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IlmlOOUCTION 

Studies of the pheDOmeDOn of Language acquisition 

conducted prior to 1950 vere u.ialy theoretical in D&ture 

and dealt alœost exclusively vith the acquisition of the 

pri.u.ry or native language in the young child ( 4o). Sub­

sequent to 1950, an increasirag aaouat of experiaental re­

search bas been devoted to lang11&ge acquisition. Most of 

this recent work bas been coDCerned with the acquisition of 

a secondary language in the relatively mature inciividual, 

i.e., one already posessing some facility in another lan­

guage2. The standard paradip for the study of secondary 

language acquisition is the classrooa situation, which pro­

vides control over many of the relevant extrinsic variables 

(same teacher, text books, classroom, etc.). This permit a 

the researcher to attend in a relatively uaimpeded tDS.DD.er to 

one or more of the relevant intrinsic variables (U.nguistic 

ability, study-babits, interest 1 etc.) and its relationship 

to achievement in the second laaguage. 

An important problem trith regards to this phenOIRellon 

concerna the motivation which is necessary for, or at least 

facilitates, the learaing of a language. However, if one 

considera the high school stwl•t ill the classrooa situation, 

a common-sense answer immediately suggests itself: it is 

that which raotivates the stud.ent to learn any one of his sub-
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jects -- a desire to do well ill the subject, which is part 

of a general desire to do well 1a all high school subjects. 

Bowever, an interestiag alteraative to this COIIIIIOD sense 

answer bas been propesed by Dr. W.E. Lasbert aad. his as­

sociates of McGill UniYersity's:L&Dguage Research Group. 

Their suggestion is as follews: just as a child learu his 

DlOther tcm.gue 1a order to becoae like valued meabers of the 

family, aad later oa of the whole lingu.istic coaat~~~.ity, so 

a student of a secoa.d laaguage 1s motivated by a desire to 

become like IBellbers of a valueci secoad. cultural group. Thua, 

Lambert and his associatea predict tbat the attitudes of the 

studeat leamiDg a seccmd laJagu&ge with regards to the refer­

ent cultural group will at least partly deterœine his suecess 

iD learnillg the new J.anguage (26, PP 266-7). 

Several studies haye lteen carried out by aesbers 

of McGill University' s Laquase B.esearch Group 1a an effort 

to establish a solid empirical ._sis for their theory, which 

bas been operationalized 1a the followiDg masm.er. First, by 

classifying purposes for leamiag a secoad. language in one 

of two ways, via the "Orientatiea Index": either •tategrative•, 

where the purpose for.study is to learn.more about-the lan-

guage group or to meet aore &DC1 different people, or "1Dstru-

11.ental", where the reasou for study are utilitarian. Se­

cond, by aeasuriD.g the 1Dtensity of motivation to learn the 

second laDguage, via the "Motivatioul Intensity Scale• and 
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"Desire to learn the second language". The prediction froa 

the theory is tbat an integrative orientation makes fer great­

er intensity of motivation &D4 thus leads to greater achieve­

ment in the second language. AD.d slnce an extensive attempt 

at validation bas been made for this theory of motivation for 

second language acquisition, it was felt tbat careful examin­

ation of their resulta was desirable prior to the consideration 

of an alternative hypothesis. 

Gardner & Lambert (1959) find significant positive 

correlations between a student•a orientation towards learning 

French as a second language (Orientation Index)3 and both his 

intensity of motivation for learning the language (Motivation­

al Intensity Scale) and his obtained ratings of achievement 

in French. As well, significant positive correlations are 

reported between the MotivatioD&l Intensity Scale and the rat­

inga of French achievement. Even stronger support for the 

theory of Lambert et .!! obtains from a factorial analysis of 

the correlational resulta, whic'h yields two independent fac­

tors equally related to achieveaent in French: a tlinguistic 

ability" factor and a "motivational" factor. This latter 

factor denotes a motivation which is "cbaracterized by a will­

ingness to be like valued members of the language community• 

(26, p.27t)• In a similar study, Gardner (1960) reports sig­

nificant positive correlations between the Orientation Index 

and: two raeasures of raotivatioa.al intensity (Motivational 
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Intensity Scale, Desire to learn French) , aad also seven of 

nine measures of French achieveaent. The Motivational Inten­

sity Scale is significantly and positively related to six of 

the nine achievement variables, while Desire to learn French 

is significantly and positively related to all nine of these 

variables. Thus, there appears to be little question tbat 

in the bicultural Montreal set ting of the above two studies, 

an integrative orientation on the part of English-speaking 

high school students with regarcls to the French is related 

to greater motivation to learn, and consequently leads to 

high grades in, French. However, the question still remains 

as to whether this relationship is restricted to this or 

simi.lar bicultural settings, or whether it is universally 

deaonstrable. 

In connection with this question, the resulta from 

a few other studies are of interest. For instance, in the 

study of Anisfeld & Lambert (1961) which involves young stu­

dents of Hebrew at tbree of Montreal 1s Jewish parochial schools, 

no significant relation was fouad between measures of Hebrew 

achievement and a student's orientation toward learning Beb-

rew in two of the schools and in one of the four classes 

studied in the third school. In two of the other tbree classes 

in the third school, instruaentally ori~ted students obtained 

better grades, while in the remainiDg class, those who were 

integratively oriented did tend towards highec~~àèhtevemènt .. :.in 
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Hebrew. In another study involving students at McGill Univer­

sity' s French SUDIDer School, 'IDO&t of whom were from the U.S.A. , 

Lambert, Gardner, Barik & TUIUJtall (1961) report tbat while 

at an elementary level integratively oriented students do bet­

ter than those who are instruaeatally oriented, there is no 

relation between a student's orientation and his level of 

achievement at the more advan.ced levels. FiDally, Gardner 

(1958), Study II, where the §.s were adults taking an evening 

extension course in French at HcGill University, finds no re­

lation between the orientation Index and either French achieve­

ment (two measures) or the Motivational Intensity Scale, while 

the latter is significantly and positively related to both 

measures of achievement in French. 

These latter few studies seem to liœit the scope 

of the theory that an integrative orientation maltes for 

stronger motivation to learn, aad censequently leads to high 

achievement in, a second language. However, the common sense 

alternative suggestecl earlier (p.lf) is also narrow 1n scope 

since it is restricted by definition to the classroom situation. 

Therefore, it became necessary to seek some broader motivation­

al base, one which would encompass desire to do well in all 

high school subjects, in order to prevent the present study 

from becoming UDD.ecessarily â4 E• A goocl possibility seem-

ed to be ambition or general achievement motivation. For in-

stance, it could be argued that scholastic success is perceived 
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by the student as a sub-goal whose attainment is necessary 

prior to obtaining one 1s expected future occupation or to get­

ting ahead in life. ADd extending this logic to the situation 

of the young child learniag to speak, it could further be 

argued tbat the acquisition of his native language is one of 

the first achievement sub-goals which he must attain in the 

process of getting ahead in life. 

ln an attempt to firœly establish achieveaent moti­

vation variables as the only ones necessary to account for 

achievemeDt in a second language, it was decided to include 

several common4 or general motivation ("personality") vari­

ables in the study. The reasoning behind this decision was 

that in order to dem.onstrate coaclusively tbat achievement 

motivation variables are i•portant to achievement in a second 

language, to the exclusion of any other common type of moti­

vation, it would be necessary to show not only that achieve­

motivation variables are important, but also that non-achieve­

ment motivation variables are œimportant, in accounting for 

ac:hievement. 
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PR.OCEDUR.E 

Sub1ects. The ~s· used in the larger study of which 

this study formed a part ( 36) were all of the students from 

six white public high schools in Lafayette Parish (county) 

Louisiana who were taking a course in French and who came from 

homes where only English was spoken; a total of 96 students. 

~s were selected from a county in southwestern Louisiana be­

cause it was felt that this area might duplicate approximate­

ly the English-French bicultural conditions existing in Mont­

real (32) and thus provide a favourable setting for studying 

the relation between a student 1s orientation towards learn­

ing a second language and achievement in this second language. 

Seventy-two of the ,etudents used in the final analysis were 

taking a first year French course (French I), while the re­

maining 24 students were taking a second year French course 

(French II). 

Methqd. There were three testing sessions, all con­

ducted during 1961. In January a series of tests of attitude, 

motivation and ability were group-administered to all the ~s, 

who were assembled for this purpose in one of the high schools. 

This session was of approximately four and one half hours dur­

ation. Late in April, several French achievement tests were 
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administered in two test periods. The first period, lastiDg 

approximately one and one half hours, involved two group ad­

Dlinistered tests, while the second period involved individual 

three minute testing sessions. 
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RESULTS 

This study was part of a larger stw:ly of similar 

purpose but broader in scope.(36) the purpose of this study 

was, again, the delineatioD. of motivational variables which 

contribute to achieveaent in a second language; the purpose 

of the larger study was the clelineation of all types of non­

ability variables which coD.tribute to achievement in a second 

language. Because of the siailarity of these two studies , 

variables from the larger study which, though not originally 

includecl in the present a tudy, bad relevance to the present 

study were inclw:lecl in this analysis. 

The analysis of the resulta was conducted in three 

stages. First a preliminary analysis was done in order to 

eliminate irrelevant variables from further consideration. 

Then the main analysis was performed. And finally a supplemen­

tary analysis was carried out in order to answer questions 

raised in the main analysis. The resulta of the supplemen.­

tary analysis were included in the DISCUSSION. 

Of the many variables eliminated after a preliminary 

analysis of the resulta, the ones most worthy of note are the 

measures of integrative and instrumental 1110tivation (P1 - P4). 

The considerations which lead to their elimination were: 

1) these variables (P1 - l4) are unrelated to any of the 



10 

measures of French achineaent (3 - 7, P5 - P6), and 2) they 

are tnconsistently related amoagst themselves; e.g., P3- P4, 

both measures of the doaiaaace of integrative over iastruaen­

tal motivation, are not sipificantly related; P1 and P2 , 

which are significantly aacl poaitively related, are measures 

of conceptually unrelated. motives; respectively, degree of 

tntegrative and instruaental motivation. (See appendix •A•) 

Another noteworthy variable eliai.nated was the l.oe rating 

of the student 's expected. future occupation (P7) , which is 

an estima te of the level of the student 's occupational poten­

tial. The considerations wàich lead to its eli.taatien were 

as follows: the average . of tlais aeasure is significantly 

higher than the average of the Roe rating of the father's 

occupation (1), which is also-. estimate of the level of 

the student 's occupatioœl poteatial. This suggests a tendency 

by the students to over-esti .. te the level of their occupation­

al potential ( 2o, 22 , 37)• That a lack of realisa exista in 

their estimates of the level of their occupational potential 

is confirmed by the absence of significant (p<:.05) cor­

relations of the measures of intellectual ability (10 - 11, 

13) with the R.oe rating of the student '• expected future oc­

cupation (P7) , while one of the measures of intellectual 

ability (13) does correlate sigaificantly (p<:.01) with the 

Roe rating of the father's occupation (1), &Dd the correlations 

of the other two measures of intellectual ability (10 - 11) 



11 

vith this estima te of the student • s oceupational potential 

(1) approaeh signifieanee (p:=.10). 

The Pearson product-moœent correlation coefficient 

com.puted for all 41 variables uaed in the œaill analysis were 

factor analyzed usi.Dg the Centroid Solution, aaâ it was found 

tbat 10 factors accounted for most of the common variance in 

the correlation matrix. These 10 factors were rotated ortho­

gonally using the Normal Veriu.x aethod5• In identifying 

the content and nature of the factors, an atteapt was macle 

to follow closely the procedure i suggested by Fruchter (1954); 

viz., •by inferring wbat tests with high load.ings on a factor 

have in common that is present to a lesser degree in tests 

vith DlOderate loadings and abseat from. tests with zero or 

near-zero lsiad.ings. ~ ( 23 , p.145) 6 As well, note was taken 

of low loadings obtained by any of the achieveaent variables 

on a·factor and the factors are described and analyzed in 

order of their degree of relation to French achieveaent, viz. , 

I, IV, III, VII, X, VI, VIII, V IX, II. Also, where it seem­

ed to facilitate the interpretation, the analysis of a fac­

tor was fragmented into two parts. The first part consisted. 

of inferri.Dg what loadings obtained by tests within DAtural 

groupings bad. in coœmon. These groupings were considered to 

be the achieveaent-related tests, the ability tests, the 

achievement motivation tests, and the general motivation 

tests. The second part consisted of an overall interpretation 

of the factor. 
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On the first factor, twelve variables bad either 

high or very high loadings (1 - 6, 9- 11, 13, 34, 36), seven 

variables bad moderate loadings (7 - 8, 14- 16, 35, 37), and 

two variables obtained. low but significant loadings (12, 39). 

The pattern manifested by the achieveœent-related tests is 

as follows: a very high loading was obtained by the Cooper­

ative French Test (4). This is a standard test of French 

achievement measuring the basic academie sltills , viz. , read­

ing coœprehension and knowledge of written gr8.1'11Dar and vocab­

ulary. High loadings were obtained by the B.oe ra ting of the 

father's occupation (1), a meas:ure which may also be used as 

an indication of the student 1 a probable future oceupatioœl 

level; the fiDAl average grade, excluding French (2); the 

fiDAl French grade (3); the Freach Listening Coœprehension 

Test (5) t a measure of aural coaprehension in French; the 

pronunciation test (6), a aeasure of the quality of spoken 

French, and the expected. final French grade (9). Mod.erate 

loadings were obtained by the oral production test ( 7) , a 

measure of the skill showll in speaking French, and the ex­

pected final average grade (8). The high loadings obtained 

by the measure of the student 'a probable future occupational 

level (1) and by the fiDAl average grade, excluding French 

(2) indicate that the achieveaeat-related aspect of this 

factor delineates general intellectual achievement and not 

merely achievement in French. The pattern manifested by the 

ability tests is as follows: a very high loading was obtained 
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by the Modern LaDguage Aptitude Test (13), a measure of lin­

guistic ability. High loadings were obtained by the Primary 

Mental Abilities Test (10), a measure of general intelligence, 

and the Test of Educational Ability (11), a measure of academie 

ability. These loadings iDdicate that the ability aspect of 

this factor delineates geaeral iatellectual ability, i.e., 

the ability requirement for general intellectual achievement. 

The low but significant loading obtained by work habits (12), 

a measure of ability to functioa efficiently in an academie 

setting suggests tbat this ability bas little in common with 

general intellectual ability. The pattern manifested by the 

tests of achievement motivation is as follows: two of the 

three measures of motivation ~or scholastic achievement (34, 

36) obtained high loadings and the third (35) very nearly ob­

tained a high loading (.49). MDderate loadings were obtained 

by the measure of drive motivation for achievement in any set­

ting (16), a measure of general achievement motivation; Cali­

fornia Psychological Inventory subscales Ai and Ac (14- 15), 

measures of general motivation for achievement in an academie 

set ting, and a measure of motivation for achievement in French 

(37). A low but significant loading was obtained by another 

of the measures of motivation for achievement in French (39). 

The remaining three measures of motivation for achievement 

in French (38, 40 - 41) failed to obtain significant load­

ings. This pattern of loadings indicates that the achieve­

ment motivation aspect of this factor delineates motivation 
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for scholastic achievement. None of the measures of general 

motivation obtained loadiDgs of any significance on this fac­

tor. An overview of the com.po~&ents of Factor 1, which were, 

again, general intellectual achievement, general intellectual 

ability and motivation for scholastic achievement suggests 

that this factor denotes general intellectual achievement 

and its requirements. If this interpretation is correct, it 

is interesti.Dg to note that the motivational requireœent for 

general intellectual achieveaent in high school students is 

motivation for scholastie achievement and not, as Dlight be 

ex.pected, some more general font of aehievement motivation. 

On the fourth factor, five variables bad either 

high or very high loadings (9, 38- 41), four variables bad 

modera te loadings (2 - 3, 12, 37) and two variables obtained 

low but significant loadings (8, 30). The pattern manifested 

by the achievement-related tests is as follows: a high 

loading was obtained by the expeeted final French grade ( 9) • 

Moderate loadings were obtained by the final French grade 

(3), and the Cooperative French Test (4), a standard test 

of French achievement aeasuring the basie academie skills. 

A low but significant loading was obtained by the expected 

final average grade (8). These loadings indicate that the 

aehievement-related aspect of this factor delineates ex.peet­

ed achievement in academie French. lt should be noted that 

this expectation is related to actual achievement in academie 
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French. The pattern IIAD.ifeated by the ability measures is 

as follows: a œoderate loadiag was obtained by work habits 

(12), a measure of ability t~ fuaction efficiently iR an 

academie setting, while the remaining ability measures (10 -

11, 13) failed to obtain significant loadiags, indicating 

that the ability aspect,of the factor is not very important. 

The pattern manifested by the tests of acbievement motivation 

is as follows: very high loa4iags were obtained by tbree of 

the five measures of motivation for achievement in French 

(39 - 41). A high loading was obtained by another of the 

measures of motivation for achievement iR French (38). A 

œoderate loading was obtained by the remaiDing m.easure of 

motivation for achievement in French (37). None of the other 

measures of achievement moti.-tion obtained loadings of any 

significance on this factor, iDdicating that the achieve­

ment motivation aspect of this factor delineates motivation 

for achievement in French. One of the aeasures of general 

motivation (30), incentive motivation for artistie fulfill­

ment, obtained a low but sipifieant loadiDg on the factor, 

indieattng that the general motivation aspect of this factor · 

is of negligible importance. The important eomponents of 

Factor IV were, again, expected achievement in academie 

French and motivation for achievement in French. The over-

all dominance of the motivatioœl component suggests that 

this factor denotes motivation for achievement in academie 
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French. It is interesting to note the strong relation sug­

gested between expectation of achievement in French &Dd 

motivation for acbievement in French. 

On the third factor, one variable bad a high positive 

loading (31) and one variable bad a high negative loading (24). 

This indicates that this is a di polar factor. One variable 

had a moderate positive loading (5) and one variable had a 

moderate negative loading (2). Low but significant loadings 

were obtained by two variables (3, 25). Both of these load­

ings were negative. The pattera manifested by the achievement­

related tests is as follows: a moderate positive loading was 

obtained by the French Listening Comprehension Test (5), a 

measure of aural comprehension in French; a moderate negative 

loading was obtained by the final average grade, excluding 

French (2). A low but significant negative loading was ob­

tained by the final French grade (3). This dipolar pattern 

indicates that the achievement-related aspect delineated by 

this factor defines contrasting forms of achievement. One 

pole is defined by aural comprehension in French (5), a 

social skill. The other pole is defined by the final average 

grade excluding French (2), &Dd the final French grade (3), 

which are academie skills. This finding can be contrasted 

with the achievement-related aspect delineated by Factor I, 

which indicated the similarity between all forma of achieve­

ment. It should be noted, however, that because of the mag-
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ni tude of the loadings involved, the achieveœent-related as­

pect defined on Factor III is not very strong. None of the 

measures of ability obtained loadings of any significance 

on this factor. The pattern .anifested by the tests of 

achieveaent motivatiOD is aa follows: a high negative load-

ing was obtained by incerative taOtivation for achievement iD 

any setting (24). None of the other ~~.e&sures of achieveaent 

motivation obtained loadiDgs ~f any significance on.this fac­

tor. The pattern manifested by the tests of general motiv­

ation is as follows: a high positive loading was obtained 

by illcentive motivation for phyaical perfection (31). A low 

but significant negative loadiDS was obtained by incentive 

motivation for personal security (25). The illlportant cora­

ponants of Factor III were, again, incentive motivation for 

achievement in any setting (2.4), a m.easure of general achieve­

ment motivation, which obtained a high negative loading, and 

incentive motivation for physical perfection (31), a m.easure 

of general motivation, whi.ch obt:ai.ned a high positive loadir&g. 

Thus, Factor III denotes contrasting forma of motivation; these 

contrastiDg forma of motivation are in tur.n related to contrast­

ing forma of achievem.ent. Specifically, the Ille& sure of gener­

al achievement motivation (24) is positively related to the 

academie skills (2, 3) and negatively related to a social 

skill (5), while the measure of general .ativation (31) is 

positively related to a social skill (5) and negatively re­

lated to the academie skills (2, 3). Speculation on the 
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meaniDg of these iD.dicated relationahips is not iapertant 

for purposes of this study; wbat is important is the exis­

tence of these indicated relationships. 

On the seventh factor, Olle variable. bad a high 

loading (26). One variable bad a moderate loading (9). 

Four variables obtained law but significant positive loadings 

(3, 8, 17, 37), while three variables obtained low but sig­

nificant negative loadings (7, 2.3, 25). The high loading 

obtained by incentive motivation for social stature (26) in­

dicates tbat this is a aotivatioaal factor. This motive is 

j)ositively related to the expected fiaal French grade (9). 

To some extent, it is also positively related to the obtained 

fiaal French grade (3); the ez.pected fiaal average grade (8); 

a m.easure of motivation for achievement in French (37), and 

drive motivation for perso:ul security (17), and negatively 

related to the oral production test (7), a measure of the 

skill shown in speaking French; drive motivation for physical 

perfection (2.3), and incentive activation for persoœl security 

(25). It is interesting to note tbat like Factor III, this 

factor defines contrasting forma of achievement. Aad as with 

Factor III, the difference is between a social skill, in this 

case skill in speaking French (7), and an academie skill as 

represented by the fiaal French grade (3). 

On the tenth factor, one variable bad a high negative 

loading (29). Two variables bad moderate positive loadings 
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(14 - 15). Low but significant positive loadings were ob­

tained by five variables (17, 20, 25, 28, 35), while low 

but significant negative loadiugs were obtained by tbree 

variables ( 6, 19, 26). The ·high negative loading obtained 

by incentive motivation for sensual pleasure (29) indicates 

that this is a motivati012Al factor. This motive is negative­

ly related to California Psychological lDVentory subscales 

Ai and Ac (14 - 15), which measure general motivation for 

achievem.ent in an academie setting. To some extent, it is 

also negatively related to a measure of motivation for 

scholastic achievement (35); to the measures of motivation 

for persoul security (17, 25) , and t9 the measures of motiv­

ation for moral bettenaent (20, 28), and positively related 

to the prontmeiation test (6), a 11le&sure of the quality of 

spok.en French; drive motivation for intelleetual stillulation 

(19), and incentive motivation for social stature (26). It 

is interesting to note that the loading obtained by the 

social skill, quality of spoken French (6), 1s negative, 

while the loadings obtained by the measures of academie and 

scholastic achievement motivation (14 - 15, 35) are positive. 

This relationship may be interpreted as indicating tbat this 

social skill (6) tends to relate positively to certain measures 

of general motivation (29, 19, 26) aDd negatively to measures 

of academie or scbolastic achieY'ement motivation (14 - 15, 

35). This relationsbip is siailar to tbat found to occur on 

Factors III and VII. 
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the sixth factor is not well defined, as no vari­

ables obtained high loadings. Tbree variables bad moderate 

positive loadings (27, 34, 37), while two variables bad 

moderate negative loadings (17, 25). Low but significant 

loadings were obtained by two variables (7, 20). Both of 

these loadings are negative. Since the five variables which 

obtained modera te loadings are all motivational variables, 

the indication is tbat this is a motivational factor. The 

two measures of motivat~on for personal security (17, 25) 

are positively related to each other and, to some extent, to 

the oral production test (7), a measure of the skill show.n 

in speaking French, and to drive motivation for moral bet­

terment (20). These measures are negatively related to a 

measure of motivation for scholastic achievement (34); a 

measure of motivation for achievement in French (37), and in­

centive motivation for intellectual stimulation (27). It is 

interesting to note that the loading obtained by the social 

skill, skill in speaking French (7), is negative while the 

loadings obtained by the measures of scholastic and academie 

French achievement motivation (34, 37) are positive. This 

relationship may be interpreted as indicating tbat this social 

skill (7) tends to relate positively to certain measures of 

general motivation (17, 25, 20) and negatively to measures 

of scholastic or academie French achievement motivation (34, 

37). this relationship is very similar to tbat found to oc­

cur on Factor X. 
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The remaining four factors (VII, V, IX, Il) are 

unrelated to any of the aeasures of achievement in French 

(3 - 7) and are thus of no consequence to the main purpose 

of this study which was, again, the delineation of motivation­

al variables which contribute to achievement in a second lan­

guage. For the sake of coapleteness, however, a brief summary 

description of these factors is included. Factor VIII de­

lineates characteristics associated with a high valuation of 

artistic goals (30). These characteristics are above average 

socio-economic background (1), and below average intellectual 

ability (10, 11). Factor V delineates characteristics as­

sociated with a strong drive for achievement in the post­

academie period (16, 33). !hese characteristics are above 

average expectation of scholastic achievement (8); an above 

average academie ability (11); moderately strong motivation 

for achievement in French (38), moral betterment (20), and 

artistic fulfillment (22), and .a lack of concern for the goal 

of personal security (25). Factor IX gives indications that 

a strong concern with moral betterment (28, 20) is associated 

with a moderate or average concern for occupational achieve­

ment (32). Factor II extracts social desirability from the 

measures of general drive motivation (17 - 23) and drive 

motivation for achievement in any setting (16). The con­

siderations which lead to this interpretation of Factor II 

were: 1) the highest loading (.70) was obtained by drive 
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motivation for social stature (18), and 2) the lowest loading 

(.00) was obtained by drive motivation for artistic fulfill­

ment (22), the measure of general drive motivation which is 

the least desired, i.e., obtaiaed the lowest average rating, 

in the population studied. (see Appendix "A"). 
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DISCUSSION 

A review of the R.ESULTS and an iaterpretation of 

their general significance is in order here, prior to relat­

ing the findings either to the hypothesis presented earlier 

(p. 5f) or to other motivatioual studies in the area of 

second language acquisition. The RESULTS indicate: 1) There 

is a large common component underlying all measures of intel­

lectual achievement (1 - 7). This component was labelled 

general intellectual achievement. Intellectual ability (10 -

11, 13) and motivation for scholastic achievement (34- 36) 

are strongly linked to general intellectual achievement: 

Factor I; 2) There is a coaponent of achievement which is 

unique to the measures of achievement in academie French 4. 

(3 - 4). This component was labelled basic skills in academie 

French. Motivation for achievement in French (37 - 41) is 

linked to the basic skills in academie French: Factor IV; 

3) There is a multifactorial component of achievement which 

differentiates the measures of academie achievement (2 - 3) 

from the measures of aural and oral achievem.ent in French 

(5 - 7). These contrasting components of achievement were 

labelled academie skills and French social skills, respec­

tively. Certain of the measures of general motivation (26 -

27) and achievement motivation (14 - 15, 24, 34, 37) are 

positively linked to the academie skills and/or negatively 
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related to the social skills, while certain oth.er of the 

measures of general aotivation (17, 25, 29, 31) are negative­

ly related to the academie skills aad/or positively liDked 

to the social skills: Factors III, VII, X, VI. 

An attempt to coa.firm. this interpretation of the 

B.ESULTS was made by computing altiple correlations for all 

of the measures of achievemeat (1 - 7). Each multiple cor­

relation included as predictors an ability variable and a 

motivatioul variable. The ability predictor used throughout 

was the Modern Language Aptitude Test (13), since it bas the 

highest correlations with achievetaeDt (1 - 7) of all the 

ability variables (10 - 13). All except two of the measures 

of achievement motivation (14 - 16, 24, 34 - 41)7 were used 

as motivatioul predictors for each of the measures of 

achievement. Those measures of general motivation wbich, 

factorially and/ or correlationally, warranted an atteœpt at 

multiple correlation were also used as motivational pred.ictors. 

Analysis of the multiple corre~tions tends to confirua the 

interpretation of the factor an.lysis given above, and also 

to define aore,clearl,. the moti'V&tional variables important 

'for achiev~t. l'or installee, by taking the measure obtain­

ing the highest 111Ultiple correlation from each of the five 

groups of motivational variablea, i.e., general (17 - 23, 
t 

25 - 31), general achievement, (16, P$, 24), academie achieve-

ment (14 - 15), scholastic achieveaent (34 - 36) and French 
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achievement (37 - 41), for each of the seven measures of 

achievement (1 - 7), the following picture emerges: 1) the 

highest average correlation, considering all of the measures 

of achievement (1 - 7), is obtained by the measures of 

scholastic achievement mot,ivation (34 - 36); 2) the high­

est average correlation, considering only the measures of 

general achievement (1 - 2), ts also obtained by the measures 

of scholastic achievement motivation (34- 36); 3) the 

highest average correlation, considering only the measures 

of achievement in academie French (3- 4), is obtained by the 

measures of motivation for achievement in French (37 - 41); 

and 4) the highest average correlation, considering only 

achievement in the French social skills (5 - 7) , is obtained 

by the measures of general motivation (17 - 23, 25 - 31). 

The above statements are correct whether the rank of the 

multiple correlations, or the rank of the increment of the 

multiple correlations from the correlation with ability (13) 

alone, is considered. Also, looking only at the measures 

of achievement motivation, and computing the mean rank or in­

crement within each of the four groups of achievement motiv­

ation variables, a picture similar to the above emerges: 

1) the highest average correlation, eonsidering all of the 

measures of achievement (1 - 7), is obtained by the measures 

of seholastic achievement motivation (34 - 36); 2) the 

highest average correlation, eonsidering only the measures 
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measures of scholastic achievement motivation (34- 36); 
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3) the highest average correlation, considering only the 

measures of achievement in academie French ( 3 - 4) , is ob­

tained by the measures of motivation for achievement in 

French (37 - 41), and 4) the highest average correlation, 

considering only achievement in the French social skills 

(5-7), is obtained by the measures of academie achievement 

motivation (14 - 15). 

An interesting sidelight which emerges from the 

multiple correlations is the fact that the measures of general 

achievement motivation (16, P8, 24) bave the lowest average 

multiple correlations with the measures of achievement (1 -

7). This indicates that the correlations of these measures 

with achievement are mediated by their correlations with 

ability. It also suggests the possibility tbat the cor­

relations of the measures of general achievement motivation 

w1th the other measures of achievement motivation (14 - 15, 

34 - 36, 37 - 41) are also mediated by their correlations 

with ability, and therefore that the measures of general 

achievement motivation used in this study are invalid. In 

order to check on the validity of the measures of general 

achievement motivation partial correlations were computed, 

with the effects of ability (13) removed, between the measures 

of general achievement motivation (16, P8, 24) and the next 
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most general aeasares of achieveaent Mtivation, geaeral 

aotivatien for acacleaic achieveaent (14 - 15). The partial 

correlations for both of the drive meaaures of general achieve­

ment aotivatien (16, Pij} are 1û.gh1y aignificant (p< .OS), 

whi1e one of the partial correlatiens for the iBceative 

aeasure of general achieve-.ent aotivation (24) approaches 

significance ( p~ .1) • Thaa, it can be sa id with confidence 

that at least the drive aeasuraa of general achieveaent 

aotivation (16, Pg) are valid as aeasures of general achieve­

aent aotivation, even thougà they bave little relation to 

achievement. This fiDding 1Dd1cates that the concept of 

general achieveaent aotivatioll as a 1110tive related to achieve­

ment is not very meaDingful at the high school level. This 

is consistent with the findiDgs iD the main analysis that 

the two aeasures of motivation for occupatioaal achievement 

(32 - 33) are unrelated to the atudent •s probable future oc­

cupatioœl level (1) or to aay of the other measures of 

achievement (2 - 7). This fartàer suggests tbat general 

achieveaent goals, viz., goals ef the post-academie period 

auch as occupational goals, are. not very aeaningful to high 

school students. This interpretation is consistent with 

the findings of the preliataary aaalysis tbat the occupation­

al ·achieveaent level which tlte student expects to attain (P7) 

is unrealistic, viz., is too high for his abilities (10- 11, 

13). 
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An overview of all of the fiDdi.Dgs suggests cer­

tain generalizations concenaiDg the relation of œotivatioaal 

variables to achievelllellt. One generalization is that the 

beat indication of general achieveaent motivation for an in­

dividual is given by tbat fora of achieveJaeDt motivation 

·wbich is specifie to the .ost general recognized achievement 

situation with which the iDdiviclual is currently actively in­

volvecl. In the case of the high school student, the most 

general recognized achieveaeat situation with which he is 

currently actively involved ie academie achieveœent at the 

high school level., The fora of achia.eaent JDOtivation which 

is specifie to this situation is general scholastic achieve­

ment motivation (34 - 36), wbich aeasures motivation for a 

high average high school grade. And, as .. was seen earlier, 

the fiDdings iDdieate that general scholastic achieveaent 

motivation is the 110st illlportan~ form of motivation both for 

achievem.ent generally (1 • 7) a.ftd. also for the lBOre general 

forms of achievement recognized as such, (probable) occupat­

ional achieveaent level (1) aad. average high school grade ex­

cluding French (2). This inciicates that general scholastic 

achievement motivation is the best measure of general achieve­

ment motivation for high school students. Another generaliz­

ation is that any form of achieyement motivation which is 

related to a recognized achieveaent situation beyond the 

level of the recognized achieveaent situation with which an 



• 

29 

iD.diYid:aal is curreatly actiYely iBYolYed is l11liaportant as 

a fora of achieYeaeat 1110tivation for tb.at iDdi'Yid.ual. Con­

aidering the high sel'tool atud.at the fiDdiDgs indicate that 

both motivation for achieveaeat in any settiDg (16, r&, 24) 

and aotivatiOD for occ1;1.pational achieYeaeat (32 - 33), which 

are related to the post-acadeaic or occupational achievem.ent 

levels, are unimportant both fer achievement generally (1 -

7) and also for the .ore general foras of achieveœent recog­

nized as such, (probable) occupational achievement level (1). 

and average high school grade excludiDg French (2). A third 

generalization ia that the beat indication of achieveaent 

motivation in any particular recognized aehievement situation 

with which the individual is currently actively involved is 

the form of achievement motivation which is specifie to tbat 

recognized achievement situation. In the case of the high 

achool student the find.ings iDclicate that the form of achieve­

ment motivation most important for achievement ill a particular 

subject, academie French (3 - 4) in this case, is motivation 

which is specifie to tbat subject, aotivation for achinement 

in high achool French (37 - 41). The fourth and final general­

ization is that the forma of aotivation which are most impor­

tant for the attainment of social goals wbich are not (pri­

marily) recognized as achieyeœent goals are general motivation 

or "personality" variables. The more general forma of achieve-

ment motivation which are related to the most general recog­

nized achievement situation with which the iDdividual 
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is currently actively involved will also be of soae taportance 

for the attaiament of these social goals. ConsideriDg the 

high achool student, the fiadiDgs indicate that aural-oral 

achieveaent in French (5 - 7) .ay be considered as social 

goals. 'fhe most iaporta.Bt f_... of aotivation for the at tain­

ment of these goals are general motivation variables (22, 25, 

28), while general acadeaic ach$-eveaent motivation (14 - 15) 

is also of some tœportaace. tt is of intereat to note that 

the least important forœ of .otivation for aural-oral achieve­

ment in French is motivation for achieveœent in high school 

French (37 - 41). This tends to confira the classification 

of these foras of achievement as social goals not (prilllarily) 

recognized as achieveraent goals-: 

The resulta &Dd the generalizations based upon 

them are not coœpletely consistent with the hypothesis preseat­

ed in the IRTB.ODUC'l'ION. The hypothesis was, again, tbat de­

sire to do vell in a high scb.ool subject (French in this 

case) is part of a general desire to do well 1n all high 

school subjects, and. that the motivaticmal_.base from which 

this general desire to do well in all high school subjects 

derives is general achieveaent motivation. An analysis of 

the resulta indicates: 1) that desire to do vell in high 

school French is aot completely part of a geaeral desire to 

do well in all high school subjects; that there does exist 

a form of achievement motivation which is unique to achieve­

ment in· high school French aad, quite probably, to achieve-
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ment in each high school subject; and 2) that general 

achievement motivation may be the derivative motivational 

base for general desire to do well in all high school sub­

jects, since it is related both to general academie achieve­

ment motivation and also, to a lesser extent, to general 

desire to do well in all high scheol subjects, even though 

it is unimportant as a fora Qf ~tivation related to achieve­

ment; iD other words, even tho~h ambition in high school 

students does not mean a genera~ desire to achieve but rather 

a specifie desire to achieve in high school work, there does 

exist in high school students a general desire to achieve 

which, while unrelated to achievem.ent, is related to ambition. 

Also implied in the hypothesis was tbat achievement aotiv­

ation variables are the only motivation variables needed to 

account for all forms of achieveaent. The fiDdings ~dicate 

tbat this is true only for achievement goals which are recog­

nized primarily as achievement goals, such as doing well in 

high school work; tbat general motives ( •personality vari­

ables") are more important for aehievement goals which are 

recognized primarily as social goals, such as skill in speak­

ing and understanding spoken French. 

An atteapt was then •de to use the findings of 

this study to account for other motivational studies in the 

area of second language acquisition. This attempt involved 

generating a few predictions, based upon conclusions reached 
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in this a tudy, and. then analysing some of the previous stud.ies8 

using these predictions. The predictions were: .. , if the 

acquisition situation is auch tbat the second. language is 

perceived primarily as a social skill, then it is to be ex­

pected tbat general motivation ("personality") variables 

will be of importance in accomlting for achievem.ent. Alter­

natively, if the acquisition situation is auch tbat learning 

the second. language is perceivad primarily as an achievem.ent 

goal, then it is to be expectad that achievem.ent motivation 

variables will be more import~t tban general motivation 

variables in accounting for achievement. However, if the ac­

quisition situation is such tbat learning the second. language 

is perceived both as a social and an achievement goal, then 

it is to be expected tbat botb. general motivation and achieve­

ment motivation variables will be ~rtant in accounting for 

achievem.ent. Considering the studies of Lambert and Gardnar 

(1959), and Gardner (1960), which involve English-speaking 

high school stwients learning French in the bicultural Mont­

real area, the resulta iDdicate tbat both motivation for 

achievement in high school French (the Motivational Intensity 

Scale, Desire to Learn French) and general motivational ...... . 

variables (an integrative orientation) are important in ac­

counting for achievement in French. This find.ing is as might 

be expected, a ince the acquisition of the French language is 

presumably both an achievemeat goal (as a high school subject) 
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and also a social goal (a skill enabling the student to bave 

social intercourse with Freach-speakiDg frieads) to these 

students. However, a different situation exists in the study 

of Gardner (1958), Study II, where only lDOtivation for achieve­

ment in French (the Motivational Intensity Scale) is impor­

tant in accounting for achieve11e11t in French. From this 

study, which involves adults taking an evening extension 

course at McGill University, we can infer either tbat the ac­

quisition of the French lauguage is unimportant as a social 

goal, i.e., is primarily an ac~evement goal, or else tbat 

it serves as a goal for a general lDOtive not included in the 

study, i.e., a general motive other than tbat measured by 

the Orientation Index • 
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SUMMAR.Y 

The purpose of this study was the deltneation of 

motivational variables which contribute to achieveaent in a 

second language. the hypothesis was tbat the only motivation 

variables important to achieveaent in a secolld language are 

achievement motivation variables. The .§.s were all of the 

English-speaking students takiug a course in French at one 

of the six white public high schools in Lafayette Parish, 

Louisiana; a total of 96 studeats. the resulta indicate 

that the hypothesis under consideration is correct only if 

achievement in French is reco~zed primarily as an achieve­

ment goal, i.e., as an academie :subject; tbat if achievement 

in French is perceived primarily as a social goal, then 

general motivation or "personality" variables will be more 

important in accounting for achievement. Certain generaliz­

ations were formulated based upon the present findings, and 

then an attempt was made to relate this study to certain 

other motivational etudies in the area of second language 

achievement • 
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FOO'r-HarES 

1. How at the University of Western Ontario. 

2. It is interesting to observe tbat a change in methocio~ogy 

from theoretical to exper~lleDtal bas also been accompaD.ied 

by a shift in the focu.s of study from primary to second­

ary language acquisition. :This shift in focus bas been 

due chiefly to the greater amenability to careful eœpirical 

scrutiny of secondary over primary language acquisition. 

3. A positive correlation between orientation for leaming 

a second language and anotber variable indicates tbat in­

tegratively oriented individuals obtain higher scores on 

the other variable:;: a negative correlation indicates 

higher scores for those who are instrumentally oriented. 

4. In selecting cODIDOn types of motivation, the following 

approach was used. First it was decided more or less 

arbitrarily (cf 8 , PP 462_465) that there are four basic 

motivational categories: conative, affective, cognitive 

and motoric. Then, using these four adjectives, eight 

lista of synon,.a were obtained from B.oget • s Thesarus. 

The reason tbat eight and not four lists of synon~ were 

obtained is tbat where overlapping synonyme were found 

among the four initial categories, a new motive was 

taken to be established. General statements describing 
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bebaviour appropriate to each of eight different types 

of motivation were then constructed using the obtained 

lists of adjectival syaonym8, each statement being load­

ed with adjectives froa one of the lista (See Appendix 

"B", vars. 16- 31, for a description of the eight dif­

ferent motives derived). 

S. The intercorrelations amoag the variables, the factor 

analysis, and the rotations were all done on McGill 

University 1s augmented IBM 650 digital computer (see 

Appendix "A"). 

6. Loadings greater tban • 7 are considered very high; load­

ings between • 5 aDd • 7 are considered high; loadings bet­

ween • 3 and • 5 are considered modera te; loadings between 

.2 and .3 are considered 1~, and loadings less tban .2 

are considered insignificant (23 , p.151 ). All loadings 

are positive unless otherwise indicated. 

7. The two measures of,motivation for occupational acbieve­

ment (32 - 33) were not included as motivational pre­

dictors because they are neither correlationally nor fac­

torially related to achieveaaent (1 - 7), viz., all the 

correlations of these measures with achievement are in-

significant (p) .2) aDd all of the loadings of these 

measures on factors which have significant loadings <> .2) 

oâ achieveaent variables are insignificant (<:.3) • 



• 

• 

37 

8. Several of the studies of Laabert and Gardner (1958, 1959, 

1960) include raeasures both of motivation for achieveaent 

in high school French (the Motivational Intensity Scale, 

Desire to Learn French) and also of general motivation 

(the Orientation ·Index) , which makes these studies par­

ticularly appropriate for purposes of comparison with the 

present study. A eompletely integrative orientation on 

the part of a student with respect to his learning French 

indicates that achieveraent in French is perceived as a 

social goal, the attaiDaent of which will ena ble the 

student to have social intercourse with more and differ­

ent persona • 
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APPENDIX A 

· Preliminary Analysis 

I Measures of Integrative and Instrumental Motivation 

Pi P' 2 Ps Pi,: 
3: -05 -11 00 -10 

4: I -11 -15 03 -04 

II -07 -15 08 10 

III -03 -12 01 -21 

5: I 02 -05 00 11 

II -08 -21 -2.1 05 

III -04 -16 04 -02 

IV -08 -01 -12. 09 

6: I -06 -04 06 ~. J:3 

II -08 -04 12. 05 

III -12 -06 -03 12 

IV -09 00 01 06 

v -09 00 01 08 

7: -16 -03 12 -01 

P§ -03 02. 11 01 

P6 -05 00 08 03 

38 14 -01 -09 04 

41 2.3 09 -29Î -07 

P" :t 30Î 04 3oi 

P" t ·- 04 -05 

p~ - 17 

Pit 



46 

Prelimmnary Analysis 

Il Measures of Oceupational Potential 

A. P7 1 

10 01 17 

11 07 19 

13 18 37Î 
p~ y 09 

1 

B. Roe Occupational Rating Mean s2 _L __L __!!_ ....l_ - -
Father's Occupation (1) 4.35 0.70 0.84 

2.22 84 <.os 
Expected Occupation (Pj) 4.65 0.!'98 0.99 
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III Correlation Matrix Main Analysis 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 
1 34Î 33Î 26* 25* 34Î 12 26* 14 17 19 -02 37Î 24* 
2 70Î 48Î 20 31Î 40~ 31Î 47Î 42Î 4~ 19 52Î 20* 

3 54Î 29Î 34Î 26* 36Î 66Î 37Î 38Î 16 56Î 28Î 
4 62Î 35Î 38~ 35Î 57Î 43Î 46Î 27* 64Î 47Î 

5 32Î 27* 2.9Î 19 30* 36i 12 51i 31Î 
6 28Î 21* 32Î 37Î 32Î 22* 35Î 14 
7 12 10 31Î 27* 2()-i; 3oÎ 08 
8 48Î 29Î 43Î 15 38Î 35Î 

9 4oi 46Î 23* 47Î 34Î 
10 75Î 12 soi 3oi 
11 15 45i 24* 
12 25* 14 
13 43i 
14 
15 
16 
17 
18 
1'!9 
20 

e 

15 16 17 18 19 
2&: 15 -10 -18 10 
21* 19 03 -19 05 
25* 14 -00 -25* -07 
3~ 23* 06 -02 08 
25* 19 03 09 00 
07 14 -04 -15 -07 
23* 07 04 -11 09 
17 49Î 18 06 14 
21* 32Î 12 -06 05 
15 2~-' -09 -13 -03 
22* 43Î 13 07 00 
3oi 33Î 18 12 26* 
25* 31Î -09 -13 -07 
48Î 32Î 00 -08 -20 

39Î 21* 02 04 
45Î 43Î 31Î 

sti 26* 
37Î 

20 
-07 
-09 
-06 
04 
00 

-13 
-02 
26* 

-02 
-06 
00 
06 

-14 
07 
14 
37Î 
56Î 
37Î 
35Î 

.p. 

..... 

21 
13 

-09 
-09 
-11 
09 

-03 
-12 
15 

-03 
-11 
-04 

03 
-01 
-05 
-14 

25* 
12 
4oi 
26* 
24* 
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22 23 24 2S 26 27 28 29 30 31 32 33 34 3S 36 37 38 39 40 41 
1 -01 -04 -07 -01 03 -09 -11 16 11 -06 04 02 3SÎ 44Î 34Î 14 os 11 06 08 
2 02 -o8 13 o8 02 -o7 o3 -o1 -o2 -22* -o6 os soi 4oi 37i 3si oo 22* 29Î 16 
3 -04 -09 00 12 os -13 06 02 10 -23* os 02 48Î 38Î 31Î 38Î 14 4oi 34Î 33Î 
4 o4 -o4 -14 o3 -o4 -os 11 -os 1s -o8 -04 -o3 soi 32i 38i 43i 20 36i 39Î 38i 
s -04 -16 -2o o4 -11 -o6 16 -o8 o6 12 -o4 -os 3oi 13 23* 19 os 13 12 01 
6 -2o -13 -o8 -o3 01 -o1 -o1 10 o4 -os 11 -os 2S* 14 3oi 11 02 o4 12 oo 
7 10 -13 01 2S* -04 -14 11 07 -13 -16 03 11 21* 13 23* os -06 09 09 00 
8 13 -08 -08 -18 04 ~03 09 02 os os 07 19 39Î 22* 22* 38Î 29Î 32Î 24* 26* 
9 08 -OS -03 01 11 -03 -02 -03 06 -11 02 -02 S1Î 33Î 3SÎ S4Î 3SÎ 43Î 48Î 46Î 

10 08 -08 -11 07 -04 -04 01 -01 -10 12 -04 1S 41Î 29Î 32Î 21 13 28Î 28* 12 
11 16 -17 -12 02 08 -06 -12 14 -04 05 -13 08 46Î 24* 43Î 36Î 21* 27* 3oi 16~ 
12 os 02 -02 11 -07 -06 01 02 -02 -01 -13 07 14 !6* 13 14 2.6* 36Î 28Î 27Î 
13 09 -11 -12 02 -01 -08 -01 04 14 -06 -15 16 48Î 42Î 43Î 36Î 20~· 26* 28Î 1S 
14 09 -09 -06 -10 -01 02 19 -17 18 -08 -05 18 41Î 291 30Î 32Î 24* 23* 17 13 
15 09 -12 12 10 -11 -o3 18 -16 o4 -17 02 29Î 26* 3s• 17 18· o9- 11 16 03 
16 29Î 12 12 -06 01 -20 -03 05 04 01 -16 34Î 32Î 17 29Î 25* 26* 16 19 14 
17 o9 31i -17 2or· -o2 -1s -04 -o9 -11 -o2 -22* os -o1 -o1 -o3 -os 16 -o3 o5 o3 
18 o5 261 16 -os -o9 -os 02 -o7 -16 2S* -20* -o2 11 -11 02 o7 1s o3 -os -o2 
19 04 21* 18 -00 -12 -06 03 16 -1S -05 -11 04 16 08 04 04 03 13 08 08 
20 15 26* 14 os -26, -06 24* -11 06 -06 10 21•:: -03 03 -12 -os 07 10 -01 -01 
21 -03 42Î -09 01 -01 02 04 1S -13 10 04 04 17 04 -02 17 01 -00 -10 -09 

- ~ 

.a::-· 
(X) 
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22 23 24 25 26 27 28 29 30 31 32 33 34 
22 09 09 -11 11 -05 -15 -08 36Î -16 10 25* -14 
23 16 14 -24* -06 -01 -08 09 -01 -05 07 01 
24 13 -23* -10 -2.o~·· -26* 00 -37Î -07 18 08 
25 -22* -11 -10 -27Î -19 -27Î -07 -14 -04 
26 -15 -31Î 21* -19 -02 -14 -08 -09 
27 11 -19 -09 -22* 04 -21* 06 
28 -21* -16 -13 08 01 13 
29 ... 24* 02 03 00 03 
30 -15 18 09 -11 
31 -02 05 -07 
32 -12 -10 
33 12 
34 
35 
36 
37 
38 
39 
r.o 

35 36 37 
06 03 01 

-04 -01 -02. 
-04 -04 -os 
17 -09 -14 

-17 09 02 
09 03 -10 
09 -22* -01 

-14 03 09 
07 22* 07 

-12 -05 08 
-08 -19 10 

11 10 11 
42Î 43Î 56Î 

3oi 28Î 
31Î 

38 39 
31Î 08 
05 09 
04 00 

-05 01 
01 -10 

-os -06 
-10 -02 
-18 -18 
24* 18 
05 09 

-15 07 
22* -01 
18 31Î 
14 21* 
20'•· 3oi 
22* 26Î 

43Î 

e 

40 41 
12 18 
14 15 
06 -00 

-01 -06 
-03 -03 
-24* -09. 
-14 
-04 
12 
07 
01 
15 
2o·.: 

15 
15 
Joi 
soi 
64Î 

02 
04 
14 

-04 
11 

-05 
25* 
21* 
2o~·. 

35Î 
46Î 
59Î 
60Î 

~ 
\0 
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IV Factor Analysis Main Analysis 

I II III IV v VI VII VIII IX x h2 

Probable Occupational Achievement 1 54 04 o4 -os -o2 04 -07 -32 07 -06 42 

Scholastic Achievement 2 68 -07 -43 14 04 00 08 08 03 -02. 68 

French Achievement: High School.Grade 3 67 -13 -2.9 30 14 -06 23 -02 -09 06 72 

French Achievement: Basic Academie Skills 4 74 02 10 31 07 -12. 11 -02. -18 15 75 

French Achievement: Aural 5 55 os 36 04 03 -14 01 -01 -14 15 50 

French Achievement: Oral Quality 6 53 -10 05 02. 05 -11 -10 ô9 -08 -22 38 

French Achievement: Oral Skill 7 44 -os -14 -o2. -o2 -2.1 -2.1 16 -09 -04 35 

Expected Scholastic Achievement 8 42 16 07 24 -36 05 23 04 -2.5 01 51 

Expected French Achievement 9 53 01 -14 52 01 04 37 12 -04 04 73 

General Ability 10 58 -20 08 18 -19 -01 -17 34 07 01 61 

Scholastic Ability: Educational 11 61 -06 14 19 -34 -06 08 36 10 -09 70 

Scholastic Ability: Work Hab~ts 12 22 16 02 34 -09 -10 -19 14 03 03 27 

Linguistic Ability 13 76 -05 06 15 -11 01 02 -09 12. 07 64 

Academie Achievement Motivation 14 45 -07 14 09 -25 14 16 -09 -05 45 55 

Academie Achievement Motivation 15 35 01 -10 01 -22 -04 -03 03 -08 48 43 

"" Achievement In Any Setting Drive 16 32 47 01 11 -56 -15 13 13 06 08 72 0 

Personal Security Drive 17 -03 51 -11 02 -16 -47 21 2.4 -00 22. 67 
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I II III IV v VI VII VIII IX x h2 
' ' .. 

Social Stature Drive 18 -16 70 18 06 -13 -05 12 21 10 08 65 

lntellectual Stimulation Drive 19 05 54 -14 11 -10 -01 -19 12 -07 -23 44 

Moral Betterment Drive 20 -09 50 -11 01 -30 -23 -07 06 -38 23 61 

Sensuai Pleasure Drive 21 05 63 12 -12 05 13 -01 -10 -02 -11 47 

Artistic Fulfillment Drive 22 -04 -00 -16 15 -49 -12 03 -28 -06 -03 39 

Physical Perfection Drive 23 -14 54 -15 14 11 -14 -20 -18 11 05 47 

Achievement In Any Setting Incentive 24 -15 14 -53 07 -13 -03 -07 03 17 16 41 

Personal Security Incentive 25 08 01 -21 -01 34 -33 -20 14 15 28 43 

Social Stature Incentive 26 01 -17 08 -06 -02 -11 55 02 23 -28 49 

Intellectual Stimulation Incentive 27 -06 -08 -03 -09 08 37 -04 08 -09 09 19 

Moral Betterment Incentive 28 04 09 05 -07 08 18 -05 15 -54 29 45 

Sensual Pleasure Incentive 29 11 06 11 -12 01 -03 12 03 03 -55 36 

Artistic Fulfillment Incentive 30 02 -14 -02 20 -23 -06 01 -61 -08 07 51 

Physical Perfection Incentive 31 -11 08 65 10 02 00 02 08 13 -06 48 

Moderate Occupational Achievement Drive 32 -05 -10 -01 04 03 03 -07 -20 -46 -10 28 
IJ1 

Occupational Achievement Drive 33 07 05 -06 -00 -52 -01 -09 -02 12 13 32 ~ 
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I II III 

Scholastic Achievement Drive 34 65 23 -08 

Scholastic Achievement Drive 35 49 06 -13 

Scholastic Achievement Incentive 36 53 02 02 

French Achievement Drive 37 42 17 04 

French Achievement Drive 38 03 07 08 

French Achievement Incentive 39 20 02 05 

French Achievement Incentive 40 18 -06 -01 

French Achievement Incentive 41 14 04 -05 

IV v VI VII VIII IX x 
19 -02 41 10 13 08 13 

11 -01 18 -16 -13 08 29 

14 -19 08 04 -14 28 -07 

33 -01 30 29 -04 -00 03 

59 -33 -04 09 -08 15 18 

77 -01 02 -12 -04 -01 10 

77 -07 -15 -03 -01 07 00 

74 04 07 o1 -14 -13 -os 

h2 

73 

44 

46 

49 

54 

67 

66 

62 

e 

"" N 
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V Measure of General and Achievement Motivation 

Motive Incentive 

Rank Mean s2 s 

Achievem.ent In Any Setting 1 11.6 13.78 3.7 

Personal Security 4 9.5 14.91 3.9 

Social Stature 6 7.9 9.81 3.1 

Intellectual Stimulation 3 10.6 7.56 2.7 

Moral Betterment 2 11.3 13.36 3.7 

Sensual Pleasure 7 7.5 10.99 3.3 

Artistic Fulfillment 8 5.3 13.65 3.7 

Physical Perfection 5 8.1 16.17 4.0 

Rank r = -.119 

Main Analysis 

Drive 

Rank Mean 

7 5.5 

6 5.6 

4 5.8 

1 6.1 

3 5.9 

2 6.0 

8 4.8 

5 5.7 

s2 

1.21 

1.44 

1.41 

0.99 

1.16 

1.28 

2.82 

1.54 

s 

1.1 

1.2 

1.2 

1.0 

1.1 

1.1 

1.7 

1.2 

e 

VI 
w 
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VI Partial and Multiple Correlations Supplementary Analysis A. Multiple Correlations 

~ General Academie Scholastic French General 
Ability +: Achievement Achievement Achievement Achievement (Non-Achievement) 

A Motiva t'ion Motivation Motivation Motivation Motivation 
C (1) B.m- ll li p . 24 !! 15 34 35 1§. 37 ~ 12 !Q.!!. 18 22 ll 28 12 1!. 8 - - - - - - -
H 1 37 37' '!i '37 38 39 42 49* 42 37 37 37 37 37 39 -- -- -- 40 
1 2 32 33 35 36 33 35 51* 43 41 41 33 35 38 32 35 -- -- -- -- 38 
E 3 56 56 56 . 56 56 57 61 58 56 59 56 62*59 61 59 -- -- -- -- 59 
v 4 64 64' 64 ! 64 68 68 68 64 66 67 64 67 68 70 -- -- -- 66 
E 5 51 51 51 53 54* 53 51 52 51 51 51 51 51 51 -- -- -- 54* -- 53 
M 6 35 35 36 35 35 35 36· 35 39 35 35 35 35 35 -- 42* --
E 7 JO JO JO JO 30 34 31 JO 32 31 32 JO JO 30 -- -- 39* 
N(ii) ~: Rank Incrf Rank Incrt Rank !nerf ~ !neri Rank !nerf - - - -
T 1 + 2 9.3 .020 7.5 .025 1.0* .155* 7.5 .045 4.8 .047 

3 + 4 12.3 .000 6.3 .025 3.0 .045 1.0* .060* 7.0 .025 
5 - 7 6.0 .010 4. 7 .023 3.8 .023 8.3 .007 1.2* .063* 
1 - 7 8.7 .010 5~9 ~024 2.8* .067* 6.0 .033 3.9 .046 -(iii) a.m: 
1 + 2 10.7 .013 8.8 .018 2.1* .102* 10.4 .019 
3 '+ 4 12.3 .ooo !.1 .023 7.8 .022 5.1* .033* 
5 ... 7 8.9 .003 6.p* .-017* 6.9 .010 9.5 .002 
1 - 1 10.4 .005 7.1 .019 5.8* .040* 8.7 .016 

* - indicates the highest multiple correlation for that achievement variable 
1 - increment from the correlation wl.th ability alone 

- - Multiple Correlation Vt 
-1> - includes the motivation variables obtaining the highest multiple correlation within that - -

group of motivation variables 

-- indicates the average multiple correlation obtained by that group of achievement motivation - -
variables 
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B. Partial Correlations (r12.3) 
·.• 

Academie Scholastic 
Achievement Achievement 
Motivation Motivation 

r1 14 15 34 35 36 r3 = 13 (Ability) 

r2 
General 16 22 34 21 05 18 r12

1
3 significance level ~ .10 

Achievement Pa 26 29 17 07 21 (df = 90, t-test) .20 .17 

Motivation 24 -01 16 16 01 01 

~ 



e 

Pg 

p 
7 

02 

2.4 

Pa -oo 

e 

VII Measures of General Achievement Motivation Supplementary Analysis 
.. 
1 

12 

2 3 

24* 20 

4 

20 

5 

17 

6 

20 

7 

15 

8 9 10 11 12 13 14 15 16 

41Î 31t 36Î 41. 32Î 36Î 37i 35i 69Î 

32 33 34 35 36 37 38 39 40 41 

-18 3oi 31i 21* 33i 24* 16 o9 14 o8 

VI 
Q\ 
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APPENDIX B 

I Preliminary variables 

P.! Integrative Motivation -- the degree of integrativeness 

manifested by the student. 

The following questions were used in measuring this mani­

festati;.on: 

THE STUDY OF FRENCH CAN BE IMPORTANT TO ME BECAUSE: 

1. It will help me better understand the French people 

and their way of life. 

Not my feeling Definitely 
at all: 111 ":!!!:!1!,:~:.!2,!:~:!Z!:my feeling 

. ~ . ~ ' . . . 

2. It will ena ble me to gain good friends more easily 

among French speaking people. 

Not my feeling Definitely 
··~at all:~:!!!,: "3" :~: "511 :~:!Z!:my feeling 

·/' . ....._, . .-' {. . . " . . . . . . . . . ... . 
3. It é~ld enable me to begin to think and behave as 

the French do. 

Not my feeling Definitely 
· at al!:"l"·"2":"3"•"4":"5":"6":"7":my feel4 ... h _, __ . __ __......,_ ~ 

4. It will allow me to meet and converse with-more and 

varied people. 

Not my feeling Definitely 
at ali:!!!:!!!: "3" :,!!!:!,2!:~:~:my feeling 

Scored: #1 7 12 + 13 + #4. The numbers in quotation marks 

indicate the value assigned a given rating of each question. 
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P.t Iastrumental Motivation -- the degree of instrumentality 

manif,ested by the student. 

The following questions were used in measuring this mani­

festation: 

THE STUDY OF FRENCH CAN BE I.MPOI.TANT TO ME BECAUSE: 

1. I think. it will someday be useful in getting a good job. 

Not my feeling Definitely 
at all:"l":~:~:"4":"5":!§!:"7":my feeling 

2. One needs a good knowledge of at least one foreign 

language to merit social recognition. 

Not my feeling Definitely 
at all :~: "211 :~:~:.!'.2!: "6" :2:my feeling 

3. I feel tbat no one is really educated unless he is fluent 

in the French language. 

Not my feeling Definitely 
at all:~:"2":~:~:!2!:!§!:"7":my feeling 

~··~~·~-·~· .. 
4. I need it in order to finish high school. 

Not my feeling Definitely 
at all:"l":"2":"3":"4":"5":"6":~:my feeling 

Scored: Il + #2 + #3 + #4. The numbers in quotation marks 

indicate the value assigned a given rating of each question. 

P.~ Dominance of Integrative vs. Instrumental Motivation -­

the Student's Orientation. 

The following questions were used in establishing dominance: 

1. What advantages do you think there are for being able 

to speak French? 
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2. Wbat disadvantages are there for not beiDg able to 

speak French? 

3. What type of personal satisfactions do you think you 

would experience if you could speak French well? 

The answers were eategorized (eitber integrative or instru­

mental) by a judge. If a clear dominance was shown (i.e., 

only integrative or tnatrumental answers) then a score was 

assigned ("+2" for integrative, "+1• for instrumental). 

P_4! ,:4 Dominance of Integrative vs. Instrumental Motivation -­

the Orientation Index. 

The following questionnaire was used in establishing domin-

ance: 

Following is a statement with four possible answers given. 

You are asked to read the statement and then rank the al­

ternatives from 'l' to 14 1 as they refer to you. Mark '1 1 , 

the alternative most applicable in your case, '2', the 

nex.t most applicable, and so on. 

It may be that you have some reas on whicb. bas not been in­

cluded among the alternatives. Item 1e 1 is, tberefore, 

left blank to allow you to include your own personal 

reason. Insert your reason in the space provided and in­

elude it anywhere in the ranking tbat you think it belongs. 
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If two alternatives appear to be equal, give them1he sam.e 

ranking. 

NOTE: If item. 1e 1 is included, the ranks ·will rtm from. 

'1 1 to 1 S'. 

I AM STUDYING FRDCB BECAUSE: 

__ a. I think it will som.eday be useful in getting a 

good job. 

__ b. I think it will help me to better understand the 

Franco-Am.erican people and their way of life. 

__ c. It will allow m.e to meet and converse with m.ore 

and varied people. 

__ d. A k.nowledge of two languages will œake m.e a better 

educated person. 

__ e. Any other personal reason: __________ _ 

Scored: "+2" if an integrative alternative was ranked Il, 
11+1" if an instrtJ:JDental alternative was ranked 11. Al­

ternatives "b" and "c" are integrative, "a" and "d" are 

instrum.ental. If alternative "e" was ranked Il, the per­

sonal reason indicated was categorized (either integrative 

or instrtJ:JDental) by a judge, and then the appropria te score 

was assign'ed (i.e., ... 211 or 11+1 11 , respectively). 

P.§ French Achievem.ent Level -- l.eading Fluency. 

The recording used in obtaining the scores for variable #6 

was independently rated by two judges on a seven point 

scale. These two ratings were averaged in obtaining the 
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score. 

The higher the score, the greater the flueacy in reading 

French. 

P. 6 French Achievement Level -- Pronunciation Accuracy. 

The recordings used in obtaining the scores for variables 

16 and 17 were independently rated by two judges on a 

seven point scale. These two ratings were averaged in 

obtaining the score. 

The higher,the score, the closer the approximation of the 

rendition to a Standard French rendition. 

For additional information on the following variables, see 

the description of the siœilarly numbered variable in the 

main matri.x. 

3. French Achievement Level -- the mid-term French grade, 

based upon the mid-term French grades issued by the La­

fayette Parish School Board. 

4. French Achievement Level -- the BTS Cooperative French Test, 

Elementary fora Q, subscores: I - Reading subscore; II -

Vocabulary subscore; III - Grammar subscore. 

5. French Achievement Level -- The ETS Cooperative French Lis­

tening Comprehension Test, FormA, subscores: I - Phonetic 

Discrimination subscore; II - Answering ~stions subscore; 

III - Completion of Statements subscore; IV - Comprehension 

of Passages subscore. 
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6. French Achievem.ent Level -- Oral French Qtlality, subscor~s: 

I - Phonetic Accuracy subscore; II - Linking subscore; III -

Stress subscore; IV - Rhythm subscore; v - Absense of 

Nasalization subseore. 

7. French Achievem.ent Level - Oral French Skill, total score. 

38. Motivation for Achievement in French: Gardner 1 s Motiv­

ational Intensity Scale. 

41. Motivation for Achieveraent in French: Gardner' s Desire 

to Learn French. 

p;7 Expected Occupational Aehieveraent Level -- a socio-economic 

(statua) rating of the occupation which the student expects 

to have after his format education is completed. The rat­

ing œethodology was the same as that for variable #1. · 

The following questions were used in determining the stu­

dent's expected occupation: 

lX. If you knew that by working hard you could have any 

occupation you wanted, wbat occupations would you choose? 

List your choices in order of preference; 
!. __________________ __ 4. ________________ __ 

2. ----------------------
s. ________________ __ 

3. ____________________ __ 6. ________________ _ 

1. Wbat occupation do you actually expect to have after 

your formal education is completed? Be as specifie as 

possible. 
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The question lettered with an "X" was not used in obtain­

ing the score. 
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II Main Variables 

1. Probable Occupational Achievelllent Level -- a socio-economic 

(statua) rating of the father•s occ~pation, using the 

c_lassificatory system developed by l.oe (1956). She 

(l.oe) recognizes six broad levels, and gives explicit 

criteria, as well as ntmlerous examples, for occupations 

at each level. These levels are as follows (listed in 

descending order): I Professional and Managerial 1: In­

dependent l.esponsibility; II Professional and Managerial 

2; III Semi-Professional and Small Business; IV Skilled; 

V Semi-Skilled; VI Unskilled (44 , 149f). It was felt 

that the rating of the father•s occupation would provide 

a realistic (likely) estimate of the student•s future 

occupational level of attainment. 

The classifying of occupations was done by two judges. 

Where difficulty in classifying an occupation was en­

countered due to a lack of knowledge of the functions 

involved, the "Dictionary of Occupational Titles" (and 

its supplements) were consult.ed. 

The higher the obtained score, the higher the socio-economic 

rating of the father•s occupation. 

The following question was used in determining the father's 

occupation: 

What is your father's main occupation? Be specifie (For 

example, foreman, Plastics division of General Electric; 

farmer with 150 head of cattle; school teacher, math and 

science at the high school level, etc.) 
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2. Scholastic Achievem.e:nt Level -- the aean of all academie 

courses taken (ezcluding A2D-English lapggage courses), 

based tp011 the fiDal grades issued by the Lafayette Parish 

School Board. 

the final grade for each course is the responsibility of 

the individaal instructor. therefore, in order to elimin­

a te any possible differences in ma.rking standards, the 

final grades for all courses from a given school were 

z-scored. Only the grades of students included in the 

sample were used in computing the z-scores. Thus, the 

obtained average is a mean z-score. The mPans for students 

taking less than two eligible academie courses were dis­

carded. 

3. French Achievement Level -- the fiDal French grade, based 

upon the final French grades issued by the Lafayette Parish 

School Board. For the same reason, and in a manner identical 

to that done for the preceeding variable, the final French 

grades were z-scored. 

4. French Achievement Level the ETS Cooperative French Test, 

Elementary fora Q, total score. The subscales are: I -

Reading, II - Vocabulary, and III - Grammar. 

5. French Achievement Level -- the ETS Cooperative French 

Listening Comprehension test, fora A, total score. The 

subscales are: I - Phonetic Discrimination, II - Answer­

ing Questions, III - Completion of Statements, and IV -

Comprehension of Passages. 
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6. French Achieveraent Level -- Oral French Quality, total 

score. The subscales are: I - Phonetic Accuracy, II -

Linking, III - Stress, IV - B.hytbra, and V -Absence of 

Nasalization. 

These scores were obtained in the following manner: A 

recording was taken of each student reading the passage 

given below. The recordings were judged by a linguist, 

and then rated on each of the five subscales. 

The subscales are defined as follows: 

I - Phonetic Accuracy --- the degree of approximation of 

the phonetic rendering of the passage to the correct 

(Standard French) rendering; scored 0 - 5. 

II - Linking --- The pronunciation of the last consonant 

of a word as the first consonat~t of the subsequent 

word. Points were given where the linking was pre­

sent and is required (according to the Standard French 

pronunciation); .2.[, alternatively, w'b.ue linking was 

absent and its absence is required, according to the 

Standard French pronunciation; scored 0 - 5. 

III - Stress --- the accentuation of a given syllable by 

increasing the intensity and duration of its vowel 

and/or altering its pitch. Points were given as in 

Link.ing; scored 0 - 5. 

IV - B.hytbm --- the pronunciation of a sentence as a series 

of phonetic words (and not as a list of unconnected 
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grammatical words) •. Points were a function of the ap­

proximation of the rhythm present to the rhytba approp­

riate to a Standard French rendition of the passage; 

scored 0 - 5. 

V - Absence of Nasalization --- the absence of a nasal 

reDdition of the vowels surrounding a nasal consonant 

(i.e., a consoDADt for which a nasal reDdition is re­

quired, according to Standard French usage); scored 

0 - 1. 

The higher the total score, the closer the approximation 

of the student's reDdition of the passage to the correct 

(Standard French) rendition. 

The passage was as follows: 

Claude: Je m'appelle Claude et j'ai quinze ans. COIDIIlent 

vous appeliez-vous? 

Camille: Moi je m'appelle Camille et j'ai dix-sept ans. 

Habitez-vous pres d'ici? 

Claude: Pas tres loins. Au nuraero quatre-vingt dix huit 

rue de l'Observatoire. Et vous? 

Camille: Mes parents ont une maison a Nevers dans une rue 

qui s'appelle Boulevard de la Bastille. 

Claude: Puisque-c'est aujord'hui notre fete natioD&l, 

voulez-vous que nous allions faire un promenade? 

7. French Achievement Level -- Oral French Skill, Total score. 

Four subscales are included, indicating the grammatical 

correctness and complexity of "free speech" in French, as 
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judged by a linguist. The "free speech" was obtained by 

as king each student to complete two sentences, one start­

ing "Si nous," the other prefaced by "Je vais," and then 

recording the resultant oral production. 

The higher the score, the greater the gr8.1D188.tical correct­

ness and/or complexity of free speech. 

8. Expected Scholastic A.chievement Level -- the expected 

average grade in the final examiDations. 

The following questions were used in determiniug this 

estimate: 

1. What grade do you try to get in most of your courses? 

A+!2! A~ A-!1! B+!!! B~ B-_2 C+,!l! C.!a!, C-!!! 

2. What average did you expect to get last year? 

A+"ll" A"lO" A-"9" B+"S" B"7" B-"6" C+"S" C"4" ---------
3. Wbat was your average (for all subjects) last year in 

the final exams (June, 1960)? 

A+"ll" A"lO" A-"9" B+"8" B"7." B-"6" C+ 115" C"4" ---------------
c-"3" o•2• F"l" ---

Scored: Il + (#3 - #2). "(13 - #2)" is an attempt to cor­

rect for errors in estimatiDg the average grade. The num­

bers in quotation marks indicate the value assi«ned a given 

rating of each question. 
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9. Expeeted French Aebieveaent Level -- ex:peeted final grade 

in the French course. 

The following question was used in determiniDg this 

estima te: 

What grade do you try to get in French? 

A+11911 

A 11811 -
A- 11711 

B "5tt 

B- 114" 

C+"3" 
c "2." -
C-"1" 

The numbers in quotation marks indicate the score assigned 

a given rating of the question. 

10. General Ability Levet -- The SRA Primary Mental Abilities 

Test, Ages 11 - 17, total score. The subscales are: I -

Verbal, II - Spatial, III - B.easoning, IV - Number, and 

V - Word Flueney. 

These scores were obtained from the Lafayette Parish 

School Board • 

. 11. Scholastic Ability Level -- The SRA Test of Educational 

Ability, Grades 9 - 12, total score. The subseales are: 

I - Language, II - R.easoning, and III - 'Quantitative. 

This is a group-administered power test (110 items, 27 

minutes)}f ,designed to provide an estimate of "aptitude 

for carrent scbool work." 

These scores were obtained from the Lafayette Parish 

se&.ô'i,l. Board. 
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12. Scholastic Ability Level -- an estimate of ability to 

function efficiently in an academie setting. 

The following questioQS were used in obtaining this 

estima. te: 

1,. In class, when soaaething important is going on (for 

instance, when the teacher is speaking, when a student is 

asking the teacher a question, or when a student is ans­

waring the teacher•s question) how often do you think. 

about, or do, somethiDg else? 

2. When I am doing ury written homework, I generally find 

thàt I can concentrate without a break for: 

"1" about 15 minutes -
"3" about 45 minutes -
"5" about 1~ hours -

•2" about 30 minutes 

"4" about 1 bout -
!§! about 2 hours 

"7" about 2~ hours or more 

3. When I am studying my les sons, I find that I daydream 

or think about other tbings: 

Always ~:~:!l,!!: "4": "5" :!§!:!1,!: Never 

4. When you are learning something new in class, can you 

easily decide whetber or not it is important? 

Definitely yes:!1,!:!§!:!2!:~:"3":~:"1":Definitely no 

5. When you are studying your les sons , can you easily de­

cide what is important? 

Definitely yes:"7":!§!:"5":"4":"3":~:"1":Definitely no 
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6X. Wben you are not attending classes or doing homework, 

wbat extra curricular activities are you involved in? 

Mention all activities you can think of. 

6X. How much time do you spend in these extra curricular 

activities? 

Very much :_:_:_:_:_:_:_:Very little 

6. To what extent do these extra curricular activities 

keep you from doing h0111ework? 

Very much:"1":!!!:"3":~:!2!:"6":~:Very little 

Scored: 11+12+13+14+15+16. The numbers in quotation 

marks indicate the~lue assigned a given rating of each 

question. Questions lettered with an "X" are not scored. 

13. Linguistic Ability Level -- Carroll and Sapon•s Modern 

Language Aptitude Test, Form A, total score. The sub­

scales are: 1 - Number Learning, Il - Phonetic Script, 

Ill - Spelling Clues, IV - Words in Sentences, and V -

Paired Associates. 

14. Motivation for General Achievement in an Academie Setting -­

subscale Ai (Achievement via lndependence) , taken from 

the California Psychological luventory, Class Ill (Measures 

of Achievement Potential and lntellectual Efficacy). Ac­

cording to the manual, the purpose of the Ai subscale is: 
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To identify those factors of inte~est and ~otivation which 

facilitate achievement in _any setting where autonomy and 

indep~en~e are positive bebaviors. The Ai subscale, it 

is felt by the presen~ aut;hor, measures Motivation for general 

Achievement in an Academie Setting and not ~otivation for 

Achievement in any Setting because the initial delineation 

of the variable, and all s,ubsequent attempts at its valid­

ation cited in the manual involve academie criteria. 

15. Motivation for General Achievement in an Academie Setting 

subscale Ac (Achievem~t v:ia Conformance), taken from the 

California Psychological Inventory, Class III (Measures 

of Achievement Potential and Intellectual Efficacy). Ac­

cording to the manual, the purpose of the Ac subscale is: 

To identify those factors of interest and motivation which 

facilitate achievement in any setting where conformance 
' • > , ' ' 

is a positive behavior. ~he Ac subscale, it is felt by 

the present author, measures Motivation for general Achieve­

ment in an_ Academie Setting and ~ Motivation for Achieve­

ment in any Setting because the initia~ del,ineation of the 

variable and all subsequent attempts at its validation 

cited in the manual involve academie criteria. 
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16. Motivation for Achievement in any.Setting --an estiœate 

of the strength of drive for general achiev~ment recog­

nized as such. 

The following questions were used in obtaining this estimate: 

1 • Whenever I can, I do . things which I think. should im­

prove my chances of success in life. 
Definitely not 

Exs.ctly what I what I do when 
do when I get I get the op-
the opportunity:~:~:!i!:~:"3":"2":!!!:portunity 

2. I eg1oy working hard if I feel tbat wbat I am work­

ing on is important for my future. 

Describes me Does not des-
exactly:~:~:!2!:~:~:"2":!!!:cribe me at all 

3. Getting a head in the world is ~ ve;ry important to me. 

Describes me Does not des-
exactly:!!!:!!!:~:"4":!ï!:!§!:~:cribe me at all. 

4. I do .!!.2S have the determination and drive needed to 

really get ahead in the world. 

Describes me Does not des-
exactly:~:!&!:~:!!!:!i!:!!!:~:cribe me at all. 

S. I always work: hard on .things tbat I feel are important 

for my future. 

Describes me Does not des-
exactlyf"7•:!§!:!2!:~:!J!.:~:!!!:cribe me at all. 

Scored: Il +12+13+14+15. ~he numbers in quotation marks 

indicate the score assigned a given rating of the question. 
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17. Motivation for Perso~l S~curity -- an estimate of the 

streng~h o~ drive for personal security. 

The following questi9n wa~ used in obtaining this 

estimate: 

Whenever I can, I do things which I think should ma.ke my 

my future more secur~ and_ help me lead a life free from 

worry and uncertainty. 

Exactly what I do Definitely not 
when I get the op- what I do when 

· portunity:"7 8 :"6":"5":"4•:"3":"2":"1":I get the op-___. __. .-- ---- - - .--..... i . . . . . . . . . . . . . . portun ty 

The numbers in quotation marks indicate the score assign­

ed a given rating of the question. 

18. Motivation for Social Stature -- an estimate of the 

strength of drive for social stature. 

The following question was used in obtaining this estimate: 

Whenever I can, I do things which I think should help 

me to become more popular and to win the approval of my 

family and my teachers. 

Exactly what I Definitely not 
do when I get wbat I do when 
the opportunity:"7":"6".:"5":"4":"3":"2":"1":I get the op-____ ......._.. _____ _ 

· · · · · · · · · portunity 

The numbers in quotation marks indicate the score assign­

ed a given rating of the question. 
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19. Motivation for Intelleetual St~lation -- an estimate 

of the strength of dtive for intelleetual sttœulation. 

The following question was used in obtaining this esti-

mate: 

Whenever I ean, I do things whieh I think should be 

interesting and a challenge. 

Exaetly wbat I Definitely not 
do when I get what I do when 
the opportunity:"7":"6":"5":"4":"3~~·2":"l":I get the op· -------------~ 

portunity 

The numbers in quotation marks indicate the score assign­

ed a given rating of the question. 

20. Motivation for Moral Betterment -- an estimate of the 

strength of drive for moral betterment. 

The following question was used in obtaining this 

estima te: 

Whenever I can, I do things which I think should improve 

me morally and make things better for those who need help. 

Exactly what I do 
when I get the 
opportunity 

Definitely 
not what I 

:"7":"6":"5":"4":"3":"2":"l":do when I get ---------. · · · · · · · the opportunity 

The numbers in quotation ~rks indicate the score 

assigned a given rating of the question. 
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21. Motivation for Sensual Pleasure -- an estimate of the 

strength of drive for sensual pleasure. 

The following question was used in obtaining this estimate: 

Whenever 1 can, 1 do things which 1 think should bring me 

excitement and pleasure. 

Exactly what 1 Definitely not 
do when 1 get what 1 do when 
the opportunity:"7": 8 6":"5":"4":"3":"2":"1":1 get the op-

------- portunity 

The numbers in quotation marks iD.dicate the score assigned 

a given rating of the question. 

22. Motivation for Artistic Fulfillment -- an estimate of the 

strength of drive for artistic fulfillment. 

The following question was used in obtaining this estima te: 

Whenever 1 can, 1 do things which 1 think should develop 

my talent and increase my appreciation for the arts (lit­

erature, music and theatre, painting and sculpture). 

Exactly wbat 1 DefiDitely not 
do when I get what 1 do when 
the opportunity:"7":"6":"5":"4":"3":"2'':"1":t get the op-

------- portunity 

The numbers in quotation marks indicate the score assigned 

a given rating of the question. 

23. Motivation for Physical Perfection -- an estimate of the 

strength of drive for physical .perfection. 

The following question was used in obtaining this estimate: 

Whenever I can, I do things which 1 think should develop 

my body and improve my health. 
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Exactly wbat I Definitely not 
do when I get what I do when 
the opportunity:"7":"6":"5":"4":"3":"2":"1":I get the op-

------- portunity 

The nt.abers in quotation marks ind.icate the score assigned 

a given rating of the question. 

24. Motivation for Achievement in any Setting -- the relative 

Jpcentive value tftdicated for the goal of general achieve­

ment recognized as such • 

(See below variable #31 for the questionnaire used in ob­

taining this value.) 

25. Motivation for Personal Security -- the relative incentive 

value iDdicated for the goal of personal security. 

(See below variable #31 for the questionnaire used in ob­

taining this value.) 

26. Motivation for Social Stature -- the relative incentive 

value indicated for the goal of social stature. 

(See below variable #31 for the questionnaire used in ob­

taining this value.) 

27. Motivation for Intellectual Stimulation-- the relative 

incentive value indicated for the goal of intellectual 

stimulation. 

(See below variable #31 for the questionnaire used in ob­

taining this value.) 

28. Motivation for Moral Betterment -- the relative incentive 

value indicated for the goal of moral betterment. 

(See below variable #31 for the questionnaire used in ob­

taining this value.) 
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29. Motivation for Sensual Pleasure -- the relative incentive 

value indicated. for the goal of sensual pleasure. 

(See below variable #31 for the questionnaire used in ob­

taining this value.) 

30. Motivation for Artistic Pulfillment -- the relative in­

centive value indicated for the goal of artistic fulfill­

ment. 

(See below variable #31 for the questionnaire used. in ob­

taining this value.) 

31. Motivation for Physical Perfection -- the relative incen­

tive value indicated for the goal of physical perfection. 

See below for the questionnaire used in obtaining this 

value: 

1. Below are 8 descriptions. Rank each desc.ription in 

order of how ~ you would like to have it apply to you. 

That is, put "1" in the space provided to the left of the 

description you value the œost; put "2" in the space pro­

vided to the left of the description you value the second 

most, and so on up until 8. 

~ 

A. important and popular (126) 

B. kind and good ( 128) 

C. having a fine talent and appreciation for the 

arts (literature, music and theatre, painting 

and sculpture) (#30) 
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D. intelligent and imaginative (#2.7) 

E. perfectly healthy and having a well developed 

body and an attractive face (#31) 

F. ambitious and a,success in life (#2.4) 

G. leading a life full of excitement and pleasure (12.9) 

H. secure and feee from worry and uncertainty (12.5) 

It. Below are 8 descriptio~s. Rank each description in 

order of ~ little you would like to have it apply to 

you. That is, put "1" in the space provided to the left 

of the description you dialike the ~; put "2" in the 

space provided to the left of the description you dis­

like the second most, and ~o on, up until 8. 

Rank -
A. lazy and a failure in life (124) 

B. leading a life full of insecurity, uncertainty, 

and worry (#25) 

C. insignificant and despised by the people I know 

(#26) 

D. stupid and dull (127) 

E. always feeling ~serable and bored (#2.9) 

F. cruel and evil (#2.8) 

G. sick, and repulsive both in body and face (#31) 

H. completely lacking talent or appreciation for 

the arts (literature, music and theatre, paint­

ing and sculpture) (#30) 
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(The number in braekets at the end of eaeh description 

indicates the variable to whieh this particular ranking 

contributed) • 

Scored: (9-11. ranking) + (9-lii ranking). 

32. Motivation for Oecupational Achievement -- an estiDI&te of 

the moderateness of the strength of drive for occupational 

achievement. 

The following questions vere used in obtaining this estima te: 

l.X If you knew tbat by working hard you could have !!!L. 

occupation you wanted, wbat occupations would you ehoose? 

List your choices in arder of preference: 
1. ________________ _ 

4·--------~------
2. ------------------

s. ______________ __ 
3. ________________ __ 6. ______________ __ 

1.X What occupation do you aetually expect to have after 

your formal education is eompleted? Be as specifie as pos­

sible. 

1. How certain are you of this expectation beiDg realized? 

Very eertatn:•1•:"2":"3":"4":"3":•2":"1":Not certain 
-------atall 

2. In terms of the time and effort it will take, how dif­

fieult is it to end up in your expected occupation? 

Very difficult:"1":"2":"3":"4":"3":"2":"1":Not diffieult 
-------at all 

Seored: #1 + #2. The numbers in quotation marks in-
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dicate the value assigned a given .ratiDg of each question. 

Questions lettered with an "X" are not scored. 

33. Motivation for Occupatioaal Achievement -- an estimate 

of the strength of drive for occupational achievement. 

The following questions were used in obtaining this 

estima te: 

1. Row sure are you ·of what is really necessary for your 

expected occupation? 

Not sure at all:"1":~:"3":"411 :~:"6":"7":Very sure 

2. How much do you already know about the actual day-tp­

day features of your expected occupation? 

A great deal:"7":~:nsn:"4":"3":"2":~:Not much, as yet 

Scored: Il + #2. The numbers in quotation marks indicate 

the value assigned a ~iven ratiag of each question. 

The higher the score, (presumably) the more the individual 

bas bothered to inform himself about the cbaracteristics 

of his expected (future) occupation, and consequently the 

greater his strength of drive for occupational achievement. 

34. Motivation for Scholastic Achievement -- an estimate of 

the strength of drive for scholastic achievement. , 

The following question was used in obtaining this estimate: 

In order to get eaeh of the following averages in the 

final (June, 1961) ex.ams, bow many weelts bef ore the ex.ams 

would you have to start studying extra hard? 
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All A's B average c average All D's 

impossible for 111e to get "4" "3" "2" "l" 
that average 

about a month or so before"8" "6" "4" "2" 

2 or 3 weeka before "12" "9" "6" "3" 

about a week before "16" "12 11 "8" "4" 
1 - 3 days before "20" "15" "10" 11511 

would not need to atudy 1124 11 "18" "12" "6" 
to get tbat average 

Columns: I II III IV 

Scored: II +#II + #III + IIV. The nuœbers in quotation 

marks indicate the values asaigned given ratings of the 

question. 

The higher the score A. the greater the efficiency of the 

expended effort and B. (presumably) the greater the effort 

expended during the year in regular study sessions. The 

score is uncorrected for differences in ability (i.e •• 

presumably, the greater the ability, the lesa the I!­

guired effort). 

35. Motivation for Scholastic Achievement -- an estimate of 

the strength of drixe for scbolaatic achievement. 

The followiDg questions were used in obtaining this estimate: 

1. What is the average or usual amount of laomework that 

you do: 

(a) on a week-day? (b) on the week-end? 

"6" 5 hours or more - "6• 8 hours or more -
"5" 3 or 4 hours - ~ 6 or 7 hours 



"4" about 2 hours -
"3" about 1 hour -
"2" about 30 minutes -. 
"l" none -

"4" 4 or 5 hours 

"3" 2 or 3 hours -
"2" about 1 hour -
"l" none -
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2. In order to get all A1s (that is, a straight A average) 

in the final (June, 1961) exau, how much homework would 

you have to do: 

(a) on a week-day? (b) on the week-end? 

"7" impossible for me to 
--- get an "A" on all exams 

impossible for me to 
get an "A." on all exau 

"6" 5 hours or more -
"511 3 or 4 hours -
"4" about 2 hours. -
"3" about 1 hour -
nan about 30 minutes -
!!! none 

"6" 8 hours or more -
ns• 6 or 7 hours 

"4" 4 or 5 hours -
113" 2 or 3 hours -
~ about 1 hour 

"l" none -
3. In arder to get all B's (or a B average) in the final 

(June, 1961) exams , how much homework would you have to do: 

(a) on a week-day? 

"7" -
nan -
"S" --
"4n -

impossible for me to 
get a. B average 

5 hours or more 

3 or 4 hours 

about 2 hours 

"l" about 1 hour -
nan about 30 minutes 

"l" none -

(b) on the week-end? 

"1" -
"6" -
"S" -
"4" -

impossible for me to 
get a B average 

8 hours or more 

6 or 7 hours 

4 or 5 hours 

"3" 2 or 3 hours 

"2" about 1 hour 

"I" none -
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4. In order to get all C's {or a C average) in the final 

{June, 1961) exaas, how auch homework would you bave to do: 

.(a) on a week-day? (b) on the week-end? 

!1! impossible for me to !l! impossible for me to 
get a C average gét a C average 

!§! S hours or more !C 8 hours or more 

~ 3 or 4 hours •sn - 6 or 7 hours 

114" - about 2 hours "4" - 4 or S hours 

!l! about 1 hour "3" 2 or 3 hours -
na,u about 30 minutes "3" about 1 hour - -
"I" - none "1" - none 

Scored: 3 (Il - 12) + 2 (Il - 13) + 1 (#1 - #4). The 

numbers in quotation marks indicate the value assigned 

given ratings of both parts of each question. The effect 

of subtracting questions #2, #3, and 14 from Il is to 

correct for differences in ability (i.e., it eliminates 

the effort reguired for various levels of attaiDment from 

the effort actually expended). 

36. Motivation for Scholastic Aehieveaent -- the incentive 

value indicated for the goal of scholastic achieveaent. 

The following questions were used in estimating this value. 

1. Indicate how satisfied you would be with .!!S!l of the 

following grades if it were the average grade you obtain­

ed in the Final (June, 1961) Examina tians. 



FINAL 
AVEIAGE 

A+ 

A 

A-

B+ 

B 

B­

C+ 

c 

c­
D 

F 

Very 
Satisfied 

"1" 

"l" -
"1 tt -
"1 n -
"1" -
"1" -
"1" 
"l" -
"1" 
"1" -

Satisfied 

"2" -
"2" -
"2" -
.!C 
"2" -
"2" -
"2" -
"2" -

"2" -
"2" -

Une er­
tain 

"3" -

"3" -
"3" 
"3" 
"3" 
"3" -
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Dis- Very Dis­
satisfied satisfied 

"4" -
"4" -

"4" 
"4" -
"4" 
"4" -
"4" -
"4" -
"4" -

"5" -
"5" -
"5" 
"5" -
~ 

"5" -
"5" 
"5" -
"5" -
"5" -

2. Indicate how pleased your faaily would be vith each 

of the following grades if it wer~~the average grade you 

obtained in the Final (June, 1961) Examinations. 

FINAL 
AVERAÇE 

A 

B 

c 

D 

F 

Very 
Pleaseci 

"1" -
"1 n -
"l" 
~ 

"1" -
"1" -

Pleased 

~ 

"2" -
"2" 

~ 

"2" -

Very 
Uncertain Displeased Displeased 

"3" -

"4" 
"4" 
"4" 
"4" -
"4" -

"5" -
~ 

"5" -
"5" -
"5" -

Scored: Il + 12. The numbers in quotation marks indicate 

the values assigned given ratings of the final averages. 
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37. Motivation for Achievement in French -- an estima.te of the 

strength of drive for achievement in French. 

The followiDg question :was used in obtaining this estima te: 

What is the average aaount of homework tbat you do in 

French: 

(a) on a week-day? (b) on the week-end? 

"4" aboa.t 2 hours "4" about 2 hours - -
"3" about 1 hour "3" - about 1 hour 

112H about 30 minutes - "2" about 30 minutes -
"1" none "1" none - -

The numbers in quotation marks indicate the value assigned 

given ratings of both parts of the question. The higher 

the score, the greater the expended effort. 

38. Motivation for Achievement in French -- an estimate of the 

drive for achievement in French: Gardner 1s Motivational 

Intensity Scale. 

This scale consists of the following questionnaire: 

1. Compared to others in my French class, I think I: 

"3" a. do more studying than most of them. 

~ b. do less studying than most of them. 

112 11 c. study about as much as most of them. 

2. I think about the words and ideas which I learn about 

in my French classes: 

"2" a. once in a while. -
!!! b. hardly ever. 

~ c. very frequently. 
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3. If French was not taught in this school, I would 

probably: 

"l" 
"3" -
"2" -

a. not bother learning French at all. 

b. try to obtain lessons in French elsMth~e. 

c. pick up French in everyday situations. (i.e., 
read French books and newspapers, try to 
speak it when possible, and go to French 
movies) 

d. none of these. (explain) ----------

4. On the average, I spend the following amount of time 

doing hœe study in French: (include all French homework) 

!1! a. four hours per week. 

-

b. one hour per week. 

c. seven hours per week. 

d. none of these. (give approzimate number of 
hours per week) 
_hours. 

5. Considering how I go about studying French, I can honest­

ly say that I: 

!1!. a. do just enough work to get along. 

"1" -
"3" -
-

b. will pass on the basis of sheer luck or intel­
ligence because I do very little work. 

c. really try to learn French. 

d. none of these. (explain) ----------
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6. After I finish High School, I will prebably: 

"1" -

-

a. try to use my French as much as possible. 

b. ma.ke no attempt to rem.eœber ray French. 

c. continue to improve my French (e.g., daily 
practice, night school, etc.) 

d~ none of these. (explain) ---------

Scored: #1 . + 12 + 13 + 14 . + 15 + 16. The numbers in 

quotation marks indicate the value assigned a given 

rating of each. question. If when answering questions 

13 - 16, alternative "d" was selected, the other alter­

native which it was juàged most . closely to approximate 

{i.e., "a", "b" or "c") deterœined the value assigned. 

39. Motivation for Achievement in French -- the inceptive 

value indicated for the goal of achievem.ent in French. 

The following question was used in estimating this value: 

How important to you is doing well in French? 

Very important:"7": 116":"5":•4":"3":"2":"l":Very un­
------- important 

The number in quotation marks indicates the value assigned 

a given rating of the question. 

40. Motivation for Achievement in French -- the inceptive 

value indicated for the goal of achievement in French. 

The following questions were used in estimating this 

value: 
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1. How much do you enjoy studxigg French lessons? 

enjoy . dislike 
very much: "7" :~:!,2!:.,2: "3": "2" :~:very much 

2. How œ.uch do you dislike doing written home,ork in 

French? 

dislike enjoy 
very much:~:!,!!: "3" :~:,!2!:!§!:~:very much 

Scored: Il + 12. The numbers iD quotation marks indicate 

the value assigned a given rating of each question. 

41. Motivation for Achievement in French -- the incentive 

value indicated for the goal of achievement in French: 

Gardner 1 s Desire to Learn French Scale. 

The scale consista of the following questionnaire: 

1. Place a check mark (v') anywhere along the line below 

to indicate how much you like French compared to all your 

other courses. 

French ia my leaat French is my 
preferred cOùrse : 111":"2":"3":"4":"5":"6":"7":11.0at prefer­

------- re.<rcourse 
2.. Wben you bave an assignment to âo in French, do you: 

"3 11 a. do it immediately when you start your homework. 

"1 tl -
"2" -

b. try to get away without doing the assignment 
yourself. 

c. put it off until all your other homework is 
finished. 

d. none of these. (explain) ---------

3. During French classes, I: 

!!! a. bave a tendency to day dream about other things. 

~ b. become completely bored. 



"3" -

90 

c. bave to foree myself to keep listeaiDg to the 
teacher. 

d. become wholly absorbed in the subject matter. 

4. If I bad the opportunity and k.new enough Freach, I 

would read French newspapers: 

•4" - a. as often as I could. 

"3" b. fairly regularly. -
•2" - c. probably not very often. 

"1" d. never. -
5. After I have been studying French for a short time, 

I find tba.t I: 

~ a. have a tendency to think. about other things. 

"2" b. am interested enough to get the assignm.ent done • 

.!!}! c. become very interested in wba.t I am studying. 

6. If I bad the opportunity to change the way French is 

taught in our school, I would: 

"3" a. increaae the amount of training required for 
each student. 

!!! b. keep the amount of training as it is. 

~ c. decrease the amount of training required for 
each student. 

7. I believe French should be: 

n3n - a. taught to all high school students. 

b. taught only to those students who wish to study 
it. 

•1• c. omitted from the school curriculum. -



8. I find .studyiD.g FrellCh: 

~ a. very inteJ;"esting. 

"2" b. no more interesting than most subjects. 

"1" c. not interesting at all. 
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Scored: #1 + #2 + 13 + 14 + 15 + 16 + #1 + #8. The num-
' ber in quotation marks indicates the value assigned a 

given rating of each question. If when answering ques-
" ' 

tion #2, alternative "d" was selected, the other alter-

native which it was judged most closely to approximate 

(i.e., "a", "b", "c") determined the value assigned. 
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III Supplementary Variables 

Motivation for Achievement in any letting -- an estimate 

of the strength of drive for general achievement recog­

nized as such ia excess ~ the average drive strength. 

This estimate was obtained by sub~racting variable Pg; 

from variable 116. 

P.§ Average Motivational Level -- an estimate of the average 

strength of all drives. 

This estimate was obtained by taking the mean of variables 

#16 through 23. 

16. Motivation for Achievement In Any Setting -- an estimate 

of the strength of drixe for general achievement recog­

nized as such. 

For additional information on the above variable, see the 

description of the siailarly numbered variable in the 

main matrix. 


