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Abstract

This article reports on research into the motivation of Indonesian children aged 11-12 years
old, as they begin formal study of English in an urban junior high school. The research used
closed and open questionnaire items, backed up by class observations and interviews with a
selected group of learners. Very high levels of motivation to learn the language were found
throughout the cohort, including both integrative and instrumental orientations, but these
two traditionally distinct constructs were found to be almost indistinguishable. The article
argues that as English loses its association with particular Anglophone cultures and is instead
identified with the powerful forces of globalization, the desire to ‘integrate’ loses its
explanatory power in many EFL contexts. Individuals may aspire towards a ‘bicultural’
identity which incorporates an English-speaking globally-involved version of themselves in
addition to their local L1-speaking self. It is speculated that changes in individuals’
motivation to learn the language may therefore be partly explained by reference to ongoing
processes of identification, especially during the formative years of adolescence.

Keywords: motivation; identity; Psychology and language learning; Asian students; culture;
learner behaviour
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I ntegrative motivation in a globalizing world

1. Introduction

The notion of ‘integrativeness’ — a desirddarn a language in order to “come closer to
the other language community” (Gardner, 20@)a- has been a central concept in
language learner motivation for several decames, influential not just in theory and
research but in teachimgethodology and materials (etgarmer, 2001). In Gardner’s
(1985) socio-educational model of sectamgjuage acquisition, learners who had the
characteristic of ‘integrativess’ were said to have antégrative orientation (or goal)
towards learning the language, favourabt#uates towards the language community, and
a general openness towards other groups in general (sometimes interpreted as an ‘interest
in foreign languages’ e.g. in Masgoret ef aD01). They were said to be ‘integratively
motivated’ if they also had positive attitigd®wards the learningtsation, and exhibited
aspects of motivated behaviour such as eftortexpressed desire and enjoyment in the
process of learning.

As Dornyei & Csizér point out (2002: 453)he core aspect af..the integrative
disposition is some sort of psychological and emotiadehtificatiori”, and following
Gardner and Lambert’s (1972) lead, this basn conceived of being with the people
who speak the L2 and their culture. The theoatjustification for this view lies in the
fact that “learning anothdéanguage is not like learning math or word processing.
Especially in adolescence, it is likelyitovolve not only the hguistic and cognitive
capacities of the learnas an individual, but her socialstorical, emotnal, cultural,
moral sense of self as a subject.” (Krams2001: 12). The sense of self is challenged,
Gardner claims, by the need to take on “thiedvéoural characteristcof another cultural
group of people.” (Gardner, 2001b: 6).

A considerable amount of research effaat been, and is still being, expended on the
guestion of whether integra¢ motivation exists among different language learner
groups, and whether it can be linked to agieent behaviour and ultimate success with
the L2. According to Gardner himselfjgshhesearch has generally endorsed the
significance of the concept, and he propasdg minor changes to his original model
(ibid). Nevertheless there have been disagntoices. Even in Canada itself, where
Gardner and Lambert’s ideas originated, there are those who contest the precise
definition of integrative motivation in pacular learning contexts (e.g. Clement and
Kruidenier, 1983, Clement et al., 1994, Bebrhri and Hummel, 1998). Others have
suggested that integnae motivation is more important in ESL settings like Canada than
in many EFL contexts around the world, whier@rners have limited contact with L2
speakers or their culture redy reach beyond an intermate level and where an
instrumental orientation may be more Helpn promoting successful learning (e.g.
Dornyei, 1990, Oxford and Shearin, 1994, Wardnd Lin, 2000). Questions have also
been raised about the releea of the concept with younganguage learners (Nikolov,
1999).
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Moreover, the past decade has seen Waatiner himself has called a “motivational
renaissance” (Gardner and Tremblay, 199dh new concepts from educational
psychology widening the research agendareewd understandings emerging of the nature
of motivation itself. It is inogasingly recognised, for exampleat learner attributes and
activity are profoundly influenced by tlsecio-cultural environment, such that

motivation itself could be satw reside not in the individudlut in the interaction of the
individual with his/her environment {ekey, 1997, McGroarty, 2001). Likewise, our
emerging awareness of the dynamic natdnmotivation and th way it changes over

time is recognised in Dérnyei and Ottd’s pess-oriented model of L2 motivation, which
proposes that different types of motiwatimay operate on the individual learner at
different stages of the learning procesérityei and Ott6, 1998). These ideas tend to
undermine the notion of a fixed trait — suah'‘integrativeness’ — inevitably impacting
upon learner behaviour and determining long-term success. They also question whether
the research methods which have undergrthe construct - large-scale psychometric
surveys of attitude — can justly claim to captthe complexity of motivation either as a
precursor to action (for example as an ‘otaion’) or as a sustaer of action (Spolsky,
2000).

The world itself has changed greatly toocg Gardner and Lambert first introduced the
notion of integrative motivation in the lat®50’s. Their ideas are predicated upon there
being clearly identifiable social groups agsted with particular languages, with some
contact between them. One may argue aboethen the relative status of the languages
matter (e.g. Clement and Kruidenier, 1983)how much contact tre is between the
groups (e.g. see for example Gardner, 2001a); but in the case of English, the arguments
may possibly be redundant. As Warschd@e00: 512) points out, globalization has
brought about “a new society, in whichdish is shared among many groups of non-
native speakers rather than dominated byBifitssh or Americans.” In the minds of
learners, English may not be associated with particular geographical or cultural
communities but with a spreading internatiotidture incorporating (inter alia) business,
technological innovation, consumer valuesnderacy, world travel, and the multifarious
icons of fashion, sport and music. In a studymiversity students of English in Jordan,
for example, Kaylani (1996) was puzzledittd integrative motivation among her male
students, because she did not expect the avd@ganian male to identify closely with
American or British culture. However, she vadse to explain her results by arguing that
“he probably does see himself as a member of an international English speaking
community, disassociated from any partagutulture” (ibid: 87). Yashima (2002: 57)
similarly found that for Japanese universtydents “English symbolizes the world
around Japan” and proposed that some leamayshave an ‘interational posture’ that
motivates them to learn and communicatéhmlanguage more than others. In a recent
review of the literaturedDdrnyei and Csizér (2002: 453) state “some sort of
‘integrativeness’-related factbypically emerges in empaal studies on L2 motivation”,
but admit that “it may be timely to re-examine the term”.
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The rest of this paper reports a study n§lsh language learning ah Indonesian junior
high school which, 1 will claimthrows some light on the na&uof integrative motivation
in one corner of thisapidly globalizing world.

2. The study

In August 2002 | spent one month investigating the language learning attitudes and
motivation of first year pupils in an urbamjor high school in a vincial cajtal on the
Indonesian island of Sumatra, a town whehnad previously worked for several years.
This was the first phase of a longitudisaldy aiming to track changes in motivation
over the first two years of serious formaldy of English (almost all pupils have studied
English at primary school, but most very fiig to identify facbrs associated with
changes in motivation, and to explore thetreteship between whéhey say about their
motivation and what they actually dwside and outside the classroom.

This school is located in an area of theovhere government officials and academics
live, and was different in many respects frorhaads even on the outskirts of the city, let
alone rural areas. Accordingttee head of the local eduaati office, it was “one of the
best three junior high schoolst the city, and local parent®mpete to get their children
accepted there. Comparing my own datdahenschool (e.g. teacher background, parental
occupations, proportion of pupils who attieprivate language schools and own an
English dictionary) with thospresented in a 1996 national survey of junior high schools,
it clearly falls into the category of a réalaely “well-resourcel, high-achieving state

school in the provincial capitaity” (Sadtono et al., 1996Nevertheless, general living
standards are still fdower than anything found in the west - only a small minority of
homes have a computer or car, for examgbel, few parents have travelled abroad or
acquired any proficiency in English.

3. Method

My investigation combined a quémnaire survey of almost gR19) first-year students
(aged 11-12) in the schooljtiv semi-structured interviewsith a ‘focal group’ of 12
individual learners. | also obbered these individual learnaasleast twice during English
classes, and interviewed the eight Esigteachers who worked at the school.

The questionnaire contained 8 items elgtbackground information about the students.
The remainder of items sought to uncovedsnts’ attitudes anahotivation to learn
English, and their level and type of indepemidenglish learning activity. Using a simple
3-point Likert scale, one itemdassed on each of these issues:-

o How satisfied they felt with their progress in English so far.

o How confident they were of their ability to learn well.

0o How much they liked learning English.

o How important English was to them.

o How important English was comparemother subjects in school.
Two further items asked students to rankaastale from 1-3 the importance of five
different reasons for learning English (e.g.caese | need it for my future career’), and
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the regularity of their use dnglish outside of school seven specified activities (e.g.
‘watching English language films’). BotheHive possible reasons for learning English,
and the seven possible actiggiusing English, were chosen on the basis of older
students’ comments in a previous studyhiis context (Lamb 2002)-inally, three open
items asked students to say why they likedisliked English, to state their preferred
way of working in the classroom, and to dis& researcher any question they liked. The
main purpose of the questionnaire was to proad@verall description of the first-year
students’ disposition and behaur, which would enable ¢hselection of a broadly
representative sample to form the ‘focabgp’, and (when administered again) to show
trends over the first 20 montb$ study in pnior high school.

The interviews with the 12 seled learners were intendedexplore the above issues in
more depth, in particular how they feliaut learning English itheir new school, how
their friends felt, what they and their friendisl to learn Englisloutside the school, and
their attitudes towards English-speaking peoples and cultures. Interviews lasted
approximately 20 minutes. | began speakingmglish to see how willing and able they
were to respond in the language, but in all cases switchHgahtasa Indonesia within two
minutes. My own communicative ability Indonesian was sufficient to hold a
conversation without need of an interpreteough misunderstandings did occasionally
arise and topics were changa@maturely. Later | carried oatdetailed content analysis
of the transcribed interviewdjrectly comparing the learre responses and identifying
common themes in their comments. Where ssa®/ | consulted dndonesian colleague
to help interpret remarks.

By generating a combination of quantitativel @jualitative data, | haa to be able to
uncover general patterns of activity and attitude among ttaéevechool population,

while at the same time uncovering learnessh interpretations aheir experiences.
Pintrich and Schunk (2002: 11) recognise thHee/af qualitative resech “for raising

new questions and new slants on old questjghsugh caution that findings need to be
interpreted in the light of an existing thetical framework. Ushiodé2001) has argued
that qualitative or interpretative approaches, involving in-dapthlong-term study of
individuals’ thinking, is especially apprapte where motivation is conceived of as
context-dependent, multifaceted, and dynamic. The sociocultural context of this study
was very different from the mainly westesind/or developed country contexts where
most motivation research has taken place,ifanelied on questionnaires alone | could
not be certain that my respondents were imétipg my questions in the same way as, for
example, Canadian or Japanese undergtasuweould do. The two contrasting types of
data can also illuminate each other,dgample by allowing checking of individual
learners’ comments against theiepious questionnaire responses.

In the following section | present the findinigsm this study which throw some light on
the nature of these children’s motivatiorgarn English. | will report first on data from
the questionnaire, but will use data from the interviews to help interpret some of the
results. | will then report my analysis of timerview data itself. At all times | attempt to
take a reflexive stance, aware that my presen the school will have inevitably affected
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the responses of the children, for whom bwdten the first native English speaker they
had met. Their reactions to me, howeae valuable data in themselves.

4. Results
4.1. Questionnaire Data
4.1.1. Experience of learning English

An unexpected finding was that all but ondled 219 respondents had studied English at
primary school, though this was often as littkeone lesson a week for one year. English
is not yet part of the official primary lsool curriculum, but schools are often pressured
into introducing it by parents anxious to giteir children a head-start in the language.
What is more, just over half (51%) hadealdy taken a private cag in English, and all
had now been learning English in their junegh school, for two 90-minutes lessons per
week, for just over a month. In addition t@ ttormal morning classes, the school also
offered afternoon ‘extra coaching’ in Englisn two afternoons a week, and over 80% of
the learners were now attendithese one-hour sessions too.

The children were also asked whether thegr exse or learn English at home. Only two
respondents claimed never to have any comtdah English (except for school-assigned
homework, which all have to do), and Table 1 below gives therehiklown estimates
for how frequently they engad in various activities:-

Table 1 Frequency of activities invalwg English at home (n = 219)

ACTIVITY INVOLVING Never Oncea Oncea Almost
ENGLISH month week every day
(%) (%) (%) (%)

Watching TV or video 11 52 22 15
Listening to the radio 48 44 6 2
Listening to songs 6 47 23 24
Reading books or magazings 27 51 16 6
Conversation 37 50 10 2
Studying the language 6 42 41 11
Using a computer 52 29 12 7

Even allowing for some exaggeration in responses, to impress the native-speaker
researcher, the overall impression gained isEmglish is already wg much a part of
the lives of children in prowcial Indonesia in 2002. Theirgdiciency may still be very
low, but the language is all@arnd them, most notably in the sicithey like to listen to
on cassette (western boy bands are edhep@pular in this age group) and in
Hollywood movies and other programmesy(éenglish soccer matches) shown on TV.
Listening to English radio programmeasdareading English-language magazines or
books are less popular, though they can be ftwndedicated learnerperhaps there is
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little that is accessible to veglementary level learners. @lfigures for computer use can
be expected to rise sharply as prices fadl the internet becomes meowidely available.

It is notable that only a small mingrito deliberately study the language at home on
their own initiative (discountig homework assigned by thedacher) on a regular basis.

4.1.2. The importance of English

In view of the prevalence of English irefhlives, it is not siprising that the great
majority of children regard English as eitheportant (35%) or ug important (64%).
Only two respondents said it was not importdiey were then asked to evaluate five
possible reasons for its importance, seleb@rhuse they reflected findings in the
research literature on schdevel motivation. The five statements were intended to
measure strength of learners’ integrativiemtation (meeting foreigners and finding out
about English-speaking countrijemstrumental orientatiofcareer), intrigic motivation
(pleasure in the process efning), the motive of satisfygrparents, and finally of doing
well at school. The results are presented in Table 2.

Table 2 -Respondents’ views on why Hsly is important (n = 219

Reason why English is important Notimp | Very| Mean

imp imp score

(1-3)

Can help my career in the future 3 26 71 2.68

It's a pleasure to study 3 68 29 2.26

Can help me meet foreigners & learn about foreign 7 37 56 2.50
countries

My parents encourage me to learn it 6 45 49 2.43

It's an important school subject 13 46 41 2.27

This result would initially appear to supptine view that in many Asian settings,
instrumental motives for learning Englistegredominant (e.g. Lal999, Warden and

Lin, 2000). It should bpointed out, however, that all fireasons seem to be considered
important. The respect for parental views als® been found to be a common feature of
Asian students’ attitudes (e.g. Eaton and Deni997), while the learners’ general desire
to succeed academically in their new scheaonfirmed by the fact that only 24%
believe that English imoreimportant than other subjects.

4.1.3. Liking for learning English

Despite the slightly lower score for ‘pleasucel the above item, responses to the specific
guestion ‘Do you like learning English so fairtdicate that they have very positive
impressions of learning English thus far.t@tiall 219 respondentapt a single one said
that they didn’t like learningnglish, 38 said that they ‘quitiked it'’ and 181 said that
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they liked it. These figureatrast starkly with findings iBritain, for example, where
academic and public media seem to agraeftireign languages are among the least
popular subjects at school (e.g. Chambers, 1998, Williams et al., 2002).

The children were then asked to explduair response in theown words. Their
statements were analysed and coded to peodight distinct reasonpresented in Table
3, along with an example comment taken from the questionnaire. Many of the
respondents made more than one comment.

Table 3 -Reasons given for likg to learn English

REASON Freq
%

1. | English is enjoyable to learn 19
‘Because learning English is a replleasure; the language is different
from Bahasdndonesia’

2. | English is important as an international language 17
‘Because you can learn the languaafeother countries and the
international language.’

3. | English broadens one’s outlook 14
“Because with English we can broad our outlook and gain knowledge.”
4. | It's important to gain a mastery of English 13

“Because by learning Englishdan know how to speak it.”

5. | English helps one to meet foreigners 10
“Because if we learn English we caresii with other people, for instancge
when we visit a tourist area.”

6. | English is useful for one’s career 9
“If we want to apply for work, in geeral we need English. And if we usg
a computer we can understand.”

7. | English is necessary for travel 7
“If we go to Europe we can speak with the people there.”

8. | The teacher is nice 4
“Because the teacherisice and explains thingshich the pupils don’t
understand.”

9. | Other 7
TOTAL (from 181 learners who said they liked English) 251

The first thing to notice about these commesitsctually how few othem relate to the
process of studying English. Only 47 of tearners actually expressed an intrinsic
pleasure in learning, and only twbthe twelve children | interviewed actually said that
English was their favourite subject. Somelef comments clearly correspond to an
integrative orientation (no.s 5 & 7), but liauld be noted thahere were only four
specific references to English-speakingjavas (all to Britain reflecting my own
nationality). Most comments referred to foreigner foreign countries general, either
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abroad, as in “if we can speak English well thethe future we can travel, study or work
outside of Indonesia because English is themiat@onal language and we’ve really got to
study it”, or within Indonesia itself, as thecause if we alrely know English we will
easily be able to understand ifgpée ask us things in English.”

Some of the comments seem to relate dirdotln instrumentadrientation (no. 6), and
one might expect the number to be moreadf ¢hildren were a little older. But well over a
hundred of the comments (no.s 2,3 & 4) séemxpress some more general need for
English — a need strong enough that they expgpoesasure in satisfyg it, even though the
process itself (their lessons) may sometitmesoring. In fact the children’s written
comments did not seem to make any dcdiom between learng the language for
pleasure (intrinsic motivation), for future gain (instrumental orientation) or to meet and
get to know other English-speakers (integratrientation). These motives are blended
together in statements such as: “Becausgligh is important for our future and learning
it can expand our awareness about otbentries”; and “Because English is the
international language and if | hear peagppeaking it, | also wa to learn it”.

There are even comments which seem torirthe traditional defiition of integrative
orientation. For instance, one girl said she likes learning English “because we can then
speak with people who are clever at Estgand so we’re not ignored by people”,
suggesting not so much a wish to ‘come etbto English-speakes not to be pushed
away. Similarly, a boy wrote: e basic reason is because if we know English, we can go
abroad and we can use English”. This segpyitautological statement can be explained

if we understand his desies being not to go abroaér se but to be a competent

enough linguist to go abroad and be ssemmunicating in English. This possible
interpretation is supported by a comment framother girl in hemterview, who when

asked if she had an ambition, replied “Yes.r.dgample if | can get to study abroad, |

can become really fluent in Englistehglish is for her an end in itself.

4.1.4. Favourite activities in class

The children were asked which activities thiggd best in their English lessons. Out of

184 responses, 44 related to a particular series of lessons they had done recently about
personal introductions. Of the rest, 63%gaey liked doing ‘conversation’ or

‘dialogues’. Singing came a distant second Witho of the vote. The priority that they

give to developing their speaking skills is interesting because in some ways it contradicts
their most immediate needs. Class testssahdol examinations (as well as private

school progress tests) are all of the pagrel pen type, and demand knowledge of

English grammar and vocabulary. The Engtlstly come across outside of school is

mainly in magazines (and therefore needseeead) or in films and songs (and therefore
needs to be understood). teir questionnaire responsd®wwed, English conversation

is one of the least likely activities for theémbe engaged in outside the class. Perhaps
being able t@peakEnglish is so important becausésithe most visible of the skills;

when they imagine their future selves, it is as flispetakerof the language able, should
the need arise, to deal with tourists’ queme attend an Englislanguage job interview.
Unfortunately teaching methods and materilsiot emphasise speaking skills, which
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may well lead to increasing dissatisfactwith their school Enlish lessons. In the
lessons | observed, however, many of tla@Hers took whatever opportunities were
available to express themselves in kstg for example by calling out answers to
guestions and enthusiastically repeatimglish words and phrases after the teacher.

4.1.5. Other comments

The final part of the questionina allowed the children if #y wanted to make further
comments about English, or to ask me, the researcher a question. For many this would
represent the first instance of communicatiothwai foreigner. Their comments/questions
are categorized and presented in Table 4.

Table 4 -Responses in the final ‘Any other comments’ section

COMMENTS Freq.

1. | Statements emphasising importancEmglish & their desire to learn it 45
2. | Questions about how to learn English effectively 21
3. | Questions about English and its place in the world 20
4. | Personal questions about the researcher 14
5. | Suggestions for increasing numbé@English lessons & teachers 12
6. | Questions about the useBdhasa Indonesiabroad 38
7. | Questions about the UK 5
8. | Critical comments about the dominance of English 4
9. | Other 5

TOTAL 134

As can be seen, about 60% chose to naakether comment, and a good proportion of
these were reiterations of how importargytliegarded English to be (no.1). Some
emphasize that English is benedicnot only to thendividual but to socigtat large. “If |
can speak English, | can go abroad aecbine a person who's really useful for
Indonesia” says one learner. Another leasays “English is so important for every
person’s future” and goes on to ask me, the rebearto travel to # poorer regions of
the country to teach it. | susgt that the questions abouttineds of learning (no.2) were
asked in the belief that, as a native-spe&kan England itself, | might possess some
insider knowledge which would make laarg English effortless. Questions about
English (no.3) sometimes revealed an alnaeat-struck vision of its place in the world.
“Will English be used often in the coming ¢ery?” one girl asked, “and will people who
haven’'t mastered it be considered illiteRit&nother asked: “Does everyone have to
master their English lessonsarder to achieve their dreams?”

The frequency and emotionality of such comtedead me to conclude that they are not
simply an attempt to accommodate my owpeawted views. In facthey suggest that

these children have been refedly exposed to a pro-Emgji discourse, not just in
teachers’ pronouncements but in the officrdia, in advertising by private language
schools, and in parental advice at home. Qaulyt traces of resistance can be found - one
boy, for example, asked: “Why do we usydihave to use a foreign language when
receiving guests in our country, idhthey don’t use our language?”

10
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4.2. Interview data

It was rarely possible for me to move arouhne school in the discreet manner expected
of an ethnographic researcher. Pupils ofteiled out a greeting, and | was constantly
approached by more ‘daring’ pupils eages&y hello and try out their limited English.
Many of the older pupils asked me for emyail address and telephone number. Teachers
too seemed anxious to take any opportunitghtat to me in English — and this applied
not just to the English &&hers, who were hungry for exposure to native-speaker
language, but also teachers of other subjé@tts. persistent attention is often noted by
foreign visitors to provincialndonesia. It is noteworthy heebecause it may have some
relevance to discussions ‘oftegrativeness’. Many Indos&ns are excited by contact
with westerners, but the comgations rarely go very féreyond a simple exchange of
personal information, and email and telephdetils are rarely k&n up. It is often
sufficient to be ‘seen’ to bi@ contact with westerners;naeaningful relationship is not
expected to follow.

Indeed several of the children found an ini@mwwith a real English-speaking foreigner
to be an ordeal. All agreed be interviewed, and seemed adlyi pleased to be ‘chosen’,
but some clearly enjoyed the experienod would have been happy to continue for
longer, while others couldn’t conceal theischmfort. It was not possible to link their
reaction, though, to their responses andhestionnaire. For example, the boy who
seemed most eager to leave the interviewrahdn to his class marked English as very
important for meeting foreigners, but not important as a school subject. Clearly
‘willingness to communicate’ in an L2 gscomplex notion and no conclusions should be
drawn from a possibly stressfiiist meeting with a foreigmgMacintyre et al., 1998).

When asked directly for & views of western coun&s, almost all the children
responded positively, citing for instance theeatce of riots, theigher standard of

living, and the advanced technology as reasmnadmiring those countries, and even, in
half the cases, actually wamg to travel or live there fa while. There were vivid
expressions of ‘integrativesg’ in some of the children’s remarks. One boy said: “My
comment is that English is good and staml$op of the world....and so too are English
people like Queen Elizabeth, Princess Didbayid Beckham ...” But this, and one girl’s
ambition to study at Oxford University, wettee only referencet® Britain or other
English-speaking countries. As in the questiarendata, the vast majority of comments
were about the ‘west’ in genérand it is difficult to sepata the instrumentally-oriented
comments from the integratively-orientéer example, the same boy who referred to
British cultural icons above also said: “irtk Europeans and people from Asia, they’re
generally good at English, tifiey’re interviewed [on TV] tay reply in English...l was
surprised at the way English has become ttegniational language, dtis why | like it”.

The ‘West’ is perceived as tlseurceof globalization, but theschildren are acutely
aware that its social, economic and cultural effects will berfside Indonesia. One boy,
whose guestionnaire responses actually sugdestower than average interest in
English and low intrinsic motivation, satldat his main ambition was “to be good at

11
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English, because in the future, according#pparents, globalization is going to
happen....... Western people are going to cemi@donesia, and will get involved in

every country.....It'll be free, we can go wheeevthey can go wherever.” Asked if her
parents had forced her to attend a privatgrse in English, one girl replied: “No,

because I'm interested in learning Englishcdiese people said that maybe a few years in
the future, English is going to be used in Indonesia, so | was afraid | wouldn’t be able to,
so | was really interested”. Again, the seisseot so much of laguage learners reaching

out to integrate with the foreign cultuoe community, but of knowing they must

embrace the changes already sweeping their own culture.

English is only one of many skills they netedacquire, though, and has to compete with
other interests and goals for the childrest®ntion. Apart from school subjects, the
children are also involved in many other orgaal activities, such dke Scouts, the local
children’s marching band, art or music competitions, or sports teams. Asked whether she
enjoyed learning English, one girl repliethétpleasure comes from knowing it”. English
to her is an accomplishment which will be atfd her future identity, whether she ends
up as a “doctor, painter, dgsier or astronomer”. Another of the girls admitted: “I want
to be a champion, for example if | entecompetition | always want to win... the
important thing is to be good at whateverlskyiou learn.” So evefor these two very
highly motivated girls, English was nevmething special but just one of many
challenges that would dominate their teenage years.

All the children appeared to take a pridédnaving gained a place in their new school, and
gave a variety of reasons for feeling hapipgre, including the “good discipline”, “the
English lessons”, the “the way of teaching” dhd fact that there were no “nasty pupils”.
On the other hand, none expressed pleaswaetually learning English in school
classrooms (as opposed to using the langt@geeir own purposes). They were also
prepared to criticize prevus teachers they had had — one boy complained, for instance,
that the teacher in his private course igndhedchildren and failed to impose discipline,
while a girl complained that her primaryheol lessons never praled any oral practice

in English. What is more, nine out of thestwe children said that many of their friends
werenotinterested in learning English; a frequestimate was that only about half the
class liked English or wanted to learn it.€Ble responses indicdtet, while they were

still very reluctant to admiisenchantment with the sciHdearning process, this may
emerge later and affect their motivationearn. One girl seemed to be aware of this
danger and determined to avoid it: she sl was never bored in lessons “because |
want to know; there are some people whilvéfy don’t understand they just get fed up
and stop studying, but | want to km@bout it, till it becomes easy”.

5. Discussion

Is ‘integrativeness’, then, agsiificant part of these Indonesian children’s motivation to
learn English? Gardner’s (2001anstruct of ‘integrativeness’ includan integrative as
distinct from an instrumental orientationlearning the languadéor example, wanting

to meet L2-speaking people rather than pets exams or get a better job), a favourable
attitude towards the L2 community, and (usg)adn openness to other groups in general.
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Data from this study suggests that elementhisfconstruct are certdy relevant in this
context; but findings from #open sections of the quesinaire and the interviews in
particular offer strong support to DérnyeidaCsizér’s contentio(R002: 454) that “the
term may not so much be reldt® any actualpr metaphoricalintegrationinto an L2
community as to some more baslentification processvithin the individual’'s self-
concept”. The results also cast doubt on howmitiwould contributéo an individual's
long-term achievement in the language.

Firstly, whether learners have a favouradtt#ude towards English-speaking cultures
may not be a relevant question any longeEm@glish is no longer associated just with
Anglophone countries. Moreoveve have seen that an integrative and instrumental
orientation are difficult to dtinguish as separate contepMeeting with westerners,
using computers, understanding pop songslystg or travelling abroad, pursuing a
desirable career — all these aspirations areceged with each other and with English as
an integral part of the globalization processes that are transforming their society and will
profoundly affect their own lives. This would fact argue against Dérnyei and Csizér's
(2002: 453) suggestion thategrativeness and instrumatity are “associated with
different self-domains” and instead woulfler some support to Yashima'’s (2002: 57)
concept of ‘international posture’, a tra#id to include “interest in foreign or
international affairs, willingness to go ovess to study or workeadiness to interact
with intercultural partners and...a non-ethnocentric attitude todiffetent cultures”,
which may be implicated in Japanese leesheillingness to communicate in a foreign
language.

But it may be important to see this kind ofthaation as a process rather than a stable
trait. Arnett (2002: 777) hasgued recently that one of theost striking psychological
effects of globalization is #t “most people now developbéultural identity in which

part of their identity is roetd in their local culture whilanother part stems from an
awareness of their relation to the global wtdt (original italics). Through the media,
especially television but aneasingly the internet, youmgople in diverse countries
“develop a global identity that gives themsense of belonging to a worldwide culture
and includes an awareness of the events, pes;tstyles and inforrtian that are part of
the global culture” (ibid). At the same time, however, they would retain a local identity
which serves them well in their families and local communities and which enables them
to observe local traditiorend behavioural mores when necessary without any sense of
contradiction with theiother ‘global’ selves.

Such a duality has been noted in minositydents in western countries, who face the
challenge of reconciling the self to “mennbleip in at least two worlds” (Syed 2001

130).

e.g. McKay and Wong, for example, found cases among adolescent immigrants in the
USA of “strong Chinese culturalentification and a strong diee to become American
existing side by side” (1996: 604).

It has also been found in Asian EFL settingsCastro (2001: 83) observed a reluctance
among her Japanese students to adofdingEnglish pragmatic norms, despite
professing a strong motivation to learn the laage) and explained it in terms of their
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struggle to construct “an idety that includes being a ompetent speaker of English
while retaining one’s L1 and the L1 culture.”

Many of the young adolescents in this stagypear to be striving towards such a
bicultural identity, as both a Sumatrgor other ethnic group) Indonesian and an
Indonesian world citizen. Theiole-models in this quest might not be English-speakers,
therefore, nor even westerners in gendrat rather otheurban middle-class Indonesians
who have already acquired this global idgnt@ardner is still right to assert that

language learning involves “taig on the behavioural chatadstics of aother cultural
group of people” (Gardner, 2001b: 6), but paradoxically it may be the characteristics of
their own compatriots, as a dominant cultgr@up within their society, which they

covet. Admittedly this study provides no explicit references to this identification process,
but in a previous interview study with unrggy students in thisity (see Lamb, 2002:

44), one high-achieving learner said: “Lasinth | went to Bandung for a holiday and
l...like with the people in Bandung becaubey can speak English...most of the

students especially they arery clever.” Just as thigoung woman aspires towards the
sophisticated citizenry ddandung, many young people irettural areas of Sumatra

would aspire towards her own position.

The English language is so important to thisrld citizen’ identity because it is both the
means and the end; that is, ibisth a typical attribute dhe Indonesian ‘world citizen’,
and also an important means of becoming bgeproviding access to financial, social
and cultural resources. There is a smatlgrowing market irhome-published English-
language literature for teenagers in Indone®i@e magazine on the newsstands of Jambi
is Cool ‘n Smart -designed both to develop readdesiguage skills (e.g. it provides
glossaries of difficult words in each articlajd also to keep them in tune with teenage
global culture (e.g. topics in the August 2@a#tion include Indonesian and British rock
bands, tips on computer software, advice owaky transmitted diseases, and stories
about Muslims in the USA after 9/11). Theagazine’s editorial, meanwhile, neatly
captures the aspiring bicultural identity of sidolescent readerd:rh not gonna say that
you should be a good citizen and do gooddhkito develop our country. | think you
already know that it's one of your duties. Whatanna say is that you have a freedom to
do whatever you like” (vol. 2/10 page 7).

This study suggests that thestadents are exposed to a @oful discourse, channelled
presumably through parents and schools dsasehe media, which has encouraged
them to develop a vision of an Engispeaking, globally-involved but nationally-
responsible future self, and weh contributes to &igh initial level of motivation to learn
the language (and especially to leargpeakit). But adolescence stime of life when
identity is particularly in flux (Head 199.7&tven for adults, in the globalizing world
identity “has to be created and recreaiach more active basis than before” (Giddens,
2000: 65), and Norton (2000) found that her imwrant language learners’ motivation to
learn and use English varied in claggrespondence with their complex, dynamic
identities in their new communities. It is pedide, therefore, that these Indonesian school
learners’ motivation will evolve in line wittheir own developing identities. As their
‘bicultural identity’ develops, there will inewably be times of confusion when the global
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identity seems to conflict with the local, and which may lead to a temporary loss of
interest in learning English. Other learneray choose to resist the global culture
altogether, identifying instead with what Ath€002) calls ‘self-dected cultures’, for
example those based on Islamic fundamemtal&s they get older, some learners’
motivation may become more focussed as gheisonal aspirations change. Warschauer
(2000) points out how people’s need Erglish will not be uniform among Ztentury
populations, but will vary from very high jobs involving information processing
(including business and technolodg)a much more restricted and specific need in other
occupations.

6. Implications

In this final section | will consider sonmossible implications of the study, both for
research and teaching. First the small scalesaptbratory nature of this research should
be acknowledged. Having problematized the notion of integrative motivation in this
context, it now needs to be examined momgeayatically. At thistage of the inquiry,
gualitative approaches may be more productive than quantitative, because the
identification processes beipgoposed are by definition highly context-sensitive, and as
Hickey (1997: 182) has said, “self-repareasures, particularly Likert-style

scales....don’t capture the fullmge of responses, making diffate&ontexts appear more
similar than they really ar” Open-ended questionnaire responses and conversations with
learners, specifically focussing on theirgmnal goals and role-models may help to

clarify the nature of the identification gress involved in motivation to learn English,

and to tell us whether they vary withindabetween countries. The very personal nature

of the topic means that indaeelicitation devices such asnulations or role-play may

be needed (Cohen et al., 2000). Learner jdsraiented around leming activity inside

and outside of schoahight also help to reveal relent thought processes (e.g. see
Appleby, 2002). Meanwhile, insights into hals identification process may affect
learning behaviour and ultimate achievement in English will only come from longitudinal
research of an ethnographic nature, tragkearners over time in their natural

environment (e.g. McKay & Wong 1996, Norton, 2000, Toohey, 2000).

Should our understanding oté@grative motivation change, we may need to change
teaching methods and materials too. If hems are found to identify with fluent
Indonesiarusers of English, then Indonesiandels of English should complement
native-speaker models, certainly at early stages of learning. Similarly, materials writers
need to acknowledge and utilize the wideiety of contexts in which young people use
(or would use if they couldgnglish within Indonesiaather than concentrating on
contexts of use involving native-speakeks Cheung (2001) has suggested for Hong
Kong, popular global culture may be motivatiogeenagers in the classroom because it
represents their most immediaheaningful contact with ¢hlanguage. In the long-term,
the goal must be to enable them “to usel#mguage less as an object of study and more
as an additional language of their own tednan impact on and change the world...... to
express their identity and make their voicearté (Warschauer, 2000: 530). This will, of
course, represent a real challenge for ttegichers, whose own original motivation to
learn English may have been very different.
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