussed in the next chapter.

E. FACTOR ANALYSIS I

Data was gathered by asking the students to rate the
importance of each of 31 reasons for learning English as a
foreign language using a six-point Likert-type scale. Factor
analysis was then conducted on the responses to the 3l-item
questionnaire in order to reduce the number of variables to a
smaller number of constructs. From the factors thus obtained,
it was possible to identify those reasons that clustered to

form the various orientations. Table 8 presents the thirty-
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one reasons for learning L, and the significant loadings for
each of these items. The complete data, with all loadings,
are presented in Appendix 8.

Seven factors common to all groups were extracted from
the matrix of correlations between orientation items and
rotated to simple solution via the varimax procedure. Table
9 presents the Eigen values for these seven factors ranked
according to their relative importance after the varimax
rotation. The percentage of variance in the system 1is
explained by the corresponding factor. The addition of more
factors would not have contributed significantly to the total
variance. The last three factors with latent roots less than
1.00 were added to increase the percentage of total variance
in the system (Tabachnik and Fidell, 1983). Thus, all of the
seven factors account for 42.2% of the variance. Factor I
accounts for 20.6% of the variance. It receives significant
loadings (absolute value greater than .30, see Table 8) from
items indicating students’ reasons to learn L2 to live in a
country where L, is spoken (item 6), to go to a country where
L2 is spoken (items 9, 30 and 4), to get a job where L2 is
used (item 20), and from an item expressing students’ wish to
meet Americans (item 11). Relatively higher loadings of three
items relating to travel, as in wanting to live in an L,
country, meeting L, people and getting a job where L, is
spoken, indicate a desire to travel, therefore this factor is
labeled as reflecting a Travel orientation.

Factor II accounts for 6.2% of the total variance and



TABLE 8

VARIMAX ROTATED FACTOR MATRIX

ITEMS FACTOR
I IT IIT Iv v VI VII
1. Find out about L2 - - - - - - 50*
people
2. Enter the university - 36 - - - - -
3. Get a good job - 57 - - - 34 -
4. Go to England 56 - - - - - -
5. For a future career - 41 - - - - -
6. Live 1in an L2 country 74 - - - - - -
7. Study another language - - - - - - -
in future
8. Understand L2 people - - - - - - 52
and way of life
¢. Go to U.S. 63 - - 33 - - -
10. Be more knowledgeable - 32 - - 46 - -
11. Want to meet Americans 32 - - 83 - - -
12. Get a degree - - - - - - -
13. Understand L]l better - - - - 43 - -
14. Make friends with - - - 65 -~ - -
Americans
15. Appear knowledgeable - - - - - 5% -
16. Be =successful in - 71 - - - - -
business
17. Need L2 after leaving - 48 53 - - - -~
school
18. Be more educated - - - - - 35 -
19. Travel - - 57 - - - -
20. Get a job where L2 is 42 - - - - 31 -
used
21. Be respected by cothers - - - - 36 49 -
22. Xnow L2 people - - - 31 - - -
23. Have an influence on Ll - 36 - - 46 37 -
community
24 . Acquire new ideas and - - - - 54 - -
broaden perspectives
25. Get a better paying job - - - - - 48 -
26. Learn about myself - - - - 49 - -
27. Meet and speak with more - - 61 - - - -
and varied people
28. Need L2 at different - - 37 - - - -
occupational levels
29. Understand L2 thinking - - - - - - 46
and behaviour
30. Go to an LZ country 60 - - - - ~ -
31. Appreciate L2 art and - - - - - - 51
literature

The factor loadings are expressed
than 0.30 have been deleted.

without decimals and those less
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TABLE 9

RELATIVE TMPORTANCE OF FACTORS AFTER VARIMAX ROTATION

Eigen Percentage

Factor : Value of Variarce
I Travel 6.39 20.6
11 Career Development 1.94 6.20
IIT Instrumental 1.38 4.50
v Friendship 1.10 3.50
Vv Self-actualization 0.86 2.80
VI Prestige-Instrumental 0.77 2.50
VII Cultural Understanding 0.64 2.10
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receives significant loadings from items indicating reasons
for learning L, as a foreign language for a future career,
such as to be successful in business (item 16), to get a
good job (item 3), learning L2 for a future career (item 5),
and to enter the university (item 2). It also receives
significant loadings from an item that indicates the need
for a foreign language after leaving school {item 17) and
the items that indicate reasons such as, to learn L2 to have
an influence on the learner’s own community {(item 23), and
to be more knowledgeable {item 10). Thus, it has been
labeled a Career Development factor.

Factor III accounts for 4.5% of the variance and
receives significant loadings from a combination of items
expressing the need to meet more and varied people [(item
27), to travel (item 19), the need for L2 after leaving
school (item 17), and the need for L2 at different
occupational levels (item 28). 1In general these reasons
show instrumental purposes, therefore this factor is called
an Instrumental factor,

Factor IV accounts for 2.5% of the total variance and
it receives significant loadings from items related wiLh
reasons to learn L2 to meet Americans {item 11), to make
friends with Americans (item 14), to go to the United States
(item 9), and to get to know L2 speaking people (item 22).
This factor is composed of reasons for learning L2 that deal
with friendship, therefore, it has been labeled a Friendship

factor.
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Factor V accounts for 2.8% of the total variance.

The items loading significantly on this factor include those
concerning reasons to acquire new ideas and broaden
perspectives (item 24), to learn about oneself (item 26), to
be more knowledgeable {(item 10}, to have an influence on
one’s own community (item 23), to understand one‘'s L, better
(item 13), and to be respected by others (item 21). All of
these items appear to be concerned with learning L2 for
knowledge-seeking, as well as personal advancement reasons.
This factor, therefore, has been labeled a Self-
actualization factor.

Factor VI acccunts for 2.5% of the total variance. It
receives significant loadings from items reflecting reasons
to learn English as a foreign language in order to appear
more knowledgeable (item 15), to be respected by others
{item 21), to get a better paying job (item 25), to have an
influence on one’s own community {(item 23), to be more
educated (item 18), to get a good job (item 3), and to get a
job where L, is used (item 20). This factor, similar to
factor III, is composed of three instrumental reasons for
learning English that include getting a job ({(items 25, 3 and
20), as wzll as seeking respect and prestige in one’s own
community (items 15,18,21 and 23). Therefore, this factor
has been labeled a Prestige-Instrumental factor, that is
mostly job related.

Factor VII accounts for 2.1% of the total variance.

It receives significant loadings from items concerning the
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students’ reasons to learn L2, such as, to understand
English-speaking people and their way of life (item 8}, to
appreciate L2 art and literature (item 31}, and to
understand their thinking and behavior (item 29}.
"Understanding”, as it is used in the items, reflects a
positive development of awareness towards the L, speaking
people, therefore, it is labeled a Cultural Understanding
factor that is English-specific.

After the factor analysis and the description of
orientations, the role of orientations on students’
motivation to learn English as a fofeign language was
analyzed. This analysis was done to determine the
combination of orientations that best predicted students’
motivation to learn. Motivation was assessed by summing
together the Motivational Intensity and the Desire to Learn
scales. Orientations were assessed by using the factor
scores. These scores were obtained by averaging item scores
for each student so that they were unique and specific to

each factor.
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CHAPTER FOUK
RESULTS

In the last chapter, the procedure, instruments and
analyses were described and the initial factor analysis was
discussed. 1In this chapter, the results from the three
remaining analyses will be presented and discussed in turn.
They are the correlational analysis, the univariate and
multivariate analyses of variance and the second factor

analyses for each sex.

1. CORRELATIONS AMONG DEPENDENT VARIABLES

In order to determine the degree of relationship among
the different variables used in this study, correlations
were calculated for all the possible relationships among
proficiency, motivation and the seven orientation factors
that emerged from the factor analysis. Table 10 presents
the correlation coefficient matrix fér the male and female
groups. Because the multivariate analysis of variance
revealed that there were significant main effects for sex
but not for field, only the results for males and females
are presented. Table 11 presents the MANOVA results for
both sex and field. There is no significant relationship
between Proficiency and any of the seven orientations for
either sex. These MANOVA results will be discussed in the
next section,

The correlation matrix indicates that there is a

significant relationship between Proficiency and Motivation



TABLE 10

PEARSON CORRELATION COEFFICTENTS FOR MALE AND FEMALE STUDENTS®
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Variable 3
1. Proficiency *0.32 0.15 0.01 0.04 0.15 -0.02 0.0C 0.08
2. Motivation -0.04 *0.24 *0.20 *0.30 0.11 0.13 0.01 ~0.24
3. Travel factor -0.09 *0.17 *(0.29 *0.51 *0.46 0.05 *0.39 =*=0.42
4. Career Development -0.02 *0.25 *0.35 *0.30 0.08 *0.19 *0.22 -0.03
factor
5. Instrumental factor -0.01 *0.22 *0.31 *0.39 *0.46 *0.21 *0.40 *0.40
&, Friendship factor ~0.09 *0.31 *0.,58 *0.43 *0.40 .08 *0.38 *0.34
7. Self-actualization 0.09 *0.18 0.14 *0.40 *0.32 *0.28 *3.48 0.18
factor
8. Prestige - -0.13 0.09 *0.41 *0.37 *0.29 *0.40 *0.25 *(G.25
Instrumental factor
9. Cultural 0.04 *0.38 *0.35 *0.32 *0.42 *0.49 *0.30 *0.21
Understanding
factozx
a The coefficients above the diagonal are for females (N=84) and

those below the diagonal are for males

* Significantly different from zero at o

(N=115)

0.

05
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for females {(r = .32) but not for males (r = -.04). Those
females who are highly motivated to learn English in the
first place can be expected to do well, while those who are
not, can be expected to do poorly. This is not true for
males, however. Considering the differential access to the
universities in Turkey for male and female students, the
pressure on female students to succeed in their studies is
higher than on males. This could explain why motivation and
proficiency are correlated for females in this study and not
for males.

For females, there is a significant relationship
between Motivation and four of the orientations: Travel (r
= .24}, Career Develcopment (r = .20), Instrumental (r = .30)
and Cultural Understanding (r = .24). For males, the
relationships between Motivation and all orientations except
the Prestige-Instrumental factor are significant. The
significant correlation coefficients range between .17 and
.38.

As for relationships among the orientations themselves,
for males, all relationships are significant {(r ranges
between .21 and .58) except for that between the Travel
factor and the Self-actualization factor. For females,
while most of the relationships among factors are
significant, five are not. These are the relationships
between Travel and Self-actualization, as with the males,
Career Development and Friendship, Career Development and

Cultural Understanding, Friendship and Self-actualization
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and Self-actualization and Cultural Understanding. For
males, the highest correlation is that between the Travel
and Friendship factors (r = .58) while, for females, it is
that between the Travel and Instrumental factors (r = .51).

It has already been noted that the correlation
coefficient matrix shows discrepancies between males andé
females for Proficiency and Motivation. There is also a
discrepancy between sexes in the correlation coefificients
for Motivation and the Friendship orientation factor (r =
.11 for females; r = .31* for males}). In Turkish society,
males traditionally socialize more than females do, meeting
with friends more frequently and with a wider variety of
people. Motivation to learn a foreign language can be
related with scocializing with people who speak that
language, English in this case, only for males in this
study. For males, learning English seems to lead to making
friends with the target language group.

The correlation matrix demonstrates a parallel
discrepancy between sexes for Motivation and the Self-
actualization factor (r = .13 for females; r = .18* for
males). Here, there is a significant correlation between
Motivation and the Self-actualization factor for males and
not for females. Some of the orientation items that
contributed to this factor include being respected by
others, having an influence on L, community, acquiring new
ideas and broadening perspectives, and being more

knowledgeable. Consequently, the discrepancy between sexes
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can be explained by the fact that Turkish society expects
males to acquire status through their knowledge, their
influence and their standing in the community. However, no
such expectations are placed on women and so it is not
surprising that such reasons for learning L, do not
correlate with Motivation.

Looking now at the correlations among orientation
factors, a similar discrepancy exists for the Career
Development and the Friendship orientation factors. These
two factors correlate significantly for males (r = .43*%) but
not for females (r = .08). As mentioned above, it is
expected that males are more socially active and friendship
would be expected to play a more important role in their
career development. Thus, these two orientations correlate
for males but not for females. While there is a significant
correlation between the Career Development and Self-
actualization orientation factors for both males (r = .40%)
and females (r = .19*), a markedly higher correlation
coefficient is indicated for males. Therefore, the same two
orientation factors that correlate significantly with
Motivation for males also correlate more with the Career
bevelopment orientation for males than for females.

The correlation coefficients between the Career
Development and Cultural Understanding factors for females
and males indicate another discrepancy {(r = -0.3 for
females; r = .32* for males). The Cultural Understanding

factor, as described earlier in this study, reflects a
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positive development of awareriess towards English-speaking
people and an appreciation of their art and literature.
Thus, a significant correlation between these two factors
for males may mean that there is a relationship between
learning L, to understand the target culture and learning L.
for a better and more successful future career. This may
again reflect the greater importance of friendship and
social life for males in Turkish society. As for the female
students in this study, it could be argued that althocugh
Career Development is an important factor for learning L.,
it is not related with & cultural understanding of the
target group.

A similar pattern exists in the correlation
coefficients between the Friendship and Self-actualization
and the Self-actualization and Cultural Understanding

orientation factors. For males, there is a significant

correlation in each case (r = .28% and r = .30*%
respectively), whereas there is none for females (r = .08
and r = .18 respectively). As has beern shown in the

previous examples, males have a variety of related
orientations towards learning L, that reflect the societal
expectations placed up them. Because these expectations do
not exist for females, these particular orientations for
learning L, do not correlate. Furthermore, these same
orientation factors that cluster for the males in this study
also correlate with motivation to learn L, while they &o not

for females. This suggests that the nature of motivation to
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iearn a second language is somewhat different in the males
and females in this study.

Finally, it should be noted that there is a significant
correlation between the Self-actualization and Prestige-
Instrumental orientation factors for both males and females.
However, the correlation coefficient is greater for females
(r = .48*) than for males {r = .25*). As described earlier
in this study, the Prestige-Instrumental factor received
significant loadings from items reflecting reasons for L,
learning such as getting a good job and seeking respect in
one’s own community. Thus, a greater correlation between
these two factors for females indicate that learning L, to
have an influence on one’'s own community is related with
learning L, to get a job and to be respected by others. It
should be recalled that the Self-actualization Orientation
factor also correlated significantly with the Career
Development factor for females, though not as much as for
males. ‘This also suggests a narrower focus on job-career-
related orientations for females as compared to the broader

range of orientations found for males.

2. MANOVA FOR SEX AND FIELD EFFECTS

Multivariate and univariate analyses of variance
comparing male and female students and science and
humanities students were conducted on their proficiency
scores, motivation scores and orientations toward learning

English in order to determine if there were any significant
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differences between sexes and between fields of study.
Table 11 presents the results of the analysis of variance
for the two sexes. Hotelling’s statistics were used to
compare group means when evaluating significant interaction
effects. Table 12 presents the means for each sex for the
nine variables. The multiple analysis of variance (MANOVA)

indicates that there was a significant interaction between

sexes (p = .001). The univariate results indicate that,
among the individual variables, Motivation (p = .007) and
the Career Development factor (p = .001) played the greatest

role in this interaction.

Because of the cultural restrictions mentioned earlier,
women have to try harder than men to enter the university.
This suggests that feﬁales who have actually gained access
to university can be expected to be more motivated to
acquire skills, such as English, that will help them in the
advancement of their education. It is interesting, in this
regard, to recall that Proficiency and Motivation correlate
significantly for females but not for males.

The same argument can be made to explain the fact that
females score higher than males on the Career Development
factor. Among the seven factors that emerged as important
reasons for learning English, only Career Development showed
a significant sex effect. This suggests that, for the

females in this study, career advancement is a more



TABLE 11

MULTIVARTATE AND UNIVARIATE TESTS FOR SEX AND FIELD EFFECTS

MULTIVARIATE ANALYSIS FOR SEX AND FIELD EFFECTS

Effect Parameters Hotellings’

{S,M,N) Statistics daf F p-Prob
Sex {1,3.5,92) 0.156 (9.186) 3.22 0.001
Field {1,3.5,92) 0.056 (9.186) 1.16 0.326

UNIVARIATE F-TESTS FOR SEX EFFECTS [df = (1.194)]
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Hypoth

Variable MS MS F p-Prcb
Proficiency 16.32 55.53 0.29 0.588
Motivation 188.06 25.40 7.40 0.007
Travel factor 3.26 1.09 3.00 0.085
Career Development factor 4.40 0.36 12.28 0.001
Instrumental factor 1.02 0.53 1.92 0.168
Friendship factor .54 1.14 0.47 0.462
Self-actualization factor 0.04 ¢.80 0.05 0.817
Prestige-Instrumental factor 0.11 0.98 0.12 0.734
Cultural Understanding factor 0.36 0.92 0.40 0.530

UNIVARIATE F-TESTS FOR FIELD EFFECTS [df = (1.194)]

Hypoth

Variable MS MS- F p-Prcb
Proficiency 48.20 55.37 0.87 0.352
Motivation 56.62 26.08 2.17 0.142
Travel factor 0.19 1.10 0.17 0.679
Career Development factor 0.50 0.38 1.32 0.252
Instrumental factor 0.41 0.53 0.77 0.381
Friendship factor 3.44 1.13 3.05 0.082
Self-actualization factor 0.02 0.81 0.03 0.875
Prestige-Instrumental factor 0.33 0.97 0.34 0.560
Cultural Understanding factor 0.01 0.92 0.01 0.928




TABLE 12

DESCRIPTIVE STATISTICS FOR MALE AND FEMALE STUDENTS IN THE SAMPLE

11

Variable Gender N Mean SD
Proficiency F 84 24.00 10.09
Proficiency M 115 23.36 4.74
Motivation F 84 28.32 4.64
Motivation M 115 86.48 5.34
Travel factor F 84 4.28 1.0¢6
Travel factor M 114 4.06 1.05
Career Development factor F 84 5.58 0.38
Career Development factor M 115 5.29 0.72
Instrumental factor F 84 5.20 0.67
Instrumental factor M 115 5.06 0.76
Friendship factor F 83 3.61 1.05
Friendship factor M 113 3.72 1.09
Self-actualization factor F 83 3.83 0.90
Self-actualization factor M 115 3.81 0.90
Prestige-Instrumental factor F 83 3.51 1.02
Prestige-Instrumental factor M 115 3.55 1.00
Cultural Understanding factor F 84 3.70 0.86
Cultural Understanding factor M 115 3.80 1.02
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important reason for learning English than it is for the
males. This greater career orientation is consistent with
their higher motivation to learn English in the first place.

It should be noted that the travel factor approaches
significance (p = .085) and may suggest a greater importance
of travel for the female group in this study.

appendix 9 presents the group means for humanities and
science students for the nine wvariables. Table 11 presents
the results of the analysis of variance. The MANOVA
indicates that there were no significant field effects (p =
.326). This suggests that humanities and science students
in this study did not differ in their achievement, their
motivation or their orientations for learning English. The

significance of this will be discussed in the next chapter.

3. FACTOR ANALYSIS IIX

In order to assess the relationships between the seven
orientations and other constructs such as motivation and
proficiency, the respective indices were included in a
second factor analysis for males and females separately.
This analysis was carried out using principal axis
extraction and varimax rotation. The varimax rotated factor
matrices for females and for males are presented in Table
13. The results accounted for 42.5% of the variance from
four factors obtained for the females, and for 49.1% of the
variance from three factors obtained for males in the

sample. Table 14 presents these findings.



TABLE 13

FEMALES: VARIMAX ROTATED FACTOR MATRIX

Variable Factors
I IT III Iv
1. Proficigncy —24x* -48 -48 12
2. Motivation -02 -15 -63 -05
3. Travel factor 58 18 26 -02
4, Career Development factor 21 34 27 -50
5. Instrumental factor 47 27 45 -02
6. Friendship factor 72 03 04 05
7. Self-actualization factor 03 75 13 02
8. Prestige-Instrumental factor 31 42 12 11
9. Cultural Understanding factor 14 22 14 45
MALES: VARIMAX ROTATED FACTOR MATRIX
Variable Factors
I ITI IT1I
1. Proficigncy 01 -09 14
2. Motivation ~55 -07 33
3. Travel factor 56 29 31
4. Career Development factor 27 54 -12
5. Instrumeptal factor 49 45 11
6. Friendship factor 73 35 24
7. Self—gctuallzation factor 20 73 -38
8. Prestige-Instrumental factor 18 73 25
9. Cultural Understanding factor 74 22 02

*

Decimal points have been omitted on all loadings



TABLE 14

RELATIVE IMPORTANCE OF FACTORS AFTER

VARIMAX ROTATION FOR FEMALES
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Factor Eigen Percentage

value of Variance
I. Friendship-Travel 2.29 25.4
II. Social Status .64 7.1
III. Instrumental .49 5.4
IV. General Knowledge .41 4.6

RELATIVE IMPORTANCE OF FACTORS AFTER
VARIMAX ROTATION FOR MALES

Factor Eigen Percentage

Value of Variance
I. Personal Growth 3.22 35.8
II. Self-advancement/Instrumental .71 7.9
I1I. General Travel .48 5.3
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FEMALES: Factor I accounted for 25.4% of the variance
and had an eigenvalue of 2.29. It received significant
loadings from four variables {(items 6, 3, 5 and 8). The
composition of this factor suggests that students who want
to learn English in order to meet with and get to know
English-speaking people (item 6) also want to learn L, to
travel to an English-speaking country (item 3). Other
loadings obtained indicate that these students also want to
learn L, to be more educated, to get a better paying job,
to be respected by others and to have an influence on their
own community (items 3 and 4). Since the major loadings on
this factor were received from those items that indicate a
strong desire to build friendships with English-speaking
people and to travel to countries where English is spoken,
this dimension was labeled a Friendship-Travel orientation.

Factor II accounted for 7.1% of the variance and had an
eigenvalue of 0.64. This factor received appreciable
loadings from four variables (items 7, 1, 8 and 4). Wwhile
the loadings received from the Self-actualization, Prestige-
Instrumental and Career Development Orientation indices
{(items 7,8 and 4) were positive, it received a negative
loading from the proficiency index (item 1). This
combination reflected reasons for learning L, to acquire new
ideas and broaden perspectives, to be more knowledgeable, to
have an influence on one’s own community, to be respected by
others (item 7}, to get a better paying job where L2 is used

and to be successful in business (items 3 and 4). 2all of
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these variables indicate an interest in learning English in
order to gain prestige and be respected by others through
cne’s general standing in the community. Therefore, this
factor was labeled a Social Status dimension.

Factor IIT accounted for 5.4% of the variance and had
an eigenvalue of 0.49. It received appreciable loadings
from three variables (items 2, 1 and 5). While the loading
received from the Instrumental orientation index (item 5)
was positive, the loadings received from the motivation and
the proficiency indices (items 2 and 1) were negative.

Since the major orientation that defined this factor
reflected the more pragmatic reasons to learn L2, such as,
getting a better job, and using L, in a future career, it
was labeled an Instrumental dimension.

Factor IV accounted for 4.6% of the variance and had an
eigenvalue of 0.41. It received significant loadings from
two variables {(items 4 and 9). A significant negative
loading received from the Career Development orientation
index {item 4) was evident. The major loading that appeared
to identify this factor was received from the Cultural
Understanding orientation (item 9), which reflected a desire
to learn English in order to learn more about how people
live in English-speaking countries, about their thinking and
behaviour, and their art and literature. It was also
evident that Career Development and cultural understanding
dimensions were negatively associated with each other.

Therefore, this factor was labeled a General Knowledge
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dimension.

MALES: Factor I accounted for 35.8% of the variance and
had an eigenvalue of 3.22. It received significant loadings
from five variables (items 9, 6, 3, 2 and 5). The loadings
received from Cultural Understanding (item 9), Friendship
(item 6), Travel (item 3) and Instrumental (item 5)
Orientation indices were positive, however, this factor
received a significant negative loading from Motivation
(item 2). A desire to learn English for gaining cultural
understanding, for reasons of friendship and travel was
evident. Because of the relationship between these
properties and self-improvement, this factor reflects a
Personal Growth dimension, and is labeled as such.

Factor II accounted for 7.9% of the variance and had an
eigenvalue of .71. It received appreciable loadings from
five variables (items 7, 8, 4, S and 6). This factor was
most strongly defined by Self-actualization, Prestige-
Instrumental and Career Development (items 7, 8 and 4) and
less strongly by Instrumental and Friendship Orientations
(items 5 and 6). These properties suggest a desire to learn
English to acquire new ideas and broaden perspectives, to
learn about oneself, to be more knowledgeable and to gain
prestige in one’s own community by getting a better paying
job, becoming successful in business and making friends.
Therefore, this factor is identified as a Self-
advancement/Instrumental dimension.

Factor III accounted for 5.3% of the variance and had
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an eigenvalue of .48. This factor received significant
loadings from three variables (items 7, 2 and 3}. While the
loadings received from the Motivation and the Travel
Orientation indices (items 2 and 3} were positive, the
loading received from the Self-actualization crientation
index {(item 7) was negative. This dimension is labeled a
General Travel Orientation.

Based on the results of the factor analysis, and the
multivariate analysis of wvariance, proficiency and
motivation seemed to be related to female students in the
sample. Male students were motivated to travel in general,
but not for cultural understanding, friendship and
instrumental reasons.

These results indicated that for males Factor III,
General Travel Orientation, was the only factor that
received a significant loading from Motivation. Self-
actualization loaded negatively on the same factor. Factor
I, the Personal Growth Orientation, received significant
loadings form both Travel and Motivation, but the results
indicate a negative association between these two
orientations for this particular factor. The possible
reasons for their desire to travel will be discussed further
on in this section.

Self-actualization, Prestige—IhstrumenEal, Career
Development, Instrumental and Friendship Orientations loaded
significantly on Factor II, which is the Self-

advancement /Instrumental dimension. This will also be



discussed further in comparison with the female ratings.

The results of the second factor analysis indicated
that Motivation and Proficiency were negatively related to
the Instrumental Orientation for female students in this
study. This might mean that the English language programs
offered in these universities may not be relevant to the
students needs in this particular context that was
investigated. There appeared to be no other cross-lcadings
for Motivation. Friendship is related to the Travel
dimension for female students, as well as Self-actualization
is related to Prestige-Instrumental Orientation.

English proficiency and motivation to learn L, are more
Closely related to female students’ ratings. However, it is
evident that the more motivated and proficient the student
is, the less instrumentally oriented she is to learn
English, in this context.

The Travel Orientation appears to be related to male
students in this sample. General Travel is the only factor
that receives significant loadings from both Motivation and
the Travel Orientations. These orientations load on the
Personal Growth factor, however, in this case, they appear
to be related negatively. There are no other cross-loadings
to reflect clearer ratings for the relationship between the
Travel and Motivation variables. The highest ratings by the
male students are: Cultural Understanding, Friendship, Self-
actualization, Prestige-Instrumental, Travel, Career

Development and Instrumental orientations. This, on the
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other hand, does not imply that they are oriented to learn
English for these reasons, based on the results. Since
cultural Understanding, Friendship, Self-actualization and
Prestige-Instrumental orientations were scored the highest
values males, they appear to be the major values for the
male group. One of the traits is the Instrumental
orientatio ., which indicates that all they want is better
standards of living by getting a better job and becoming
successful.

Self-actualization, Friendship, Travel, Career
Development Instrumental, Cultural Understanding and
Prestige-Instrumental orientations were the highest ranked
by female students in the sample. This indicates that these
represent the values they wish to acquire in their own
community in general.

Proficiency appeared to be related to Motivation only
for females, but not instrumentally. For males, Motivation
appeared to be closely related to Travel in general. It
should be expected that the changing social conditions
stemming from the increasing inflation rates in Turkey’s
economy might be associated with their motivation to travel
to other lands in pursuit of relatively better standards of
living.

Certain clusters of variables obtained as a result of
the factor analyses made the above explanations possible for
the nature of the students’ motivation related to their

proficiency in English. On the other hand, the relatively
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sl

small size of the groups in the sample makes it difficult to

draw generalizations based on these results.
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CHAPTER FIVE
CONCLUSIONS

There have been various studies on variables related to
achievement in English as a second or foreign language over
a twenty-year period. The differences in learner
orientations in several contexts have been described by
Gardner's and Clément’s models of second language learning.
These theoretical models proposed explanations for the
psychological variables operating in the language learning
process as well as certain orientations related to L,
achievement in certain contexts.

There are several important applications of these
theories for second/foreign language educators. The
identification of motivational and contextual factors
facilitate the assessment of variation in language learning
success. This is particularly useful for curriculum design
and program evaluation.

The use of instruments, validated with English and
French as second languages, in contexts other than North
America helps researchers to investigate the nature of
orientations for achievement in the TL in these contexts.

It should be expected that the results of such studies would
open channels of communication between local university
departments, make scholars more conscious of the role of
language in tﬁeir disciplines and bring them into contact
with government administrators in educaticnal policy—making.

The institutions that provide English language
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instruction in Turkey have been listed in the second chapter
of this study. It was also noted that there can be hardly
any contact with the native speakers of English for the
Turkish learner, in general. However, the results of this
study indicated the existence of seven orientations common
to all groups, and of four orientations for the female and
three orientations for the male samples. The multivariate
analysis of variance revealed that there were no significant
interaction effects for field. Therefore, student
endorsements have not been factor analyzed separately for
the humanities and science groups. The results also showed
that there was a significant relationship between
proficiency in EFL and motivation for females. However, no
significant relationship was observed between proficiency
and any of the seven orientations for either sex.

Four of the seven factors obtained from the first
factor analysis resemble the orientations common to all
groups that were obtained by Clément and Kruidenier (1983).
These orientations were Instrumental, Travel, Friendship and
Knowledge. In the present study, the four orientations
common to all groups in the sample with eigen values over
1.00 were Travel, Career Development, Instrumental and
Friendship. Together, they accounted for 34.8% of the total
variance. This indicates that the students’ orientations
towards learning EFL in this study cannot be explained by
the original instrumental and integrative motivational

construct (Gardner and Lambert, 1959; 1972).
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The Friendship orientation appeared in general
orientations as a component of the integrative orientation
described by Gardner and Lambert (1972). This orientation
received significant loadings from items expressing a desire
to meet and make friends with members of the L, group as
well as to go to the United States. This reflects a
positive affective regard towards English-speaking people,
however, this orientation exists in combination with a
travel reason. The desire to identify with the valu=3
members of the TL group does not appear to be important in
this context. In this respect, the orientations obtained in
this study differ slightly £from those found to be common to
the groups studied by Noels and Clément (198%). 1In their
study, the students were learning L, in order to develop
skills for pragmatic purposes, to gain friendship, to
identify with and influence the TL group, to travel and to
broaden their knowledge.

There have been disagreements in the definitions of
orientations in the past. Spolsky (196%a) and Burstall and
his associates (1974) called Travel an Integrative
orientation. Dérnyei (1990) also included Travel as a
constituent of his Integrative Motivational construct, which
was associated with a desire for new stimuli and changes,
and a desire to be integrated temporarily into the TL
community. Travel was also related to the Instrumental
Motivational construcﬁ because, the author argued, work and

professional development are major reasons for immigration
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to another country. In the present study, the Travel
orientation appeared to be associated with the desire to go
to and live in an English-speaking country, and to get a job
where English is used. This orientation reflects both an
integrative and an instrumental motivation, thereby
rendering its interpretation ambiguous.

The desire to gain social recognition or economic
advantages through knowledge of a foreign language has been
referred to as an instrumental orientation by Gardner and
Lambert (1972, p. 14). The instrumentally oriented learner
has been described by the authors as "a person [whol
prepares to learn a new code in order to derive benefits of
a noninterpersonal sort". The Career Development and
Instrumental orientations endorsed by the subjects in this
study reflect the desire to learn English for a future
career, to be successful in business, to have an influence
on the L, community, and to meet more and varied people. 1In
Kruidenier’s (1984) study such "instrumental" orientations
were common to each of the learning contexts and were
similarly composed. These orientations consisted of only
career and school advancement motives for learning.

However, in the present study, the Instrumental orientation
received a significant loading from the item stating a
reason to travel.

The existence of both the Career Development and the
Instrumental orientations for the learners in this study and

the way these orientations were composed also replicates the



128
results of Muchnick and Wolfe (1982), in which a meaningful
instrumental orientation for studying Spanish was observed.

In the present study, different orientations were
endorsed by males and females due to different roles
expected from them in Turkish society. The factors obtained
from the factor analysis for females showed the existence of
a Friendship-Travel orientation. This factor is similar to
Friendship/Travel orientations that were observed by Clément
and Kruidenier (1983) for Anglophones learning French,
Francophones learning English, Francophones learning Spanish
in multicultural areas and Francophones learning Spanish in
a unicultural milieu.

The findings in the present study also support the
results of studies conducted in Turkey. Sozer’s (1984)
study demonstrated that, on the whole, the major reasons
endorsed by the students in his sample were: to be
successful in their future career, to be able to use L, in a
country where L, is spoken, to find a good job and to gain
respect. The first and the fourth reasons listed here
indicate an instrumental orientation and the third reason
indicates a travel orientation. These results are similar
to those found in the present study where Travel, Career
Development and Instrumental orientations were found to be
common to all groups. The fourth reason, to gain respect,
is similar to the Prestige-Instrumental orientation found in
the present study.

In Cevhan’s (1988) study, the students from outside the
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university who were enrolled in evening classes were willing
tc seek opportunities to practice L, outside the classroom,
such as joining an English-language club. They were also
willing to take an advanced English course later on. This
group of students were taking English voluntarily, compared
to other groups in the study for which English language
learning was a compulsory part of the program. These
results demonstrated a clear desire to learn English. all
the groups in Cevhan’s sample indicated that they wanted to
learn English not to fulfill the requirements in the program
but because it was important to learn for reasons such as
going to the United States to live ﬁhere for a period of
time and to improve their language skills, and because they
wanted to use English in their future career. Their reasons
of travel and career development resemble the Travel and
Career Development orientations found to be common to all
groups in the present study.

Although the percentages of male and female student
enrollments were presented in Ozer’s (1984) study, sex
differences concerning orientations were not analyzed
separately. A majority of students in his sample indicated
a need to learn a foreign language to use during and after
their studies. It is evident that learning a foreign
language is needed by these university students to pursue
their academic studies and in their future career, which
indicates a general instrumental orientation toward learning

L,.
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In the second factor analysis, an Instrumental
orientation was observed for the female group and not for
the male group. This finding contrasts with the results of
Svanes’ (1987) study where men were reported to have shown
higher instrumental motivation than the women in the Asian
group.

The analyses reported in this study do not distinguish
between Humanities and Science students. However, this does
not necessarily mean that field effects do not exist, but
that they remained undetected due to the unegual sample
sizes and the deletion of cases with missing observations
(see Table 5). If larger samples had been obtained, there
may have been more significant results. Another aspect that
might be explored further is whether the ratio of Science to
Humanities students in this study reflects general attitudes
within Turkish society towards these two fields of study.

The exigencies and scientific developments of modern
life demand the use of a second/foreign language as a medium
of instruction in the higher levels of education in Turkey.
However, the degree of learners’ cultural identification
with their own group might promote or hinder motivation to
learn L,, as described in the literature. Further analysis
of learners’' preferences regarding language of instruction
and their relationship to cultural identity and motivation
to learn L, would help language planners and teachers to
evaluate the formal language learning situation and to adapt

language programs to the real and changing needs of
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learners. Further research on students’ perceptions as to
which language would be best suited to studying technical
versus non-technical subjects at the post-secondary level
would contribute to the analysis of differences in L,
motivation for humanities and science groups.

The present research adds to studies that have already
been done on contexts outside North America. The
educational, social and cultural background and the research
conducted in Turkey described in Chapter Two provides
additional material for comparative research and in-depth
case studies on motivational aspects of second/foreign

language learning.
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APPENDIXY 1

Framework for Foreign Language Programs
prepared by the Higher Education Committee
(Bill 2547, 1981. C(Cited in Ozer, 1981, p. 21)

ist year - vocabulary

- grammar (morphology and syntax) 6 hrs. a week.
2nd vear - study of short passages (oral/written)
- grammar (comparative study of difficulties
for Turkish students) 4 hrs. a week.
3rd year - reading comprehension (in students’ field
of study)
- listening comprehension 4 hrs. a week.
4th year - speaking (general)

- translation (in students’ field of study,

from English to Turkish) 2. hrs., a week.

In substance the content of Bill 2547 is as follows:

I. Objectives:

At the end of their university education, all students

should be able to:

1. read and understand the texts in their own field
of study, by using a dictionary if necessary,

2. translate these texts into Turkish,

3. participate in daily conversation.

II. Proficiency Test:

A proficiency test is offered after the students’

admission to a university.
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1. The proficiency test consists of two stages:

a) The first part determines the students’
vocabulary and grammatical knowledge planned
for the first two years of foreign language
programs at the university. The students who
are not successful in this part of the test
are not permitted to take the next part, but
will start their first year foreign language
program.

b) The second part of the test measures the
students’ listening comprehension and their
skills in translating a text in their field
of study into Turkish by using a dictionary
when necessary, and in participating in daily
conversation in the foreign language.

2. The students who have been successful in both
stages of the proficiency test will receive a
"Foreign Language Proficiency Certificate" and
they do not have to take the English Program.

3. The students who have not been successful at the
second stage of the test are admitted to the third
of the four-year program.

4. The results of the proficiency test are indicated
as "pass® or "fail".

ITI. Bvaluation:

The results of the final exams at the end of the year

are indicated as "pass" or "failr",
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Students who have not been successful must repeat
the program that they failed.

A foreign language program will be compulsory at
every university for students who have been
admitted to the 1983-1984 academic year as their

first year.

Temporary items:

1)

2)

students who started the foreign language program
at the university in their previous years of
study, including the 1982- 1983 academic year, are
permitted to complete the program they have -
started.

In the 1982-1983 academic year, second year
students who have not been registered for the
foreign language program, must start with the
second year’s language program as planned in this
framework, but they must complete the first year’'s

program with the help of compensatory courses.



APPENDIX 2

REASONS FOR _LEARNING

Following are a number of statements with which some
pecple agree and others disagree. There are no right or
wrong answers since many people have different opinions.
Please rate how much you personally agree or disagree with

these statements using the scale below:

-3 strongly disagree +3 strongly agree
-2 moderately disagree +2 moderately agree
-1 slightly disagree +1 slightly agree

For each statement, write in the left margin the number
corresponding to the amount of your agreement or disagreement.
Note, there is no right Or wrong answer. All that is
important is that you indicate your personal feeling.

1. Studying French c¢an be important for me
because it will allow me to be more at ease
with fellow Canadians who speak French.

2. Studying French can be important for me
because it will help me find out how people
live in French-speaking areas.

3. Studying French can be important for me
because I may need it to be admitted to a
higher school.

4, Studying French can be important for me
because I think it will someday be useful in

getting a good job.
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11.

13.

14.

15.
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Studying French can be important for me
because I would like to go to Quebec.
Studying French c¢an be important £for me
because I‘1ll need it for my future career.
Studying French can be important for me
because I want to become a member of the
French Canadian community.
Studying French can be important for me
because it will help me if I need to study
another language later on.
Studying French can be important £for me
because it will help me understand French
Canadians and their way of life.
Studying French can be important for me
because I would like to go to France.
Studying French can be important for me
because it will make me a more knowledgeable
person.
Studying French c¢an be important £for me
because I would like to meet some French
pecple.
Studying French can be important for me
because it will help me appreciate the
problems that French people have in a
predominantly English-speaking milieu.
Studying French can be important for me
because I'll need it someday to get a degree.
Studying French can be important for me
because it will help me understand my own

language better,
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17.
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19.

20.

21.

22.

23.

24.

25.
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Studying French can be important for me
because I would like to make friends with some
Frénch people.
Studying French can be important for me
because it will make me appear more cultured.
Studying French can be important for me
because it will help me be successful in
business.
Studying French can be important for me
because it will be useful for me after I leave
school.
Studying French c¢an be important for me
because I feel that no one is really educated
unless s/he is fluent in the French language.
Studying French can be important for me
because it will help me if I should ever
travel.
Studying French can be important for me
because I would like to get a job where I
could use my French.
Studying French can be important for me
because it will enable me to gain good friends

more easily among French-speaking Canadians.

Sstudying French can be important for me

becauée other people will respect me more if I
have a knowledge of another language.

Studying French c¢an be important for me
because it will help me get to know French

speaking people.



26.

27.
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29.

30.

31.

32.

33.

34.

35.
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studying French can be important for me
because it will permit me te become an
influential member of my community.
studying French can be important for me
because I will be able to participate more
freely in the activities of other cultural
groups.

Studying French can be important for me
because it will help me acquire new ideas and
broaden my outlook.

Studying French can be important for me
because I need it in order to finish high
school.

Studying French can be important for me
because it will help me get a better paying
job.

Studying French can be important for me
because it will help me learn about myself.
studying French can be important for me
because it will allow me to gain influence
over French Canadians.

Studying French can be important for me
because it will allow me to meet and converse
with more and varied pecople.

Studying French can be important for me
because it will help me if I ever enter
politics.,

studying French can be important for me
because it will enable me to think and behave

like French Canadians.
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Studving French can be important for me
because I would like to travel to a French-
speaking area.
Studying French can be important for me
because it will allow me to understand and

appreciate French Canadian art and literature.
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APPENDIX 3

ITEMS

REASONS FOR STUDYING L2°

Find out about L2 people
Enter the university

Get a good job

Go to England

For a future career

Live in an L2 country

study another Language in future
Understand L2 people and their way of life
Go to U.S.

Be more knowledgeable

Want to meet Americans

Get a degree

Understand own language
Make friends with Americans
Appear knowledgeable

Be successful in business
Need it after leaving school
Be more educated

Travel

Get a job where L2 is used
Be respected by others

Know L2 people
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24.

25.

26.

27.

28,

29,

30.

31.

32.

33.

34.

35.

36.

37.

38.

39,

40.

41.

42,

43.

44 .

45.
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Have an influence on L1 community

Acquire new ideas and broaden perspectives
Get a better paying job

Learn about one self (myself)

Meet and speak with more and varied people
In business at different occupational levels
Understand L2 thinking and behavior

Go to an L2 country

Appreciate L2 art and literature.

MOTIVATIONAL INTENSITY AND DESIRE TO LEARN SCALES

Seeking opportunities for L2 practice outside class
Preference for fregquent use of L2 in class
Thinking about L2 material

Joining an L2 club at school if it were possible

Seeking possibilities to learn L2 if it were not taught
at school

Participation in L2 class

L2 reading outside class

Watching L2 TV channel if it existed

Preference of L2 course compared to other courses
Listening to L2 songs on the radio

Choosing L2 course

Asking the teacher’s help in L2 class

Speaking L2 with L2 families if there were any

Doing L2 homework
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46. Watching live plays in L2

47 Degree of effort in studying L2

48. Watching L2 TV programs if possible

49, Looking over L2 assignments, correcting mistakes
50. Finding L2 course interesting

51. Volunteering for extra L2 assignments.

"Each reason was preceded by the phrase "Studying English can

be important for me because..."
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RELTABTLITY ANALYSIS FOR THE MOTIVATION AS A COMBINATION OF

THE MOTIVATIONAL INTENSITY AND DESIRE TO LEARN SCALES

Corrected Alpha
item-total if item
Variable correlation deleted

33. Preference for frequent use of L2 0.35 0.83
in class

37. Participation in L2 class 0.44 0.83

38. L2 reading outside class 0.21 0.84

39, Watching L2 TV channel if it 0.41 0.83
existed

40, Preference of L2 course compared to 0.53 0.82
other ccurses

41, Listening to L2 songs on the radio 0.36 0.83

42. Choosing L2 course 0.46 0.83

43, Asking the teacher’s help in L2 0.60 0.82
class

44, Speaking L2 with L2 families if 0.49 0.83
there were any

45, Doing L2 homework 0.43 0.82

46 . Watching live plays in L2 0.36 0.83

47. Degree of effort in studying L2 0.55 0.82

48. Watching L2 TV programs if possible 0.41 .83

49, Looking over L2 assignments, 0.44 0.83
correcting mistakes

50. Finding L2 course interesting 0.56 0.82

51. Volunteering for extra assignments 0.45 0.83

Items deleted

32. Seeking opportunities for L2 practice outside class

34. Thinking about L2 material learned in class

35. Joining an L2 club at school if it were possible

36. Seeking possibilities to learn L2 if it were not taught

at school

N = 184
Number of items = 16
Global a = 0.84
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RELIABILITY ANALYSIS FOR THE MOTIVATIONAL INTENSITY SCALE
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Corrected Squared Alpha
Variable item-total Multiple if item
correlation correlation deleted

37. Participation in L2 class 0.42 0.28 0.73

39. watching L2 TV Channel if it 0.25 0.16 0.75
existed

41. Listening to L2 songs on the 0.31 0.13 0.75
radio

43. Asking the teacher’s help in 0.56 0.40 0.70
L2 class

45. Doing L2 homework 0.54 0.44 0.70

47. Degree of effort in studying 0.56 0.36 0.70
L2

49. Looking over L2 assignments, 0.48 0.31 0.72
correcting mistakes

51, Volunteering for extra L2 0.41 0.21 0.73
assignments

Items deleted

34. Thinking about L2 material learned in class

35. Seeking possibilities to learn L2 if it were not taught
at school

N = 183

Number of items = 8
Global o = 0.75
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APPENDIX 6

RELTABILITY ANALYSTS FOR_THE DESIRE TO LEARN SCALE

Corrected Squared Alpha
Variable item-total Multiple 1if item
correlation correlation deleted

33. Preference for frequent use of 0.34 0.20 0.69
L2 in class

38. L2 reading outside class 0.17 .07 0.71

4a0. Preference of L2 course 0.48 Q.35 0.65
compared to other courses

42. Choosing L2 course 0.49 0.32 0.65

44, Speaking L2 with L2 families 0.42 0.21 0.67
if there were any

46. Watching live plays in 12 0.34 0.18 0.69

48. Watching L2 TV programs if 0.41 0.23 0.67
possible

50. Finding L2 course interesting 0.48 0.32 0.65

Items deleted :

32. Seeking opportunities for L2 people ocutside class.
35, Joining an L2 club at school if it were possible.
N = 183

Number of items = 8
Global o = 0.70
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APPENDIX 7
CLOZE TEST*
SECRETS OF SUCCESS

rRecently our local paper published an interview with the
town's most successful barber, Mr. Joe Morley. Mr. Morley
started out as a barber 1 December 4th, 1929. "1 always
thought I 2 like to be a barber," he 3 the interviewer. "I
grew up on 4 farm and I thought that being 5 in white and
working indcors would 6 pretty nice.”

although Mr. Morley has 7 a barber for fifty years, 8 says
that he enjoys the work 9 than ever. He wishes that the trend
10 longer hair had taken place years 1l. "It used to be that
every 12 wanted the same thing, a shave and 13 haircut. Now
everyone wants an individual style; 14, that’'s what makes the
job 15 challenging.”

Ten years ago, Mr. Morley 16 that things were changing in his
17 and so he went back to 18 two nights a week to learn 19 to
be a hair-stylist. "Many men 20 age," he said, "didn’'t bother
to modernize 21 technique. They thought it was a 22 of time.
Now they are standing 23 their chairs wondering why no
customers 24 in."

"There is more to this profession 25 people realize," Mr.
Morley continued. "You 26 be the best hairstylist in the 27
and still not be a success. 28 are many qualities that
separate ordinary 29 from successful ones like me. First 30
all, you have to know and understand 31 clientele. There are
three things I 32 tell my new employees. You need 33 know
when to talk and when 34 to talk and how to talk." Mr. Morley
35 all three. Although he lets his 36 chose the topic, he has
made 37 rule which is that neither politics 38 religion can be
discussed too vigorously 39 he has found that can 40
dangerous.

TThie condensed format i1s not the version presented to the Ss.
In the original, the numbered blanks were larger just as in a

standard c¢loze test.



13.

17.

21.

25.

29.

33.

37.

2000

0 oo

Lo

00D

oo

c)

MULTIPLE-CHOICE ANSWERS FCR

in
on
shop
the

clothing
dress
dressed
working

more
most
much
same

a
an
his
style

mind
profession
technique
way

its
the
their
there

many
some
than
that

barbers

hairstylist

pecple

unsuccessful

have
of
to
not

one
no
only
some

2.

190.

14.

18.

22.

26,

30.

34.

38.

a)
b)
c)
d)

a)
b)
c)
d)

Q.0 0w

QL0 o 0.0 0w 0o 00w DJOU‘EL

0o

am
will
wish
would

act
be
been
look

about
for

of
toward

alseo
however
moreover
SO

course
education
school
work

loss
matter
period
waste

could
must
should
would

after
before
of
thing

must
never
not
you

neither
nor

net

or

3.

11.

15.

19.

23.

27.

31.

35.

39.

a)
b)
<)
d)

. aj

b)
c)
d)

Qoo

a0 oW

et St e S

N op

answered
said
tell
told

been
had
opened
was

ago
early
now
s0o0on

as
become
50

too

become
better
how
more

behind
besides
in

on

business
day
department
house

a
his
majority
your

does
has
is
knows

also

as

even
example

THE CLOZE TEST

4.

12.

1s5.

20.

24.

28.

32.

36.

40.

a) a
b) big
c) little
d) some
a) and
b) but
c) he
d) it
a) body
b) customer
C) men
d) people
a) realized
b) remarked
c) think
d) wished
a) his
b) my
c) of
d) old
aj) coming
b} come
C) enter
d) get
a) here
b} there
c}) they
d} what
ar always
b} first
¢} should
d) try
a) customers
b) employees
c) mind
d) to
a) been
b) prove
c) to
d) very
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VARIMAX ROTATED FACTOR MATRIX
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I TEMS FACTORSES
I II IIT IV Vv VI VII
1. Find out about L2 *x0.28 -0.05 -0.07 0.06 0.1% 0.07 0.50
people
2. Enter the university 0.10 0.36 -0.15 0.12 0.01 ©0.12 0.20
3. Get a good job 0.05 0.57 0.01 -0.01 -0.01 0.34 -0.02
4. Go to England 0.56 0.18 -0.09 0.20 -0.05 0.14 0.24
5. For a future career 0.18 0.41 0.17 -0.03 0.18 ©0.08 0€.00
6. Live 1n an L2 country 0.74 0.17 0.18 0.12 -0.01 0.09% ©0.02
7. Study another language 0.28 ©0.25 0.01 0.02 0.212 0.1} 0.25
in future
8. Understand L2 people 0.08 0.06 0.30 0.17 0.06 0.12 0.52
and way of life
9. Go to U.S. 0.63 0.07 0.15 0.33 -0.13 0.08 0.16
10. Be more knowledgeable 0.16 0.32 0.20 0.17 0.46 0.12 -0.00
11. Want to meet Americans 0.32 0.06 0.09 ¢.83 0.01 0.13 0.10
12. Get a degree 0.23 0.22 0.03 0.05 0.09 0.19 0.09
13. Understand L1 better -0.10 0.04 0.07 -0.01 0.43 0.14 0.03
14. Make friends with 0.21 0.09 0.14 0.65 -0.07 0.15 0.20
Americans
15. Appear knowledgeable 0.16 ©0.05 .01 0.14 0.16 0.59 -0.01
16. Be successful in 0.09 0.71 ¢.52 0.12 0.20 -0.02 -0.01
business
17. Need L2 after leaving 0.05 0.48 0.53 0.17 ©0.15 -0.06 -0.05
school
18. Be more educated -0.00 0.10 0.07 0.20 0.12 0.35 0.15
19, Travel 0.19 0.07 0.57 0.12 0.10 0.20 0.13
20. Get a job where L2 is 0.42 0.19 0.17 -0.04 -0.06 0.31 0.05
used
21. Be respected by others 0.22 0.07 0.13 0.15 0.36 0.49 -0.02
22, Know L2 people 0.17 0.15 0.29 0.31 06.29 0.16 0.16
23. Have an influence on L1 0.19 0.36 -0.05 0.05 0.46 0.37 0.05
community
24. Acquire new ideas and 0.01 0.19 0.10 -0.08 0.54 -0.02 0.10
broaden perspectives
25. Get a better paying job 0.19 0.23 0.25 -0.01 -0.10 0.48 0.03
26. Learn about myself -0.00 -0.06 0.03 -0.02 0.49 0.02 0.25
27. Meet and sptak with 0.11 0.02 0.61 O0.06 0.20 0.03 0.17
more and varied people
28. Need L2 at different 0.10 0.24 0.37 0.07 -0.09 0.26 0.30
occupational levels
29. Understand L2 thinking 0.05 0.13 0.28 0.30 0.04 0.12 0.46
and behaviour
30. Go to an L2 country 0.60 -0.01 0.25 0.20 0.05 0.12 0.24
31. Appreciate L2 art and 0.15 -0.00 0.12 0.05 0.18 -0.13 0.51

literature

*

The factor loadings less than 0.30 have

been deleted.
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DESCRIPTIVE STATISTICS FQR SCIENCE AND HUMANITIES STUDENTS IN THE SAMPLE

Variable Field N Mean SD
Proficiency 5 139 24 8.37
Proficiency H 60 22.92 4.74
Motivation S 139 86.89 5.21
Motivation H 60 B8.10 4 .88
Travel factor S 138 4.18 1.05
Travel factor H 60 4.11 1.08
Career Development factor g 139 5.44 0.54
Career Development factor H 60 5.33 0.76
Instrumental factor S 139 5.15 0.75
Instrumental factor H 60 5.05 0.68
Friendship factor 3 136 3.76 1.04
Friendship factor H 60 3.47 1.11
Self-actualization factor S 138 3.82 0.91
Self-actualization tactor H 60 3.83 0.88
Prestige-Instrumental factor S 138 3.56 0.94
Prestige-Instrumental factor H &0 3.48 1.15
Cultural Understanding factor S 139 3.76 0.94
Cultural Understanding factor H &0 3.75 0.99






