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Abstract: 
This study presents an overview of the most influential theories of Motivations in L2. 
The study discusses the development of Motivations theories from mainstreams 
psychology into their development into language learning and L2. The paper presents 
an extensive empirical studies that were conducted a round the world to the show the 
relation of motivations and learning. 
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 Introduction: 
 
Motivation is perhaps one of the most important elements in the process of 
second/foreign language learning. It has a huge impact on an L2 learner’s learning 
outcome. L2 motivation research has gone through different stages and researchers 
have conceptualised various L2 motivation models in the field, from Gardner’s 
socio-educational model (1985, 2001, 2005) to Dörnyei’s L2 Motivational Self 
System (2005, 2009, see also Dörnyei & Ushioda, 2011). Many researchers have 
contributed to L2 motivation research in various contexts, such as English as a Second 
Language (ESL) and English as a Foreign Language (EFL). Therefore, the present 
study tries to answer the following questions: 
1-What are the major theories of L2 motivations in Education? 
2-What are the most recent development of these theories? 
 
The rational of the study: 
While There are many studies in L2 motivational that focus mainly on testing the 
different theories of motivations  on the educational context .However, there are very 
few  studies  which tracks the development of the field, or provide an overview, 
therefore this  study aims  to shed the light on this area, and fill the gap in the field 
and also it tracks the most  recent developments of L2 Motivational theories. 
 
 
Literature Review: 
 
What is motivation? 
There is wide agreement among researchers that motivation is a vital key to learning 
(Wigfield & Eccles, 2000; Wigfield & Guthrie, 1997). A simple definition many 
researchers would agree to could be that motivation, a word which derives from the 
Latin verb movere, concerns what moves a person to the choice of a particular action, 
what moves him or her to expend effort on this action and to persist with this action 
(Dörnyei, 2001). The term motivation is usually defined by psychologists as the set of 
processes which involve the arousal, direction, and sustaining of behaviour (conduct). 
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It is employed to indicate, for instance, a subject’s persistence and his/her pervasive 
work on certain tasks and not on other activities. (cf. Madrid, 1999): . Motivation, to a 
great extent, energizes human behavior and “gives it direction” (Dörnyei, 1998, p. 
117). In language learning, motivation exerts a significant impact (Gardner, 1985; 
Gardner, Masgoret, Tennant, & Mihic, 2004; Guthrie & Wigfield, 2000; Lightbown & 
Spada, 1993). 
As far as learning a language is concerned, Dörnyei and Ottó (1998) defined 
motivation in second language learning as “the dynamically changing cumulative 
arousal in a person that initiates, directs, coordinates, amplifies, terminates, and 
evaluates the cognitive and motor processes whereby initial wishes and desires are 
selected, prioritised, operationalised and (successfully or unsuccessfully) acted out” (p. 
65). Dörnyei and Ottó’s definition includes the most important aspects that we need to 
know in order to understand motivation and its major role in learning a second or a 
foreign language. 
 
Motivation in L2 Acquisition Theories 
 
Several theories of L2 acquisition have acknowledged the importance of motivation. 
The first of them is Krashen’s Monitor Theory (1981, 1982, 1985; Dulay, Burt, and 
Krashen, 1982), which includes the Affective Filter Hypothesis, based on the 
significance of emotional factors and motivation as key elements which control 
language acquisition processes (Dulay, Burt, and Krashen, 1982: 4): "When a student 
is exposed to a new language, the first internal hurdles are posed by the individual’s 
emotional state and motivations ... filtering sources are the individual anxiety levels, 
peer identification, and general motivation to learn a language. Together, they make 
up what we have called the “Affective filter” or simply “Filter”. The Filter acts to 
control entry to further mental processing". Secondly, Carroll’s conscious 
reinforcement model (1981) uses reinforcement as an efficient motivating resource 
which facilitates learning through successive habit formation: "... reinforcement 
involves an increment to an individual’s perception of the appropriateness of the 
behaviour to a specific context" (Gardner, 1985: 128). Reinforcement has two 
consequences: on the one hand, it increases the probability that the response be 
repeated in similar situations and become habitual, and, on the other, it provides 
information on the suitability of the responses in the situations in which they are used. 
In third place, in Bialystok’s (1978) model on the role of strategies in second 
language learning, motivation once again has a key role in the transformation of 
explicit linguistic knowledge into more intuitive, spontaneous, and automatic implicit 
linguistic knowledge. Such a transformation is intensified in motivated subjects, as 
they seek out more communicative situations in which to participate.  
In turn, Schumann’s (1978a, 1978b) acculturation theory considers that social and 
affective factors, such as the degree of assimilation of the foreign culture, personality, 
and motivation, affect the level of competence in the L2.  
 
 
influential Theories in Mainstream Motivational Research: 
 
Goal Theories: 
 
According to goal theories, humans exercise self-influence through setting themselves 
challenging goals, a process that serves as a cognitive mechanism of motivation and 
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self-directedness. One distinguishes goal setting and goal-orientation theories. In goal 
setting theory (Locke and Latham, 1990), goals are considered as immediate 
regulators of behaviour. The theory suggests that the way individuals set themselves 
goals is a crucial predictor of their work performance. Specific and difficult goals are 
linked to better performance than easy and non-specific goals. Locke and Latham 
provide evidence that goal setting is strongly related to expenditure of effort and that 
individuals with specific and challenging goals persist longer at a task than 
individuals with easy and vague goals provided the goals are attainable (Latham and 
Locke, 2006, 2007); effect sizes in meta-analyses ranged from .42 to .80. (an 
overview of early research is provided by Locke, 1996, Locke and Latham, 1990).  
 
Goal-orientation theory has a slightly different focus, as it deals especially with the 
quality of an individual’s goal orientation. In contrast to goal-setting theory, it deals 
with the questions why an individual may want to engage in a task and how  he/she 
will approach the task. Contemporary achievement goal theory distinguishes between 
mastery and performance goal orientations (Pintrich, 2000a, 2000b). The former 
refers to the pursuit of “mastery goals” with the focus on learning content, and the 
latter to the pursuit of “performance goals” with the focus on getting good grades, 
outdoing other students or demonstrating abilities (Ames, 1992, Ames and Archer, 
1988). Sometimes further distinctions are drawn between intrinsic, mastery, and 
task�involved orientations on the one hand and extrinsic, performance, and 
ego-involved orientations on the other (Ames, 1992, Dweck and Leggett, 1988, for a 
definition of intrinsic and extrinsic motivation also see section 3.3.1). 
 
 In mainstream motivational research, there are numerous studies exploring the 
relationship between goal�orientations and motivated engagement (e.g. Anderman 
and Wolters, 2006, e.g. Diener and Dweck, 1978, Diener and Dweck, 1980, Pintrich 
and Garcia, 1991, Pintrich and Schrauben, 1992, Wolters and Yu, 1996). 
 
Expectancy-value theory 
 
Expectancy-value theory principally addresses the initial phase of motivation as it 
aims to explain the incentive to pursue a particular action by an individual’s 
expectancy of success and the value that the individual attaches to this success 
(Atkinson, 1964). In addition, the locus of control – that is, whether a person 
perceives that the outcome of an event lies outside or within his control – further 
influences expectancies (Rotter, 1966). This construct of locus of control can also be 
found in attribution theory in the dimension of perceived causality.  
 
Although there is no direct equivalent in L2 motivational models, the influence of 
expectancy-value theory can be traced in the socio-psychological framework , which 
places great emphasis on the value that learners attach to the language,  or on the 
attitude that they have towards the language and the country. Newer approaches 
within mainstream motivational theories have already attempted to connect 
expectancy-value theory to research on the self and identity via the value component 
(Brophy, 2009), a line of thought which could be particularly interestingly pursued in 
the educational context, but which has not yet found an echo in recent 
conceptualisations of L2 motivation.  
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Attribution theory 
 
Attribution theory originated in the work of Heider (1958), but its most significant 
proponent has been Weiner (Weiner, 1985, 1992, 2005). The underlying tenet of 
attribution theory is that individuals always evaluate why a particular outcome 
occurred, and that in the process they make causal attributions, based on which they 
make decisions. In his early writings, Weiner (Weiner, Russell and Lerman, 1979) 
focused on four main causes to which people attribute success and failure: ability, 
effort, task difficulty and luck. Later, other attributions were added and, importantly, 
two new qualities of attributions were conceived: locus of causality and stability. 
Locus of causality refers to the perceived location of a cause as internal or external to 
the learner, whereas stability refers to the potential changeability of a cause over time. 
A further, later added dimension concerned the extent to which an event or outcome is 
under the control of the learner or participant. Causes can thus be perceived to be 
internal or external, stable or unstable, controllable or uncontrollable. Expectancy of 
succeeding in a task depends on the individual’s interpretation of causality in previous 
achievement situations: e.g. if a person repeatedly fails an examination having 
assiduously studied for it, and others have passed it, according to Weiner it is likely 
that he or she will attribute his/ her failure to lack of ability. Since the 1990s, attention 
has also been paid to attributions in the field of L2 motivation . McDonough (1986: 
155) states that attribution to stable causes such as aptitude are most common in 
language learning: In the case of language learners, one of the most frequent 
attributions to a stable factor outside their control is to aptitudes such as an ear for 
languages. Thus a language learner may easily save face by ascribing failure to a 
physical disposition: “I’m no mug but I’ve got no ear for languages”.  
 
The differing findings from existing studies, however, do not reflect this conclusion 
(McQuillan, 2000, Tse, 2000, Ushioda, 1996b, Williams and Burden, 1999, Williams, 
Burden and Al-Baharna, 2001, Williams, Burden, Poulet and Maun, 2004). For 
instance, a small-scale study by Williams and Burden (1999) revealed a tendency 
amongst primary and secondary students in the UK to identify internal effort as the 
main reason for success in learning a foreign language, together with help from others 
and a growing sense of competence. By contrast, external factors such as distraction 
by others, difficulty of work and poor teaching were most often cited as reasons for 
failure. A study on French students’ motivation in relation to cognitive thought 
process (Ushioda, 1996b) showed that university students who experienced negative 
outcomes during their course of study and still displayed high motivation did not 
attribute these negative course outcomes to ability, but instead stressed that it could be 
overcome by effort, and hard work. Tse (2000) found that American university 
students (N=51) attributed success to the teacher, the environment, the community 
and personal motivation, and failure to lack of effort, the teacher and the course.  
 
Motivation and the Self  
 
The brief sketch of motivational theories above does not intend to reflect the plethora 
of theoretical frameworks in the wider motivational landscape. Rather, three theories 
have been singled out due to their influence in both mainstream and L2 motivational 
research. I would now like to draw special attention to an interesting development in 
motivational research, which may be described as the rise of the self as a motivational 
concept, which, in Pajares and Schunk’s words, appears to be “on the verge of 
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dominating research and theory on academic motivation” (2002:17); a trend also 
perceivable in recent developments in L2 motivational research. In mainstream 
motivational research, there are a great many studies looking at the relation between 
motivation and the self, although these are theoretically founded on different strands 
of motivational research, among them self-worth theory (Covington, 1976, 1992, 
1998) and research on the self as a concept (Marsh, 1986, 1987, 2006, Marsh, Kong 
and Hau, 2000, Marsh, Seaton, Trautwein, Lüdtke, Hau, O'Mara and Craven, 2008). 
Here, I will discuss self-determination theory (Deci and Moller, 2005, Deci and Ryan, 
1985, Deci and Ryan, 2008, Ryan and Deci, 2000, Vallerand, 1997), self-efficacy 
theory (Bandura, 1969, 1986, 1995, 1997), and possible selves theory (Dunkel and 
Kerpelman, 2006, Markus and Nurius, 1986, Markus and Nurius, 1987, Markus and 
Ruvolo, 1989) . 
 
 
Self-Determination Theory  
 
Self-determination theory has not only been highly influential in mainstream 
psychological theory but has also increasingly guided research on language learning. 
Its influence can be traced to the field of language learning autonomy and to the 
Canadian motivational language learning research context,... According to 
self-determination theory, human motivation is shaped by three basic human needs: 
the need for self-determination, or autonomy, the need for competence, and the need 
for interrelatedness, i.e. the need to be part of a social world. The first two in 
particular have received much attention in mainstream motivation research. The need 
for self-determination is reflected in people’s need to act autonomously and to feel in 
control of their own actions. When people act out of free choice, they act in a 
self-determined manner. It is important to note that although self determination is 
seen as a basic human need, the environment exerts influence on it: Although we 
define self-determination as a quality of human functioning, we also emphasize that it 
can be either supported or hindered by environmental forces […] when the 
environment supports self-determination, the person will be more self-determining. 
(Deci and Ryan, 1985:38-39) The need for self-determination is integral to intrinsic 
motivation, a concept which has strongly shaped the motivational research landscape. 
  
Intrinsic motivation refers to the motivation that arises from the pleasure an activity 
produces in itself. While early mechanistic theories could not explain motivations for 
behaviour such as exploration and play, intrinsic motivation can account for such 
behaviour as it seen as an explorative force to engage with an activity and to learn out 
of interest and enjoyment (Deci and Moller, 2005). Intrinsic motivation is internally 
regulated. Choice seems to play an important part in intrinsically motivated behaviour 
(e.g. Deci and Ryan, 1985, e.g. Deci and Ryan, 2008, Moller, Deci and Ryan, 2006, 
Zuckerman, Porac, Lathin and Deci, 1978), and so does conquering challenges (e.g. 
Csikszentmihalyi and Nakamura, 1989, Danner and Lonky, 1981, Deci and Ryan, 
1985, Harter, 1974, Shapira, 1976). 
 
 
The L2 Motivational Self System  

 
According to Dörnyei and Ushioda (2011, p. 86), the L2 Motivational Self System 
consists of three components, which are: 1. Ideal L2 Self, which is the L2-specific 
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facet of one's 'ideal self'. If the person we would like to become speaks an L2, the 
'ideal L2 self ' is a powerful motivator to learn the L2 because of the desire to reduce 
the discrepancy between our actual and ideal selves. 2. Ought-to L2 Self, which 
concerns the attributes that one believes one ought to possess to meet expectations 
and to avoid possible negative outcomes. 3. L2 Learning Experience, which concerns 
situated, 'executive' motives related to the immediate learning environment and 
experience (e.g. the impact of the teacher, the curriculum, the peer group or the 
experience of success).  
As we can see from these three components, Dörnyei's L2 Self System is mainly 
based on an individual's own vision of speaking an L2. Instead of putting an emphasis 
on integration into any particular language or cultural group, he believes that an L2 
learner has a powerful imagined self. During the process of studying the L2, this very 
L2 learner comes closer to his/her ideal L2 self and/or ought-to L2 self. Furthermore, 
he claims that it is likely that there is a link between integrative and internalised 
instrumental orientations (e.g. approaching a personal goal) and the ideal L2 self; 
external types of instrumental motives (e.g. avoiding punishments) and the ought-to 
L2 self; the immediate learning environment and experience and L2 learning 
experience.  
 
Dörnyei's L2 Self System has provided L2 motivation researchers with a different and 
broad perspective to approach or reconceptualise L2 motivation. Since Gardner put 
forward his first socio-educational model back in the 1970s (Gardner & Smythe, 
1975), L2 motivation research has been profoundly influenced by the notion of 
integrativeness and instrumentality. Nevertheless, with the importance of English and 
its current global status, studying English in order to become a member of (or come 
closer to) the target language community seems questionable.  
 
According to Deci and Ryan (1985; see also Ryan & Deci, 2000), there are several 
types of human motivation. On the far left is amotivation, which refers to a lack of 
any intention to act. Amotivation is not caused by internal or external factors but 
rather shows an individual’s lack of competence when doing an activity. In the middle 
of the continuum is Extrinsic Motivation, which refers to doing an activity for its 
instrumental value rather than for pleasure or enjoyment. Extrinsic motivation is 
categorised into four different subtypes—External Regulation, Introjection (or 
Introjected Regulation), Identification (or Identified Regulation) and Integration (or 
Integrated Regulation)—which reflect different degrees of autonomy and 
self-determination through the processes of internalisation (to take in a value or 
regulation) and integration (to transform the value or regulation to the individual’s 
own). Dörnyei (2009) believes that the ideal L2 self to some extent is in association 
with more internalised instrumental motivation and that the ought-to L2 self leans 
towards the external end of extrinsic motivation. In contrast to extrinsic motivation, 
Intrinsic Motivation refers to doing an activity for its inherent pleasure and enjoyment 
rather than external consequences. According to Ryan and Deci (2000), the 
intrinsic/extrinsic motivation continuum illustrates a process of motivational change. 
However, they believe that human motivation is not necessarily developed through 
each stage as a sequence and might "move back and forth" between orientations. For 
example, a person may start to do an activity because of a reward (external regulation); 
however, during the process, the person may find him/her doing well in the activity 
and this gradually arouses his/her intrinsic motivation. In this case, the individual may 
skip the other orientations within the extrinsic motivation domain. Furthermore, Noels 
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(2001) argues that a person may have more than one orientation (goal) for learning a 
second/foreign language simultaneously, although some are more important than 
others.  
 
Phases of L2 motivation research 
 
 The social psychological period (1959–1990) The cognitive- situated period (during 
the 1990s) The process- oriented period (since 2001) the socio-dynamic period 
(current) characterized by the work of Gardner and his students and associates in 
Canada. characterized by work drawing on cognitive theories in educational 
psychology. characterized by an interest in motivational change, initiated by the work 
of Dörnyei, Ushioda, and their colleagues in Europe. characterized by a concern with 
dynamic systems and contextual interactions.  
 
The social psychological period: 
  
 The social psychological period in L2 motivation research flourished in the bilingual 
context of Canada from 1959 through 1990 (Dörnyei, 2005; Ushioda, 2012). During 
this period, Gardner developed the socio-educational model while Clément and 
colleagues explored the theory of linguistic self- confidence . Gardner’s motivation 
theory and motivation test The major principle of Robert Gardner’s motivation theory 
was that “students’ attitudes toward the specific language group are bound to 
influence how successful they will be in incorporating that language” (Gardner, 1985, 
p. 
 
 Gardner defined motivation as a ‘combination of effort plus desire to achieve the 
goal of learning the language plus favourable attitudes towards learning the 
language’(Gardner, 1985:10). • The model posits that language achievement is 
influenced by integrative motivation, language aptitude, as well as a number of other 
factors.  Integrative motivation is the key construct of the Gardner’s 
socio-educational model which is made up of three main sub-constructs, each of 
which is further broken down to subcomponents. Integrativeness: Integrativeness 
integrative orientation interest in foreign languages attitudes toward the L2 
community “individual’s willingness and interest in social interaction with members 
of other groups” (Gardner & MacIntyre, 1993, p. 159). Attitudes toward the learning 
situation, which comprises attitudes toward the language teacher and the L2 course. 
Motivation, that is, effort, desire, and attitude toward learning (Gardner, 2001).  
A schematic outline of how motivation is related to other ID variables and language 
achievement.  
 
 
What is the differences between orientations and motivations?  
 
According to Gardner orientations refers to the set of reasons for which an individual 
studies the language; whereas, motivation refers to the driving force which involves 
expending effort, expressing desire and feeling enjoyment. According to Belmsihri & 
Hammel (1998), orientations are long–range goals which, along with attitudes, sustain 
student’s motivation.  
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The criticism of Gardner’s theory is related to the interpretation of Integrative Motive. 
That is, Gardner has three different but very closely related concepts of 
integrativeness (i.e. integrative orientation, integrativeness, and integrative 
motive/motivation.  
the attention of researchers is directed to two prominent motivational components: : 1. 
An interpersonal/affective dimension( integrative orientation or integrative 
motivation). 2. A practical/utilitarian dimension, associated with the potential 
pragmatic gains of L2 proficiency, such as to get a better job or to pass a required 
examination, which has been referred to as the instrumental orientation/motivation  
 Gardner (2000.2001) proposes that the ‘Motivation’ subcomponent of the integrative 
Motive can be combined with instrumentality (instead of integrativeness) to form 
Instrumental Motivation.  
 
The Attitude/Motivation Test Battery (AMTB) • a multicomponential motivation 
questionnaire made up of over 130 items. It operationalizes all the main constituents 
of Gardner’s theory of the integrative motive and it also includes the additional 
components of language anxiety (L2 class anxiety and L2 use anxiety), parental 
encouragement, and instrumental orientation.  
 
Dörnyei (2005) argues that the items in the motivation subcomponents conflate the 
mental phenomenon of being motivated with behaviors. That is “it assesses both 
motivation and motivated behavior” (Ellis, 2008, p.681). As a result “it is not easy to 
decide the exact nature of the underlying trait that the instruments target” (ibid). That 
is; the construct in consideration might not measure what it intends to.  
Clément’s Theory of Linguistic Self-Confidence • Linguistic self-confidence (a 
learner’s self- confidence)refers to the belief that a person has the ability to produce 
results, accomplish goals, or perform tasks competently. This self-confidence is 
established through the interaction between the language learner and members of the 
language community, and strengthened based on the quality and quantity of these 
interactions.  
 
 
The Cognitive–Situated Period: 
 
 Cognitive perspectives focus on how the learners’ mental processes influence their 
motivation. Thus, L2 motivation models shifted away from the broad social 
psychological perspectives, while more narrow-viewed microperspectives emerged.  
 Researchers discovered that learning happens in a “dynamic classroom context” 
(Kimura, 2003) and that designing an appropriate learning situation in the classroom, 
therefore, substantially increases motivation.  
 Self-determination theory (Deci & Ryan, 1985, 2002), which focuses on various 
types of intrinsic and extrinsic motives, has been one of the most influential 
approaches in motivational psychology(Dörnyei, 2003).  
 
The intrinsic refers to an individual’s motivation to perform a particular activity 
because of internal rewards such as joy, pleasure and satisfaction of curiosity. • 
Whereas in extrinsic motivation the individual expects an extrinsic reward such as 
good grades or praise from others. (Deci & Ryan, 2009) . The intrinsic motivation 
(IM) could be one of three kinds: IM-Knowledge (the pleasure of knowing new 
things), IM-Accomplishment (the pleasure of accomplishing goals), and 
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IM-Stimulation (the pleasure sensed when doing the task). Noels (2001), Vallerand 
(1997) .The extrinsic motivation has also been classified along a continuum of four 
categories according to the extent to which the goals are self-determined (Deci & 
Ryan, 2000): external regulation,introjected  regulation ,identification, and integrated 
regulation. Amotivation: A lack of motivation ,External regulation • The least 
self-determined form of extrinsic motivation Introjected regulation Externally 
imposed rules that the student accepts as norms he/she should follow not to feel guilty  
Identified Regulation The person engages in an activity because he/she highly values 
and identifies with the behavior, and sees its usefulness .Integrated regulation 
Identified with importance of behavior, but also integrates those identification with 
other aspects of the self. 
  
-According to the theory, developed by Deci and his associates, ‘[t]o be 
self-determining means to experience a sense of choice in initiating and regulating 
one's own actions’ (Deci, Connell, & Ryan,1989:580). This is referred to as 
autonomy.  
The hypothesis of SDT is that people have three basic psychological needs: 
competence, relatedness, and autonomy. Whether the learner wants to learn the L2 or 
whether the learner has to learn the L2? • Based on SDT, there are two main types of 
motivation: a controlled or in an autonomous way (Dörnyei, 2001; Vansteenkiste, 
Lens, and Deci, 2006). Autonomously motivated individuals experience volition and 
choice, whereas controlled motivation occurs when an individual experiences pressure 
(Vansteenkiste, Lens, and Deci, 2006). Noels, Pelletier, Clément and Vallerand (2000) 
also developed a valid and reliable measuring instrument assessing the various 
components of self- determination theory in L2 learning, the Language Learning 
Orientations Scale: Intrinsic Motivation, Extrinsic Motivation,.  
 
The Process-Oriented Period  
 
 This period focus on the dynamic character of motivation. The models of the 
process-oriented period explore the short-term and long-term changes in the 
individuals’ motivation as they learn L2. This approach views motivation as a 
dynamic factor which fluctuates within a class period, a year, and a lifetime. Williams 
and Burden (1997, p. 121) separated three stages of the motivation process along a 
continuum: “Reasons for doing something” “Deciding to do something” “Sustaining 
the effort, or persisting.”  The Dörnyei and Ottó Model of L2 Motivation • Dörnyei 
and Ottό developed a process model of L2 learning marked by three distinct, 
chronological stages: the preactional stage, the actional stage, and the postactional 
stage. motivational retrospection executive motivation choice motivation  
The current new socio-dynamic phase (Dörnyei&Ushioda, 2013)  
This phase is characterized by a focus on the situated complexity of the L2 motivation 
process and its organic development in interaction with a multiplicity of internal, 
social, and contextual factors—that is, a move toward relational or dynamic systems 
perspectives on motivation (e.g., Dörnyei, 2009; Ushioda, 2009); and characterized by 
a concern to theorize L2 motivation in ways that take account of the broader 
complexities of language learning and language use in the modern globalized 
world—that is, by reframing L2 motivation in the context of new theories of self and 
identity (Dörnyei, 2005; Dörnyei and Ushioda, 2009).  
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Empirical studies 
 
It is perhaps Gardner and his associates who have devoted the greatest attention to the 
topic of motivation (e. g. Gardner and Lambert, 1972; Gardner, 1985; Tremblay and 
Gardner, 1995) and who provide the most notable amount of information as regards 
the interaction of the multiple variables which incide on the process of motivation., 
Gardner has demonstrated the connection between certain variables which interact 
daily in the language classroom (Gardner, 1985: 157-160). For instance, between: - 
Motivation and attitude towards L2 learning (French) (.93) - Motivation and desire to 
learn the L2 (.92) - Motivation and performance (.52) - Performance and L2 
vocabulary knowledge (.88) - Integrative orientation (motivation) and interest towards 
the corresponding L2 (.91) - Importance of the subjects’ objectives and of the 
students’ awareness of those objectives (.90) - Attitudes towards the learning 
situations and evaluation of the subject (1) - Performance and grades obtained in the 
L2 (.89) - Teacher’s performance and students’ anxiety (.94) - Teacher’s performance 
and students’ level of competence (.83) . 
 
 In a more recent study, Temblay and Gardner have demonstrated the following 
hypotheses (1995: 50) as regards French as a Second Language (1995: 50): 
 - The student’s degree of motivation has a direct bearing on his/her performance. 
 - The student’s motivational antecedents, termed “relevance of the goal”, “valency”, 
or “desire to attain the goal”, and “awareness of self-efficiency” exert a direct 
influence on his/her degree of motivation. 
 - The student’s “adaptive” attribution clearly affects his/her “self-efficiency.” - The 
attitudes towards the L2 have a distinct impact on the previous motivational 
antecedents.  
 
- L2 mastery (French) has a direct effect on “adaptive” attributions. A series of factors 
converge in the educational context; some of them are external factors originating 
from the social and familiar milieu, while others emerge from the microsociety of the 
school and the classroom, where teachers and students interact through the 
implementation of the L2 curriculum. 
 
As certain studies have revealed (Ashton, 1985; Skinner and Belmont, 1993; Lorenzo 
Bergillos, 1997; García Sánchez, 1999; Uribe, 1999), the classroom as microsystem 
can modify the students’ motivation. DeCharms’ research (1976) is in line with this 
idea. Indeed, this author varied classroom methodologies in order to manipulate the 
students’ motivation, and found that they resulted in important changes in the 
learners’ autonomy and self-regulation. Further studies have looked into partial 
aspects of motivation, considering the latter as either a dependent or an independent 
variable with respect to the learners’ performance. To cite an example, Smith and 
Massey (1987) have studied the stability of students’ attitudes towards the L2 and the 
existing relationship between the students’ attitudes and their behaviour in class. The 
results show that schools in residential areas display a greater variability than those 
located in rural and urban ones. As regards the relationship between students’ 
attitudes and their behaviour in class, significant differences were only found in the 
results of three tests. Svanes (1984) studied the relationship between students’ 
motivation and cultural distance from the L2 community and concluded that European 
and American learners had a more integrative motivation than Middle Eastern, 
African, or Asian ones, who manifested a more instrumental motivation. He equally 
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obtained a low correlation between integrative motivation and students’ grades. In his 
multiple regression analysis, he found little relation between motivational variables 
and variance in academic performance.  

 
 
Arab’s Motivations studies: 
 
Arab Students’ Motivation and Attitudes toward Learning English and Its Culture A 
lot of studies have been conducted in the field of second and foreign language 
learning to measure language learners’ motivation and attitude; however, few 
empirical studies have examined EFL and ESL Arab students’ motivation and 
attitudes toward learning English, and even fewer have explored these issues among 
Sudanese students specifically. What follows is an overview of the relatively few 
studies that have examined Arab students’ motivation and attitudes toward learning 
English as a foreign or second language.  
 
In Kuwait, Malallah (2000) conducted a research to examine undergraduate students’ 
motivation and attitude. The results suggested that the participants highly valued 
English and had positive attitudes toward learning it and toward the native English 
speakers as well. Within this study too, Malallah examined the relation between 
students’ motivation and attitudes toward learning English as foreign language and 
their language attainment. Students’ motivation and attitudes toward English and 
toward native English speakers was positively correlated with their language 
attainment. Another study conducted by Qashoa (2006) revealed similar results to the 
previous study. It was, also, shown that Arab students were more instrumentally 
motivated to learn English than integratively. The study was conducted in The United 
Arab Emirates, and it 22 involved a questionnaire and an interview. 
 One hundred high school students participated in the questionnaire, and 20 high 
school students, 10 English teachers, and 3 supervisors participated in the interview. 
Also, in Yemen Al-Tamimi and Shuib (2009) conducted a study to identify petroleum 
engineering students’ motivation and attitudes toward learning English in an EFL 
setting. The participants in this study were 81 students at Hadhramout University of 
Sciences and Technology. The findings of this study were similar to the results of the 
previous study on which the majority of the students reported instrumental motives to 
learn English. The findings, also, reported that the majority of the students had 
positive attitudes toward both the social and the educational aspects of English.  
Abu-Melhim (2009) interviewed 45 female students who were enrolled in the 
department of English at Irbid University College in Jordan. The students were 
expected to be English teachers after graduation. The study aimed to examine their 
motivation and attitudes toward learning English. The results showed that although 
students’ motives for learning English ranged from being a mixture of intrinsic and 
extrinsic to being purely extrinsic, almost half of the participants reported negative 
attitudes toward learning English. Those students who showed negative attitudes 
toward learning English reported that they considered learning English a waste of 
time. They reported that they were learning English either to please their parents or 
because they were not good at math and science and they had no choice other than 
studying English. Also in Jordan, as cited in Alfawzan (2012), Abu-Ghazaleh and 
Hijazi (2011) carried out a study to identify the attitudes of 200 graduate and 
undergraduate students at Yarmouk 23 University. The findings exhibited that most 
Jordanian students had positive attitudes toward learning English. Although gender 
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was considered as an important variable in this study, the results did not reveal any 
considerable difference between the attitudes of male and female participants. 
However, academic level, which was also considered as an important variable was 
found to be effective in revealing different results. The results showed that graduate 
students tended to have more positive attitude toward learning English than 
undergraduate students. 
 Al Asmari (2013) carried out a study to explore the attitudes of 176 Saudi 
undergraduate students toward several dynamics of English language, including 
English and the culture of English speaking countries. The participants were studying 
at the English Language Center in Taif University in Saudi Arabia. The results of his 
study indicated that students had strong positive attitude toward English and its 
culture. In addition, the results revealed that the majority of students had a mixture of 
intrinsic and extrinsic motivation for learning English. Overall, most research that 
were carried out to investigate Arab students’ motivation and attitudes have suggested 
that EFL Arab learners possess instrumental motivation as compared to integrative 
motivation.  
 
With regard to their attitudes, they tend to have more positive attitudes toward 
learning English and toward the native English speakers. Studies in the U.S. In 1990, 
Kamal and Maruyama had conducted a study to explore the attitudes of 223 Arab 
students toward Americans. The participants in this study were in the United States to 
pursue their higher education. Kamal and Maruyama (1990) argued “that intergroup 
contact should lead to positive perception of others” (p. 124). The results of Kamal 24 
and Maruyama’s study had proven that the formation of the positive attitudes toward 
the native English speakers is strongly correlated with the positive experiences that 
Arab students had had with Americans rather than their length of stay in the U.S. In 
addition to Kamal’s study, a study was administrated by Suleiman (1993) in Arizona 
State University in the U.S. Suleiman’s study included 22 Arab undergraduate and 
graduate students who came from different Arab countries, including Saudi Arabia.  
The investigation of his study aimed to explore Arab students’ motivation to learn 
English and their attitudes toward learning English and toward the native English 
speakers in the U.S. Two types of data collection were used in this study: a 
questionnaire and an interview. In order to build his questionnaire, Suleiman used and 
adapted Gardner’s Attitude Motivation Test Battery (AMTB) to measure students’ 
motivation and attitudes. He also built his interview based on Meloni and 
RochErkaya’s interview guide approach (1990). The results of Suleiman’s study 
showed that the students had instrumental motivation to learn English before they 
arrived to the U.S., and they continued to maintain their instrumental motivation after 
they arrived to the U.S. Even though the comparison between students’ type of 
motivation to learn English before and after they arrived to the U.S. did not show a 
major difference, the integrative motivation after arriving to the U.S. was higher than 
it was before the arrival to the U.S. In addition, the results of the students’ attitudes 
revealed a mixture of attitudes ranging from positive, neutral, to negative depending 
to some degree on their experiences with the host culture. 
 
 In a recent study, Alfawzan (2012) surveyed 40 male and female Saudi students who 
were enrolled in an intensive English program at one of the public universities in the 
U.S. The 25 purpose of his study was to investigate their attitudes toward learning 
English and their willingness to make an effort in order to learn it. The results of this 
study exhibited that the majority of the participants had instrumental motives to learn 
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English. In addition, participants were highly willing to learn English and to carry out 
independent learning outside classrooms. The study had, also, shown that most 
students valued English learning on personal, professional, and social levels. The 
positive attitude toward English and learning it was very significant among Saudi 
students. In another study, Irish (2012) carried out a study to explore Saudi students’ 
types of motivation (intrinsic and extrinsic) and to explore the relation between their 
motivational type and their length of stay in the U.S. The participants were from 
different academic levels in a public school in the U.S. The gender variable was 
eliminated in this study by limiting the participants to male Saudi students. According 
to the findings of this study, male Saudi students displayed a mixture of extrinsic and 
intrinsic motivations, regardless of their academic level and the amounts of time spent 
in the U.S. The review of the previous studies suggested that Arab students who study 
in the U.S. continue to maintain their instrumental motives for learning English and 
continue to have a positive attitude toward learning English and toward the native 
English speakers in the U.S.  
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