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The rnajor purpose of this study was to nvestigate the etfects of
integrative motivation and instrumenta motivation on the learning of
French/Eng ish vocabulary. Integrative motivation was defined in terms
of  a  medran sp l t t  on  scores  ob ta tned on  subtes ts  f rom the
Attitude/lVotivat on Test Batlery, while instrumenta motivation was
situationally determined in terms of monetary reward for doing well. The
results demonstrated that both integrative motivat on and instrumental
motivation facil i tated earning. Other results indicated that instrumentally
motivated students studied longer than noninstrumentaly motivated
students when there was an opportun ty to profit from learning, but th s
distinction disappeared when the incentive was removed. Both
integratively and instrumentally motivated students spent more tme
thinklng about the correct answer than those not so motlvated,
suggesting that both elements have an energizing effect. A secondary
purpose oi this study was to assess the consequences of computer
administration of the Attitude/l\,4otivation Test Battery. In this respect the
results were most encouraging. Computer administration appeared not
to detract from the internal consistency reliability of the subsca es used,
and moreover there was an indication that an index of reaction t me to
individual items rn ght provide a way of identifying soclal desirabi ty
responorng.
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Considerable research has demonstrated that attitudes and motivation play a role in
the leaming of a second language. Gardner (1985)summarized much of the literature
dealing with this topic and discussed various conceptual, analytic, and theoretical
issues associated with this area. A maior feature of his socioeducational model of
second Ianguage learning (see also Gardner & Smythe, 19?5) is the proposition that
attitudes play a role in language leaning through their influence on motivation.

In the socioeducational model, the integrative motive is viewed as a constellation
of attitudes and motivation involving various aspects of second language learning,
with the prime determinant of achievement being the motivational component.
Gardner (1985) stated that "motivation to learn a second language is influenced by
group related and context related attitudes, integrativeness and attitudes toward the
leaning situation, respectively" (p. 168). He argued that many other variables might
also be implicated in second language learning, including an instrumental orientation.
"To the extent that it (an instrumental orientation) is a powerful motivatot it too will
influence achievement, but the major aspect in it is not the instrumentality per se but
the motivation" (p. 168). There is, therefore, a major distinction between ofientations
and motivation. Orientations refer to reasons for studying a second language, while
motivation refers to the directed, reinforcing effort to learn the language.

The distinction between integrative and instrumental orientations is a common
one in this field of research. An integrative orientation reflects an interest in leaming
another language because of "a sincere and personal interest in the People and
culture represented by the other language group" (Lambert, 1974, p. 98), while an in'
strumental orientation emphasizes "the practical value and advantages of learning a
new language" (p.98). Although some studies have used orientation items as their
major affective measures (see, for example, Chihara & Oller, 1978; Lukmani, 1972;
Oller, Baca, & Vigil, 1977; Oller, Hudson, & Liu, 1977), this approach places too much
emphasis on orientation. In the research that has demonstrated the importance of
affective factors (see, for example, Gardner, 1985; Gardner & Lambert, 1972), it has
been shown repeatedly that it is not so much the orientation that promotes achieve-
ment but rather the motivation. If an integrative or instrumental orientation is not
linked with heightened motivation to learn the second language, it is difficult to see
how either could promote proficiency.

Research that focuses only on orientations is faced with at least two conceptual
difficulties. First, as might be expected, the integrative and instrumental o entations
have been shown to be positively correlated with one another and indeed often
contribute to the same dimension in factor analytic studies (Gardner, Smythe, &
Lalonde, 1984). This seems reasonable since someone who is oriented to learn a
language for integntive reasons might well recognize the instrumental value of
learning the language and vice versa. Spolsky (1989) made a similar observation
when he pointed out that there are many possible bases for motivation. He stated: 'A

language may be learned for any one or any collection of practical reasons. The
importance of these reasons to the learner will determine what degree of effort he or
she will make, what cost he or she will pay for the learning" (p. 160). Second, as
demonstrated by Cldment and Kruidenier (1983), there are many possible orienta-
tions depending on the linguistic,/cultural context, and even the definition of integra'
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tive and instrumental orientations differs in different settings. Thus, even if one finds
that one orientation correlates higher with achievement than another (cf Lukmani,
1972), there is little theoretical significance in the result.

A basic tenet of the socioeducational model is that the integrative motive facili-
tates second language acquisition because it reflects an active involvement in lan-
guage study. This active component has been demonstrated in studies that show that,
in addition to being more successful in learning a second language, integratively
motivated students are more active in language class, are more likely to participate in
excursions to the other cultural community when given the opportunity and to
interact with members of that community when there, and less likely to drop out of
language study in subsequent years (Gardner, 1983). This does not imply that an
instrumental motivation would not also be effective. However, to date, therc has been
relatively little research conducted on an instrumental motive (as distinct from an
instrumental orientation).

ln order to study instrumental motivation in language study, it is necessary to
establish a situation in which such motivation will be salient. One possible paradigm
suitable for laboratory research was used by Dunkel (1948), though he did not use the
lerm instrumental molrJdfron. Dunkel was concerned with investigating the effects of
motivation (among other factors)on learning Modern Persian. He offered rewards of
up to $4 for superior performance in the learning of grammar. Although this strategy
tended to be associated with higher mean performance on the grammar test, the
results were not significant, possibly because the study lacked sufficient power
Dunkel concluded: "One could then suggest that the observed differences might be
educationally significant even if not statistically significant" (p. 103). Regardless of the
results, that study does provide a useful methodology for studying the role of an
obvious form of instrumental motivation on second language learning.

An analogue task has already been used to study the effects of attitudinal/motiva'
tional characte stics on second language learning. Gardner, Lalonde, and Moorcroft
(1985) used an English/French paired associates learning paradigm and found that
the rate of learning French nouns was faster for students with favorable attitudes and
motivation as compared with those with less favorable ones (as defined by a median
split on the Attitude/Motivation Index [AMI]). In addition, subjects above the median
in language aptitude also learned faster than those below the median. Such results
demonstrate that an analogue situation can be used to study the effects of various
factors on second language learning.

The major purpose of the present study was to investigate the role of both instru-
mental and integrative motivations in language study by determining how they
influenced the learning of 26 English/French word pairs. The instrumental motiva-
tion was situationally defined in terms of a $10 reward offered randomly to one-half
of the subjects if they achieved a superior level of success on the final trial of the
learning task. The offer of an incentive can be viewed as a form of environmentally
defined instrumental motivation. To the extent that this was a subiect's sole reason for
learning the material, it might also be considered as reflecting an instrumental orien-
tation for that person, but to the extent that subjects were not asked this question,
this cannot be determined. The point is then that this reflects an environmentally
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defined forrn of instrumental motivation. Results obtained in this study support the
generalization that it was, in fact, motivating for the participants.

Following Gardner (1985), an individual difference measure of integrative motiva-
tion was defined by aggregating scores on six attitude and motivation tests involving
elements of integmtiveness (lntegrative O entation, Attitudes toward French Canadi-
ans, and Interest in Foreign Languages), attitudes toward the learning situation, and
motivation (Attitudes toward Learning French, Desire to Learn French). It was hy-
pothesized that both instrumental and integrative motivations would influence the
learning of second language matedal. It was also felt that the two different motiva-
tional states may have differing but unspecified effects on how subjects approached
the task of learning the word pairs. Two measures of effort expended during the
learning task were also investigated (Viewing Time and Study Time). Canoll (1962)
argued that time devoted to learning was an index of motivation; thus, both measures
seem ideally suited as indices of motivation in this context.

A secondary purpose of this study was to assess the feasibility of administering
elements of the Attitude/Motivation Test Battery (Gardner, 1985) by computer since
research has demonstrated that this approach may provide a means of identifying
social desirability responding. A recent article by Hsu, Santelli, and Hsu (1989) re-
viewed much of this literature and concluded that deliberate faking tends to be
associated with shorter latencies in responding to individual items. Their own results
supported this conclusion. In the present investigation, rather than focus on faking,
we were interested in determining how response latencies related to scores on the
attitude./motivation measures, and whether the different instructions with respect to
the learning task influenced either attitude/motivation scores or item response
latencies.

METHOD

Subiects

Ninety-two introductory psychology students participated in this study in order to
fulfill a course requirement. None of the slbjects had studied French since their
penultimate year of high school, The reason for using subjects who had not studied
Frcnch for some time was not taken lightly. Given the materials to be learned, it was
known on the basis of previous research (Gardner, Lalonde, & Moorcroft, 1985)that
such individuals would not know any of the vocabulary items at the outset of the
study, and that consequently the rate of learning would reflect lacton operating in
the learning task itself as opposed to transfer from previous knowledge. Since the
major focus was on the effects that attitudes and motivation, on the one hand, and
monetary rewards, on the other, had on the French vocabulary learning (and other
relevant behaviors), such control seems mandatory. A possible c ticism of this strate-
gy is that since the individuals were not students of French, none could be said to be
truly integratively motivated to learn French. This, however, would tend only to
moderate any effects between those classified as integratively or not integratively
motivated, thus making any significant effects for this factor all the more impressive.
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Materials

There were two parts to this study. In the first part, subjects responded to items
assessing eight different attitudinal/motivational characteristics adapted from
Gardner, Lalonde, and Moorcroft (1985) as well as the trait of social desirability
responding. These Likert items were presented in an individually determined random
order on a Zenith microcomputer. The computer recorded both the individual's
response and the time it took for the individual to make the response. The variables
assessed, and their Cronbach alpha (o) reliability coefficients, were as follows:

1. Attitudes toward French Canadians {o = .88). Ten items, five positively worded and five
negatively worded, were presented. A sample positively worded item is "lf Canada should
lose the French culture olQuebec, it would indeed be a great lossl'A high score reflected a
positive attitude.

2. Interest in Foreign Languages (d = .79). Five items expressing a positive interest and five a
relative disinterest were administered. A sample item is "l enioy meeting and listening to
people who speak other languagesl' This test was scored such that high scores reflect a
strong interest in foreign languages.

3. Desire to Learn French (a = .87). This is a 6-item scale with equal numbers ol positively
and negatively keyed items. A high score denoted a relatively strong desire to learn
French. A sample item is "l wish I were fluent in Frenchl'

4. French Use Anxiety (@ = .86). This 8-item scale had four positively and four negatively
worded items. A high score indicated that subjects would feel anxious if called upon to use
the French they knew. A sample item is, "When making a telephone call, Iwould get
flustered il it were necessary to speak French:'

5. Attitudes toward the Learning Situation (d = .?2). This &item scale included four items
referring to French teachers in general and four referring to French courses. Half of the
items were positively keyed and half negatively keyed in each case. A sample item is
"French courses ofler an excellent opportunity for students to broaden their cultural and
linguistic horizonsl'

6.lntegrative Orientation (a=.71). Four items expressing the importance of learning
French lor integrative reasons were presented. A sample item is "Studying French can be
important because it allows people to participate more freely in the activities ol other
cultural groups:'

T.lnstrumental Orientation (a = .68). Four items expressing the importance of learning
French lor instrumental reasons were presented. A sample item is "Studying French can
be important because it is usefulfor one's careerl'

8. Attitudes toward Leafning French (n = .85). Thh 6-item scale included three items ex-
pressing a positive attitude and three items expressing a negative attitude. A sample item
is "l would really like to lea.rn French:'

9. Social Desirability (a = .23). Three positively worded and three negatively worded items
were adapted lrom Jackson's (1974)social desirability subscale of the Personality Research
Form. Although they were presented in a True/False format in the original, they were
presented in a Likert format in this study; this change might account for the low index of
reliability.

In the second part of the study, subjects were given six trials to learn 26 English/
French word pairs using the anticipation method. Testing was done by computer,
which registered the amount of time they viewed the English stimulus word (viewing
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time, VT), thef actual French response (VOC), and the amount of time spent review-
ing the English/French pair (study time, ST).

Ptocedure

Subiects were tested individually. On arriving at the laboratory they were informed that
this study involved learning a series of English/French word pairs. Subjects were told
that they were first going to be asked to respond to a series of items dealing with their
opinions about a number of issues associated with learning French, such as their
attitudes toward learning French, French use anxiety, etc. They were told that the items
would be presented on the computer monitor, and that they were to give their immedi-
ate spontaneous reaction to each item by depressing the appropriate number key from
I to 7 that indicated the extent to which they agreed or disagreed with each item.

Subjects were tested in one of two conditions. Those in the experimental condi-
tion were informed that they would be paid $10 if they were successful in their
learning of the English/French word pairs. Success was defined as 24 out of 26 pairs
absolutely correct in form and spelling on the sixth trial. This was determined by the
computer to eliminate any debate, and the number corect was displayed on the
monitor at the conclusion of that trial. Subjects in the control condition were simply
instructed to do their best.

During the learning task, a trial involved the administration of all 26 paired
associates in the following manner An English noun was displayed at the top of the
screen, and below this the prompt, "Translation?" Subjects were instructed that they
could view this for up to l0 seconds, or if they prefered they could move on by
depressing the return key. The time spent considering each item constitutes the
measure of vi€wing time (VT). They then typed the French translation including both
the definite article and the French noun, If they did not know the answer they simply
pressed the return key. At this point, the complete pair (English noun, French article
and noun) were presented, and subjects could view them for up to l0 seconds, or
move on by depressing the return key. This provided the index of study time (ST) for
each item. The order of presentation was randomized separately for each trial. The
computer recorded the viewing time, the Frcnch response typed by the subject, and
the study time for each item, and then stored them in a fixed standad order. At the
end of the sixth trial, the computer indicated the number that the subject had gotten
correct (i.e., correct anicle and correctly spelled French noun). Those subjects in the
experimental condition who achieved a score of at least 24 out of 26 were given $10.
Nine subiects achieved this criterion.

For the analyses involving number correct (VOC), a research assistant scored each
item. Subjects were given I point for the conect article, plus 2 points for the correct
noun (allowing for minor spelling variations) (cf. Gardner, Lalonde, & Moorcroft,
1985).

RESULTS

The major results of this study concern the elfects of situationally based motivation
(lnstrumental Motivation) and individual-based motivation (lntegrative Motivation)
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on the leaming of second language material. This was assessed by means of a 2 x
2 x 6 analysis of variance. One factor was Incentive Condition fteward vs. No Re-
ward). Fifty of the 92 subjects, based on random assignment, were told that they
would receive $10 if they got at least all but two items correct on the last trial. This
was considered to reflect an instrumental motivation to the extent that subjects were
leaming the vocabulary items simply for the monetary reward. The second between
subjects factor was Integrative Motivation (High vs. Low)defined in terms of a median
split within each Incentive group on the aggregate of the measures of Attitudes
toward French Canadians + Interest in Foreign Languages + Integrative Orientation
+ Attitudes toward the Learning Situation + Desire to Learn French + Attitudes
toward Learning French. Differences on this factor were considered to reflect differ_
ences in integntive motivation in that subjects in the high integrative motive condi-
tion had more favorable attitudes, etc., than subjects in the low intecrahve motlve
condition even though lone of these students were studying French is part of their
curriculum. The third factor was based on repeated measures, and it comDrised the
six trials of the learning task.

Three dependent measures were investigated. The maior one was achievement on
each trial (VOC). The second dependent variable of interest was the mean time spent
on each trial studying the pairs when they were presented together (ST). The third
dependent variable was the mean time spent viewing the English word before sub-
jects attempted to type in the French equivalent (VT).

Vocabulary Acquisition

Significant main effects were obtained for Integrative Motivation, Incentive Condi_
tion, and Trials, with the general pattern of results being as expected. The effect for
Inte$ative Motivation, f(1,88) = 4.48, p < .05, resulted because subjects high in
Integrative Motivation performed better overall (M = 30.55)than subjects who were
low (M = 25.61), while that for Incentive Condition, fit, 88) = 10.56, p < .01, oc_
curred because those offered financial rewards performed better (M = 31.77) than
those who weren't (M = 23.69). There were also significant learning effecrs across
trials, F(5, 440) = 414.81, p < .001.

These main effects were tempered, howevet by two significant interactions. The
interaction between Integrative Motivation and Trials, Iis, 440) = 3.35, p < .01, is
presented in Figure l, where it will be noted that the rate of learning is steeper for
subjects with a high level of Integrative Motivation than those with a low level. Simple
contrasts between the two groups at each trial reveals, furthermore, that the differ_
ences are significant at Trials 3, 4, 5, and 6. The significant interaction between
lncentive Condition and Trials (see Figure 2) is very similar, f(5, aa0) = S.35, p <
.001. Again, contrasts between the two groups differed significantly beginning at
Trial3.

Study Time

Significant main elfects were obtained for both lncentive Condition, F(1, gg) = 22.g4,
p < .001, and Trials, F(5, 440) = 109.73, p < .001. The effect for Incentive Condition



60

50

40

30

20

1 0

0

-..* Low Inleg --€- High Integ

Figure l. Number correct by Integrative Motivation and Trials.

60

50

4o

20

1 0

o

--€- Incentive - No Inceniive

Figure 2. Number correct by Incentive Condition and Trials.



An I n stru mental M otivation

-€F Incenlive * No Incentive

Figure 3. Study Time by Incentive and Trials.

occurred because overall those promised money for superior performance spent
more time studying each pair (M = 5.17 seconds) than those with no reward (M =
3.24 seconds). The effect for trials resulted because subjects tended to spend less time
studying the pairs as learning progressed. The interpretation of these two main
effects is tempered somewhat, howeveq by the significant interaction between Incen-
tive Condition and Trials, flS,440) = 6.34, p <.001. This interaction is presented in
Figure 3. As can be seen, both the incentive group and the no incentive group
evidence less study time as trials prcgress. Tests of means comparing these two
groups at each trial indicate, however, that the incentive group spent significantly
(p < .05) more time studying the word pairs on every t al but the last one, on which
the two groups did not differ significantly.

Viewing Time

Significant main effects were obtained for Integrative Motivation, F(1,88) = 8.20,
p < .01; Incentive Condition, F11,88) = 11.59, p < .001; and Trials, F(5,440) =
41.40, p <.001. Integratively motivated subjects spent more time (M = 2.57) view-
ing the English stimulus than those who were not so motivated [M = 2.07). Subjects
who were promised a reward spent more time (M = 2.59 seconds) viewing the En-
glish stimulus than subjects who were not (M = 2.00 seconds). Moreover, the mean
viewing times for the six trials were 2.69,2.95,2.56,2.14, 1.92, and 1.64. Viewing
time increased slightly from Trial I to Trial2, but thereafter viewing time decreased
as learning progressed. All but the difference between Trial I and Trial 3 were
significant at the .05 level using post-hoc t tests.
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In addition to these three analyses of variance, correlations werc computed be-
tween each of the attitude,hotivation and social desirability measures and the learn-
ing scores, viewing times, and study times for each of the six trials. Since there were
two distinct groups, those in the Incentive Condition and those in the contrcl group,
the data were first standardized within groups before the correlations were computed
to eliminate any effects attributable to groups. The resulting correlations are present-
ed in Table L

As can be seen in Table l, there were a substantial number of significant (p < .05)
conelations involving vocabulary scores (VOC). Of the 54 correlations, 30 (56%) were
significant. Moreover, the patterns are very consistent. Desire to Learn French and
Attitudes toward Learning French (the two motivational components) were positively
correlated with achievement for all six trials, while Attitudes toward French Canadi-
ans correlated significantly with Achievement on Trials 2 through 6. Moreover, Atti-
tudes toward the Learning Situation resulted in significant correlations for Trials 3 to
6, French Use Anxiety correlated significantly (negatively) with vocabulary on Trials
I to 3, and Integrative Orientation correlated significantly only with achievement on
Trial l. The patterns for the other variables (lnterest in Foreign Languages and
Instrumental Orientation) were not that meaningful, and the two significant correla-
tions involving Social Desirability were not expected.

There were far fewer significant correlations involving Study Time (l of 54) and
Viewing Time (9 of 54) as might be expected given the results of the analyses of
variance. For Viewing Time, four of the correlations involved Attitudes toward
French Canadians (lrials 1-4), three involved Integrative Orientation (Irials 3-5), and
two involved Attitudes toward Leaming French firials 2 and 3).

Analysis of Attitude/Motivation Test Behavior

A secondary purpose of this stldy was to determine the implications of administering
the Attitude,/Motivation Test Battery by computer. Three questions were relevant to
this study. One concems the reliability of the subtests administered in this format, but
the comparability of the reliability coefficients obtained in this study with those from
other studies suggests that computer administration does not materially influence the
internal consistency reliability of the measures. In fact, the reliability coefficients for
this study were higher for seven of the eight measures than those reported by
Gardner, Lalonde, and Moorcroft (1985) for a comparable sample. The median relia-
bility for this study is .82, while it was .71 in the earlier study. Since some items were
changed, this improvement in reliability cannot necessarily be attributed to the
computer administration; nonetheless, it is clear that reliability is not lowered as a
result of computer administration of the items. A second question concerned wheth-
er or not offering an incentive to do well in the leaming task would influence scores
on the vadous attitude and motivation measures or mean item latencies. Tests of the
differences between the means using t tests failed to obtain any significant effect,
indicating that the differing instructions did not influence individuals' attitudes or
motivation or the latency in responding to attitude and motivation items (all ps >
.05).
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The third question concems the relation between speed of reaction to the atti
tude/motivation tests, including social desirability, and scores obtained on these
measures. Correlations between speed of rcaction to the items on a paticular test
and scores on that test yielded only two significant correlations. Subjects with high
scores on the measure of French Use Anxiety had higher reaction times (r(90) = .21,
p < .05), and subjects evidencing high social desirability had lower reaction times
(r(90) = -.32, p < .01). Furthermore, the only measure to correlate significantly
with Social Desirability was the French Use Anxiety scale (r(90) = -.24, p < .02\.

DrscussroN
A major finding in this study was simply that both motivating conditions, the individ-
ual difference of integrative motivation and the environmentally determined instru"
mental motivation established by means of financial inducements, influenced the
learning of French vocabulary pairs. Subjects with higher levels of integrative motiva-
tion learned more words overall than did subjects with low levels, and those who
anticipated a possible financial reward learned more than those who didn't. As
indicated in Figures 1 and 2, these differences became morc pronounced as learning
progressed. These results support the generalization that motivation facilitates learn-
ing, and that by and lafge any factors that motivate an individual to learn will result
in successful acquisition (cf. Gardner, 1985, p. 168; Spolsky, 1989, p. 160). That is,
both instrumentally motivated and integratively motivated subjects leamed better
than subiects not so motivated.

Other results from this study help to cla fy the processes by which such types of
motivation facilitate learning. There was a significant difference in favor of subjects in
the incentive condition in the amount of study time, suggesting that a monetary
reward can motivate individuals to study longer (and also learn more). However, the
interaction between Incentive Condition and Trials (Figure 3) is even more instruc-
tive. lt will be noted that, although the subjects in the incentive condition studied
significantly longer than subjects in the control condition on the first five trials, this
difference all but disappeared on the sixth trial when the reward was no longer
applicable, since subjects had either satisfied the criterion or had not. Once any
chance for receiving the reward was eliminated, subjects in the incentive condition
simply ceased applying any more effort. This, if anything, is a major disadvantage of
an instrumental motivation.

Although integratively motivated subjects learned more than those not inte-
gratively motivated, there was no significant difference between these two groups on
study time. This lack of a difference appears to question Gardner's (1985) conclusion
that integrative motivation is effective because it causes individuals to work harder,
though as reviewed by Gardner (1983) there is still a wealth of evidence supporting
that generalization. In the real life context, integratively motivated students work
harder, are more likely to participate in excursion programs, and are less likely to
drop out of language study. Each of these findings support the active interpretation of
integative motivation. One possible explanation for not finding such differences in
effort expended in the present study might be due to the fact that this is a laboratory
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study, and perhaps the setting is somewhat artificial. Moreovet other evidence in this
study does suggest that integratively motivated students are trying harder, as are
those motivated by reward. The analysis of viewing time-that time spent by individ-
uals considering the English stimulus before giving their rcsponse-indicated that
integratively motivated individuals spent more time thinking about their response
than subjects who weren't integmtively motivated. Similarly, subjects who were in
the incentive condition spent more time considering their responses. Both results
support the "effort" interpretation of the rcsults. Subjects who were motivated, either
integratively or instrumentally, tried harder to think of the correct answer and appar-
ently were more successful in finding it.

The results of the correlational analysis also help to clarify the nature of the roles
of individual attitude and motivation attributes in second language learning. Individ-
ual differences in Desire to Learn French, Attitudes toward Learning French, and
Attitudes toward French Canadians tend to correlate with French vocabulary acquisi-
tion at each trial (with the one exception). Furthermore, Attitudes toward the Learn-
ing Situation tends to relate to proficiency in the latter stages of learning (as if
subjects were reminded of their earlier classroom experiences as the trials contin-
ued), while French Use Anxiety was significantly related (negatively) to achievement
in the initial trials. Based on Tobias (1979) and Maclntyre and Gardner (1989), it
seems reasonable to anticipate such correlations in the initial trials between anxiety
and achievement. As trials progress, anxiety over the use of French would become
less relevant. Finally, as expected from the arguments presented in the introduction,
neither the integrative nor instrumental orientation scales were appreciable corre-
lates in their own right. This is important because it demonstrates clearly that orien-
tations may not relate to achievement while motivations do. It is not surprising,
therefore, that studies that consider only the correlations between orientation and
achievement often fail to find associations.

The few but nonetheless consistent correlations between some attitude measures
and viewing time are also impressive. The major correlates of viewing time are
Attitudes toward French Canadians, and Integrative Orientation-the only two mea-
sures that refer directly to the other language group. The absence of correlations with
study time was not expected, but may be a function of the task at hand. It was our
expectation (cf. Carroll, 1962) that study time would reflect motivation (as it certainly
did in the distinction between the Incentive and Non-lncentive Conditions), but it did
not relate meaningfully to the individual difference measures. It seems possible,
however, that the demands of the task itself played a much more dominant role than
any individual dif f erences.

These results demonstrate, therefore, that both integrative motivation and instru-
mental motivation can influence second language leaming. Both the individual dif-
ference lactor of integrative motivation and the situationally determined one of
instrumental motivation had consistent and meaningful effects on learning, and on
behavioral indices of effort. This, despite the fact that the study was conducted in a
laboratory setting. None of the students w€re actually enrolled in French language
classes, and the measure of integrative motivation involved differences in a series of
attitude and motivation scales that may not be as applicable to them as they would be
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if the students were currently studying French. Even so, the results clearly confirm
the role of attitudinal,hotivational variables and incentives on second language
learning. Generalizing these results to the language context seems fairly straight-
forward, and, if anything, one might expect that the effects would be even stronger in
the classroom context. A major conclusion suggested from these results, therefore, is
that both integrative and instrumental motiDation can influence second language
learning. This does not mean to imply, howevet that integrative and instrumental
onentatbns will necessarily influence learning. The important element is the motiva-
tion, not the orientation. Even in this study, the orientations were not particularly
predictive of achievement, while the two forms of motivation were clearly so.

A question might be raised about the external validity of these results. That is, is it
meaningful to generalize the results of this study to a reaflife language learning
context. Since the results of this study tend to agree with those of many studies that
have investigated students ir language classrooms, it seems meaningful to argue that
they are generalizable. In this study as in others, individual differences in integrative
motivation relate to achievement in the second language and to an index of effort
expended in learning. The present st[dy, however, introduces more control of the
learning environment and prior charactedstics of the students so that it is clear that
the motivational factors influence actual learning as opposed to performance on an
achievement test, for example, which could also reflect differences in prior knowl-
edge, test-taking motivation, etc. Of course, it is possible that the effects of instrumen-
tal motivation may not generalize, though one would wonder why not. Presumably,
becaNe the time period is much longer and the task less circumscribed than that
used in this study, any financial inducement might have to be larget but it seems
reasonable to expect that, to the extent that a monetary inducement was seen as
instrumental by the students, comparable effects would be achieved. At least, this is
the expectation that would derive from the socioeducational model of second lan-
guage acquisition. ftovided that a monetary reward has motivational properties, it
would result in instrumental motivation, which would in turn effect high levels of
achievement. Of course, to test the generalizability, actual research in a classroom
environment would be required. Some context where language training leads to salary
increments could provide a meaningful setting. If it were found that such students did
perform well in such programs, but then failed to continue to make use of their skills
once language training ended, this would provide further support for the notion that
an instrumental motive will facilitate learning until the reward has been achieved, but
then lose its potency.

The findings of this study also have implications for the socioeducational model of
second language acquisition. First, they demonstrate once again that motivation-
and in particular integrative motivation-facilitates second language acquisition.
They show too that there is a big difference between orientations and motivation.
They also help to point out a potential major distinction between integntive and
instrumental motivation. Because integrative motivation has an attitudinal founda-
tion in favorable attitudes toward the other ethnic community, other groups in gener-
al, and the language learning context, it is reasonable to expect it to have a continu-
ing influence on language learning and use. To the extent that an instrumenul
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motive is tied to a specific goal, however, its influence would tend to be maintained
only until that goal is achieved. This then could well be a rnajor dilference between
integrative and instrumental motives, and one that warrants further investigation. On
the other hand, if the goal is continuous, it seems possible that an instrumental
motivation would also continue to be effective. To a considerable extent this is the
point made by Spolsky (1989)in his analysis of the role that economic factors could
play in promoting second language acquisition in some contexts.

The findings with respect to comp|rter administration of the Attitude,/Motivation
Test Battery provide some information attesting to the utility of this procedure. The
intemal consistency reliability of the subtests were comparable to, or better than,
those obtained with paper and pencil administration. Instructions concening the
financial advantages of doing well in the learning phase of the study had no effects on
either the attitude/motivation test scores or the latency of responding to the items.
Finally, there was some evidence that reaction time to individual attitude/motivation
test items might reflect social desirability responding. Only one measure, French Use
Anxiety, correlated significantly with Social Desirability. The correlation indicated
that those who expressed low levels of anxiety were also those who tended to
respond in a socially desirable fashion. Thus, the measure of French Use Anxiety
might be viewed as one influenced by social desirability responding. If this is the case,
its correlation with reaction time might similarly be interyreted as suggesting that
those who respond faster seek to reflect a nonanxious state when contemplating
using French. That is, one component of variation in French Use Anxiety scores is
due to social desirability. This interpretation is strengthened by the finding that there
is also a significant negative correlation between Social Desirability and reaction time
to that test only. Such results suggest that one way of identifying social desirability
responding in the Attitude/Motivation Test Battery is by considering how quickly
individuals respond to the items. Future research is obviously required, but this is an
exciting first step.

(Receiued 9 Nouember 1989)
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