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Abstract

Motivation is a key component in Second Languad®/ftoreign Language
achievement. In existing literature, a few studiase explored the students’ motivation
in Chinese language learning. However, the majafifyarticipants in those studies were
either four-year university students or secondahpsl students. Few studies focused on
students in U.S. community colleges. In additionstrof the research involved heritage
language learners or the comparisons between ¢ef@ad non-heritage language
learners. Finally, Gardner’s Attitude/MotivationSkdattery (AMTB) has been the main
instrument to examine the intangible motivationatstructs, but the validity of the
instrument was not mentioned in most studies desjiiterent languages and different
language learning contexts. To fill this gap in @&se language motivation research, the
present study integrated the classical theoratncalel of integrative and instrumental
motivations by Gardner, with Dérnyei’s frameworkldf motivation, which specifically
focuses on attitudinal motivation in the foreigndaage classroom, to investigate how
motivational orientations influenced the Chineseméng outcomes of non-heritage
students in U.S. community colleges. A 30-item syrwas developed as the instrument
to examine 161 participants’ motivational orierdas at T College. Factor analysis and
multiple linear regression were employed as theonstptistical tests in this study. The
value of KMO (.91) indicated patterns of correlagavere relatively compact and the
sample size was adequate to yield distinct andbigifactors. Bartlett’s test was highly
significant (<.001), indicating that R-matrix wastmmn identity matrix, and therefore
factor analysis was appropriate. Three factors \gkmetified from the process of analysis,

namely attitudinal motivation, integrative motivati and instrumental motivation. The



overall Cronbach’s Alphas for these three subscaérs .871, .878, and .804,
respectively and indicated a good reliability. Rertnore, the results demonstrated that
the multiple linear regression model with all theese motivational orientations was

significant ¢ =.004) in predicting the students’ Chinese learmmaotgomes.
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Chapter |
Introduction
Background of the Study

In January 2006, President Bush launched the Nat®ecurity Language
Initiative (NSLI), a plan to further strengthen ioaial security and prosperity in the 21st
century through education, especially in developargign language skills. The
President requested $114 million in FYO7 to fund #ffort to increase the number of
Americans learning critical need foreign languagi@sh as Arabic, Chinese, Russian,
Hindi, Farsi, and others through new and expandegrams from kindergarten through
university and into the workforce.

Briefing by Dina Powell, Assistant Secretary oft8tior Education and Cultural
Affairs and Barry Lowenkron, Assistant Secretarystdte for Democracy, Human
Rights and Labor (2006), summarized the situation:

Deficits in foreign language learning and teachegatively affect our national

security, diplomacy, law enforcement, intelligemoenmunities and cultural

understanding. It prevents us from effectively camioation in foreign media
environments, hurts counter-terrorism efforts, hathstrings our capacity to
work with people and governments in post-conflmtes and to promote mutual
understanding. Our business competiveness is hachpemaking effective
contacts and adding new markets overseas.

To address these needs, under the direction ¢¥rdent, the Secretaries of
State, Education and Defense and the Director tibhNa Intelligence have developed

NSLI, a comprehensive national plan to expand b®ign language education



beginning in early childhood and continuing throaghformal schooling and into the
workforce, with new programs and resources. In sargnthe goals of NSLI are to
expand the number of Americans mastering critiegldnlanguages and start at a younger
age, to increase the number of advanced-level spgak foreign languages with an
emphasis on critical needs languages, and to isertb@ number of foreign language
teachers and the resources for them.

Chinese has been listed as a critical need languadger the NSLI umbrella
because of America’s strategic business and sgéat@rests in the Chinese-speaking
world. The federal government has invested in $@eding for Chinese language
programs around the nation through NSLI. The Foréianguage Assistance Program
(FLAP) of the U.S. Department of Education fund@dChinese language programs and
3 States (Ohio, North Carolina, and Wisconsin)@8@and 2007, totaling approximately
$13 million dollars. STARTALK is a national prograimat provides critical language
education for students K-16, professional develaogrfa critical language teachers, and
resources for the world language teaching andileguffeld. The STARTALK program
offers summer Chinese programs to students andéesanationwide. In 2007, 944 high
school students and 427 high school teachers jatigd in 25 summer Chinese
programs supported by the STARTALK Program. In 2BARTALK is expected to
support 55 Chinese programs, projected to serv&@4istudents and 688 teachers
nationwide.

Over the past 30 years, China has transformed fteeh an underdeveloped
country into a major world power. It is the secandst important trading partner of the

United States after Canada. A 2007 report from\tatonal Bureau of Economic



Research predicts that by 2040 China’s gross dacn@stduct will be larger than that of
the entire rest of the world and that the Chineaeket will be larger than those of the
United States, European Union, Japan, and Indidowd. The fact that the United
States is routinely involved in political and dipiatic discussions and negotiations with
China over issues ranging from climate change teeogy to sanctions again Iran makes
it clear that the two countries communicate effegdyi. As Secretary of State Hillary
Clinton addressed in 2009:

Today it is tempting to focus our attention on tiesions and perils of our

interdependence, but | prefer to view our connewdsd as an opportunity for

dynamic and productive partnerships that can addreth the challenge and the
promise of this new century. We believe that th&ééhStates and China can
benefit from and contribute to each other’s sucdéssin our interests to work
harder to build on areas of common concern ancedhagwportunities.

Citing the strategic importance of the U.S.-Chieltionship, in November, 2009,
President Obama announced the “100,000 Strongatiné, a national effort designed to
increase dramatically the number and diversifydtmposition of American students
studying in China. Secretary of State Hillary Ghmtofficially launched the initiative in
May 2010 in Beijing. A target was set of 100,000 &ioans studying in China during
the four-year period of 2010-2014. Existing U.Sldrally-funded scholarships, such as
the Fulbright Program, the Benjamin A. Gilman Selnsthip Program, and the National
Security Education Program (NSEP), were to be supphted by private sector funding
from U.S. corporations and foundations. The ini@tvas also supported by the Chinese

government, which pledged upwards of 20,000 schbips to Americans studying in



China. This initiative seeks to prepare the nexiegation of American experts on China
who will be charged with managing the growing pcéit, economic and cultural ties
between the United States and China. The initiatlge seeks to develop specific
opportunities and funding sources for underrepresestudents to study in China.

For the past decade, the number of U.S. studamdgisg in China for academic
credit from their U.S. home institution has ris¢m@a average of 18 percent per year,
from 3,291 students in 2000 to 15,6471 in 2010&ttprding to the latest Open Doors
Report, published annually by the Institute of inagional Education in partnership with
the U.S. Department of State’s Bureau of Educatiand Cultural Affairs (Belyavina,
2013). Since 2007, China has been the most poptuldy abroad destination outside of
Western Europe, and one of the top five destinatfonU.S. students studying abroad
for academic credit from their college or universit the United States.

Despite the numerical goal of the initiative, éttvas known about how many
Americans were in fact participating in a full r@naf educational activities in China. To
address this gap, the Institute of Internationaldation conducted a study from October,
2011, to September, 2012 with support from the Fanadndation (Belyavina, 2013). The
survey of U.S. higher education institutions was $e 1,680 accredited U.S. colleges
and universities and 563 valid responses werevedgyielding a response rate of 34
percent. All types of institutions responded to sbevey, ranging from doctoral level
universities to specialized institutions of higleelucation. Data was also gathered from
the China Scholarship Council and education proviitutions. The study indicates
that the kind of for-credit study that has beerorggd by the U.S. campuses now

represents about 59 percent of all U.S. studen@hina, while another 41 percent of



students are undertaking other types of educatixctalities. As this is a pilot study,
including responses from over 500 U.S. campusesgthumbers are almost certainly an
undercount. It is likely that there are many mor8.lstudents who go to China on their
own, often over school breaks, who are not beiack&d or reported by higher education
institutions at this time. According to this stud@elyavina, 2013), first, in 2011, there
were at least 26,686 American students particigatireducational activities in China
(including mainland China, Hong Kong and Macau)s&hon these findings, the
100,000 Strong Initiative is likely to meet the oasending 100,000 American students
to China over a four year period, assuming a susthor increased interest in studying in
China. Second, the majority of U.S. post-secondargtents participating in education
abroad activities are undergraduates, making ug ttan 76 percent of all U.S. students
in China pursuing for-credit and not-for-credit edtion abroad. Twenty one percent of
the American students in China were graduate stadand just over three percent were
associates degree and non-degree students. Torichedit study abroad programs
continue to be the most popular among studentgygoilChina. Study tours were the
second most popular way to get an educational equar in China. Slightly over 4,000
students took part in study tours to China leddnufty or facilitated by outside
organizations. Educators commented that these tfpgsidy tours were likely to

become increasing popular in the future, as treodtén no prerequisite language
requirement and these programs generally occuwrmmeer or academic breaks in
midwinter or spring so they do not interfere witle students’ academic coursework.
Fourth, several thousand students took part in rextended academic and language

coursework in China. Nearly 2,200 U.S. studentsvegrrolled in full degree programs in



Chinese higher education institutions in 2011 ,remease of 23 percent from the previous
year. The number of Americans working toward figdees from Chinese institutions
includes 1,028 students in undergraduate prograwhd 456 students in graduate
programs, primarily at the Master’s degree levalalfy, 92 percent of responding
institutions predict an increase in U.S. studemtigpation in educational programs in
China in the next five years, particularly in shietm study abroad, internships, and
language programs. These findings reveal thatrafsigntly higher number of American
students participate in education abroad activitieShina than previously known and
that there is considerable interest and room fowgn in expanding U.S. student
engagement in China.

This study also found that financial constrainep@rted by over 43 percent of
respondents) and language barriers (reported Iped2nt of respondents) are the
biggest challenges to increasing the number of Asaerstudents studying in China.
While funding for study abroad is a longstandinglténge, many opportunities for
American students have been created to facilitatee mutbound mobility to China.
Scholarships from private companies and foundatisoigcited through the 100,000
Strong Initiative, have supplemented scholarshipsfU.S. colleges and universities and
the U.S. government that have been in place forymaars. As part of its commitment to
the 100,000 Strong Initiative, the Chinese govemra@nounced that as many as 20,000
scholarships will be available for American studeatotstudy in China; over 6,500 of
these scholarships have already been awarded stud&nts, according to the Chinese
government sources (Asia Society, 2010). On Jarér013, Secretary of State

Hillary Clinton announced the creation of a newependent nonprofit organization, the



100,000 Strong Foundation to enhance and expanortpyties for US students to learn
Chinese and study in China, furthering the goakhefinitiative. It is vital that
information about funding for study in China reacterested students.

Regarding the language barriers, it is evident tihéalfill the target of 100,000
students studying in China, the United Statesmwa#d many more students who are
proficient enough in Chinese to be able to studgtahese universities. In this new
global age, young Americans growing up and seeling place in this global society
need knowledge and skills that differ from thos@@vious generations. In addition to
their professional qualifications, they need toalep global competencies. These
competencies include knowledge of other culturesesmonomies, along with skills in
working across cultures and in communicating irgleages other than English.

Calls for increased attention to foreign languageshe part of American citizens
are nothing new. The need for high-level knowledfforeign languages and cultures
was recognized during World War 1, when the U.8&/aynment asked the American
Council of Learned Societies (ACLS) to develop pamgs to teach several less
commonly taught languages. Instructions in foréagguages at the high school and
college levels increased sharply under the NatiDefénse Education Act of 1958,
which was inspired by the launching of Sputnik Ithg Soviet Union in 1957 (Asia
Society, 2010). Despite such periodic bouts oinditte to foreign language acquisition,
the United States remains behind other developedtdes in cultivating linguistic
capacity. The United States is the only industredi country that waits until high school
to begin teaching foreign languages in earnestdyrast, a push is under way in the

European Union for every student to learn at laastlanguages in addition to their



mother tongue and 300 million students in Chinaséwdying English (Salomone, 2010).
Just 18 percent of Americans report speaking aulage other than English. That's far
short of Europe, where 53 percent of citizens speate than one language (Duncan,
2010).
Chinese Programs in the United States

Although it is widely accepted that languages aeeried most effectively at an
early age, in 2008, only one-quarter of elemensahools offered some form of language
instruction — down from one-third 11 years earlderst 10 states require foreign language
study for high school graduation (Duncan, 2010ndLweages offered in U.S. K-12
schools tend to be limited to traditionally taughiropean languages, with little attention
paid to less commonly taught languages. In higdacation, a 2006 survey conducted
by the Modern Languages Association found increpsiterest among students in
language study and a broad range of languages bridipd. Nevertheless, the study
concluded that the majority of students do not peithie advanced study necessary to
achieve fluency. As a 2007 report from the NatidResearch Council warned, “The
pervasive lack of knowledge of foreign cultures émtjuages threatens the security of
the United States as well as its ability to compretide global marketplace” (2007, p. 1).

The reasons for studying world languages applyitimé€se, which is the most
widely spoken first language in the world. The @&s@ language exists in written records
dating back almost four thousand years, startirig wiacle bone inscriptions,
progressing to inscriptions on bronze vessels tlaea to brush writings on bamboo and
silk. As China is emerging as one of the worldigést economic entities and one of the

most important social and political powers, mord arore Americans need to understand



how Chinese live and think. The need for Americangain greater exposure to and
understanding of China is clear: there is perhapsiore important or complex
relationship in the world than that between thetéthiStates and China in terms of
securing global peace and security. Virtually ngananternational issue — whether
global economic recovery or nuclear non-prolifematcan be solved without the active
engagement of both the United States and Chin&imgpm concert. Yet Americans
have much to learn about China. Language is threecaf culture. There is no more
important means of understanding China than legrtiia Chinese language. However,
600 times more Chinese study the English language Americans study Chinese. This
imbalance in knowledge can undermine strategi¢ betsveen the two countries.
Redressing this imbalance in knowledge is essetti@hsuring that Americans have the
cultural understanding and language skills thaeupid effective diplomacy and foreign
policy. It will also enhance American students’lépto succeed academically and
professionally in the global economy.

Although Chinese is still categorized as one ofl#se commonly taught foreign
languages (LCTL) in the United States, studentlénemt has been increasing rapidly at
every level (Asia Society, 2010). There are noctdficounts of American schools
offering Chinese, nor have any comprehensive stugken undertaken of the number of
K-12 students studying Chinese and the levelsaig@ency they reach. Data collected
by the Asia Society and College Board from varisosrces identified 263 Chinese
language programs in elementary and secondary kscimo?004 and 779 such programs
in 2008, almost 200 percent increase. Of thesepddgrams were in public schools, 335

in private schools (2008, p. 2). A 2010 surveymfoiment by American Council on the
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Teaching of Foreign Languages (ACTFL), funded leythS. Department of Education,
found the number of students studying Chinese kRKoublic schools in 2007-2008 to
be 59,860 (2011, p. 8). A 2010 nationwide surve¥362 high schools by the American
Council on Education to identify schools that otfess commonly taught language found
that Chinese language instruction is quite widespeithin the K-12 school system
(2011, p. 11). This unprecedented expansion isowing from a single driver but from
multiple sources. For example, many municipal dateggovernments are moving
forward fast, recognizing the study of Chinese leagge and culture as an economic
competitiveness strategy and a way to develop ltitlsajcompetence of their future
workers. Chicago and Los Angeles, each has a plarake Chinese one of the
“‘commonly taught” languages in their schools. At thate level, Kansas, Ohio,
Oklahoma, Minnesota, North Carolina, Wisconsin, &itah are making the instruction
of Chinese a priority of their world language prags (Asia Society, 2010).

The growing interest in Chinese instruction is ewidnot only in growing
enrolliments and the proliferation of new prograpremnarily at high school level, but in
the emergence of innovative approaches to Chimggi&ge instruction at the elementary
school level. Studies have shown that the human ganost open to linguistic
development in the years before adolescence andtihdren who learn a language in
the elementary school years are more likely toeahnative-like pronunciation.
American parents and educators are increasingtyasted in having children start
learning a foreign language during elementary schgowith other world language
programs, there is a range of Chinese languagearsgof varying intensity at the

elementary school level. At one end of the speciauan‘foreign language exploration,”
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or FLEX, programs that introduce children to otlaguages and cultures as a general
concept. Since FLEX classes meet only once or taiseek, such programs do not have
linguistic proficiency as a goal. However, they gmavide valuable motivation for
students to learn languages later and for schaticis to start language programs.

Most elementary school language programs fall inéocategory of “foreign
language in the elementary school,” or FLES, pnogravhere Chinese is taught as a
distinct subject. Such classes are taught thrégetimes a week. Children in these
classes may attain substantial proficiency.

At the other end of the intensity spectrum are imsio@ programs in which
children spend part or all of the school day takiegular academic courses in Chinese.
In full immersion programs, children learn all betr subjects, including math, science,
and social studies, in Chinese. In partial immergmgrams, some of the curriculum is
taught in Chinese. Research shows that childréoih types of immersion programs
reach far higher levels of language proficiencynttteey do in other programs, while
showing no decrease in their achievement in othigiests. According to Mandarin
Immersion Parents Council (2014), there are Chimasgrsion programs in 26 states
and the District of Columbia. California has thesnwith 37. It is followed by Utah with
26. Oregon has eight; Minnesota, Maryland and @aloy each state has seven. From
there the numbers fall, with 16 states having fauiewer programs. In cities, Portland,
Oregon, has the most Chinese immersion prograntis six.

In higher education, although the number of stuslstidying Chinese in the
United States at the present time is modest- adicaufor only 4 percent of foreign

language enrollment, a major attitudinal shiftakihg place. Whereas Chinese was once
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approached as an intellectual or cultural curigsitis now viewed as an important world
language alongside Spanish, French, German, aed to#ditionally taught languages.
According to Welles (2004) and a 2007 MLA (The Modkanguage Association of
America) survey, the number of college studentdystig Chinese rose 20 percent from
28,456 in fall 1998 to over 34,153 in fall 2002dancreased 51 percent from 34,153 in
fall 2002 to over 51,582 in fall 2006.

Statement of the Problem

Chinese has become a more and more popular fdeeignage in American
schools and colleges. Teaching Chinese has becamreimportant in the United States
today than in the past. Meanwhile, as a resulisafimique language system and special
social, political, cultural and historical facto3hinese language learning and teaching in
the United States has its own special charactesiatnd faces many challenges.

First, according to Walker (1989) and Walton (19&inese is one of the most
difficult languages to learn. The Foreign Servigstitute (FSI) of the US Department of
State has defined four categories of foreign laggaan the basis of the difficulty for
native speakers of English (Walker, 1989). It gndicant that the most commonly
taught languages- Spanish and French- are botly@stelanguages. The less
commonly taught languages (LCTL), such as Chingsganese, Korean, and Arabic, on
the other hand, are included in Category IV. Acauydo Silber (1989), for the level of
proficiency, students need to take 1320 hourssifution in a Category IV language in
comparison with only 480 hours of instruction int€gory | languages. This means it
takes English-speaking Americans at least threegilmnger to learn Chinese than to

learn French or Spanish. This is mainly becauseé3a has a unique tonal speaking
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system, and ideograms are employed for its orthpdgcawnriting systems. Spoken
Mandarin Chinese is a tonal language, in whichnaltevel of pronunciation determines
meaning. Two spoken words virtually identical exdep differences in the tone will
have different meanings. The writing system devedbip China several thousand years
ago is fundamentally different from Western alphetbg&ystems.

Second, a variety of Chinese textbooks have beepted in American schools
and colleges. Before 1990, all the textbooks uséchinese classrooms were in
traditional characters as the majority of Chinesehers originally came from Taiwan
(Lu & Li, 2008). In the past twenty five years, hever, more and more Chinese teachers
came from Mainland China and brought them with Pirand simplified characters. The
textbooks published in Mainland China have adoptiegin phonetic notation and
simplified Chinese characters. Those from Taiwan4lsuyin Fuhao, a completely
different phonetic notation, and traditional Chimefaracters. Besides these two
phonetic notation systems, the textbooks writtemdtyve English speakers, even use
other phonetic systems such as the Wade-Giles atelsystems. Textbooks from these
three areas are different not just pedagogicaldysatio-culturally but also in the manner
and style in content editing and organization, e$§ (iu & Li, 2008).

Third, American schools are short of highly gfiedl Chinese teachers. Once a
Chinese program is in place, the most importantiregqnent for making it effective is to
put a qualified and effective teacher in chargevddeping and equipping a strong corps
of Chinese language teachers to teach in the USBitates classrooms is thus the first step
toward producing the linguistically competent wande that the United States need

today. Whatever their national or linguistic baakgnd, future teachers need strong
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command of both Chinese and English, interactiaguage pedagogy, and effective
classroom management skills to teach Chinese i@xeecentury American context. To
meet the growing needs for such a teaching fommagshigher education institutions
started to offer programs to prepare pre-servickiaservice teachers with a firm
foundations in language, literacy, and applieddistics. For example, Arizona State
University, Indiana University, New York Universjt@hio State University, University
of Oregon, Rutgers University, and Rice Univerdiipwever, most Chinese programs
can only find less qualified people to fill pantr, occasional, nontenured, and “soft-
funded” language positions. Those teachers usdallyot have theoretical foundations
for second language acquisition to teach the Chitesyuage effectively.

Given the complexity of learning Chinese for Esfglhative speakers, a learner of
the Chinese language must be highly motivated. Rlegathe role of motivation in
second language (L2) learning, Dornyei (1998) eondéd that “...L2 motivation is one
of the most important factors that determine thie amd success of L2 attainment: it
provides the primary impetus to initiate learnihg .2 and later the driving force for
sustaining the long and often tedious learning ggec Gardner and Lambert (1972)
proposed that the attainment of an L2 is affected bariety of sociocultural factors such
as language attitudes, cultural stereotypes, aed ggopolitical considerations, but
Doérnyei (1998) argued that high motivation can magdor considerable deficiencies
both in one’s language aptitude and learning cayt

Motivation is one of the key factors for any sed¢dsnguage attainment, and this
is especially true for learning Chinese. “Chinksguage learners’ motivation must be

high since persistence and determination are netedsgehl with the stress of a difficult
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language.” (Okada, Oxford, and Abo, 1996). Appraiaricurricula and good teaching are
not enough to ensure student achievement. Withgficient motivation, even

individuals with the most remarkable language @ibgicannot reach the goal of
proficiency.

With increasing enrollments in Chinese languagsesaa among the colleges in
the United States, it is urgent to find out thatiehship between motivational
orientations and language learning outcomes of €deitanguage learners. This study is
targeted at satisfying at least a portion of thesch

Purpose of the Study

There have been numerous helpful studies on sdaagdage learners’
motivation (Clement, 1980; Gardner, 1985; Gardbawy, & Macintyre, 1992; Gardner
& Lambert, 1972; Gardner & Macintyre, 1991; Gardrigemblay, & Masgoret, 1997;
Masgoret & Gardner, 2003). However, most of thelistsihave focused on the study of
motivation in Indo-European languages (Hernand@@82Kachru, 1997; Rahman, 2003;
Vaezi, 2008). Few studies have explored the stgdemdtivation in Chinese language
learning. Furthermore, those studies concerningé€da language learning mainly
focused on heritage language learners in four-geldeges (Weger-Guntharp, 2006; Wen,
1997). None of those studies investigated the revitdge language learners in the two-
year community colleges. The present study is dedrto fill this gap in research, with
the aim of investigating how motivation influendésinese learning outcomes of non-
heritage language learners in U.S. community ceeg

More specifically, in conducting this investigatjghe researcher will integrate

the classical theoretical model of integrative arsfrumental motivations by Gardner
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and Lambert (1972), with Dornyei’s (1994a) expanttebretical model, which
specifically focuses on attitudinal motivation hretforeign language classroom.
Therefore, this study explores how integrativetrumaental, and attitudinal motivations
play a role in the process of Chinese languageisitiqun, and how each of them
influences a Chinese language learner’s outcomes.

Theoretical Framework

This study is based on the socio-educational moidetcond language
acquisition proposed by Gardner (1985) and Dorsydi994a) framework of L2
motivation.

Gardner began to develop his socio-educational hadmtmit the role of attitudes
and motivation in second language learning in ®@0%. As a result of many empirical
studies, Gardner’s initial finished model was preeed in 1979, revised in 1985 and
again in 2001. Gardner’s socio-educational moder9) showed four variables, named
social milieu, individual differences, second laaga acquisition contexts and outcomes.
These four variables are interrelated in the pmoésecond language acquisition. The
first variable, social milieu, refers to the indluial’s cultural beliefs or environment. It
influences both affective and cognitive individd#ferences among language learners.
The second variable, individual differences, inesidour sub-variables. Intelligence and
language aptitude are the two cognitive factorstildtion and situation anxiety are the
two affective factors. According to Gardner (197#8gse four individual differences are
the most influential in acquiring a second langudde third variable, learning
acquisition contexts, refers to the setting whbaeelanguage is being learned. The fourth

variable, language learning outcomes, includesulsig knowledge and language skills
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(vocabulary, grammar, fluency, and etc.) and nogtlistic skills (the individual’s
attitudes towards the target language communitycaitdral values of the second
language group). In 1985, Gardner modified the rmbgeadding integrative motive to
the individual differences variable. Integrativetive includes two components:
attitudes towards the learning situation and irgggeness. Attitudes towards the
learning situation involves the evaluation of taeduage teacher and the language course.
Integrativeness is perceived as the interest isé¢icend language group.

The Attitude/Motivation Test Battery (AMTB) (Gardnd 985) of the socio-
educational model was developed to measure theusadomponents of the socio-
educational model of second language acquisitiohitaconsists of five parts:
Integrativeness, Attitudes toward the Learning&itun, Motivation, Instrumentality, and
Language Anxiety. Integrativeness is about a gémeexest in foreign groups and it
reflects an individual’'s openness to other cultunegeneral and the target culture in
particular. There are three measures of Integnadis®: integrative orientation toward
learning the second language; a favorable attitodard the target language community
or attitude toward native speakers; and intereBineign language. Attitudes toward the
Learning Situation involves attitudes towards #erhing environment, reactions to the
textbooks, evaluations of the language teachett@thnguage course. There are two
measures of this variable: evaluation of the lagguaacher and evaluation of the
language course. Motivation is the effort exerteteairn the material, desire plus positive
attitudes in learning the material. There are timeasures of this variable: motivation

intensity, desire to learn the language, and dgguoward learning the language. In the



18

socio-educational model, it is assumed that theghattiveness and Attitudes toward the
Language Situation are the major supports for ratitw.

Instrumentality indicates a learner learns a laggufor pragmatic reasons. The
only measure of this variable is instrumental dagons. Language Anxiety could
happen in many situations, for example, interpeasoommunication, examinations, and
etc. In general, there are two different situatitmassess learner’'s Language Anxiety:
the language classroom and contexts outside teBsrolam. Two measures are employed:
language class anxiety and language use anxietpr@ing to Gardner (1985), language
anxiety could have deleterious effects on learnamgl inadequate skill could give rise to
feeling of anxiety.

Until the 1990s the L2 research had been dominateétle social-psychological
approach initiated and inspired by the influentvakk of Gardner and Lambert (1972,
1985), who considered the motivation to learn glege to be the primary force
responsible for enhancing or hindering intercultaanmunication and affiliation. A
standardized motivation battery, the AMTB operagiorted the components of socio-
educational model in measurable terms. In the sklaoguage profession, two
components of this model in particular became Wwetiwn: integrative and instrumental
orientation. Integrative orientation is associatetth a positive disposition toward the L2
group and the desire to interact with, and evemimecsimilar to, valued members of that
community. Instrumental orientation is relatedhe potential pragmatic gains of L2
proficiency, such as getting a better job or a érgalary.

The 1990s brought along a shift in thought on L2ivadion. It seemed that the

social-psychological approach did not provide aifled description of the classroom
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dimension of L2 motivation, one that could haverbesed to explain specific student
behaviors and to help generate practical guidefmesotivating learners (Dérnyei,
1996). In this situation, a number of researchersld/like to adopt a more pragmatic,
education-centered approach to motivation researsith would be more directly
relevant to classroom practice (Brown, 1990; Cletne¢ml., 1994; Crookes and Schmidt,
1991; Doérnyei, 1994a). They hypothesized that sinaspecific motives closely related
to classroom practice played a far more significatd in the L2 motivation complex.

This hypothesis was tested by a study on Hung&tn(English as a Foreign
Language) learners (Clement et al., 1994). Threvatmn constructs existed among
these learners: integrative motivation, linguisetf-confidence, and the appraisal of the
classroom environment. The first component, inteqggamotivation, was very similar to
Gardner’s integrative motive. It validated the waece of earlier research findings. The
second component, linguistic self-confidence, wasecent with the findings of previous
studies conducted by Clement (Clement, 1980; Clé&dfruidenier, 1985; Labrie &
Clement, 1986). The third, classroom-specific congm, however, was a new finding
and supported the validity of the pedagogical esitanof motivation research.

Based on this empirical study, Dornyei (1994a)adigpved a more general
framework of L2 motivation that synthesized varitings of research. This framework
offered an extensive list of motivational compomserdtegorized into three main

dimensions: the Language Level, the Learner Lered,the Learning Situation Level.
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Table 1

Components of Foreign Language Learning Motivation

Level Motivation components

Language Level Integrative motivational subsystem
Instrumental motivational subsystem

Learner Level Need for achievement
Self-confidence
. Language use anxiety
. Perceived L2 competence
. Causal attributions

. Self-efficacy
Learning Situation Level

Course-specific motivational Interest
components Relevance

Expectancy

Satisfaction
Teacher-specific motivational Affiliative motive
components Authority type

Direct socialization of student motivation

. Modeling

. Task presentation

. Feedback
Group-specific motivational Goal-orientedness
components Norm and reward system

Group cohesion
Classroom goal structure

Note. From “Ten commandments for motivating languageniess,” by Z. Dérnyei, 1998,
Language Teaching Researéhp. 206.

The Language Level of motivation concerns “ethrmlistic, cultural-affective,

intellectual, and pragmatic values and attitudesched to the target language” (Dornyei,
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1998, p. 205). The motivational processes at #vsllcan be described comprehensively
by using the traditional concepts of integrative arstrumental motivation.

The Learner Level concerns “various fairly stgidesonality traits that the
learner has developed in the past” (Ddérnyei, 199805). Two motivational components
were identified underlying the motivational procesat this level: need for achievement
and self-confidence. The latter encompassed vadspscts of language anxiety,
perceived L2 competence, attributions about pgst@ences, and self-efficacy.

The Learning Situational Level is “associated vsitfuation-specific motives
rooted in various aspects of language learningdlassroom setting” (Dornyei, 1998, p.
206). Three main types of motivational sourceddeatified within this level: Course-
Specific motivational components, which are reldtethe syllabus, the teaching
materials, the teaching method and the learnirigtds®acher-Specific motivational
components, which are related to the teacher's\behaersonality and teaching style,
and direct socialization of student motivation; @ueSpecific motivational components,
which are related to the group dynamics of thenleagroup.

In summary, Gardner’s socio-educational model jlesa fundamental research
paradigm to investigate the role of attitudes amdivation in learning a second language.
Integrative and instrumental orientations of thisdel had been very influential and are
regarded as the major and indispensable factdt® afotivation. Dérnyei expands
motivation at the learning situation level by adgaanumber of specific situational
motives and components to Gardner’s Attitudes tdviae Learning Situation, such as
course-specific, teacher-specific, and group-sfe@hd also the learner’s affective

reactions to any aspect of the class and learmimga@ment. Dérnyei (1994a) contended
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that these specific components actually formechdependent motivational factor
labeled “Evaluation of the Learning EnvironmentHuE, in this study, the researcher
integrated Gardner’s integrative and instrumenti@ntations with Dornyei’s attitudinal
motivation to investigate whether these variabkesligt the Chinese learning outcomes
of non-heritage students in U.S. community colldfjges, to what degree and in what

manner will students’ Chinese learning outcomepridicted by these variables?



Chapter I
Literature Review
Definitions of Motivation

Motivation is one of the key determinants of assetiforeign language (L2)
learning achievement. Despite the unchallengedipngf motivation in language
learning, there is, in fact, no agreement on treecedefinition of motivation (Oxford &
Shearin, 1994). According to Ddrnyei (1998, p.11A&jthough ‘motivation’ is a term
frequently used in both educational and researolegts, it is rather surprising how little
agreement there is in the literature with regarthéoexact meaning of the concept”.
Researchers still do not agree on its componemtsrendifferent roles that these
components play- individual differences, situatiatifferences, social and cultural
factors, and cognition (Belmechri & Hummel, 199&rRhler, 1992). McDonough (1981)
refers to the term ironically, calling it a dusthirat is used to “include a number of
possibly distinct components, each of which mayehdifferent origins and different
effects and require different classroom treatmémt’143). Dérnyei (2001), though less
ironical but equally sharp, contends that reseasctiisagree about everything that relates
to the concept of motivation, viewing it as no mtran an obsolete umbrella that hosts a
wide range of concepts that do not have much inncom The complexity of motivation
can be more appreciated if one takes into congidarthat it is “intended to explain
nothing less than the reasons for human behaviitriyei, Csizér, & Németh, 2006, p.
9).

At its beginnings, the concept of motivation waarained and understood within

a behavioral framework trying to understand “whatved a resting organism into a state
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of activity”, with heavy reliance on concepts sashinstinct, drive, need, energisation,
and homeostasis (Weiner, 1990). It was considereddmplex to investigate directly,
and much experimental research conducted on animegeneralized to humans.
Reward systems were the backbone of the approachdtivating individuals to show
the desired behavior (Williams & Burden, 1997).s'tnderstanding of the concept was
visibly not relevant to the educational context &émd tradition continued to the sixties
with the machine metaphor of motivation (Weiner9Qp

The cognitive revolution started in the sixtiesl &y the seventies it rendered
irrelevant the behavioral mechanical approachesdtivation. Such positivist
approaches lost support in philosophy becausedingyly did not work (Locke, 1996).
In the cognitive developmental theory laid downRbgget, motivation is perceived as “a
built-in unconscious striving towards more compdexd differentiated development of
the individual’s mental structures” (Oxford & Shearl994, p. 23). With the advance of
the cognitive approaches the field became moreaatdo educational psychologists and
the cognitive shift led to concentration on theiwidlial’s role in his or her own behavior.
In other words, there has been a shift toward fiogusn why students choose to engage
in academic tasks instead of focusing on what tleegind the time they spend doing so
as has been the case with the behaviorist app(@asda & Dembo, 1995). Concepts
such as goal and level of aspiration replaced tlemnscious concepts of drive, instinct
and the like. Individual differences were more Higjited with the introduction of
psychological concepts like anxiety, achievemeetseand locus of control. More
cognitive concepts were developed during the se&®and eighties like self-efficacy,

learning helplessness, and causal attributions.



25

Gardner’s Socio-Educational Model

Social psychologists were the first to initiateiees research on motivation in
language learning because of their awareness soitial and cultural effects on L2
learning (Dornyei, 2003). This interest was trareslanto the appearance of a number of
models that stressed the affective aspect of lageglearning including Krashen’s (1981)
Monitor Model and Schumann's (1986) Acculturatioaddl. However, the most
influential model in the early sixties through ighties of the previous century was the
socio-educational model developed by Gardner asd$sociates (1985). Gardner and
his associates grounded motivation research irialgusychological framework. They
also established scientific research proceduresmratiuced standardized assessment
techniques and instruments, AMTB (Attitude/MotiatiTest Battery) (Gardner, 1985)
and brought L2 motivation research to maturity.

Gardner (1985) defines L2 motivation as the extenthich an individual works
or strives to learn the language because of aad&snlo so and the satisfaction
experienced in this activity; more specifically, timation is conceptualized to subsume
three components: motivational intensity, desireeéon the language, and an attitude
towards the act of learning the language. Thusyraatg to Gardner's theory,
“motivation” refers to a kind of central mental ‘ggne” or “energy-center” that subsumes
effort, want/will (cognition), and task-enjoymeiaiffect). Gardner argues that these three
components belong together because the truly metivadividual displays all three and
“it is the total configuration that will eventuatesecond language achievement”

(Gardner, 1985).



26

There are a number of components in the socio-éidned model which are
measured using different attitudinal and motivagistales in what Gardner called the
AMBT (Attitude / Motivation Test Battery). Integigeness, reflects a genuine interest in
learning the second language in order to come cjmsghologically to the other
language community. In the extreme, this might ime@omplete identification with the
community (and possibly even withdrawal from onaigiinal group), but more
commonly it might well involve integration withirokh communities. Integrativeness is
measured by three scales: an integrative orientédward learning the second language,
a favorable attitude toward the language commuaity, interest in foreign languages
(i.e., an openness to other groups in general).

Attitudes toward the learning situation involvéstades toward any aspect of the
situation in which the language is learned. Indtleool context, these attitudes could be
directed toward the teacher, the course in genanals classmates, the course materials,
extra-curricular activities associated with thersay and etc. This is not meant to imply
that the individual necessarily thinks everythitgat the class is ideal. If the language
teacher is ineffective or non-responsive, etdhefcourse is particularly dull or confused,
etc., these factors will undoubtedly be reflectethie individual's attitudes toward the
learning situation. In any situation, some indiatbuwill express more positive attitudes
than others. These differences in attitudes towsdearning situation are the focus of
the socio-educational model. Attitudes toward geerhing situation is measured by two
scales: attitudes toward the teacher and attitimbesrd the course.

Motivation refers to the driving force in any stion. In the socio-educational

model, motivation to learn the second languageeiwed as requiring three elements.
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First, the motivated individual expends effortéain the language. That is, there is a
persistent and consistent attempt to learn thermagtby doing homework, by seeking
out opportunities to learn more, by doing extrakyand etc. Second, the motivated
individual wants to achieve the goal. Such an iitdial will express the desire to
succeed, and will strive to achieve success. Tthelmotivated individual will enjoy the
task of learning the language. Such an individualileé say that language learning is fun,
challenging, and enjoyable. All these three eles)ezftort, desire, and positive affect,
are seen as necessary to distinguish between dldile who are more motivated and
those who are less motivated. Each element, bl iisseen as insufficient to reflect
motivation. Some students may display effort, eN@ugh they have no strong desire to
succeed, and may not find the experience partiguggjoyable. Others may want to
learn the language, but may have other thingsdisi@act from their effort, etc. The point
is the truly motivated individual displays effodgsire and affect. Gardner (1985) claims
that motivation is a complex concept, and thatntleéivated individual exhibits many
other qualities in addition to effort, desire afiteet, but these three attributes adequately
assess motivation.

The three classes of variables, integrativenesgjdegs toward the learning
situation, and motivation form integrative motiati It was the integrative motivation
that was most stressed by Gardner and it was trifadkey element of his model.
According to Gardner (1985), the integratively naated individual is one who is
motivated to learn the second language, has aedaswillingness to identify with the
other language community, and tends to evaluatietraing situation positively. In the

model, Integrativeness and attitudes toward thaieg situation are seen as supports for
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motivation, but it is motivation that is responsilibr achievement in the second language.
Someone may demonstrate high levels of integradis®and/or very positive attitudes
toward the learning Situation, but if these arelmded with motivation to learn the
language, they will not be particularly highly rteld to achievement. Similarly, someone
who exhibits high levels of motivation that are sapported by high levels of
integrativeness and/or favorable attitudes towaedeéarning situation may not exhibit
these high levels of motivation consistently. Imégtye motivation represents a complex
of these three classes of variables.

In contrast to integrative motivation is the forfmaeotivation referred to as
instrumental motivation, which is not part of Gaeds core theory. Instrumental
motivation emphasizes the practical value and adg®s of learning a new language
(Lambert, 1974). With instrumental motivation thepose of language acquisition is
more utilitarian, such as meeting the requiremémtschool or university graduation,
applying for a job, requesting higher pay basethaguage ability, reading technical
material, translation work or achieving higher sbstatus. The integrative motivation
stresses an emotional involvement with the othermanity, while the instrumental
motivation does not necessarily. In short, instmtakemotivation is characterized as the
desire to obtain something practical or concreienfthe study of a second language. It
arises from material rewards associated with laggu@arning success. In the socio-
educational model, instrumentality is measureditdy one scale: instrumental
orientation.

The final variable of the Gardner’s socio-edumadil model is language anxiety.

This variable involves the language class anxiatylanguage use anxiety. Language
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anxiety can have a negative effect on the langlesgaing process. Anxious students
have more difficulty expressing themselves and tenthderestimate their level of
ability compared with more relaxed students (Magm®& Gardner, 1994). Gardner and
Maclintyre (1993) proposed that high levels of atyiehibit motivation and high levels
of motivation abate anxiety. They found that larggianxiety demonstrated the strongest
correlations with second language achievement aratiitgdes, motivation, and anxiety.
The Attitude/Motivation Test Battery (AMTB) was deeped by Gardner (1985)
to measure the relationships among the variablgsosed in his socio-educational model.
It was revised as he conducted his studies. Thisument has been used to test the
validity of the socio-educational model on seve@atasions with participants of different
ages in different contexts (Gardner, Day, & Mactafy1992; Gardner, Lalonde,
Moorcroft, & Evers, 1987; Gardner & Maclintyre, 199ardner & Macintyre, 1993;
Gardner, Tremblay, & Masgoret, 1997). The AMTB bagn widely tested to show
satisfactory reliability and validity (Gardner & Miatyre, 1993; Gliksman, Gardner, &
Smythe 1982). As Dornyei (2005) commented,
Attitude/Motivation Test Battery is a multicomporti@h motivation questionnaire
made up of over 130 items, which has been showate good psychometric
properties, including construct and predictive di&i. It operationalizes all the
main constituents of Gardner' theory of the intégeamotive and it also includes
the additional components of language anxiety,rgatencouragement, and
instrumental orientation. (pp. 70-71)
Gardner's theory was the dominant motivation mod#ie L2 field for more than

three decades. The model of L2 motivation develdpe@ardner and his associates
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combined motivation theory with social psychologjiteeory. It was more elaborate and
advanced than many contemporary mainstream psygibalonodes of motivation in
that it was empirically testable and did indeedlaxypa considerable amount of variance
in student motivation and achievement (Ddrnyei,4199

Criticism of Gardner’s Socio-Educational Model

While acknowledging unanimously the fundamentalongince of Gardner’s
socio-educational model, researchers also raisee pooblems with this model. The
main problem with Gardner’s social psychologicgyaach was that it was too
influential. Crookes and Schmidt (1991) argued thatsocio-educational model was so
dominant that alternative concepts had not beeausdy considered. This resulted in an
unbalanced picture.

Most criticism was raised against the concephtggrative motivation and its
definition. The notion of integrative motivationao parallel in mainstream
motivational psychology (Dornyei, 2003). The teraslalso been understood in different
and sometimes contradictory ways by different rnedesas. The integrative motivation
has been defined in a way in which almost evergarane can think of for studying the
language of the target community can fall withgrdinge (Clement & Kruidenier, 1983).
For example, the orientation to travel was congdenstrumental by some but
interpreted as integrative by others. In anotharmgde, reasons such as having friends
who speak English, or knowing more about Englighliégerature and culture could be
classified as either instrumental or integrativpedaling on the intention of the

respondent and his or her understanding. Theseagpes to the definition of the
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integrative motive led to difficult communicationato different and sometimes
contradictory research results.

In addition to integrative and instrumental oraidns, a number of other reasons
for learning the language were also found in mdagiss. Clement and Kruidenier (1983)
claimed in their Canadian research that three atistinct general orientations to learn
an L2 emerged, namely knowledge, friendship, aaektrorientations. However, these
had traditionally been lumped together in integetess. Moreover, when L2 was a
foreign rather than a second language (i.e., ledrae no direct contact with the L2
community), a fourth, socio-cultural, orientatioasvalso identified.

While investigating the young adult learners iio@ign language learning
situation in Hungary, Dérnyei (1990) identified ¢lerloosely related dimensions of a
broadly conceived integrative motivational subsyseinterest in foreign languages,
cultures, and people (which can be associated@gment and Kruidenier’s “socio-
cultural orientation); desire to broaden one’s vaavd avoid provincialism (which can be
associated with Clement and Kruidenier’s “knowledgentation”) ; and desire for new
stimuli and challenges (which has much in commah @iement and Kruidenier's
“friendship” and “travel orientations”). The fourthmension, the desire to integrate into
a new community overlapped with the instrumentalivational subsystem. Oxford and
Shearin (1994) also found other reasons for legrthia language, ranging from
“enjoying the elitism of taking a difficult languagto “having a private code that parents
would not know” (p. 12).

All these studies show that there would be a widage of orientations than was

previously supposed. Meanwhile, researchers wsrcecallling for a more pragmatic,
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education-centered approach to motivation researsith would be consistent with the
perceptions of practicing teachers and which waildd be in line with the current results
of mainstream educational psychological researshD&rnyei commented (1994a),
Gardner’s motivation construct does not includaitiebn cognitive aspects of
motivation to learn, whereas this is the directiowhich educational psychological
research on motivation has been moving.
Expanding the Gardnerian Construct

Although the majority of research has focusedhensiocial and pragmatic
dimensions of L2 motivation, some studies havengited to extend the Gardnerian
construct by adding new components, such as intf@drinsic motivation, attribution
about past successes/failures, self-efficacy,c®ifidence, and need for achievement.
Intrinsic/Extrinsic Motivation and the Self-Determi nation Theory

One of the most general and well-known distinionmotivation theories is that
between intrinsic and extrinsic motivation. Theffirefers to an individual’s motivation
to perform a particular activity because of intémeavards such as joy, pleasure and
satisfaction of curiosity. Whereas in extrinsic imation the individual expects an
extrinsic reward such as good grades or praise &thvrs. Deci and Ryan (1985) argue
that intrinsic motivation is potentially a centrabtivator of the educational process.
Extrinsic motivation has traditionally been seersasething that can undermine
intrinsic motivation. Brown (1994) points out thedditional school settings with their
teacher domination, grades, and tests tend tovatdtextrinsic motivation.

The self-determination theory was developed by Bed Ryan as an elaboration

of the intrinsic/extrinsic construct (1985). Se#tdrmination (i.e. autonomy) is seen as a
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prerequisite for any behavior to be intrinsicabyvarding. In this theory, extrinsic
motivation is no longer regarded as an antagorgstimterpart of intrinsic motivation,
but has been divided into four types along a conitin between self-determined and
controlled forms of motivation (Deci, Vallerand,|R&ier, & Ryan, 1991). External
regulation refers to the least self-determined fofraxtrinsic motivation. It involves
actions that are initiated by external source, ftewards or threats: for example, a
teacher’s praise or parental confrontation. Inttgd regulation refers to actions that are
performed due to the externally imposed rules. §thdent accepts the rules as norms
that pressure him or her to behave. Identified legun occurs when the person has come
to identify with and accept the regulatory processing its usefulness. Integrated
regulation is the most developmentally advancenhfof extrinsic motivation. It involves
regulations that are fully assimilated with theiundual’s values, needs, and identities.
For example, individuals learn an L2 because thektit is important for their
educational development. Motives traditionally nemed under instrumental motivation
in the L2 literature typically fall under one ofthast two categories- identified regulation
or integrated regulation, depending on how impdrtia@ learner considers the goal of L2
learning to be in terms of a valued personal ougcom
Proximal Goal-Setting

The self-determination theory may suggest thairesitr goals such as tests and
exams should be avoided as much as possible $iegate detrimental to intrinsic
motivation. Bandura and Schunk (1981), howevemtpaut that tests and exams can be
powerful proximal motivators in long lasting, canibus behaviors such as language

learning; they function as proximal subgoals andkers of progress that provide
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immediate incentive, self-inducements, and feedb@oiximal goal setting contributes
to the enhancement of intrinsic interest throughgtisfaction derived from subgoal
attainment.

The goal-setting theory was mainly developed bykeoand Latham (1990)
within industrial and organizational psychology lwitequent references to workplace
settings. According to the theory, people must tgoads in order to act since human
action is caused by purpose and for action to pééee, goals have to be set and pursued
by choice (Locke & Latham, 1994). They concludd tieal-setting and performance are
related and that goals affect the performanceefdkk, the energy expended, the
strategies used and its duration and maintenarmeegdal-setting theory suggests that
there are three main characteristics of goalsddase them to differ: difficulty,
specificity and commitment.

Research (Locke, 1996; Locke & Latham, 2002) basethe goal- setting theory
reveals that there are particular relations ambegé different characteristics that can
enhance individuals’ motivation. First, the mor#idult the goal, the greater the
achievement (easy tasks do not give a sense ah\amhent). Second, the more specific
or explicit the goal, the more precisely performaigwregulated (general goals like “do
your best” do not really cause individuals to deitlbest). Third, the highest
performance is yielded when the goals are bothispand difficult. Fourth,
commitment to goals is most critical when theyspecific and difficult. Finally, high
commitment to goals is attained when the individsaonvinced that the goal is
important and attainable. In addition, it has deen found that goal setting is most

effective when there is feedback showing progresslation to the goal.
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Since mastering a language is not a goal to beeaetiwithin a short time,
Dornyei (1994a) suggests that planners set sub@ualsimal subgoals) that can be
achieved within a short time. Such subgoals migivera powerful motivating function
for they also provide learners with feedback orirthegress.

Cognitive Components of Motivation

Since the mid-1970s, a cognitive approach hassalitection of motivation
research in educational psychology. Cognitive tiesoof motivation view motivation to
be a function of a person’s thoughts rather thasoafie instinct, need, drive, or state. In
his analysis of current theories of motivation, Wi(1992) lists three major cognitive
conceptual systems: attribution theory, learneglbstness, and self-efficacy. All three
concern the individual's self-appraisal of whatdneshe can or cannot do, which will, in
turn, affect how he or she strives for achievenmerte future.

Attribution theory is the study of how causal gstoons of past failures and
success affect future goal expectancy. This thhgppthesizes that the reasons to which
individuals attribute their past successes or fagishape to a great extent their
motivational disposition (Dornyei, 2001). For exdepf learners attribute their failure to
low ability (internal cause over which they haveawomtrol), then their motivation to
learning the language is likely to decrease or exarish completely. If, on the other
hand, they believe that their failure is the restiltheir laziness or lack of effort (internal
cause over which they have control), then they lygeal chances to increase their

motivation if they double their efforts.
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Learned helplessness refers to a pessimistic,dsdgitate that develops when the
person wants to succeed but feels that succesgpassible for him or her for some
reason. It is a feeling of “I simply can’t do it.”

Self-efficacy refers to an individual’s judgementhis or her ability to perform a
specific action. Attributions of past success @ayimportant role in developing self-
efficacy. People also appraise efficacy from obasgonal experiences, as well as from
persuasion, reinforcement, and evaluations by stlespecially teachers or parents. Once
a strong sense of efficacy is established, a failnay not have much impact. Some
students do not have an initial belief in theifséficacy. Therefore, teachers should help
them develop a sense of self-efficacy by providimganingful and achievable language
tasks.

Self-confidence is the belief that one has thétalo accomplish goals or
perform tasks competently. It is an important disien of self-concept. It appears to be
akin to self-efficacy, but used in a more geneealse. Self-confidence was first
introduced in L2 literature by Clement (1980). Aating to his conceptualization, self-
confidence includes two components, language usetsr(the affective aspect) and
self-evaluation of L2 proficiency (the cognitivepast) and is determined by the
frequency and quality of interethnic contact. Therenconfident the learner is, the more
frequent engagement in practicing the languagegtbes, the higher proficiency.
Although self-confidence was originally conceptmadl with regard to multi-ethnic
settings, Clement, Dérnyei, and Noels (1994) shotadit is a major motivational

subsystem in foreign language learning situatiowelt(i.e., where there is no direct
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contact with members of the L2 community) sinceiliethnic contact can also be made in
a more remote manner, through the media or thrinagiel outside the country.

Need for achievement is a relatively stable peabtntrait that is considered to
affect a person’s behavior in every facet of lifeluding language learning (Ddrnyei,
1994a). It is a central element of classical aci@ent motivation theory. Individuals
with a high need for achievement are interestezkaellence for its own sake. They tend
to initiate achievement activities, work hard ad6 tasks, and persist in the face of
failures. Dornyei (1990) argued that need for agdmeent will play a particularly
important role in institutional contexts, where @eaic achievement situations are very
salient.

Dornyei’'s Framework of L2 Motivation

The variety of relevant motivation types and congrda described above is in
accordance with Dornyei’s claim (1994a) that L2 ntion is an eclectic, multifaceted
construct. In order to integrate the various congmbs, it seems that it is necessary to
introduce different levels of motivation. In additi the 1990s brought a shift in thought
on L2 motivation. As the social-psychological amario did not provide a detailed
description of the classroom dimension, a numbeesd¢archers would like to adopt a
more pragmatic, education-centered approach tovatain research. Gardner’s socio-
educational model was clearly focused on the sasjpécts of motivation rather than on
the role of motivation in the classroom. Althoughlabeled “attitudes toward learning
situation” as a construct in his model, its speafontents were absent. Dornyei (1994a)
argues that research on L2 motivation should cengite pragmatic dimensions of

motivation. In this situation, based on the redediterature discussed above and the
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results of Clement, Doérnyei, and Noel's classrotmily (1994) on Hungarian EFL
(English as Foreign Language) learners, in whickgimotivation constructs existed
among the learners: integrative motivation, lingaiself-confidence, and the appraisal of
the classroom environment, Dornyei (1994a) conadzed a general framework of L2
motivation. This framework consists of three levéhe language level (reactions and
attitudes toward the target language which camsigumental and/or integrative), the
learner level (socio-cognitive factors such as Hfeedchievement and self-confidence),
and the learning situation level (attitudinal matien affected by specific learning
situations). The three levels coincide with theéhbasic constituents of the L2 learning
process: the L2, the L2 learner, and the L2 legreimvironment. They reflect “who
learns what languages where.”

The most general level of the construct is thguage level, where the focus is
on orientations and motives related to various etsp# the L2. In accordance with the
Gardner’s socio-educational model, this generaivatbnal dimension can be described
by two broad motivational subsystems, an integeadind an instrumental motivational
subsystems. The integrative motivational subsysserentered on the individual’s L2-
related affective predispositions, including soaatl cultural, as well as general interest
in foreignness and foreign languages. The instraah@motivational subsystem consists
of extrinsic motives (identified and integratedukzgion) centered on the individual's
future career endeavors.

The second level of the L2 motivation construdhis learner level, which
involves “a complex of affects and cognitions tfwain fairly stable personality traits”

(Dornyei, 1994a). Two motivational components dentified underlying the
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motivational processes at this level: need foreahinent and self-confidence. Self-
confidence consists of language anxiety, perceid2dompetence, attributions about
past experiences, and self-efficacy.

The third level of the L2 motivation is the leargisituation level, which is
“associated with situation-specific motives rooiredhe various aspects of language
learning in a classroom setting” (Dornyei, 1994dree main types of motivational
sources are identified within this level. Coursegfic motivational components are
related to the syllabus, the teaching materiatsteéaching method and the learning tasks.
These are described in the framework of four matwal conditions proposed by
Crookes and Schmidt (1991): interest, relevanceeetancy, and satisfaction. Teacher-
specific motivational components are related totéfaeher’s behavior, personality and
teaching style, and direct socialization of studantivation (modelling, task presentation,
and feedback). Group-specific motivational compas@ne related to the group
dynamics of the learner groups.

Integrating Gardner’s Socio-Educational Model with Dérnyei’'s Framework of L2
Motivation

Dornyei's framework of L2 motivation synthesizedieas lines of research and
is sufficiently integrated into the Gardner’s seeducational model. He categorizes
motivation at the language level by using the cphoé orientation introduced by
Gardner. He identifies motivation at the learneelas influenced by the learners’ need
for achievement and self-confidence, and he expardivation at the learning situation
level by adding a number of specific situationattines and components to Gardner’s

attitudes toward the learning situation, such assmspecific, teacher-specific, and
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group-specific, and also the learner’s affectivections to any aspect of the class and
learning environment. According to Dornyei (19981519), these specific components
actually formed an independent motivational fatabeled “evaluation of the learning
environment.” It is the learning situational leYieé., attitudinal motivation affected by
specific learning situations) that distinguishesmy@i’'s framework of L2 motivation
from Gardner’s socio-educational model.

Gardner’s socio-educational model provides a furatgal research paradigm to
investigate the role of attitudes and motivatiote@rning a second language. Integrative
and instrumental orientations of this model areardgd as the major and indispensable
factors of L2 motivation. As highlighted by thetaism of Gardner’s model mentioned
above, integrative and instrumental orientatiomsoabe all but only part of the learning
equation. The attitudes toward the learning situatire an important factor that can
affect a learner’s overall performance in languagguisition. Positive attitudes toward
the learning situation will likely produce greagmjoyment, desire, and effort expended
in learning the language. Thus, in this study,ititegration of Gardner’s integrative and
instrumental motivation with DOrnyei’s attitudinalotivation is used to investigate
whether these variables predict the Chinese legmuiticomes of non-heritage students in
U.S. community college. If yes, to what degree imnghat manner will students’
Chinese learning outcomes be predicted by theseblas?

Distinction between an L2 and a Foreign Language

Generally, a language is a second language fordiwidual if it is readily

available in that individual’'s environment and thdividual has many opportunities to

hear, see, and use it. For example, immigrants &hatve language is not English learn
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English as a second language in the Unites Statedastralia. Similarly, it is claimed
that a language is a foreign language for the idd# if it is the language of a group
with which the individual has little contact, satthere is little opportunity to meet with
the members of that language group, or to expezidme language first hand. For
example, students in China, Japan, and Thailamd Eaglish as a foreign language.
American students learn German as a foreign largguag

Gardner (1988) stated that the role of attitudtraotivation should be consistent
in different contexts and called for research tindethe role of contextual factors.
According to Dornyei (1990), second language acdtnscontexts refers to a range of
learning environments that can be further clagsiiecording to the number of language
spoken in the area, the learner’s ethnolinguistadity, the cultural and social
circumstances, as well as the intergroup relationsd in the particular context. Gardner
and his associates formulated their theory on #sgshof surveys conducted primarily
among English-speaking Canadian learning Frenehseleond official language of the
country. The Canadian environment is an exampg=obnd language context. Another
type of language learning milieu, a foreign languégarning context, involves a
community in which one or two languages are taugkthool as an academic subject
and students develop proficiency in them. A comifieature of such context is that
learners often have not had sufficient experienitie the target language community.

Despite the distinction between an L2 and a foréagguage, these two terms are
used interchangeably in motivation research (Ox&&hearin, 1994). In the following
literature review, motivational orientation in batécond and foreign language contexts

are examined.
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Motivational Orientations in L2/Foreign Language Learning

Gardner (1985, p.10) defined L2 motivation as agemof constructs, involving
"the combination of effort plus desire to achielve goal of learning the language plus
favorable attitudes toward learning the languaties'thus convenient to think of the
goal of language learning as providing an orieatator the amount of desire and energy
expended. Two orientations have received the muoptreeal attention. The first was the
integrative orientation, (i.e., the integrative maation), which referred to the desire to
learn a language in order to interact with, andhaps to identify with members of the L2
community. The instrumental orientation (i.e., thgtrumental motivation) described
reasons for L2 learning that reflect practical gpalich as attaining an academic goal or
job advancement.

Despite the abundance of research, L2/Foreign Lageilearning in motivational
orientation is not without controversy. Early resfaon L2/Foreign learning suggested
that integrative motivation was more conducive éttdr language attainment as
integrative motivation typically underlies successfcquisition of a wide range of
registers and a native-like pronunciation. Whemrleges are driven by integrative
motivation, they have the desire to identify witle target language culture, to interact
with members of the culture, and to integrate theotarget language community
(Gardner, 1985). Numerous studies identified atpasielationship between integrative
motivation and language achievement at differerglieof instruction (Clement, 1980;
Gardner, 1985; Gardner, Day, & Macintyre, 1992;dBar & Lambert, 1972; Gardner &
Maclintyre, 1991; Gardner, Tremblay, & Masgoret, 2;-99dasgoret & Gardner, 2003).

For example, Gardner and Lambert (1972) investibtte relationship between
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integrative and instrumental motivation and theakchievement of students enrolled in
French courses in Montreal (a bilingual communitgporting an integrative orientation
in learning French was a stronger predictor of essc

Ely (1986) then examined the extent to which thegrative and instrumental
motivation paradigm could describe the motivatibfirst-year university students of
Spanish. His factor analysis of responses to atiquesire found three existing
motivation factors: integrative motivation, instramal motivation, and the motivation
provided by the need to fulfill the foreign langeagquirement. Ramage (1990)
investigated the relationship between motivatiod thre desire to continue to enroll in
French or Spanish courses after completing thenskgear of high school. She
contended that a positive relationship existed betwinterest in the L2 culture and intent
to continue studying French or Spanish.

Gardner and Macintyre (1991) examined the motivatioentation of 92 college
introductory psychology students studying French ascond language. The major
purpose of this study was to investigate the effe€integrative motivation and
instrumental motivation on the learning of Frencigksh vocabulary. Integrative
motivation was defined in terms of a median splitsgores obtained on subtests from the
Attitude/Motivation Test Battery, while instrumehtaotivation was situationally
determined in terms of monetary reward for doindl.\iidree dependent measures were
investigated. The major one was achievement on ee@thThe second dependent
variable of interest was the mean time spent oh &&d studying the pairs when they
were presented together. The third dependent Vaneds the mean time spent viewing

the English word before subjects attempted to tggke French equivalent. There were
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two parts to this study. In the first part, subgeetere asked to respond to questions
assessing eight different attitudinal/motivatioclahracteristics adapted from Gardner,
Lalonde, and Moorcroft (1985) as well as the toaocial desirability responding. In the
second part of the study, subjects were givera&stto learn 26 English/French word
pairs using the anticipation method. The resultaalestrated that both integrative
motivation and instrumental motivation facilitatée learning of French vocabulary
pairs. However, subjects with higher levels of gnétive motivation learned more words
overall than did subjects with low levels. In adzht integratively motivated students
spent more time viewing the English stimulus tHazse who were not as motivated.

Gardner, Tremblay, and Masgoret (1997) offerechirrevidence to support a
relationship between integrative motivation andachievement. Student achievement
was measured by a 100-item multiple choice achievenest, a cloze test, a vocabulary
test, a composition, and grades in French. Theoasifiound a significant correlation
between integrative motivation and each measut& @ichievement.

Hernandez (2008) examined the relationship amamgifidependent variables-
integrative motivation, instrumental motivationetheed to fulfill a foreign language
requirement, grade point average (GPA), and prewears studying Spanish- as
predictors of five dependent variables: scores simallated oral proficiency interview
(SOPI), final exam grades, final grades, the desienroll in Spanish courses after
completing the language requirement, and intertbamajor in Spanish. Data from a
guestionnaire and a SOPI administered to 130 sted@emolled in fourth-semester
Spanish identified integrative motivation as a gigant predictor of SOPI scores and

final exam grades. Furthermore, integrative motbratvas a significant predictor of
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students’ desire to enroll in additional coursewalftier completing the four-semester
foreign language requirement. It also had an ingmntole in students’ intention to major
in the language. A negative relationship was fobetiveen the need to fulfill the
language requirement and intent to continue witth&r studies in Spanish. The findings
demonstrate that integrative motivation is impariarpredicting student achievement in
the foreign language classroom.

All these studies concluded that integrative degan was indeed an important
requirement for successful language learning. Baitctaim was challenged. Some
researchers questioned the universality of intagratrientation as the most important
motivational force. Dornyei (1990) contended tmégrative motivation might be less
relevant for foreign language learners than fooeddanguage learners and that
instrumental goals contribute significantly to nvation for foreign language learners.
According to him, foreign language learners dohmte sufficient experience with the
target community and they are therefore not conewhitd integrating into that group.
Oxford (1996) claimed that instrumental motivatisrmeaningful for the learner who has
had limited access to L2 culture, or foreign larggiaettings. Some research on
motivation in foreign language settings showed bwdh forms of motivation are
important and in some situations or instancestungntal motivation is even more
important for successful foreign language achieveme

Lukmani (1972) investigated the motivational orardn of Marathi-speaking
high school students learning English in India. Tésult demonstrated that instrumental
motivation scores correlated significantly with Hsly proficiency scores and that

students with instrumental orientations scored éigh tests of English proficiency.
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Rahman (2003), in his study of Bangladeshi coltgeents’ motivational
orientation toward English learning, finds thatdgnts focus on English for its utilitarian
value (e.g., getting a good job, going abroad dother study, reading books, and
traveling) and integrative motivation was not a dwant motivational orientation.

The importance of instrumental motivation was dsod in Dornyei’s (1990)
investigation consisting of 134 young adults of Estglearner enrolled in a language
school. It was discovered that instrumental motsigsificantly contributed to
motivation in this language learning context. Leasnwith a high level of instrumental
motivation and need for achievement were moreyikehn others to achieve an
intermediate level of proficiency in the targetdaage. Nevertheless, in order to attain
native speaker like proficiency of the target lamgg, one had to be integratively
motivated.

Kachru (1997, cited in Brown 2000) also pointed thatt in India, where English
had become the official language, it was commorsémond language learners to be
successful with instrumental purposes being theetyidg reason for learning.

Vaezi (2008) in her research, language learninguaitddn among Iranian
undergraduate students, has shown that Iraniaergisitiad very high motivation and
positive attitudes toward learning English and thaly were more instrumentally
motivated. She confirms the opinion of some redeascwho believe that in a foreign
language situation students are instrumentally vatgd.

In response to the conflicting findings of theselges regarding integrative and
instrumental orientation, Brown (2000) made thenpthat both integrative and

instrumental motivations were not necessarily milwexclusive. Learners rarely



47

selected one form of motivation when learning aaeddanguage, but rather a
combination of both orientations. He cited thaeinational students residing in the
United States learned English for both integratimd instrumental orientations. On one
hand, international students learned English fadamic purposes, and, on the other
hand, they would like to become integrated withgheple and culture of this country.
Motivation Research in Less Commonly Taught Foreigh.anguages

As discussed in the first chapter, Chinese, Jagmriéorean, and Arabic are
considered the most difficult languages for nasipeakers of English to acquire by the
Foreign Service Institute of the United States Depent of State. These languages are
linguistically distant from English and they areegorized as the less commonly taught
foreign languages in the United States. As the gaef the current study is to
investigate whether motivational orientations pecethe students’ Chinese learning
outcomes, it would be helpful to examine the litera in these four foreign languages in
the context of United States.

Husseinali (2006) investigated the initial motigatof learners of Arabic as a
foreign language. One hundred and twenty studemtsgled in first-year and second-year
Arabic classes participated in this study. Theip@adnts were classified into two major
groups according to their heritage backgroundniear of Arab and Muslim heritage and
non-heritage language learners. Survey methods evepboyed to collect the data.
Descriptive statistics were used to find out thBahmotivations of each group.
Inferential statistics (t test) were used to coraghe initial motivation of the two groups
with each other. The results identified three mgjpes of orientations prompting the

students to learn Arabic: instrumental orientatjodentification orientations, and travel
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and culture orientations. Significant differenceseMeund between heritage and non-
heritage learners on instrumental and identificatioentations. It was found that non-
heritage learners are more motivated than heritageers to learn Arabic to get a job
and heritage learners are more motivated than eatabe learners to learn Arabic to
fulfill degree requirements. The results also shothatinon-heritage language learners
are significantly more motivated than heritage laage learners to study Arabic for
instrumental reasons, whereas heritage languageelsaare significantly more
motivated to study Arabic for identification reasofsiven the differences in these
orientations between heritage and non-heritagaéesay Husseinali claimed that it would
be hard to keep either group motivated if both geoare taught invariantly. He
suggested that courses should be designed to adteedifferent needs of the two
groups.

Yang (2003) studied the motivational orientatioh841 college students
enrolled in East Asian language classes (Chinepangése, and Korean). 22.9% of the
students were Chinese learners, 37.5% were leadaipanese, and 39.6% were learning
Korean. The instrument consisted of three parts.firkt part was used to collect
students’ demographic information; the second wad made up of 45 items to
investigate students’ motivational orientationg third part consisted of 40 statements
and questions to collect data on students’ selfnteg proficiency in listening, speaking,
reading, and writing in the target language. Mdtal orientations were classified and
measured on seven subscales: integrative, insttaimaeritage-related, travel, interest,
school-related, and language use. The results lexidzat East Asian language learners

were highly influenced by interest, language usd, iategrative motivational
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orientations and that integrative motivation wagenmportant than instrumental
motivation. The results also revealed that Chiteseers were more integratively
motivated while Japanese learners were more insttatty motivated. It was suggested
that administrators and teachers use differentagmves in recruiting students for the
different programs.

While Yang investigated motivational orientatiori<ollege students, Sung and
Padilla (1998) examined the motivation of the Chel@apanese/Korean learners at
elementary and secondary schools. 140 elementaopkstudents and 451 high school
students participated in this study and completgdee-part questionnaire. The first part
was a scale of instrumental and integrative matwefior Asian languages study, which
was adapted from Gardner's AMTB (1985). The sequmand consisted items concerning
other motives or reasons for studying a specifiaAfanguage. The third part was a
survey on parental involvement in their languagelgt Another questionnaire was
completed by 847 parents to investigate theiruatéis toward foreign language learning
and involvement in their child's language studye Tihdings revealed that elementary
students were more motivated overall toward Assangliage study than were older
students. Younger students also perceived theampgias more involved in their
language study than did high school students. iFHaknigs also revealed that female
students, regardless of grade level or languaggranmotype, reported significantly
higher motivation to learn an Asian language. Reigarparental involvement,
elementary school parents had more positive aégudward FL learning and were more

involved in the child's language study than wenepts of high school students.
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Wen (1997) investigated the initial motivation oflege students who chose to
learn Chinese and the motivation that encouragew tio continue their study. 77
heritage language learners enrolled in first andsé year Chinese classes participated
in this study. The instrument was a two-part questaire. The first part was adapted
from Gardner’s AMTB (1985); the second part corgistems to measure expectancy.
Four motivational factors were identified in thtady: instrumental motivation, intrinsic
motivation, expected learning strategies and eff@md passivity toward requirements.
The results revealed that intrinsic motivation wasinitial motivation for students to
enroll in Chinese classes while expectations ahieg strategies and efforts were the
motives that keep students continuing to learn €tenlt was also reported that
motivational factors correlate significantly witkegired learning outcomes from the
expectancy theory.

Weger-Guntharp (2006) investigated both heritagkreon-heritage language
learners in the context of first semester Chindsgses at a U.S. university, but the focus
was on heritage language learners. 25 studenisipatéd in this study and 8 of them
were identified as heritage language learners, dtbone or more parents speaking
Chinese as their first language and who self-ifiedtias taking Chinese in part because
of their ethnic heritage. The instrument includeshart biographical data profile with a
guestion to examine the participant’s motivationdtudying Chinese, an online
guestionnaire to investigate the participant’dadies toward learning Chinese, and an
open-ended informal interview. The results showed & learner's heritage was an
important factor in that it affected the constrantof a language learner's identity and the

co-construction of motivation, and influenced adi:s toward classroom activities. It
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was found that the complexity of individual backgmds problematized the identification
of heritage language learners based on their hanmgihge use or place of birth.
Summary

Based on the existing literature, it was evideat thotivation was an important
component in L2/Foreign Language achievement. Thave been numerous helpful
studies on learners’ motivation. However, mosthef studies have focused on the study
of motivation in Indo-European languages. Onlywa $tudies have explored the
students’ motivation in Chinese language learniPag(lla & Sung, 1998; Yang, 2003;
Weger-Guntharp, 2006; Wen, 1997). Even though gmogress has been made in
Chinese language motivation research, a reviewefiterature reveals some problems
for us to explore to gain deeper understandindguzfents’ motivation and attitudes
toward Chinese language learning.

First, the majority of participants in Chinese laage motivation research are
either four-year university students or secondahpsel students. Few studies focused on
students in community colleges. As discussed ifithechapter, with an aim to provide
a baseline against which the 100,000 Strong livgatan be benchmarked and progress
can be tracked over the coming years, the Instdfiteternational Education conducted a
study from October 2011 to September 2012 with sttdpom the Ford Foundation
(Belyavina, 2013). The findings of this study reMéat community college students are
underrepresented in education abroad activiti€hina. While community college
students represent 45 percent of all undergraduatients in the U.S. (American
Association of Community Colleges, 2014), only 2ceat of students studying in China

in 2011 were community college students. 100,0@&xtive is a national effort designed
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to not only increase dramatically the number bsib @iversify the composition of
American students studying in China. More efforessr@eeded to increase the number of
community college students studying in China gitreat they represent more than one
third of students pursing undergraduate educatiadghe U.S. and have a diverse file
(Belyavina, 2013). Research is needed to sheddigltow community college students
learn Chinese in a motivated way in the contexi &..

Second, most of the Chinese language motivatiaareh involved heritage
language learners or the comparisons between ¢efd@ad non-heritage language
learners. However, the definition of heritage laaggi learners was not clear in the
literature. As Weger-Guntharp (2006) claimed, thmplexity of individual backgrounds
problematized the identification of heritage langeigearners based on their home-
language use or place of birth. Due to the ambygefithe definition of non-heritage
language learners and the heterogeneous natune betitage language population, the
present study focuses on non-heritage languagediesar

Third, quantitative research methods have beenmmmin examining the
intangible motivational constructs in the existitgrature and Gardner’'s AMTB has
been the main instrument in the studies. In soodiest (Hernandez, 2008; Rahman,
2003; Vaezi, 2008), the instrument was adapted treAMTB, but the validity of the
instrument was not mentioned despite differentlaggs and different learning
situations. Although Gardner's AMTB has been widelsted and its validity is verified
in general, surveys and questionnaires should apted to the learning context and

tested.
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Due to the problems discussed above, the presefy & intended to fill this gap
in Chinese language motivation research. With exirey enrollments in Chinese
language classes among colleges in the UnitedsSiate urgent to find out the
relationship between motivational orientations Emgjuage learning outcomes of
Chinese language learners. With the aim of invastig how motivation influences
Chinese learning outcomes of non-heritage commuoitgge students in the United
States, this study integrates the classical theatehodel of integrative and instrumental
motivations by Gardner (1985), with Dornyei’'s (1894xpanded theoretical model,
which specifically focuses on attitudinal motivatim the foreign language classroom.
Therefore, this study explores how integrativetrimaental, and attitudinal motivations
play a role in the process of Chinese languageisitign, and how each of them
influences a Chinese language learner’s outcomes.

Research Questions

Based on the studies of L2/Foreign Language minbinathis study integrates
Gardner’s dichotomous model with Dérnyei’s framekvof L2 motivation to test
Chinese learners’ outcomes in a community colléggscoom setting. The development
of the framework is necessary for the followings@sas.

First, integrative/instrumental orientations inr@ger’'s socio-educational model
are regarded as the major and indispensable faottasguage acquisition. It is not clear
how integrative/instrumental motivation affects lair@se learner’s language outcomes.
The present study intends to provide a more congmstie insight into the previous

inconsistent findings regarding learners’ motivatio relation to their achievement. Thus,



54

Gardner’s classical motivation theory is employedhvestigate whether different
motivational orientations will affect the achievame

Second, as highlighted by the criticism of Gartderodel mentioned above,
integrative and instrumental orientations cannaglbbut only part of the learning
equation. The attitudes toward the learning situadire an important factor that can
affect a learner’s overall performance in languagguisition. The learner’s attitudes
toward the learning situation, such as the teadt&ss activities, and classmates, will
influence a learner’s core motivation and orieatatiPositive attitudes toward the
learning situation will likely produce greater eyioent, desire, and effort expended in
learning the language. Little has been done, howéwetudy how the learning situation
can be manipulated in order to affect the learnacsivation in a positive way.

Hence, the specific question in this study is:

To what degree and in what manner will studentsh€se learning outcomes be
predicted by the following variables: integrativetimation; instrumental motivation; and

attitudes toward the learning situation?



Chapter I
Research Methodology
Setting

T College is a community college in the Greater $ton area in the state of
Texas. A half-century of innovation, inclusion adraordinary growth mark the history
of T College. T College has evolved from one lamatio three campuses and twelve
extension centers serving the Greater Houston cantyn’oday nearly 30,000 students
discover their pathways at T College. Although mstwgdents are creating a pipeline for
seamless transfer to four-year institutions, otlparsicipate in the workforce training
programs or continuing education to sharpen thelissand boost lifetime earning power.

Participants

The target population of this study was non-hgat&hinese language learners in
U.S. community colleges. Convenience sampling veasl in this study. Convenience
sampling includes in the sample whomever happehs tvailable at the time. The
Chinese lecturer, Ms. L, at T College agreed tp tieé researcher with this study. Thus,
the participants were students from T College wieoantaking Chinese |, the only
Chinese language course offered at the collegetah of 161 students participated
voluntarily in this study during the spring seme&@14 and the fall semester 2014.

Students under 18 years of age were not considaned paper work from the
parent/guardian would have necessitated a grehbtladditional time. Chinese heritage
speakers and Chinese native speakers were exdud=the purpose of the study was

to explore how motivation influences Chinese leagroutcomes of non-heritage
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language learners in U.S. community colleges. $tisdeho did not sign the consent
form also were excluded.
The Chinese Program Environment

Doérnyei (1994a) categorized motivational composémip three main dimensions:
the language level, the learner level, and thenlegrsituation level. The learning
situation level is associated with various aspettanguage learning in a classroom
setting and includes three types of motivationakses: course-specific motivational
components, teacher-specific motivational compa)eand group-specific motivational
components. All three components could affect enkxds motivation to learn a language.

The Chinese I class at T College meets each Sattireim 10 a.m. to 4 p.m., with
a one-hour break at noon. This course is an inttoolu to the Mandarin Chinese
language in written and spoken form. Studentsencthurse spend three hours a week
learning language patterns and forms and two hauded activities. Upon completion,
students should be able to carry on simple contiersain Chinese; understand certain
cultural differences and similarities between Chand the U.S.; write about 200 Chinese
characters; and produce the various sounds, pleaetibols and the five different tones
in the language. Students may take this coursadademic credit or through the
Continuing and Professional Development divisioa &rm of professional
development. Tutorials are available for studentsdi&y through Thursday 8:00 am to
7:00 pm.

The Chinese lecturer, Ms. L, a native speakertoh€se, has a master degree of
education from an American university with a focusforeign language education. Ms.

L is familiar with the language pedagogy and hgsad foundation in applied linguistics.
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Communicative language teaching approach is adaptels. L's Chinese classroom.
Learner-centered instruction, cooperative learnamgl, interactive learning are the
distinctive features of her Chinese class.
Variables for this Study

In this study, the three independent variables wardents’ motivational
orientations: integrative motivation, instrumentadtivation, and attitudinal motivation.
The dependent variable was the students’ Chineseitgy outcomes, which was
measured by semester average. The semester aceraigted of 3 parts: major grades
(45%), daily grades (40%), and class attendancepartitipation (15%). Major grades
included tests, quizzes, and projects; daily gramidaded homework and classwork.

Instruments

As stated above, the current study integrated G&atisl Socio-Educational Model
with Dornyei’s expanded theoretical model. Thenmstents used in this study consisted
of two parts. The first part was to collect the dgnaphic information of the participants,
such as age, gender, and ethnicity. The seconavpara 30-item survey to investigate
the participants’ motivational orientations andtattes toward the learning situation.
Items 1 to 20 of the survey were adapted from Gatdi AMTB (Attitude/Motivation
Test Battery, 1985) and these 20 items includedi@ats motivation scale. ltems 21 to
30 of the survey were adapted from Lu & Li's stytly & Li, 2008) to examine
participants’ attitudinal motivation (i.e., attitesl toward the learning situation) proposed
by Dornyei (1994a). These 30 items were measurddanMive-point Likert scale to
examine the degree to which the participants agreésagree with the item, from 1=

“Strongly Disagree” to 5= “Strongly Agree”.
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Instrumental Design

Six steps were taken throughout the survey devetopiprocess.

Step 1 Define clearly what it is to measurelhinking clearly about the content
of a scale requires thinking clearly about the tme$ being measured. Although there
are many technical aspects involved in developim\alidating a scale, one should not
overlook the importance of being well groundedhia substantive theories related to the
phenomenon to be measured. Theory is a great aldrity. Relevant social science
theories should always be considered before dewej@pscale. The survey in this study
is intended to measure students’ motivational ¢aigons, which are elusive phenomena
that cannot be observed directly. Gardner’s (1888)o-educational model and
Dornyei's (1994a) framework of L2 motivation offergreat aid to clarity and serves as a
guide to the scale development.

Step 2 Generate an item poolnce the purpose of the scale has been clearly
articulated, the researcher is ready to genertaega pool of items that are candidates for
eventual inclusion in the scale. Obviously, theésms should be selected or created with
the specific measurement goal in mind and the comtieeach item should primarily
reflect the construct of interest. The descriptbexactly what the scale is intended to do
guides the process. In this study, the researaiginally generated 40 items, attempting
to capture the phenomenon of interest by developiset of items that reveals the
phenomenon in different ways. At this stage ofdbale development process, it is better
to be overinclusive, all other things being eqiadundancy is not a bad thing when

developing a scale. In fact, reliability variesaaisinction of the number of items, all else
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being equal. Multiple items will constitute a maediable test than individual items, but
each must still be sensitive to the true scoréeflatent variable.

Step 3 Determine the format for measurementThis step actually occurred
simultaneously with the generation of items so thattwo were compatible. Numerous
formats for questions exist. One of the most comitem format is the Likert scale
format. Likert scaling is widely used in instrumgmteasuring opinions, beliefs, and
attitudes, and it is obviously the best formattfeg survey on motivational orientations.
Consequently, the researcher decided to presehtteac as a declarative sentence,
followed by response options that indicate varydegrees of agreement with or

endorsement of the statement: “strongly disagreisagree,” “neutral,” “agree,” and
“strongly agree.” These five responses formed diconm from strong disagreement to
strong agreement.

Step 4 Have the initial item pool reviewed by expés. This step involved the
process of asking a group of people who were kndgdable in the content area to
review the item pool. This review served multiplemoses related to maximizing the
content validity of the scale. First, having expedview the item pool confirmed or
invalidated the definition of the phenomenon. Tésearcheasked the panel of experts
to rate how relevant they felt each item was totithiatended to measuresecond,
reviewers also evaluated each item’s clarity anttiseness. The content of an item may
be relevant to the construct, but its wording mayloblematic. This bears on item
reliability because an ambiguous or otherwise wardtem, to a greater degree than a

clear item, can reflect factors extraneous to abent variable. A third service that the

expert reviewers provided was pointing out waysgapping the phenomenon that the
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researcher failed to include. As the scale deve|dpe researcher made the final
decision to accept or reject the advice of the egsp8ometimes content experts might
not understand the principles of scale construciidms can lead to bad advice.

Step 5 Administer items to an appropriate SampleAfter deciding which
construct-related and validity items to includehie questionnaire, the researcher
administered them to the 161 subjects in this stlilgoretically, the sample should be
sufficiently large to eliminate subject varianceaasignificant concern. There are several
risks in using too few subjects. First, the paeshcovariation among the items may not
be stable. When the ratio of subjects to itemsletively low and the sample size is not
large, the correlations among items can be infladrixyy chance to a fairly substantial
degree. Consequently, the alpha obtained on octasiber than the initial development
study may be lower than expected. Similarly, a piddly good item may be excluded
because its correlation with other items was at&rdipurely by chance. A second
potential pitfall of small sample size is that ttevelopment sample may not represent
the population for which the scale is intendedc@irse, this can also be the case if the
development sample is large, but a small sampees more likely to exclude certain
types of individuals.

Step 6Evaluate the items.There were two steps involved in this process. The
first step was the initial examination of item’sfoemance. One way to determine how
intercorrelated the items are is to inspect theetation matrix. The higher the
correlations among items, the higher are the iddi&i item reliabilities. The more
reliable the individual items are, the more rekabill be the scale that they comprise.

The second step was factor analy8iset of items is not necessarily a scale. Itemg ma



61

have no common underlying variable or may haversév@etermining the nature of
latent variable underlying an item set is critiCethe researcher determined which groups
of items constituted a unidimensional set by faettalysis.
Measurement of Integrative Orientation

The odd-numbered (1-19) items were what Gardne8q)L8alled Integrative
Orientation (a desire to learn the target languageder to identify with the target
community).

| take Chinese class because:

Item 1. It will allow me to be at ease with peopleo speak Chinese.

Item 3. It will allow me to meet and converse witiore and varied people.

Item 5. It will enhance my understanding of Chaeslture and society.

Item 7. | will be able to participate more freetythe activities of Chinese cultural

groups.

Item 9. | will be able to enjoy Chinese classiiterature, music, and films.

Item 11. It will enable me to better understand apgreciate the Chinese way of

life.

Item 13. It fulfills my personal interests.

Item 15. | want to learn as many foreign languaagepossible.

Item 17. | want to learn about other culturesetidr understand the world.

Item 19. It is close to my culture.
Measurement of Instrumental Orientation

The even-numbered (2-20) items were what Gard@i®985) called Instrumental

Orientation (a desire to learn the target langdagpragmatic reasons).
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| take Chinese class because

Item 2. | need the class to fulfill my institutisrrequirements.

Item 4. It will make me a knowledgeable person.

Item 6. | think it will be useful in getting a gdgob.

Item 8. It will enable me to compete effectivatythe global economy.

Item 10. | want to use Chinese when | travel @hénese-speaking country/area.
Item 12. China is playing a more and more importald in the economic
development of the world.

Item 14. | will feel proud if | can speak Chinese.

Item 16. My friends/siblings took Chinese and thegommend the Chinese class

Item 18. It is a language that is going to be wesgful.

Item 20. My parents suggested me learn it.

Measurement of Attitudinal Motivation

As discussed previously, Dérnyei’s (1994a) framdwairL2 motivation offered

an extensive list of motivational components catizgd into three main dimensions: the

language level, the learner level, and the learsitu@tion level. However, it is the

learning situational level (i.e., attitudinal maton affected by specific learning

situations) that distinguishes Ddrnyei’s framewofk 2 motivation from Gardner’s

socio-educational model. Thus, in this survey,téths were developed to examine the

participants’ attitudinal motivation. As Dérnyeiedtified three main types of

motivational sources within the learning situatievel: course-specific, teacher-specific,

and group-specific, these 10 items were also catsgbinto three components.
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Course-specific.l take Chinese class because

Item 22. The course material is interesting.

Item 23. The course tasks are at the proper fevehe.

Item 29. The tutorial sessions increase the legropportunity.

Item 30. | can learn Chinese culture in/out $ideclassroom.

Teacher-specific.| take Chinese class because

Item 21. The teacher makes learning fun.

Item 24. The teacher’s feedback is encouraging.

Item 25. Learning is student-centered and interact

Item 28. The teacher is sufficiently proficienttave the knowledge and skills to

teach the language.

Group-specific. | take Chinese class because

Item 26. The group-work or paired-work is fun aratipiful.

Item 27. | enjoy speaking Chinese with my classmate

Methods of Analysis

The major statistical tests used in this study vi@ceor analysis and multiple
linear regression. Factor analysis was used tdifgie¢he latent variables (i.e.,
motivational orientations) underlying the 30 itekuiltiple linear regression was used to
examine the effect of motivational orientations@imnese language learning outcomes.
Factor Analysis

As this study integrates Gardner’s (1985) sociocatlonal model and Dérnyei’s

(1994a) framework of L2 motivation, the survey iteased in this study are based on
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Gardner’s dichotomous integrative/instrumentalmagons and Dornyei’s components
at learning situation level (i.e., attitudes tow#rd learning situation).

Gardner’'s AMTB (Attitude/Motivation Test Batter{)985) has been validated
and widely used in educational motivation and lagguacquisition research. The AMTB
has been translated and used in research in Btao#tia, Japan, Poland, Romania, and
Spain (Catalonia). However, Gardner's AMTB was iorédly developed for the
Canadian context and for English speaking Canadiéamaing French in elementary and
secondary school. This study involved English spepRmericans learning Chinese in
community colleges. According to Gardner (1985gmaing the setting, the language or
the general socio-cultural milieu in which the laage program exists might necessitate
major changes in the items to make them meanirgfdlrelevant. At least, researchers
should be concerned with the issue involved ingpanting items to other contexts. In
this situation, AMTB had to be tested to be a @&anstrument to investigate the
Chinese learner’'s motivational orientations in¢batext of U.S. community colleges.

Dornyei's framework of L2 motivation is considerad extension of Gardner’s
dichotomous model of motivation and provides a nean@prehensible insight into the
study of L2 motivation. Although his three levefsaotivation integrates many lines of
research:

It is at this stage no more than a theoretical ipdigg because of many its

components have been verified by very little oentpirical research in the L2

field. In fact, only the components at the langukegel and the self-confidence
construct at the learner level have been analyysdmatically, notably by

Gardner, Clement, and their associates. (Dorng&i44, p. 282)
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Thus, the components at the learning situatioal lesed as one part of the
instruments, namely course-specific motivationahponents, teacher-specific
motivational components, and group-specific moioral components, needed to be
verified by this study.

Due to the two facts above, factor analysis wagleyed as a statistical tool to
serve several related purposes in this study., leing of its primary functions was to help
the researcher determine how many latent variabyidsrlie the 30 item$&econd, factor
analysis also could provide a means of explaingxgation among relatively many
original variables (e.g. 30 items) using relatividw newly created variables (i.e., the
factors). Third, factor analysis was to define $hbstantive content or meaning of the
factors (i.e., latent variable) that accountedtt@r variation among the 30 items.
Multiple Linear Regression

The purpose of this study was to investigate thaiomships between
motivational orientations and Chinese languagenlagroutcomes. It was evident that
regression was the most appropriate statisticalguiore in this study since it determines
not only whether variables are related, but alsodigree to which they are related. A
combination of variables usually results in a maceurate prediction than any single
variable. A prediction equation that includes mitv@n one predictor is referred to as a
multiple regression equation. A multiple regresstgoation uses variables that are
known to individually predict the criterion to yteh more accurate prediction. In this
study, integrative motivation, instrumental motigat and attitudinal motivation were
determined through the literature review to congti'e most appropriate predictors of

the students’ Chinese learning outcomes. Thusisnstudy a multiple linear regression
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was run using SPSS to ascertain how well the lat@mables
(integrative/instrumental/attitudinal motivationmedict Chinese learning outcomes.
Procedures

In the spring/fall semesters of 2014 the researsbet emails to the Chinese
lecturer, Ms. L at T College asking for assistawdé this study. Ms. L agreed to help
with the survey. One week before the survey, tsearcher went to Ms. L's Chinese
classes to pass out the letters of invitation am$ent forms. Both Ms. L and the
researcher emphasized that participation was vatyind that it would not affect their
grades or status in class if they did not partigipa the survey. The students understood
that there are no rewards for their participatiuut, their participation would benefit the
Chinese language teaching and learning in U.S. aamigncolleges by better
understanding the relationships between motivationantations and Chinese language
learning outcomes.

One week after the distribution of the invitatiettérs and consent forms, the
researcher went to Ms. L's classes to collect tiresent forms. Students should have
made their decisions after a whole week of conatit®r. Then the researcher distributed
the survey to the students who had signed the obfsen to participate in this study.
Since participants’ Chinese grades were used tmiypared with their motivation types
in analysis, the survey was not anonymous to theareher. It took each participant
about half an hour to finish the survey. The sumeplaced their regular Chinese class.
Participants were also granted the privilege ohdriawing their participation at any
time. The students who did not participate werthwhallway to work on Chinese

crossword puzzles.
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After the survey was collected, the researcheriobtathe participants’ semester
average from Ms. L. A code number was assigneddb participant. The list pairing the
participant’'s name to the assigned code numbelkejaisseparate from all research
materials and remains available only to the priakipvestigator. After the data were
entered into SPSS for computation, all personalrmétion was deleted from the data set.
No one was able to match the questionnaire withspegific respondent.

All the paper materials remain in a locked cabingtje the electronic files
remain password protected. Both the paper andretectfiles will be kept for a
minimum of three years after completion of the gtukfter that, the researcher will
shred the paper materials and destroy the electfibes. Every effort was made to
maintain the confidentiality of the participantstins study within legal limits.

An Excel sheet was created to input the particgiatores on the variables of
integrative motivation, instrumental motivationtitadinal motivation, and semester
average of Chinese. Then the Excel file was exdddeSPSS for statistical procedures.
Two statistical tests were employed in this study.

First, factor analysis was run using SPSS to iiehbw many latent variables
underlie the 30-item survey. Another purpose ofdaanalysis was to define the
substantive content or meaning of the factors, (aéent variable) that accounted for the
variation among the 30 items. A third purposeaatdr analysis was to check the
reliability for subscales. The overall Cronbachlpia needed to be greater than .8 to
indicate good reliability. For each item, its Crach’s Alpha if the item were deleted
was compared with the overall Cronbach’s Alphahéf Alpha of items deleted was

greater than the overall Alpha, then that item delsted.
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After factor analysis, a new excel sheet was erkahd exported to SPSS. This
new excel sheet included only the scores on thaireng items for each latent variable.
Then, multiple linear regression was calculated@§PSS since it seeked to predict an
outcome variable form several predictors. The ddpetwvariable in this study was the
Chinese learning outcomes, as measured by eactn$®idemester average, of the
community college participants. Independent vadsalfpredictors) were the motivation
attributes, and in this study, they included in&igle motivation, instrumental motivation,

and attitudinal motivation toward the learning attan.



Chapter IV
Results and Data Analysis

Results of this study included two parts. Thet fi@t was factor analysis of
instruments, which was used to identify the latentables (i.e., motivational
orientations) underlying the 30-item survey. Theosel part was multiple linear
regression analysis, which was employed to invasgtithe relationship among and
between the identified variables and communityegsl students’ Chinese learning
outcomes. This part answered the research que3iowhat degree and in what manner
will students’ Chinese learning outcomes be predidty the following variables:
integrative motivation; instrumental motivation;daattitudes toward the learning
situation?

Factor Analysis of Instruments
Descriptive Statistics of the Items

The means of the 30 items range from 2.99 to 4.72.

For the item of “The teacher is sufficiently pént to have the knowledge and
skills to teach the language,” it has the highesam(4.72). For the items of “It will make
me a knowledgeable person” and “The teacher’s f&gdls encouraging,” it has the
second highest mean (4.42). For the item of “It eihance my understanding of
Chinese culture and society,” it has the third bgjhmean (4.40).

For the item of “My parents suggested me leatntihas the lowest mean (2.99).
For the items of “My friends/siblings took Chinesmad they recommended me to learn

Chinese” and “It is part of or close to my culttiriéhas the second lowest mean (3.14).
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For the item of “I need the class to fulfill my tigtion’s requirements,” it has the third
lowest mean (3.52).
Correlation Matrix

Correlation matrix contained the Pearson corratatimefficient between all pairs
of items. This correlation matrix was used to chéekpattern of relationships. For item
16 (“My friend/siblings took Chinese and they reecnand the Chinese class to me”), the
majority of the significance values were greatanttD5. This meant a problem could
arise because of singularity in the data: checld#terminant of the correlation matrix
and, if necessary, eliminate the variable caudiegproblem. The determinant was listed
at the bottom of the matrix. For these data its@alas .8941 E-008, which was less than
the necessary value of .00001. Hence, item 16 Wagated prior to conducting
additional analyses.
KMO and Bartlett’'s Test

Table 2

KMO and Bartlett's Test

Kaiser-Meyer-Olkin Measure of Sampling

Adequacy. 907
Approx. Chi-Square 2379.516
Bartlett's Test of
. df 406
Sphericity _
Sig. .000

This table showed several important parts of tpwt: the Kaiser-Meyer-Olkin
(KMO) measure of sampling adequacy and Bartletiss of sphericity. The KMO
statistic varies between 0 and 1. A value of Odattis that the sum of partial correlations

is large relative to the sum of correlations, imadilcg diffusion in the pattern of
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correlations (hence, factor analysis is likely &iappropriate). A value close to 1
indicates that patterns of correlations are red¢dyicompact and so factor analysis should
yield distinct and reliable factors. Kaiser (198diggested that values greater than .5
should be viewed as acceptable. Furthermore, valeiggeen .5 and .7 are mediocre,
values between .7 and .8 are good, and values éet\Beand .9 are superb. For these
data, the value was .907, which fell into the raafjeeing superb. So, we should be
confident that factor analysis was appropriatetiese data. The sample size was
adequate to yield distinct and reliable factors.

Bartlett’'s measure tests the null hypothesistt@triginal correlation matrix is
an identity matrix (no relationships between iten®) factor analysis to work
effectively, we need some relationships betweeralbas and if the R-matrix were an
identity matrix then all correlation coefficientould be zero. Therefore, we want this
test to be significant (i.e., have a significana&ue less than .05). A significant test tells
us that the R-matrix is not an identity matrix;réfere, there are some relationships
between the variables we hope to include in théyaisa For these data, Bartlett’s test
was highly significant (<.001), and therefore facoalysis was appropriate.

Factor Extraction: Total Variance Explained

Before extraction, SPSS had identified 29 lineangonents within the data set.
The Eigenvalues associated with each factor repredehe variance explained by that
particular linear component, and SPSS also disgl#ye Eigenvalue in terms of the
percentage of variance explained. So, factor lagxet 37.102% of the total variance.
Factor 2 explained 7.250% of the total variancetdta3 explained 6.007% of the total

variance. Factor 4 explained 4.135% of the totabvae. Factor 5 explained 3.942% of
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the total variance. Factor 6 explained 3.650% efttital variance. It was clear that the
first few factors explained relatively large amaiof variance (especially factor 1),
whereas subsequent factors explain only small ateafrvariance.

SPSS then extracted all factors with Eigenvalueatgr than 1, which left us with
six factors. The Eigenvalues associated with tfesers were again displayed (and the
percentage of variance explained) in the columbelé Extraction Sums of Squared
Loadings. The values in this part of the table wieeesame as the values before
extraction, except that the values for the disahfdetors were ignored.

Component Matrix

The component matrix before rotation containeddhdings of each variable
onto each factor. By default SPSS displayed atlitugs; however, the researcher
requested that all loadings less than .4 be supgads the output.

At this stage SPSS had extracted six factors oFacialysis is an exploratory tool
and so it should be used to guide the researcheake various decisions. One important
decision is the number of factors to extract. Byskds criterion we should have
extracted six factors, and this was what SPSSHbeever, this criterion is accurate
when there are fewer than 30 variables, and comlitiesafter extraction are greater
than .7, or when the sample size exceeds 250 amavdrage communality is greater
than .6. The communalities indicated that onlyesigeeded .7. The scree plot was also

helpful in guiding the researcher in making decisiabout the factor structure.
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Scree Plot
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Figure 1.The scree plot.

The scree plot was shown in Figure 1. This cuegsal to tail off after three
factors. Therefore, we could justify retaining #nfactors. Consequently, the researcher
decided to rerun the analysis by asking SPSS feetfactors.

Rotated Component Matrix

Based on the rotated component matrix, we couldrse were three distinct,

discrete factors. Variables loaded very highly dmto factors. The suppression of

loadings less than .4 and ordering variables bgitgasize also made interpretation
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considerably easier because scanning the matitetdify substantive loadings did not
have to be undertaken. Ideally, any variable shtmdd highly on only one factor and
have zero, or close to zero loadings on all otaetois.
Interpretation

The next step was to examine the content of questhat loaded onto the same
factor to try to identify common themes. The iteiimst loaded highly on factor 1 seemed
to relate to attitudinal motivation. Therefore, thbel for this factor was “attitudinal
motivation.” The items that loaded highly on facBoseemed to all relate to “integrative
motivation.” The items that loaded highly on facBseemed to all relate to
“‘instrumental motivation.”

This analysis revealed that the questionnairecgagposed of three subscales:
attitudinal motivation, integrative motivation, aimgstrumental motivation.
Reliability for Subscale 1 (Attitudinal Motivation)
Table 3

Reliability Statistics for Attitudinal Motivation

Cronbach's Alpha N of Items
871 7

The overall Cronbach’s Alpha in Table 3 was excel{e871) because it was

above .8, and indicated good reliability.
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Table 4

Item-Total Statistics for Attitudinal Motivation

Scale Mean if Scale Variance i Corrected Item- Cronbach's Alpha if

Item Deleted Item Deleted Total Correlation ltem Deleted
Item 24 25.62 13.474 .739 .842
Item 21 25.71 12.983 .726 .842
Item 25 25.76 13.672 .629 .855
Item 28 25.32 15.280 .557 .867
Item 23 25.93 12.932 .623 .857
Item 22 25.83 12.853 .713 .843
Item 27 26.06 12.246 .632 .860

For each item in Table 4, the Cronbach’s Alphaniftam were deleted was less
than the overall Cronbach’s Alpha (.871). Therefatkthese items were retained.
Reliability for Subscale 2 (Integrative Motivation)

Table 5

Reliability Statistics for Integrative Motivation

Cronbach's Alpha N of ltems

.878 8

The overall Cronbach’s Alpha in Table 5 was excel(e878) because it was

above .8, and indicated good reliability.
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Table 6

Item-Total Statistics for Integrative Motivation

Scale Mean if Scale Variance Corrected Item- Cronbach's Alpha
Iltem Deleted if ltem Deleted Total Correlation if ltem Deleted

Item 9 28.48 21.389 .655 .862
Item 15 28.44 21.198 .543 .881
ltem 13 28.25 23.028 .600 .868
Item 17 28.25 21.491 747 .852
Item 7 28.45 21.612 714 .856
ltem 11 28.16 22.569 .669 .861
Item 3 28.19 23.003 .661 .862
Item 5 27.90 23.540 .633 .866

For item 15 in Table 6, the Cronbach’s Alpha ifiem were deleted (.881) was
greater than the overall Cronbach’s Alpha (.878r€fore, item 15 was deleted. For the
rest of the items in the table, the Cronbach’s Alghhe item were deleted was less than
the overall Cronbach’s Alpha (.878). Hence, alsth#ems were retained except item 15.
Reliability for Subscale 3 (Instrumental Motivation)

Table 7

Reliability Statistics for Instrumental Motivation

Cronbach's Alphe N of Items

.804 7
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The overall Cronbach’s Alpha in Table 7 was goochlnse it was greater than .8,

and indicated a good reliability.

Table 8

Iterr-Total Statistics for Instrumental Motivation

Scale Mean if Scale Variance Corrected Item- Cronbach's Alpha

Item Deleted if Item Deleted Total Correlation if Item Deleted
Item 10 24.76 13.069 597 .768
Item 8 25.30 12.623 .549 778
Item 4 24.60 14.603 525 .785
ltem 6 24.98 12.274 .628 761
ltem 12 24.89 13.875 404 .804
ltem 14 24.88 13.472 497 .786
Item 18 24,71 13.383 .614 767

For item 12 in Table 8, the Cronbach’s Alpha ifiem were deleted (.804)

equaled the overall Cronbach’s Alpha (.804). Thenesfitem 12 was deleted. For the rest

of the items in the table, the Cronbach’s Alpharifitem were deleted was less than the

overall Cronbach’s Alpha (.804). Hence, all théeens were retained except item 12.

Multiple Linear Regression Analysis

According to the results of the factor analydiseé motivational orientations

were identified: integrative motivation, instrumehtotivation, and attitudinal

motivation. To answer the research question: (Tatwlegree and in what manner will

students’ Chinese learning outcomes be predictatidfollowing variables: integrative

motivation; instrumental motivation; and attitudeward the learning situation?),



78

multiple linear regression was run using SPSShikmodel, the three motivational
orientations were utilized as predictors of stude@hinese learning outcomes.
Integrative motivation, instrumental motivationdaattitudinal motivation were
independent variables; students’ semester averdgkinese served as the dependent
variable.

Variance in Semester Average that can be Explained

Table 9

Regression Model Summary

Model R R Adjusted Std. Error Change Statistics
Square R Square of the
Estimate R Square F dfl df2 Sig. F
Change Change Change

1 28F  .082 .065 11.640 .082 4695 3 157 .004

Note.a. Predictors: (constant), attitudinal motivatiostrumental motivation,
integrative Motivation

R square is a measure of how much of the varighlithe outcome is accounted
for by the predictors. For this model, R square ealsulated as .082, which means that
integrative motivation, instrumental motivation daattitudinal motivation accounted for
8.2% of the variation in semester average. F-i@tih 695 was significant gs=.004

(less than .05).



Values of B and Beta

Table 10

Regression Coefficierits

Model Unstandardized Standardizec t Sig.
Coefficients Coefficients
B Std. Error Beta
(Constant) 61.107 7.233 8.448 .000
Integrative
-.490 .328 -.187 -1.494 137
Motivation
1 Instrumental
561 .381 174 1.471 .143
Motivation
Attitudinal
791 .288 277 2.744 .007
Motivation
Note.a. Dependent variable: semester average
Table 11
Descriptive Statistics for motivational orientat®n
Mean Std. Deviation N
Semester Average 84.91 12.036 161
Integrative Motivation 28.44 4.604 161
Instrumental Motivation 24.89 3.725 161
Attitudinal Motivation 30.04 4.217 161

79
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According to Table 10 and Table 11, for integratvetivation, B = -.490, Beta =
-.187.B = -.490.This value indicated that as integrative motivaiimereased by one unit,
semester average decreased by .490 units. Thipriatation is true only if the effects of
instrumental motivation and attitudinal motivatiare held constant.

Beta = -.187This value indicated that as integrative motivaiimereased by one
standard deviation (4.604), semester average detidry .187 standard deviation. The
standard deviation for semester average was 120860 this constituted a change of
2.251 (.187 * 12.036). This interpretation was tomy if the effects of instrumental
motivation and attitudinal motivation held constakg T = -1.494,p = .137 (greater
than .05), integrative motivation did not seem fiedict semester average.

For instrumental motivation, B = .561, Beta = .1B4= .561. This value indicated
that as instrumental motivation increased by orie semester average increased by .561
units. This interpretation was true only if theeeffs of integrative motivation and
attitudinal motivation held constant.

Beta = .174. This value indicated that as instrumdenotivation increased by one
standard deviation (3.725), semester average isetdday .174 standard deviation. The
standard deviation for semester average was 120860 this constituted a change of
2.094 (.174 * 12.036). This interpretation was tomdy if the effects of integrative
motivation and attitudinal motivation held constads T = 1.471p = .143 (greater
than .05), instrumental motivation did not seempriedict semester average.

For attitudinal motivation, B = .791, Beta = .2B/= .791. This value indicated

that as attitudinal motivation increased by one, s@mester average increased by .791
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units. This interpretation was true only if theeeffs of integrative motivation and
instrumental motivation held constant.

Beta = .277. This value indicated that as attitadmotivation increased by one
standard deviation (4.217), semester average isegdday .277 standard deviation. The
standard deviation for semester average was 120860 this constituted a change of
3.334 (.277 * 12.036). This interpretation was tomy if the effects of integrative
motivation and instrumental motivation held const&s T = 2.744p = .007 (less
than .05), attitudinal motivation was useful ingicting semester average.

Zero-Order Correlation, Partial Correlation, and Part Correlation

The zero-order correlations are the simple Pearsoelation coefficients. The
partial correlations represent the relationshigs/éen each predictor and the outcome
variable, controlling for the effects of the otlten predictors. The part correlations
represent the relationship between each predicobttee outcome, controlling for the
effect that the other two variables have on theaue. In this Model, there was a
nonsignificant relationship between integrative inatton and semester average (
=.137, greater than .05); there was a nonsigmifioalationship between instrumental
motivation and semester average=(.143, greater than .05); and there was a saamifi

relationship between attitudinal motivation and sstar average(= .007, less than .05).
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Null Hypothesis Testing
Table 12

ANOVA for Regression

Model Sum of Square df Mean Square F Sig.
Regression  1908.345 3 636.115 4.695 004
1 Residual 21271.258 157 135.486
Total 23179.602 160

Note a. Dependent variable: semester average b. Ryegli¢tonstant), attitudinal
motivation, instrumental motivation, integrative tiwation

As shown in Table 12, in this Model, as F-ratid 895, p is .004 (less than .05),
we were able to reject the null hypothesis. SoMuslel was useful in predicting the
outcome variable (semester average).

Multiple Regression: Final Results
According to the data analysis above, below igé¢pert of the multiple

regression model.
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Table 13

Report of the Multiple Regression Model

B SEB B

Step 1

Constant 61.11 7.23

Integrative -0.49 0.33 -.19**
Instrumental 0.56 0.38 A7
Attitudinal 0.79 0.29 .28*

Note.R?= .08 for Step 1< .05). *p < .05, **p > .05.

For this model, the regression equation was:

Semester Average = 61.11 + (-.49*Integrajive(.56*Instrumenta) +

(.79*Attitudinal)

In summary, the multiple regression model withtlad motivational orientations,
was significant in predicting the outcome varial@érnyei’s attitudinal motivation was a
significant predictor of the semester average. @ard motivational orientations
(integrative and instrumental motivations) were sighificant in predicting the semester

average.



Chapter V
Discussion and Conclusion
Summary of the Study

The major purpose of this study was to investigya® motivational
orientations influence the Chinese learning outofeon-heritage students in U.S.
community colleges. This study integrated the atassheoretical model of integrative
and instrumental motivations by Gardner (1985)hviatrnyei’s framework of L2
motivation (1994a), which specifically focuses dtitadinal motivation in the foreign
language classroom. A 30-item survey was develagdtie instrument to examine 161
participants’ motivational orientations at T Cokedractor analysis and multiple linear
regression were employed as the major statistsas in this study. The value of KMO
(.91) indicated patterns of correlations were re¢dy compact and the sample size was
adequate to yield distinct and reliable factorgitiBH's test was highly significant
(<.001), indicating that R-matrix was not an idgntnatrix, and therefore factor analysis
was appropriate. Three factors were identified ftbenprocess of analysis, namely
attitudinal motivation, integrative motivation, amgstrumental motivation. The overall
Cronbach’s Alphas for these three subscales wédg .878, and .804, respectively and
each indicated a good reliability. Furthermore, rémults demonstrated that the multiple
linear regression model with all the three motimadil orientations was significarg (
=.004) in predicting the students’ Chinese learmatgcomes. The regression equation
was: Chinese learning outcomes = 61.11 + (-.49Yative) + (.56*Instrumenta) +

(.79*Attitudinal)
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Discussion of the Results
Motivational Orientations

Three motivational orientations were identifiedotiigh the process of factor
analysis: attitudinal motivation, integrative matilon, and instrumental motivation. First,
this result is consistent with the criticism of @Gaer's dichotomous model discussed
previously (Clement & Kruidenier, 1983; Crooks échmidt, 1991; Dornyei, 2003;
Keblawi, 2006). Although integrative and instrunedrdrientations of Gardner’s socio-
educational model are regarded as the major anspigsable factors of L2 motivation,
integrative and instrumental orientations cannaalbbut only part of the learning
equation. The identification of attitudinal motiwat verified Dérnyei’'s claim (1994b,
p.519) that the components at the learning sitndéwel (i.e., attitudinal motivation)
actually formed an independent motivational fatateled “evaluation of the learning
environment”. The variety of relevant motivatiopég identified in this study is in
accordance with Dornyei’s claim (1994) that L2 naation is an eclectic, multifaceted
construct.

Second, as Dornyei (1994a) commented on the tbveés of his framework of
L2 motivation:

It is at this stage no more than a theoreticasipdgy because of many its
components have been verified by very little oenwpirical research in the L2 field. In
fact, only the components at the language leveltaadelf-confidence construct at the
learner level have been analyzed systematicaltgbtpby Gardner, Clement, and their

associates. (p. 282)
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The identification of attitudinal motivation inighstudy verified Dornyei’'s
components at the learning situation level.

Third, Dornyei argued that empirical research g&rtended research paradigms
would help integrate old and new variables (D6rn¥6P4b). This was indeed the case in
the present study. This study integrated Gardmctsotomous model with Dérnyei’s
extended theoretical model. Integrative and insémii@ motivations are traditionally
used motivational variables, and they are validatediwidely used in educational
motivation and language acquisition research. Toezgit was expected that integrative
and instrumental motivations should have emergeldisnstudy and that attitudinal
motivation should have been defined and specibetiem. The result of the factor
analysis in the present study was in accordandetiv belief of Dornyei (1994a).
Relationships between Motivational Orientations andChinese Learning Outcomes

The results of this study demonstrated that thdiptellinear regression model
with all the motivational orientations, was sigo#nt @ =.004) in predicting the Chinese
learning outcomes of the non-heritage communitiegel students. However, for this
modelR square was .082, which means that integrativeuvaiodin, instrumental
motivation, and attitudinal motivation only accoedtfor 8.2% of the variation in
students’ Chinese learning outcomes. There migimhdi@y factors that can explain this
variation, but this model, which included only igtative motivation, instrumental
motivation, and attitudinal motivation explained 83teaning that 92% of the variation
in students’ Chinese learning outcomes is left pteered. Therefore, there must be other
variables that have an influence also. There anel&itude of variables acting on the

individual, and not just the ones under invest@atan be considered to be
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comprehensive of all the influences on studentsaiged in Chinese language instruction.
As Gardner contends (2001), some other variablgs asi the cultural background of the
students, the relation between the own languaggpgaiad the target language group,
could logically influence the results.

It was revealed that there was a significant refetiip between attitudinal
motivation and students’ Chinese learning outcoamekthat attitudinal motivation was a
significant predictor of the students’ Chinese méag outcomes. This result confirmed
the findings of previous studies that the attitutdegard the learning situation are also an
important factor to affect a learner’s overall peniance in language acquisition and that
positive attitudes toward the learning situatiotl ilely produce greater enjoyment,
desire, and effort expended in learning the languag

The results also revealed that neither integratareinstrumental motivation was
significant in predicting the Chinese learning ames. In another word, there was a
nonsignificant relationship between integrativetfimsiental motivations and students’
Chinese learning outcomes. The finding of the ngm#8cant relationship between
integrative motivation and Chinese learning outcemas consistent with Dornyei’s
claim. Dornyei (1990) contended that integrativeivwagion might be less relevant for
foreign language learners than for second langlesgeers. According to him, foreign
language learners do not have sufficient experignttethe target community and they
are therefore not committed to integrating intd graup. Dornyei (1990) also stated that
integrative reasons are, for foreign language Earrdetermined more by attitudes and

beliefs about foreign languages and cultures iregen
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However, the finding of the nonsignificant relatship between instrumental
motivation and Chinese learning outcomes was nagistent with the results of previous
studies. Oxford (1996) claimed that instrumentativation is meaningful for the learner
who has had limited access to L2 culture, or foréamguage settings. Lukmani (1972)
demonstrated that in India instrumental motivatorrelated significantly with English
proficiency scores and that students with instruadesrientations scored higher in tests
of English proficiency. Dornyei (1990) discoveréat instrumental motives significantly
contributed to the motivation of young adults ofglish learner enrolled in a language
school. The finding of this study might result fraéhe learner attributes such as each
learner’s language aptitude and learning strategibgh also affect learning outcomes
and even overpower the distinct effect of instrutalemotivation. According to Gardner
(2001), not all of the correlations were signifitaas should be expected and that the
results for any one study are affected by samglingjuations. The lack of a significant
correlation may or may not mean that the variahtesnot related.

Implications

As discussed in the previous chapters, Gardn#985) socio-educational model
provided a fundamental research paradigm to inyatgtithe role of attitudes and
motivation in second language acquisition. Integeaand instrumental orientations of
this model had been very influential in L2 motieetiresearch. Dornyei (1994a) expands
motivation at the learning situation level by adgaanumber of specific components to
Gardner’s attitudes toward the learning situatguch as course-specific, teacher-specific,
and group-specific. The findings of this study desteate that attitudes toward the

learning situation correlates significantly witludénts’ Chinese learning outcomes and
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that attitudes toward the learning situation iggaificant predictor of students’ Chinese
learning outcomes. This result carries very usgffattical instructional implications
concerning students’ attitudinal motivation in Bleinese language classrooms. The
implications will be discussed according to theeéhmain types of motivational sources
identified within the learning situation level.
Course-Specific Motivational Components

Course-specific motivational components are reltgdtie syllabus, the teaching
materials, the teaching method, and the learnisigstand they are referred to as interest,
relevance, expectancy, and satisfaction. Therefiosg, it is suggested that teachers make
the syllabus of the Chinese course relevant byngason students’ needs, and involving
students in the actual planning of the course mogiSecond, increase the attractiveness
of the course content by using authentic mateaats make the Chinese class interesting.
The quality of the learners’ subjective experierscan important contributor to
motivation to learn (Deci & Ryan, 1985). To increatudents’ interest and involvement
in the tasks, teachers can adapt tasks to therggld@erests and include problem-
solving activities in the Chinese classroom. Thindyease student expectancy and
facilitate student satisfaction. Teachers may famide students with the task type, give
them detailed guidance about the procedures aatdgtes that the task requires, and
make the grading criteria clear. To facilitate stoidsatisfaction, teachers may encourage
students to create finished products that theypeaform or display and make them

proud of themselves after accomplishing a task.
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Teacher-Specific Motivational Components

Teacher-specific motivational components are rdladehe teacher’s behavior,
personality and teaching style, and direct so@éilin of student motivation (modelling,
task presentation, and feedback). To get studeativated in Chinese language learning,
it is first suggested that the teacher developsaal gelationship with the learners and set
a personal example with his/her own behavior. Aagdeal of the students’ learning
effort is energized by the affiliative motive teepke the teacher, and a good rapport
between the teacher and the students is essenéiniytmodern, learner-centered
approach to education (Dérnyei, 1998).

Role models in general have been found to be véhyential on student
motivation (Pintrich & Schunk, 1996), and the mpiminent model in the classroom is
the teacher. The teacher may model student inter€dtinese language learning by
showing students that he/she values foreign larglesgning as a meaningful experience
that produces satisfaction and enriches his/herTihe teacher may also share his/her
personal interest in foreign language learning whthstudents and take the students’
learning achievement very seriously. Second, ath@ptole of a teacher as a facilitator
and guide rather than an all-knowing bestower @iWedge. Students are therefore
encouraged to construct meaning through genuigeibtic interaction with others. Third,
promote learner autonomy in the Chinese languaagsi@om. When students take
responsibility for their own learning and percetliat their learning successes or failures
are to be attributed to their own efforts rathemtho factors outside their control,
students become autonomous language learners. gutars language learners are by

definition motivated learners (Ushioda, 1996). Fouprovide students with motivating
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feedbacks. The teacher should make the feedbaickai@tional rather than controlling,
point out the value of the accomplishment, andavetreact to errors.
Group-Specific Motivational Components

Group-specific motivational components are relatethe group dynamics of the
learner groups. Cooperative learning technigukeaditst motivational strategy to be
encouraged in the Chinese language classroomudersts work together in pairs and
groups, they share information and help each offtexy are a team whose players must
work together in order to achieve goals succegsfRiesearch has shown that
cooperative learning promotes intrinsic motivatibaightens self-esteem, and lowers
anxiety (Oxford, 1997). The second motivationahtggy is to increase the group’s goal-
orientedness. Goal-setting can have exceptionadtitapce in stimulating L2 learning
motivation. The teacher may help the studentsséhe group goals and ask them to
evaluate the extent to which they are approachiag goals. The third motivational
strategy is to focus on individual improvement @nagress and avoid any explicit or
implicit comparisons of students to each other. {Baeher should make evaluation
private rather than public. This strategy can helminimize the detrimental effect of
evaluation on intrinsic motivation.
Preparing Chinese Language Teachers for American $ools

As discussed previously, Chinese is perceivecttorte of the most difficult
languages to learn according to Walker (1989) amadtdi (1989). It takes English-
speaking Americans at least three times longezdml| Chinese than to learn French or
Spanish (Silber, 1989). Given the complexity oftéag Chinese for English native

speakers, a learner of the Chinese
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language must be highly motivated. Thus, in a Gderlanguage classroom, the teacher-
specific motivational components play an even nimgortant role than the other two
motivational components at the learning situatewel.

Although Chinese is still categorized as one efldss commonly taught foreign
languages (LCTL) in the United States, studentlememt has been increasing rapidly at
every level (Asia Society, 2010). This is a timegogat opportunity for the Chinese
programs to become a mainstream language in Anmesiciaools. There is no precise
way to estimate how many Chinese language teachktse needed in the coming years.
However, developing and equipping a strong corgShofese language teachers to teach
in the United States classrooms has been a prassing

Under the No Child Left Behind legislation, all st@oom teachers in public
schools had to obtain certification and be highlgldied to teach their subjects. As
Chinese is a relatively new addition to the ceazdifion area, not all states have
certification procedures in place to license teexloé Chinese and other less commonly
taught languages. Even among states which offdr gracedures, lack of consistency is
a major problem. Some states allow the use of Bn@iciency Interview (OPI) and
Writing Proficiency Test (WPT) developed by ACTFAnjerican Council on the
Teaching of Foreign Languages) while some statasine proof of credits or a major in
Chinese. The traditional approach to certificafimcuses on the number of credits in
Chinese courses and this is obviously inappropf@téhe candidates whose native
language is Chinese. The absence or complexitiatd-by-state teacher certification
requirements has been widely recognized as a laillecige to produce more Chinese

language teachers.
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Another obstacle to producing more Chinese langt@achers is the relatively
small number of U.S. colleges that offer Chinesgjleage certification program.
However, schools of education face their own clngiis too. One challenge is the lack of
faculty members who are fluent in both Chinese&nglish, and have Chinese teaching
experience in public schools. Another challenghas it is hard to find Chinese language
classrooms with master teachers who can supehaselinical experience of new
teachers. Lack of communication between higher &ilut and schools have prevented
the development of effective Chinese teacher pegjoar programs.

In order to meet the increasing demands of highBlified Chinese language
teachers in American schools, partnerships ararejamong all the critical
stakeholders: schools, colleges, and states. @sllagd universities should work with
interested schools to design a comprehensive progaecruit, train, certify, and
support Chinese language teachers. As the criaders and innovators in the U.S.
educational system, states should put in placgladnality alternative route to teacher
certification. This route should allow a large nwenbf native speakers of Chinese with
bachelor’'s degrees to get certified without the ptex procedures. Schools and districts
need to work with local higher education institnsdo develop programs that train and
certify effective Chinese language teachers. Th®&y @eed to provide professional
support for their existing Chinese language teaakesuch teacher is often the only
Chinese teacher in a school district.

Limitations and Suggestions for Future Research
There are five limitations in this study. Firstheenience sampling is used in this

study. When nonrandom samples are used, it islyglifficult to describe the
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population from which a sample was drawn and torwhesults can be generalized.
Therefore, the results of this study are not gdizaale to the entire population.

Second, as T College only offers Chinese | claadjgipants in this study are all
from the beginning level. Motivations of student®aginning level might be different
from that of students at intermediate/advancedde¥ence, the results of this study are
not generalizable to students at those levels.

Third, as a quantitative study, the sample sizéigmstudy is small. If the sample
is too small, the results of the study may not éeegalizable to the population. A sample
that is too small can affect the generalizabilityre study regardless of how well it is
selected.

Fourth, this study makes use of survey techniqugsther data to investigate
non-heritage community college students’ motivadlarrientations toward Chinese
language learning. According to Gardner (2001) aitieantage of this type of studies is
that they have ecological validity. The researctigipants are in the process of studying
another language, and their reactions to the variesis represents their views and their
accomplishments as of the time of testing. Theddigatage is that there are multitude of
variables acting on the individual, not just thesmninder investigation. Some other
variables could logically influence the results.

Finally, multiple linear regression is employedhis study to examine the
relationship between motivational orientations @tihese learning outcomes. However,
Dornyei (2001) argues that relationship can at beshdirect since motivation is the

antecedent of action rather than of achievemesif.il®6rnyei and Otto’s cyclic model
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(1998) assumes that the relationship between ntmtivand achievement is not linear
since motivation can affect achievement and vigsaze

Due to the limitations above, first, future reséasbould include a larger sample
and investigate the Chinese learners at diffemrdl$. Another approach to study the
relationship between learner’s motivation and onrtes is to employ qualitative methods,
such as in-depth interview with the learners. Soesearchers (Syed, 2001; Ushioda,
2001) suggested a shift from the quantitative mreseparadigm which heavily relies on
self-report questionnaire and correlation studieshioda (1996) argued that traditional
guantitative research methods are not well suteddpturing fluctuations in motivation.
Van Lier (1996) suggested including a qualitativguiry research approach such as case
studies and action research. The qualitative rekeaethods can capture the dynamic
characteristics of motivation and can complememantjtative research methods. Thus,
mixed methods are suggested for future research motivation. One may obtain
guantitative data from the survey and then follgwwith a small number of respondents
to probe and explore the results in more depthidTlas Gardner and Lambert (1972)
proposed that the attainment of an L2 is affected bariety of sociocultural factors such
as language attitudes, cultural stereotypes, aed ggopolitical considerations, learners
from different ethnic groups should possess diffemeotivational orientations. Future
research may be conducted to compare how motivaffents L2 learning among
different ethnic groups. Finally, time and fundipgrmitting, there is a need to conduct a
longitudinal study. If a group of Chinese learnams followed for two years or more, we

would be able to obtain rich data on motivations.
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Conclusion

Motivation is one of the key factors for any sectsmbuage attainment, and this
is especially true for Chinese language learnirithodigh Chinese is still categorized as
one of the less commonly taught foreign languab€g () in the United States, student
enrollment has been increasing rapidly at everglldvis therefore critical to find out the
relationship between motivational orientations Emgjuage learning outcomes of
Chinese language learners. This study integratedn@ds (1985) dichotomous model of
integrative and instrumental motivations, with Dgeis (1994) framework of L2
motivations, which specifically focuses on attituali motivation in the foreign language
classroom. The results of this study demonstrétatithe multiple linear regression
model with all the motivational orientations, wagnsficant in predicting the Chinese
learning outcomes of the non-heritage communitiegel students. Furthermore, this
study revealed that there was a significant ratatip between attitudinal motivation and
students’ Chinese learning outcomes. These resalts critical for language teachers to
understand Chinese language learners’ motivatidmats and carried very important
practical instructional implications in the Chindarguage classrooms. The factor
structure validated Gardner's AMTB (Attitude/Motti@n Test Battery, 1985) in the
context of Chinese language learning in U.S. comtywolleges. It also confirmed

Dornyei’s attitudinal motivation (1994) at the laang situation level.
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Appendix A

Survey on Chinese Language Learning and Motivation



Survey on Chinese Language Learning and Motivation

Respondent’s Name Gender M F Age
Ethnicity

O White O Hispanic or Latino O Black or African American
O Native American or American Indian O Asian / Pacific Islander

O Other

The Chinese Course Being Taken Grade Level

We would like to know the reason why you study @i and your opinion about the
effectiveness of the Chinese class you are takitlgase give your immediate reactions
to each of the items. There are no right or wromgneers since different people have
different opinions. Pick the statement which badtdates your feelingi !

(SD = Strongly Disagree, D = Disagree, N = Neuttak Agree, SA = Strongly Agree)

10. I want to use Chinese when | travel to a Clanes
speaking country/area.

11. It will enable me to better understand and egpte the
Chinese way of life.

12. China is playing a more and more important noline
economic development of the world.

13. It fulfills my personal interests.

14. I will feel proud if | can speak Chinese.

15. I want to learn as many foreign languages asiple.

| take Chinese classes because: SD| D| N| A |SA

1. It will allow me to be at ease with people wipeak O] O0O|0]|]0O0]|O

Chinese.

2. 1 need the class to fulfill my institution’s réigements. O] O0O|0O0|0O0|O

3. It will allow me to meet and converse with marel O|lO0O|O0O]|]O]|O

varied people.

4. 1t will make me a knowledgeable person. O] 0| 0O0|]0]|O

5. It will enhance my understanding of Chineseuweliand O] O0O|0]|]0O0]|O

society.

6. | think it will be useful in getting a good job. O] O0O|0O0|]0O0|O

7. 1 will be able to participate more freely in thetivitesof | O | O | O | O | O

Chinese cultural groups.

8. It will enable me to compete effectively in thlebal O] O0O|0]|]0O0|O

economy.

9. 1 will be able to enjoy Chinese classics, litera, music, | O | O | O | O | O

and films.
O|l0|O0O|0O]|O
O|l0|O0O|0O]|O
O|l0|O0O|0O]|O
O/l0|O0O|]0O0]|O
O/l0|O0O|]0O0]|O
Ol 0|O0O]|]0O0]|O
O|l0|O0O|0O]|O

16. My friends/siblings took Chinese and they recwnd
the Chinese class to me.
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(SD = Strongly Disagree, D = Disagree, N = Neuthak Agree, SA = Strongly Agree)

| take Chinese classes because:

17.

| want to learn about other cultures to baitaderstand

the world.

18.

It is a language that is going to be very usefu

19.

It is close to my culture.

20.

My parents suggested me learn it.

[92]
ololo| ©|8

o000l O|O

o000l O|z

o|0|0 OoO|F

w
ololo| ©|f

I like my Chinese classes because:

21.

The teacher makes learning fun.

22.

The course material is interesting.

23.

The course tasks are at the proper level for me

24.

The teacher’s feedback is encouraging.

25.

Learning is student-centered and interactive.

26.

The group-work or paired-work is fun and helpfu

27.

| enjoy speaking Chinese with my classmates.

28.

The teacher is sufficiently proficient to hdkie

knowledge and skills to teach the language.

olojololololo|o|8

O|O0|I0|0|0|0|0|0|>

olojololololo|o|8

29.

The tutorial sessions increase the learnipgpnity.

30.

| can learn Chinese culture in/out side tlassioom.

elle)

OO0 Ol0|0|0|0|0|0|0|0

OO0 Ol0|0|0|0|0|0|0|2

Q|0

elle)




Appendix B

Invitation Letter



Dear Sir/Madam:

You are invited to participate in a research stiittsd “College Students’ Motivational
Orientations and Chinese Language Learning”. Thigdysis being conducted by
Xiongying Deng and her research committee fromipartment of Curriculum and
Instruction at University of Houston. The purpo$é¢his study is to investigate how
motivation influences Chinese learning outcomesotiege students in the United States.

In this study, you will be asked to complete a syrwour participation in this study is
voluntary and you are free to withdraw your paption from this study at any time.
The survey should take only half an hour to congplet

This project has been reviewed and approved bytteersity of Houston Committees
for the Protection of Human Subjects (713-743-924@gre are no risks associated with
participating in this study.

While you will not experience any direct benefitsrh participation, information
collected in this study may benefit the Chinesglemge teaching and learning in the
United States colleges by better understandingetfa¢gionship between motivational
orientation and language learning outcomes of Gleit@nguage learners.

If you have any questions regarding the surveyisrresearch project in general, please
contact Xiongying Deng (xdeng@uh.edu)or her advioif. Richard Olenchak
(richardo@central.uh.edu).

Your participation is greatly appreciated.

Xiongying Deng, Doctoral Student, University of Fbon
Advisor: Dr. F. Richard Olenchak, University of Haan



Appendix C

Consent Form



UNIVER:S ol

HOUSTON

A CARNEGIE-DESIGNATED TIER ONE
PUBLIC RESEARCH UNIVERSITY

UNIVERSITY OF HOUSTON
CONSENT TO PARTICIPATE IN RESEARCH

PROJECT TITLE: College Students’ Motivational Orientations and Chinese Language
Learning

You are being invited to take part in a research project conducted by Xiongying Deng
from the Department of Curriculum and Instruction at the University of Houston. This
project is part of the candidacy paper and is being conducted under the supervision of Dr.
F. Richard Olenchak.

NON-PARTICIPATION STATEMENT

Taking part in the research project is voluntary and you may refuse to take part or
withdraw at any time without penalty or loss of benefits to which you are otherwise
entitled. You may also refuse to answer any research-related questions that make you
uncomfortable. A decision to participate or not or to withdraw your participation will have
no effect on your standing.

PURPOSE OF THE STUDY

The purpose of the study is to investigate how motivation influences Chinese learning
outcomes of college students in the United States. Your cumulative grades on your
Chinese class will be used to be compared with the motivation types in analysis. After
you sign the consent form, | will obtain your Chinese grades from your Chinese
instructor. The entire study will last one semester (about five months). However, | will
only need 40 minutes from you. The introduction of the study and distribution of the
consent form will take you about 10 minutes. The survey will take you about 30 minutes.

PROCEDURES

You will be one of approximately 30 subjects invited to take part in this project.

There will be 2 visits.
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1stvisit (About 10 minutes):
* Introduction of the principal investigator and the study
» Distribution of the cover letter and consent form
» Answering questions from the potential participants

2nd visit (About 30 minutes; this visit will be one week after the 1st visit)

e Collecting the consent form from the potential participants

» Passing out the survey and pencils to the voluntary participants

» Detailed instructions on completing the survey. Example question will be
provided:
We would like to know the reason why you study Chinese, and your opinion
about the effectiveness of the Chinese class you are taking. Please give your
immediate reactions to each of the items. There are no right or wrong
answers since different people have different opinions. Pick the statement
which best indicates your feeling.
(SD = Strongly Disagree, D = Disagree, N = Neutral, A = Agree, SA =

Strongly Agree)
| take Chinese classes because: SD| D| N| A |SA
I need the class to fulfill my institution’s reqements. O] 0| 0O0|]0]|O

» Administering the survey
» Collecting the survey after the participants finish it

CONFIDENTIALITY

Since your Chinese grades are used to be compared with the motivation types in
analysis, the survey would not be anonymous to the principal investigator. The principal
investigator will obtain your Chinese grades from your Chinese instructor. However, after
the survey are collected, each participant will be assigned a code number. The list
pairing the participant’s name to the assigned code number will be kept separate from all
research materials and will be available only to the principal investigator. Every effort will
be made to maintain the confidentiality of the participants in this study within legal limits.

RISKS/DISCOMEORTS

Participants will not experience any possible risks involved with participation in this
project.
BENEFITS

While you will not directly benefit from participation, your participation may benefit the
Chinese language teaching and learning in the United States colleges by better
understanding the relationship between motivational orientation and language learning
outcomes of Chinese language learners.
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ALTERNATIVES

Participation in this project is voluntary and the only alternative to this project is non-
participation.

COSTS

No costs

INCENTIVES/REMUNERATION

No incentives/remuneration

PUBLICATION STATEMENT

The results of this study may be published in scientific journals, professional publications,
or educational presentations; however, no individual subject will be identified.

AGREEMENT FOR THE USE OF AUDIO/VIDEO TAPES

Not applicable

CIRCUMSTANCES FOR DISMISSAL FROM PROJECT

Not applicable

SUBJECT RIGHTS

1. lunderstand that informed consent is required of all persons participating in this
project.

2. | have been told that | may refuse to participate or to stop my participation in this
project at any time before or during the project. | may also refuse to answer any
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guestion.

3. Any risks and/or discomforts have been explained to me, as have any potential
benefits.

4. | understand the protections in place to safeguard any personally identifiable
information related to my participation.

5. lunderstand that, if | have any questions, | may contact Xiongying Deng at
xdeng@uh.edu. | may also contact Dr. F. Richard Olenchak, faculty sponsor, at
RichardO@Central. UH.EDU.

6. Any guestions regarding my rights as a research subject may be addressed to
the University of Houston Committee for the Protection of Human Subjects
(713-743-9204). All research projects that are carried out by Investigators at the
University of Houston are governed be requirements of the University and the
federal government.

SIGNATURES

| have read (or have had read to me) the contents 0 f this consent form and have
been encouraged to ask questions. | have received a  nswers to my questions to
my satisfaction. | give my consent to participate i n this study, and have been
provided with a copy of this form for my records an d in case | have questions as
the research progresses.

Study Subject (print name):

Signature of Study Subiject:

Date:

| have read this form to the subject and/or the sub  ject has read this form. An
explanation of the research was provided and questi ons from the subject were
solicited and answered to the subject’s satisfactio n. In my judgment, the subject
has demonstrated comprehension of the information

Principal Investigator: Xiongying Deng, Doctoral Student of Curriculum and Instruction

Signature of Principal Investigator:

Date:




