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Abstract

Although many second-l: teachers would like to live in a world

where all children eagerly look forward to French class, it is fair to say that,
though there are students like that out there, they are far outnumbered by those
who just do not like French. There are no doubt students whose problems and
situations reach far beyond generalized suggestions for motivation. There are,
however, many students who need to see a reason to listen to their teacher once
in a while, and to realize how learning a second language can be important to
them. These students need to be motivated - a concept which forms the basis of
the three folio papers herein.

Folio Paper One addresses past and current issues pertaining to how and
why researchers see motivation as part of a learner’s success. This paper includes
references to various studies which have attempted to define and explain second-

I learners’ achi by studying the influ of various
factors. As well, it addresses issues of how motivation has been seen to be a
factor in the attitudes of second-language learners and their subsequent persistence
and/or attrition from programs. Finally, it reviews past and present literature on
of i i and assi i ivati It also

the p

reviews how these concepts have been seen to function in the second-language

learner, and how they influence his/her desire to learn and achieve.



Folio Paper Two relates the literature on the motivation of the small/rural
school student to personal experience of a teacher of a second language in a rural
school. It attempts to show, through this personal situation, how the motivation
of the small/rural school student is an integral part of second-language interest,
proficiency, and persistence. It also presents a discussion of a survey completed
by three rural Newfoundland Grade 7 classes. The survey explored their
motivation and factors contributing to it. This paper will then attempt to link
personal experience to results of the completed survey to determine
recommendations and suggestions as to how best the typical small/rural school

student can be motivated in the second-l 1

Folio Paper Three, using as a background current research and literature on
the relationship between the motivation of second-language learners and their
persi and iency, provi of how we might motivate

our second-language students. It takes into account learner differences, interests,
and geographical location. It attempts to focus on the results of the previously
mentioned student survey when looking at activities which may motivate the

second-language student.
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Folio Paper One

A Perspective on Motivation as an Element in the
Persistence and Proficiency of the Second-Language Learner



Introduction

There are many issues which come to mind when one considers the

learning, ion, and i of students in a second-language

1 Second-k ch seeking information on studies

which discuss the benefits of various teaching styles, differences in learner
cognition and strategies, theories on second language acquisition, and the ultimate
success or failure of students in becoming fluent and/or accurate in their second
language. There is yet another area of interest which seems to have become an
important concern and about which educators have been seeking more knowledge.
This is the issue of motivation and its current role in second-language theory and
practice.

This paper attempts to inform the reader about what motivation is, why it

matters to the learner in a second-I learning envi and how it is
important to the second-language teacher who is attempting to foster an enjoyable
yet also proficiency oriented learning milieu. As motivation is essentially an

inherent desire to do thing, it is that ivation meets a need, is

goal directed, and provides a reasonable chance for success.



What is Motivation?

There is no doubt that motivation is often a driving force in many areas of
student expectations and success - not just in second-language learning. However,
second-language teachers often find themselves faced with the very difficult task
of teaching something that students do not want to learn. Students believe their
"own language is enough to get by on" or they "don’t really need to know how to
say something another way if they can say it one way," or they’ll "never have to
speak to anyone other than in English anyway.” This often becomes the basis for
teachers’ desire to see how better they can motivate their students to want to learn
a second language.

Brown (1987) defines motivation as "an inner drive, impulse, emotion, or
desire that moves one to a particular action” (p. 114). Youssef (1980) suggests

that ivating an indivi basically means causing him or her to exert high

effort because he or she perceives that doing so will pay off in some desired
outcomes. Miller and Seller (1990), refer to Maslow’s theory of human
motivation based on the premise of human needs being in a hierarchy. Thus, once
low level needs, such as physical necessities are met, higher level needs of
security, identity, and self-esteem, which involve the desire for achievement,

mastery, and competency, then become important for self-actualization. In other
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words, individuals, once they have received food, water, warmth, etc., will then
seek to fulfill the needs to achieve and master - factors which play a role in
second-language learning. This is a premise of the behaviourist approach to

motivation which assumes that we have basic psychological needs that motivate -
hunger, thirst, sex, and so on. These needs are met by primary reinforcers, such
as food, drink, etc. When these needs are met, certain events and experiences are
associated with the primary reinforcers. These associated events become
secondary reinforcers (Woolfolk, 1993). It follows that if our students come to
school without their physical needs being met, they may not be disposed to
achieve.

In no way does this paper attempt to say therefore that all students can be
motivated to the same degree given the varied problems which they bring to the
classroom. Similarly, it does not attempt to solve these problems, but it does
attempt to provide a generalized look at how motivation can be enhanced in many
circumstances. Ausubel (1968) lists six factors that account for human motivation.
They include: (1) exploration, (2) manipulation, (3) activity, (4) stimulation, (5)

ledge, and (6) eg These factors may be applied to the

explanation of how certain needs motivate certain people to learn something,
including a foreign language. For example, exploration, manipulation, and activity
in the language could lead to interest, stimulation, and knowledge.



Research in Motivation
Pioneers in the study of motivation of language learners have been Gardner
and Lambert (1972). They conducted extensive research into the question of why
some people learn a foreign language quickly while, in the same situation, others
fail to do so. They dealt primarily with and

however, they did do some studies on other groups such as Filipino students in
Montréal. Their work in motivational factors produced valid results which have
been accepted and praised by many.

Pursuant to Gardner and Lambert’s research, on the Attitude/Motivation
Test Battery designed by Clement, Smythe, and Gardner (1978), it was found that
Motivation (the individual’s total drive to learn L, as defined by a questionnaire
dealing primarily with reasons and choices regarding the learning of the second
language), was the primary measure that had a direct influence on second-language

achievement. At the same time, Integrati (positive orientation towards the
specific target language group) and Attitudes Towards Learning Situations
(evaluation of French teacher and course) had influence on the motivation of
students at the secondary level. Motivation was shown to have the strongest
relationship with intention to pursue French, French grades, and French
achievement (Lalonde & Gardner, 1985). Thus, motivation is seen as a strong



of persi and achi in this particular study.
Returning to Gardner and Lambert (1972), they based their work on the
premise that, ultimately, a learner’s orientation towards a learning task could be

classified as either i or i i They believed that i

motivation is learning a foreign language for utilitarian benefits of language
proficiency, such as a higher salary or a better job. In contrast, integrative
motivation would see the learner’s desire to learn a second-language based on the
student wanting to interact with the target language community. Similarly,
Brewer, Dunn, and Olszewski (1988) refer to the differences between intrinsic

motivation, which denotes aspects inside the indivi and
which denotes aspects outside the individual. This distinction could refer to the
presence of a student’s desire to learn a second language for his/her own benefit
as opposed to learning it based on a teacher reward or praise system.

Both the istic app and the cogniti to

hasize intrinsic motivati The isti mphasizes personal
freedom, choice, and striving for personal growth (self-actualization). The

cognitive approach is based on the assumption that people are active and curious

learners, looking for i ion to solve p The jourist app
stresses extrinsic motivation. It assumes that as learners are consistently

reinforced for certain behaviour, these learners will develop habits or tendencies



to act in certain ways (Woolfolk, 1993).

Graham (1984) described assimilative motivation as the desire of a learner,
who has already had prolonged contact with another cultural group, to find out
more about the second-language culture. This could perhaps be related to Norton-
Peirce (1995) who writes that the relationship of the language learner to his/her
changing social world depends on his/her social identity within another cultural
community.

Returning to Gardner and Lambert’s (1972) instrumental vs. integrative
motivational distinction, many of their studies focused on the differences that exist
in a variety of situations when it comes to analyses of a second-language learner’s
attitude towards the French speaking community, the French class, and quite
possibly all cultural groups in general. With regard to their study of English-
speaking high school students in Montréal who were studying French, as well as
Franco-American groups studying English in Maine and Louisiana, they found that

students with an i i ientation were more in terms of second-

! learner i and than were those who were

P

instrumentally oriented. This conclusion was based on the students’ results in
language-learning aptitude tests, and questionnaires on attitudes toward the target
language communities.

In attempting to link the social milieu with learners’ motivational
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orientation, Gardner and Lambert (1972) suggest that ‘additive’ language learning
situations, where members of high status language groups add a second language
to their first language proficiency, may give rise to an integrative outlook towards

learning. On the other hand, in situations where minority language groups tend

to replace the first language by a more prestigious second 1 instr
orientations are more likely.

A motivational questionnaire was administered to 134 learners of English
in Hungary. It was found that it was instrumental motivation that most efficiently
prompted learning up to the intermediate level, whereas beyond this, integrative
motivation was a more important factor as it meant that the learner really wanted
to learn the target language (Dornyei, 1990). Also, Dornyei argued that the data

showed that learners with a high level of instrumental motivation and need for

achievement were more likely to attain an intermediate level of p

However, it was also agreed that it was both instrumental and integrative
motivation that contributed to foreign-language learning. The conclusions were
based on the assumption that, though beginners of a second language start with a
variety of instrumental motives, many of these motives prove insufficient to sustain
the long and tedious process of language learning and the learner subsequently
drops out. Integrative motivation, on the other hand, provides the energy to

persist and achieve an intermediate proficiency.
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Overall, the concept of integrative motivation certainly seems to stress the
of the second: cultural group i . Gardner and Lambert

(1972) state that "learners who have strong ethnocentric or authoritarian attitudes
or have learned to be prejudiced toward foreign peoples are unlikely to approach
the language-learning task with an integrative outlook” (p. 16). Several articles
have dealt with this concept of appreciation of the target language community.
Esarte-Sarries (1989), in her explanation of the Durham project, where primary
pupils in England were asked their views on aspects of French culture, reveals
how many students had inaccurate and stereotyped ideas about France and French
culture. Students thought, for example, that the French always wear onions
around their neck and that they all wear "stripey” tee-shirts. She argues that it is
plausible that motivation to learn a second language may be negatively affected by
such misconceptions. She suggests teachers help students by helping them evaluate
their beliefs, and then, if necessary, providing them with accurate cultural
information.

Similarly, in a study of psychology students studying French, Gardner and
Maclntyre (1991), using the Attitude/Motivation Test Battery (which includes
reference to attitudes towards French Canadians, the French language and foreign
language in general), showed that anglophone students who had integrative
motivation tended to have a favourable attitude foundation towards the other ethnic



community and other groups in general.

As one more reference to this point, Gardner, Ginsberg, and Smythe (1976)
discuss a study in which grades nine, ten and eleven anglophone children attending
schools of the London (Ontario) School Board showed increases in a positive

itud d the second ity and d-1 which

had a definite impact on the individual’s motivation and persi In other
words, the authors assume that cultural appreciation is essential in order to foster
. ———
Motivation and the Learner

One of the most influential and widely discussed models of language
learning/acquisition in recent years is Krashen's Monitor Model. Within this
model is the Affective Filter Hypothesis which argues that learners can only
mp input to acquisition and therefore learning, when they have
low levels of anxiety, good self-confidence and self-image, and are motivated

convert

(Krashen, 1982). In other words, in a classroom setting, students must have low
anxiety and high motivation in order for successful learning to take place. Anxiety
can become a factor in student motivation. Anxiety appears to improve
performance on simple tasks or heavily practiced skills, but it interferes with the
accomplishment of more complex tasks or skills. Woolfolk (1993) writes,
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"Anxiety can be both a cause and an effect of school failure - students do poorly

because they are anxious, and their poor performance increases their anxiety” (p.
345).

At all stages of the language learning process, motivation plays a central

role in a second language learner’s persistence. As Clement, Smythe and Gardner

(1978) state, "The most imp inant of the individual’s persistence in

second-language study is his [sic] motivation to learn the second " p. 15).
Their studies used scales of attitude, motivation, and desire (group specific
attitudes, course-related characteristics, motivational indices, and generalized
attitudes, all towards learning French).

The social learning to motivati izes that motivation is the
product of two main focuses: the individual expectation of reaching a goal, and the
value of that goal to him/her. If either of these factors is zero, then there is no
motivation to work toward the goal (Woolfolk, 1993).

Based on their research, Clement, Smythe, and Gardner (1978) suggest

there should be the goal of special i ive p of or visits to

keep motivation high. Desrochers and Gardner (1981) show that students’ social

attitudes towards the d ity are i related to their
motivation to learn the second language, which, in turn, is associated with their
in that In terms of i they believe that students
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who have more i ion with French Canadians through bi visits are

likely to have much more itudes toward the ity and the
language, less anxiety when using the language, and more intention to use it than
students who have not participated in such an event. Gardner, Ginsberg, and

Smythe (1976) also claim that students who actively meet with members of the

nd ity through bi ions have imp; attitudes

towards the second language.

Gardner, Ginsberg, and Smythe (1976) suggested that, besides exchange
programs or trips which can become expensive and time-consuming, there are
other ways in which student attitudes might be helped. One of their suggestions
included a reference to a new type of French classroom which was experimented
with at Dalhousie University. This class, unlike traditional classes, consisted
basically of a self-instructional course with the students going to a language lab on
their own, proceeding through the program at their own pace, and simply ensuring
that the required work was completed by the end of the year with a certain
standard in oral and written work being maintained. At the end of this
experiment, it was shown that the experimental group, in comparison with a
control group in a regular class, was less ethnocentric, more favourable towards
French Canadians and showed higher motivation and interest to learn French.
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an "opt-in" type of program and that this factor had a positive impact on variables
which ions to the 1. group, the langy the course, and the

teachers.

Ramage’s (1986) study of 138 students of second-level French and Spanish
from three different U.S. high schools was done to investigate whether
motivational and attitudinal factors were important in determining whether students

the foreign beyond the second level. The results of

the study indicated a strong correlation between students continuing to study the
language and interest in learning language for its own sake, interest in personal
growth due to language study, positive attitudes toward the language and teacher

(all referred to as intrinsic motivation - interest in the language itself) and meeting

college requi (extrinsic ivation - using 1 as a means to other
goals). Another di ion of the i ive/instrumental focus of motivation can
be seen here.

In other words, in order to promote persistence in foreign language study
in the classroom, teachers must try to increase both intrinsic and extrinsic interest.
Ramage suggests doing this through positive competence feedback, using tasks
which focus on natural and normal communication, and teaching students about the
language so that they can have some knowledge of where it came from, its social,
educational, and professional uses, and its culture.



The "How" Question of Motivation
Persistence is important, and is a result of strong motivation. Research has
tried to reveal how one can foster motivation, thus leading to a continuing
enjoyment and proficiency in the second language. This enjoyment and
proficiency would include emphasis on a range of skills; listening, speaking,
reading, and writing, an appreciation of culture, as well as communicative and

interest and achievement (Lee, 1986), and should be provided in a supportive and
non-stressful environment, again referring to Krashen's Filter Hypothesis
(Krashen, 1982).

Green (1993) refers to a study done at the University of Puerto Rico of 263
students in their second semester of ESL learning to determine the correlation

between enj and "\ in foreign- learning. Questions

centered around both icative and icati ivities. The
revealed that, for the most part, communicative activities were rated as more
enjoyable. However, when students were asked whether these two types of
activities would help them learn English, both communicative and
noncommunicative activities were thought to be effective. Thus, the overall

was that enjoy P i , and i in turn
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makes the i more enje Therefore, it was felt that

teachers need to have an enjoyable classroom and that this, in turn, would motivate

students into participating in effecti

In a somewhat similar survey of first-year Spanish students at two major
universities, in order to identify a reliable set of learner beliefs associated with
language learning, Bacon and Finneman (1990) identified a set of general language
learning factors. Their results led them to conclude that curriculum must be
designed so that the use of authentic input is incorporated. Their study showed
that when authentic input, such as current events’ materials were used, preceded

advance ization, students were more interested, and thus

by
motivated to listen better. Using this approach, comprehension and levels of
proficiency increased. Constructivist theorists believe that for students to learn the
skills and ge of a given discipline, they should engage in authentic
activities. A task then becomes part of the real outside world (McCown, Driscoll,

Roop, Kelly, & Gaj i 1996).

Similarly, Freinet (1979) argues that children bring an abundance of
experience to the classroom, and teachers need to enhance this knowledge of the
outside world. Students need to see the connection that real life and a second
language have, and therefore must be given as much meaningful exposure to this
second language as possible. Freinet believes it is important, as second-language
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teachers, to ensure usage of authentic oral, listening, written, and reading work as

motivators and as a means of overcoming cultural barriers to language learning.

Student Attitudes and Attributions

Attrition, which is defined as an individual’s loss of proficiency in second
language usage due to the lack of use over time, is described by Gardner, Lalonde,
and MacPherson (1985). They described a study of graduates of a Spanish
immersion program. This study showed that attitudes and motivation did play a
role in the retention of speaking and writing skills. Gliksman, Gardner, and
Smythe (1976) demonstrated that students who were integratively motivated
volunteered more in class, gave more correct answers, and appeared more
interested, had higher motivation and better attitudes. These authors claimed that
those attitudes would probably influence the extent to which students sought out
opportunities to use their language later, thus reducing the degree of attrition.
They then concluded that motivation and attitude are important as well in students
maintaining the proficiency they achieve.

Attribution theories of motivation describe how a person’s explanations,
justifications, and excuses influence motivation (Woolfolk, 1993). Weiner (1979)
has a theory of locus of control which is closely related to feelings of self-esteem.
For example, if success or failure is attributed to internal factors, such as study

and personal effort, success will lead to pride and increased motivation, whereas
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failure will diminish self-esteem. If, on the other hand, success or failure is
attributed to external factors, such as luck, the student is less likely to be

motivated based on past success. Woolfolk explains attribution theory as follows:

Meeting needs for achi will not encourage motivation if you
believe the success was due to ‘dumb luck’ and probably won’t
happen again. Failure is not threatening unless you believe that it
implies something is ‘wrong’ with you. In other words, our beliefs
and attributions about what is happening and why - about why we
succeed and why we fail - affect motivation. (p. 353)

It follows, therefore, that second-language teachers should attempt to develop

students’ belief in th Ives as active particip with a sense of control over

their learning experiences.

Massey (1986) discusses a survey that was done of grades six, seven, and

eight students’ negati itud learning French as a second language in
a basic French program using the Attitude Motivation Test Battery. He concluded

that, while students’ negati itudes may d slightly over time, the

principal factor for change in attitudes, in both rural and urban schools, was the
students’ attitude towards what happened day by day in class. This factor, in
itself, has tremendous implications for the classroom teacher. It may help a

teacher to plan lessons by knowing where students stand. For example, they need

to note which students seem to be internally motivated with high self-esteem and

which students attribute academic success to forces beyond their control.
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Activities designed to get students involved and active, which promote internally
based attributions, are suggested in Folio Paper Three.

Smith and Massey (1987) conducted a further study of Core French
students. Students in grades seven and nine were studied to determine whether
their attitudes towards learning French as a second language were stable and
enduring over time, what the nature of any attitude changes were and what the
relationship was between students’ attitudes towards French and their behaviour
in the French classroom. Their results showed that, for the most part, at the
individual and subgroup levels, significant changes in student attitude over time did
occur. Positive changes related to what happened in the class and what the teacher
did that led to the teacher being rated as liked and as being able to explain and
make the subject interesting. Smith and Massey (1987) concluded that those
students who had highly positive attitudes towards the second language exhibited
more hand-raising, more interest, and more task-oriented activity. These signs
probably indicated belief in their own ability to do French based on past
experience. Thus, Smith and Massey argued that attitudes of students did play a
part in the classroom environment of a second language and that more positive

itudes resulted in integrati drive to attain the goal of learning French, and

positive evaluation of the teacher and the course. Since students with positive

attitudes participated more and were more task oriented, it may be that they were
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also more likely to attribute success to their own efforts and involvement. Further

study is needed here.

Morello (1988) explained the signifi of university students’ attitudes
completing a final course of a language requirement. The more positive the
attitude, the better the understanding of the language. He showed that students had
a positive attitude as a result of their understanding of the course and its
requirements, a feeling of having attained some degree of proficiency and an
awareness that foreign language study is a necessity in the modern world. The
majority of students participating in the study reported that their attitude toward

the requirement of foreign language study at university was positive. Morello

advises that, not only university profe but all language teachers should keep
in mind the following: If they are to continue to require that students study
languages, it is their responsibility to assure that their students leave courses believing
that the required experience was a worthwhile and productive one. The Nova Scotia

Department of Education Teaching Guide (1978), "#21", suggests that the question

of motivation is particularly imp for students at the junior high level, as it is
during this time that most of them will decide if they wish to continue to enrol in
French classes.

Along these lines, Richards (1981) in an article on the aims of second-language

education in Canada, suggests that attitude formation in students should be one of our
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primary goals of teaching. He suggests that positive attitude formation may be
achieved through activities designed to reduce ethnocentrism, through an appreciation
of students’ own and other cultures, and through lessons on how to listen well. "How
to" lessons, like how to listen well, may also increase students’ attributions of
themselves as competent learners of a second language. He feels that attention to
these issues will foster positive attitudes. These attitudes will then stimulate a sense
of progress and achievement and, thus, further language study. Little research in the
field of second-language teaching takes attribution theory into account, thus, this

would be an important area for future research.

Motivation and the Second-Language Teacher

In dealing with attitude formation, it is necessary to look at motivation from

d

one other perspective, that of the attitudes and motivation of the
teacher him/herself. Thus far, we have seen research on why students should be
encouraged to improve their attitudes towards the second language, and its cultural

community, and how and why students need to be motivated in one way or another

to take an interest in learning a second 1 and ing p ient at it. In
addition, it is only in considering the teacher’s role that we can fully understand

4 1

the concept of motivation in the
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Savignon (1976) writes,

Not until we have taken a hard, critical look at the attitudes and

motivations of teachers, both individually and as a profession, will

we be ready to determine what obstacles still lie in the way of

creating the kinds of learning environments which would be most

helpful for our students. (p. 12)

For teachers to be realistic in their goals, responsive to learner needs and have a
good perception of their role and their language learning experiences, they must
be encouraged to get away from their concern for "rules and charts," and their
fear of not having enough grammar. They should have a good knowledge of the
language they speak, but they should not be obsessed with it. Savignon (1976)
refers to a type of "counselling learning” where the teacher is involved in
"community language learning" as a resource person who helps learners to replace
the emphasis on grammar with the communicative expression of their own
thoughts. She claims that this would return the important sense of relationship that
should be found in a "community classroom" where there exists openness and
creative communication.

Similarly, Gayle (1984) claims that various teaching styles, whether they be
the use of creative open language (which she calls type ‘H’), restricted mechanical
use (type ‘L"), or a balanced mixture of both (type ‘J°), are capable of influencing
student motivation and attitudes. She feels that, in order for teachers themselves

to motivate students, they need to analyze their own style and attitudes to decide
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what they are really achieving and what they can do to alter their style to achieve
even more.

Although Gayle’s results come from an intense Language Teaching Record
Scheme, which is a research instrument constructed specifically for the purpose of
identifying teaching styles in second-language classrooms, she suggests that
teachers can self-analyze through journals, student surveys, and peer assessment.
The teacher who finds him/herself in the midst of unmotivated second language
learners may find him/herself becoming unmotivated when it comes to reviving the
interest of these students. In terms of dealing with the problem, teacher response
varies from despair at having tried just about everything, to making every effort
to remind pupils of the importance of second language learning. Chambers (1993)
believes that the teacher who tries to give real encouragement for anything the pupils
do, tries to make language lessons as cheerful, interesting, and lively as possible, and
attempts to make his/her own enthusiasm for the language visible to the students, will
ultimately see more motivation to learn on the part of these students. Essentially,
Chambers argues for the whole teacher motivated/student motivated context.

According to Woolfolk (1993), in terms of attribution theory, there exist

lessons for teachers. Teachers need to help students by encouraging their self-worth.

They can do this by hasizing a student’s prog; in a certain area, or making

specific suggestions for improvement. They can also stress connections between past
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efforts and past accomplishments, and model a mastery orientation of learning goals
for students. Woolfolk also refers to teaching efficacy, which is a teacher’s belief
that he/she can reach even difficult students to help them learn.
Finally, Smith and Massey (1987) propose that,
Motivation to learn is not solely determined by what a pupil brings to
the class, but is affected, even in one week, by what happens in the
class, and by whatever it is that teachers do that leads to their being
rated as being liked and as being able to explain and make the subject
interesting. (p. 315)

If we explore, then, the various attitudes and ivations of teachers and

their relation to other teachers and their students, we can focus in better on improving

the language-teaching process overall.

Conclusion

In conclusion, it can be stated that attitudes and motivation play an integral
role in second-language learning, and although far from complete, research makes
it clear that they are an important part of the entire teaching/learning process and,
therefore, cannot be dismissed. In addition, student attributions is an area of
second-language teaching that needs further study. Motivation has become more
and more of an issue in how second-language educators view attitude formation

and

among d learners. The way we view motivation in

terms of its relevance to the learning environment of students will enhance our
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view of the need to motivate. How we motivate students needs to come from a
sense of the needs of our students and what makes second-language learning
meaningful for them. In this way, attitudes of students will improve, teacher
involvement will be more productive, and the entire teaching/learning process will

be much more of a success.
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Folio Paper Two

An A of the Motivation of the Student
of a Second Language in a Small School/Rural School Setting




Introduction

The Newfoundland and Labrador Dep of jon
Core French Program Guide - Form and Function: The Total Process (1992)
suggests that in a Core French class, teachers need to provide students with
various activities which meet differing learning styles, encourage them to take
risks, help them make decisions and choices, and encourage as much authentic
communication as possible. These concepts are seen as the core of motivation.

The guide suggests that when students realize they have developed a broadly useful

skill, they are likely to have a more i iate sense of progress and
and this realization could thus sti further 1 study. Ri (1981)

says that it is towards goals like these that progress must be made if success in
second-language learning is ever to satisfy the public’s expectations in this country.
It is also my own belief with reference to this province. Massey (1994) refers to
the fact that Ontario’s latest Core French Review proposes that the needs and
interests of the students be the elements around which new curriculum be

Here in d, this is a similar goal towards which revision of

curriculum has been progressing as seen in current programs in use in the second-
language classroom. These sources suggest that student interests must be reflected
in the curri ; thus motivating them to maintain positive attitud
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The issue of motivating Core French students in a rural school setting in

imp It is often perceived by second-language

teachers to be more difficult to motivate students to learn a second language when
their contact with target language speakers is very limited. However, research,
such as that of Degenhart and Bond (1981), and personal experience have led me
to believe otherwise. Degenhart and Bond conducted a series of studies of small

rural schools in Illinois. They found that though the students’ contact with
francophone areas was limited, the students’ progress and the ease with which they
acquired second-language skills was amazing. They felt the key was planning,
communicative activities, and cultural focus through other means than actual
physical contact. Students in rural areas can be just as motivated to learn a second
language as those in urban areas when it is the student and his/her needs and
interests on which we focus and when we attempt to make them realize that there
is a whole multi-lingual world beyond his/her own doors.

‘Webster (1984) defines "rural” as "living in a country area; characterized
by simplicity/lacking sophistication; a place with fewer than 1,500 people” (p.
1006) This definition may, at times, be difficult to apply or accept or may be
questioned as to its being too narrow, too broad, or too stereotypical. However,
there were, in the province of Newfoundland and Labrador, as of 1996, 309
schools located in rural communities with 50, 378 students attending them - each
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community having unique This uniq mp not just the
culture, the history, and the people, but also the school system - and particularly,
individual subject areas and how each are viewed by students, parents, and
teachers alike.

This paper will first present my comments and experiences as noted in my
eight years of teaching a second language in a small/rural school. It will then present
and analyze the results of a survey questionnaire administered to students of three
different small/rural school second-language classes. Note that, for ethical reasons,
this survey was not given to my own classes but rather to classes that I had not
taught. Finally, it will attempt to link my experience with that of these other groups

to determine some possibl dations and lusions that could be drawn

ding the ivation of nd-1 small/rural school students. As the

basis for this paper, therefore, through this narrative of personal experience plus
evaluation of the informal study, I argue that a second-language program in a rural
school is an area that demands attention. This is not simply because of the
globalization of the world today which involves more and more the need for a second

1 in a truly i ional job market, but also because little has been written

about it. As an issue, it needs to be addressed. For the sake of students who learn
it and teachers who teach it, the need for the second language, and the needs of those

involved must be examined in light of rural situations. As DeYoung (1987) says,
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The d hi i and
communuydxffemmdneedsexmgmmnymﬂmmnsof
the country, it is argued, dema.mi more particular attention from
if rural schools are ever to

and p
achieve their full potential. (p. 140)

Personal Narrative and Background

Carter (1993) writes: "Teacher stories do have the power to direct and
change our lives" (p. 5). Good theory must be combined with teachers’ lived
experiences and parratives of teaching. She believes that when teachers share their
own stories with each other, it may result in humanizing the whole teaching
perspective. Teaching experience alone will not make an expert teacher. A
teacher must be able to make sense of his/her experience and know how to learn
from it. This reflective thinking can be seen in teacher narration (McCown,

Driscoll, Roop, Kelly, , & Gajadharsi; 1996). This paper
will attempt to relay much of what will be said about the second-language rural
situation through what may appear at times to be a narrative. It is believed by
many, such as Carter (1993), Jardine and Clandinin (1987), and Goodson (1992),
to name a few, that it is through such techniques that both research and experience
may be combined to produce a look at how students in a small/rural school may

be motivated to learn a second language.
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1 have been a teacher of French as a second language to students in grades
four to twelve in an all-grade school for the past eight years. I believe my
challenge, as a teacher in those years, has been to allow my students the chance
to be the best they can be. I believe their needs are not simply met by my spilling
over my knowledge in the hopes that they learn something. They are real people
in a real school, which is more than just a place of pencils, paper, and tests. It
is a place which is home, work, and hang-out, all at the same time, something
which I feel embodies what a rural school really means. In this section, I will
provide a brief personal perspective on the teaching of a second language in a rural
setting.

I have faced many challenges in teaching in a rural area. As a French
teacher, I often find it difficult to make both students and parents feel that a second
language is a valuable thing to know. Often, students have not been outside their
community. Most have been nowhere where another language is spoken. Thus,
they find it hard to comprehend the fact that they may ever need to speak French.

Though I have brought a specialist approach to my area, which today is
uncommon in rural schools, it is often lonely and frustrating that I am the only one
in this particular curriculum area, and there is no one to whom I may confide my
fears or successes. Brimm and Hanson (1980) refer to this as a commonplace

problem in a rural school.
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My presence has been beneficial, however, at the elementary level.
Previously there has been a tendency to require the regular classroom teacher to
teach French, whether or not he/she could do it. This is a situation that puts a
rural student at a disadvantage.

My being there improves the attitude of regular classroom teachers as they
don’t have to worry about how they will struggle through the teaching of a subject
they are not familiar with. This is a situation that has become a source of stress
for many teachers who are forced into becoming leaders in all areas of the
curriculum due to teacher allocation and restraint (Hutto, 1990). Stdent
motivation often becomes a problem from the outset when there is a teacher in the
second-language classroom who is not familiar with the subject, perhaps has never
been in a French speaking milieu him/herself, or just does not have the interest in
it to spark that of the students. How then can student motivation be enhanced to
appreciate the language and its culture if there is no similar appreciation on the
other side of the desk? Such a situation is often a problem not just in the teaching
of a second language but in many areas of a rural school curriculum (Beckner &
O’Neal, 1980).

Another feature often unique to rural schools is the challenge of teaching
in a multi-grade French classroom. Just as there has not been a lot of literature

written in the area of the teaching of French in a rural setting, so too there has
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been very little treatment of the topic of teaching a second language in multi-grade
classrooms. The Newfoundland and Labrador Department of Education Learning
French as a Second-Language Guide (1990) suggests: "Teaching a sequential
subject like French is a challenge in multi-grade classrooms” (p. 16). The
challenge is in both structuring the organization of the course plus motivating the
students in this class to see the material as meaningful and worthy of learning.
Differences in age and ability levels in any multi-grade classroom often led to
students’ motivation decreasing. Either the material being done with the whole

group, as is i the most geable course of action, is too difficult for

the younger or lesser ability student or too easy for the student who is ready to
face more challenging material. In any case, it rests with the multi-grade teacher,
usually the small/rural school teacher to determine how best to meet the needs of
his/her second language students. This may involve a segregated approach with
clear distinction of each subject and grade, a grade-specific curriculum alternative
approach with alternate courses for each grade and subject being taught in
alternative years, or an integrative approach with various forms of subject grade
integration (Mulcahy, 1992).

Although the practice of scheduling two or more levels of a second language
into a multi-grade or multi-level classroom is commonplace in a rural school, it

may also create problems in terms of additional preparation and discipline for
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teachers and reduced second-language experience for students (Strasheim, 1989).

Strasheim writes that three of the reasons second-language teachers find multi-level

classes difficult are: planning probl 1 2 hallenges, and
student motivation. Seemingly, these problems stem from a sequential approach
to the teaching of a second language as outlined in our curriculum. This approach
leads to difficulties in a classroom with varied grades - each working at a different
required level.

The biggest problem perhaps is the new communicative approach’s emphasis
on oral interaction, which makes it difficult to have students working at
differentiated tasks. Strasheim (1989) suggests that there is a need for careful
monitoring and a commitment on the part of teachers and administrators to find
the best class sizes, age, and ability levels, and program management. Some
administrators feel that an alternative to multi-grade classrooms is the use of
interactive video courses delivered via satellite or microwave transmission. Such
courses may reduce face-to-face interaction and cause a loss of a sense of personal
relationships among teachers and students. At the same time, these courses may

limit problems of overcrowding in multi-grade classes while allowing for more

oral usage, Ily leading to i d motivation to learn more

about the language and thus to possible i d p iency. Barker (1990)

believes that the advantages of di ducation far outweigh the di 2
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in terms of allowing rural or small schools to deliver quality education to their
students in the face of problems, such as low student enrollments, teacher
availability, and the desire in smdents to do courses that otherwise would be
impossible. Beauvois-Healy (1995) also explains that satellite communication
allows students to avoid stressful verbal interaction in front of peers who are not
always ic to stutters and Instead, they find themselves more

motivated to speak and thereby increase their output than when they are in a less
stressful "on the spot” situation.

Although the school where I teach has employed distance education in the
areas of math and science over the past few years, due to teacher shortages, Fall
1998 will see the first group of French students using this system. Students are
a bit hesitant and are registering for it with guarded enthusiasm.

Rural schools in d mean

where the numbers are small and the schools themselves are located far away from
a more urban and, as many believe, culturally richer area. Though some dispute
this, arguing that rural areas are just as cultured - but in a different way - the fact
remains that these rural areas are often far removed from areas where French is
seen as a vital "real" language. Although we attempt to make rural Newfoundland
students aware of the rich French heritage in this province, pointing out French
community names such as Jean de Baie, Beau Bois, or Grand Le Pierre (areas on
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