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and correlational analyses of the results revealed that
xenophilic (M=4.22 on a 1-6 scale), sociocultural (M=3.96),
instrumental (M=3.78), and media-use reasons (M=3.79)
were most strongly endorsed by the students whereas an
identification orientation (M=1.81)was rejected. Factor
analysis of the attitude, anxiety, and motivation scales
confirmed the existence of attitude-based (integrative me-
tive) and self-confidence motivational subprocesses and
revealed the presence of a relatively independent class-
room based subprocess, characterized by classroom cohesion
and evaluation, Correlational analyses of these clusters
further revealed that, while all subprocesses were associ-
ated with achievement, self-confidence and anxiety showed
no relationship to classroom atmosphere. We discuss these
findings in the context of current theories of second and
foreign language acquisition and with reference to their
applied implications.

Atthe beginning of the 1990s, two reviews of the literature on
therole of motivation in second language (L2) acquisition (Crookes
& Schmidt, 1991; Skehan, 1991) called for a new approach that
would be more pertinent to L2 teaching. In Crookes and Schmidt’s
concluding words, “we seek to encourage a program of research
that will develop from, and be congruent with the concept of
motivation that teachers are convinced are critical for SL success”
{p. 502). Increasing the classroom relevance of motivation re-
search is certainly a worthwhile objective; at the same time, we
contend that achieving such a goal entails an awareness of the
social correlates of pedagogical interventions.

The following study therefore seeks to reiterate the perti-
nence of a social psychological perspective toL2learning (Gardner,
1985; Gardner & Clément, 1990) within the isolated context of the
foreign language classroom in a unicultural context. Such a
context can be found in Hungary, where in 1990, according to the
official figures of the Hungarian Central Statistical Office (Kozponti
Statisztikai Hivatal, 1992), 97.8% of the population were ethnic
Hungarians and the proportion with Hungarian as their mother
tongue was even higher (98.5%). Moreover, less than 9% of the
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population claimed to speak any foreign language. Thus, person-
to-persen contact with native Anglophones was minimal and
many students saw English as an ordinary school subject. At the
sarne time, one muat recognize that contact with English language
and culture through the media and through the use of high-
technelogy devices such as computers was significant and that
English was widely recognized as the lingua franca of interna-
tional communication.

A Socie! Psychological Perspective

The social psycholegical perspective applied to this particular
context borrows from two research traditions. First, following the
work of Gardner and Lambert (1972; Gardner, 1985), it considers
the role of orientations and attitudes as affective correlates of L2
behavicr and proficiency. Second, borrowing from Clément (1980,
1986), it assesses the role of linguistic self-confidence, including
language anxiety. As a third and novel element, our study
integrates aspects of group dynamics as applied to the classroom
setting.

Crientations and Motivations

Following studies conducted in the United States and Canada,
Gardner and Lambert (1972} suggested that motivation to learn a
second language was grounded in positive attitudes toward the L2
community and in a desire o communicate with and become
similar to valued members of that community. This latter desire
hecame known as an integrative orientation, whereas attitudes
hecame the cornerstone of the integrative motive. Although
interrelated as socially bound processes, these two aspects were
the objects of relatively independent research efforts (cf Gardner
& Clément, 1999).

Aswell asthe integratlive crientation, Gardner and Lambert,
(1872) defined an instrumentzl orientation associated with 2
desire to learn the L2 for pragmatic gains. Although the original
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formulation and measurements may have looked at the two
orientations as opposite ends of a continuum, researchers found
(cf. Clément, Gardner, & Smythe, 1977; Gardner & Smythe, 1975)
that both orientations correlated positively and, furthermore,
related positively to a variety of other attitudinal measures. Thus,
in spite of continued attempts to present them as antithetical (e.g.,
Soh, 1987), both orientations were shown very early to be posi-
tively related, affectively loaded goals that can sustain motivation.

Nevertheless, studies have observed much variation in the
relationship between the two crientations and indices of motiva-
tion and L2 achievement (e.g., Gardner & MacIntyre, 1991; Samimy
& Tabuse, 1992). Prompted by the controversy that developed
around the usefulness of these constructs (Gardner 1980; Oller &
Perkins, 1978), Clément and Kruidenier (1983) investigated the
endorsement of reasons for learning second and foreign languages
by various groups of learners differing in the degree of
multiculturality of their immediate environments. Their results,
and those cbtained in other similar studies (e.g., Moise, Clément,
& Noels, 1990; Noels & Clément, 1989), demonstrated that one
cannot simply assume cross-cultural pervasiveness ofthe integra-
tive and instrumental orientations (cf. Skehan, 1991), L2 learning
goals, traditionally lumped together in a general “affective-identi-
fication” kind of integrative tendency, proved to break up into
different orientation clusters, the definition of which varied de-
pending upon the sociocultural setting in which the data were
gathered (e.g., Fahmy & Bilton, 1992; Mihaljevic’, 1990).

Most of the groups studied with Clément and Kruidenier’s
(1983) approach had at least a minimal amount of extracurricular
contact with members of the target language group. In a further
extension of Clément and Kruidenier’s approach, Dérnyei (1990a)
contended that “foreign language learning” in a classroom setting
could not logically involve attitudes toward the L2 community,
because learners have little or no contact with members of the L2
group. Hungarians would learn English as alingua franca tolink
them with the rest of the world, facilitating trade and travel and
conveying international knowledge and cultural products. Dérnyei
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hypothesized that, in such contexts, the instrumental orientation
may acguire a special importance, and the individual's L2-related
affectively based motivation would be determined by a more
general disposition toward language learning and the values the
L2 conveys rather than sthnocultural attitudes toward the L2
community.

Dornyei’s (19908} results, although generally supporting
Clément and Kruidenier's (1983; see also (Gardner, Day, &
MacIntyre, 1992), showed that instrumental geals indeed played
a preminent role in the learning of English up to an intermediate
level. However, learners whose interest in learning English
included sociocultural ard nenprofessional reasons demenstrated
the highest degree of desired proficiency; that is, they wished to
master the English language rather than merely to acquire a
minima! werking knowledge of it. Furthermore, the desire to
gpend an extended period of time abroad was related to both
instrumental and sociocultural orientations. More socioculturally
based orientations, therefore, alsc appear to be important for
motivation and, together with the instrumental orientation, are
related to a desire for coatact with Anglophones.

Thus, even in a context where foreign language learning is
largely an academic matter, student motivation remains socially-
grounded. In Dérnyei’s (1990a) study, the students were adult
learners whe had voluntarily registered in and paid for English
courses. Whether the orientation pattern obtained by Dornyei-—
particularly the prominence of the instrumental orientation—was
a function of this specific sample or of the more general foreign
language learning environment remains to be seen. Tkis is the
first goal of our study.

An Integrative Motive

Dornyei’s (1990b) results concerning orientations could be
interpreted to show the presence of a strong affective component
because cf the relationship to a desire for centact with foreigners
and Anglophone culture. Gardner {1985; Gardner & Clément,
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1990; also Skehan, 1989) summarized studies that underline the
motivational effects of positive regard toward the L2 community
{known as the integrative motive) not only on L.2 achievement but
also on a family of language-related phenomena: persistence in L2
study, level of parental encouragement, L2 maintenance, class-
room participation and seeking contact with members of the L2
group. In fact, a follow-up to Dérnyei’s initial study (Dérnyei,
1990b) showed that intended contact with target language speak-
erswas significantly related to affectively based motivation. Neither
study (i.e., Dérnyei, 1990a, 1990b), however, used a full-fledged
attitudinal test battery of the type used in the North American
studies. Identifying the components of and assessing the impor-
tance of the integrative motive for L2 proficiency in the present
context is, therefore, the second goal of this study.

Self-Confidence and Anxiety

The above discussion presumes important contextual varia-
tions in the structure and importance of affective predispositions.
Although not the only approach concerned with contextual effects
{cf. Gardner, 1985, Ch. 8), Clément’s model of second language
acquisition may be particularly relevant to the present situation
(Clément, 1978, 1980, 1984, 1986; Clément & Kruidenier, 1985).
Following Gardner and Lambert (1972), Clément argued that
attitudinal factors were an important motivational basis for L2
acquisition and behavior. Upon noting the results obtained with
groups of students who were in more direct contact with the L2
group, however, he suggested that in such contexts a self-confi-
dence process becomes the most important determinant ofattitude
and effort expended toward L2 learning.

In a multiethnic context, positive attitudes would orient the
individual to seek contact with members of the L2 community. To
the extent that this contact is relatively frequent and pleasant,
self-confidence in using the L2, operationally defined in terms of
low anxious affect and high self-perceptions of L2 competence!
would develop. This being the case, the availability of extracur-
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ricular contact provides the conditions for the development of a
motivational process which is relatively independent of the attitu-
dinal process delineated in previous research and theorizing.
Because the Hungarian context is for the most part unilingual and
unicultnural, this self-confidence process would nct be expected.

Howerver, this prediction could be erronecus for two reasons.
Tirst, interethnic contact can alsc be made in 3@ more remote
manner, through the media or through travel outside the country.
Second, even though self-confidence was related to qualitative and
quantitative aspects of interethnic contact(Clément, 1986; Clément
& Kruiderier, 1985; Labrie & Clément, 1986), research and theory
have suggested that anxiety and self-perceptions of L2 competence
may be determinants of L2 achievement even in contexts where
opportunity to use the L2 with members of the L2 community is
lacking. Herwitz, Horwite, and Cope (1986) suggested, for ex-
araple, that certain types of classroom activities may promote
language arxiety, particularly those that expose the students to
negative evaluations by the teacher or by peers. (See also Foss &
Reitzel, 1988; Horwitz, 1986; Horwitz & Young, 1991; Macintyre
& Gardner, 1991a, 1991h; Phillips, 1992.) Similarly, Bailey’s
{1983) analysis of the diaries of L2 learners linked the type of
rapport established with the teacher and other students to their
experience of anxiety in the L2 classroom. (See also Cohen &
Norst, 1989; Price, 1991; Young, 1986.) Itis therefore possiblethat
anxiety and, by extension, self-confidence in the L2 classroom are
intimately linked to classroom processes.

The Role of Classroom Dynamics

The above discussion highlights the potential relevance of
classrocm-related factors. snd research has indeed confirmed that
situation-specific factors significantly contribute to L2 motivation
in a fereign-language classroom context (Julkunen, 1989). But
how can the complexity of the L2 classroom environment be
operationalized for inclusion into a research paradigm; that is, on
which classroom processes and variables should we focus? Gardner's
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{1985} socioeducational model and his Attitude/Motivation Test
Battery included the evaluation of the L2 teacher and the L2
course as key components of L2 instruction. Given Horwitz et al.’s
(1986) results on the genesis of language anxiety, the social
processes and dynamics of the classroom probably play an impor-
tant motivational role.

Group dynamics has been a core area of social psychology for
a number of years. (For areview, see Brown, 1988; Forsyth, 1990,
Shaw, 1981.) It concerns the scientific analysis of the dynamics of
small group behavior, focusing on issues such as group formation
and development, group structure and group processes. Although
group dynamics has considerable implications for education in
general, for the obvious reason that most institutional teaching goes
on with learners organized in small groups, it has particular rel-
evance to L2 instruction. Cwrrent language teaching methodologies
aim at developing the learners’ communicative competence by pro-
moting classroom interaction between learners asthey participatein
communicative events. The quality and quantity of such interaction
is,to alarge extent, a function of the social structure and milieu of the
class (ef Bar-Tal & Bar-Tal, 1986; Hadfield, 1992; Prabhu, 1992).

One concept central tothe explanation of many group-related
phenomena is group cohesion, or “the strength of the relationship
linking the members to one another and to the group itself”
(Forsyth, 1990, p. 10). It is taken an index of the level of group
development, directly related to within-group cooperation and to
both the quality and quantity of group interaction (cf. Greene,
1989; Shaw, 1981). Evans and Dion’s (1991) meta-analysis of
studies addressing the relationship between group cohesion and
group performance found a significant positive relationship be-
tween the two variables, indicating that cohesive groups, on
average, tend to be more productive than noncohesive groups.

Within the present context, we therefore assumed that cohe-
sion would be closely related to the evaluation of the learning
environment, and, by extension, to lower anxiety and higher self-
confidence. Assessing these relationships is the fourth goal of our
study.
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In summary, we attempted to assess the relevance of social
psychological factors, shown to be in Juential motivational aspects
in other L2 learning contexts, to an emerging foreign-language
teaching context marked by the virtual absence of the target
language group. Of particular interest were (a) the emergence of
orientations germane to this context, {b) the role and nature of
affective predispositions in it, {¢) the role and nature of self-
confidence, and (d) the relative importance of classroom dynamics.

Methed
Participants

The participants were 301 (117 males; 132 females; 2 with
missing gender data) secondary-schoeol pupils (in 21 groups) regis-
tered in 11 different schools in various parts of Budapest. Special
care was taken to select a2 mixture of schools in terms of both
prestige and location. The participating students were all in the
third (second last) year of their secondary school instruction
(gimnazivm; ages 17-18) and all studied English as part of their
official school currictdum, which was the same for all groups (i.e.,
noclasses with specialized or intensive EF L syllabi were included).
They evaluated the English proficiency of their mothers and fathers
as virtually nil (median=2, on an 8-point scale, in both cases).

Muaterials

The materials consisted of a guestionnaire addressed to the
students and a questionnaire addressed to the teachers. The
scales used in both guesticnnaires included some items adapted
from scales used in previous studies of second language learning
(e.g., Clément, 1986; Dirnyei, 1990a) and some items developed
for the present study. Where necessary, we translated scales into
Hungarian. A description of the scales contained in each section,
along with the Cronbach alpha (@) index of internal consistency,
where appropriate, follaws,
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Students’ Questionnaire

Orientations, attitudes, motivation and anxiety. In the first
section, a variety of orientations, attitudes, and anxiety constructs
were assessed through randomly arranged items. Students indi-
cated the extent to which they agreed or disagreed with the
statement using a 6-point Likert-type scale. The scales were
anchored at one end by disagree strongly and at the other end by
agree strongly, such that a high score indicated strong endorse-
ment ofthe item. Wereversed negatively worded items prior to the
calculation of the scale score.

1. Orientations. A total of 27 items adapted from relevant
studies (Clément & Kruidenier, 1983; Dérnyei, 1990a) were
used to assess students’ reasons for learning English. They
tapped instrumental, integrative, travel, knowledge, friend-
ship, and sociocultural orientations.

2. Attitude Toward Learning English. Five items, two posi-
tively and three negatively worded, assessed the student’s
affective reaction toward learning the second language{o=.75).

3. Attitude Toward the British. Five items evaluated the extent
to which the student felt positively toward British citizens
(0=.74).

4. Attitude Toward the Americans. Five items evaluated the
extent to which the student felt positively toward American
citizens (a=.85).

5. English Use Anxiety. Anxiety experienced while using the
second language outside the classroom was assessed through
four itemns, two positively and two negatively worded (@=.83).
For the purpose of our analyses, the scoring of this scale was
reversed so that a high score means little anxiety.

6. English Class Anxiety. Five items assessed the extent to
which the student felt anxious during English class (a=.86).
For the purpose of our analyses, the scoring of this scale was
reversed so that a high score means little anxiety.

7. Satisfaction. The student’s satisfaction with his/her work in
English class and his/her level of proficiency in English was
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assessed with two 8-point scales anchored at one end by
absolutely not and at the other by definitely yes (0=.62),
Perceived Group Cehesion. The student assessed the extent
to which s/he felt that the language class was unified as a
cohesive group using eight items, three positively worded and
five negatively worded, that were based on measures devel-
oped by Evans, Jarvig, and Dawson (1986) and Rosenfeld and
Gilhert (1989). Examples of these itemsinclude “I think that
some people in this group feel left out” and “T am dissatisfied
with my group” (a=.77).
Need for Achicvement. Feur items, two negatively worded
and two positively worded, assessed the extent to which the
students desired to achieve or to perfect their skills in the
second language {o=.63).
Motivational Intersity. Four items, two negatively worderd
and two positively worded, were used to determine the degree
of effort the student exerted when learning English (a=.68).
Desired English Proficiency. The student’s desired level of
English proficiency was assessed on a 7-point scale, as fol-
lows:

elementary intermediate advanced

O ) O o) 0 O O

Answers to this scale were coded from 1 to 7, with 1 corre-
sponding to the low end of the scale.

Frequency and quality of contact with members of the second

language group. Comnsidering nine different situations {e.g., at
school, on holidays, when corresponding), the participant was
asked to indicate, on two 9-point scales, first, the frequency, and,
second, the quality, of contact with members of the English-
speaking community, The scales ranged from very rare contact to
very frequent contact, on one hand, and from very unpleasant
contact to very pleasant contact, on the other hand. A high score
on either scale indicates very frequent {0=.61) and very pleasant
{o=.67) contact with English speakers.

English teacher svaluation. The student evaluated the En-
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glish teacher using twelve 7-point, bipolar scales that assessed the
teacher’s competence (two items; a=.77), rapport (three items;
=.84), motivation {twoitems; a=.71)} and teaching style/personal-
ity (five items; =.78).

English course evaluation. The student evaluated the En-
glish course using seven 7-point, bipolar scales that assessed its
attractiveness (three items; 0=.82), difficulty (one item, reversed
scoring) and relevance/usefulness (two items; 0=.83).

Self-evaluation of English language ability. Using four 6-
pointscales, participants indicated how well they could use English,
interms of reading, writing, speaking, and comprehension. Ahigh

score suggests that the individual feels very competent in English
{a=.79).

Teachers’ Questionnaire

We asked the students’ teachers to use four 7-point scales to
evaluate the quality of each student’s homework in general, how
active and how motivated the student was in class, as well as the
student’s status among his’her peers. As well, using two 5-point
scales, theteachers assessed each student’s current level of achieve-
mentin active communication and in passive, theoretical knowledge
of English, Theteachers also provided the student’s English grade
from the previous term.

In addition, to obtain an alternative index of the group
dynamics of the classroom, we asked the teachers to rate the
relative cohesion and cooperativeness of each class group on a 7-
point scale.

Procedure

The administration of the questionnaire took place in the
students’ English classes. All participating students received a
letter requesting their cocoperation one week prior to the adminis-
tration of the test. Because the questionnaire included sensitive
information (e.g., the students’ evaluation of their teachers), the
confidentiality of the students’ responses was ensured by sealing
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the corapleted questionnaires in stamped envelopes. A Hungarian
EFL student from Egtvés University in Budapest then collected
the envelopes. In order to match the students’ responses with the
teachers’ evaluations of the students, a coding-system was deve!-
oped based on the students’ seating arrangements.

Results and Discussion

In order to fulfill the stated goals of this study, we analyzed
the data using correlational and factor analytic methods. We now
report and discuss the results ofthese analysesin four subsections,
cne for each of the four goals: (a) factorial structure and level of
endorsernent of orientations, (b) the factorial structure of the
correlations between attitudes, achievement and self-confidence,
(c)therelationships between self-evaluation, anxiety, and aspects
of proficiency and classroom behavior, and finally, (d) the interre-
lationship between the preceding constracts and aspects of class
group dynamics.

Orientations

Following Clément and Kruidenier (1983} and Dirnyei
(1999z), we first factor analyzed the orientation items in order to
delineste clusters that would define orientations in this particular
context. The ratio of observationstoitems was more than satisfac-
tory (11.15:3; see Tabachnick & Fidell, 1989, . 603). We used
exploratory factor analysis (EFA) because the dual origin of the
tems did not permit the prediction of a factor structure and usage
of confirmatory factor analysis (CFA). We therefore applied
SPS58x Maxtmum-likelihood extraction, followed with Oblimin
rotation, to the correlations between the responses to the orienta-
tionitems.? Upon application of the Scree Test (Cattell, 1966), five
factors were retained, which accounted for 41.5% of the variance.
Although significant, the chi-square-to-degrees-of-freedom ratic
(*2%ns=1.96] suggested that the solution provides an acceptable
fit to the data (Carmines & Melver, 1981). The pattern matrix,
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Table 1a
Factor Analysis Summary of Orientation Items:

Oblimin Rotated Factor Pattern Matrix, Communalities (h%, and
Eigenvalues

Factor
1 2 3 4 5 h?

Make friends with foreigners B4 - - - = 67
Meet foreigners 59 - - - - 48
Know new foreign people 5T - - - - 46
Will help when traveling b4 - - - = .36
Keep in touch with foreign friends 48 - -~ - - .38
Would like to travel 38 - - - - M4
Learn many foreign languages 37 - - - =27
Without English, less travel - - - - =21
Think/behave as UK/US people - 8 - - « .11
Be similar to UK/US people - 78 - - - 60
Know various cultures/peoples - - 76 - = .71
Learn about English world - - 76 - - .59
Understand English nations - - 7 - - 81
Know cultures/world events - - 72 - - 64
Know life of English nations - -~ 56 - - 46
Is part of being educated - - = 70 - 51
To be more knowledgeable - - - B - 3
Without it-difficult to succeed - - - 48 - 24
To broaden my outlook - - 35 38 - .38
May need later/job, studies - - - 3 - .18
It is expected of me - - - 32 - .19
To take the State Language Exam - - - ~ - .18
To understand films/videos - - - - .69 .53
To understand pop music - - - - b4 3B
To read books/magazines - - - - .42 35
To spend time abroad - - - - 35 .26
Do not want bad marks - - - = 31 .19
Eigenvalue 5.97 1.53 1.62 1.17 0.92

Factor 1=Xenophilic; Factor 2=Identification; Factor 3=Sociocultural; Factor
4=Instrumental-Knowledge; Factor 5=English Media
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Tuble 16
Factor Anclysis Summary of Orientation Items;
Factor Correlation Matrix

Factor
Factor i 2 3 4 5
1. Xencphilic 1.00
2. Identification .16 1.00
3. Seciocultural 51 .24 1.00
4. Instrumental-Enowledge 15 .07 .02 1.00
5. English Media 19 11 .07 .23 1.00

sorted by factor, using a leading greater than 30 as a criterion of
factor salience (cf. Tabachnick & Fidell, 1889}, appearsin Table 1a.

As can be seen, Facter 1 receives appreciable loadings from
seven variables, the three most prominent of which relate learning
English to making friends with fereigners, This factor therefore
corresponds to a friendship orientation similar to that reported by
Clément and Kruidenier (1982) with the difference that this
tendency would concern foreigners in general rather than only
Anglophones. Therefore, it seems best to label this factor as
reflecting a Xenophilic orientation, similar te but more genera!
than, the “active scciocultural” dimension reported by Dérnyei
(1990a).

Factor 2 receives loadings from two variables which are
comparatively more focused. Both concern identification and
similarity with the Americar and the British. This factor is
therefore best labeled as an Identification orientation.

Thefive variables loading on Factor 3 relate learning English
to an interest in cultural aspects of the English world. Factor 3is
similartothe sociocultural orientations described by both Clément
and Kruidenier (1983) and Dérnyei (1990a) and for that reason we
also label it as a Sociocultural dimension.

Factor 4 is defined by six items suggesting that being more
educated and knowledgeable s related to suceess in work and
studies. It is therefore similar to the instrumental orientations
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found by Clément and Kruidenier (1983) and Dérnyei (1990a),
with the provision that knowledge is an important component of
pragmatic attainment. Therefore we label this factor as an
Instrumental-Knowledge dimension.

Finally, Factor 5 is mostly defined by variables relating to the
use of English in the media. It is therefore labeled as an English
Media factor. Factor 5 is similar to, although more general than,
the “reading for nonprofessional purposes” and the “passive socio-
cultural” dimensions identified by Dornyei (1990a).

The results show similarities and differences with those
reported previously. The factor pattern collapses, on the one hand,
the instrumental and knowledge orientations and, on the other
hand, the friendship and travel orientations obtained by Clément
and Kruidenier (1983). This solution reflects the particular con-
straints and context of English acquisition for these Hungarian
students. Asamajorlanguage oftrade in the New Europe, English
as knowledge is perceived to have pragmatic consequences. For
these Hungarian secondary-school students, pragmatic rewards
may appear quite remote; the wish to prepare for a bright career
is related to getting higher qualifications, and thus to obtaining
knowledge. Similarly, the unicultural Hungarian context only
permits crosscultural friendships in the context of travel. Finally,
the relative isolation of Hungarians may also be the reason for the
emergence of a sociocultural orientation. As it was for Clément
and Kruidenier’s (1983) students of Spanish, the English culture
may be different enough to our Hungarian students to justify an
interest for its distinctive culture and people.

Onestriking difference from the solution obtained by Dérnyei
(19903) is the emergence here of an “identification” orientation,
We originally included the two items defining this factor in an
integrative orientation scale together with friendship items. Ap-
parently, respondents did not concur with the theoretical
composition of this orientation and isolated the identification from
the affective compeonent.

Two additional analyses contribute to the interpretation of
the identification factor. First, because we used an cblique rota-
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tion to rotate the factors, the correlation between them may be
indicative of relationships between the corresponding orienta-
tions. As can be seer in Table 1b, the zenophilic orientation
appears to be positively correlated tothe sociocultural orientation,
which is itself related to a lesser degree with the identification
orientation. Thus, the cultural, friendship, and identification
components are related, as weuld be expected under the definition
of an integrative orientation. A modest relation also obtains
between the instrumental -knowledge and the English media ori-
entations.

The second analysis considers the level of endorsement of
each orientation. We computed these by taking the average
endersement(minimum-=-1; maximum=6)for these items shown to
load on each factor (Gorsuch, 1983). Weincluded items that cross-
loaded ocnto two factors in the index of the factor that they defined
most highly. The resulls show a relatively strong endorsement of
all orientations except one. The xenophilic (M=4.22), media
(M=3.79), sociocultural (M=3.96) and instrumental (M=3.78) ori-
entaticns are endorsed strongly whereas identification (M=1.81)
receives only minimal support. Thus, despite its relation to
endorsed orientations, identification as a goal for learning English
is rejected here. This may be a symptom of perceived profcund
coltural divergence. The English language and the Anglophones
may appeur culturailly and amicably interesting, but there is a
definite limit to the extent of the desired rapprochement. This
limit may be related to how foreign the English language and
cultureare considered, Even though English may evidence consid-
erable vitality as a new European language of trade (viz., our
instrumental orientation), the Hungarian cultural context may
still foster less-than-permeable intergroup boundaries (cf. Giles &
Byrne, 1982; Giles & Johnson, 1987) sc that identification is
simaply not perceived as possible.

[n summary, the results show that the Hungarian situation
is peculiar in terms of the orientations it promotes. The absence
of Anglophones from the immediate environment would appear to
sustain distal friendships (through travel}, an interest in English
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culture as a foreign phenomenon, and an instrumental orientation
based on the acquisition of knowledge and media usage rather
than on the achievement of pragmatic outcomes. This relative
isolation may be common to many foreign language learning
situations but, in this case, it is coupled with rather strong cultural
and linguistic traditions which would result in the rejection of
identification as an outcome of language learning.

Attitudes, Self-Confidence, and Achievement

We now turn to the examination of the role of attitudes and
self-confidence in the present context. In order to remain method-
ologically consistent with previous work (e.g., Gardner, 1985;
Clément & Kruidenier, 1985), we entered indices of effort, atti-
tudes, anxiety, self-evaluation, course and teacher evaluation, and
English achievement into a factor analysis.® We alse included the
orientation indices, as derived in the previous analysis. Again, the
ratio of observations to items was more than satisfactory (11.15:1;
see Tabachnick & Fidell, 1989, p. 603). Following the Scree test,
we extracted five factors, using the maximum-likelihood proce-
dure and rotated them via Varimax. The resulting matrix accounted
for 48.9% of the variance. Although the chi-square is statistically
significant, the chi-square-to-degrees of freedom ratio(%74%4n=2.39)
suggests that this represents an acceptable fit(Carmines & Mclver,
1981).

The solution appears in Table 2. Using a cutoff criterion of .30
(Tabachnick & Fidell, 1989, p. 639}, Factor 1 is defined by six
variables all pertaining to the student’s evaluation of the English
teacher and course. It therefore seems best labeled as an Evalu-
ation of the Learning Environment dimension,

Factor 2 receives appreciable loadings from nine variables,
including indices of contact, anxiety, self-evaluation of compe-
tence, and motivation. Students who show little anxiety when
using English evaluate their own proficiency relatively positively,
are satisfied with their current level of English proficiency and
report positive and frequent contact with English. They are also
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Table 2

435

Attitude, Achievement, and Motivation Indices: Varimax Rotated
Factor Matrix, Communalities (h%), and Eigenvalues

Factors

1 2 3 4 5 R
Teacher's style 94 — — — 88
Teacher's competenze B — — — — .64
Course attractiveness a8 - — — - 56
Teacher’s motivation A2 e ew e~ — BB
Course usefuiness B4 — - - — 47
Teacher’s rapport 6l — — — — 42
Anxiety in class (reversed) — 8l — e — 73
English use anxiety (reversed) — 77 -~ — - 83
Self-eval. of preficiency — 66 -~ - — 52
Freguency of contact - 50 - — — .30
Attitudes tw learning English — 49 — 456 — 53
Quality of contact — 456 — 39 — 43
Satisfaction with competence — 41 — — — 32
Course difficulty (reversed) — T — — - .23
Desired English proficiency —_ 35 - — - 22
Student’s motivation - — 87 — — 83
Student’s homework —_ — 15 - . 61
Student’s activity —_— = 73— ~ 72
English achievement — -~ 69 — — .66
Student’s status — — B} — — 39
Attitudes toward the British — - -~ 71 — .55
Motivational intensity — — — 59 — 44
Attitudes toward Americans - — — 51 — .31
Student’s need to achieve — - — 39 — .18
Identification orientation — — — 38 - .15
Xenaophilic erientation —-— - — - B8 .77
English media orientation -~ — — — 55 31
Sociecultursl orientation — =~ = — 51 5]
Instrumental-knowledge — - — — .38 .18
Eigenvalue 6.32 3.35 2.16 1.48 0.84

Factor 1=Xenophilic; Factor 2=Identification; Factor 3=Sociocultural; Factor
4=Instrumental-Knowledge; Factor 5=English Media
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motivated to learn English and find the course easy. In keeping
with previous research and theorizing where similar factors were
obtained (e.g. Clément, 1978, 1986), this factor seems best labeled
as a Self-Confidence with English dimension.

Factor 3 evidences appreciable loadings from five variables,
all concerned with the student’s English achievement and the
teacher’s rating of the student’s classroom performance. It there-
fore seems appropriately labeled as a Student Achievement and
Performance factor.

Factor 4 receives appreciable loadings from five variables,
including indices of attitudes toward Anglophones, motivation
(motivational intensity and need to achieve), and identification, In
the light of previous research and theorizing (Gardner, 1985),
particularly regarding the co-occurrence of attitude and identifica-
tion indices, this factor would correspond to an Integrative Motive.

Finally, Factor 5 is defined by four of the five orientation
scales and therefore seems best labeled as an Orientation dimen-
sion, with the provision that it does not include the identification
orientation which, as seen above, was associated with the integra-
tive motive.

In spite of a markedly different context, the results obtained
here are similar to those obtained in North American studies. The
integrative motive emerged with a definition which indeed corre-
sponds closely to Gardner’s (1985) discussion of the construct. The
self-confidence-with-English cluster was also composed of vari-
ables typically associated with the construct (e.g., Clément, 1980,
1986; Clément, Gardner & Smythe, 1977, 1980). It should be noted
that contrary to Au’s (1987) eritique, self-evaluations of proficiency
are here associated with self-confidence (Factor2) and not achieve-
mentas reported by teachers(Factor 3).* Furthermore, English-class
anxiety and course difficulty, which are associated in Gardner’s
(1985) socioeducational model with the learning environment, are
here associated with self-confidence. However, our factorial struc-
ture did not show crossloadings of variables defining the teaching
environment(Factor 1)with those defining self-confidence(Factor 2).
We now turn to a more detailed examination of these relationships.

.............................. . A NN A AT e
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Anxiety, Seif-Confidence, ond the Classroom
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Because of the unexpected absence of a substantial relation
between self-confidence and the student’s evaluation of the teach-
ing environmment, we conducted 2 more detailed examination of
correlations in order to delineate the relation between the compo-
nents of these constructs. Focusing on the anxiety indices alse
provides & more common basis for comparing these results and

Table 3
Correlutions Between Components of Self-Confidence and

Classroom Variakles

EUA® ECA® SEP s5C
Student’s ovaluation of:
Teacher styls 09 02 .08 11
Teacher rapport J12* 11 A0 .15*
Teacher tompetence .08 -5 02 .02
Teacher motivation J12* ~.02 10 11
Course attractiveness J14* .08 A1 .15%
Course difficulty 26 34 2g** 35
Course usefulness .08 07 .13* 12*
Teacker’s rating of student’s:
Communicative skills i AGEH 40%* 52**
Passive skilis 228 G2EE .33%* .35%*
Last grade 0%+ 38** A3 43%*
Quality of homework 11 20%* 16% .18%*
Activity in classroom 37 AGEH 43** Ag*
Apparent motivation 33 AR 367 A1%*
Student status 30 A2F* 33* A1F%
Attitude and effort index .36E* RV 3T AR**
Frequency of contact AG%* 33% 3g*= AS**
Quality of contact ALE* BT AT 48**

reyersed

EUA=English Use Anxiety; ECA=English Class Anxiety; SEDP=Self Evalua-
tion of Proficiency; SC-Self-Confidence

n=301

*p< 5, two-tailed. **p<. 001, two-tailed.
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those of other studies. Table 3 therefore presents selected corre-
lations between the anxiety indices, self-evaluation and a composite
self-confidence index aggregating anxiety and self-evaluation,®
and different aspects of the evaluation of the teacher, the course,
student’s attitude and effort toward learning English, inter-group
contact and a teacher’s ratings of the student. We obtained the
attitude and effort index by first standardizing and then averaging
the motivational intensity and attitude toward learning English
scales.

As can be seen, very few of the students’ evaluations of the
teacher and the course correlate consistently and highly (p<.01)
with anxiety or self-evaluation. However, a notable exception is
the evaluation of course difficulty which, (as was shown in the
factor analysis) was related to the self-confidence factor. As for the
teachers’ rating of the students, both indices of proficiency (com-
municative and passive skills) are significantly related to anxiety
and self-evaluation, with indices of communication proficiency
showing the strongest relationships. Furthermore, all aspects of
classroom participation and involvement in learning English
(with the single exception of quality of homework) are related to
the anxiety indices. Finally, all indices are correlated with the
attitude and effort index and aspects of interethnic contact. For
the latter, similarly to the proficiency and classroom-behavior
indices, the aggregation of anxiety and self-evaluationinto a single
self-confidence index produces relatively enhanced relationships.

These results therefore buttress previous hypotheses linking
anxiety and self-evaluation with extracurricular contact (e.g.,
Clément & Kruidenier, 1985). They also support Phillips’ (1992)
conclusion regarding the relation between anxiety, attitudes, and
motivation towards learning the second language. Not only is
anxiety related to motivation, but it is also related to indices of
proficiency and more so to communication proficiency, as sug-
gested by Young (1991) and Horwitz et al. (1986). Itis also related
to what Crookes and Schmidt (1991) might consider teacher-recog-
nized symptoms of motivation and engagement: quality of homework,
apparent motivation, activity, and status in the classroom.
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Cur results, however, fail to support current suggestions that
the source of anxiety lies in the student’s perception of certain
aspects of the classroom situation., Within the limits of the
measures used here, anxiety is linked neither to perceptions of the
teacher nor to the course (with the exception of course difficulty).
Fellowing our theoretical conjecture regarding the role of group
dynamics, that relationship may, however, be established through
class group cohesion. We now turn to an examination of that
aspect within the context of the relationship between the major
constructs.

Mstivation and Group Dyvnamics

To assesstherelation between the constructs defined through
the previous analyses, we caleulated aggregated indices, using the
results of the previcus factor solution (Table 2). Thus we calcu-
lated indices for English Achievement, Evaluation of the Learning
Environment, Integrative Motive, Self-Confidence with English,
and Orientations by first standardizing and then summing the
variables defining the corresponding factors {Gorsuch, 1983). We
did not include the two motivational indices, Motivational Inten-
sity and Attitude Toward Learning English in the scores derived
from their respective factors hut, as for the previous analysis,
aggregated them to constitute a single Attitude and Effort index.
In addition to these six varishles, two cohesion scores were consid-
ered: one derived from the student’s perception of classroom
cohesion and one corresponding to the teacher’s evaluation of the
ceoperation and cohesion of each class group. Thus, we calculated
correlations among eight variables.

The matrix resulting fromthisoperationis appearsin Table 4.
Focusing en the most important relations (ie., those with p<.01),
Finglish achievement is related significantly to self-confidence, the
evaluation of the learning envircnment and the motivational
indices. Inturn, the attitude and effort index is also related to self-
confidence, the learning environment, and a cluster of affectively
based attitudes and motivation. Following our conjecture, cohe-
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Table 4
Correlations Between Aftitudes, Motivation, Self-Confidence, and
Aspects of the Classroom

EA LE OR SC IM CS8 CT

Attitude & Effort Index .38** 32%F 24% 47+* 40** 11 .09

English Achievement 2%k 18* B3¥* 17T 00 26%*
Learning Environment 03 12+ .08 .30 .62*%*
Orientations 23%  40%*..04 .02
Self-Confidence 21 02 10
Integrative Motive 07 -11
Cohesion (Student’s) 20*
Cohesion (Teacher’s) 1.00

SC=8elf-Confidence; IM=Integrative Motive; C5=Cohesion (student’s rat-
ing) CT=Cohesion (teacher’s rating)

n=301

*p<.05, two-tailed. *¥p<.01, two-tailed.

sion was associated to a positive perception of the learning envi-
ronment. Contrary to expectations, however, self-confidence was
associated neither with evaluation of the learning environment
nor with the cochesion indices.

There appears to be a close association between the evalua-
tion of the environment, the teacher’s appraisal of the group, and
the students’ evaluation of their own learner group. Thus the
tasks, the teacher, and the learner group are perceived as interde-
pendent aspects of clagsroomreality, significantly affecting student
L2 learning behavior. Gardner’s (1983) socioeducational model
has already incorporated attitudes toward the learning situation
(evaluation of the teacher and the course} as a component of the
integrative motive, Whereas our results do support the presence
of a learning environment cluster and its relationship to student
behavior and achievement, they show it to be distinct from the
integrative motive,
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Conceptualizing Foreign Language Classroom Motivation

Together with the factor analytic solutions, the results sup-
port the existence of & tricompenent motivational complex (see
Figure 1) in 1.2 learning within a foreign language classroom
environment. The first component, the integrative motive, is
asseciated with a number of orientations, including the instra-
mental-knowledge orientation. [t is to be hoped that this latter
result, coupled with Gardner's (1985) extensive discussion, will
put an end to the misleading use of a simplistic integrative-
instrumental dichotomy.

Even though the integrative motive ernerged here as a well-
defined cluster, unlike the results in North American studies
(Grardner, 1983), it showed little relationship to the evaluation of
the teaching environment. Such results suggest that in this
context the language teacher and the 1.2 course are not perceived
as linked to the L2 group and its members. The more obvious
impact of the present situation on the social determinants of L2
acquisition appears to be the relative independence of social-
paychological processes, which in a multicultural context, have
been more closely associated with one ancther.

The second major component of LZ motivation is self-confi-
dence. Self-confidence influences L2 proficiency both directly and
indirectly through the students’ attitude toward and effort ex-
panded on learning English. The indirect course of influence was
the one Clément and Kruidenier (1985) hypothesized and tested.

Motivaticon

Iitegrative }

) Foreign Language
‘LﬁBe"h avior and Competence

Linguistic !_ )
Self-Confidence J

Appraisal of l,
Classroom Environ mentl

Figure I. Schematic representation of a tricomponential! approach.
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The direct course indicates, in addition, that aspects of contact
with the L2 and its users provide the student with skills readily
applicable in the classroom.

The third component corresponds to the classroom environ-
ment. Group cohesion is associated with a positive evaluation of
the learning environment, thus forming a broader “perceived
classroom situation” cluster. As has been seen, this motivational
dimension emerges as a motivational subsystem independent of
integrative motivation and self-confidence.

Although it is possible to conceptualize these components as
independent contributors to proficiency, the present results also
suggest that the classroom context and extracurricular contact
activities may jointly affect language self-confidence—as would be
expected from an interactive model of language learning. On the
one hand, good classroom atmosphere promotes student involve-
ment and activity while moderating anxiety and promoting
self-confidence. On the other hand, the student brings into the
classroom a level of self-confidence and anxiety related to extra-
curricular experiences with the language, the quality and quantity
of which would then influence classroom behavior, achievement
and anxiety. Accordingly, being active in class means believing
that one is able to use English outside the classroom. Even in the
present case, where there is minimal contact with the second
language community, this “real” world would therefore be an
important source of “bad” experiences with actual consequences,
which challenge the students and generate anxiety (MacIntyre &
Gardner, 1989).

Obviously, given the impossibility of making strong causal
inferences from correlational results,® this interactive interpreta-
tion would need to be tested for its causal sequence and its
generality. It is, however, in line with previous results and would
theoretically extend Clément’s(1980) model of the language learn-
ing process.
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Pedagogical Impiications

Cur results confirm the relevance of a social psychologicsl
approach to the understanding of L2 motivation: even in the
Hungarian situation, where contact with L2 speakers was re-
stricted, socially grounded factors were related to the students’
atlitude and effort, classroom kbehavior and achievement, Fur-
thermors, application of the social psychelogical constructs of
group dynamics proved useful in describing the 12 classroom
environwent. Thus, our resulls give empirical grounding to s
recent development in L2 methodology, whereby group dynamic
activities are incorperated into the L2 syllabus in order to foster
various aspects of group development and enhance group cohe-
sion, with the aim of ereating an environment more conducive to
learning (Hadfield, 1992). Our results suggest, in addition, that
the task of the foreign language teacher and researcher is also to
curb and use influences which extend hevond the school context.
While recognizing the necessity of looking at the student through
the eyes of the teacher as we have done here, it seems imperative
that we all lock at the task of learning another language through
the eyes of the student. That, we suggest reveals foreign language
acquisition to be a complex social process.

Revised version accepted 13 May 1994

Notes

‘Defined operationslly, the selfconfidence construct includes twa compo-
nents (Clément & Kruidenier, 1985): anxiety as the affective aspect and self-
avaluation of proficiency as the cognitive component., Although the functional
relationship between the two components and behavior would seem to be
complex (Noels & Clément, 1894), their high intercorrelation justifies treat-
ing the two aspects as feeding into the same construct.

*T'he maximum-likeliheed procedure was chosen here because of its superior-
ity over other methods{e.g., principal component, principal axis} for providing
an index of the gocdness of fit of the solution to the data. It should be noted
that, in this case, because of the impossibility of correlating error variances
between the items, the goodness-of-fit index should not be expected to reflect
as geod a fit as with CFA technigues where this is possible. 'The Oblimin
rotation procedure was chosen because it does not assume the independence
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offactors. Inthis case, rotation of the factors following the Varimax procedure
did, hawever, produce virtually identical results. We reported the obliquely
rotated solution here because of the rather high correlation between Factors
1 and 3. Finally, for both analyses, we computed multiple solutions, extract-
ing different numbers of factors and using different rotation technigques. We
decided upon the solution presented in this paper by considering the eigenval-
ues associated with and the percentage of variance accounted for by each
factor, an examination of the Scree plot, and evidence of simple structure.
3As for the factor analysis of the orientations, the solution generated here was
achieved via maximum-likelihood EFA. In this ease, however, to be consis-
tent with previous studies, we applied Varimax rotation. The matter of the
relationship between the major construets studied here is dealt with in a
subsequent section of this paper.

*In fact, before Au’s (1987) article, the question of whether the self-evaluation
component belongs more readily with anxiety or achievement was tested by
Clément and Kruidenier (1985) as a feature of the measurement model of
their LISREL study. In none of the groups studied was there any indication
that associating self-evaluation measures to indices of proficiency would
provide a better fit to the model.

*The correlation between the two anxiety indices was .69 (p<.001) and both
correlated .56 (p<.001) with the self-evaluation score.

sApplication of multiple-regression or causal-modeling techniques to these
data would not have permitted stronger causal inferences (cf. Cliff, 1983;
Muliak, 1987). These approaches would, in this case, entail only mathemati-
cal transformations of the correlation matrices presented here.
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