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This paper reports on a survey study conducted in an attempt to identify second language learning motivation
among Japanese university students. Based on the questionnaire results, the researchers set out to explore
possible differences between female and male students in their motivation to learn English. Following this,
the researchers also attempted to uncover which of those identified motivational constructs can successfully
predict the number of absences.

The results of statistical analyses identified four motivational constructs which are defined as Integrativeness
(attitudes toward the target group and integrative orientation), Intrinsic Value (interest in studying English),
Negative Value (aversion to studying English), and Attainment Value (perceived importance of studying
English). Only one of the identified motivational constructs (Intrinsic Value) was seen to be a predictor of
absences along with the variable of gender. Although a difference in Integrativeness was seen between
female and male students, Integrativeness itself was not a predictor of absences.
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his is a study of why some students are frequently absent from their required

English classes while others conscientiously attend every class. Although

there are numerous factors, ranging from how busy students are with their
extracurricular activities to various physical variables, that may determine their
patterns of absence, the present study explored a possible role motivation may play in
determining whether they come to class or not.

In the field of SLA, ever since Gardner and Lambert (1959) acknowledged that not
only aptitude, but also motivation is strongly related to second language achievement,
many researchers (e.g., Gardner, 1985, 1988, 2000, 2001; Clement, Dornyei & Noels,
1994; Dornyei, 1990, 1996, 1998, 2001: Julkunen, 2001; Noels & Clement, 1996)
have made rigorous efforts to determine what constitutes second language learning
motivation, and how it is related to achievement. However, the amount of research
devoted to looking at the relationship between motivational behavior and motivation
has been rather meager compared to the entire body of motivational research. Thus,
this study attempted to investigate whether there is any significant relationship
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between motivation and classroom behavior, operationalized
as the number of absences. The variable of absences was
chosen as it was an observable, objective, and documented
classroom behavior.

However, in order to obtain information regarding how
motivation is related to absences, we first tried to define
motivation to learn English using one of the most well-
known psychological models of motivation, Expectancy
Value Theory (Eccles, 1983; Eccles & Wigfield, 1995;
Wigfield, 1994; Wigfield & Eccles, 1992; Wigfield, Eccles,
& Pintrich, 1996) as the main framework of the study.
According to Eccles and Wigfield (1995), achievement
behavior is predicted by two constructs: expectancy
for success in a given task and the value the individual
associates with success in that task. Expectancy in this model
refers to students’ expectancy for success on a certain task,
which in turn can be predicted not only by their perceptions
of task difficulty, but also by their expectation of their ability
to perform that task. On the other hand, value beliefs consist
of four components: Attainment Value, Intrinsic Value,
Extrinsic Utility Value, and Cost. In this model, Attainment
Value denotes the individual’s perception of importance of
success in a given task with reference to their perception
of how significant a task is to their self-schema or identity.
Intrinsic Value refers to the enjoyment that task engagement
brings about whereas Extrinsic Utility Value refers to the
usefulness of the task in terms of an individual’s future
goals. The last component, Cost, signifies individuals’
perceived negative consequences of engaging in the task.

Although most empirical research until recently has had
a tendency to emphasize the expectancy component in an
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expectancy-value framework (mentioned in Eccles & Wigfield,
1995), Eccles and Wigfield pay equal attention to both value
and expectancy components in their model. The results of
their research (Eccles, 1983; Meece, Wigfield, & Eccles,

1990; Wigfield & Eccles, 1992) imply expectancy beliefs,
including self-concept, ability perceptions and expectancy for
success, are significant predictors of actual achievement and
performance, whereas value beliefs are better predictors than
expectancy beliefs when it comes to choice behavior (i.e.,
intentions to take future courses and actual enrolment).

Although the present study referred to the expectancy-
value theory as the basis of the design, it also incorporated
two of the sub-components in Gardner’s socio-educational
model of motivation. The two that are included are
Attitudes toward Cultures and People of English Speaking
Communities, a sub-component of Integrativeness, and
Effort, a sub-component of Motivation in his model. The
reason why we decided to include these two aspects was
because they are part of Integrativeness and Motivation that
Gardner and his associates (Gardner, 1985, 2001; Gliksman,
Gardner, & Smythe, 1982; Gardner & Smythe, 1975)
repeatedly found important in second language learning and
which are not considered by the expectancy-value theory.

One specific variable this study looked at was gender. A
number of gender-based motivational studies support the
idea of differences in academic motivation between male
and female students (e.g., Bacon & Finnemann, 1992;
Burstall, Jamieson, Cohen, & Hargreaves, 1974; Dornyei
& Clement, 2001; Gardner and Lambert, 1972; Goldberg
Muchnik & Wolfe, 1982; Pritchard, 1987; Sung & Padilla,
1998). However, the present study found it essential to
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confirm this point and further investigate in what aspects of
motivation possible gender differences reside. Moreover, this
paper explored whether information regarding motivational
differences between male and female students can be used to
explain the patterns of their attendance.

In summary, the present study attempted to answer
the following research questions:

1. What constitutes English learning motivation among a
sample of university students in Japan?

2. Are there any differences in motivational sub-
constructs between males and females?

3. Is there any relationship between motivational
constructs, and the variables of gender and attendance?

Methods
Participants

The participants in the study were 453 second-year
students in the Faculty of Cultural Studies of a large private
university in Kyoto, Japan. Entry into the program is highly
selective, with only the top ten percent of the applicants
being selected. In this faculty, all students take a total of
seven required English classes over a two-year period,
regardless of their field of study within the faculty. Note that
these students are not language majors, and that the study
of a language may or may not be a major part of their field
of study. Their TOEFL scores ranged from 310-540, with
the mean being 427. The majority of the respondents filled
out the questionnaire during class in the tenth week of the
semester. The response rate was 90%.
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Motivation Questionnaire

The questionnaire, consisting of 30 seven-point Likert
scale items, was developed and administered in Japanese
(see Appendix 1 and 2 for details of the questionnaire).
Most questionnaire items were originally written so that
they would match the context of this study, drawing upon
the constructs proposed in expectancy-value theory. Those
constructs include students’ Expectancy for Success in
Learning English, Attainment Value, Intrinsic Value,
Extrinsic Utility Value, and Cost of Learning English.
However, Gardner’s concepts of Attitudes toward Cultures
and People of English Speaking Communities, and Effort
were also incorporated and measured by such items as “I
am interested in American lifestyles and cultures,” and “I
would like to make American friends,” and “I try to study
hard in English classes” and “I procrastinate about doing
my homework/assignments until right before the due date,”
respectively.

Results

Motivational Factors

In order to discover the motivational constructs that

underlie the 30 questionnaire items, a principal components
analysis was performed. In principal components analysis,
correlations between items are examined and these correlated
items are combined into one factor. After the first factor has
been extracted, consecutive factors are defined to maximize
the variability that is not captured by the preceding factor.
Because as we extract consecutive factors they account

for less variability, it is necessary to determine how many
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factors to extract. In this study, the number of factors to
extract was based on the following criteria:

1. Eigenvalues (the variances extracted by the
factor) are greater than 1.0.

2. Each factor contains individual items with
a minimum factor loading of .45 where a factor
loading is a correlation between the items and a
factor.

It is usually suggested that a loading of .30 or above is
considered to be a substantial correlation between the items
and a factor, we adopted more stringent criteria in order to
achieve a clearer structure. Furthermore, to determine the
best items for each of the motivational sub-components,
any items that seemed to be rather confusing based on

the previous administrations of the questionnaire were
eliminated (items 11, 25, 26, and 29).

After varimax rotation, a four-factor solution was chosen,
which accounted for 54.4% of the total variance (See Table
1). The reliability of the questionnaire after eliminating the
confusing items was .85 using Cronbach’s alpha.

Table 1. Principal Components Analysis Summary:

Eigenvalues and Percent of Variance Explained

Factor Eigenvalue | Pct of Var | Cum Pct
1 7.29 28.00 28.00
2 3.17 12.20 40.20
3 2.06 7.90 48.10
4 1.64 6.30 54.40
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Table 2 shows which items are loaded on (correlated with)
which factor. The numbers are all factor loadings except
for the ones in the right column. The numbers in the right
column designated by 4”are the communality, which is the
proportion of variance of the respective item that is due to
the common factors, and therefore, shared by all items.
Principle components analysis allows us to look at a
number of items or variables and find ‘common ground’
among them, which helps us to define the factors. Most
of the items that loaded on Factor 1 are concerned with
students’ attitudes toward cultures and people of English
speaking communities. On the other hand, three of the items
that are thought to be indicative of Extrinsic Utility Value
(items 22, 23 and 27) loaded on this factor as well. However,
those items also seem to match Gardner’s description of
integrative reasons for studying English, e.g., “I am studying
English because I would like to live abroad in the future,”
and “T would like to use English I studied when I travel
overseas.” Thus, Factor 1 is referred to as Integrativeness.

Items predicted to be indicative of Expectancy for Success,
Intrinsic Value and Effort all loaded on Factor 2. However,
it can be assumed that items 10, 21 and 28 of Effort may be
an indicator of how much students enjoy studying English
rather than of their perceived effort. Likewise, items 1 and
18 of Expectancy for Success also seem to better imply how
much students like English. Therefore, together with the rest
of the items that are clearly indicative of students’ intrinsic
value of studying English, Factor 2 is best described as
Intrinsic Value.

Although the items considered to be indicative of 5
different constructs loaded on Factor 3 together, all of the
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Table 2. Principal Components Analysis Summary: Factor Loadings

Items ‘ ‘ ‘ ‘ W
Factor 1: Integrativeness

2. I am interested in American lifestyles and cultures. 0.65 0.23 0.04 0.03 0.47
3. I am interested in British lifestyles and cultures. 0.65 0.03 -0.02 -0.01 0.43
4.1 am interested in lives and cultures of other English speaking countries. 0.61 0.16 0.04 0.13 0.42
8. By studying English, I hope to be able to read English novels, newspapers and/or magazines. 0.49 0.08 0.00 0.47 0.47
12. I would like to make American friends. 0.74 0.18 0.08 0.19 0.63
13. I would like to make British friends. 0.81 0.07 0.00 0.17 0.69
14. 1 would like to communicate with people in other English speaking countries. 0.75 0.10 0.06 0.30 0.67
22. I am studying English because I would like to live abroad in the future. 0.56 0.32 -0.04 0.06 0.42
23. 1 would like to use the English I studied when I travel overseas. 0.54 0.11 -0.07 0.32 0.42
27. By studying English, I hope to be able to understand movies in English. 0.56 0.09 -0.10 0.33 0.45
Factor 2: Intrinsic Value

1. T am good at English. 0.16 0.73 -0.05 0.00 0.56
5. I like studying English. 0.25 0.77 0.05 0.21 0.71
10. I try to study hard in English classes. 0.33 0.46 0.00 0.29 0.41
16. Studying English is fun. 0.23 0.77 0.03 0.24 0.70
18. I liked English classes at junior and senior high schools. -0.05 0.53 0.02 0.25 0.34
21. Even if there were no homework, I would try to study outside of class. 0.30 0.57 -0.03 0.24 0.48
28. I work on my assignments according to a preplanned schedule. 0.07 0.62 0.01 -0.16 0.41
Factor 3: Negative Value

9. I am studying English merely because it is a required subject. 0.03 0.00 0.80 0.02 0.65
15. My grades for English classes at junior and senior high schools were not very good. 0.01 0.09 0.63 -0.02 0.40
19. I would rather not to study English if possible. 0.03 -0.01 0.85 0.00 0.73
24. 1 am studying English merely because I would like to get good grades. -0.01 -0.07 0.80 0.06 0.65
30. Studying English is a waste of time. -0.03 -0.03 0.84 0.01 0.71
Factor 4: Attainment Value

6. Studying English is important because it will be conducive to my general education. 0.19 0.06 0.06 0.74 0.59
7. Studying English is useful. 0.24 0.20 -0.03 0.65 0.52
17. Studying English is important because it will broaden my view. 0.22 0.22 0.06 0.71 0.61
20. Studying English is important because it will make me a more knowledgeable person. 0.13 0.08 0.00 0.76 0.61
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items seem to indicate students’ perceived negative value Table 3. Multivariate analysis of variance of
of, or aversion to, learning English. Thus, Factor 3 is motivational subscales and attendance between
labelled Negative Value. On the other hand, Factor 4 was male and female students
predominated by four items, all of which were associated

with students’ perceived importance of learning English. It Mean Mean
: . F (df1,2)
was thus best termed as Attainment Value. Variable Sqr Sqr 1406 | Prlevel
Effect Error ’

. Attendance 131.97 8.15 16.19 0.00
Gender Differences :
In ord . hether there i i diff Integrativeness 14.38 0.97 14.83 0.00
n order to examine whether there is a significant difference

X W A Intrinsic value 173 | 1.00 173 | 019

between male and female students in motivation and .
attendance, a multivariate analysis of variance was Negative Value 1.24 1.00 1.24 0.27
performed on five dependent variables: Integrativeness, Attainment Value 0.46 1.00 0.46 0.50

Intrinsic Value, Negative Value and Attainment Value, and
attendance. With the use of Wilks’ criterion, the combined
dependent variables were significantly affected by the
independent variable, gender, F(1, 406)=6.62, p<.001. As
shown in Table 3, the results of the univariate F tests for each
dependent variable indicate that male and female students
differ significantly in Integrativeness: female students scored
significantly higher than male students. Table 3 also shows
that there is a significant difference between genders in the
number of absences. Again, female students were absent less
frequently than male students were.

Relationship between the Motivational Scales and
Attendance

A multiple regression was also performed with attendance
as a dependent variable, and factor scores for the four
motivational variables as independent variables. Table

4 shows the summary of multiple correlation analysis,
which indicates that these motivational scales can predict
attendance better than what would be expected by pure
chance alone. The R? shows the amount of variance
explained by the model.
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Table 4. Summary of multiple correlation analysis
of the motivational scales with attendance as the
dependent variable

R R?
0.16 0.02

Adjusted R
0.02

Std. Err
2.87

In order to learn which of the motivational scales
contribute most to the prediction of attendance, take a look
at Table 5 which shows that the regression coefficient for
Intrinsic Value is significant, suggesting that information
regarding Intrinsic Value differences can be used to predict
student attendance.

Table 5. Regression analysis of the motivational
scales with attendance as the dependent variable

Unstandardized | Coefficients Standar.dlz ed
Coefficients
Variable B SE B Beta T |SigT
Integrativeness -0.11 0.14 -0.03 -0.74 | 0.45
Intrinsic value -0.46 0.14 -0.16 -3.26 | 0.00
Negative value -0.04 0.14 -0.01 -029 | 0.76
Attainment 017 0.14 005 | -119 | 023
value
(Constant) 3.08 0.14 21.71 | 0.00
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Discussion and Conclusion

The present study attempted to explore three major issues:
1) the multidimensionality of motivation; 2) possible gender
differences in motivation and absence patterns; and 3) the
relationship between motivation and absence.

As to the first issue, this study indicated that motivation
to learn English is multi-faceted. Although this study
was based upon Expectancy-value Theory and Gardner’s
Socio-educational model of motivation, it was not meant
to replicate their work, as most questionnaire items were
rewritten so that they would match the particular context
of this study. Nonetheless, the structural components of
motivation to learn English found in this study can be
compared with those identified by the researchers listed
above. Among the six motivational constructs proposed in
Expectancy Value Theory (Expectancy, Past Experience,
Attainment Value, Intrinsic Value, Extrinsic Utility Value,
and Cost), Attainment Value and Intrinsic Value emerged as
independent factors. Although some positively worded items
indicative of Expectancy and Past Experience were loaded
together with Intrinsic Value items, this finding, partially in
keeping with the results of previous research, (Mori, 2002;
2003) indicates that Attainment Value and Intrinsic Value
may be in fact distinguishable motivational constructs.

It is interesting though that Extrinsic Utility Value
items were intermingled with the items concerning
Attitudes toward Cultures and People of English Speaking
Communities. However, upon close examination, we
noticed that these Extrinsic Utility Value items include “I
am studying English because I would like to live abroad in
the future,” and “I would like to use the English I studied
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when I travel overseas.” A similar result can be found in
Kimura et al’s (2001) study carried out in the Japanese
context. They also originally classified items concerning
travelling and studying overseas as instrumental motivation;
however, as a result of statistical analysis, found those items
loaded together with many items indicative of integrative
motivation. One possible explanation for these findings is
that such travel orientation may be more closely related with
the concept of integrative orientation rather than extrinsic
utility value or instrumental motivation. Although Gardner’s
original idea of integrative orientation entails students’ desire
to integrate into the target language community, as similarly
argued in Miyahara, Namoto, Yamanaka, Murakami,
Kinoshita, & Yamamoto (1997), Japanese students’ desire
or interest in travelling and studying overseas rather than a
desire to integrate into the target language community may
constitute their integrative reasons for studying English.
Other studies carried out with Japanese university students
also reported university students’ positive orientation to
travel overseas with an absence of any obvious desire to
integrate into the target language community (e.g., Benson,
1991; Berwick & Ross, 1989) (see also Irie, 2003 for a
review of motivational studies in a Japanese context). These
findings are, however, not surprising considering these
studies concerned Japanese EFL contexts where people
have very little chance to integrate into the target language
community.

When it comes to gender variations in motivation, the
results of statistical analyses imply that there is a significant
difference between male and female students in only one
aspect of motivation, namely Integrativeness. This factor is
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referred to as Integrativeness because the items loading on
this factor seem to represent two of the three components
Gardner argues constitute Integrativeness: attitudes toward
the target group and integrative orientation. However, once
again, in this case, the students’ integrative orientation
entails their interest and desire to travel and/or study
overseas rather than their desire to integrate. In any case,
although both females and males have high means on this
factor, the results of factor analysis suggest that female
participants have a greater interest in the cultures and
people of the target language community, greater desire to
make friends with those people, and are more interested in
travelling and/or studying overseas than male participants.

Another gender difference we found is that females
attended classes more frequently than did males. Considering
that gender differences were found in Integrativeness and the
number of absences, it is tempting to assume that because
the female students are more integratively motivated, they
attend classes more frequently. However, such an assumption
was rejected in this study. The results of multiple regression
analysis indicate that the only significant predictor of
absences for this group of students is Intrinsic Value, not
Integrativeness. In other words, this finding suggests that,
female or male, whether they are interested in and actually
enjoy studying English may determine whether they show
up in class or not. Then, why do females attend classes more
frequently than males? There are many factors, including
psychological and sociological ones, that may be attributable
to such a behavioural difference between genders. It is clear
that a more comprehensive study is necessary in order to
advance the understanding of this complex phenomenon.
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The relationship between motivation and learning behavior
is also very complex. It is plausible that all four identified
motivational factors would have a significant impact on
patterns of students’ absences. For instance, Negative
Value, a possible indicator of students’ aversion to studying
English, and Attainment Value, their perceived importance
of studying English, are likely to be important factors in
predicting students’ learning behaviors. Integrativeness
as well has been found to be highly correlated with
motivational behavior (Bartley, 1969, 1970; Gardner, 1985;
Gliksman, Gardner, & Smythe, 1982; Gardner & Smythe,
1975). The fact that integrativeness was not found to be
a significant predictor of attendance in this study may
possibly be due to a mismatch between students’ integrative
needs and the content of the class. This underscores
the importance for teachers to both pay attention to the
perceived needs and wants of their students and to clarify the
importance and utility of the course contents to the students.
Another possible explanation for this finding could be that
Integrativeness plays only a secondary role in determining
whether students attend class or not. In other words,
Integrativeness can affect attendance only with the mediation
of other more directly influential factors such as Intrinsic
Value. In fact, this idea matches closely with Gardner’s
(1985; 2001) claim that motivation (defined as a combination
of effort to learn the language, desire to learn the language,
and attitudes toward learning the language) plays an integral
role in second language learning, and can be influenced by
integrativeness and attitudes toward the learning situation.
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Appendix

Japanese Version of the Questionnaire

BREZEFAT. EFNZNLUTD IS TETTEEHEDDE
BIGEWEDICTILZLTT S0,

2<{EELRRL,

El={07~NAR

EE5MENZIXAEB LRV,

EES5TER,

EE5NhENZIXRAET %,

EECEN

FEBICRET D,

~Nooah~hwnN —

1 HEIFBETH S,

2 PR DOEFPXLICEENH S,

3 AFYRDEFPXAL ;Eﬂiﬂﬂib%%o

4 ZDMOEEBEDEF LI ICHEKNH 2,

5 BEDMBETDDHNFETH D,

6 BEBOMBIIHBEEEHDEVNSEKRICEWIEETH S,
7 5&:1 0)@3@ &*%IWUDEELC& L-_thlp\—so
8 TEDMEE LT, B T/I\GH R 5N
DfzU\,

9 EEEMARLTVWDDIE, FNHREBERIB THEIHSICT TR,
10 EEOREICII—EBDEDEESEE TV,

11 EEEICHUTIFEBEFEFHI R,

12 PAUAANDERZEEDLDZW,

13 AFURANDREEDLD,

14 ZDMDEREE D AR ERRZFEDIZW

15 R PEROEEDORIEILHED LL<ah o7,

Bl oL P Sl AN
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16 FEEDMFRIFZELL,

17 HEOMBISBEHZLITDEVWSERICEWTEETH D,
18 FEPERDIEDIRENFEE o1,

19 TENIXEEBOHEE L=<,

20 HEDMRIFE DL DHFZEICDIFDEVWSERRICE W
TEETHD.

21 1BrRE/ BEN L TE ASH D TIRELNCHIZEE M
HIBHERD,

22 REBEEMBUTWBDIE ERANAETEFLTHEWHST
55,

23 HEEMBUT AERTE T 2ESRILTIEL,

24 HEEEMBLTVWBDIF. KWEHEERD ZWLWHSICTER L,
25 FEEE B U T OFRDOFBICIRII T,

26 B EIFIREHDOERICAESHBVWEEDHED I ENTERL,
27 REBEEMBU T EEBORBENEBE TEDLSICEDI,
28 EENSESBED EEHBE A T THREDEREBERE [CIFEDE
A TWB,

20 B/ EEL BAEZESIBRVEEICEYICY>TWS

30 HFEFEOMRISKEDEKTH 5.

Appendix 2
English Translation of the Questionnaire

Read the following statements and choose the number that
best matches your opinion of each statement.

1. strongly disagree

. disagree

. slightly disagree

. neither agree or disagree
. slightly agree

. agree

~N N L B W DN

. strongly agree
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1. Tam good at English.
2. I am interested in American lifestyles and cultures.
3. I am interested in British lifestyles and cultures.

4.1 am interested in lives and cultures of other English
speaking countries.

5. I like studying English.

6. Studying English is important because it will be conducive
to my general education.

7. Studying English is useful.

8. By studying English, I hope to be able to read English
novels, newspapers and/or magazines.

9. I am studying English merely because it is a required subject.
10. I try to study hard in English classes.

*11. English is one of my weak subjects.

12. I would like to make American friends.

13. I would like to make British friends.

14. I would like to communicate with people in other
English speaking countries.

15. My grades for English classes at junior and senior high
schools were not very good.

16. Studying English is fun.

17. Studying English is important because it will broaden my
view.

18. I liked English classes at junior and senior high schools.
19. I would rather not to study English if possible.

20. Studying English is important because it will make me a
more knowledgeable person.
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21. Even if there were no homework, I would try to study
outside of class.

22. I am studying English because I would like to live abroad
in the future.

23. I would like to use the English I studied when I travel
overseas.

24. 1 am studying English merely because I would like to get
good grades.

*25. I would like to get a job that uses the English I studied.

*26. I procrastinate about doing my homework/assignments
until right before the due date.

27. By studying English, I hope to be able to understand
movies in English.

28. I work on my assignments according to a preplanned
schedule.

*29. I work on my assignments just to the extent that I will
not fail a class.

30. Studying English is a waste of time.

Note: Items with * represent the eliminated items.
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