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This study explores how Korean and German college students differ in their motivational orien-
tations for learning English in the context of English as the world language. This is of particular 
interest in part because the students’ native cultures are remarkably different in many aspects. Six-
ty students from two major Korean universities and 65 students from a major German university 
were given a questionnaire consisting of 30 items that seeks to ascertain their motivational orien-
tations for learning English. Factor analysis was conducted on the collected data, and ten factors 
were identified for each group. The result indicates that the two groups were alike in their inte-
grativeness to the target culture. However, whereas the Korean students seemed to be intrinsically 
motivated, the German students seemed be affected by the understanding of the target culture in 
their learning of English. These results were a little unexpected, considering the significant cultural 
differences between Korea and Germany. The data was interpreted to reflect the characteristics of 
the Korean students and the German students’ inherent cultural and historical heritages. 
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I. INTRODUCTION 

We live in a world where the importance of English 
cannot be overstated. The unprecedented influence of 
English on education, business, science, and other areas 
of human life has been observed throughout the world 
for more than half a century. For example, 26 out of 54 
sub-Sahara African nations adopt English as either their 
sole official language or one of the official languages 
(Plonski, 2013). Their selection of English over indige-
nous or colonial languages signifies Africans’ thinking 

that English is critical to their survival and prosperity. This 
view of English is not limited to developing nations. In all 
28 European Union member nations, 94 percent of upper 
secondary school students study English while only 23 
percent study French and 19 percent German (Eurostat, 
2017). 

Although there seems little controversy in recognizing 
the importance of English across the world, it is incon-
ceivable that all English learners are driven by the same 
motivational orientations for learning English. Clément 
and Kruidenier (1983) maintained that the orientations for 

* Author: Hoyeol Ryu (Hankyong National University, Professor)

Hoyeol Ryu
Department of English, Hankyong National University, 327 Chungang-ro, Anseong-si, Kyonggi-do, 17579, Korea
Tel: (031) 670-5312 / Email: hoyeol@hknu.ac.kr

Received 16 December 2018
Revised 18 January 2019
Accepted 15 February 2019

Examples in: English 
Applicable Languages: English 
Applicable Levels: Tertiary

http://dx.doi.org/10.18095/meeso.2019.20.1.42



43

  Modern English Education, Vol. 20, No. 1, Spring 2019  

the second language learning depended upon such contex-
tual factors as who the learners are, what language is stud-
ied, and in what milieus the learning occurs. Further, the 
learners’ identity as a member of a particular community 
is believed to play a decisive role in forming the orienta-
tions (Dörnyei, 2009; Dörnyei & Csizér, 2002). Similar 
educational and life experiences by the members of a par-
ticular community help form collective thought patterns 
and worldviews that are quite distinct from those of other 
communal groups. The distinctiveness of each community 
is also believed to be reflected on matters related to learn-
ing English, including orientations that drive its English 
learners to expend effort upon learning.

This study compares Korean and German college stu-
dents’ motivational orientations for learning English, in 
order to test the forementioned assumption that different 
communities collectively shape different orientations for 
the second language learning. German college students 
were selected to be compared with Korean peers because 
the two groups are believed to contrast greatly in many 
aspects. While both English and German are variants of 
Germanic language family, Korean has no linguistic ties 
with English. Further, since Germany is geographically 
close to the U.S. and U.K., German students are likely to 
have more opportunities to interact with the target lan-
guage speakers and to understand their culture better than 
the Korean students. Finally, Korea and Germany greatly 
differ in their educational system. Unlike Korean second-
ary school students, most of whom are college-bound, 
German peers are not very eager to seek opportunities for 
higher education. Conclusively, this study may help us 
better understand what role contextual variables play in 
forming the second language learning motivation by com-
paring two critically dissimilar groups of English learners.

To study different motivational orientations for learning 
English between Korean and German college students, a 
survey was conducted in a large German university and 
two competitive Korean universities in 2015. The students 
were asked to respond to 30 questions in the questionnaire 
that aimed to elicit their attitudes toward the target culture 
and people and other issues related to their learning En-
glish. Their answers were analyzed using factor analysis 
to identify what underlies their answers. Factor analysis 
enables researchers to bind observed, correlated variables 
into a smaller number of unobservable variables called 
factors, thus allowing them to explain variability among 
the observed variables in a simple, systematic way. The 
comparison of the factors obtained from the two groups 
will illustrate what orientations operate underneath their 
learning of English and whether there are differences in 
their orientations. Overall, this study is expected to con-
tribute to our understanding of the relationship between 
contextual variables and motivational orientations toward 
the second language learning by comparing those who 
were situated in remarkably distinct cultural and educa-
tional contexts.

II. REVIEW OF THE RELATED STUDIES

1. Motivation for the Second Language Learning  

In a cornerstone study of the second language learning 
motivation, Gardener and Lambert (1959) claimed that the 
second language learning motivation was an extension of 
the L1 motivation. They defined the L1 motivation as “a 
desire to be like valued members of the family and, later, 
of the whole linguistic community” (p. 266). Their dichot-
omous model of the second language learning motivation 
as either integrative or instrumental, however, has drawn 
significant criticism in a substantial number of the second 
language learning motivation studies (Clément, Dörnyei, 
& Noels, 1994, Csizér & Kruidenier, 1983; Csizér & 
Dörnyei, 2005a, 2005b; Dörnyei & Csizér, 2002; Gorges, 
Kandler, & Bohner, 2012; Lamb, 2004; Lanvers, 2017; 
McEown, Sawaki, & Harada, 2017; Yashima, Nishide, & 
Shimizu, 2004). For example, Clément and Kruidenier 
(1983) criticized the ambiguity of the integrative reasons 
and criticized that there was considerable variance as to 
what constitute the integrative reasons. They contested 
that superfluous adoption of the term in many studies led 
to considering anything other than “not financial or very 
concrete and pragmatic” (p. 274) as integrative. In their 
study of motivational orientations for learning the second 
language in different contexts in Quebec and Ontario, they 
focused on how different contextual variables affected 
the learners’ motivation. The results showed that there 
were different orientations for learning depending on the 
context. For example, while Anglophones learning French 
in the milieus where only English was spoken showed 
orientations that included travel, respect, instrumental, 
understanding, and friendship, Francophones learning En-
glish in the surroundings where both English and French 
were spoken showed understanding, travel/friendship, so-
cial/cultural, identification/travel, and career instrumental 
orientations. With their findings, Clément and Kruidenier 
concluded that their study did not support the construct 
validity of the integrative orientation.

It was also pointed out that the research setting where 
Lambert and Gardener’s study was conducted was irrel-
evant to most of the second language learning situations 
around the world, and that their findings, therefore, were 
of limited value (Clément et al., 1994; Csizér & Dörnyei, 
2005a, 2005b; Dörnyei & Csizér, 2002). In a study in-
vestigating Hungarian English learners’ motivational ori-
entations in relation to context, self-confidence, affective 
predispositions, and classroom dynamics, Clément, et al. 
(1994) illustrated the learners’ inability to develop atti-
tudes toward the target community in a setting where con-
tacts with the target group were very limited. Instead, they 
underscored instrumental orientation, general dispositions 
toward the second language learning, and value of the 
learning in the learners’ community. After analyzing the 
data using factor analysis, they concluded that the learn-
ers’ integrative motives such as instrumental-knowledge 
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orientation, linguistic self-confidence, and classroom envi-
ronment evaluation were related to their second language 
learning behaviors and competence.

Csizér and Dörnyei (2005a, 2005b) explored Hungarian 
English learners’ motivational orientations with respect to 
their learning behaviors. The results of both studies indi-
cated that their second language learning motivation con-
sisted of seven components: Integrativeness, instrumental-
ity, vitality of the target community, attitudes toward the 
target language speakers and community, cultural interest, 
linguistic self-confidence, and milieu. In the studies, Gar-
dener’s definition of integrativeness as “emotional identifi-
cation with another cultural group,” (Gardener, 2001, p. 5) 
was criticized as conceptually vague and incompetent to 
account for the Hungarian students’ motivational orienta-
tions for learning English. Instead of emphasizing the inte-
grativeness, they insisted that motivation should “be seen 
as a desire to reduce the perceived discrepancies between 
the learner’s actual and possible self” (Csizér & Dörnyei, 
2005a, p. 29). They introduced two types of self, ideal- 
and ought-to-self, to provide a more suitable explanation 
of the second language learning motivation in Hungarian 
context. Ideal-self represents the attributes that the learn-
ers wish to possess whereas the ought-to-self represents 
the quality they believe they ought to possess to avoid 
possible negative consequences. They contended that this 
self framework not only successfully explained high cor-
relations between the integrativeness and instrumentality 
observed in their studies, but also had more generalizabili-
ty to diverse second language learning settings.

Recent second language learning motivation studies 
have shifted their research focus from the quantity of the 
motivation to the quality (Ortega, 2009). This shift arose 
from dissatisfaction with Gardener and his colleagues’ 
overlooking the learners’ motivation at an individual 
level (Carreira, 2012; Georges et al., 2012; Yashima et 
al., 2004). Unlike Gardener and his colleagues’ theory, 
self-determination theory assumes that self-determination 
at an individual level mediates second language learners’ 
motivational orientations. The theory divides motivation 
into two types: Intrinsic and extrinsic motivation. Whereas 
intrinsic motivation refers to highly self-determined mo-
tivation, extrinsic motivation arises when a person is en-
gaged in an activity in the anticipation for an outcome that 
is separated from the activity itself (Deci & Ryan, 2000). 
Moreover, there are four different levels of extrinsic moti-
vation: External, introjected, identified, and integrated reg-
ulation with the gradual increment of self-determination 
in order. In her study of Japanese elementary learners of 
English, Carreira (2001) discovered that intrinsic motiva-
tion, identified- and introjected-regulation, and external 
regulation were meaningfully related with autonomy, 
competence, and relatedness with the target community, 
and concluded that the self-determination theory was a 
valid instrument explaining the second language learning 
motivation. Likewise, Georges et al. (2012) noted that 
German university students’ goal orientation was related 
to their motivation for learning English. It was observed in 

the study that mastery-goal orientation, which focuses on 
knowledge acquisition and skill development, led to more 
positive attitudes toward opportunities for learning the 
second language than performance-goal orientation, which 
stresses the importance of learning consequences.

2. Context of English Education in Korea and Germany

Korea is greatly different from Germany, in that its 
meaningful contact with Western world was made only 
in the late 19th century. During the enlightment period in 
Korea, a large number of missionaries, particularly those 
from the U.S., arrived in the country. They established nu-
merous educational institutions across the country where 
English was taught to a large number of Korean pupils for 
the first time in Korean history. Although these mission-
aries did not have proper teacher training and ability to 
speak Korean, they taught subjects like English, science, 
and Bible in English (B. Chang, 2009). Further, the end 
of the Second World War marked another beginning of 
strong American influence on Koreans’ lives. American 
influence was particularly evident in the area of English 
education. The US Army Military Government in Korea 
(USAMGK), which governed South Korea from 1945 to 
1948, introduced the Western public educational system to 
the country and issued the first middle school English cur-
riculum (Y. Choi, 2006). Ever since, thanks to close ties 
between Korea and the U.S. in political, military, econom-
ic, and other spheres, Korea has been strongly influenced 
by American culture, and English has been regarded as a 
critical instrument for personal success and national sur-
vival and prosperity. 

Although its history before the Second World War 
greatly differs from that of Korea, Germany is similar to 
Korea in terms of its suffering from the warfare and the 
strong influence of American culture. Clyne (1984) sought 
reasons for Germans’ open attitudes toward internation-
alization and foreign influence partly from a reaction to 
the National Socialist (Nazi) era and the consequences of 
political and cultural development after the Second World 
War. The occupation of the former West Germany territory 
by American and British troops before the foundation of 
the Federal Republic provided an impetus for the wide-
spread use of English. Mass media, such as newspapers, 
magazines, radio and TV broadcasts, and commercial 
advertisements, has been credited for this widespread use 
of English and American culture in Germany. This prev-
alence of English is manifested to the extent that English 
has completely replaced German in some academic and 
technological spheres. Another contextual variable that 
distinguishes Korea from Germany is their educational 
systems. Unlike Korean students most of whom are col-
lege-bound, it was shown that only about 30 percent of 
German upper-secondary school students attend gymna-
sium for seeking higher education (Blömeke, König, & 
Felbrich, 2009). Considering all educational and sociocul-
tural differences between the two nations, it seems clear 
that such differences might well lead English learners of 
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each country to have distinct motivational orientations for 
learning the second language.

III. METHODS

1. Subjects  

Sixty-five students from a major German university and 
60 students from two highly selective Korean universities 
participated in the study by answering questions in a ques-
tionnaire (refer to Appendix for the questionnaire given to 
the German students). Though the German students were all 
English-major students, there were 23 English majors and 
37 English education majors in the Korean group. There 
were 16 male and 49 female students in the German group. 
Their ages ranged from 19 to 30, and the average was 23.1. 
There were 12 males and 48 females in the Korean group. 
Their ages ranged from 20 to 27, and the average was 22.0. 
The German students were recruited from two introductory 
linguistics courses at the university. The Korean students at 
one university were recruited from an introductory English 
literature course, and those at the other university were from 
two English teaching methodology courses.

2. Questionnaire

The questionnaire was constructed based on that used in 
Taguchi, Magid, and Papi’s comparative study of Chinese, 
Japanese, and Iranian students’ second language learning mo-
tivation (2009), and modified for the purpose of the current 
study. It consists of 30 questions in a statement form to which 
the students were asked to indicate the extent of their agree-
ment (refer to Appendix for the complete questionnaire given 
to the German students). Depending upon the extent to which 
they agreed with the statement, they were given a range of 
values from one to five, one indicating ‘strongly disagree’ 
and 5 ‘strongly agree.’ The questions were constructed for 
identifying the differences and similarities of the two groups’ 
motivational orientations. Since Americans and the British 
and their respective cultures were perceived differently by 
the German students, separate questions were provided to 
account for students’ perception of American and British 
culture and people. Further, despite the possible indiscrimi-
nate acceptance of American and British culture in Korean 
context, the identical questionnaire was given to the Korean 
students to avoid the possibility of unwitting contamination 
of the finding’s interpretation. There were 18 queries about 
different matters.

Variables, which refer to students’ answers to questions, 
can be classified into six groups in the study: Ethnocentrism, 
attitudes toward the target culture and people, integrative ori-
entation, the depth of understanding the target culture, instru-
mental orientation, and matters related with learning English. 
This grouping was believed to clearly illustrate differences 
in the second language learning motivation based on contex-
tual variables between the Korean and German learners of 

English. The first three variables inquire about the students’ 
ethnocentrism. The second group deals with their attitudes 
toward the target language, culture, and people. The 4th, 5th, 
10th through 13th, 16th, 19th, 20th, and 29th variable fall 
under this group. The third group examines their integrative 
orientation, involving their interests in and desires for being 
integrated into the target culture and community. The 6th, 
7th, 17th, 18th, and 21st through 25th variable fall to the third 
group. The 8th, 9th, 14th, and 15th variable fall to the fourth 
group, and they deal with the extent of their understanding of 
the target culture. The fifth group includes the 27th variable 
and is about their instrumental orientation. The final group 
investigates their English learning practices and include the 
26th and 28th through 30th variable. 

3. Data Analysis

The collected data went through factor analysis. Factor 
analysis enables us to identify latent variables from observ-
able variables. Observable variables that are correlated with 
one another but independent of other sets of variables are 
combined into factors (Tebachnic & Fidell, 1996). Factor 
analysis, therefore, reduces the number of variables to con-
sider by grouping observable variables into a smaller number 
of factors and helps us to provide a simplified account for a 
given data. 

While conducting factor analysis using the SPSS, it is 
required to determine an appropriate extracting and rotating 
method. First, there are two main ways of extracting factors: 
Principal component analysis and maximum likelihood meth-
od. Principal component analysis is based on the assumption 
that latent variables are uncorrelated, while maximum like-
lihood method assumes that variables are correlated. Since 
the current study is exploratory and seeks the simplest way 
to interpret its results, principal component analysis was em-
ployed with setting eigenvalue greater than 1, indicating that 
a factor accounts for more variance than a single observable 
variable. 

After selecting principal component analysis for extracting 
factors, an appropriate rotating method needs to be deter-
mined. Rotation is performed for achieving a simple structure 
of factor loadings and makes the loadings either close to 1 
in absolute value or 0, thus, allowing researchers to simplify 
the interpretation of the factors. The SPSS Version 21 for this 
study provides five rotating methods: Varimax, direct oblim-
in, quartimax, equamax, and promax. Whereas the varimax, 
quartimax, and equamax assume an uncorrelated relation-
ship, the promax, and direct oblimin assume a correlated one 
(Brown, 2009). Among the rotation methods assuming an un-
correlated relationship, the varimax method was employed in 
the study for its advantage in allowing the clear interpretation 
of the results.

Since there were a small number of samples in the study, 
it was considered critical for the valid interpretation of the 
results that factor loadings should be bigger than those in a 
study with a more extensive sample size. Tabachnick and 
Fidell (2007) suggested that factor loadings should be at least 
.32 to be statistically meaningful, but factor loadings great-
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er than .5 constitute factors in the current study, in order to 
compensate its small sample size to some extent. To test the 
suitability of the data for the analysis, the internal consistency 
of the data was measured by using Cronbach’s alpha. Finally, 
independent samples t-test was conducted to look for any dif-
ference between the two group’s answers to questions in the 
questionnaire.

IV. RESULTS

1. Korean College Students’ Orientations for 
Learning English

Ten factors were extracted from the Korean students’ 
answers to questions in the questionnaire (see Table 1 
for the complete result of the analysis). Cronbach’s alpha 
measure for the internal consistency of the data was .829, 
which means the data was quite reliable and adequate 
for factor analysis. Factor 1 includes the four variables, 
variable 12, referring to the response to the 12th question 
in the questionnaire, 16, 17, and 28, each of whose factor 
loadings were higher than .5. Since these variables are all 
related to the Korean students’ favorable attitudes toward 
American culture and people, factor 1 was, therefore, la-
beled as the ‘positive attitude toward Americans.’ Factor 
2 includes five variables, variable 18, 19, 20, 21, and 22. 
These are related with interests in learning British culture, 
interests in learning American culture, positive attitudes 
toward the British, and making a friend with Americans 
and the British. Since all variables are related to the Ko-
rean students’ interests in the target culture and making a 
friendship with the target people, factor 2 was named as 
the ‘integrativeness to the target culture and people.’

Factor 3 includes variable 25, 26, and 30. The variables 
are related to enjoying English learning, confidence in 
their English abilities, and difficulties in learning English. 
Since the loading on variable 30 is negatively valued, it 
should be interpreted to mean the students’ perception of 
little difficulties in learning English. Factor 3 was labeled 
as the ‘positive attitudes toward English learning.’ Factor 
4 includes two variables, variable 11 and 13, which refer 
to the strong and positive impact of British culture on 
modern Korean culture. It was labeled as the ‘influence 
of British culture on the native culture.’ Factor 5 includes 
variable 23 and 24. Since these variables are related to the 
students’ desire to live in the target country. it was labeled 
as the ‘desire to live in the target country.’ This factor has 
been considered a typical example of the integrative ori-
entation (Carreira, 2012; Csizér & Dörnyei, 2005a, 2005b; 
Gardener & Lambert, 1959). 

Factor 6 includes two variables, variable 4 and 5, which 
is concerned with the students’ perception of dissimilarity 
between their native and target culture. The factor was 
named as the ‘difference between the native and target cul-
ture.’ This factor might come from the students’ interest in 
learning about novel, unfamiliar culture. Factor 7 includes 

two variables, variable 2 and 3, which manifest the stu-
dents’ sense of the superiority of their native culture over 
the target culture. The factor was labeled as the ‘ethnocen-
trism.’ Factor 8 includes three variables, variable 6, 7, and 
10, which shows the students’ favorable feelings toward 
the target culture and the influence of American culture on 
the modern native culture. This result could be interpreted 
as the students viewed the influence of American culture 
on the native culture favorably and this favorable view led 
to the favorable feelings toward the overall target culture. 
Thus, the factor was labeled as the ‘positive emotions to-
ward the target culture.’

Factor 9 includes two variables, variable 14 and 15, 
which have to do with the students’ difficulties in under-
standing the target culture. The factor was named as the 
‘difficulties in understanding the target culture.’ Finally, 

TABLE 1
 Rotated Factor Loadings in Korean Students’ Dataset

Factors
1 2 3 4 5 6 7 8 9 10

Variable 1

Variable 2 .95

Variable 3 .94

Variable 4 .94

Variable 5 .88

Variable 6 .70

Variable 7 .58

Variable 8 -.67

Variable 9 -.66

Variable 10 .72

Variable 11 .70

Variable 12 .76

Variable 13 .83

Variable 14 .86

Variable 15 .85

Variable 16 .68

Variable 17 .74

Variable 18 .59

Variable 19 .61

Variable 20 .66

Variable 21 .77

Variable 22 .82

Variable 23 .82

Variable 24 .78

Variable 25 .74

Variable 26 .86

Variable 27 .

Variable 28

Variable 29

Variable 30
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factor 10 includes three variables, variable 8, 9, and 29, 
which involve the extent of their understanding of the tar-
get culture and the view of English as a world language. 
The negative loadings on variable 8 and 9 should be inter-
preted as the students’ lack of understanding the target cul-
ture. It is interesting to see how these three variables could 
be correlated highly and form a factor. Two interpretations 
are possible to this factor. One possible interpretation 
might be that the status of English as a dominant language 
for international communication was de-emphasized to 
account for the importance of learning the target culture. 
Another possible interpretation is that regardless of the 
context, the students simply didn’t reach an appropriate 
level of understanding the target culture. This factor was 
labeled as the ‘lack of understanding the target culture in 
the context of English as a world language.’

Ten factors obtained from the Korean students’ re-
sponses to questions in the questionnaire may be further 
grouped into three categories because some factors are 
more closely related than others in their properties. The 
first category is the Korean students’ motives to integrate 
themselves into the target culture. This category includes 
factor 1, 2, 4, 5, and 8. Their positive attitudes toward 
the target culture and people and desire to integrate them 
into the culture evidently functioned as a motivator for 
learning English. The second category is demonstrated in 
factor 3 and related with the students’ positive attitudes to-
ward learning English. Confidence in English abilities and 
pleasure from learning it is a typical example of intrinsic 
orientation that drives the learners to expend greater effort 
on the learning. 

Finally, factor 6, 7, 9, and 10 belong to the third catego-
ry that relates to the students’ ethnocentrism and percep-
tion of the great difference between the native and target 
culture. The ethnocentrism, which was expressed in their 
belief in the native culture’s superiority over the target 
culture, might lead them to perceive the great distance be-
tween the native and target culture. However, the current 
study suggests that ethnocentrism, a strong form of the 
learners’ identity with their native culture, and the percep-
tion of the target culture as being very different from their 
native culture should not be seen necessarily as detrimen-
tal to motivation for learning the second language (Norton, 
2013). On the contrary, their deficient understanding of 
the target culture might be considered as a challenge to 
overcome in their learning of English. Overall, integrative 
and intrinsic motivational orientations for learning English 
are clearly observed in the Korean students’ responses to 
questions in the questionnaire. As Noels, Pelletier, Clé-
ment, and Vallerand (2000) emphasized the robustness 
of intrinsic motivation in the second language learning, 
it seemed that the Korean students’ motivation to learn 
English seemed were firmly grounded on their integrative 
and intrinsic orientations and would facilitate their future 
learning of English.

2. German College Students’ Orientations for 
Learning English

The German students’ responses to questions in the 
questionnaire also generated ten factors (see Table 2 for 
the complete result of the analysis). Cronbach’s alpha 
measuring the internal consistency of the data was .735, 
which was at the acceptable level for factor analysis. 
Factor 1 includes seven variables, variable 6, 8, 12, 17, 
19, 21, and 23, which involve their favorable attitudes 
toward American culture, understanding of American cul-
ture, positive influence of American on modern German 
culture, interests in learning American culture, positive 
attitudes toward Americans, a desire to make American 
friends, and a desire to live in the US. Since factor 1 in-
cludes a variety of integrative orientations to be integrated 
into American culture, it was labeled as the ‘integrativeness 
to American culture.’ Factor 2 includes five variables, 
variable 7, 9, 18, 20, and 24. These variables are related 
with the affinity with British culture, understanding of 
British culture, interests in learning British culture, posi-
tive attitudes toward the British, and a desire to live in the 
U.K. Since we can clearly see the German students’ desire 
to be integrated into British culture and people, the second 
factor was named as the ‘integrativeness to British culture 
and people.’ 

TABLE 2
Rotated Factor Loadings in German Students’ Dataset

Factors
1 2 3 4 5 6 7 8 9 10

Variable 1 .82

Variable 2 .72

Variable 3 .73

Variable 4 .82

Variable 5 .87

Variable 6 .85

Variable 7 81

Variable 8 .56

Variable 9 .61

Variable 10 .54

Variable 11 .76

Variable 12 .53

Variable 13 .72

Variable 14 .75

Variable 15 .73

Variable 16

Variable 17 .76

Variable 18 .79

Variable 19 .81

Variable 20 .66

Variable 21 .79

Variable 22 .63
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Since factor 3 was extracted from variable 1, 2, and 3, 
which illustrate the German students’ ethnocentrism, it 
was labeled as ‘ethnocentrism.’ Factor 4 involves two vari-
ables, variable 4 and 5. Those variables are related with 
their perception of the great difference between the native 
and target culture. The factor was labeled as the ‘difference 
between the native and target culture.’ Factor 5 is related 
to two variables, variable 13 and 22, which again show the 
German students’ positive attitudes toward British culture 
and people. This factor was labeled as the ‘positive atti-
tudes toward British culture and people.’ Factor 6 includes 
three variables, variable 10, 26, and 28, which are related 
with the strong influence of American culture on modern 
German culture the students’ confidence in English skills, 
and willingness to practice English skills with the native 
speakers. It seemed that variable 10 might be a ground for 
other variables in the factor. That is, the strong influence 
of American culture on modern German culture might 
prompt them to actively pursue learning English. In this 
light, factor 6 was labeled as the ‘influence of American 
culture on learning English.’ 

Factor 7 includes a single variable, variable 29, which 
is about the role of English as a world language. It was 
labeled as the ‘status of English.’ Factor 8 includes two 
variables, variable 14 and 15, which refer to the difficul-
ties in understanding both British and American culture 
and was labeled as the ‘difficulties in understanding the 
target culture.’ Factor 9 includes two variables, variable 11 
and 25, which deal with the influence of British culture on 
modern German culture and enjoyment from learning En-
glish. This factor was labeled as the ‘influence of British 
culture on learning English.’ Finally, factor 10 includes a 
single variable, variable 30, which is about the difficulties 
in learning English. The factor was labeled as the ‘difficul-
ties in learning English.’ 

The identified ten factors may be grouped into four 
categories. The first category is the integrativeness with 
the target culture. Factor 1, 2, and 5, the integrativeness 
with American and British culture and the attitudes toward 
British culture and people, fall under this category. The 
second category is the students’ difficulties in understand-
ing the target culture arising from their ethnocentrism 
and the perception of the differences between the native 
and target culture. This category consists of factor 3, 4, 
and 8. The third category is related to the influence of the 
target culture on learning English. The German students 
seemed to perceive that their English learning was affect-

ed by both American and British culture and the difficulty 
understanding them, strongly suggesting the role of the 
cultural understanding in the second language learning. 
Factor 6, 9, and 10 constitute the third category. The final 
category consists of a single factor, factor 7, and it is con-
cerned with the status of English as the world language. 
Whereas the Korean students related their insufficient 
understanding of the target culture to the status of English 
as the world language, the German students seemed to be 
oblivious to the relationship between their understanding 
of the target culture and the statues of English as a world 
language.

3. Difference Between Korean and German Stu-
dents’ Orientations

The comparison of the factors between the two groups 
of English learners indicates that there are both differenc-
es and similarities in their motivational orientations for 
learning English (see Table 3 for the complete result of the 
t-tests). The similarity between the two groups was that 
they possessed strong motivation to integrate themselves 
into the target culture and community. However, whereas 
the Korean students seemed to assume that understand-
ing the target culture was indirectly related to learning 
English, the German group saw that they were directly re-
lated. Another difference was that while both groups per-
ceived the difficulties understanding the target culture, the 
Korean students regarded such difficulties as a motivator 
which facilitates their learning of English. To the contrary, 
the German students merely considered the target culture 
as that which made their English learning difficult. The 
third difference was that while intrinsic motivation was 
apparent in the Korean group, the German students failed 
to show any sign of intrinsic motivation to learn English. 
Likewise, the German students seemed to pay attention to 
practical value of English as a world language. Overall, 
this study illustrates that while the German students were 
more sensitive to the influence of the target culture in their 
learning of English, the Korean group seemed to be more 
intrinsically motivated to learn English. 

TABLE 3
Significant Results of Independent Samples t-Test

M SD t p

Variable 1
Korean 3.550 1.032 -2.247 .026
German 3.153 .939

Variable 5
Korean 4.000 .802 2.520 .013
German 3.615 .896

Variable 9
Korean 2.633 .938 2.387 .019
German 3.046 .991

Variable 12
Korean 3.200 .798 -2.515 .013
German 2.830 .839

Variable 14
Korean 2.716 .761 -2.613 .010
German 2.307 .967

Variable 15
Korean 2.916 .808 -2.262 .025
German 2.569 .900

Variable 23 .74

Variable 24 .69

Variable 25 .62

Variable 26 .80

Variable 27 .

Variable 28 .65 -.59

Variable 29 .81

Variable 30 .84
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Independent samples t-tests were conducted to con-
firm the differences between the Korean and German 
students’ responses to questions in the questionnaire. The 
significant differences between the groups were found in 
their responses to 19 variables. First, the Korean students 
felt more pride in their nationality than the German stu-
dents. Second, as it had been expected before the study, 
the Korean students felt a greater difference between the 
native and target culture than did the German students. 
This is affirmed in variable 9. While the German students 
reported a deeper understanding of British culture than the 
Korean students, the Korean students answered that they 
felt greater difficulties in understanding the target culture. 
However, it is interesting to note that the Korean students 
perceived the influence of American culture on their na-
tive culture more positively than the German students. The 
Korean students’ more positive view on American culture 
and people was also identified in their more positive eval-
uation of American’s role in world affairs and their stron-
ger desire to live in the United States.

It seems that the German students’ relatively negative 
view on the target culture and people were limited to po-
litical spheres. At an individual level, they showed more 
positive view on both Americans and the British than did 
the Korean students. The German students also showed 
greater willingness to make friends with the native En-
glish speakers. In relation to learning English, the German 
students were more eager to learn English and felt more 
confidence about their English abilities. They were also 
more aware of the pragmatic value of learning English and 
the importance of English as a world language than the 
Korean students.

 

V. DISCUSSION AND CONCLUSION

This study explored Korean and German college stu-
dents’ motivational orientations for learning English by 
using factor analysis. This study was originally motivated 
by a question how cultural, historical, and other variables 
come into play in forming the second language learning 
motivation in two critically dissimilar groups of English 
learners in the context of English as a global language. 
Contrary to this initial expectation that there might be 
little in common between them in regard to their moti-
vational orientations, this study generated mixed results. 
First of all, integrativeness to the target culture and com-
munity emerged as a strong motivator for learning English 
for both groups. Second, it seemed that both groups felt 
a great distance between the native and target culture. 
Ethnocentrism came into play in this perception only in 
the Korean students’ group. That is, some part of their 
difficulties in understanding the target culture might be at-
tributed to their strong attachment to the native culture in 
the Korean group. However, this difficulty in understand-
ing the target culture didn’t seem to demotivate either 
groups from learning English, but seemed to provide them 
with an academic challenge which could be converted to a 
motivational force for their learning of the target language 
and culture. These common features observed from the 
two remarkably different cultural groups might be at-
tributed to the context of English as a world language. As 
Ushioda and Dörnyei (2017) claimed, we live in a world 
which is becoming monolingual and where linguistic and 
cultural diversities are being greatly threatened. In such 
context, it might be natural that the learners’ purposes and 
orientations for learning English become similar around 
the world. In such regard, this study warrants the necessity 
of further studies comparing the second language learning 
motivation of those who are in different historical and cul-
tural contexts.

The differences are also noticeable. The Korean stu-
dents seemed to be intrinsically motivated, in that they 
had positive attitudes toward learning English itself. As 
E. Mang (2001) identified the relationship between moti-
vation and learning outcomes, this might come from their 
past success in learning English. These students succeeded 
in getting admission to one of the top universities in the 
country in its notoriously competitive college entrance 
system. They might be proud of themselves and have con-
fidence in their academic skills, including English skills. 
On the other hand, the German students seemed to con-
sider that understanding the target culture played an im-
portant role in their learning of English. They also seemed 
to embrace the notion of English becoming a world lan-
guage. These phenomena might come from the geograph-
ical proximity between Germany and the U.K. and U.S., 
along with their frequent contacts with the target language 
speakers. Thanks to these facts and the widespread use of 
English in Germany, the German students might be able 
to observe the dominant status of English in international 
communication more frequently than their Korean peers. 

Variable 16
Korean 2.983 .853 -5.634 .000
German 2.169 .761

Variable 19
Korean 3.510 .873 2.632 .010
German 3.953 .975

Variable 20
Korean 3.616 .825 3.661 .000
German 4.138 .768

Variable 21
Korean 3.783 .845 3.496 .001
German 4.338 .923

Variable 22
Korean 3.750 .913 4.989 .000
German 4,476 .709

Variable 23
Korean 3.283 1.165 -3.193 .002
German 2.553 1.369

Variable 25
Korean 3.733 .841 8.574 .000
German 4.830 .574

Variable 26
Korean 3.300 1.046 10.016 .000
German 4,738 .476

Variable 27 
Korean 4.133 .853 3.394 .001
German 4.600 .680

Variable 28
Korean 3.683 .892 7.037 .000
German 4.646 .623

Variable 29
Korean 4.066 .820 4.149 .000
German 4,615 .654

Variable 30
Korean 2.833 .975 -5.522 .000
German 2.000 .810
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Moreover, the German students’ positive attitudes to-
ward the target culture may warrant further discussion. 
Since Germany is famous for its anti-war and anti-Amer-
ican movements among youngsters, particularly univer-
sity students, the researcher expected that this might be 
reflected in the German students’ responses. Indeed, it was 
reflected in their negative responses concerning the influ-
ence of American culture on modern German culture and 
the role of the United States in world affairs. However, it 
seemed that such political views did not affect their views 
on American culture and people overall. They seemed to 
differentiate their US-related political views from other ar-
eas of American culture and people. As Clyne (1984) sug-
gested, the influence of mass media from the U.S. seems 
to contribute to such favorable attitudes.

Finally, a small sample size in this study which was 
caused by the practical difficulties to collect a large-sized 
German sample greatly limits the generalizability of its 
findings. In this regard, international cooperation among 
SLA researchers is greatly needed to conduct large-scale 
international comparative studies. The importance of the 
international cooperation has been becoming much stron-
ger in the context of English as a world language. Another 
important point related to conducting this type of study is 
the difficulty of constructing survey questions. Dörnyei 
(n.d.) provided a large number of the detailed guidelines 
for constructing survey questions for those who want to 
conduct similar motivational studies. However, the sur-
vey questions should reflect the context and focus of the 
studies rigorously. Dörnyei’s questions cannot be applied 
to every research context, and great caution and research 
effort should be exerted before the questions are created. 
Further, pilot studies to make the necessary revisions are 
required before finalizing the questions for the main study.
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APPENDIX
Questionnaire Form for German Students

I am interested in studying how you think about learning English and the related elements The result of the survey 
will be solely used for research purposes. Your cooperation would be deeply appreciated and contribute to the de-
velopment of English studies. 

Gender:	  male female			   Age:

Answer the following two questions with yes or no.

1. Do you have an experience to stay in either the US or UK more than a month? 
2. Do you have (a) friend(s) from the US or UK?

Mark the degree of your agreement with the statement. If you perfectly agree with the statement, mark 5. If you to-
tally disagree with the statement, mark 1.

1. I am proud of being a German. 1-2-3-4-5
2. German culture is superior to American culture. 1-2-3-4-5
3. German culture is superior to British culture. 1-2-3-4-5
4. German culture is very different from American culture. 1-2-3-4-5
5. German culture is very different from British culture. 1-2-3-4-5
6. I like American culture.	 1-2-3-4-5
7. I like British culture. 1-2-3-4-5
8. I have deep understanding of American culture. 1-2-3-4-5
9. I have deep understanding of British culture. 1-2-3-4-5
10. American culture has strongly influenced modern German culture. 1-2-3-4-5
11. British culture has strongly influenced modern German culture. 1-2-3-4-5
12. American culture has influenced German culture positively. 1-2-3-4-5
13. British culture has influenced German culture positively. 1-2-3-4-5
14. American culture is difficult to understand. 1-2-3-4-5
15. British culture is difficult to understand. 1-2-3-4-5
16. I have a positive view on the roles Americans play in world affairs. 1-2-3-4-5
17. I am interested in learning American culture. 1-2-3-4-5
18. I am interested in learning British culture.	 1-2-3-4-5
19. I have positive attitudes toward Americans. 1-2-3-4-5
20. I have positive attitudes toward the British. 1-2-3-4-5
21. I want to make a friend with Americans. 1-2-3-4-5
22. I want to make a friend with the British. 1-2-3-4-5
23. I want to move to the US and live there. 1-2-3-4-5
24. I want to move to the UK and live there. 1-2-3-4-5
25. I enjoy learning English. 1-2-3-4-5
26. I can communicate in English without difficulty. 1-2-3-4-5
27. I must develop English skills for my future career and other practical purposes. 1-2-3-4-5
28. I try to make opportunities to communicate with English-native speakers. 1-2-3-4-5
29. I have a positive view on the role of English as the world language 1-2-3-4-5
30. English is difficult to learn. 1-2-3-4-5


