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ABSTRACT
The current study is focused on identifying the relationship between motivation and English-language achievement. This study also attempted to determine the effect of extrinsic and intrinsic motivational factors contributing to higher achievement in English as a Foreign Language (EFL) and English as a Second Language (ESL) students. The factors affecting students’ second language (L2) motivation were measured by a questionnaire.   Data was collected from 32 students in an early advanced writing class at California State University, San Bernardino’s Intensive English Program. Within the survey questions, the students were asked to rate perceived ability, support and anxiety, as well as answer open-ended questions on motivation. By analyzing the data from the survey, general perception of self-perceived ability of English and the assumed motives underlying the attitude were examined. To conclude, this study discusses the motivators and the relationship between them for learning English as a foreign or second language. A discussion of the findings and implications for further research are articulated.

INTRODUCTION
General Statement of the Problem
English has become an international language.  People from all over the world study English on a daily basis.  The reasons for this are varied: many are required to study English as part of their academic studies, while others study English in order to immigrate or obtain a job.  Whatever the reasons people have for studying English, some are successful and become fluent, while others fail to persevere and learn the language.  Previous research has identified the importance of motivation to the success of English language learners; however, much of this research has been conducted in general educational and psychological studies, and has not been specifically concerned with English language learners.  What are the factors that create success for some English language learners?  Previous research has identified four categories of motivational orientation: travel, friendship, knowledge, and instrumental.  These orientations can spur from either external or internal grounds, but what are these reasons?
This research will assess English language learners’ orientations to learning English from a self-determination perspective as a motivational factor, as well as what extrinsic factors continue to affect a learner’s success.  In this present study, previous research on motivational orientations will be reviewed and replicated, and the following research question will be examined:
What are the extrinsic and intrinsic motivating factors for high achieving English language learner students?

Review of the Related Literature
The research related to motivation tends to be general; the concern of these researchers relates more to the intrinsic and extrinsic motivations of students.  However, while reviewing the literature, these researchers found the available articles to be more concerned with student attitudes, an intrinsic factor, and not necessarily a comparison of intrinsic and extrinsic factors.  Even still, the available research provides a great deal of information on the general study of motivation as it relates to English language learners.
In 1994, Oxford and Shearin reviewed the entire seventy-one year theoretical framework as related to motivation in second language learning, and found that playing on learner motivational factors can truly help them learn a second language.  It became evident that teachers do not take the time to find out what is truly motivating students to learn a second language.  Another finding was that educators can and should encourage success in learning a second language by instilling the fact that effort can lead to great success. They found the need to focus more on the individual goals of the students so that their learning can be geared toward that and not toward something that will not motivate them in the right direction. Since goals vary from person to person, another result is that educators should adapt to different learning styles based on the different motivation types.
In 2001, Noels, Clément, and Pelletier wanted to examine the relationship between intrinsic and extrinsic motivation, and to see how integrative orientation, the desire to learn a language for socio-emotional reasons, such as to communicate and get along with the dominant language-speaking community, from the viewpoint of a minority member, is related to intrinsic and extrinsic motivation.  The primary result was that internal motivators and integrative orientation were very similar and correlated.  In 2003, Noels, Pelletier, Clément, and Vallerand studied and developed their first examination of Self-Determination Theory in the language-learning context.  This became one of the very few empirical investigations of intrinsic and extrinsic motivation in this area.  The study considered how one current conceptualization of intrinsic and extrinsic motivation, Self-Determination Theory (Deci & Ryan, 1985), might inform understanding of motivation, and more particularly, how aspects of this theory relate to the motivational orientations described by Clement and Kruidenier (1983).  A new instrument assessing learners' second language orientations from a self-determination perspective was presented, and relations between the various subtypes of motivation and variables hypothesized to be related to variations in self-determination were examined.  Given that these motivational subtypes can contribute to the understanding of the results found in studies of orientations, the relations between these motivational constructs and the four orientations discussed by Clément and Kruidenier (1983) were explored.  They proved that four orientations were common to all groups of learners: (1) travel, (2) friendship, (3) knowledge, and (4) instrumental.  They explained that Instrumental Orientation was most highly correlated with External Regulation, as well as the Knowledge Orientation and IM-Knowledge Orientation were greatly intercorrelated. The Travel, Knowledge, and Friendship Orientations were correlated both high and positive with the more self-determined forms of motivation. According to Noels et al., these results suggest that although the Instrumental Orientation and External Regulation subscale may show similar reasons for learning an L2, the three other orientations connote relatively self-determined reasons for engaging in the L2 learning task.  Their second analysis examined the relations between the four orientations and the criterion variables. It revealed that the Travel, Friendship, and Knowledge Orientations were highly related to the criterion variables. The Instrumental Orientation showed no relation between criterion and motivational variables, except for a low significant correlation with the intention to continue L2 study. This pattern is consistent with that pertaining to the External Regulation subscale. Their research findings are consistent with the predictions of Self-Determination Theory: The more internalized the reason for L2 learning, the more comfortable and persevering students claimed to be.
Tremblay and Gardner (1995) conducted a study that investigated the relationship among new measures of motivation, such as persistence, attention, and goal specificity, and existing measures of motivation and achievement in 75 students enrolled in a francophone secondary school in Ontario. It concluded that these new motivational measures add to the understanding of the effects of motivation on language learning.  They suggested a Socio-Educational Model that illustrates what influences motivation for English language learner students.  Tremblay and Gardner found that there is an extremely close link between motivation and attention.  They also found that motivational behavior and French language dominance will have a direct influence on achievement, and that the student’s extracurricular experiences with French language communication plays a major role in the success of the student’s performance.  Further, the student’s language attitudes are spurred from goal salience, valence and self-efficacy, which directly influence the student’s motivational behavior.  In the context of language learning, the language student may devote considerable effort and persistence if he or she believes that the language goal can be achieved.  Self-confidence in the language-learning context is usually assessed with measures of perceived proficiency at the time of testing, while self-efficacy is more closely tied to the level of performance that an individual believes he or she could achieve at some point in the future.  It is significant to look at the student’s valence, or attractiveness toward the task of learning the language.  If language students do not perceive value in their performance, then their motivation will be lowered.  Tremblay and Gardner address Goal Setting Theory, which suggests that individuals who have accepted specific and difficult goals will outperform individuals with nonspecific and easy goals.  The study ultimately researches the motivational dispositions in order to suggest ways to improve motivation that will increase the achievement of language learners.
Al-Bustan and Al-Bustan (2009) researched students’ preferences and attitudes in learning English.  They found that people tend to have certain beliefs about and preferences in their approaches to learning tasks.  They suggest that most students learn best when information is presented in the way that matches a student’s learning preferences.  After surveying students, they suggested that active learning can have a positive impact upon student learning.  They found that students are more engaged in learning when they are active and have some choice regarding their learning preferences over the learning process and related interests.  This study acknowledges the power of learners’ voices in improving teaching and learning.  When such voices are recognized for their significant impact on L2 learners, L2 teachers will have a better understanding of the learner’s unique frame of learning preferences and attitudes while learning English.  Meeting these preferences can increase the motivation to learn English.  As a result of this study, the research can help teachers and educators to accommodate teaching methodology skills and curriculum accordingly to promote students motivation.  The study concluded that students preferred learning mainly through discussions, multimedia, and computers.  They also preferred that language teachers would train them more in English fluency. 
Rice, Udagaway, Thompson, and McGregor (2008) studied what the effect of the intensity of study had on a learner’s motivation, and vice versa.  They sought to compare students who attend an ESOL class for a few hours per week with those who attend for longer periods, while considering the background and attitudes of the learners.  The question this study asked was what are the differences in motivation amongst students who study for long periods and those who attend fewer hours of class each week?  Rice et al. found that motivation did not affect the choice of hours spent studying English.  Those students who studied very few hours were as motivated as those who studied more frequently, but they students were also less proficient.  The authors’ suggestion was that more accommodations be made to allow learners to have more access to classes.  Those students who attended “very part-time” seemed to be the most driven, but did not have access due to other, personal reasons.
	Bong (2004) studied the generality associated with some of the popular motivation constructs by examining their relational patterns across multiple academic subject matter domains.  Bong questioned if students exhibit certain motivational beliefs in one academic domain, how likely they were to face other domains with similar beliefs and attitudes.  It was found that the academic self-efficacy factors in the three subject-matter areas were moderately correlated and consistent with the hypothesis. The task-value factors in the specific school subjects tended to correlate more strongly with the task value for general school learning than amongst them. The correlation coefficients between the subject matter-specific mastery-achievement goal orientation factors were low to moderate, while the correlation coefficients between the subject-specific mastery-goal orientation factors and the mastery-goal factor in general school learning were stronger than those between the subject-specific mastery-goal orientations.  Bong’s concluded that across the motivation constructs considered in the investigation, the English motivation factor demonstrated weaker correlation coefficients with the general school factor than the Korean language or mathematics motivation factor. The difference was substantial for the task value and the ability and effort attributions. The only exception to that trend was the performance-avoidance goal-orientation factors, for which all subject-specific avoidance orientations displayed parallel correlation with the avoidance orientation toward general school learning.
	Dewaele and Thirtle (2009) studied why students choose to study foreign languages and how the variables of sex, language background, personality as determined by the Multicultural Personality Questionnaire (MPQ), and level of anxiety as determined by Foreign Language Classroom Anxiety Scale (FLCAS) affected students’ choice of studying foreign languages. There was a marginal difference between those who spoke English as their first language and those who did not.  Those who were not native speakers of English were more likely to pursue the study of a foreign language, suggesting that English speakers did not feel the need to learn another language as strongly.  The decision to quit foreign language learning was not linked to MPQ, however there was a significant difference among the FLCA levels.  Those who did not wish to continue their language study scored significantly higher on the FLCAS.  This shows that choice to learn a foreign language is not due to general personality traits, but psychological dimensions, which are addressed in the FLCA and which deal with situational and environmental factors.  Dewaele and Thirtle further concluded that it is the teacher and the wider societal and political context, which seems to motivate foreign language learners.
	Hubenthal (2004), studied older Russian immigrants’ reasons for studying English, what learning strategies they used, and what obstacles there were to their progress in learning English.  Based on interview, Hubenthal concluded that the participants had three main motives for learning English: to become more incorporated into American society, to be able to communicate significantly in English, and to be independent.  The author also found that the participants learned English through regular, organized study.  However, obstacles to them learning English included poor memory from aging, shame in using English, health problems, lack of available ESL classes, and the Russian social system.  The author also concluded that the systematic study skills learned in the Former Soviet Union were not always helpful to learning English, as they relied heavily on memorization and grammar translation methods.
	Based on this previous research, it can be seen that most research points to the fact that the more internalized a student’s motivation is, the more likely that student will succeed.  Extrinsic factors, though helpful, are not nearly as important to a student’s overall success.  The researchers of this study hope to replicate these previous research findings, as well as document any new findings.


Assumptions
Students were picked who were assumed to be successful because they are attending college in the United States, are studying English as a second language at college, and English is not their native language.

Hypothesis
Based on previous research, it was hypothesized that intrinsic factors play a major role in achievement, while extrinsic factors are influential, but not as critical to the success of English language learners.  This is based on Noels, Vallerand, Clément and Pelletier’s Theory of Self-Determination, which states that the more internalized the reason for learning of a second language, the more comfortable and persevering students will claim to be (2003).  These students are more willing to develop friendships with native English speakers, but are also more likely to ask peers and teachers for help. They have a sense of determination and perseverance in achieving their goals.

Definitions of Terms
· Intrinsic motivation (IM): Motivation that is internal.
· Extrinsic motivation (EM): Motivation that is external.
· L1: Language learned at birth.
· L2: The first language that a person learns, usually as a child.
· ESL: English as a Second Language students reside within an English-speaking country and must use English to survive.
· EFL – English as a Foreign Language students do not reside within an English-speaking country and will not use English for survival.
· Self-Determination Theory (SDT):  SDT is a macro-theory of human motivation concerned with the development and functioning of personality within social contexts. The theory focuses on the degree to which human behaviors are volitional or self-determined—that is, the degree to which people endorse their actions at the highest level of reflection and engage in the actions with a full sense of choice.
· Travel Orientation:  The desire to learn a language for traveling purposes.
· Instrumental Orientation:  A desire to learn an L2 to achieve some practical goal, such as job advancement or course credit.
· Knowledge Orientation:  The desire to learn an L2 because it makes a person more knowledgeable or a better-educated person.
· Friendship Orientation:  The desire to learn an L2 in order to make friends with speakers of the other language.
· Socio-Educational Model: “While Gardner (1982) identified a number of factors that are involved when learning a second language (L2), it was earlier work by Gardner and Lambert (1959), which laid the foundations for the model. Gardner (1982) also attempts to interrelate four features of second language acquisition: the social and cultural milieu, individual learner differences, the setting, and the context. In Gardner's model, the most influential in second language acquisition are the four individual differences: intelligence, language aptitude, motivation, and situational anxiety” (As cited in “Motivation in Second Language Learning”).
· Goal salience: Attitudes towards a behavior have direct influences on intentions.
· Valance: The subjective value that an individual associates with a particular outcome.  Also known as the desire and attractiveness towards a task. 
· Self-efficacy: Refers to an individual’s beliefs that he or she has the capability to reach a certain level of performance or achievement.  The implication of this construct is that the amount of motivational behavior exerted to reach a specific outcome will be influenced by a perceived probability of the attainability of the goal. 
· Goal-Setting Theory: A theory that suggests that goals regulate effort expenditure.  Individuals with specific and challenging goals persist longer at a task than individuals with easy and vague goals.
Significance of Proposed Study
Both teachers and students need to be aware of the factors that motivate students to learn. If teachers are more aware of how motivational factors affect their students, they may be more likely to use them as a resource in the classroom.  Students must be willing to explore what their own motivational factors are and how they can use these factors to their own language learning advantage.

DESIGN AND METHODOLOGY
Subjects
For this study, 32 participants were surveyed, 28 of whom were enrolled in an early advanced writing class at California State University, San Bernardino’s Intensive English Program.  This program is targeted for English as a Foreign Language Learners.  This means that the students usually are in the United States to complete an English program, and that some of them will continue to complete their college education in the United States.  Regardless of whether or not these students plan to attend American universities, most of them study English as a requirement for their own university.  The four participants who were not involved in the IEP program were California residents currently employed for San Bernardino County Department of Education and were not currently enrolled in an English program, but were independently studying English for the purpose of better opportunities within the English-speaking community.
	Out of the 32 participants, twenty-five (78%) were of Asian descent, four were (12.5%) of Mexican descent, and three (9%) were of Middle-Eastern descent.  The age of the participants ranged from 18 to 70 years old, with the average student being 19.  Most of the participants had studied English for at least 10 years, but not over 20.  A few students had studied under 5 years or over 20 years.  The majority of students surveyed had been in the United States an average of 4 months, with a few students who have resided in the United States for more than 10 years.  In the case of the IEP students, none had been here longer than one year.  Out of the 32 students surveyed, thirteen (40.6%) were male, and nineteen (59.4%) were female.
Data Collection
For this study, a survey was created, consisting of a 5-point Linkert scale, as well as open-ended questions.  This survey consisted of 48 questions; ten of these questions were demographic in nature, two were in regards to prior English study, and the thirty-six remaining questions were self-assessments asking the students to rate perceived ability, support, and anxiety throughout the course of their previous and current English studies.  Fourteen questions were ranging from always to never, eleven were from strongly disagree to strongly agree, eight were from not at all to extremely well, and finally three were from extremely unfavorable to extremely favorable.
Data Treatment Procedures
	As all of the students were age aged 18 or older, verbal consent was all that was needed prior to the researcher distributing the surveys.  Participants were asked to complete the survey anonymously, and to give as complete and honest answers as possible.  For this survey, the interviewer visited both the IEP classroom, as well as the San Bernardino County Department of Education offices.  The time needed to complete this survey was approximately 10 minutes.
Results
All thirty-two participants completed the survey. Results were tallied and determined based on which response each individual had given to each question.  It was found that the highest intrinsic motivator was enjoyment of the language (53%). Self-esteem in regards to language ability was rated at 36%.  The highest extrinsic motivator was family support (37%).  Communication with friends was also important, with 43% considering this as a high motivator. The researchers found the high extrinsic motivation of ability to communicate with friends as surprisingly high. Employment was also 43%, and success in higher education was selected by 66% of the participants as a high motivator.  Another interesting aspect of this survey was that the majority of the students responded that they enjoyed studying English and did not consider it a chore.  In fact, 53% of the participants said that they looked forward to attending their English class, even though the results showed that most of the students were not comfortable with their fluency abilities in the English language; only 14% felt that they had a mastery over the language.  However, most reported a high mastery in their native language.  
 	It was determined that success in higher education was the highest motivator, making the most important motivator extrinsic in nature.  This is contrary to the majority of studies previously mentioned in the literature on this subject.  The previous research had indicated that anxiety was highly affective towards ability.  Students who were anxious were previously found to dislike the study of English, and as a result, self-perception of ability was generally found to be negative.  However, in this study only 6% of the students surveyed felt anxious about speaking English outside of the classroom.  91% of these participants admitted to speaking their native language outside of the classroom rather than English, which could account for the lack of nervousness.  Within the classroom, none of the participants indicated anxiousness, but the amount of time spent speaking in the classroom was not indicated.  The lack of practice outside of the classroom correlates with the findings that the majority did not feel they had as of yet mastered any aspect of the language.
Limitations of the Design
Throughout the design and execution of this research, a number of limitations were found.  The first limitation is that the researchers focused primarily on one group of students, which consisted of only IEP students within a limited age-range.  The second limitation is that the majority of the students were of the same geographic region (90% Asian).  The third limitation is that only four adults who had resided within the United States for many years participated in the survey.  As these particular students used the language on a daily basis, they were very different from the majority of the participants surveyed.  In addition, the focus of the survey was primarily on extrinsic motivators, and there were insufficient questions on intrinsic motivators.  To get a more accurate picture of the situation, either the participants of the study should have consisted of a mixed population of equally represented groups, or the focus should have been within one consistent group.  The focus on Asian students limits the generalizability of the results; the results may differ with based on nationality or geographic origin, and cannot necessarily be applied to all students.

CONCLUSION
This study mainly focused on the intrinsic and extrinsic motivational factors of high-achieving English learners. The results suggest that the English language learners engage in advanced language learning in order to succeed in higher education, which accounts for the most important extrinsic motivator in nature. Since the majority of the surveyed students were enrolled in the Intensive English Program at California State San Bernardino, learning English in an advanced academic setting seems to serve as an essential transitional step to achieve their personal academic goals. 
On the other hand, the four participants who are employees in San Bernardino county department of education and residents in California appear to perceive that their persistent independent English study is to bring them better opportunities for their professional goals. For the participants of this research, encouragement of language learning from family is also one of their highest extrinsic motivators. In addition, as the surveyed participants consider communication with friends as equally important as bettering their opportunities for employment, it can be determined that the instrumental orientation motives for studying English play an important role in this group. 
                The surveyed participants’ highest intrinsic motivator indicates that they enjoy learning the English language. In addition, they think self-esteem regarding language ability is an important intrinsic motivator. Although the advanced ESL students in the IEP do not feel that their English is fluent enough, they said that they look forward to attending the class without high affective filter in their language learning. However, as this research results reveal, they speak their native languages outside of the class most of the time. Therefore, this casts a doubt about how much integrative motivation they have toward the American culture as opposed to the four immigrants in California. 
            In our hypothesis, it was stated that intrinsic factors play a major role in achievement, while extrinsic factors are influential but not as critical to the success of English language learners.  However, our research findings contradicted to the hypothesis in that the extrinsic motivators such as parental involvement, success in higher education, and communication with friends appear to be more important to the participants of this research than the intrinsic motivators.  Therefore, while the surveyed participants’ self-determination toward personally established educational or professional goals is high, the results indicate that their intrinsic motives including integrative intentions into the target culture as this group’s high-achieving motivators in their language learning are not critical partly because of our research design and biases. 
RECOMMENDATIONS FOR FURTHER RESEARCH
As this research was designed to understand the motivational factors of adult English language learners in an ESL setting, we found out some important intrinsic and extrinsic motivations among them through a survey. However, the limited research method was not able to accurately represent motivational processes among the English language learners.  Using multidimentional aspect of motivation, such as classroom observation, interview, or focusing on one specific behavior, would make this research more accurate. In addition, more sufficient questions on intrinsic motivators within the survey would reveal more specific processes of language learning motivations. 
As it is mentioned in our design limitations, this study’s major participants were Asian college students, which made it hard to generalize the findings. Therefore, further research can find out different intrinsic and extrinsic motivational factors depending on ages, cultures, and the years that language learners have stayed in the country where English is the dominant language. In addition, further study may focus on amotivational factors among language learners ranging from beginning to advanced levels so that language instructors can offer optimal language learning environments for them. 

















APPENDIX
Survey
 Please answer the questions with honesty! 

1) Are you presently in an ESL class? Circle one: 	Yes		No

2) What is your gender? Circle one:	Male			Female

3) In what level of English are you studying? 
Beginning	Early Intermediate	Early Advanced		Advanced

PLEASE WRITE YOUR ANSWER

4) How many years have you been studying English?

5)    How long have you been living in the United States?

6) What is your age?

7) What is your ethnicity or origin?

8) What languages do your parents speak to you in?

9)  What languages do you usually speak at home?

10) In which languages do you usually think?

11) What languages do you usually speak with your friends?

12) Are most of your close friends native speakers of the same language as you?

PLEASE CIRCLE ONE OF THE FIVE CHOICES
13) How often does your family influence you to succeed in learning English?
Always		Most of the time	Sometimes	Rarely		Never

14) Learning English gives me higher self-esteem.
Always		Most of the time	Sometimes	Rarely		Never

15) I consider myself to be a successful English Learner:
Always		Most of the time	Sometimes	Rarely		Never

16) Speaking in English is more fun that speaking my native language:
Always		Most of the time	Sometimes	Rarely		Never

17) I enjoy learning English:
Always		Most of the time	Sometimes	Rarely		Never

18)  My boss respects me more because I am learning English:
Always		Most of the time	Sometimes	Rarely		Never

19) I feel like I am forced to learn English even though I don’t like it
Always		Most of the time	Sometimes	Rarely		Never

20) I feel that learning English is a waste of time:
Always		Most of the time	Sometimes	Rarely		Never

21)  I think that learning English will help me get a better education
Always		Most of the time	Sometimes	Rarely		Never

22)  I believe that learning English will impress my family:
Always		Most of the time	Sometimes	Rarely		Never

23)  Learning English helps me survive in America:
Always		Most of the time	Sometimes	Rarely		Never

24)  English is boring:
Always		Most of the time	Sometimes	Rarely		Never 
25) I worry about speaking English outside of class:
 Always	Most of the time	Sometimes	Rarely		Never 

26) I worry about speaking in my English class:
 Always	Most of the time	Sometimes	Rarely		Never

27) My attitude towards English-speaking people is:
Extremely unfavorable   	somewhat unfavorable   	favorable   	somewhat favorable 		extremely favorable

28) My attitude towards my first English teacher is:
   Extremely unfavorable   	somewhat unfavorable   	favorable   	somewhat favorable 		extremely favorable

29) My attitude towards my current English teacher(s) is:
 Extremely unfavorable   	somewhat unfavorable   	favorable   	somewhat favorable 		extremely favorable

30)  How well do you understand English?
 Not at all 		not very well	well		very well			extremely well
31)  How well do you speak English?
Not at all 		not very well	well		very well			extremely well
32) How well do you read English?
Not at all 		not very well	well		very well			extremely well
33)  How well can you write in English
Not at all 		not very well	well		very well			extremely well
34)  How well do you understand your native language?
Not at all 		not very well	well		very well			extremely well
35)  How well do you read in your native language?
Not at all 		not very well	well		very well			extremely well
36)  How well do you speak in your native language?
Not at all 		not very well	well		very well			extremely well
37)  How well can you write in your native language?
Not at all 		not very well	well		very well			extremely well
38) My family helps me with my school assignments when I need it.
Strongly disagree 	somewhat disagree 	disagree		agree		strongly agree
39) My family gives me ideas of how to succeed in school.
Strongly disagree 	somewhat disagree 	disagree		agree		strongly agree
40)  My family compliments me when I do well in school
Strongly disagree 	somewhat disagree 	disagree		agree		strongly agree
41) My family encourages me to complete college
Strongly disagree 	somewhat disagree 	disagree		agree		strongly agree
42)  My family is interested in my future career plans
Strongly disagree 	somewhat disagree 	disagree		agree		strongly agree

43)  My family does not make me feel better when I am upset about school work
Strongly disagree 	somewhat disagree 	disagree		agree		strongly agree
44)  My family is often critical and dissatisfied with my school work
Strongly disagree 	somewhat disagree 	disagree		agree	strongly agree

45) I am learning English to be able to communicate with my friends who speak it.
Strongly disagree 	somewhat disagree 	disagree		agree		strongly agree

46) I am learning English to be able to communicate with my coworkers at my current job. 
Strongly disagree 	somewhat disagree 	disagree		agree		strongly agree

47)  I am learning English because I want to please my family.
 Strongly disagree 	somewhat disagree 	disagree		agree		strongly agree

48) I look forward to going to class.
Strongly disagree 	somewhat disagree 	disagree		agree		strongly agree

  THANK YOU VERY MUCH!!!  
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