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ABSTRACT 

This study examined the affective factors that intervene in learning English as a 

Foreign Language (EFL), either for Specific Purposes (ESP) or General Purposes (EGP), 

for Saudi university students, and how these affective factors might relate to 

achievements of the learners of English as a foreign language.  Sub-domains investigated 

included: motivation, anxiety, attitude towards, integrativeness, and instrumentality.  A 

survey determined studentsô major, gender, motivation level, anxiety towards English use 

and English class, and attitude towards English teachers and courses.   

Participants rated their affective factors on a scale ranging from 1 (strongly 

disagree) to 5 (strongly agree) twice. At the beginning of the semester they took the pre-

test, and 12 weeks later, they took the post-test of the same items, which had been 

scrambled into a different order. 

The results were as follows: there were no within-subject significant changes in 

motivation, attitude, and anxiety at the time of the post-test for either group except for the 

ESP groupôs attitude (M = 3.07, SD = .68), which ended up significantly lower than the 

attitude of the EGP group (M= 3.66, SD= .48).  The learnersô achievement on English, 

measured by their scores on the final English test, correlated more with the attitude, 

motivation, and anxiety of the EGP group than the ESP group. The ESP group achieved 

significantly better on English final exams, with (M=57.83, SD=25.605), compared to the 

EGP group, with (M=71.56, SD=17.063). Attitude, motivation, and anxiety within the 
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same gender did not change significantly from the pre-test to the post-test, except that the 

males ended up with their attitude lower, with (M= 3.15, SD= .46), compared to the 

femalesô attitude, with (M= 3.72, SD= .52). Across majors there were significant 

differences on all three affective factors. The EGP group were more instrumentally and 

integratively motivated than the ESP group, with (M = 3.9, and SD = .59) for 

instrumentality and (M = 3.96, and SD = .59) for integrative motive compared to ESP 

instrumentality, with (M = 3.6 and SD = .59), and (M= 3.5 and SD = .59) for integrative 

motive. 
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CHAPTER I 

ITRODUCTION 

Introduction 

When learning a foreign or second language, the success of our learning is 

measured, not by how many years we spent learning, the certificates we earned, the 

courses taken, or number of exams we had, but by the mastery of language and by 

how many of our goals we achieved. A good measure of how successful we are can 

be found in the communicative competence we have. This communicative 

competence can be manifested in all aspects of life where we might need to use the 

second language, e.g., English. Evaluating language learners on this criterion leaves 

much to the educators to do in order to come up with teaching programs that help 

nourishing this communicative competence; this gap is filled by offering English for 

Specific Purposes (ESP) courses at professional institutions, and higher educational 

institutes (Sajida, 2006). ESP has sprung from the need of so many things that were 

happening all over the world at the same time. The growth of technology and 

economics after World War II, the huge development of linguistic theories, and the 

focus of educators on the needs of the learners, all have paved the way for the birth 

and nourishment of ESP (Dudley-Evans & Maggie, 2002; Strevens, 1988; Dehrab, 

2002). 

The robust maturation and development of ESP can be seen on two important 

levels: the categorizations of ESP, and the stages of development. By taking a quick 

look at the well-known categorizations of ESP in the literature, one can easily realize 
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the big changes that have happened to ESP. The most outspread categorizations in the 

field are the ones done by Savington (1983), Hutchinson and Waters (1987), and 

Dudely-Evans and Maggie (2002). Within less than 20 years, the number of programs 

listed on each categorization jumped from three in Savingtonôs model, to 12 in 

Dudley-Evans and Maggieôs categorization. This big shift in the number of programs 

under ESP is clear evidence of the quick growth of ESP, and the need for such 

programs. 

ESP has also undergone five stages of development. In the early 1960s, ESP 

started by focusing on the sentence level and constructing syllabi based on genres of 

the learnersô disciplines (Halliday, McIntosh, & Strevens, 1964; Ewer & Lattore, 

1969; and Swales, 1971).  Then, it grew a bit and started to focus on the rhetorical 

aspects behind those sentences and how to implement them in communicative 

settings (Allen & Widdowson, 1974). After that, ESP started to focus on the skills 

that needed to be learned and how to make learning and teaching materials evolve 

around these skills. The main goal at this stage was to help learners master the skills 

they needed most for their jobs and/or professional settings. Right now, ESP is 

viewed more as an approach than as a product. That is why ESP researchers started to 

talk about teaching methods, class management, students and teacher roles inside 

classes, and affective factors like motivation and attitude. 

Since discussion of attitude and motivation related to ESP is a recent 

development, with the advent of the Learning-Centered Approach, there is little 

literature on the topic. It is for this reason that Alhuqbani (2005) said, ñAs far as 
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motivational and attitudinal variables in ESP are concerned, there is no systematic 

line of studies in the literature that examined the motivation and attitudes of ESP 

learners towards the learning of Englishò (p. 8). 

The need to learn English is becoming global. English-speaking countries are, 

and have been, leading the world economically, politically, and educationally. 

English-language educators all  over the world have specific concerns regarding what 

programs are to be taught to the learners, what knowledge to deliver in the future to 

students, and by what means. Should learnersô needs lead the way in choosing 

textbooks and educational materials, or should educators keep to the old textbook-

based curricula and approaches? These are some of the questions and concerns 

todayôs ESL teachers have, and they are keen to keep working on. 

Statement of the Problem 

More and more ESP programs are being created all over the world. 

Economics, law, technology, engineering, medicine, and computer sciences are some 

of the fields where ESP programs are needed. Educators have not started talking 

about affective factors in ESP until lately. Motivation and attitude, as part of the 

affective factors, are some of the aspects that are being increasingly explored. 

Unfortunately, not many studies have targeted college-level students who might have 

ESP programs. This study aimed to tap into the motivation and attitude of English for 

Specific Purposes learners and compare it to the motivation of English for General 

Purposes learners in Saudi Arabia to see if there are any significant differences. This 

study also tried to test if there are relationships between motivation, attitude, and 



 

 

 

 

4 

 

anxiety on one side and, on the other side, some demographic aspects like age, 

gender, major, and number of English courses taken.  

Purpose of the Study 

This study provides an analysis of the motivation and attitude of Saudi 

university students who are learners of English for Specific Purposes. It will help 

university policymakers and curricula designers (such as teachers, educators, 

administrators, etc.) understand how studentsô motivation and attitudes toward 

learning English have or have not changed before and after taking these ESP classes. 

Furthermore, this study investigates the effect of current ESP programs on studentsô 

attitudes towards learning English and how these attitudes might correlate to learnersô 

demographic information. Such studies are needed in Jazan University so the 

curriculum might be changed, based on results of this and similar studies. For the 

academic world at large, this study is important because it is one of the few that 

studied university-student learners of ESP. This study is also one of the first that 

started tapping into the construct of ESP as defined in the ESL literature. By the end 

of and study, an Arabic version of the International Attitude/Motivation Test Battery 

will be available to Arab researchers. 

Importance of the Study 

Most of the research done on ESP started in the U.S. Definitions of ESP 

encouraged methods of teaching in the field. The student-teacher relationship and the 

teacherôs role inside the classroom fit the dominant norms of teaching/learning 
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environments in the U.S. Therefore, when the attitude and motivation of ESP learners 

are tested, results might differ when testing the same construct in another learning 

environment, especially in countries where teaching methods other than the ones used 

in the U.S. are more dominant. Contrary to the communicative and student-centered 

approach used in the U.S., the dominant methodology for teaching/learning English in 

Saudi Arabia is the grammar translation or the traditional method.  In these methods, 

teachers control classes, students are more receptive, teaching materials are almost 

designed by one committee, with no focus on different needs of different groups of 

learners. The logical questions this study was trying to answer is how motivated the 

ESP students are and whether there is a relationship between ESP courses and the 

level of motivation and attitude of ESP students compared to EGP learners. In 

addition, this study aimed at designing a reliable and valid Arabic version of the 

International Attitude/Motivation Test Battery. 

Very little, if any, prior research has been done in this area in Saudi Arabia. 

The few research studies that have been conducted there only tapped into how the 

ESL learners feel about ESP. This study tried to discover what might be the effect, if 

any, of current English programs on studentsô motivation and attitudes. Again, the 

hope of this researcher is that this study will take the body of current research one 

step further. 

Research Questions and Hypotheses 

This study explores the following seven research questions and hypotheses: 
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Research Questions 

1. Does the type of English program affect studentsô motivation, attitude, and 

anxiety about learning English? 

a. Is there a significant change in learners' motivation before and after 

taking ESP courses?  

b. Is there a significant change in learners' attitude before and after taking 

ESP courses?  

c. Is there a significant change in learners' anxiety before and after taking 

ESP courses? 

2. Do motivation, attitude, and anxiety of ESP and EGP learners correlate with 

achievement the same way? 

3. Are there differences in learning achievements of the Foreign Language (FL) 

between ESP and EGP groups? 

4. Do the demographic variables affect studentsô motivation, attitude, and 

anxiety about learning English? 

a. Are there differences in studentsô attitude, motivation, and anxiety by 

gender? 

b. Are there differences in studentsô attitude, motivation, and anxiety by 

major? 

5. Are ESP learners more instrumentally motivated than EGP learners? 

6. Are EGP learners more integratively motivated than ESP learners? 

 



 

 

 

 

7 

 

Hypotheses 

The following hypotheses were developed to test the research questions 

regarding the attitude and motivation of the ESP and EGP learners at Jazan 

University. The study formulates and tests the following statistical research 

hypotheses: 

H1. Learners of ESP are more motivated than learners of EGP after taking ESP 

courses. 

H2. ESP learnersô attitude will increase better than EGP learnersô attitude after 

taking ESP courses. 

H3. ESP learners are more instrumentally motivated than EGP Learners. 

H4. There is a relationship between studentsô major, gender, and level of attitude 

and motivation. 

Limitations of the Study 

One of the limitations of this study is that it was conducted at one university 

in Saudi Arabia. Another limitation is that the sampling was not randomly done. The 

sample was conveniently selected, and the researcher had nothing to do about it. 

Another limitation, results from the nature of the affective factors. Since, all 

psychological factors are intangible it was hard to test them directly. It is for this 

reason that, in this study, motivation, attitude and anxiety are interpreted by the scores 

given to them by the participants on a scale from one to five. 

This study mainly looked at the attitude, motivation, and anxiety of the 

English Learners, and the type of English programs available at Jazan University. 
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Discovering which program has helped more and resulted in increasing studentsô 

motivation and attitude, while lowering their anxiety, will help the English teachers at 

Jazan University when choosing new programs and designing curriculum for their 

students in the coming years.  

Definition of Terms 

In order to give the reader a clear understanding of the terms used in this 

study, the following definitions are provided. 

ESL English as a Second Language 

ESP English for Specific Purposes. Basturkmen (2006 ), says that ESP aims 

to enable learners to use English in the academic settings, professional 

settings, and workplaces. 

Attitude ñAn evaluative reaction to some referent or attitude object, inferred on 

the basis of the individual's beliefs or opinions about the referent" 

(Gardner, 1985, p9). In this study, attitude is interpreted as the sum of 

the scores the participants gave on both the Evaluation of the English 

Teacher and the Evaluation of the English Course in the International 

Attitude/Motivation Test Battery.  

Motivation As defined by Gardner (1985) motivation refers ñto the extent to 

which the individual works or strives to learn the language because of 

a desire to do so and the satisfaction experienced in this activity.ò (p. 

10).  In this study, motivation is the average score of two constructs: 

Motivational Intensity and Desire to learn English. Keller (1983) 
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defined motivation as the choices people make as to what experiences 

or goals they approach or avoid, and the degree of effort they will 

exert in this respect. 

Integrative Motivation    ñThe integratively motivated individual is the one who is 

motivated to learn the second language, has a desire or willingness to 

identify with the other language community, and tends to evaluate the 

learning situation positivelyò (Gardner, 2001, p. 9). In this study it is 

measured by averaging the scores of the participants on three 

constructs: integrative orientation, interest in foreign languages, and 

attitudes toward the English-speaking people. 

Instrumental Motivation    In this research, instrumental motivation means the wish to 

learn the language for the purpose of study or career promotion, 

(Gardner & Lambert, 1972). In this study, it is measured by the 

construct Instrumentality by averaging the scores participants have on 

the four items in the instrument. 

Anxiety In this study, anxiety is measured by the scores the participants have 

on two constructs: English class anxiety, and English use anxiety. 

Demographic Variables    Gender and major 

Summary 

 Chapter I included the statement of the problem, the purpose and importance 

of the study, the research questions and hypotheses, the limitations of the study, and 

the definition of terms. 
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Chapter II contains the literature review for ESP, including its definition, 

some of its history and the main factors that paved the way for its advent.  The 

chapter also includes a discussion of the stages of development and growth that ESP 

has gone through, and some of the affective factors that play major roles either in 

hindering or nourishing the process of English as a Second Language.  

Chapter III focuses on the methodology of this research, its structure, the data 

collection and instruments used, analysis methodology, and the Battery used.  

Chapter IV and Chapter V, consecutively, report results derived from 

participantsô replies to the surveys given to them, and list the main findings of this 

study and their implications for Jazan University 

 

 

 

 



 

 

 

 

11 

 

CHAPTER II 

LITERATURE REVIEW 

Introduction 

This chapter reviews the literature on ESP, including the historical 

background, definition and the stages of development ESP has undergone since 

WWII, The differences between EGP and ESP, the types of ESP, the stages of ESP, 

attitude, motivation, and anxiety will also be discussed.   

The Need for ESP 

There are many human acts that arise unplanned for, and one of them is ESP. 

ESP grew out of a bunch of incoherent convergent trends and factors all over the 

globe. Those trends and factors came from such different fields as linguistics, 

economics, and politics. According to Hutchinson and Waters (1987), all of these 

trends and factors that paved the way for the advent of ESP, are subcategorized under 

three main entities: (a) post-war demand of the New World, (b) the revolution in 

linguistics, and (c) the focus on the learner. 

Post-War Demand of the New World 

Right after WWII, there was a switch from German to English as a global 

language because of the leading role The United States started to play in the world. 

There was also an unprecedented international expansion in scientific, technical, 

health, and economic aspects. This expansion was shaped primarily by the two main 

powers, technology and commerce, which created a big demand for having a global 
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means of communication. The role of an international language of communication 

(i.e., Lingua Franca) fell on English because of the pioneering role the United States 

plays in global technology and economy. That is why, in the post-war world, learning 

English was no longer part of a well-rounded education, but became a good survival 

tool. By understanding the fact that English was becoming the language of 

international communication, English learners became more aware of why they 

wanted to learn English. Thus, they started to have different goals and needs behind 

learning English (Dudley-Evans & Maggie, 2002). 

The Revolution in Linguistics 

The growing global demand for learning English to meet some new, specific 

needs, plus the emergence of new ideas in language study, gave birth to more courses 

geared towards learnersô specific needs. This shift in educational theory resulted in 

shifting language research from focusing only on giving definitions of the formal 

features of language to discovering actual ways that the language is actually used in 

real life situations. Widdowson (as cited in Hutchinson & Waters, 1978) said that this 

shift in focus made educators see that language should vary from one group of 

learners to the next, based on the different needs each group has. Support for this idea 

came from several researchers (Ewer & Latorre, 1969; Selinker & Tribmle, 1976; 

Swales, 1971, 1985) who started to give much credit to studentsô needs in their 

research. And, as Hutchinson & Waters (1987) said, the logo of this era can be 

phrased as that tail English programs based on what the learners want to learn English 

for.  
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The Focus on the Learner 

The third main factor that helped give life to ESP was the focus on learners 

and their needs. Rodgers (1969) said that the interest in learners and their needs 

contributed to the rise of ESP. Psychological educators started to realize that students 

with different learning needs and desires have different motivations that affect their 

achievement and language development. The stronger the relevance between the 

studentsô needs and the texts they use when studying English, the more they opt to do 

better and show more interest in learning. This led many educators to design different 

courses for different learners based on the learnersô interests (Hutchinson & Waters, 

1987; Strevens, 1988; Widdowson, 1983). All these changes helped educators 

conclude that it is more effective for students to learn English via structures and 

vocabulary they might see at their workplace or environment (Bloor, 1986). 

Definition of ESP 

There are many definitions of ESP in the literature of ESL. Some researchers 

defined it based on the fact that ESP is designed to meet the needs of the students 

(Hutchinson & Waters, 1987); some other educators (e.g., Dudley-Evans & Maggie, 

2002; Strevens, 1988) defined ESP based on the absolute and variable characteristics 

that ESP might have. Other recent educators,(e.g. Orr, 2002), defined ESP as an 

approach toward teaching, which is why they talked about class management, a 

teacherôs role, and learning affective factors when discussing ESP. Some light will be 

shed, in this section, on some of the well known definitions in the field. 
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Most researchers considered studentsô needs when defining ESP. Robinson 

(1980), as cited in Dehrab (2002) said:  

 An ESP course is purposeful and is aimed at satisfying the specific 

need of the students with the ultimate goal of the learnersô successful 

performance of the occupational and educational role of a specific 

register of English language usage. Consequently, the ESP language 

refers to the use of English language as a specialized language of the 

register it is used in.(p, 9). 

In addition to Robinson (1980), Basturkmen (2006 ) also says that ESP aims at enabling 

learners to use English in academia, professional settings, and workplaces. The keystone in 

doing such is to design good syllabi that really meet the needs of the learners based on a 

thorough analysis of the learnersô needs and goals behind learning. 

ESP as a construct has already had many definitions and explanations. Yet, it 

still needs to be investigated in more depth because the controversy about ESP 

contains relevant questions, not only about the major issues surrounding ESP, but also 

about its very definition. Although the name can be misleading, ESP does not refer to 

English or English-language education for any specific purpose, because all education 

exists for specific purposes. Only English education for highly specialized purposes, 

which require training beyond that normally received in Grades K-12 or the ESL/EFL 

classroom, interests ESP professionals. Alcaraz Varo (2000, as cited in Bocanegra, 

2007) asked that the name ñEnglish for Specific Purposesò be changed to ñEnglish for 
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Professional and Academic Purposesò based on the fact that anyone who learns any 

language does so for a purpose, and any use made of this language is also specific. 

Another aspect of ESP, which EGP does not have, and which some of the 

educators used as a defining trait of ESP, is the language specificity ESP has. This 

specificity of ESP programs springs from the nature of the knowledge English 

learners are supposed to have. According to Orr (2002), ñspecific-purpose English 

includes not only knowledge of a specific part of the English language but also 

competency in the skills required to use this language, as well as sufficient 

understanding of the context within which it is situatedò (p. 1). 

Among all the definitions in the ESP literature, few have really captured the 

nature of ESP or clarified the construct and brought it closer to the minds of the 

readers. Dudley-Evans and Maggieôs (2002) definition is the most influential one. 

Before discussing it, three other definitions of ESP will be mentioned. Hutchinson 

and Waters (1987) defined ESP not as a product, but as an approach that tries to 

answer the question, ñWhy does this learner need to learn a foreign language?ò  Their 

answer to this question relates to the learnersô goals to be met, learning materials to 

be used, and language skills that need to be learned. By this, Hutchinson and Waters 

were trying to say that ESP is free from any particular teaching materials, 

instructional language, or pedagogical method of teaching.  

Robinson (1991) provided her own definition of ESP. It is based on the goal 

of learning. She says that knowing learnersô needs is the keystone in making any ESP 

program. She sees ESP as more ñnormally goal-directed,ò and says that needs 
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analysis is the best way to develop ESP courses. Robinson also mentioned some of 

the characteristics that distinguish any ESP program from other programs. Included in 

these characteristics are that ESP courses are always more goal-oriented and that 

learners are only given a limited time to achieve all their learning goals. She added 

that ESP learners are almost homogeneous adults who share the same needs and have 

the same goals.  

 On the other hand, Strevensô (1988) definition of ESP distinguished between 

four absolute characteristics and two variable ones. The absolute characteristics are: 

1. Curriculum should be designed to meet the needs of the learners; 

2. Contents are related to one theme or field of science, activity, or occupation. 

3. ESP is centered on language that is good for those activities, in syntax, 

semantics, lexis, and discourse. 

4. ESP is in contrast with General English. 

The variable characteristics are: 

1. The whole program might be restricted to the one skill to be learned. 

2. ESP programs do not have to have any specific pre-ordained methodology. 

Criticism of Strevensô definition of ESP paved the way for Dudley-Evans and 

Maggie (2002) to give another definition of ESP. Their definition followed the same 

absolute and variable characteristics created by Strevens, but with fewer absolute and 

more variable characteristics. They agreed with Strevensô first absolute characteristic 

that the ESP curriculum should be designed to meet specific goals of the learners. 

Their second absolute characteristic says that ESP teachers, when designing any 
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curriculum or educational materials should use the underlying methods and activities 

of the learnersô disciplines. On top of these two absolute characteristics, Dudley-

Evans and Maggie postulated four variable characteristics: 

1. ESP can be designed for a specific discipline, but does not have to be; 

2. ESP might use, in some situations, some methodologies different from the 

ones used in EGP. 

3. ESP is mostly designed for adults at some institutions or professional 

workplaces; 

4. Most ESP curricula targets intermediate to advance level students. 

Differences between ESP and EGP 

There are many differences between ESP and EGP that can be traced in the 

ESP literature. This section will list some of the differences. Strevensô (1988) 

definition of ESP gave birth to many differences between ESP and EGP. Strevens 

said that ESP programs are different from the EGP programs because they are 

designed to meet some specific needs of the learners, are related to the learnersô 

disciplines or occupations in themes and topics, and result from the linguistic analysis 

of syntax, semantics, lexicons and discourse analysis of genres in the field. 

Additionally, the variable characteristics reflect some extra differences: (a) ESP 

content might be limited to the skill(s) needed to be learned, such as reading, writing, 

or negotiation skills; and (b) it may not be taught in one specific method of teaching. 

Dudley-Evans and Maggie (2002) talked about the same aspect. 
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Johns (2002) added one more difference between ESP and EGP. He thinks 

ESP courses mostly target adult learners, either in academic institutions or in 

professional work situations, and ESP, for the most part, is designed for learners with 

some English background (i.e., intermediate or even advanced learners). This agrees 

with the last two variable characteristics of Dudley-Evans & Maggie (2002). 

Some other differences between ESP and EGP can be seen clearly when 

talking about the advantages ESP has over EGP. Strevens (1988, as cited in Dudley-

Evans & Maggie, 2002) mentioned some of these advantages, stating that ESP saves 

learnersô time by being built or designed based on learnersô needs. ESP content is 

more relevant to the learners. It helps learners more to succeed in achieving their 

goals, and it is more cost-effective compared to EGP. 

Another difference between ESP and EGP springs from the methods of 

teaching used in each approach. ESP and EGP not only differ in the type of teaching 

approach used, but also in the role played by the teacher inside the classroom. 

Although the teaching methods of ESP and EGP may not differ radically from one 

another because of the overlap between the two, a big difference can still be seen to 

exist. The one main difference that is at the core of ESP is related to the teacherôs role 

inside the classroom. Belcher (2006) and Dudley-Evans and Maggie (2002) state that, 

in ESP, the teachers no longer play the role of ñprimary knower.ò This is true 

because, in terms of carrier contents ( i. e. the content used in teaching English for 

any specific reasons), the students might know more than the teachers. They explain 

that ñthe students may in many cases, certainly where the course is specifically 
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oriented towards the subject content or work that the students are engaged in, know 

more about the content than the teacherò (Dudley-Evans and Maggie 2002, p. 13). For 

this reason, the teachers need to rely more on the studentsô knowledge to create 

authentic communication inside the classroom. That is why ESP teachers are seen 

more as facilitators and helpers for the students. As a result of this new role ESP 

teachers are playing, more communicative, student-centered trends are to be found 

under ESP. Hutchinson and Waters (1987) add to this by saying that ESP teachers are 

like ñreluctant dwellers in a strange and uncharted land.ò That land was described as 

intimidating for many ESP teachers (Belcher, 2006). In many cases, the teachers are 

taken away from their areas of knowledge and asked to deal with areas of knowledge 

with which they are not familiar.  

Little has been written about how much subject knowledge, or what subject 

knowledge, ESP teachers need to have. Hutchinson and Waters (1987) say that ESP 

teachers have to struggle to achieve two things to get ready to teach ESP. They have 

to master both language and subject matter beyond the limits of their old experience. 

Dudley-Evans, (1998), and Edwards (1984) stipulated the implications of the 

ESP approach for language teachers. They think that teachers should design and 

compile language-learning materials based on the real needs of the students. 

Instructors are required to start viewing the learning-teaching process from the 

studentsô perspective. 

Dehrab (2002) says that although ESP ascribes to EFL and ESLôs research 

and approaches, Schleppegrell & Bowman, (1986) provided researchers with two 
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major differences between ESP and EFL/ESL. They contended that the first major 

difference lies in the nature of the learners and their purpose for learning the 

language. They explained that the ESL learners are adults or adolescents who already 

have some familiarity with English and who are learning ESP in order to be able to 

communicate and perform particular job-related functions. According to them, the 

second major difference is the scope of the goals of instruction. Explaining that 

difference they said,: ñwhereas in EFL, all four language skills; listening, reading, 

speaking, and writing are expressed equally, in ESP a need assessment determines 

which language skills are most needed by the students , and the program is focused 

accordingly.ò Dehrab (2002, p. 84). 

Book design is one area where differences between ESP and EGP can be 

found. Robinson (1991) believes that the differences between ESP and EGP should 

be reflected in all aspects related to ESP. He criticized most of the ESP textbooks as 

being similar to the EGP textbooks. He said,  

a striking feature is the large number of general books, which seem to 

differ very little from course books for EGP ( English for General 

Purposes) ï working through a standard set of structure, teaching 

much common core as well as some work-related vocabulary, and 

dealing with all the skills.  

According to Basturkmen (2006), another difference between ESP and EGP 

resides in the lexicon to be found in the teaching materials for both. In ESP, teachers 

use specialized vocabulary while designing their courses. Specialized vocabulary lists 
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are taken from the authentic context, which ESP teachers use while putting their 

teaching materials together. Such vocabulary is the vocabulary that occurs more often 

in the field for which learners study English.  

 Ose (2002) gives another difference between ESP and EGP on the goals 

learners might have while learning English. Ose said that ESP brought the sense of 

purpose which English learning used to lack. Before the advent of ESP English 

learning was only the outcome of a cultural prestige or educational requirement. 

Dudley-Evans and Maggie (2002) give another difference between ESP and 

EGP that lies in the pedagogical practices encouraged by each approach. ESP 

educators mostly use methodologies that differ from the ones used in EGP. Under 

ESP, interaction between teachers and learners leans more toward student-centered 

than teacher-centered teaching. Another trait is that ESP uses the underlying 

methodology, activities, and vocabulary dominant in the discipline it serves. Dudley-

Evans and Maggie (2002) say that:  

ñ... much ESP teaching, especially where it is specifically linked to a 

particular profession or discipline, makes use of a methodology that 

differs from that used in General Purpose English teaching. By 

methodology here we are referring to the nature of the interaction 

between the ESP teacher and the learners. The teacher sometimes 

becomes more like a language consultant, enjoying equal status with 

the learners who have their own expertise in the subject matterò (p. 

15).  
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Dudley-Evans and Maggie (2002) continue stressing this essential difference, 

saying that the commonly used methods in any discipline or profession should be 

reflected in the teaching methods, and the interaction between the teachers and the 

learners might be different from that of the EGP. 

Some other differences between the two approaches are found in the 

advantages ESP might have over EGP. Strevens (1988) pinpoints some of these 

differences. One of the main things that ESP has, which EGP does not have is that by 

Being focused on the learnersô need, ESP wastes no time; this goes with what 

Basturkmen (2006) said that  ESP is considered to be a practical endeavor because it 

urges learners on going from current level to the second upper level in the most time 

efficient ways. West (1994) added that in ESP programs, time constraints are very 

crucial. Time must be utilized wisely and in an efficient way. It is for these time 

constraints ESP programs tend more to only teach the bits of English the learnsers 

need to learn. Jose, 2002 adds to this two more differences. First, ESP is successful in 

imparting learning. Second, ESP is more cost-effective than General English is.  

History of ESP 

Dudley-Evans and Maggie (2002) said that,  

ñThe study of languages for specific purposes has had a long and 

interesting history going back, some would say, as far as the Roman 

and Greek Empires. Since the 1960s, ESP has become a vital and 

innovative activity within the Teaching of English as a Foreign or 

Second Language movement (TEFL/TESL).ò (p. 1). 



 

 

 

 

23 

 

Dudley-Evans and Maggie (2002) and Dehrab (2002) said that the early works of 

Swales and Barber were the first publications that gave birth to what is known today 

as ESP. Swales (1988) believed that Barberôs (1962) article on structural and lexical 

features of the scientific writings at that time was the real beginning of ESP. In 1964, 

Halliday, McIntosh, and Strevens published their work, which was based on the same 

linguistic features mentioned in Barberôs article. Herbert (1965) published the first 

significant textbook on ESP. This work was meant to be helpful for those learners 

who have some basic English and need to know more about the English language 

used in technology. 

Howatt (1984, as cited in Dudley-Evans & Maggie, 2002) said that, for much 

of its early life, ESP was dominated by the teaching of English for Academic 

Purposes (EAP). Most of the material produced, course descriptions, writings and 

research carried out, was in the area of EAP. English for Occupational Purposes 

(EOP) played an important, but smaller, role. In recent years, however, the massive 

expansion of international business has led to a huge growth in the area of English for 

Business Purposes (EBP). Within ESP, the largest sector for published material is 

now that of Business English, and there is burgeoning interest in this area from 

teachers, publishers, and companies. 

 

Types of ESP 

There are many categories and classifications of ESP programs. This is due to 

the novelty of the field and the emergence of new groups of learners from different 
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disciplines around the world who want to learn English for some specific goals. This 

provides a good hint of the need for more scientific research in this area to test all 

these different classifications before any kind of agreement can be achieved. The 

development and evolution of ESP is clearly manifested in the available 

categorization. Listing all available classifications of ESP programs is beyond the 

scope of this research. Only some of the well-known classifications will be mentioned 

here.  

In 1983, Savington gave a good categorization for ESP. Savington said that a 

large subgroup within these specialized programs has to do with the communicative 

uses of English in the fields of science and technology. This study of scientific 

English has become known as EST (English for Science and Technology). Another, 

somewhat overlapping, subgroup is English for Academic Purposes (EAP). ESL 

programs that meet specific vocational needs (for example, airplane pilots, police, 

bank clerks) are sometimes referred to as VESL.Figure 1, below, shows Savignonôs 

chart of ESP programs. From this categorization, one can easily see the absence of 

English for Occupational programs, English for Medical Purposes and other current 

ESP programs. 
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Figure 1 

 Savingtonôs Classification of ESP Programs (1983). 

A few years later, ESP became more complex and mature. This growth in ESP 

programs was reflected in Hutchinson and Watersô (1987) categorization of ESP. 

They said that there were three large categories under the heading ESP, namely EST 

(English for Sciences and Technology), EBE (English for Business and Economics) 

and ESS (English for Social Studies). To Hutchinson and Waters, ESS is not that 

much different than General English because both are humanities-based courses. On 

the other hand, each of the EST and EBE is subcategorized into EAP (English for 

Academic Purposes), EOP (English for Occupational Purposes), and EVP (English 

for Vocational Purposes).  

Hutchinson and Watersô classification of ESP adds two new main 

subcategories to ESP: (a) English for Business Purposes (EBE), and (b) English for 

Social Studies (ESS). Figure 2 shows these categorizations and how they relate to one 

another. 
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  Figure 2 

 Hutchinson and Watersô Categorization of ESP Programs (1987). 

 

The most comprehensive and informative classification of ESP programs is 

the one suggested by Dudley-Evans and Maggie (2002). In this classification, more 

new subcategories are to be found.  The advent of these new programs shows the 
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ongoing nature of the development ESP programs are still undergoing. New programs 

like EMP (English for Medical Purposes), EMFEM (English for Management, 

Finance, and Economics Purposes), and ELP (English for Legal Purposes) are 

presented in this category. Each group of programs is classified under one 

subcategory based on the common groups of learners studying these programs. Under 

this model, ESP is divided into two main categories, namely, English for Academic 

Purposes (EAP), and English for Occupational Purposes (EOP). The latter covers all 

ESP that are not designed for academic purposes. Under EAP, English for Science 

and Technology (EST) is the leading branch, and English for medicine (EMP) and 

English for Legal Purposes (ELP) are also found there. Lastly, English for 

Management, Finance, and Economics (EMFEP) was added to this category. On the 

other side, EOP is divided into two main subcategories. English for Professional 

Purposes (EPP) includes English for Medical Purposes (EMP), and English for 

Business Purposes (EBP), The other subcategory is English for Vocational Purposes 

(EVP), which also can be subcategorized into yet smaller categories like Pre-

Vocational English (PVEP) and Vocational English (VEP). Figure 3, below, shows 

these programs. 
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  Figure 3.  

Dudley-Evans and Maggieôs Classification of ESP Programs (2002). 



 

 

 

 

29 

 

Stages of ESP 

ESP has gone through many stages to reach what it is now. This section will 

shed some light on the main, well-known stages in the literature of ESP. Basically; 

most researchers talked about five stages. These five stages are: (a) Register Analysis, 

(b) Rhetorical Analysis, (c) Target Situation Analysis, (d) Skills and Strategies, and 

(e) The Learning-Centered Approach. 

Register Analysis 

This is the earliest school of ESP. It started around the late 1960s and early 

1970s with the work of Halliday, et.al., (1964); Ewer and Lattore (1969); and Swales 

(1971).  The general basic theory behind this school of ESP is that the English of 

different fields or disciplines constitutes a specific register that is different from one 

field to another. The main goal of this concept is to identify the structure, lexicon, and 

linguistic features of any discipline. Then, the teaching materials are designed based 

on these linguistic features. A good example of this stage of ESP can be found in 

Ewer and Lattore. The main aim of this stage is to highlight, in any educational 

material, the most frequent linguistic features in the discipline, which the learners are 

apt to meet more often in their field of specialty or academic profession.  

Rhetorical or Discourse Analysis 

Register analysis was criticized for only looking at the surface level of 

language (i.e. lexicon and sentence level) when analyzing any genre in order to 

design curricula. This sound criticism of register analysis, plus the mass development 

in the field of linguistics, paved the way for ESP to take another step towards 
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maturation and complexity. ESPôs second shift was from register analysis to the 

rhetorical level (i.e., from the lexicon and surface structure level, towards the 

discourse level).  Henry Widdowson, Washington School of Larry Selinker, Louis 

Tribmle, and John Lackstrom are just a few of the advocates of this stage of ESP. 

No one has explained the basic concept of this phase better than Allen and 

Widdowson (1974), two of the godfathers of this stage. They said,  

ñWe take the view that the difficulties which the students encounter 

arise not so much from a defective knowledge of the system of 

English, but from an unfamiliarity with English use, and that 

consequently their needs cannot be met by a course which simply 

provides further practice in the composition of sentences, but only by 

ones which develop a knowledge of how sentences are used in the 

performance of different communicative actsò as cited by Hutchinson 

and Waters (1987,p. 10).   

Whereas Register Analysis focuses on the sentence level (i.e. the grammar and the 

structure of the language), Rhetorical Analysis pays more attention to the way or the 

how of combining these structures in communicative acts. The English in Focus 

Series by Allen and Widdowson (1974) is a good example on this stage. 
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Target Situation Analysis 

This stage did not add or try to add something new to the previous stages. 

Neither did it adopt a new approach or theory for ESP. All it aimed at was to give 

more scientific justifications for how ESP might be designed to properly meet the 

needs of the learners. Because of its focus on finding the best way to know the actual 

needs of the learners, and how to build the learning materials that best meet those 

needs, this stage is known as The Needs Analysis Approach. However, Chamberôs 

(1980) term, Target Situation Analysis, is more preferred in the literature of ESP.  

While there are many works that show this stage, a good one is that of Munby 

(1978). In this model, Munby provided very thorough details about the learnersô 

needs in terms of their communication goals and purposes. Munby also showed how 

to meet these goals and needs perfectly in communicative settings, and showed the 

means of communication that the learners might use. Munby then listed the skills and 

the functions the students might need and put all these things together in his syllabus. 

Skills and Strategies 

In this stage, ESP was taken into yet a different dimension than the structural-

based stages the first two approaches gave to ESP. Whereas the first and the second 

stages confine ESP to the structures and the discourse of these structures, the fourth 

one, (i.e. Skills and Strategies) is more concerned with the psychological and 

cognitive level of ESP. 
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This approach attempts to consider not the language itself, but, rather, the 

thinking process underlying it. Good examples of this stage can be found in the works 

of  Grellet (1998), Nuttall (1982), and Anderson and Urquhart (1984). 

The core concept behind this approach is to shift the educatorsô scope of 

interest from the content of ESP to the skills that need to be mastered. Proponents of 

this approach justify that shift by saying that it is not the content we read that really 

matters, it is the ability to be able to read. Thus, there is no reason why, in ESP, 

educators would focus on the content, the structural forms, and the grammar. The 

focus should rather be on the skills and strategies that enable students to learn. It is 

for this reason that the National ESP Project in Brazil and the University of Malaya 

ESP Project use learnersô L1 as means of instruction for the skills the ESP learners try 

to achieve. A good piece of evidence on this stage can be seen in the statement by 

Chitravelu (1980, as cited by Hutchinson and Waters, 1987) that ñit was argued that 

reading skills are not language-specific but universal and that there is a core of 

language (for example, certain structures of argument and forms of presentation) 

which can be identified as óacademicô and which is not subject-specificò (p. 13).  

A Learning-Centered Approach 

This stage looks at ESP from the perspective of the learning process itself. It 

is not enough for any ESP syllabi, or program, to simply analyze the needs of the 

learners and/or compile content where certain forms and structures are stressed more. 

ESP needs also to speak to the learning process itself and see what really happens to 

the learners of ESP. It is vital to any ESP program to take into consideration all 
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factors related to the learning process and to know how the learning process happens. 

This is what the Learning-Centered Approach is all about. A good example of this 

approach is manifested in Hutchinson, and Waters on (1987). Orr (2002) agreed and 

said, ñspecific-purpose English includes not only knowledge of a specific part of 

English language but also competency in the skills required to use this languageò (p. 

1). 

Motivation in ESP 

Many affective factors play major roles in enhancing or hurting ESL/EFL in 

general or ESP in specific. Rubin (1975) said that three main factors play a role in 

language learning: aptitude, motivation, and opportunity. Keller (1983) defined 

motivation as the choices people make about which experiences or goals they 

approach or avoid, and the degree of effort they will exert in this respect. In fact, 

many researchers stated that good English teaching requires an understanding of the 

individual differences among learners such as age, gender, aptitude, motivation, 

anxiety, and culture (Dornyei & Skehan, 2003; Ehrman & Oxford, 1990, 1995; 

Oxford, 1992; and Scarcella & Oxford, 1992). 

Motivation in L2 learning was always viewed from the psychological point of 

view until Gardner (1985) came up with a more situated concept of L2 motivation by 

emphasizing the socio-cultural dimension of L2 motivation. After the advent of 

Gardnerôs Socio-Education Model, many researchers started to believe that 

motivation is one of the main aspects in second language learning success, and 
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students with higher motivation usually reach a higher level of proficiency and better 

grades. (Oxford, 1996; and Oxford & Shearin, 1994). 

Attitude in ESP 

Language learning is an emotional experience which generates emotions that 

can have crucial bearings on the success of the failure of the learners as Hutchinson 

and Waters (1987), and Stevick, (1976) said. Hutchinson and Waters went on to say 

that the trend among most educators is a belief that humanôs acts are always logically 

justified. This belief affects the way educators, teachers, and policy makers view 

learners as machines, or empty containers to be filled with knowledge and 

information.  

The new developments in education and psychology helped give birth to ESP, 

by highlighting the central importance of the students and their emotional aspects, 

such as attitude and motivation toward learning (Rogers, 1969). No one denies the 

strength of the correlation between learning, in general, and learnersô emotional 

factors (Ellis, 1997; Gardner, 1985; and Gardner & Lysynchuk, 1990).  This 

correlation tends to be even stronger in language learning (Ellis, 1997; and Gardner, 

1985). Hutchinson and Waters (1987) say that when we consider how the thinking 

aspects of the learners are affected by the affective aspects, then we become able to 

realize the importance of the emotional factors in language learning. That constitutes 

the core concept behind the cognitive theory, which believes that learning takes place 

when learners want to learn. It is at this wanting level where affective factors like 

motivation, attitude, and aptitude play a major role in the learning process. 
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According to Gardner (1985) attitude is the process of evaluating or reacting 

to some referent in the world or an attitude object based on our individual beliefs or 

perceptions on the nature of this referent. There are many studies that have been 

conducted on motivation and attitude towards language learning, either as an ESL or 

EFL. In almost all of these studies, motivation and attitude are studied at the same 

time. This is because of the effect of Gardnerôs model of motivation in language 

learning where attitude was looked at as a subcategory under the wider construct 

motivation (Gardner and Lambert, 1972; Oller, 1977; Savens 1987; Gardner and 

Maclntyre, 1991; and Suleiman 1993). All these studies found that attitude and 

motivation play a major role in EFL/ESL. 

Attitude has been investigated in many contexts. In all them, it was found to 

be one of the affective aspects. In one study in a foreign language environment, 

Mantle-Bromley and Miller (1991) studied the effect of the pedagogical approach on 

attitude toward language learning. They found that, when multicultural sensitivity 

lessons are incorporated into the curriculum, the students had more attitudes towards 

learning English than the times when these lessons were taken out. This gives a clear 

hint that, when students learn what they want, they do better and they have a more 

positive attitude. Contrary to this study, Clement & Noels, (1994) applied Gardnerôs 

(1972) Battery to mono-cultural second language learners of English in Hungary. 

They found that there was a positive correlation between learnersô attitude toward 

English learning and their achievement. 
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In an interesting study by Alansari and Lori (1999), two homogeneous groups 

of college-level students were tested on integrative motivation, instrumental 

motivation and attitude. Their interesting result was that there was a strong 

correlation between studentsô majors and the level of attitude they had toward the 

language they were learning. Students majoring in English had a more positive 

attitude towards the language and its culture than students who majored in Arabic. 

This is another piece of evidence that, when students learn what they want, they have 

a more positive attitude towards the language and the learning process, and this is 

reflected in their achievement. 

Malallah (2000) investigated the attitude of three groups of students in 

Kuwait: science students, Arabic students, and Islamic students. More than 400 

students filled out a questionnaire that was given to them. Malallah found that there 

was a positive correlation between attitude towards language learning and studentsô 

majors, with science students having the highest score on the attitude scale, followed 

by Arabic students, then Islamic Students. 

Within the framework of ESP, it is obvious that learners are usually 

instrumentally oriented or motivated. This means they will have a more positive 

attitude toward learning English than the other learners of EGP who might study 

English because it is part of their programs (Aljurf, 1994; Alhuqbani, 2005). Johns 

(1991, as cited in Hutchinson and Waters 1987) said that ESP groups always express 

high positive attitudes which is results in the improvement in their English. That is 

why Jose (2002) said that ESP learners are motivated because they see the relevance 
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of what they study with what they want to study because the syllabus is usually 

designed based on the their needs 

Although there are some studies on motivation and attitudes under ESP, there 

is still a lack of systematicity. A good number of the previous studies on attitude in 

ESP were done with specific groups of learners who studied ESL or EFL, even if they 

did not really study an ESP program. Some of the researchers targeted specific groups 

like police officers (e.g., Abo Mosallem, 1994; Akeyl and Yale, 1991), science 

students (e.g., Al-Jurf, 1994), or bankers (e.g., Al-khatib, 2007).  

This chapter talked about ESP. A brief historical background was given, 

followed by the definition of ESP, differences between ESP and EGP, stages of 

development of ESP, and finally types of ESP programs. 
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CHAPTER III 

METHODS  

Introduction 

 This study aimed at examining the motivation, attitude, and anxiety of Saudi 

university students who study English for Specific and/or General purposes, how their 

achievement correlated to the three affective factors, and  how the English learning program 

might correlate with studentsô achievement. The focus of the study was on Jazan University 

students. This study investigated the degree of motivation the students have before and after 

studying English at the university, as well as how this might be related to their final scores. 

Both male and female students at Jazan University were asked to participate in a 

survey of their motivation, attitude, and anxiety.  Then, their responses were compared so 

that the relationship to the demographic information could be identified. 

This chapter discusses the research questions and hypotheses and the research 

design.  The Battery used in the study, its reliability and validity, the translation from 

English to Arabic, the backward translation, the approval of the Battery to be used, the 

approval for using human subjects in the study, the participants in the study, the 

limitations of the study, and the statistical methods are also discussed 

Description of the Study 

To provide a comprehensive understanding of L2 learnersô motivation and 

attitude, the researcher used Gardnerôs (1985) International Attitude/Motivation Test 

Battery (IAMTB) to survey the two groups learning ESP or EGP at Jazan University. 
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Therefore,  this descriptive study examined the motivation, attitude, and anxiety in Saudi 

graduate students, and identified how these factors related to the studentsô achievement.  

Research Design 

This research design is quantitative pre-test post-test; and used a survey to collect 

data.  

Variables 

Dependent Variables  

 The dependent variables of this study are the scores the participants had on 

attitude, motivation, anxiety, integrativeness, and instrumentality when answering the 

survey, and their final scores in English reflected by the final scores they had in the 

English class. The instrument used scored measures of level of motivation, attitude, 

anxiety, integrativeness, and instrumentality.  In addition, the final scores of English, 

measured by the actual grades the participants had on their final exam, were also looked 

at as a dependent variable.  

Demographic Variables  

 Demographic questions were included in the first segment of the survey. 

Questions included the participantôs major and gender. 
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Independent Variables 

 Type of English program taught to the students was the only independent variable 

examined in the study. 

Survey Instrument 

The instrument used in this study is a translated form of the International 

Attitude/Motivation Test Battery (IAMTB). The IAMTB, (see Appendix E) is the 

English version of Gardnerôs (1985) well-known Attitude/Motivation Test Battery 

(AMTB). There are 96 items in the instrument, plus three demographic questions, for a 

total of 99 items. The instrument is designed to gather data on five major areas: (a) 

Motivation, (b) Attitudes toward the Learning Environment, (c) Integrative Motives, (d) 

Instrumental Motives, and (e) Language Anxiety.  

The original IAMTB instrument consists of 104 items on a Likert Scale from one 

to seven. It has 12 constructs with five to 10 items on each construct. Some of the items 

are positively scored, and some are negatively scored. The constructs are: (a) Interest in 

Foreign Languages, (b) Parental Encouragement, (c) Motivational Intensity, (d) English 

Class Anxiety, (e) English Teacher Evaluation, (f) Attitudes toward Learning English, (g) 

Attitudes toward English Speaking People, (h) Integrative Orientation, (i) Desire to Learn 

English, (j) English Course Evaluation, (k) English Use Anxiety, and (l) Instrumental 

Orientation.  The parental encouragement subscale was deleted from the instrument 

because it was off the scope of this study. It contained 8 items, which left the new Survey 

with 96 items. 



 

 

 

 

41 

 

 The instrument used in this research includes two sections: (a) demographic 

information, and (b) the IAMTB. The first part contains three demographic questions 

regarding learnersô gender, major, and student I.D. number. The second section uses a 

five-point Likert scale ranging from Strongly Disagree (1) to Strongly Agree (5). The 

IAMTB is a self-reporting questionnaire developed by Gardner (1985) to investigate the 

types of L2 learnersô motivation, attitude, and anxiety.  

The IAMTB was chosen for use in this study because it was designed specifically 

to assess second language learning motivations and has been used and reported to be 

valid and reliable in many learning motivation studies ( Kaylani, 1996; Masgoret et. al., 

2001, Rueda & Chen, 2005). The IAMTB has been translated and used in many research 

projects in Brazil, Croatia, Japan, Poland, Romania and Spain (Catalonia).  

The instrument evaluates motivation, attitude, integrativeness, instrumentality, 

and language anxiety. Motivation consists of 30 items, 15 of which are negatively scored. 

These 30 items are the sum of 10 items under Motivation Intensity, 10 items under Desire 

to Learn English, and 10 under Attitudes toward Learning English. Attitude has 20 items 

under two subscales, Evaluation of the English Teacher and Evaluation of the English 

Course. Integrativeness consists of 22 items. Four of them are under Integrative 

Orientation, 10 are under Interest in Foreign Languages, and 8 are under Attitudes toward 

English-Speaking People. Instrumentality contains only 4 items, with only one subtitle, 

Instrumental Orientation. The last 20 items go under Language Anxiety. This construct is 

divided into two sub-constructs: English Class Anxiety with 10 items, and English Use 

Anxiety with the rest of the 10 items.  
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Reliability 

Due to the lack of English mastery by the participants, the researcher eliminated 

this threat to the validity and reliability of the instrument by translating it into Arabic to 

make it easier for the participants and more apt to measure what it was supposed to be 

measuring. That was also suggested by Gardner in his email when the researcher asked 

for his permission to use the IAMTB. 

The Instrument was given to three English teachers who are well-known for their 

mastery of English and their long experience in teaching English. They were asked to 

translate the instrument into Arabic separately. After they did the translations, an Arabic 

teacher was asked to go through all three translations for each item and choose the best 

matching translations and make it one. When that was done, and in order to raise the 

reliability of the Arabic Version of the IAMTB, the researcher gave the Arabic version to 

three Saudi graduate students in the U.K., Australia, and America, and asked them to do a 

backward translation.  The three English translation texts were given to a fourth English 

teacher to compile one translation out of the three by choosing similar structures, and 

phrases. The backward translations were put next to the original IAMTB items and were 

given to three English teachers to judge the similarity of the two texts. Then, the Arabic 

version was given to 10 native Arabic speakers to read the items and give their judgments 

on the clarity and comprehensibility of the items. Items were adjusted based on the 

suggestions of the native Arabic reviewers.  

The researcher tested reliability by deriving coefficient alpha of the items after the 

survey was given to a small representative group of 20 male and female participants. 
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These participants were excluded from taking part in the actual study. Data were 

processed using SPSS. The internal consistency estimates of reliability were computed 

for the IAMTB: a co-efficient alpha for all five sub-scales ( i.e., motivation, 

integrativeness, instrumentality, attitude, and anxiety) was done. Values for the co-

efficient alpha were high, which indicated a high satisfactory level in the questionnaire of 

.85. Reliability was also computed for co-efficient alpha if an item was deleted, and all 

five subscales scored lower than the overall Cronbachôs alpha with, .75, .78, .83, and .76. 

for motivation, integrativeness, instrumentality, and attitude, respectively. The researcher 

considered removing anxiety from the scale because the scale would have scored a higher 

alpha value, .91, without it. But, since the overall alpha value for the scale was quite high, 

and anxiety was used in almost all previous research, the researcher did not take it off the 

scale.  

Human Subject Approvals 

The Human Subjects Committee at the Lawrence campus of the University of 

Kansas reviewed and approved the project application (Appendix C). This research was 

approved and the researcher was allowed to begin collecting research data.  The 

researcherôs doctoral committee at the University of Kansas also approved the research 

proposal. The data collection lasted for about three months, after Jazan University in 

Saudi Arabia issued its approval allowing the researcher to start collecting the data.  

A cover letter was attached to the survey instrument explaining the purpose of the 

study, and how important the participation of the subjects was to the success of the study. 
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Participants  

The participant sample selected for this study consisted of students at Jazan 

University in Saudi Arabia who were studying English as a Foreign Language for either 

General Purposes or Specific Purposes during the 2009-2010 academic year. Male and 

female students at Medicine School, Computer Sciences School, Engineering School, 

Business School, Community College, and English Department volunteered to participate 

in the study.  650 participants took part in the pre-test at the beginning of the experiment. By 

the end of the semester, 545 participants were able to take the post-test. Thirty-eight of those 

either failed to write their students ID numbers, or did not finish more than half of the survey, 

so they were eliminated. Since the participants were assigned to groups prior to the start of the 

experiment, the sample was considered a convenient one. Table 1 classifies all participants by 

their gender and major.  
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 Table 1 

 Participants by their Major and Gender 

 Major Male Female Total 

 Medical 61 50 111 

Engineering 65 0 65 

Computing 61 0 61 

Business 0 54 54 

Community College 53 46 99 

English 59 58 117 

Total 299 208 507 

 

Method 

All students at Jazan University take Intensive English courses during their 

freshmen year. There are two English programs at the university, English for General 

Purposes and English for Specific Purposes. Students at the Business School, English 

Department, and Community College take EGP. Students majoring in Health Sciences 

(i.e. Medicine, Pharmacy, Applied Health Sciences, and Dentistry), Computing School, 

and Engineering School take ESP. Both programs are taught for 15 hours per week. The 

only difference between the two programs is that in the ESP, the courses are taken from 

the content area of the studentsô majors. Medical students study English for Medicine, 

computer students study English for computing, and Engineering Students study English 

for engineering. 

The participants took the pre-test survey at the beginning of the semester, and 

towards the end of the semester they took the post-test survey. Both surveys have the 
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same items but the items were intermingled in the post-test survey to minimize the 

chances of the participants knowing that they were taking the same survey twice, which 

might have been a threat to the reliability of the test. 

Limitations of the Study 

One of the limitations of this study was that it was conducted at only one 

university in Saudi Arabia. Another limitation was that the sampling was not randomly 

done. The sample was a convenient sample and the researcher had nothing to do about it.  

One more limitation resulted from the nature of the affective factors. Since all 

psychological factors are intangible, it was difficult to test them directly. It is for this 

reason that, in this study, motivation, attitude and anxiety were interpreted by the scores 

given to them by the participants. 

Research Questions 

Research questions were developed to see if the English programs have affected 

motivation, attitude, and anxiety of  the two groups, how gender and major related to 

these three factors, which of the two groups were more instrumentally and/or 

integratively oriented, and how both groups did in their English courses.  

Question 1. Does the Type of English Program affect studentsô motivation, 

attitude, and anxiety about learning English? 

1. Is there a significant change in learners' motivation before and 

after taking ESP courses?   
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2. Is there a significant change in learners' attitude before and after 

taking ESP courses?   

3. Is there a significant change in learners' anxiety before and after 

taking ESP courses? 

This question was three-fold. Therefore, before it was answered, a correlation test 

was run for all three items. Since the correlation was significant at p value .01, it was 

answered using descriptive statistics followed by MANCOVA. In order to see if there is a 

significant difference between the two groups at post time, a MANCOVA test was run 

with the post values of all three factors as the dependent variables, pre-test values as the 

covariates, and the type of English program as the fixed factor. Then, a repeated measure 

test was run between samples and within samples to see if the change was due to the 

treatment.  

Question 2. Do motivation, attitude, and anxiety of ESP and EGP learners correlate 

with achievement the same way? 

This question was answered by running a Bivariate Correlation Test to see if 

motivation, attitude, and anxiety of the two groups correlate the same with the 

participantsô English final scores. The null hypothesis for this question is: the two final 

scores of the two English groups will not correlate the same way with motivation, 

attitude, and anxiety. 

Question 3. Are there differences in learning achievements of the Foreign 

Language (FL) between ESP and EGP groups?  
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This question was answered by comparing the means of the English final scores 

for both groups using a Two Independent-Samples Test, where English scores were used 

as the test variables and the program type as the grouping variable.   

Question 4. Are there differences in studentsô attitude, motivation, and anxiety by 

demographic variables? 

1. Are there differences in studentsô attitude, motivation, and anxiety 

by gender? 

2. Are there differences in studentsô attitude, motivation, and anxiety 

by major? 

 This question is two-fold. The same procedure was used for both questions. 

Answering the first part, a MANCOVA test was run with the post-test scores of all the 

affective variables as the dependent variables, the pre-test scores as the covariates, and 

gender as the fixed factor. This was followed by a repeated measures test between and 

within samples to measure for the change. The same procedure was followed in 

answering the second half of the question, substituting major instead of gender for the 

fixed factor. 

Question 5: Are ESP learners more instrumentally motivated than EGP learners? 

Question 6: Are EGP learners more integratively motivated than ESP learners? 

Questions 5 and 6 compared the means of the two groups on instrumentality and 

integrative motive to find out which group did better on them. Answering these two 

questions an ANCOVA was used for each variable where the post-test scores were the 
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dependent variables, the pre-test scores the covariate, and the program type as the fixed 

factor. 

In this Chapter, the methodology of the research was explained. The overall 

method of collecting the data was talked about followed with the instrumentation used, 

and the statistical tests that were conducted in analyzing the data. 
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CHAPTER IV 

RESULTS  

Introduction 

An analysis of the research study was done to measure (a) motivation and attitude 

of English learners, (b) anxiety, and (c) demographic factors. This study researched the 

attitude and motivation of male and female students at Jazan University in Saudi Arabia. 

Descriptive statistics were used in reporting frequencies, percentages, means, and 

standard deviations of responses to the survey that measured degree of motivation, 

attitude, and anxiety towards learning English as a foreign language. SPSS for the 

Windows computer-software program was used to analyze the quantitative data. 

Demographic Description 

The following descriptive results define the demographic characteristics of study 

participants. Overall descriptive numbers will be given first, then participants will be 

sorted based on which English program they are taking, their gender, and their major. 

Five hundred and seven participants took part in this study. Table 2 reports the physical 

distribution of participants based on their majors. 
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Table 2 

Number of Participants by Their Majors 

____________________________________________________ 
 

Frequency Percent Valid Percent 

Cumulative 

Percent 

Medical 111 21.9 21.9 21.9 

Engineering 65 12.8 12.8 34.7 

Computing 61 12.0 12.0 46.7 

Business 54 10.7 10.7 57.4 

Community College 99 19.5 19.5 76.9 

English 117 23.1 23.1 100.0 

Total 507 100.0 100.0 
 

 

Tables 3 and 4, respectively, show the distribution of the EGP and the ESP 

participants based on their majors and genders.  

Table 3  

EGP Participants Sorted by Their Majors and Gender 

 

Gender 

Male Female Total 

 Major Business Count 0 54 54 

% within Major .0% 100.0% 100.0% 

Community College Count 53 46 99 

% within Major 53.5% 46.5% 100.0% 

English Count 59 58 117 

% within Major 50.4% 49.6% 100.0% 

Total Count 112 158 270 

% within Major 41.5% 58.5% 100.0% 
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Table 4  

ESP Participants Sorted by Their Majors and Gender 

ESP 

Gender 

Male Female Total 

ESP Major Medical Count 61 50 111 

% within Major 55.0% 45.0% 100.0% 

Engineering Count 65 0 65 

% within Major 100.0% .0% 100.0% 

Computing Count 61 0 61 

% within Major 100.0% .0% 100.0% 

Total Count 187 50 237 

% within Major 78.9% 21.1% 100.0% 

 

As can be seen in Tables 2, 3, and 4, the total number of participants was 507. 

One hundred and eleven students came from the School of Medicine, 65 males came 

from the Engineering School, and 61 male participants came from the Computer 

Engineering School. Fifty-four female participants came from the Business School, 99 

males and females came from the Community College, and 117 males and females came 

from the English Department. 

Research Questions  

This research studied the effect of two English programs on the motivation, 

attitude, and anxiety of Jazan University students. The following questions were 

answered in order to derive the researcherôs conclusion home. 



 

 

 

 

53 

 

 Question 1: Does the type of English program affect studentsô motivation, 

attitude, and anxiety about learning English? 

  1. Is there a significant change in learners' motivation before and 

after taking ESP courses?  

  2. Is there a significant change in learners' attitude before and after 

taking ESP courses?  

  3. Is there a significant change in learners' anxiety before and after 

taking ESP courses? 

Before answering this question, the researcher measured the correlation of all 

three psychological items involved in this question to learn how strongly they are related. 

A Pearson product-moment correlation coefficient was computed on post test scores to 

assess the relationship between motivation, attitude, and anxiety. There was a strong 

positive correlation between motivation and attitude (r = 0.92, p < 0.01); a moderate 

negative relationship between motivation and anxiety (r = -0.65, p < .01); and a slightly 

weaker correlation was found between attitude and anxiety (r= -.703, p <.01). The 

correlation values show that increases in motivation correlated with increases in attitude. 

There were also moderate negative correlations between anxiety on one side, and 

motivation and attitude on the other side. Increases in anxiety resulted in decreases in 

motivation and attitude. Based on the strong correlation between all items, the researcher 

ran a MANCOVA test when testing these three factors. 
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A one-way multivariate analysis of covariance (MANCOVA) was conducted to 

determine the effect of program type of the two English programs (ESP and EGP) on the 

three dependent variables (motivation, attitude, and anxiety) with the pre-test scores of 

the three dependent variables as the covariate. There was a significant difference between 

the groups on all three dependent variables taken together after adjusting for the groupsô 

means at testing time-1 with F (3, 500) = 17.71, p< .01. The multivariate Ǽ2
  
was .096. 

An analysis of covariance (ANCOVA) on the dependent variables was conducted 

as a follow-up test to the MANCOVA. Using the Bonferroni method, each ANCOVA 

was tested at .016 levels. The ANCOVA on all factors were significant with F (1, 502) = 

20.48, p< .01, 
 
Ǽ

2
 = .04 for post-motivation, 

  
F (1, 502) = 21.25, p< .01, 

 
Ǽ

2
 = .041 for post 

language anxiety, and F (1, 502) = 44.32, p< .01, 
 
Ǽ

2
 = .08 for attitude.  In order to know 

if the difference between the two English groups at post-test was due to the treatment or 

not, a two-way within-subject, and between-subjects analysis of variance was conducted 

to evaluate the effect of the program type on the affective factorsô level. The dependent 

variables were the three affective factorsô rating of 1 to 5, taken one at a time. The three 

affective factors were tested one at a time as the within-subject factors on the two levels 

of pre and post, when the between-subject factor was the program type (i.e., ESP/EGP).  

The changes in motivation and anxiety were not found to be significant; however, there 

was a significant change within the two groups on attitude, with F (1, 505) = 9.27, p 

=.002, Ǽ
2
.  (see Table 5). 
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Table 5 

Change Significance of Motivation, Attitude, and Anxiety Within the Same Group 

____________________________________________________________________ 

Source df F Sig. 

Partial Eta 

Squared 

Motivation  Sphericity Assumed 1 .158 .691 .000 

Greenhouse-Geisser 1.000 .158 .691 .000 

Huynh-Feldt 1.000 .158 .691 .000 

Lower-bound 1.000 .158 .691 .000 

Anxiety  Sphericity Assumed 1 5.264 .022 .010 

Greenhouse-Geisser 1.000 5.264 .022 .010 

Huynh-Feldt 1.000 5.264 .022 .010 

Lower-bound 1.000 5.264 .022 .010 

Attitude  Sphericity Assumed 1 9.277 .002* .018 

Greenhouse-Geisser 1.000 9.277 .002* .018 

Huynh-Feldt 1.000 9.277 .002* .018 

Lower-bound 1.000 9.277 .002* .018 

*. Change is significant at the 0.016 level. 

 

The significance change in attitude was a negative one. Participants ended up 

having lower level of attitude towards learning English compared to the mean of their 



 

 

 

 

56 

 

attitude at the pretest time. The ESP group ended up having a significantly less positive 

attitude towards learning English compared to the EGP group (see Table 6). 
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Table 6 

Pre-test and Post-test Attitude Means for Both Groups 

______________________________________________________ 
 

EGP/E

SP Mean Std. Deviation N 

Pre Attitiudes Toward 

Learning 

EGP 3.8667 .47017 270 

ESP 3.4211 .66586 237 

Total 3.6584 .61142 507 

Post Attitudes Towards 

Learning 

EGP 3.6632 .48047 270 

ESP 3.0764 .68799 237 

Total 3.3889 .65527 507 

 

 

 Question 2: Do motivation, attitude, and anxiety of ESP and EGP learners 

correlate with achievement the same way? 

Answering this question, the data were split on EGP and ESP. A Pearson product-

moment correlation coefficient was then computed to assess the relationship between 

motivation, attitude, anxiety, and English final scores. EGPôs affective factors correlated 

with English final scores higher than the ESP group, with r = .239, p < 0.01 for attitude, r 

= .235, p < .01, for motivation and negatively correlated with anxiety, with r = -.15, and p 

< .05.  As for the ESP group, there was only one significant negative correlation between 

anxiety and English final score, with r = -.147, p < .05. Table 7 compares the correlation 

means for the ESP and EGP groups. 
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Table 7 

Correlation between the Affective Factors and the EGP and ESP Participantsô English 

Scores 

  ESP English 

Score 

EGP English 

Score 

Post Attitudes Towards 

Learning 

Pearson Correlation .062 .239
**  

Sig. (2-tailed) .339 .000 

N 237 270 

Post Language Anxiety Pearson Correlation -.147
* -.152

* 

Sig. (2-tailed) .024 .012 

N 237 270 

Post Motivation Pearson Correlation .044 .235
**  

Sig. (2-tailed) .502 .000 

N 237 270 

English Score Pearson Correlation 1.000 1.000 

Sig. (2-tailed)   

N 237.000 270.000 

**. Correlation is significant at the 0.01 level (2-tailed). 
 

*. Correlation is significant at the 0.05 level (2-tailed). 
 

    

 

 Question 3: Are there differences in learning achievements of English as a 

foreign language between the ESP and EGP groups? 

An independent-samples t-test was conducted to compare final scores in English 

for the EGP and ESP groups. There was a significant difference in the scores for EGP 

(M=57.83, SD=25.605) and ESP (M=71.56, SD=17.063) groups; t (505) = -7.005, p < 
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0.01. These results suggest that the ESP group scored significantly better on English final 

exams than EGP group. 

 Question 4: Are there differences in studentsô attitude, motivation, and anxiety 

by demographic variables? 

  1. Are there differences in studentsô attitude, motivation, and anxiety 

by major? 

  2. Are there differences in studentsô attitude, motivation, and anxiety 

by gender? 

In order to see if there were differences in studentsô attitude, motivation, and 

anxiety by their majors and gender, the two demographic factors were tested, one at a 

time. 

A one-way multivariate analysis of covariance (MANCOVA) was conducted to 

determine if there were differences in studentsô affective factors by major. The post-

scores of students on motivation, attitude, and anxiety were the dependent variables. The 

participantsô major was used as the fixed factor, and the pre-scores of the same factors 

were used as the covariates. Significant differences were found among different 

dependent variables on different measures, e.g., Wilksô Lambda ȿ = 27.1, F (15, 1369) = 

.488, P < .01. The Multivariate Ǽ
2 
based on Wilksô Lambda ȿ was quite strong, .213. 

An analysis of covariance (ANCOVA) on the dependent variables was conducted 

as follow-up tests to the MANCOVA. Using the Bonferroni method, each ANCOVA was 

tested at the .016 level of significance. The ANCOVA on the post-motivation scores was 
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significant with F(5,498) = 61.33, p< .016, Ǽ
2 
= .38, with F(5,498) = 33, p< .016, Ǽ

2 
= .25 

for post-language anxiety. Post attitude was significant, too, with F(5,498) = 81.8, p< 

.016, Ǽ
2 
= .45. 

A two-way within-subject analysis of variance was conducted to see if there was a 

significant difference between pre-scores and post-scores of each affective factor at a 

time.  The within-subject change of motivation*major was negatively significant with F 

(5,501) = 4.14 .36, p < .016. The same negative significant change was seen on attitude 

*major with F (5,501) = 6.194, p < .016. Anxiety also went up significantly by majors 

with F (5,501) = 10.42, p < .016. This meant that attitude and motivation wend 

significantly down within majors, and anxiety went up. (see Table 8). 
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Tests of Within-Subjects Effects of the Affective Factors by Participants Majors 

Source Mean Square F Sig. Partial Eta Squared 

Motivation * 

major 

Sphericity Assumed .668 4.137 .001 .040 

Greenhouse-Geisser .668 4.137 .001 .040 

Huynh-Feldt .668 4.137 .001 .040 

Lower-bound .668 4.137 .001 .040 

Anxiety * major Sphericity Assumed 1.919 10.424 .000 .094 

Greenhouse-Geisser 1.919 10.424 .000 .094 

Huynh-Feldt 1.919 10.424 .000 .094 

Lower-bound 1.919 10.424 .000 .094 

Attitude * major Sphericity Assumed .812 6.194 .000 .058 

Greenhouse-Geisser .812 6.194 .000 .058 

Huynh-Feldt .812 6.194 .000 .058 

Lower-bound .812 6.194 .000 .058 

 

The overall means and standard deviations of the three affective factors showed 

the direction of the change. Table 9 shows that clearly. 

Table 9 

Means and Standard Deviation Values of Pre and Post Affective Factors 
______________________________________________________________________ 

 N Mean Std. Deviation 

Pre-Motivation 507 3.6577 .64887 

Post Motivation 507 3.5660 .62884 

Pre Language Anxiety 507 2.9668 .58143 

Post Language Anxiety 507 3.0179 .58635 

Pre Attitiudes Toward Learning 507 3.6584 .61142 

Post Attitudes Towards Learning 507 3.3889 .65527 

Valid N (listwise) 507 
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The same procedure was followed when testing how the dependent variables 

changed based on the subjectsô gender. A one-way multivariate analysis of covariance 

(MANCOVA) was conducted to determine if there were differences in studentsô affective 

factors by gender. The post-scores of students on motivation, attitude, and anxiety were 

the dependent variables; gender was the fixed factor, and the pre-scores of the same 

factors were the covariates. Significant differences were found among different 

dependent variables on different measures F (3, 500) = 19.9. P < .01. The Multivariate Ǽ
2  

was.11. 

An analysis of covariance (ANCOVA) on the dependent variables was conducted 

as follow-up tests to the MANCOVA. Using the Bonferroni method, each ANCOVA was 

tested at the .016 level of significance. The ANCOVA on the post-motivation scores was 

significant with F (1,502) = 30.5, p< .016, Ǽ
2 
= .057, significant for the post attitude with 

F (1,502) = 44.7, p< .016, Ǽ
2 
= .08, and language anxiety was not significant, with 

F(1,502) = .34, p > .016, Ǽ
2 
= .001. Across gender there was a significant decrease on 

both attitude and motivation but not on anxiety. 

A two-way within-subject analysis of variance was conducted to see if there were 

significant differences between pre-scores and post-scores of one affective factor at a 

time.  The within-subject change of motivation* gender was not significant at F (5,501) = 

.87, p >.016; however, attitude decreases significantly with F (5,501) = 1.7, p < .016. 

Anxiety did not change significantly by gender with F (5,501) = 10.42, p < .016.  

 Question 5: Are ESP learners more instrumentally motivated than EGP 

learners?  
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A one-way analysis of covariance was conducted to measure the difference in the 

means of each groupsô scores on instrumentality. The program type was used as the fixed 

factor, instrumentality pre-scores were the covariate, and the post-scores  

were used as the dependent variables. The two groups were significantly different on 

instrumentality, with F (1,504) = 27, p < .01. The EGP group was found to be more 

instrumentally oriented than the ESP group, with an ( M = 3.9, and SD = .59) compared 

to ( M= 3.6 and SD = .59). 

 Question 6: Are EGP learners more integratively motivated than ESP learners? 

 The same one-way analysis of covariance was conducted to measure the 

difference in the means of the scores each group has on integrative motive. The program 

type was used as the fixed factor. Integrative pre-scores were the covariate, and the post-

scores were used as the dependent variables. The two groups were significantly different 

on integrativeness, with F (1,504) = 27.8, p < .01. The EGP group was found to be more 

integratively oriented than the ESP group, with an (M = 3.96, and SD = .59) compared to 

(M= 3.5 and SD = .59). 

Hypotheses 

The researcher predicted four hypotheses in this study, based on the findings of 

most of the previous studies and what was suggested by the literature on ESP. The 

hypotheses and the null hypotheses were: 

H1. Learners of English for Specific Purposes, after taking ESP courses, are more 

motivated than Learners of English for General Purposes after taking EGP 
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courses.  The null hypothesis for this hypothesis was H0: Learners of English for 

Specific Purposes, after taking ESP courses, are not more motivated than Learners 

of English for General Purposes after taking EGP courses. 

H2. Learners of English for Specific Purposes, after taking ESP courses, are having 

more attitudes toward learning English than Learners of English for General 

Purposes after taking EGP courses. ESP learnersô attitude, after taking ESP 

courses, will increase more than EGP learnersô attitude after taking EGP courses. 

The null hypothesis for this hypothesis was H0: ESP learnersô attitude will not 

increase more than EGP learnersô attitude after taking English courses. 

H3. ESP learners are more instrumentally motivated than EGP learners. The null 

hypothesis for this hypothesis was H0: ESP learners are not more instrumentally 

motivated than EGP learners. 

H4. There is a relationship between studentsô major, gender, and their level of attitude 

and motivation. The null hypothesis for this hypothesis was H0: There is no 

relationship between studentsô major, gender, and their level of attitude and 

motivation. 

Hypothesis 1  

 The first null hypothesis stated that towards the end of the program the ESP group 

will not have a more significant change in motivation compared to the EGP group. The 

researcher tried to reject this null hypothesis at P = .016 level of significance. Based on 
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what the researcher has found on question one there  were no significant change in 

motivation. The researcher failed to reject the null hypothesis. 

Hypothesis 2 

 The second null hypothesis stated that, after taking the ESP courses, the ESP 

learnersô attitude will not increase better than the EGP learnersô attitude. The researcher 

tried to reject this null hypothesis at P = .016 level of significance. Based on what the 

researcher found on question one, there was a negative significant change in attitude 

between the two groups, with the ESP groupôs mean of attitude going down more. Both 

groups were expected to have higher means in attitude at the post-test than at the pre-test, 

but that was not the case here. The researcher failed to reject the null hypothesis at p < 

.016. 

Hypothesis 3 

 The third null hypothesis stated that the ESP learners are not more instrumentally 

motivated than the EGP learners. The researcher tried to reject this null hypothesis at P = 

.05 level of significance. Based on what was found about question five, the researcher 

failed to reject the null hypothesis. The EGP group ended up having a higher instrumental 

motive.  

Hypothesis 4 

 The fourth null hypothesis stated that there is no relationship between studentsô 

major, gender and their level of attitude and motivation. The researcher tried and 
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succeeded in rejecting this null hypothesis at P = .016 level of significance. There were 

significant changes in attitude and motivation based on the participantsô major. 

Summary 

This chapter presented the results of the analyses of the data, answers to all the 

questions, and judgments about the hypotheses. All six questions of the study focused on 

the change in motivation, attitude, and anxiety of the ESP group compared to the EGP 

group and how this change related to the participantsô achievements, major, and gender. 

For the first question, MANCOVA and repeated measures were used to compare 

the differences between the two groups (i.e., ESP and EGP) at the beginning and at the 

end of the study. While statistical differences appeared between the two groups both 

before and after the intervention, not all three affective factors were found to change 

significantly within the same group.  

The second question looked into how the affective factors of the two groups 

correlated to their scores on the English final test. Results of the correlation test showed 

that the motivation, attitude, and anxiety of the EGP group correlated more to the English 

final scores than did the ESP group. There was only one significant correlation between 

anxiety and the final score on the English test for the ESP group. 

The third question tested for the mean of the achievement of the two groups. A t-

test was done and the ESP group was found to achieve significantly better on the final 

English test than the EGP group. 
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The fourth question related to the differences between motivation, anxiety, and 

attitude based on the participantsô major and gender. There were significant changes on 

all three affective factors when the participants were grouped by their majors. Attitude 

and motivation went significantly down across majors from time 1 to time 2. Regarding 

gender, there was only one significant change. Femalesô anxiety was higher at time 2 

compared to time 1. 

Finally, for questions five and six, ANCOVA were used to find out which of the 

two groups were more instrumentally, integratively motivated. In both questions, the 

EGP group was found to be more integratively and instrumentally motivated compared to 

the ESP group. 
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CHAPTER V 

DISCUSSION 

Introduction 

This chapter presents an overall summary of the study. The purpose of the study, 

research questions, method used, and the findings will be all touched on briefly. In 

addition, a discussion of the findings, recommendations, and implications of this study 

are detailed in this chapter. 

The main goal of this study was to compare and examine motivation, attitude, and 

anxiety of two groups of students. at Jazan University in Saudi Arabia, who were 

studying English either for specific purposes or for general purposes. The studyôs aim 

was to discover which of the two groups had significant changes in motivation, anxiety, 

and attitude when compared to the other group.  The study also examined the correlation 

between these three affective factors and the participantsô achievement in English. In 

addition, participants were grouped by major and gender to see if there were any 

significant differences in motivation, attitude, anxiety by gender and major.  

The following research questions were addressed in this study: 

 1. Does the type of English program affect studentsô motivation, attitude, and 

anxiety about learning English? 

  a. Is there a significant change on learners' motivation before and 

after taking ESP courses?  
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  b. Is there a significant change on learners' attitude before and after 

taking ESP courses?  

  c. Is there a significant change on learners' anxiety before and after 

taking ESP courses? 

 2. Do motivation, attitude, and anxiety of ESP and EGP learners correlate 

with achievement the same way? 

 3. Are there differences in learning achievements of English as a foreign 

language between the ESP and EGP groups? 

 4. Are there differences in studentsô attitude, motivation, and anxiety by 

demographic variables? 

a. Are there differences in studentsô attitude, motivation, and anxiety 

by major? 

b. Are there differences in studentsô attitude, motivation, and anxiety 

by gender? 

 5. Are ESP learners more instrumentally motivated than EGP learners? 

 6. Are EGP learners more integratively motivated than ESP learners? 

In this study, the participants (N = 507) were university students from Jazan 

University, Saudi Arabia. The instrumentation used to gather the data was an adapted 

version of Gardnerôs (1985) IAMTB, plus three demographic questions. The IAMTB 

tested the participants on five scales: motivation, attitude, anxiety, instrumentality, and 

integrative motive. 
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Summary of the Results 

The findings of this study can be summarized as follows: 

1. There were no within-subject significant changes in motivation, attitude, and 

anxiety at post-test, when the English program was used as the fixed factor, 

except for the ESP groupôs attitude, which ended up significantly lower than 

the attitude of the EGP group. 

2.  The achievement in English correlated more with the attitude, motivation, 

and anxiety of the EGP group. Attitude and motivation correlated positively, 

and anxiety correlated negatively. As for the ESP group, there was only one 

negative correlation, between anxiety and achievement with (r= -.147, p <.05). 

3. There was a significant difference in the scores for the EGP (M=57.83, 

SD=25.605) and the ESP (M=71.56, SD=17.063) groups: t (505) = -7.005, p < 

0.01. The ESP group achieved significantly better on English final exams. 

with (M=57.83, SD=25.605), compared to the EGP group. with (M=71.56, 

SD=17.063). 

4. Attitude, motivation, and anxiety within the same gender did not change 

significantly from the pre-test time to the post-test time, except that the males 

ended up with a lower attitude, with (M= 3.15, SD= .46), compared to the 

femalesô attitude with (M= 3.72, SD= .52). When the two means of the males 

and the females were compared, it was obvious that females are more 

motivated. 
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5. Across majors there were significant differences on all three affective factors. 

The motivation of Computer Sciences and Business Administration increased 

by the end of the program. The motivation in the rest of the majors went 

down. Anxiety was an issue for students in Medicine, Engineering, and 

Computer Sciences. It increased in all of these majors. Attitude in all majors 

ended up less than it had begun. 

6. The EGP group was more instrumentally (M = 3.9, and SD = .59) and 

integratively (M = 3.96, and SD = .59) motivated than the ESP group, with an 

instrumentality (M = 3.6 and SD = .59), and integrative (M= 3.5 and SD = 

.59) motive. 

Discussion of the Results 

 As mentioned above, the main purpose of this study was to measure the effect of 

the type of English program on the motivation, attitude, and anxiety of the L2 learners at 

Jazan University.   

Discussion of Research Question 1 

 Research Question 1 concerned significant changes on learners' motivation, 

attitude, and anxiety before and after taking ESP courses. As seen from the responses of 

participants, both groups had quite high attitude and motivation at the beginning of the 

experiment. The EGP group had numbers of  (M= 3.8 and SD= .5; M= 2.8 and SD= .49; 

and M= 3.8, SD= .47) for motivation, anxiety, and attitude, respectively. The affective 

factorsô means and standard deviations for the ESP group were also quite high, with (M= 
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3.3 and SD= .69; M= 3.1 and SD= .63; and M= 3.4, SD= .66) for motivation, anxiety and 

attitude respectively. The ESP group started lower on motivation and attitude, and higher 

on anxiety. Both groups ended with lower means of motivation and attitude, and higher 

means of anxiety. There was one significant change found between the times of the pre-

test and post-test in the attitude of the ESP group, which went down from (3.4, SD= .66) 

to (M= 3, SD= .68). This finding was not consistent with the basic logic of ESP that 

learners have higher attitude when learning what they want. Alansari and Lori (1999) 

tested two homogeneous college groups and found strong correlations between what 

students study and their level of attitude. Students majoring in English achieve higher on 

motivation and attitude toward learning language than students from different majors, 

such as Arabic and theology. 

This unexpected result can be justified by the nature of the curriculum, teacher-

student relation, and weekly academic load. The ESP program at Jazan University was 

not designed specifically for Jazan students and, according to Keller (1983), motivation is 

the sum of the choices people make about which experiences or goals they approach or 

avoid, and the degree of effort they will exert in this respect. The ESP participants in this 

study lacked the chance to make any choices in terms of what they really wanted to learn 

because no need analyses were made for them prior to the beginning of the academic 

year. The university adopted textbooks like English for Medicine and English for 

Computing and started teaching them to these two majors. 

The ESP groupôs numbers went down significantly on attitude toward learning 

language. This scale consisted of 20 items on the IAMTB. Ten items were on teachersô 



 

 

 

 

73 

 

evaluation and the other ten were on course evaluation. By comparing the means of the 

two scales for the two groups it was found that: 

1. The ESP group gave the lowest two scores to the course evaluation and 

the teacher evaluation, with (M= 2.9 and SD= .64; and M=3.2 and 

SD=.84), respectively. 

2. There is a big difference between the mean of teachersô evaluation 

between the EGP group (M=3.8 and SD= .71) and the ESP group (M=3.2 

and SD=.84). 

Why did the ESP participants give such low scores to their teachers compared to 

the EGP participants? Teachers at Jazan University are doctors, lecturers or Teacher 

Assistants (TA) with B.A degrees. Most of the TAs for the last two years came from 

India, Pakistan, and Bangladesh. They did not speak the participantsô L1 at all, they did 

not know the culture, and they were not even from a similar culture. Most of the non-

Arabic-speaking staff members were directed to teach at the Medicine School, Computer 

Sciences, and Engineering in order to create English classes where Arabic is not used. 

According to Dornyei and Skehan (2003), good English teaching requires an 

understanding of the individual differences among learners, such as age, gender, aptitude, 

motivation, anxiety, and culture. Lacking enough knowledge of the participantsô culture 

could be one of the reasons why the ESP group evaluated the teachers so low. Absence of 

L1 usage inside the classroom might have been one of the reasons that the ESP students 

ended with lower attitude than the EGP students. The fact is that only the Arab teachers 

spoke, and used Arabic in their classes when that was needed. The Indians, Pakistani, and 
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Bangladeshi teachers could not do so. From the learnersô side, this was a loss in the 

teachersô quality. In her study, Al-nofaie (2010) found that 86% of her sample preferred 

the use of Arabic by their teachers when learning new vocabulary. Finally, the 

interrelationship between the teacher and the students might have played a significant 

role in causing attitude to go down. Healthy interrelationships between teachers and their 

students must be present if the students are to be engaged and learn (Brekelmans, 

Wubbels, & den Brok, 2002). In many cases witnessed by the researcher, such teachers 

failed to put their classes to work. The students were distracted from the learning process 

by loud talking, late arrivals to classes with noisy entrances, and, in some cases, talking 

back to the teachers in Arabic, which made the whole class start laughing. Many teachers 

came to the researcher complaining about not knowing what, or how, to control the class 

and make the students sit and focus on learning. 

In addition to what was discussed above, the researcher thinks part of the low 

attitude of the ESP learners was due to the stereotype most of the learners have about the 

Bangladeshi and Indian teachers. Although the researcher has no evidentiary proof of 

that, it might be a valid reason. Most of the laborers in Saudi Arabia come from these two 

countries, as well as some other countries. This fact, to some extent, creates, in the minds 

of most youth in their twenties, the stereotype that anyone who comes from these 

countries is a laborer. This possible stereotype was reflected in many aspects, and 

witnessed by the researcher while he was there. In many cases, some of the teachers came 

to the researcher asking for help and advice on how to control the class and deal with the 

students in a good way. During finals week, two staff members came to the researcher 
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with ethical issues with some of the students. The students seem to make fun and joke in 

Arabic while the teachers were observing the test. One of the students even refused to 

follow the instructions given to him. When the researcher advised him to follow the 

instructions given by the test supervisor, he answered, ñA worker is not going to tell me 

what I should do.ò  

On the University Forum, many good students complained about the distractions 

that occurred in the English classes, and how this hindered them from having a good 

chance to learn English. The studentsô lack of acceptance of these teachers forced the 

recruiting committee to hire more teachers from the USA, Canada, and Arab Countries 

lately. 

Discussion of Research Questions 2 and 3 

Research Questions 2 and 3 concerned the correlation of the affective factors and 

the achievement of the two groups (ESP and EGP) on language learning. The correlation 

of the participantsô attitude, motivation and anxiety with their achievements were 

considered in these two questions. The second question looked at the correlation of the 

affective factors with the mean of the final score of each group, and the third question 

compared the means of the achievement of the two groups to see if this correlation was 

reflected in the learnersô final score. 

The results of the data analysis indicated that the EGP groupôs affective factors 

correlated with English final scores higher than those of the ESP group. In fact, for the 

ESP group there was only one significant negative correlation between anxiety and 
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English final score. This correlation was not reflected in the final achievement of the two 

groups. The ESP group ended achieving better than the EGP group when the means of 

the English final-test score for the two groups were compared. 

The lack of reflection for the correlation between the affective factors and the 

learnersô achievement is not consistent with the studies by Gardner and Lambert ( 1972), 

Lalonde and Gardner (1985), and Gardner (2006). In all these studies, L2 learning 

achievement correlated highly with the affective factors. The higher the correlation, the 

better the language-learning achievement was. 

Why did the ESP group achieve better although they had lower affective factors? 

The answer to this question can be found in the sum of many different things happening 

here. First, part of the justification for this question comes from the nature of the students 

for both groups.  The ESP group is more capable of learning better compared to the EGP 

group. By comparing the overall Qiyas test score (i.e., Saudi SAT) the ESP group had a 

mean score of 72, compared to 65 for the EGP group. Second, .47% of the ESP group 

was from the Medicine School. All medical students have to maintain at least a 4- out of 

a 5-point GPA in their freshman year to keep studying Medicine; otherwise, they will be 

directed to other majors. English is taught in the freshman year, so they have to get good 

grades on English to raise their GPA.  

Third, limiting the affective factors to only motivation, integrative motive, 

instrumentality, attitude, and anxiety might have caused some other relevant 

psychological factors to be neglected. That is why a good justification for why the ESP 

groupôs affective factors did not correlate with achievement in a strong way similar to the 
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EGP. The justification might come from studentsô efficacy, goal-settings, and 

expectancies which are not accounted for by the IAMTB. Oxford and Shearin (1994) 

stated that it is too general to dissect motivation into intrinsic and extrinsic motives or to 

integrative, instrumental, and motivation. If the source of the real motives of the learners 

is to be determined, then goal settings should be one of the components because it plays 

an exceptionally important role in stimulating the motivation of the L2 learners. By 

promoting effort and increasing persistence, goals, self-efficacy, and expectancies affect 

the performance of the language learners. This happens because goals direct the 

individualôs attention toward actions that might relate to the goals themselves. That goes 

with what Van Lier (1996) meant when he said that Motivation is the sum of  our past 

experiences, the present joy of what we are doing, and future goals we are setting for 

ourselves. 

Discussion of Research Question 4 

Research Question 4 concerns the differences in studentsô attitude, motivation, 

and anxiety by their major and gender. By asking this question, the researcher wanted to 

assess the relationship between the gender and major of the participants and their 

motivation, attitude, and anxiety, in order to see if these two independent variables 

contribute to the attitude, motivation and anxiety of the participants.  The results showed 

that there were significant differences in motivation, attitude, and anxiety between 

different majors. This result was supported by the work of Alansari and Lori (1999) 

where two homogeneous groups of college-level students were tested on integrative 
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motivation, instrumental motivation, and attitude. They found that the affective factors 

had a strong correlation with studentsô majors. English-major students had a stronger 

attitude and motivation compared to students majoring in Arabic when it came to English 

learning. Also, Malallah (2000) investigated the attitude of three groups of students in 

Kuwait: science students, Arabic students, and Islamic students. Malallah found that there 

was a positive correlation between attitude towards language learning and studentsô 

majors, with science students having the highest score on the attitude scale, followed by 

Arabic students, then by Islamic students.  

As for gender, there were significant differences in motivation, attitude, and 

anxiety based on the gender of the participants. Females had higher motivation and 

attitude and lower anxiety compared to the males. This was consistent with what Abuï

Rabia (1997) found when he studied the correlation between gender and attitude, 

motivation, and anxiety. The participants in this study came from Arab male and female 

immigrants in Canada. They were tested on the AMTB. Females were found to have 

higher attitude compared to males toward learning the language. This is also consistent 

with what Bilaniuk (2003) found in his study that investigated 2000 teachers, high school 

students, university students, and researchers with a questionnaire to see how attitude and 

gender correlate with one another. 

Discussion of Research Questions 5 and 6 

Research Questions 5 and 6 concerned ESP learnersô instrumentality and 

integrative motive compared to EGP learners. Both groups were asked to respond to 14 



 

 

 

 

79 

 

items that gauged the instrumentality and integrative motive of the two groups. The EGP 

group was found to be more instrumentally and integratively motivated than the ESP 

group. Part of this might result from the overall decrease the ESP group had on their 

attitude, which, in turn, affected their overall responses to all other affective variables 

because of the high correlation between these factors.  

Conclusion 

This research explored the attitude, motivation, and anxiety of two groups 

learning English as a foreign language at Jazan University in Saudi Arabia. The 

University is a new one, and both programs are still growing and far from being mature. 

This research is not a research-development (RD) in nature. It is for that reason the 

researcher did not present any solution for how to change things or what might need to be 

revised in order that these two programs help the learners to learn to their utmost and 

benefit to their fullest capacities. 

The findings of this research showed that there were significant differences 

between EGP and ESP students in terms of their motivation, attitude, and anxiety. The 

EGP group had higher means on motivation and attitude, and lower means on anxiety, 

and the programs did not help increase any of this groupôs affective factors. Contrary to 

this, the attitude of the ESP students decreased significantly by the end of the semester. 

Participants were found to have significant differences on motivation, attitude, and 

anxiety when sorted by major and gender. Females had higher motivation, and attitude, 

and lower anxiety when compared to males. The affective factors correlate well with the 



 

 

 

 

80 

 

final grades of the EGP group measured by the final score they had on English, although 

this was not the case for the ESP group. Finally, the EGP group were found to be more 

instrumentally and integratively motivated than the ESP group. 

Recommendations for Further Research 

1. It is recommended that this study be repeated at different universities in Saudi 

Arabia to create a more comprehensive idea of the roles of attitude, 

motivation, anxiety, gender, and major in language learning and achievement. 

2. It is recommended that evaluative studies be conducted to examine the 

effectiveness of the currently offered English program at Jazan University. 

3. It is recommended that this study be repeated with one change to the 

methodology to have a better control over teachers and the nature of the final 

English test. This can be done by conducting the same study with two groups 

who are taught by the same teacher, and the final English score will be 

measured by the same standardized test for both groups. 

4. It is recommended that the same study be repeated following a mixed 

methodology instead of being using a quantitative one. The mixed method 

helps with understanding the real reasons that participants end up with 

decreased attitudes and higher anxiety. 
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Limitations 

This study has some limitations that might affect the findings. These limitations 

are: 

1. The sample was a convenient sample. There was no control by the researcher 

on assigning participants to groups, and the assignment was not randomly 

done. This might affect the validity of the study. 

2. It was hard for the researcher to have more female participants in the ESP 

group, in which there was only one female group compared to three female 

groups in the EGP group. 

3. It is hard to separate psychological aspects from one another because they are 

intangible. For the purpose of this study, motivation, attitude, anxiety, 

instrumentality, and integrative motive are defined based on the scores of the 

participants on the IAMTB. 

4. By adopting Gardnerôs AMTB, there might be other affective factors which 

that might have been neglected when testing for the affective factors. 

 

 

 

 



 

 

 

 

82 

 

REFERENCES 

   

 

Akyel, A., & Yalcin, E. (1991). Principles Involved in Writing an ESP Textbook for 

Turkish Policemen. Journal of Human Sciences, 10(2), 1-25. 

Alcaraz Varó, E. (2000). El ingles profesional y académico. Madrid: Alianza Editorial. 

 

Alderson, C.J. and Urquhart, A.H (eds). (1984) Reading in a Foreign Language. London. 

Longman. pp. 231ð249. 

. 

Alhuqbani, M. (2005). "A survey of the English language needs of police officers in 

Saudi Arabia."  Proceedings of Imam Muhammad Bin Saud University 

Conference on Languages and Translations: Realty and aspiration. 

 
Al-Jarf, Reima (1994). An ESP Program Model For Graduate Students At King Saud 

University Based On Thei r Academic And Occupational Needs. King Saud 

University Journal: Educational Sciences, 6, 1, 67 -95  

Al -Khatib, M. (2005). "English in the workplace: An analysis of the communicative 

needs of tourism and banking personnel."  Asian EFL Journal, 7, 2 article 11. 

Retrieved from http://www.asian-efl-journal.com/June_05_akh.php. 

Allen, J.P., & Widdowson, H.G. (1974). Teaching the communicative use of English. 

International Review of Applied Linguistics XII (I),  

Allen, J.P.B. and H.G. Widdowson (eds). (1974) English in Focus O x f o rd : Oxford University 

Press. 

 

Alnasari, Saif, H. & A.R. Lori. "Motivational and Attitudinal variables in foreign 

language learning: A comparative study of two leaning groups."  Journal of King 

Saudi University: Arts and Sciences, Vol. 11, (1999), 23-38. 

Al-nofaie, H. (2010).  The Attitudes of  Teachers and Students towards Using Arabic in EFL 

Classrooms in Saudi Public Schools: A Case Study. Novitas-ROYAL Research on Youth 

and Language) 2010, 4 (1), 64-95. 

 

Ana, B. V., (2008) English For Specific Purposes: Stidies for Classroom Development and 

Implication. IBERICA, 16, 183-200. 

Barber, C. L. (1962). Some Measurable Characteristics of Modern Scientific Prose in Swales 

(ed.),(1985).  

http://www.asian-efl-journal.com/June_05_akh.php


 

 

 

 

83 

 

Basturkmen, H. (2006). Ideas and options in English for specific purposes. Lawrence Erlbaum 

Associates, Inc. 

Belcher, D. D. (2006). English for Specific Purposes: Teaching to Percieved Needs and Imagnied 

Futures in World of Work, Study, and Everyday Life. TESOL Quarterly , 40 (1), 133-156. 

Bloor, M. (1986). English for Specific Purposes: The Preservation of the Species. English for 

Specific Purposes Journal , 17 (1), 47-66. 

Borg, S. (2006). Teacher Cognition and Langauge Education: Research and Practice. London: 

Continuum. Cambridge University Press. 

Brekelmans, M., Wubbels, Th., & Brok, P. den (2002). Teacher experience and the teacher-

student relationship in the classroom environment. In S. C. Goh & M. S. Khine (Eds.), 

Studies in educational learning environments: an international perspective (pp.73-100). 

Singapore: New World Scientific. 

 

Chambers, F. (1980). A re-evaluation of needs analysis in ESP. English for Specific Purposes , 1 

(1), 25-33. 

Chitravelu, N. (1980). English for Special Purposes. in ELT Document 107 . 

Clément, R., Dörnyei, Z., & Noels, K.,A.  "Motivation, self-confidence, and group 

cohesion in the foreign language."  Language Learning, Vol. 3, (1994),  473-284. 

Cruickshank, D. W. (1983). The Theory and Practice of Teaching English for Specific Purposes. 

Urban Language Labratory, Champiagn: University of Illinois. 

Dehrab, B. (2002). A Study of Code-Switching in Four English for Specific Purposes (ESP) 

Classrooms at the College of Business in Kuwait. (Doctoral Dissertation, The Ohio State 

Univeristy). 

Dornyei, Z., & Skehan, P. (2003). Individual Differences in Second Language Learning. In C.J. 

Doughty & M. H. Long (Eds.), the Handbook of Second Language Acquisition. Malden, 

MA: Blackwell Publishing. 

Dudley-Evans, A. and M.J. St. John. (1998) Developments in English for specific Purposes: A 

multidisciplanary approach. Cambridge: Cambridge University Press. 

 

Edwards. (1984). Second Language Acquisition Through Subject Matter Learning: A Study of 

Sheltered Psychology Classes. Canadian Modern Language Review , 4 (2), 268-288. 

Eherman, M. E. & Oxford, R. L. (1990). Adult Language Learning Styles and Strategies in an 

Intensive Training Setting. Modern Language Journal, 74 (3), 311-327. 



 

 

 

 

84 

 

Eherman, M. E. & Oxford, R. L. (1995). Cognition Plus: Correlated of Language Learning 

Success. Modern Language Journal, 79 (1), 67-89. 

Ewer, J.R., & Lattore, G.A. (1969). Course in basic scientific English. Longman. 

Gardner, R. C. (2001) Integrative Motivation: Past, Present, And Future. Unpublished Manuscript, 

London, Canada. 

Gardner, R. C. (2006). The socio-educational model of seconsd language acquisition: A 

research paradigm. In S. H. Foster-Cohen, M. Medved Krajnovic, & J. Mihaljevic 

Djigunovic (Eds.), EUROSLA Yearbook, 6, Amsterdam, John Benjamins 

Publishing Company. 

 

Gardner, R. C., & Lambert, W. E. (1972). Attitudes and motivation in second language learning. 

Rowley, Mass.: Newbury House. 

Gardner, R. C., & Lysynchuk, L. M. (1990). "The role of aptitude, attitudes, motivation 

and language use on second language acquisition and retention."  Canadian 

Journal of Behavioral Science, Vol.  22, 254-270. 

Gardner, R. C., & P. D. Maclntyre. (1991). "An instrumental motivation language study: 

Who says it isn't effective?"  Studies in Second Language Acquisition, Vol. 13, 

No. (1), 57-72. 

Gardner, R.C. (1985).  "Language attitudes and language learning." In E.B. Ryan, and H. 

Gills (Eds.), Attitudes towards language variation).  London:  Edward Arlond, 

pp.132-147. 

Gieve, S., & Clark, R. (2005). The Chinese Approach to Learning: Cutural Traitor Situated 

Response? The Case of a Self-Directed Learning Program. System , 33 (2), 261-276. 

Grellet, F., Developing Reading Skills, Cambridge University Press, 1981. 

Halliday, M.A., McIntosh, A., & Strevens, P. (1964). The linguistic science and language 

teaching, London, Longman. 

Harding, K. (2007). English for Specific Purposes: Resource Book for Teachers. (A. Maley, Ed.) 

Oxford. 

Herbert, A. J. (1965). The Structure of Technical English. London: Longman. 

Howatt, A. P. (1984). A History of English Language Teaching. Oxford University Press. 

Hutchinson, T., & Waters, A. (1987). English for specific purposes: A learning-centred approach. 

Cambridge. Cambridge University Press. 



 

 

 

 

85 

 

Jeannot, M. (2004). A Reader Reacts to Anne Anne Lazaraton's "Incidental Displays of Cultural 

Knowledge in the Nonnative-English-speaking Teacher's Classroom". TESOL Quarterly , 

38 (2), 325-330. 

Jin, L., & Cortazzi, M. (1998). Dimensions of Dialogue: Large Classes in China. International 

Journal of Educational Research , 29 (8), 739-761. 

Johns, A. M. (1991). English For Specific Purposes (ESP). Teaching English as a Second or a 

Foriegn Language. , 67-77. 

Johns, A. M. (2002). Genre in the Classroom. Mahwah, NJ: Lawrence Erlbaum Associates. 

Jordan, R. (1997). English for Academic Purposes: A Guide and Resource Book for Teachers. 

Cambridge University Press. 

Jose, C. P. (2002). Ingles Para Quimica E Ingenieria Quimica. Barcelona: Ariel. 

Kaylani, C., (1996) The Influence of Gender and Motivation on EFL Learning Strategy Use in 

Jordan. In R.L. Oxford (Eds.), Language Learning Strategies Around the World: Cross-

Cultural Perspective (pp. 75-88). Honolulu: University of Hawaii, Second Language 

Teaching and Curriculum Center. 

Keller, J. M. (1983). Motivational design of instruction. In C. M. Reigeluth (Ed.), 

Instructional Design Theories and Models (pp 386-433). Hillsdale, NJ: Erlbaum. 

 

Kubota, R. (2001). Discursive Construction of the Images of U.S. Classrooms. TESOL Quarterly , 

35 (1), 9-38. 

Lalonde, R. N., & Gardner, R. C. (1985). On the predictive validity of the 

Attitude/Motivation Test Battery. Journal of Multilingual and Multicultural 

Development, 6, 403-412. 

Littlewood, W. (2001). Students' Attitudes to Classroom English Learning: Across Cultural Study. 

Language Teaching Research , 5 (1), 9-38. 

Malallah, Seham. (2000)."English in an Arabic Environment: Current Attitudes to 

English among Kuwait University Students." International Journal of Bilingual 

Education and Bilingualism, Vol. 3, No. (1), , 19-43. 

Mantle-Bromley, Corinne, & Raymond B. Miller. (1991). "Effect of multicultural lessons 

on attitudes of students of Spanish."  The Modern Language Journal, Vol. 75, 

418- 427. 

Masgoret, A.-M., Bernaus, M., & Gardner, R. C. (2001). Examining the role of attitudes and 

motivation outside of the formal classroom: A test of the mini-AMTB for children. In Z. 

Dörnyei & R. Schmidt (Eds.), Motivation and second language acquisition. Honolulu, 19 



 

 

 

 

86 

 

HI: The University of Hawaii, Second Language Teaching & Curriculum Center, pp. 281-

295. 

Mosallem, E. A. (1984). English for Police Officers in Egypt. ESP Journal, 3(2), 171-81. 

Munby, J. (1978). Communicative Syllabus Design. Cambridge: Cambridge Universirty Press. 

Nuttall, C. (1982). Teaching Reading Skills in a Foreign Language. Heinmann. 

Oller, J., Alan, J., Hudson, & P. Liu.  "Attitudes and attained proficiency in ESL: A 

sociolinguistic study of native speakers of Chinese in the United States."  

Language Learning, Vol. 27, (1977), 1-27. 

 

Orr, T. (2002). English for Specific Purposes: Case Studies in TESOL Practice Series. (J. Burton, 

Ed.) Teachers of English to Speakers of Other Languages,Inc. 

Oxford, R. L. (1992). Who Are Our Students? A synthesis of Foreign and Second Language 

Research on Individual Differences. TESL Canada Journal, 9 (2), 30-49. 

Oxford, R. L. (1996). New pathways of language learning motivation. In R. L. Oxford (Ed.), 

Language Learning Motivation: Pathways to the New Century (Technical Report No. 11, 

Honolulu: University of Hawaiôi Second Language Teaching and Curriculum Center, 1-8. 

Oxford, R. L., & Shearin, J. (1994). Language Learning Motivation: Expanding the Theoritical 

Framework. The Modern Language Journal, 78 (1), 12-28. pages. ISBN 978-849828-

149-1. 

Robinson, P. (1980). ESP (English for Specific Purposes). Pergamon. 

Robinson, P. (1991). ESP Today: a Practitionerôs Guide. Hemel Hempstead. London, Prentice 

Hall International . 

Rodgers, C. (1969). Freedom to Learn. Merill. 

Rubin, J. (1975). What the Good Language Learners Can Teach Us. TESOL Quarterly, 9 (1), 41-

51. 

Rueda, R. & Chen, C.-Y, B. (2005). Assessing Motivational Factors in Foreign Language 

Learning: Cultural Variation in Key Constructs. Educational Assessment, 10 (3), 209-229. 

Sajida, Z., (2006) English for Specific Purposes: Implication in Medication. (Eds.) JCPSP, 17 (1), 

1-2. 

Savington, S.J. (1983). Communicative competence: Theory and Classroom Practice.   , MA: 

Addison-Wesley. 



 

 

 

 

87 

 

Savnes, Bjorg. (1987).  "Motivation and cultural distance in second language 

acquisition." Language Learning, Vol. 37, No. (3), 342-59. 

Scarcella, R. & Oxford, R. (1992) The Tapestry of Language Learning: The Individual in the 

Communicative Classroom. Boston: Heinle. 

Schleppergrell, M., & Bowman, B. (1986). ESP: Teaching English for Specific Purposes. (ERIC 

Document Reproduction Service no. ED274218). 

Selinker, L., & Trimble, L. (1976). Scientific and Technical Writing: The Choice of Tense in 

English. Teaching Forum , 14 (4). 

Strevens, P. (1988). ESP after twenty years: A re-appraisal. In M. Tickoo (Ed.), ESP: 

State of the Art (pp. 1-13). Singapore: SEAMEO Regional Centre. 

Suleiman, Mohammoud F. (1993).  A study of Arab students' motivation and attitudes for 

learning English as a foreign language.  ERIC, ED 392279. 

Swales, J. (1985). Episodes in ESP. Oxford: Pergamon. 

Swales, J. M. (1977). Writing scientific English. London: Nelson. 

Swales, J.M. (1988). Episodes in ESP. Hemel Hempstead: Prentice Hall International. 

Swales, J.M. (2004). Genre Analysis: English in Academic and Research Settings (tenth ed.). (M. 

H. Richard, Ed.) Cambridge University Press. 

Tony Dudley-Evans, M. J. (2002). Developments in English for specific purposes: a multi-

disciplinary approach (4 ed.). Cambridge University Press. 

Torres (eds). Cádiz: Servicio de Publicaciones de la Universidad de Cádiz, 2007. 262 

Van Lier, L. (1996). Interaction in the language curriculum: awareness, autonomy, and 

authenticity. London:Longman. 

 

West, R. (1994). Needs analysis in Language Teaching. Language Teaching Abstracts , 1-19. 

Widdowson, H. G. (1983). Learning Purpose and Language Use. Oxford: Oxford University 

Press. 

Widdowson, H.G. (1987). "English for specific purposes: Criteria for course design."  In 

Michael H., & Jack C. Richards (Eds.), Methodology in TESOL: A 



 

 

 

 

88 

 

APPENDICES 

Appendix (A) 

Requesting Gardnerôs Permission to Use the IAMTB. 

 

 

 

 

 

-----Original Message----- 

From: bhhmm 

Sent: Tue 6/2/2009 2:31 PM 

To: gardner@uwo.ca 

Cc: bhhmm 

Subject: asking for your permission! 

 

 

Dear Dr. Gardner, 

 

My name is Barakat Makrami. I am working on my dissertation at the school of 

education at the University of Kansas. I am trying to compare the motivation of two 

groups of Saudi university students on learning English. I came across your Battery, the 

Attitude/Motivation Test Battery (1985), and I am thinking of using it to measure their 

motivation. 

 

I would appreciate it, if you will allow me to use your instrument in my research. 

 

Thanks in advance 

 

 

 

 

 

mailto:gardner@uwo.ca
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Appendix (B) 

Gardnersô Approval on Using the IAMTB 

 

-----Original Message----- 

From: R.C. Gardner [mailto:gardner@uwo.ca] 

Sent: Tue 6/2/2009 3:49 PM 

To: bhhmm 

Subject: Re: asking for your permission! 

Dear Barakat Makrami: 

   You have my permission to use the AMTB for your study.  I recommend 

the one referred to as the International version of the AMTB in my 

webpage (see address in my signature file below).   I would suggest too 

that you look at the article entitled "Gardner & Lambert (1959): Fifty 

years and counting" to see how we currently use the test.  When we use 

it, we adapt it to the language and setting in which the research is 

being conducted.  This would suggest that to get the most information, 

you translate the items to the language of the respondents.  Of course, 

to do this accurately, you should make use of translation and back 

translation to ensure that the scales are comparable.  For research, we 

then calculate the internal consistency reliability of the scales. 

 

Sincerely,  R. C. Gardner 

 

 

 

 

 

mailto:gardner@uwo.ca
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Appendix (C ) 

Human Subjectsô Approval 
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Appendix (D) 

Consent Form in English 

 

 

 

 

 

CONSENT STATEMENT 

 

Motivation and Attitude of Saudi Universityôs Learners of English for Specific 

Purposes 

  

INTRODUCTION 

The Department of Curriculum and Instructions at the University of Kansas supports the 

practice of protection for human subjects participating in research.  The following 

information is provided for you to decide whether you wish to participate in the present 

study.  You may refuse to sign this form and not participate in this study.  You should be 

aware that even if you agree to participate, you are free to withdraw at any time.  If you 

do withdraw from this study, it will not affect your relationship with this unit, the 

services it may provide to you, or Jazan University. 

 

PURPOSE OF THE STUDY 

This study aims at investigating whether the English for Specific Purposes program at 

Jazan University is motivating Saudi Learners of English as a Foreign Language more 

than the General English Programs or not. 

 

Approved by the Human Subjects Committee University of 

Kansas, Lawrence Campus (HSCL).  Approval expires one year 

from 3/23/2010. HSCL #1861 5 
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PROCEDURES 

At the beginning of the semester male and female students at Jazan University will be 

asked to take part in answering the Attitude/Motivation Test Battery created by Gardner 

(1985). Being a participant in this study, you  will be asked to answer,  at the beginning 

of the semester, they survey,  then towards the end of the semester you  will be asked to 

take the same questionnaire for the second time.  The questionnaire will be given to you 

in Arabic and you will be only asked to choose on a Likert scale from one to five to 

reflect your attitude towards the statements you will be reading. The survey has three 

demographic questions about your major, sex and you student ID number. The survey has 

76 statements on it. It will take you about 15 to 20 minutes to finish it. 

  

RISKS    

This study will cause no risk to any participants and it will be conducted during classes 

during classes. 

BENEFITS 

You will be volunteering to participate in this study. And you may not gain any direct 

benefit from the researcher.  

 

PARTICIPANT CONFIDENTIALITY 

Your name will not be associated in any way with the information collected about you or 

with the research findings from this study.  The researcherwill use a study number or a 

pseudonym instead of your name.  The researchers will not share information about you 

unless required by law or unless you give written permission.    

 

Permission granted on this date to use and disclose your information remains in effect 

indefinitely.  By signing this form you give permission for the use and disclosure of your 

information for purposes of this study at any time in the future. 
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REFUSAL TO SIGN CONSENT AND AUTHORIZATION 

You are not required to sign this Consent and Authorization form and you may refuse to 

do so without affecting your right to any services you are receiving or may receive from 

Jazan University or to participate in any programs or events of Jazan University.  

However, if you refuse to sign, you cannot participate in this study. 

 

CANCELLING THIS CONSENT AND AUTHORIZATION 

You may withdraw your consent to participate in this study at any time.  You also have 

the right to cancel your permission to use and disclose information collected about you, 

in writing, at any time, by sending your written request to Barakat Makrami.  If you 

cancel permission to use your information, the researchers will stop collecting additional 

information about you.  However, the research team may use and disclose information 

that was gathered before they received your cancellation, as described above.  

 

PARTICIPANT CERTIFICATION: 

I have read this Consent and Authorization form. I have had the opportunity to ask, and I 

have received answers to, any questions I had regarding the study.  I understand that if I 

have any additional questions about my rights as a research participant, I may contact the 

researcher, or write to the Human Subjects Committee Lawrence Campus (HSCL), 

University of Kansas, 2385 Irving Hill Road, Lawrence, Kansas   66045-7563, or email 

mdenning@ku.edu.  

 

I agree to take part in this study as a research participant.  By my signature I affirm that I 

have received a copy of this Consent and Authorization form.  

_______________________________         _____________________ 

           Type/Print Participant's Name   Date 

 

 _________________________________________    

mailto:mdenning@ku.edu
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                               Participant's Signature 

 

 

 

Researcher Contact Information 

 

Barakat Makrami                                     

Ph. D. Candidater                         

Teaching & Leadership.                           

University of Kansas                                                       

bhhmm@hotmail.com 

 

 

 

 

 

 

 

mailto:bhhmm@hotmail.com
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Appendix (E) 

English Survey 

 

  

 

Following are a number of statements with which some people agree and others disagree. 

There are no right or wrong answers since many people have different opinions. I would 

like you to indicate your opinion about each statement by marking (ã ) the alternative 

next to it which best indicates the extent to which you disagree or agree with that 

statement. 

Following is a sample item. Tick the alternative next to the statement which best 

indicates your feeling. 

No. Statement Strongly 

Disagree 

1 

Disagree 

2 

Neutral 

3 

Agree 

4 

Strongly 

Agree 

5 

1- Saudi national soccer team is 

better than Omani national 

soccer team. 

     

 

In answering this question, you should have ticked one of the above alternatives 

in the empty space beneath the alternative that best matches your opinion. Some people 

might choose Strongly Disagree, other would choose agree, and still others would choose 

strongly agree. Which one you choose would indicate your own feelings based on 

everything you know and have heard. Note, there is no right or wrong answer. All that is 

important is that you indicate your own feeling. 

Please give your immediate reactions to each of the following items. Donôt waste 

time thinking about each statement. Give your immediate feeling after reading each 
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statement. On the other hand, please do not be careless, as it is important that the 

researcher obtains your true feelings. 
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What do you think of the following statements? 

No. Statement Strongly 

Disagree 

1 

Disagree 

 

2 

Neutral 

 

3 

Agree 

 

4 

Strongly 

Agree 

5 

1 I wish I could speak 

many foreign 

languages perfectly. 

 

     

2 I look forward to 

going to class 

because my English 

teacher is so good. 

     

3 I donôt pay much 

attention to the 

feedback I receive in 

my English class. 

 

     

4 I donôt get anxious 

when I have to 

answer a question in 

my English class. 

 

     

5 My English class is 

really a waste of time 

     

6 Learning English is 

really great. 

 

     

7 If Saudi Arabia had 

no contact with 

English-speaking 

countries, it would be 

a great loss. 

 

     

8 Studying English is 

important because it 

will allow me to be 

more at ease with 

people who speak 

English. 
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9 I donôt think my 

English teacher is 

very good 

     

10 I have a strong desire 

to know all aspects of 

English. 

 

     

11 I would get nervous 

if I had to speak 

English to a tourist. 

 

     

12 Studying foreign 

languages is not 

enjoyable. 

 

     

13 I would rather spend 

more time in my 

English class and less 

in other classes 

     

14 I make a point of 

trying to understand 

all the English I see 

and hear. 

 

     

15 Studying English is 

important because I 

will need it for my 

career. 

 

     

16 I never feel quite sure 

of myself when I am 

speaking in our 

English class. 

 

     

17 My English teacher is 

better than any of my 

other teachers 

     

18 Knowing English 

isnôt really an 

important goal in my 
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life. 

 

19 I hate English. 

 

     

20 I feel very much at 

ease when I have to 

speak English. 

 

     

21 I think my English 

class is boring. 

     

22 I wish I could read 

newspapers and 

magazines in many 

foreign languages. 

 

     

23 I donôt bother 

checking my 

assignments when I 

get them back from 

my English teacher. 

 

     

24 The less I see of my 

English teacher, the 

better. 

     

25 I feel confident when 

asked to speak in my 

English class. 

 

     

26 I really enjoy 

learning English. 

 

     

27 I enjoy the activities 

of our English class 

much more than 

those of my other 

classes. 

     

28 Most native English 

speakers are so 

friendly and easy to 

get along with, we 

are fortunate to have 

them as friends. 
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29 Studying English is 

important because it 

will allow me to meet 

and converse with 

more and varied 

people. 

 

     

30 My English teacher 

has a dynamic and 

interesting teaching 

style. 

     

31 If it were up to me, I 

would spend all of 

my time learning 

English. 

 

     

32 Speaking English 

anywhere makes me 

feel worried. 

 

     

33 To be honest, I really 

have little interest in 

my English class. 

     

34 I really have no 

interest in foreign 

languages. 

 

     

35 I keep up to date with 

English by working 

on it almost every 

day. 

 

     

36 My English teacher is 

one of the least 

pleasant people I 

know. 

     

37 Studying English is 

important because it 

will make me more 

educated. 
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38 It embarrasses me to 

volunteer answers in 

our English class. 

 

     

39 I sometimes 

daydream about 

dropping English. 

 

     

40 I like my English 

class so much, I look 

forward to studying 

more English in the 

future. 

     

41 I would rather spend 

my time on subjects 

other than English. 

 

     

42 It doesnôt bother me 

at all to speak 

English. 

 

     

43 My English teacher is 

a great source of 

inspiration to me. 

     

44 I wish I could have 

many native English 

speaking friends. 

 

     

45 I would really like to 

learn many foreign 

languages. 

 

     

46 To be honest, I donôt 

like my English class. 

     

47 I put off my English 

homework as much 

as possible. 

 

     

48 English is a very 

important part of the 
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school program. 

 

49 I would prefer to 

have a different 

English teacher. 

     

50 Native English 

speakers are very 

sociable and kind. 

 

     

51 Studying English is 

important because it 

will enable me to 

better understand and 

appreciate the 

English way of life. 

 

     

52 I look forward to the 

time I spend in 

English class. 

     

53 I want to learn 

English so well that it 

will become natural 

to me. 

 

     

54 Native English 

speakers have much 

to be proud about 

because they have 

given the world much 

of value. 

 

     

55 I really like my 

English teacher. 

     

56 It would bother me if 

I had to speak 

English on the 

telephone. 

 

     

57 It is not important for 

us to learn foreign 

languages. 
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58  I am calm whenever 

I have to speak in my 

English class. 

 

     

59 When I have a 

problem 

understanding 

something in my 

English class, I 

always ask my 

teacher for help. 

 

     

60 I have a hard time 

thinking of anything 

positive about my 

English class. 

     

61 Studying English is 

important because it 

will be useful in 

getting a good job. 

 

     

62 It worries me that 

other students in my 

class seem to speak 

English better than I 

do. 

 

     

63 Iôm losing any desire 

I ever had to know 

English. 

 

     

64 My English teacher 

doesnôt present 

materials in an 

interesting way. 

     

65 Learning English is a 

waste of time. 

 

     

66 English is one of my 

favorite courses. 

     

67 I would feel quite 

relaxed if I had to 
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give street directions 

in English. 

 

68 If I planned to stay in 

another country, I 

would try to learn 

their language. 

 

     

69 I tend to give up and 

not pay attention 

when I donôt 

understand my 

English teacherôs 

explanation of 

something. 

 

     

70 I donôt understand 

why other students 

feel nervous about 

speaking English in 

class. 

 

     

71 I plan to learn as 

much English as 

possible. 

 

     

72 I would like to know 

more native English 

speakers. 

 

     

73 Studying English is 

important because I 

will be able to 

interact more easily 

with speakers of 

English. 

 

     

74 I would like to learn 

as much English as 

possible. 

 

     

75 I would feel      
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uncomfortable 

speaking English 

anywhere outside the 

classroom 

 

76 Most foreign 

languages sound 

crude and harsh. 

 

     

77 I really work hard to 

learn English. 

 

     

78 Studying English is 

important because 

other people will 

respect me more if I 

know English. 

 

     

79- I get nervous when I 

am speaking in my 

English class. 

 

     

80 To be honest, I really 

have no desire to 

learn English. 

 

     

81 I think that learning 

English is dull. 

 

     

82 I would feel 

comfortable speaking 

English where both 

Saudi and English 

speakerswere 

present. 

 

     

83 I enjoy meeting 

people who speak 

foreign languages. 

 

     

84 I canôt be bothered 

trying to understand 
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the more complex 

aspects of English. 

 

85 Students who claim 

they get nervous in 

English classes are 

just making excuses. 

 

     

86 I love learning 

English. 

 

     

87 The more I get to 

know native English 

speakers, the more I 

like them. 

 

     

88 I wish I were fluent 

in English. 

 

     

89 I feel anxious if 

someone asks me 

something in English. 

 

     

90 I would rather see a 

TV program dubbed 

into our language 

than in its own 

language with 

subtitles. 

 

     

91 When I am studying 

English, I ignore 

distractions and pay 

attention to my task. 

 

     

92 I am sometimes 

anxious that the other 

students in class will 

laugh at me when I 

speak English. 

 

     

93 I havenôt any great      
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wish to learn more 

than the basics of 

English. 

94 When I leave school, 

I will give up the 

study of English 

because I am not 

interested in it. 

     

95 I would feel calm and 

sure of myself if I 

had to order a meal in 

English. 

     

96 You can always trust 

native English 

speakers. 
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Appendix (F) 

Arabic Survey Cover Letter 
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