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Abstract

Contrasted with an abundance of literature on motivation to communicate or interact in a
second language, little work can be found on reading motivation in a second/foreign
language.  Hypothesizing that motivation to communicate may be different from
motivation to read, the present study attempts to investigate foreign language reading
motivation.  The data for this study was obtained from an original questionnaire, which
largely drew upon Wigfield and Guthrie's (1995, 1997) theory of reading motivation in
L1.  The results of a statistical analysis suggest that motivation to read in English may be
divided into four sub-components, namely Intrinsic Value of Reading in English,
Attainment Value of Reading in English, Extrinsic Utility Value of Reading in English,
and Expectancy for Success in Reading in English.
keywords: intrinsic motivation, extrinsic motivation, reading success, reading attitude

Introduction

In the field of second language acquisition (SLA), a great deal of research has been done in order
to investigate second language learning motivation ever since Gardner and Lambert first shed
light on the role of attitudes and motivation in second language acquisition (Gardner & Lambert,
1959).  Gardner and his associates (e.g., Gardner, 1985, 1988, 2000, 2001; Gardner & Smythe,
1975; Gardner & MacIntyre, 1991, 1993) proposed a model referred to as the Socio-Educational
Model of Language Learning.  Underscoring the importance of the socio-psychological aspects
of second language acquisition, Gardner's model includes integrative motivation, defined as a
combination of attitudes toward the target group, interest in foreign language, and integrative
orientation, as a key component of the socio-educational model.

Although no one seems to argue against the significance of socio-psychological aspects of
motivation in language learning, it is this concept of integrative motivation that has often been an
object of criticism.  Some researchers (e.g., Crookes & Schmidt, 1991; Dörnyei, 1994) argue that
Gardner's definitions of integration-related terms are ambiguous whereas other researchers
(Clément & Kruidenier, 1985; Crookes & Schmidt, 1991; Dörnyei, 1990; Oxford & Shearin,
1994) claim that the integrative motivational subsystem is more multifaceted than originally
proposed.  In addition, another criticism has been raised with reference to the degree to which an
emphasis has been placed on integrative motivation in Gardner's socio-educational model.

http://nflrc.hawaii.edu/rfl


RFL 14.2 - Redefining Motivation to Read in a Foreign Language

http://nflrc.hawaii.edu/rfl

92

Summarized in Au (1988) as the integrative motive hypothesis, Gardner and his associates
(Gardner, 1979, 1985, 1988; Gardner & Lambert, 1959) consistently found that integrative
motivation plays a significant role in second language acquisition.  However, many studies (Au,
1988; Crookes & Schmidt, 1991; Dörnyei, 1990; Ely, 1986; Gardner & Lambert, 1972; Gardner,
Smythe & Clément, 1979; Kraemer, 1993; Lukmani, 1972; Muchnick & Wolfe, 1982; Oller,
1981; Oller, Baca & Vigil, 1977) carried out in different contexts, especially in English as a
Foreign Language (EFL) contexts, found contradictory results.  In part due to such
dissatisfaction with Gardner and his associate's dominant models of motivation, there have been
numerous attempts to redefine second/foreign language learning motivation in the past decade,
(e.g., Crookes & Schmidt, 1991; Dörnyei, 1994, 1996, 1998, 2001; Dörnyei & Otto, 1998;
MacIntyre, Clément, Dörnyei & Noels, 1998; Oxford & Shearin, 1994, 1996; Schmidt, Boraie &
Kassabgy, 1996).

However, most research, including Gardner's, focuses on students' motivation to interact or
communicate with target language speakers.  Therefore, many of their findings may not be
directly applicable to students in EFL contexts, where limited contact with the target community
is the norm.  Furthermore, students with limited opportunities to use the target language
inevitably have to rely on written texts as a major source of input, as is the case with the present
study.  Despite this, in the field of SLA, to my knowledge, Day and Bamford (1998) are the only
ones who have attempted to create a theoretical model of motivation to read in a second
language.  In an effort to reflect the multi-faceted nature of second language reading motivation,
their model included expectancy and value components.  The former is concerned with
constructs regarding materials and reading ability whereas the latter contains attitudes toward
reading in the second language and socio-cultural environment.  They further argue that
materials and attitudes are major influences on motivation, which in turn may influence the
decision to read in a second language (L2).  Their model, however, lacks empirical evidence.

The paucity of research on L2 reading motivation is also an interesting contrast with the
abundance of work done to probe the correlation between extensive reading and achievement
(e.g., Cho & Krashen, 1994; Elley, 1991; Hafiz & Tudor, 1990; Krashen, 1993; Mason &
Krashen, 1997; Robb & Susser, 1989).  Therefore, on the assumption that students' motivation is
an important factor in the success of any reading program, this study attempted to investigate
what constitutes foreign language reading motivation.

In exploring foreign language reading motivation, Gardner's concept of integrative orientation
was incorporated into the present study.   Despite the fact that it is not directly linked to L2
reading motivation,  it was included to see whether this somewhat controversial concept could be
a distinct construct in the domain of reading in an EFL context.

Motivation to Read in First Language

The general theoretical basis of this study rests on the theory of first language (L1) reading
motivation proposed by Wigfield and Guthrie (1995) based on the hypothesis that students'
motivation may be, to a certain extent, domain-specific.  That is, students may be, for example,
motivated to speak or listen, but not to read in English.  Furthermore, this L1 reading
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motivational theory was used as a model instead of L2 theory because almost no theories or
models can be found in the area of L2 reading aside from Day and Bamford (1998).
Wigfield and Guthrie tried to conceptualize the nature of motivation specifically for reading,
arguing that motivation to learn can be domain-specific.   However, due to a lack of literature
dealing specifically with reading motivation, they sought support for their model by drawing
upon a number of general motivational constructs that are relevant to engaging in reading.   One
of the theories Wigfield and Guthrie referred to was an influential model of motivation in
mainstream psychology known as expectancy-value theory (Eccles, Adler, Futterman, Goff,
Kaezala, Meece & Midgley, 1983; Eccles, Adler & Meece, 1984; Eccles, Lord & Midgley, 1991;
Eccles & Wigfield, 1995; Wigfield, 1994; Wigfield & Eccles, 1992).

Expectancy-value theory claims that achievement behavior is predicted by two constructs:
expectancy for success in a given task and the value the individual associates with success in that
task.  According to this theory, expectancy for success can be predicted by perceptions of task
difficulty, and by task-specific self-concept, that is, an individual's expectation of their ability to
do a domain-specific task.  Eccles et al. (1983) argue that the former is negatively related with
expectancies for success whereas the latter is positively related with expectancies for success.
They further contend that the task-specific self-concept of ability and perceptions of task
difficulty are dependent upon how students interpret past events, and how they perceive attitudes
and expectations of others.

Eccles and Wigfield (1995) hypothesize that the value the individual associates with success in
that task consists of four components: Attainment Value, Intrinsic Value, Extrinsic Utility Value,
and Cost.  Attainment value refers to the individual's perception of importance of success in a
given task.  The importance of success in a task is consciously determined by the individual with
reference to their perception of how significant a task is to their self-schema or identity.  Intrinsic
value refers to enjoyment that task engagement brings about whereas extrinsic utility value refers
to the usefulness of the task.  Both intrinsic value and extrinsic utility value in expectancy-value
theory are similar to the intrinsic and extrinsic motivation in Deci and Ryan's model (1985).  The
former is defined as motivation to do a task for its own sake while the latter is defined as
motivation to engage in a task in order to obtain external rewards such as getting good grades.
The last component of value in this theory is cost.  Eccles and Wigfield (1995) define cost as the
perceived negative consequences of engaging in the task.  These include not only the effort
required for the task but also perceived emotional states such as anxiety.  Cost refers to extended
effort, time and emotional expenditures.

Other motivational theories Wigfield and Guthrie consulted include self-efficacy theory
(Bandura, 1986, 1989, 1993; Schunk, 1984, 1991), achievement goal theory (Battle, 1966;
Crandall, 1969; Crandall, Karkovsky & Preston, 1962), and intrinsic motivation theory (Deci &
Ryan, 1985).  Self-efficacy theory is a model that includes self-efficacy as a major construct
where self-efficacy is defined as an individual's evaluation of their capacity to organize and
execute courses of action.  This definition is quite similar to Eccles and Wigfield's definition of
task-specific self-concept described above.  Unlike self-efficacy theory, achievement goal theory
focuses more on the individual's perception of how important achievement of different tasks are
to them whereas intrinsic motivation theory emphasizes intrinsic motivation, which is doing a
task for its own sake.
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Using these motivational theories as reference points, Wigfield and Guthrie (1995) divide L1
reading motivation into the following three categories, which entail 11 sub-components:

Competence and Reading Efficacy(1) reading efficacy
(2) reading challenge
(3) reading work avoidance

Achievement Values and Goals Intrinsic motivation
(4) reading curiosity
(5) reading involvement
(6) importance of reading

Extrinsic motivation
(7) competition in reading
(8) reading recognition 
(9) reading for grades

Social Aspects of Reading (10) social reasons for reading
(11) reading compliance

The first category concerns an individual's sense of efficacy and beliefs about their ability, and
consists of Reading Efficacy, Reading Challenge and Reading Work Avoidance.  The notion of
Reading Challenge refers to the satisfaction of understanding complicated ideas in a text whereas
the notion of Work Avoidance refers to aspects of reading the informer dislike.  

The second category is derived from theories of intrinsic and extrinsic motivation, achievement
goal orientation, and achievement values, and is further sub-categorized into two parts.  The first
is mostly concerned with intrinsic motivation, and the second with extrinsic motivation and
performance goal orientation (Ames, 1992; Nicholls, Cheung, Lauer & Patachnick, 1989).  The
former entails Reading Curiosity, Reading Involvement, and the Importance of Reading.
Reading Curiosity refers to the desire to learn about a certain idea, and is related to work on
reading interest (Renninger, 1992; Schiegele, 1996) whereas Reading Involvement refers to the
enjoyment involved with reading different kinds of texts, and, thus, corresponds to Schallert and
Reed's work (1997) and the notion of intrinsic motivation (Deci & Ryan, 1985).  On the other
hand, the concept of the Importance of Reading or subjective task value is grounded in Wigfield
and Eccles' (1992) work.

The second sub-category includes Competition in Reading, Reading Recognition, and Reading
for Grades.  These three aspects are separate from one another in that Reading Competition is
concerned with an individual's attempt to outperform others in reading, Reading Recognition is
related with tangible forms of recognition such as teacher or peer approval, and Reading for
Grades is associated mainly with the teacher's evaluation of learners' reading performance.

The last category consists of Social Reasons for Reading and Reading Compliance, based on the
assumption that reading can be a social activity in a way that children often read in social
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settings and, thus, read to achieve social goals.  Social Reasons for Reading are concerned with
the process in which children share the meanings of the text with significant others, whereas
Reading Compliance refers to the kind of reading required by the teacher.

Based on their 11 theoretical aspects of reading motivation, Wigfield and Guthrie (1995)
developed the Motivation for Reading Questionnaire (MRQ).  They administered it to 105
fourth- and fifth-graders in the United States in an attempt to identify empirically aspects of
reading motivation (Wigfield & Guthrie, 1997).  The statistical analyses of the MRQ results
implied that, although the 11 aspects Wigfield and Guthrie identified did not always cluster as
predicted, children's reading motivation is in fact multidimensional.  Baker and Wigfield (1999)
also administered the MRQ to 371 fifth- and sixth-graders in the United States.  The statistical
analyses of the data obtained confirmed Wigfield and Guthrie's claim for the multidimensionality
of L1 reading motivation.

Considering these findings that suggest the multidimensionality of reading motivation, this study
attempted to investigate what comprises foreign language reading motivation, albeit with a
different sample.  This study was designed to fit an EFL context,  drawing upon the model
proposed by Wigfield and Guthrie (1995, 1997).  It was hypothesized that foreign language
reading motivation, although different in some respects from L1 reading motivation, would be a
multidimensional construct, and, to a certain degree, independent of general motivational
constructs.  Consequently, the research question for the present study was:
What are the major sub-components of motivation to read in English for a sample of university
students in an EFL setting?

Method

Participants

A total of 447 students at a women's university in Japan participated in this study.  All of the
students were in intact groups and separated into 15 different reading classes with approximately
30 in each class.

Materials

At the beginning of the semester, a 30-item seven-point Likert scale questionnaire was
administered in Japanese as a means of investigating students' foreign language reading
motivation.  (See Appendix A for the original questionnaire, and Appendix B for its English
translation.)  The internal consistency estimate of reliability for the questionnaire was calculated,
and Cronbach's Alpha was .93.

Many of the questionnaire items were written referring to the theory of reading motivation
proposed by Wigfield and Guthrie (1995, 1997).  Although Wigfield and Guthrie identified and
included 11 components in their MRQ, three components, Competition in Reading, Reading
Recognition, and Social Reasons for Reading, were not included in this study as these three
components did not seem relevant to the participants.  This irrelevance is due to the fact that
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Wigfield and Guthrie's motivational scales were specifically developed for primary school
students learning to read in their L1.  Because some items appearing in the MRQ were not
considered directly applicable to university students, based on some results of my earlier studies
(Mori, 1999, 2000, 2001, 2002) individual items were created so that they would be relevant to
the participants and the context in which this study was carried out (see Appendix C for details).

The rest of the items were written referring to the concept of integrative orientation in Gardner's
socio-educational model of motivation (Gardner 1979, 1980, 1985, 1988, 2000, 2001).
Integrative orientation is defined by Gardner as an integrative reason for learning the language,
and is measured in the Attitude/Motivation Test Battery (Gardner & Smythe, 1981) by four items
including "Studying French can be important for me because it will enable me to better
understand and appreciate French art and literature," and "Studying French can be important for
me because I will be able to participate more freely in the activities of other cultural groups."
Thus, the questionnaire also included items that attempted to tap into some integrative reasons
for learning to read in English.

Results

In order to determine the interrelationship among items in the questionnaire, a principal
components analysis was performed.  The number of factors to be extracted was based on the
following criteria:

1.  Minimum eigenvalues of 1.0
2.  Each factor contains individual items with a minimum loading of .45 or higher.
3.  Eigenvalues appear before the decrease of eigenvalues level off in a scree plot.

Factor loadings of .32 and above (the minimum suggested in Tabachnick and Fidell, 1996) were
initially examined.  However, since in this study loadings of .32 produced several complex items
that loaded on more than one factor, a loading of .45 or above was chosen as the criterion for
interpretation.  Any items which did not load on any factors at >.45 were eliminated (items 7, 9,
20, and 25.  See Appendix B), and the correlation matrix was reanalyzed.  The internal
consistency estimate of reliability for the questionnaire with 26 items was calculated, and
Cronbach's Alpha was .93.  After varimax rotation, a four-factor solution was chosen, which
accounted for 56.50% of the total variance in reading motivation (see Table 1).
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Table 1: Factor Loadings for Principal Factors Extraction and Varimax Rotation of
Four Factors

Table 2 clearly shows which items loaded on which factors.  Means and standard deviations can
also be found in Table 2.

Factor  1 Factor  2 Factor  3 Factor  4 h2

R1 0.59 0.47 0.11 -0.04 0.59
R2 0.64 0.23 -0.02 -0.11 0.47
R8 0.59 -0.20 0.05 0.23 0.45
R11 0.56 0.19 0.08 0.49 0.59
R12 0.74 0.27 0.08 0.07 0.64
R15 0.75 0.28 0.21 0.28 0.77
R16 0.76 0.24 0.14 0.16 0.68
R22 0.68 0.14 0.14 0.22 0.55
R23 0.62 0.11 0.08 0.09 0.41
R28 0.63 0.32 0.17 0.15 0.55
R29 0.57 0.08 0.17 0.20 0.40
R30 0.65 0.06 0.11 0.32 0.55
R4 0.19 0.65 0.13 0.29 0.55
R5 0.13 0.76 0.13 0.04 0.61
R6 0.36 0.54 0.29 0.37 0.65

R10 0.07 0.57 0.35 0.25 0.52
R14 0.48 0.64 0.19 0.16 0.70
R19 0.20 0.62 0.38 -0.08 0.57
R3 0.10 0.18 0.52 0.14 0.34
R18 -0.02 0.14 0.73 -0.02 0.56
R24 0.13 0.11 0.80 -0.04 0.67
R26 0.14 0.10 0.81 -0.02 0.68
R27 0.20 0.20 0.46 0.09 0.30
R13 0.35 0.23 0.13 0.68 0.65
R17 0.43 -0.03 0.02 0.65 0.61
R21 0.06 0.18 -0.06 0.77 0.64
Proportion of
Variance 0.35 0.10 0.05 0.05
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Table 2:  Items Arranged According to Factors with Means and Standard Deviations

Factor           M SD

Factor one: Intrinsic Value of Reading
1.  By learning to read in English, I hope I will be able to read English novels. 4.65 1.72
2.  I get immersed in interesting stories even if they are written in English.     4.48 1.64
8.  Long and difficult English passages put me off. 2.71 1.52
11.  I am good at reading in English. 2.79 1.34
12.  I like reading English novels. 3.02 1.57
14.  By learning to read in English, I hope to be able to read English newspapers 
   and/or magazines. 4.74 1.83
15.  It is fun to read in English. 3.65 1.55
16.  I like reading English newspapers and/or magazines. 3.43 1.56
22.  I enjoy the challenge of difficult English passages. 2.94 1.45
23.  I do not have any desire to read in English even if the content is interesting. 4.26 1.58
28.  I would not voluntarily read in English unless it is required as homework or 
   assignment.  3.96 1.67
29.  I tend to get deeply engaged when I read in English. 3.11 1.44
30.  It is a pain to read in English. 3.63 1.61

Factor two: Extrinsic Utility Value of Reading
4.  I am learning to read in English because I might study abroad in the future. 3.74 1.90
5.  By being able to read in English, I hope to understand more deeply about 
  lifestyles and cultures of English speaking countries (such as America and England).  5.26 1.45
6.  Even if reading were not a required subject, I would take a reading class anyway. 3.43 1.46
10.  I would like to get a job that uses what I studied in English reading class. 5.34 1.43
14.  By learning to read in English, I hope to be able to read English newspapers
   and/or magazines. 4.74 1.83
19.  By learning to read in English, I hope to learn about various opinions in the world.5.42 1.36

Factor three: Importance of Reading
3.  Learning to read in English is important in that we need to cope with 
  internationalization. 5.92 1.06
18.  Learning to reading in English is important because it will be conducive to 
   my general education.  5.66 1.11
24.  Learning to reading in English is important because it will broaden my view. 5.36 1.20
26.  Reading in English is important because it will make me a more knowledgeable
   person. 5.49 1.13
27.  It is a waste of time to learn to read in English. 5.76 1.24

Factor four: Reading Efficacy
11.  I am good at reading in English. 2.79 1.39
13.  I liked reading classes at junior and senior high schools. 3.81 1.94
17.  English reading is my weak subject. 3.03 1.75
21.  My grades for English reading classes at junior and senior high schools were
   not very good.  4.11 1.74

Factor 1 obtained high loadings from 12 items.  Those include items that were expected to split
into four components, but, in fact, loaded together on this factor: Reading Curiosity (1, 12, 16,
29), Reading Involvement (2, 15, 29), Reading Avoidance (8, 23, 30, 9), and Reading Challenge
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(22).  This result indicates that there is communality among those four hypothetical reading
motivational components.  A close examination of the items revealed that the communality may
represent degree of students' interest in reading in English or their perception of enjoyment
involved in reading in English.  If that is the case, the construct underlying these items is similar
to intrinsic value in Eccles' expectancy-value theory.  Thus, Factor 1 is best defined as Intrinsic
Value of Reading.

Four items of Integrative Orientation for Reading in English, and two items of Reading Curiosity
loaded on Factor 2.  Close examination of the items, however, reveals that with items grouped
under Integrative Orientation such as "I would like to get a job that uses what I studied in
English reading class," and "By learning to read in English, I hope to be able to read English
newspapers and/or magazines" seem to better fit the description of Extrinsic Utility Value or
perceived usefulness as explained in expectancy value theory.  Therefore, Factor 2 was named
Extrinsic Utility Value of Reading.

Factor 3 obtained high loadings from five items, most of which are concerned with importance of
reading in English.  Factor 3 was defined as Importance of Reading in English.  All Items
originally grouped under the heading of Reading Efficacy loaded on Factor 4.  Thus, Factor 4
was labelled Reading Efficacy.

Discussion

This study drew upon the motivational theories derived from empirical research done by
Wigfield and Guthrie (1995, 1997), and Gardner (1985).  However, most of the questionnaire
items included in the present study differ from those used by Wigfield and Guthrie due to the
differences in setting and the participants of the studies.  To be specific, the participants in this
study were university students learning to read in a foreign language while the theory proposed
by Wigfield and Guthrie is based on their data obtained from grade school students learning to
read in L1; the theory proposed by Gardner is based on his data gathered in ESL settings.
Nevertheless, the structural components of English reading motivation found in this study can be
compared with those identified by those researchers.

The majority of the items were expected to cluster into factors that corresponded to eight of the
11 aspects of L1 reading motivation identified by Wigfield and Guthrie (1995).  Those aspects
include Reading Efficacy, Reading Challenge, Reading Curiosity, Reading Involvement,
Importance of Reading, Reading for Grades, Compliance, and Reading Work Avoidance.
However, among those eight aspects, only Reading Efficacy and Importance of Reading were
clearly identified.  Reading Curiosity, Reading Involvement, Reading Avoidance, and Reading
Challenge clustered into one factor, defined as Intrinsic Value of Reading.  It is not surprising,
however, that Reading Curiosity and Reading Involvement loaded on this factor because they
were claimed to be closely related to Intrinsic Value.  It is also understandable that Reading
Avoidance, which is defined as aspects of reading that students do not like, was found to be
closely associated with Intrinsic Value, considering the fact that reversed scores for the items
(e.g., "Long and difficult English passages put me off") were obtained for the calculation.
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There is also a possibility that the items supposedly concerned with Reading Challenge (e.g., "I
enjoy the challenge of difficult reading passages") might have been ambiguous and, therefore,
could not be clearly distinguished from other intrinsic motivational items.  However, another
possible explanation is that it is actually intrinsic value that underlies those four reading
motivational aspects.  For example, students may enjoy the challenge of reading not so much
because they have confidence in their reading ability, but rather because they simply like
reading.   In short, as in the case of Wigfield and Guthrie's study (1997), many of the aspects
proposed by Wigfield and Guthrie (1995) and investigated in the present study did not cluster as
predicted.

On the other hand, there are interesting similarities between the structural components of English
reading motivation found in this study, and the motivational constructs delineated in expectancy-
value theory, upon which Wigfield and Guthrie's theory of reading motivation is largely based.
As mentioned earlier, expectancy-value theory proposes that motivation is comprised of the
following constructs: Expectancy for Success, Attainment Value, Intrinsic Value, Extrinsic
Utility Value, and Cost.  Considering that Expectancy for Success is the equivalent of efficacy
beliefs, and Attainment Value is defined as students' perceived importance of engaging in a task,
one can observe that four out of five constructs proposed in expectancy-value theory were
identified in this study, i.e., Expectancy for Success (labelled Reading Efficacy in this study),
Intrinsic Value (labelled Intrinsic Value of Reading), Extrinsic Utility Value (labelled Extrinsic
Utility Value of Reading), and Attainment Value (labelled Importance of Reading).  What can be
speculated from the results of this data set is that different facets of reading motivation may be so
interrelated that they can be better explained by a more encompassing motivational model such
as the expectancy-value theory.

In the present study, Gardner's concept of Integrative Orientation was also investigated in order
to see whether integrative orientation, which is hypothesized to tap into the uniqueness of
second/foreign language learning, could be a distinct construct in the domain of reading in an
EFL context.  Although many of the items indicative of Integrative Orientation loaded together
on one factor, they were intermingled with other items concerning students' perceived usefulness
of learning to read in English in terms of a future goal.  When examining such Integrative
Orientation items as "I am learning to read in English because I might study abroad in the
future," and "By being able to read in English, I hope to more deeply understand the lifestyles
and cultures of English speaking countries (such as America and England)," one can construe
that they are also closely related with students' perceived usefulness of learning to read in
English.  The only difference between these two sets of items is that the former is associated with
integratively oriented goals while the latter is not.  If that is the case, Integrative Orientation may
not be such a distinct construct, at least when it comes to motivation to read in a foreign
language, and may be better explained, again, by a more all-embracing motivational construct,
namely Extrinsic Utility Value.  This may be due to the fact that the present study was carried
out in an EFL setting.  The result of this study corresponds to findings of some other
motivational studies (Au, 1988; Crookes & Schmidt, 1991; Dörnyei, 1990; Ely, 1986; Kraemer,
1993; Muchnick & Wolfe, 1982; Oller, 1981) carried out in EFL contexts that also failed to find
the significance of integrative motivation as suggested by Gardner.  In Japan where EFL students
have very limited contact with the target language and culture, it can be assumed that their desire
to integrate themselves into the target community is rather weak, and consequently cannot be
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discriminated from other reasons for reading in English such as "getting a job that uses what I
studied in English reading class" and "being able to read English newspapers and magazines."

In a nutshell, although the present study was designed and carried out in order to investigate
whether the hypothesis that motivation to read in a foreign language may be, to a certain degree,
independent of general motivational constructs, the findings did not support this.  Instead, the
results suggest that foreign language reading motivation closely resembles more general forms of
motivation as laid out in expectancy-value theory.  Although more research is needed to verify
this point, the results of this research confirm the multidimensionality of reading motivation, and
suggest that it is rash to label certain students as either motivated or not motivated to read.  This
line of research is also essential in order to explore the relationship between reading motivation
and reading behavior.

References

Ames, C.  (1992).  Classrooms: Goals, structures, and students motivation.  Journal of
Educational Psychology,  84,  261-271.

Au, S. Y.  (1988).  A critical appraisal of Gardner's socio-psychological theory of second-
language (L2) learning.  Language Learning, 38,  75-100.

Baker,  L. & Wigfield,  A.  (1999).  Dimensions of children's motivation for reading and their
relations to reading activity and reading achievement.  Reading Research Quarterly,  34,
452-477.

Bandura,  A.  (1986).  Social foundations of thought and action: A social cognitive theory.
Englewood Cliffs,  NJ: Prentice Hall.

Bandura.  A.  (1989).  Social cognitive theory.  In R.  Vasta (Ed.).  Annals of Child Development
Vol. 6 (pp. 1-60).  Greenwich,  CT: JAI Press.

Bandura,  A.  (1993).  Perceived self-efficacy in cognitive development and functioning.
Educational Psychologist,  28,  117-148.

Battle,  E.  (1966).  Motivational determinants of academic competence.  Journal of Personality
and Social Psychology,  4,  634-642.

Cho, K.  S. & Krashen, S.  D.  (1994).  Acquisition of vocabulary from the Sweet Valley Kids
series: Adult ESL acquisition.  Journal of Reading,  37,  662-667.

Clement, R. & Kruidenier, G.  (1985).  Aptitude, attitude and motivation in second language
proficiency: A test of Clement's model.  Journal of Language and Social Psychology,  4,
21-37.

http://nflrc.hawaii.edu/rfl


RFL 14.2 - Redefining Motivation to Read in a Foreign Language

http://nflrc.hawaii.edu/rfl

102

Crandall, V.  C.  (1969).  Sex differences in expectancy of intellectual and academic
reinforcement.  In C. P. Smith (Ed.). Achievement-related motives in children (pp. 11-
45).  New York: Russell Sage Foundation.

Crandall, V. C.,  Karkovsky, W. & Preston, A.  (1962).  Motivational and ability determinants of
young children's intellectual achievement behavior.  Child Development,  33,  643-661.

Crookes, G.  & Schmidt, R.  (1991).  Motivation: Reopening the research agenda.  Language
Learning, 41(4), 469–512.

Day, R. & Bamford, J.  (1998).  Extensive reading in the second language classroom.
Cambridge: Cambridge University Press.

Deci, L. & Ryan, M.  (1985).  Intrinsic motivation and self-determination in human behavior.
New York: Plenum.

Dörnyei, Z.  (1990).  Conceptualizing motivation in foreign-language learning.  Language
Learning, 40(1), 45-78.

Dörnyei, Z.  (1994).  Understanding L2 motivation: On with the challenge! Modern Language
Journal, 78, 515-523.

Dörnyei, Z.  (1996).  Moving language learning motivation to a larger platform for theory and
practice.  In R.  L.  Oxford (Ed.). Language learning motivation: Pathways to the new
century   (pp. 71-80). Honolulu: University of Hawai'i, Second Language Teaching &
Curriculum Center.

Dörnyei, Z.  (1998) Motivation in second and foreign language learning.  Language Teaching
Research, 31, 117-135.

Dörnyei, Z.  (2001). Teaching and researching motivation.  Essex: Pearson Education.

Dörnyei, Z.  & Otto, I.  (1998).  Motivation in action: A process model of L2 motivation.
Working Papers in Applied Linguistics, Thanes Valley University, London, 4, 43-69.

Deci, L. & Ryan, M.  (1985).  Intrinsic motivation and self-determination in human behavior.
New York: Plenum.

Eccles, J., Adler, T. F., Futterman, R., Goff, S. B., Kaezala, C. M., Meece, J. & Midgley, C.
(1983). Expectancies, values and academic behavior. In Spence, J. T. (Ed.). Achievement
and achievement motives  (pp. 75-146). San Francisco: W. H. Freeman.

Eccles, J., Adler, T. & Meece, J.  (1984).  Sex differences in achievement: A test of alternate
theories.  Journal of Personality and Social Psychology, 46, 26-43.

http://nflrc.hawaii.edu/rfl


RFL 14.2 - Redefining Motivation to Read in a Foreign Language

http://nflrc.hawaii.edu/rfl

103

Eccles, J., Lord, S. & Midgley, C.  (1991).  What are we doing to early  adolescents? The impact
of educational contexts on early adolescents.  American Journal of Education,  99,  521-
542.

Eccles, S.  & Wigfield, A.  (1995).  In the mind of the actor: the structure of adolescents
achievement task values and expectancy-related beliefs.  Personality  and Social
Psychology Bulletin,  21,  215-25.

Elley, W. B.  (1991).  Acquiring literacy in a second language: The effect of book-based
programs.  Language Learning, 41, 375-411.

Ely,  C.  (1986).  Language learning motivation: A descriptive and causal analysis.  Modern
Language Journal, 70,  28-35.

Gardner,  R. C.  (1979).  Social-psychological aspects of second language acquisition. In Giles,
H. & St. Clair, R. (Eds.). Language and social psychology  (pp. 193-220). Oxford:
Blackwell.

Gardner,  R. C.  (1980).  On the validity of affective variables in second language acquisition:
conceptual, contextual, and statistical considerations.  Language Learning, 30, 255-70.

Gardner.  R. C.  (1985).  Social psychology and second language learning.  London: Edward
Arnold.

Gardner,  R. C.  (1988).  The socio-educational model of second-language learning: assumptions,
findings, and issues.  Language Learning,  38, 101-126.

Gardner,  R. C.  (2000).  Correlation, causation, motivation and second language acquisition.
Canadian Psychology,  41, 1-24.

Gardner,  R. C.  (2001).  Integrative motivation and second language acquisition.  In  Z. Dörnyei
& R. Schmidt (Eds.). Motivation and second language acquisition  (pp. 1-19).  Honolulu:
University of Hawai'i, Second Language Teaching & Curriculum Center.

Gardner, R. C. & Lambert, W. E.  (1959).  Motivational variables in second language
acquisition.  Canadian Journal of Psychology,  13, 266-272.

Gardner, R. C. & Lambert, W. E.  (1972).  Attitudes and motivation in second language
learning.  Rowley, MA: Newbury House.

Gardner, R. C. & MacIntyre, P. D.  (1991).  An instrumental motivation in language study: Who
says it isn't effective? Studies in Second Language Acquisition, 13, 57-72.

Gardner,  R. C. & MacIntyre,  P. D.  (1993).  A student's contributions to second language
learning.  Part II: Affective variables.  Language Teaching,  26, 218-233.

http://nflrc.hawaii.edu/rfl


RFL 14.2 - Redefining Motivation to Read in a Foreign Language

http://nflrc.hawaii.edu/rfl

104

Gardner, R. C. & Smythe, P.  C.  (1975).  Second language acquisition: A social psychological
approach.  Research Bulletin,  332, Department of Psychology, University of Nestern
Ontario, London, Canada.

Gardner, R. C., Smythe, P.  C.  (1981).  On the development of the Attitude/Motivation Test
Battery.  The Canadian Modern Language Review,  37, 510-525.

Gardner, R. C., Smythe, P. C. & Clement, R.  (1979).  Intensive second language study in a
bicultural milieu: An investigation of attitudes, motivation and language proficiency.
Language Learning,  29, 305-320.

Hafiz,  F. M. & Tudor, I.  (1990).  Graded readers as an input medium in L2 learning.  System,
18, 31-42.

Kraemer, R.  (1993).  Social psychological factors related to the study of Arabic among Israeli
high school students: A test of Gardner's socioeducational model.  Studies in Second
Language Acquisition, 15, 83-104.

Krashen, S. D.  (1993).  The power of reading: Insights from the research.  Englewood, CO:
Libraries Unlimited.

MacIntyre,  P. D., Clement, R.,  Dörnyei, Z. & Noels, K.  (1998).  Conceptualizing willingness
to communicate in a L2: A situational model of L2 confidence and affiliation.  The
Modern Language Journal,  82, 545-562.

Lukmani, Y. M.  (1972).  Motivation to learn and language proficiency.  Language Learning,
22, 261-273.

Mason, B. & Krashen, S.D.  (1997).  Extensive reading in English as a foreign language.
System,  25, 91-102.

Mori, S.  (1999).  The role of motivation in the amount of reading.  Temple University Japan
Working Papers in Applied Linguistics, 14, 51-68.

Mori, S.  (2000).  Motivation to learn and read in English: Who is more motivated.  Kyoto
Tachibana Women's University Gaikokugo Kyoiku Kenkyu Center Kiyou,  9, 1-11.

Mori, S.  (2001).  The effects of proficiency and group membership on motivation to learn and
read in English.  The Proceedings of the Third Temple University Japan Applied
Linguistics Colloquium,  55-66.

Mori, S.  (2002).  The Relationship between motivation and the amount of out-of class reading.
Unpublished doctoral dissertation Temple University.

Muchnick, A.  G.  & Wolfe, D.  E.  (1982).  Attitudes and motivations of American students of
Spanish.  The Canadian Modern Language Review,  88, 254-261.

http://nflrc.hawaii.edu/rfl


RFL 14.2 - Redefining Motivation to Read in a Foreign Language

http://nflrc.hawaii.edu/rfl

105

Nicholls, J., Cheung, P., Lauer, J. & Patachnick, M.  (1989).  Individual differences in academic
motivation: Perceived ability, goals, beliefs, and values.  Learning Individual
Differences, 1, 63-84.

Oller, J.  W.  (1981).  Research on affective variables: Some remaining questions.  In R.
Andersen (Ed.). New dimensions in second language acquisition research  (pp. 14-27).
Rowley, MA: Newbury House.

Oller, J.  W., Baca, L. & Vigil, F.  (1977).  Attitude and attained proficiency in ESL: A
socialoinguistic study of Mexican-American in the Southwest.  TESOL Quarterly,  11,
173-183.

Oxford, R. L. & Shearin, J.  (1994).  Language learning motivation: Expanding the theoretical
framework.  Modern Language Journal,  78, 12-28.

Oxford, R. L. & Shearin, J. (1996). Language learning motivation in a new key. In R. L. Oxford
(Ed.). Language learning motivation: Pathways to the new century   (pp. 121-144).
Honolulu: University of Hawai'i, Second Language Teaching & Curriculum Center.

Renninger, K. A.  (1992).  Individual interest and development: Implications for theory and
practice.  In K. A.  Renninger, S.  Hidi & A.  Krapp (Eds.). The role of interest in
learning and development  (pp. 361-396).  Hillsdale, NJ: Erlbaum

Robb, T. N. & Susser, B.  (1989).  Extensive reading vs.  skills building in an EFL context.
Reading in a Foreign Language,  5, 239-251.

Schallert, D.  L. & Reed, J, H.  (1997).  The pull of the text and the process of involvement in
one's reading.  In J.  T.  Guthrie & A.  Wigfield (Eds.). Reading engagement: Motivating
readers through integrated instruction  (pp.  68-85).  Newark, DE: International Reading
Association.

Schiegele, U.  (1996).  Topic interest, text representation, and quality of experience.
Contemporary Educational Psychologist,  26, 233-262.

Schmidt, R., Boraie, D. & Kassabgy, O.  (1996).  Foreign language motivation internal structure
and external connections.  In R. L. Oxford (Ed.). Language learning motivation:
Pathways to the new century   (pp.  9-70).  Honolulu: University of Hawai'i, Second
Language Teaching & Curriculum Center.

Schunk, D.H.  (1984).  Sequential attributional feedback and children's achievement behaviors.
Journal of Educational Psychology,  76, 1159-1169.

Schunk, D.H.  (1991).  Self-efficacy and academic motivation.  Educational Psychologist,  26,
207-231.

http://nflrc.hawaii.edu/rfl


RFL 14.2 - Redefining Motivation to Read in a Foreign Language

http://nflrc.hawaii.edu/rfl

106

Tabachnick, G.  & Fidell, S.  (1996).  Using multivariate statistics.  Third edition.  Harper
Collins College Publishers.  New York: New York.

Wigfield, A.  (1994).  Expectancy-value theory of achievement motivation: A developmental
perspective.  Educational Psychology Review, 6, 49-78.

Wigfield, A. & Eccles, J.  (1992).  The development of achievement task values: A theoretical
analysis.  Developmental Review,  12, 265-310.

Wigfield, A. & Guthrie, J. T.  (1995).  Dimensions of children's motivations for reading: An
initial study  (Research Rep.  No. 34).  Athens,  GA: National Reading Research Center.

Wigfield, A. & Guthrie J. T.  (1997).  Relations of children's motivation for reading to the
amount and breadth of their reading.  Journal of Educational Psychology,  89, 420-432.

Appendix A
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Appendix B
Motivational Questionnaire

1.  By learning to read in English, I hope I will be able to read English novels.
2.  I get immersed in interesting stories even if they are written in English.
3.  Learning to read in English is important in that we need to cope with internationalization.
4.  I am learning to read in English because I might study abroad in the future.
5.  By being able to read in English, I hope to understand more deeply about lifestyles and
cultures of English speaking countries (such as America and England).
6.  Even if reading were not a required subject, I would take a reading class anyway.
*7.  I am learning to read in English merely because I would like to get good grades.
8.  Long and difficult English passages put me off.
*9.  I am taking a reading class merely because it is a required subject.
10.  I would like to get a job that uses what I studied in English reading class.
11.  I am good at reading in English.
12. I like reading English novels.
13.  I liked reading classes at junior and senior high schools.
14.  By learning to read in English, I hope to be able to read English newspapers and/or
magazines.
15.  It is fun to read in English.
16.  I like reading English newspapers and/or magazines.
17.  English reading is my weak subject.
18.  Learning to reading in English is important because it will be conducive to my general
education.
19.  By learning to read in English, I hope to learn about various opinions in the world.
*20.  I think learning to speak and/or listening is more important than learning to read in English.
21.  My grades for English reading classes at junior and senior high schools were not very good.
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22.  I enjoy the challenge of difficult English passages .
23.  I do not have any desire to read in English even if the content is interesting.
24.  Learning to reading in English is important because it will broaden my view.
*25.  By learning to read in English, I hope to search information on the Internet.
26.  Reading in English is important because it will make me a more knowledgeable person.
27.  It is a waste of time to learn to read in English.
28.  I would not voluntarily read in English unless it is required as homework or assignment.
29.  I tend to get deeply engaged when I read in English.
30.  It is a pain to read in English.

Note: Items with * are eliminated items.

Appendix C

Nine Hypothesized Reading Motivational Components with 30 Items

Reading Efficacy
11.  I am good at reading in English.
17.  English reading is my weak subject.
21.  My grades for English reading classes at junior and senior high schools were not very good.
13.  I liked reading classes at junior and senior high schools.

Reading Challenge
22.  I enjoy the challenge of difficult reading passages.

Reading Curiosity
6.  Even if reading were not a required subject, I would take a reading class anyway.
12.I like reading English novels.
16.  I like reading English newspapers and/or magazines.
1.  By learning to read in English, I hope I will be able to read English novels.
14.  By learning to read in English, I hope to be able to read English newspapers and/or
magazines.

Reading Involvement
2.  I get immersed in interesting stories even if they are written in English.
15.  It is fun to read in English.
29.  I tend to get deeply engaged when I read in English.

Importance of Reading in English
24.  Learning to reading in English is important because it will broaden my view.
18.  Learning to reading in English is important because it will be conducive to my general
education.
26.  Learning to read in English is important because it will make me a more knowledgeable
person.
27.  It is a waste of time to learn to read in English.
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Reading for Grades
7.  I am learning to read in English merely because I would like to get good grades.

Reading Compliance
9.  I am taking a reading class merely because it is a required subject.
28.  I would not voluntarily read in English unless it is required as homework or assignment.

Reading Avoidance
8.  Long and difficult English passages put me off.
23.  I do not have any desire to read in English even if the content is interesting.
30.  It is a pain to read in English.

Integrative Orientation
3.  Learning to read in English is important in that we need to cope with internationalization.
4.  I am learning to read in English because I might study abroad in the future.
5.  By being able to read in English, I hope to understand more deeply about lifestyles and
cultures of English speaking countries (such as America and England).
10.  I would like to get a job that uses what I studied in English reading class.
19.  By learning to read in English, I hope to learn about various opinions in the world.
20.  I think learning to speak and/or listening is more important than learning to read in English.
25.  By learning to read in English, I hope to search information on the Internet.

About the Author
Setsuko Mori is a lecturer at Kyoto Tachibana Women's University.   Her research interests
include relationships between motivation and reading behavior.

http://nflrc.hawaii.edu/rfl

