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Chapter Overview 

This chapter takes a theoretical approach to exploring connections between Gardner’s integrative 

motivation and Seligman’s PERMA framework of well-being. The integrative motive is a well-

known approach to conceptualizing motivation in second language acquisition. PERMA, 

encompassing positive emotion, engagement, relationships, meaning and accomplishment, is 

also well known in the domain of positive psychology as a basis for understanding happiness and 

well-being. Our analysis demonstrates that Gardner’s integrative motive and the PERMA 

framework share at least three key attributes. The first notable attribute is that each theory 

reflects a multidimensional collection of cohesive, mutually-reinforcing elements that function 

together to create a unified and meaningful whole. Second, both place strong value on research 

support and empirical testing of relationships. Finally, both are applied outside educational 

contexts. We propose a testable hypothesis concerning the relative contributions of each PERMA 

dimension to each of integrativeness, attitudes towards the learning situation and motivation. The 

chapter concludes with three specific research propositions for empirically testing the 

relationship between integrative motivation and PERMA. 
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Extending Gardner’s Socio-Educational Model to Learner Well-Being: Research 

Propositions Linking Integrative Motivation and PERMA Theory 

In this chapter, we take a theoretical approach to examining connections between 

Gardner’s work with integrative motivation (IntegM) and the recently developed field of positive 

psychology, specifically Seligman’s PERMA framework of well-being, which encompasses 

positive emotion, engagement, relationships, meaning and accomplishment (Seligman, 2011).1 

Positive psychology is being advanced as a source of novel research topics in language learning, 

foreign-, second- or target-language (collectively TL) acquisition (MacIntyre, 2016). A close 

examination of Gardner’s work shows that multiple connections between positive psychology 

and the socio-educational model (SE model) are possible. Although Gardner and Lambert’s 

(1959) original work predates the introduction of positive psychology by some 40 years 

(Seligman & Csikszentmihalyi, 2000), Gardner’s approach is remarkably consistent with both 

the principles and approach taken by positive psychology in general (see Peterson, 2006), an 

approach quickly gaining recognition for potential applications in second language acquisition 

(SLA) (Gabryś-Barker & Gałajda, 2016; MacIntyre et al., 2016; 2019). In outlining connections 

between Gardner’s core concept of IntegM and Seligman’s more general PERMA framework of 

well-being, we will limit our discussion to those two theories, but we certainly acknowledge that 

researchers have examined concepts such as motivation, engagement, attitudes, relationships, 

meaning, etc., from many other perspectives. Within the confines of PERMA and IntegM, this 

chapter works towards research propositions that may lead to future developments in the theory 

 
1 Recent online articles suggest that physical vitality be added as the sixth dimension of PERMA 

(PERMA-V). See: http://positivepsychologynews.com/news/elaine-obrien/2014111930383. 
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and practice of language learning motivation. The chapter is organized to address the following 

topics: (1) background of the SE model and related work by Clément and others; (2) background 

of positive psychology; (3) components of PERMA; (4) how components from Gardner’s model 

overlap with PERMA or incorporate positive psychology concepts; and (5) research propositions 

that might serve as directions for specific studies in the future. 

At its outset, the SE model of TL learning (Gardner, 1985) replaced a relatively context-

free, aptitude/intelligence focus on learning with a theory that integrated affective variables and 

the surrounding learning milieu, including the intercultural context. According to MacIntyre 

(2010: 375), it arose in a time in history  

when animal learning models (e.g. instincts) or ‘cold cognition’ (i.e. without contribution 

from emotion) dominated discussions of motivation in psychology. By considering the 

multiple social, cognitive, and affective forces that produce both linguistic and non-

linguistic outcomes that feedback on each other, the socio-educational model could 

plausibly be proposed in the current zeitgeist as a brand new way to do research.  

In an era when theories of language were dominated by behaviourist, and later by 

cognitive approaches, Gardner seamlessly combined affective variables with a focus on attitudes 

as well as emotional and behavioral components into his conceptual framework. Whereas today’s 

applied linguists often recognize the dynamism of multiple interacting variables in TL 

acquisition (Dörnyei et al., 2015), such was not the case during most of Gardner’s career. His 

individual differences research, recognizing both approach and avoidance processes emerging 

from the cultural milieu, positive and negative attitudes, motivation and anxiety, was cutting 

edge for an extended period. Furthermore, Gardner’s SE model placed the learning context – 

including both formal and informal learning – front and centre. Gardner’s model includes 
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attitudes and motivation, situation-specific language anxiety, stable personal traits and identity 

processes, and the context in which emotions and character traits play out – including the 

language classroom and the social milieu. That approach led to decades of research that has 

examined the emotional, affective and contextual components at play during TL acquisition. 

Richard Clément, one of Gardner’s long-time collaborators, elaborated the SE model with 

a focus on the social context of language learning and a strong emphasis on psychological 

differences between being part of a linguistic majority versus minority group (see Rubenfeld & 

Clément, this volume). Clément’s (1980, 1986) socio-contextual model, an adaptation and 

extension of Gardner’s socio-educational model, examined adjustment and identity during the 

development and use of a TL. Clément proposed a primary motivational process particularly 

prominent among minority group members learning the language of a majority group, wherein 

IntegM exists in tension with fear of assimilation, which is a process that might bring the loss of 

one’s native language and identity. Individuals learning a TL can have negative orientations 

towards the TL community when they feel their native language and identity are under threat. 

This fear can lower motivation to learn the TL, and lead to less competence when using it 

(Rubenfeld & Clément, this volume). Clément proposed a secondary motivational process, 

reflecting a tension between developing linguistic competence and the anxiety associated with 

communicating in the TL, jointly labelled L2 confidence. Clément et al. (2001) showed that 

while experiencing identity incongruity as a result of discrimination, those who have L2 

confidence are able to show resilience, as it buffers the discrimination and the impact of stress. 

The relationship between potentially adverse mental or psychological states and 

learning/speaking a TL has been a topic of interest for several decades. Damji et al. (1996) 

studied how identity affects psychological adjustment. They examined the level and variability of 
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identification among 259 Anglophone students and found that when identity was not stable 

across situations, those identified as exclusively Anglophones tended to experience lower self-

esteem as well as higher levels of stress and depression. Another recent study focusing on the 

relationship between stress and TL learning has shown that stress levels increase for those who 

demonstrate linguistic biases while in the face of intergroup threat (Sampasivam et al., 2018). 

Language anxiety, a potentially strong adverse reaction to language learning/use, has 

been widely studied (Dewaele & MacIntyre, 2014), generating a rich research tradition of its 

own (Horwitz & Young, 1991; Gkonou et al., 2017). Originally, however, this approach began as 

part of the work on the SE model which incorporated the notion that attitudes underpin 

motivation (Gardner, 1985). Both Horwitz et al. (1986) and Gardner (1985) argued convincingly 

that the conceptualization and measurement of anxiety in SLA had to be oriented around the 

concept of an emotional reaction to language situations. Gardner (1985: 34) suggested that ‘a 

construct of anxiety which is not general but instead is specific to the language acquisition 

context is related to second language achievement’. Language anxiety has been associated with 

lower willingness to communicate (WTC) in a TL (MacIntyre et al., 2003) as well as lower 

perceived TL competence (Clément, 1986; MacIntyre, 2017). The arousal of anxiety may be a 

signal that well-being is potentially under threat. 

Although language anxiety has developed its own research tradition independent of the 

SE model, other emotions have not been as widely studied. Although major TL motivation 

models such as Gardner’s (1985, 2010) integrative motive have mentioned both positive and 

negative emotions, the emphasis on positive emotions as focal concepts has been noticeably 

lacking. However, recent research has concentrated on the role of  
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positive emotions in SLA, largely inspired by work in positive psychology (Dörnyei & Ryan, 

2015; Dewaele et al., 2017; Gabryś-Barker & Gałajda, 2016; MacIntyre & Vincze, 2017; 

MacIntyre et al., 2016, 2019).  

Positive Psychology and the Socio-Educational Model 

Positive psychology, a relatively new subfield of psychology, was founded around the 

turn of the century. Seligman (1998) argued that the majority of scientific research in psychology 

had not given sufficient attention to the examination of human well-being and that which made 

people flourish, instead focusing heavily on a disease- and disorder-oriented model of human 

nature that characterized people as ‘flawed and fragile’ and as ‘victims’ in need of remedies and 

therapies (Peterson, 2006: 5). Positive psychology was presented as a means to address this 

imbalance; rather than concentrating on weakness, positive psychologists concentrate on 

studying strength.  

According to Seligman and Csikszentmihalyi (2000), positive psychology’s foundation 

rests on three pillars: positive subjective experiences (such as happiness and gratitude), positive 

individual traits (including character strengths and values) and positive institutions (for example, 

families and schools). The authors suggested that institutions can encourage the promotion and 

presentation of positive traits, which lead to positive subjective experience; the three pillars are 

interconnected (Park & Peterson, 2003). In their seminal article, Seligman and Csikszentmihalyi 

(2000: 5) state: 

(t)he field of positive psychology at the subjective level is about valued subjective 

experiences; well-being, contentment, and satisfaction (in the past); hope and optimism 

(for the future); and flow and happiness (in the present). At the individual level, it is 
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about positive individual traits; the capacity for love and vocation, courage, interpersonal 

skill, aesthetic sensibility, perseverance, forgiveness, originality, future mindedness, 

spirituality, high talent, and wisdom. At the group level, it is about the civic virtues and 

the institutions that move individuals toward better citizenship: responsibility, nurturance, 

altruism, civility, moderation, tolerance, and work ethic. 

Gardner’s (1985) SE model reflects the three pillars of positive psychology in significant 

ways. With respect to the first pillar, subjective experience, Gardner and Lambert (1959) first 

demonstrated that affective variables are relevant in SLA, in addition to aptitude and intelligence, 

as elements that promote language learning success. These and subsequent findings paved the 

way for the social-psychological approach to investigating SLA, with a focus on affective 

variables. The SE model (1985) merged affective and cognitive influences in one motivational 

paradigm and unveiled an exclusively human drive for language learning (MacIntyre, 2010). 

Gardner (1985) made specific mention of variables such as ‘attitudes’, ‘aptitude’, ‘personality’, 

‘field dependence’, ‘sociability’, ‘anxiety’ and ‘empathy’, among others – all of which would 

later be addressed by positive psychologists. 

Gardner’s (1985, 2010) SE model and positive psychology theories such as Seligman’s 

(2011) PERMA also share a concern for factors that facilitate success. One of the variables 

emphasized by both perspectives is ‘persistence’. Gardner (2010: 202) gave it particular 

prominence: 

Integrative motivation facilitates second language acquisition because it supports the 

persistence so important to develop proficiency in a second language, it accounts for 

active searching to find opportunities to use and strengthen the language, it provides the 

affective backdrop to make other-language contacts enjoyable and satisfying, etc. 
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That is to say, for Gardner, a successful language learner exhibits numerous affective 

features made up of a flexible and accepting orientation towards the TL group: positive attitudes 

towards the language learning circumstances and elevated motivation. A learner showing each of 

these features can be described as ‘integratively motivated’ (Gardner, 2010: 202), and it is this 

integrative motivation that sustains the behavioural persistence necessary to improve language 

proficiency.  

Likewise, for positive psychologists, persistence and related concepts such as 

perseverance, grit, buoyancy and resiliency play a prominent role in the second pillar of positive 

psychology: individual traits and strengths. Peterson and Seligman (2004: 229) defined 

persistence as the ‘voluntary continuation of a goal-directed action in spite of obstacles, 

difficulties, or discouragement’, which was listed as one of the character strengths in the values 

in action (VIA) classification of ubiquitously valued individual character strengths (Peterson, 

2006). The VIA classification identifies 24 cross-culturally valued character strengths, including 

persistence, that have received considerable research support (see Niemiec, 2013; Park & 

Peterson, 2009; Park et al., 2004, 2006). 

 Positive psychology’s third pillar, positive institutions, recognizes that ‘people and 

experiences are embedded in a social context’ (Seligman & Csikszentmihalyi, 2000: 8), and that 

institutions, similar to the individuals who populate them, possess unique, multidimensional and 

dynamic personalities. At a broad level, positive psychology advocates that institutions be 

structured in ways that facilitate individuals working towards maximizing their potential, acting 

upon their strengths and values, and exhibiting those such as accountability, nurturance, 

selflessness, respect, temperance, patience and integrity, among others (Gillham & Seligman, 
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1999; Seligman & Csikszentmihalyi, 2000). Beyond institutions lies the cultural context that 

creates and sustains their operations.  

Gardner raised contextualization to a point of prominence in his SE model, specifically 

highlighting the learning context and the social/cultural milieu that creates it. The learning 

context is comprised of formal settings, in particular the classrooms and schools where 

instruction is provided, and informal contexts where language can be used or experienced in 

authentic settings such as a workplace, local coffee shop or in media use. Gardner’s model deals 

most directly with structured classroom instruction. He suggested that, contingent upon context, 

the impact of individual differences factors vary with context. Intelligence and aptitude play a 

stronger role in formal learning contexts, with weaker influence in informal settings (Gardner, 

1985). However, evidence suggested that situational anxiety and motivation exert an impact 

within both settings (Gardner, 2010). The social/cultural milieu in which an individual is living 

influences their beliefs about the TL culture and language, feeding into the motivational process 

which alters the perception of the milieu. As actions of the individual operate to change the 

context (Ushioda, this volume), a feedback loop in the larger system is created (see Gardner & 

MacIntyre, 1993). This cycle implies a complexity of interacting factors, and positive 

psychologists also avoid inferring strict causal directions, preferring to use terms such as 

‘facilitate’ to describe the interconnected ways in which variables influence each other (Peterson, 

2006: 20). Similarly, Gardner (2010: 20) noted that ‘(w)hen dealing with the relationships among 

individual difference variables, the issue of cause and effect is in the eyes of the beholder. The 

direction can never be demonstrated unequivocally’. 

There are substantial parallels between Gardner’s approach in developing the SE model 

and the work Seligman and others have done in positive psychology, but the breadth of the two 
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approaches differs. Whereas the three pillars of positive psychology were directed toward 

developing a widely applicable framework for scientifically studying the strengths that enable 

individuals and communities to thrive, the SE model was much more limited in its context. 

According to Gardner (2005: 237):  

it provides a fundamental research paradigm to investigate the role of attitudes and 

motivation in learning another language. This is a general theoretical model designed 

explicitly for the language learning situation and is applicable to both foreign and second 

language learning contexts. 

Keeping in mind both the similarities and differences in the foci, the remainder of this chapter 

will examine connections between Gardner’s SE model and a more general framework for well-

being – the PERMA framework (Seligman, 2011), one of the most widely accepted examples of 

positive psychology theorizing.  

PERMA 

Seligman’s PERMA framework represents the five core elements that foster one’s ability 

to flourish, which are: positive emotions, engagement, relationships, meaning and 

accomplishments. Each of these elements may be pursed for their own reasons and can be 

defined and measured independently of one another (Seligman, 2011). According to Seligman, 

these elements are the building blocks to a life full of happiness, meaning and fulfillment. Thus, 

it is important that we not only have an understanding of each of these elements, but also that we 

learn how to develop and strengthen them in ourselves and others. 

Positive Emotions 
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Experiencing positive emotions can lead to numerous social, physical and psychological 

benefits (Fredrickson, 2001). However, individuals need to experience these positive emotions 

beyond a mere smile – well-being means having the capability to be optimistic in viewing the 

past, present and the future. Those who enjoy life are more likely to persevere and be creative in 

finding alternative solutions to life’s challenges.  

Fredrickson’s (2001, 2013) broaden-and-build theory is a prime example of research 

showing the advantages of positive emotions. This theory suggests that experiencing positive 

emotions broadens individuals’ awareness of their surroundings and motivates a range of novel 

thought-action repertoires. This broadened perspective leads to the building of skills and 

psychological, intellectual, physical and social resources (e.g. knowledge, relationships), which 

will then be available for future use. In addition, experiencing positive emotions can have 

restorative effects, as they help counteract the physiological and cognitive effects of negative 

emotions, which prompt a more restrictive and narrowing approach (Fredrickson, 2001). 

Research in this area has also found that positive emotions are associated with greater curiosity, 

creativity, playfulness and exploration (Cohn & Fredrickson, 2009; Fredrickson & Cohn, 2008).  

Engagement  

Engaging in an activity that involves total concentration, being at the peak of one’s 

abilities and the outside world ceasing to exist – these are the activities that give our lives 

meaning and enjoyment. This optimal experience is commonly referred to as being in a state of 

‘flow’, and can occur during any activity, mental or physical, as long as the individual is 

reaching this enjoyable state of mind (Csikszentmihalyi, 1975, 1990, 2009). Individuals who 

more frequently experience flow are more likely to report feelings of happiness, motivation, 

competence and overall well-being (Csikszentmihalyi, 1990; Csikszentmihalyi & Hunter, 2003; 
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Nakamura & Csikszentmihalyi, 2009; Sahoo, 2015; Sahoo & Sahu, 2009). These experiences, 

during which time stands still and our skills are perfectly matched with the challenges at hand, 

are said to be the optimal state for learning and for improvement to occur (Csikszentmihalyi, 

1990). 

Relationships  

Social interactions are one of the most crucial aspects of human life, and the inclusion of 

relationships in Seligman’s model speaks to the social nature of being human. Relatedness, or the 

feeling of love and belonging, is so important for our well-being that it is one of the three basic 

psychological needs, along with autonomy and competence (Deci & Ryan, 2000). As humans we 

thrive on connection, love, intimacy and strong emotional interactions. As Seligman (2011: 20) 

said, ‘very little that is positive is solitary’. While some say that our brains doubled in size to 

account for the ability to develop tools and weapons, others argue that the size of the brain grew 

to account for deciphering social situations (Seligman, 2011). It is through our relationships that 

we learn, whether it be our first words at home with a parent or a second language in a classroom 

environment with a teacher. Our social interactions are how we develop the necessary knowledge 

and skills to succeed in life, which contributes to well-being. 

Meaning  

Feeling as though there is meaning in one’s life is a critical component to well-being. 

Finding or creating meaning can be achieved through the realization that genuine happiness does 

not come from wealth and material things, but instead from the feeling of belonging to 

something bigger than the self – having a sense of purpose. This can be achieved in a variety of 

ways, including practicing spirituality, engaging in pro-social behaviours, putting effort into 
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interpersonal relations or simply gaining a better understanding of the greater impact of your 

actions. According to Seligman (2011), understanding one’s impact in the wider scope of human 

existence provides greater life satisfaction. 

Accomplishments  

Having something to strive for, whether it be a specific goal or general ambition, is an 

important component to well-being, including when it is being pursued for its own sake – 

mastery and achievement do not need to bring about feelings of positive emotion, engagement, 

relationships or meaning. That being said, exerting effort towards a goal and finally achieving 

that goal can provide strong feelings of satisfaction and pride. The act of working towards a goal 

helps to improve skills and knowledge, and the satisfaction that is experienced when a goal is 

accomplished can increase one’s sense of self-esteem and self-efficacy. In turn, this promotes 

resilience, which will be beneficial when facing future challenges. So, when faced with a 

difficult task, such as learning a foreign language, individuals will feel more competent and thus 

more likely to continue trying to accomplish their goal.  

Linking PERMA to Integrative Motivation 

PERMA and IntegM share a number of essential attributes. In the following paragraphs 

we highlight three of the overarching attributes shared by the theories to set the stage for delving 

more specifically into connections between IntegM and PERMA.  

The first overarching attribute is that each theory reflects a multidimensional collection of 

cohesive, mutually reinforcing elements that function together to create a unified and meaningful 

whole. IntegM captures a well-defined set of concepts focused on motivation to learn a language, 

providing a detailed account of the conditions under which learners exert effort and the linguistic 
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and non-linguistic outcomes of those efforts. It is widely accepted that aptitude and intelligence 

can facilitate learning, but IntegM addresses the question ‘why would a learner spend her or his 

time to engage with a new language in the first place?’. Gardner’s model appeals to the learner’s 

attitudes, emotions and values to paint a picture of a whole person learning a language. Likewise, 

PERMA is more nuanced and informative than the amorphous concept of happiness it sought to 

replace. Lazarus (2003: 177) noted that happiness is one of the ‘muddier’ concepts in all of 

philosophy and psychology; PERMA is a more specific and researchable conceptual scheme than 

the multiple and idiosyncratic concepts that are conventionally lumped under the rubric of 

happiness. Both IntegM and PERMA are designed to capture multiple, interacting dimensions of 

experience, yet maintain a sense of theoretical cohesion. One key difference is that the theory of 

IntegM proposes structural relationships among its constituent elements that have been validated 

through factor analysis and structural equation modelling. The PERMA framework, however, 

was generated theoretically. Gardner proposes that attitudes towards the learning situation 

correlate with integrativeness, both of which offer support for the motivation that is responsible 

for individual differences in language achievement (Masgoret & Gardner, 2003). These 

relationships have been well established in numerous empirical studies (Gardner, 2010, this 

volume). In this sense, IntegM is presented in a more internally structured and testable way than 

is PERMA. 

Second, both IntegM and PERMA place strong value on research support and empirical 

testing of relationships. Empirical research has been from the outset, and still remains, a core 

value underlying positive psychology. In the article that laid out the core values of positive 

psychology, Seligman and Csikszentmihalyi (2000: 7) affirm that  
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(p)sychology is not just a branch of medicine concerned with illness or health; it is much 

larger. It is about work, education, insight, love, growth, and play. And in this quest for 

what is best, positive psychology does not rely on wishful thinking, faith, self-deception, 

fads, or hand-waving; it tries to adapt what is best in the scientific method to the unique 

problems that human behavior presents to those who wish to understand it in all its 

complexity. 

Although positive psychology in general, and Seligman in particular, emphasize the need 

for empirical research, an empirical programme of research to investigate PERMA is in its 

relatively early development. Several available studies support its key propositions. Coffey et al. 

(2016) tested the five-component structure of PERMA with cross-sectional and longitudinal data 

from two separate studies. Results suggested that the five independent dimensions of PERMA 

validly measure well-being among the college student participants and were found to be useful 

predictors of physical health and college success. The study also showed that the theory 

demonstrated consistency in measurement across time throughout the study, supporting the 

conceptualization of PERMA as being a reliable and valid model for measuring well-being and 

its links to flourishing. Kern et al. (2015) found comparable results, with the notable difference 

that items intended to measure meaning overlapped with relationship items, possibly owing to 

the small number of items included in their survey or the mindset of their adolescent student 

sample. 

The PERMA framework is being studied in social contexts beyond educational settings. 

Aiming to better understand how well-being is experienced by musicians, Ascenso et al. (2017) 

conducted interviews with six musicians, tracking enhancers and challenges for well-being using 

the principles of PERMA as a guide. Results showed that components of PERMA were highly 
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and positively related to themes of well-being for the musicians: positive emotion was found to 

be related to ‘musical moments’ (e.g. moments of transcendence); engagement was linked to a 

sense of autonomy and self-expression, and the development of portfolio careers; relationships 

appeared to be one of the most challenging yet rewarding elements contributing to well-being in 

musicians; meaning was most strongly related to musical identity and the shared nature of 

musical moments; and finally, accomplishment was linked to internal goals (e.g. being true to 

oneself) as opposed to more external achievements (e.g. winning competitions or receiving 

positive evaluations from others). Researchers suggest that the applicability of PERMA as a 

measurement of well-being in musicians indicates its practicality for future, larger-scaled studies. 

The SE model has also been successfully applied to music learning based on similarities in the 

psychology of learning music and language (MacIntyre et al., 2012). Variables used in recent 

studies of PERMA are summarized in Table 1.1. 

Gardner also emphasized the need for empirical research, arguing that accumulated 

evidence both supports the SE model well and sets it apart from other models of motivation in 

SLA. In comparing his model of language-learning motivation with others, Gardner (2010: 96) 

noted that a ‘major difference between the SE model and these other models is the development 

of a measuring instrument (the AMTB: Attitude/Motivation Test Battery) to assess the 

underlying variables and constructs, and a program of research that examined explicit hypotheses 

that derived from it’. He further notes that the SE model, with integrative motivation at its core, 

‘provides a scientific basis for research designed to understand the dynamics underlying second 

language acquisition’ (Gardner, 2010: 105). A meta-analysis (Masgoret & Gardner, 2003) of 75 

samples and over 10,000 learners found that motivation showed significant correlations with 
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measures of achievement (course grades, objective tests and self-ratings) across second- and 

foreign-language contexts for elementary, secondary and university students.  

With a solid research base already constructed for IntegM, and building for PERMA, we 

next examine connections between the two theories. To do so, we will take each of the three 

major concepts from IntegM (integrativeness, attitudes toward the learning situation, and 

motivation) and explore the possible connections to PERMA. 

Table 1.1  

Variables used in PERMA Studies  

 



EXTENDING GARDNER’S SOCIO-EDUCATIONAL MODEL 20 

Integrativeness 

Integrativeness is defined as ‘an openness to identify, at least in part, with another 

language community… an openness on the part of individuals that would facilitate their 

motivation to learn the material. Individuals who want (or are willing) to identify with the other 

language group will be more motivated to learn the language than individuals who do not’ 

(Gardner, 1985: 126). In the AMTB, integrativeness is measured by three variables: attitudes 

towards the TL group, a general interest in foreign languages and integrative orientation, which 

refers to reasons for learning that facilitate meeting and communicating with members of the TL 

community.  

Within this integrativeness cluster, the most relevant elements of PERMA seem to be 

relationships and meaning. Gardner (2010: 85) explains that integrativeness  

is not a cognitive characteristic, but rather an affective one involving a general openness 

to adopting characteristics of other cultural communities. In our earliest research (pre-

1974), integrativeness was viewed as a genuine interest in learning the other language in 

order to become closer psychologically to the other language community. In later studies, 

it was broadened to refer to openness to other cultural groups in general and a willingness 

or ability to adopt features of the other language group.  

Integrativeness involves cultivating the feeling of belonging to something bigger than 

one’s self – a way in which individuals are able to create or find meaning in life (Frankl, 1963). 

There are four integrative orientation items of the AMTB, all of which begin with the premise 

that studying the TL is important; that is, it has significant meaning for the learner. The specific 

items define dimensions of meaning as feeling at ease with speakers of the TL, meeting more and 
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varied people, interacting with TL speakers more easily, and creating a better understanding and 

appreciation for the way of life among TL speakers. The items for interest in foreign languages 

reflect specific ways in which learning the language is important for the learner. The items for 

attitudes towards TL speakers emphasize beliefs such as they are sociable, friendly, kind, and 

have added something of value to the world; in other words, the TL community contributes 

meaningfully to the world and to building worthwhile relationships within it. 

The dimensions of meaning in the integrativeness construct are intricately tied to 

relationships. Seligman (2011: 17) notes that ‘today it is accepted without dissent that 

connections to other people and relationships are what give meaning and purpose to life’. 

Gardner (2010: 88) states that integrativeness ‘reflects a genuine interest in learning the second 

language for the purpose of communicating with members of the other language community’. 

With an openness to new people and languages, together fostering the ability to communicate, 

individuals are able to form new relationships with TL community members – a notion that 

unites Gardner’s premise of needing to have a goal with healthy relationships that contribute to 

fulfillment in life. Further, integrativeness centres on building relationships between people who 

speak different languages, which triggers psychological changes in the learner, often including 

challenges to communication competence and anxiety arousal in the short term and potentially 

significant changes to identity over a longer term (see Rubenfeld & Clément, this volume). In 

this sense, both relationships between people and within the self along multiple timescales are 

key components of integrativeness. 

The integrativeness dimension of the integrative motive depends heavily on learners’ 

perception of their relationships within the TL community, and the meaning of those 

relationships. Connecting and communicating with the TL community are the most basic 
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ingredients in virtually any relationship, and Gardner emphasizes the notion of taking on 

characteristics of the TL group (most specifically, language). But the implications of PERMA for 

IntegM may go even further: by aligning oneself with characteristics of the TL group, there are 

important psychological processes at play, including self-concept. Dörnyei’s (2005) L2 self-

system describes the ways in which perceptions of an ideal future self, coupled with a sense of 

obligation from the ought-to self, help motivate engagement in the language learning process.  

Figure 1.1  

Estimated Relative Concentrations of PERMA Dimensions within Integrativeness 
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At an even deeper level, issues of identity and attachment to culture come into play, as 

exemplified in Clément’s programme of research (Rubenfeld & Clément, this volume) which has 

significant implications for positive and negative emotions (see also MacIntyre & Vincze, 2017). 

Figure 1.1 presents a visual heuristic, in the form of a pie chart, showing the proposed relative 

contributions of the PERMA dimensions to integrativeness.  

Finally, the PERMA dimension of achievement is well reflected in Gardner’s work that 

has consistently documented significant, positive correlations with both linguistic and non-

linguistic outcomes of learning (Gardner, 1985, 2010; Masgoret & Gardner, 2003). Figure 1.1 

presents our estimated relative concentrations of PERMA dimensions within the integrativeness 

cluster of IntegM. 

Attitudes towards the Learning Situation 

Attitudes towards the learning situation (ALS) ‘refer to the individual’s reaction to 

anything associated with the immediate context in which the language is taught. As conceived in 

the SE Model, these attitudes are considered relative to others [pupils] in the class’ (Masgoret & 

Gardner, 2003: 127). In the AMTB, attitudes towards the learning situation is measured by two 

variables: evaluation of the teacher and of the course. Although other features of the learning 

context may be relevant, the AMTB uses a combination of teacher and course to reflect the major 

sources of variability in attitudes among learners. It is important to emphasize that the model 

focuses on the learner’s reaction to the learning situation, not the specifics of course design or 

teacher behaviour.  

Among the positively-worded items measuring evaluation of the teacher, all five PERMA 

dimensions can be found. The items include ‘I really like my teacher’, which implicates positive 
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emotions within the relationship with the teacher. ‘My teacher has a dynamic and interesting 

teaching style’, which suggests the dimension of engagement in the learning proves. ‘My teacher 

is a great source of inspiration to me’ implies that students are finding meaning in what the 

teacher is doing. ‘I look forward to going to class because my teacher is so good’ insinuates both 

teacher success (achievement, the teacher is ‘so good’) as well as positive emotions (‘look 

forward’ to class). 

The idea that positive emotions are at play is explicitly acknowledged by Gardner (2010: 

79), whose initial thinking about the model included questions such as ‘(c)ould it be that some 

students might actually find it pleasurable to learn how to say things in another language, to play 

the role of someone from another culture as it were while others find it uncomfortable or even 

stressful?’. Gardner (2010: 89) further emphasizes that the relationship with the teacher is 

coupled with engagement in the course: ‘If the language teacher is ineffective or non-responsive 

or if the course is particularly dull or confused, etc., these factors will undoubtedly be reflected 

in the students’ attitudes toward the learning situation’. With the three elements of positive 

emotion, relationship with the teacher and engagement in the course foregrounded, both meaning 

and accomplishment seem to take less-prominent roles. One way in which meaning might be 

implicated in the ALS construct is by demonstrating the value of language learning. Items such 

as ‘learning the TL is a waste of time’ or is ‘boring’ suggest the absence of a meaningful 

connection between the learner and the course. On the positive side, the intention to take TL 

courses in the future might suggest the presence of meaningful engagement. With respect to the 

PERMA dimension of accomplishment, Gardner has repeatedly emphasized that along with 

integrativeness, ‘attitudes toward the learning situation are related to achievement in the second 

language, but that their effect is indirect, acting through motivation’ (Masgoret & Gardner, 2003: 
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170). Gardner’s model conceptualizes achieving success in a formal classroom context, and 

informal contexts as well as supporting motivational momentum for future learning.  

In Figure 1.2 we show approximately equal contributions for the foregrounded PERMA 

dimensions: positive emotions, engagement and relationships. Relatively lesser but noteworthy 

contributions are proposed from achievement and meaning.  

Motivation 

Motivation is the central construct in Gardner’s SE model, the most active ingredient in 

language learning achievement. Gardner often characterizes motivation by describing the 

motivated learner: 

The motivated individual expends effort, is persistent and attentive to the task at hand, 

has goals, desires, and aspirations, enjoys the activity, experiences reinforcement from 

success and disappointment from failure, makes attributions concerning success and/or 

failure, is aroused, and makes use of strategies to aid in achieving goals. That is, the 

motivated individual exhibits many behaviors, feelings, cognitions, etc., that the 

individual who is unmotivated does not. (Masgoret & Gardner, 2003: 128) 

Within the AMTB, motivation is measured by three variables: motivational intensity, which 

reflects the amount of effort invested in learning; desire to learn, reflecting the value placed on 

developing competence; and attitudes towards learning the TL, reflecting the affective reactions 

towards the process of learning. 

Figure 1.2 
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Estimated Relative Concentrations of PERMA Dimensions within Attitudes Toward the Learning 

Situation 

 

The most relevant dimension of PERMA is engagement. Seligman (2011) defines 

engagement by reference to being in the state of flow, an optimal state wherein one’s skills are 

harmoniously balanced with the challenges at hand; in flow, one is successfully testing the limits 

of their ability (Csikszentmihalyi, 2009). The intensity of effort required in flow states suggests 

that one can only enjoy them (i.e. feel positive emotion) after the flow state is complete because 
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while in flow one must concentrate fully on the task at hand (Seligman, 2011: 275, quoting 

Csikszentmihalyi). Experiences such as anxiety, frustration and boredom are antithetical to being 

in flow. Flow implies the effective use of skills in service to ongoing accomplishment of one’s 

goals in the present. Relationships might or might not be relevant to flow, depending the nature 

of the task itself (e.g. TL conversations require other people whereas reading is a solitary activity, 

see Ross & MacIntyre, 2019). In this sense, specifically applied to motivation and effort in the 

language learning context, Seligman’s notion of engagement subsumes the other PERMA 

dimensions. It should also be noted that Seligman’s PERMA framework defines engagement in a 

deliberately extreme sense (connected to flow theory), but lesser degrees of engagement are 

possible and will often be observed by teachers and pupils alike. 

Although engagement is the most relevant dimension, other aspects of integrative 

motivation closely connect to PERMA. Gardner (1985: 169) implicated not only engagement 

with learning opportunities, but also achievement and positive emotion:  

Individuals who are truly motivated not only strive to learn the material but also seek out 

situations where they can obtain further practice. Furthermore, such individuals will have 

definitive cognitions about the value of achieving competence (for whatever reasons) and 

will find the experience enjoyable. 

Gardner has consistently emphasized that the combination of features of the integrative motive 

are required – that any one element is insufficient by itself to reflect the construct.  

The construct, Motivation, refers to the driving force in any situation … In the socio-

educational model, all three elements, effort, desire, and positive affect, are seen as 

necessary to distinguish between individuals who are more motivated and those who are 
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less motivated. Each element, by itself, is seen as insufficient to reflect motivation. 

(Gardner, 2010: 89–90)  

Masgoret and Gardner’s (2003) meta-analysis provides solid empirical support for the 

hypothesis that motivation is strongly connected to various ways of measuring TL achievement 

(grades, tests, self-ratings) in various educational contexts (across elementary, secondary and 

university samples). Gardner (2010) expands the empirical test of the model to countries in 

Europe and elsewhere. Figure 1.3 shows our estimated, relative concentrations of PERMA 

dimensions within motivation. 

Conclusion and Future Research Propositions 

The combination of Gardner’s IntegM and Seligman’s PERMA theories is opening new 

lines of research that connect language learning to well-being. The pie charts above can be used 

to generate and test predictions related to IntegM, based on results emerging from the various 

dimensions of PERMA. Combining the theories above provides hypotheses concerning the 

relative contributions of each dimension and can be subjected to empirical testing. Further, the 

correlates of PERMA presented in Table 1.1 provide a list of possible correlates for IntegM in 

various learning contexts. In conclusion, based on the analysis presented in the present chapter, 

we can advance three general research propositions from which more specific hypotheses can be 

derived, one for each of Gardner’s major constructs.  

Figure 1.3  

Estimated Relative Concentration of PERMA Dimensions within Motivation 
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Research Proposition 1 

People with higher scores on Gardner’s measure of integrativeness are likely to 

experience stronger interpersonal and/or romantic relationships, physical health, hope, optimism, 

happiness and life satisfaction. This proposition is based on the reported effects of strong 

interpersonal relationships from research into PERMA (see Table 1.1). With respect to the 

combination of relationships and the multiple dimensions of meaning in life afforded by 
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speaking with TL speakers, positive attitudes, a general interest in foreign languages, and an 

orientation that emphasizes reasons for learning that facilitate meeting and communicating with 

members of the TL community.  

Research Proposition 2  

Pupils with more positive attitudes towards the learning situation will show more fervent 

enthusiasm, assertiveness, gratitude and compassion in the classroom. Gardner’s concept of ALS 

emphasizes positive evaluations of the language teacher and course, which are likely to be 

reflected in both the learners’ sense of private satisfaction and interactions with teacher and peers 

(see Dewaele & MacIntyre, 2016). The unique context of the classroom implicates each of the 

PERMA dimensions, including what accomplishment means to pupils and its reinforcing effects 

on their emotions, relationships and engagement. 

Research Proposition 3  

Learners with stronger motivation will show lower volatility, greater industriousness, 

more job satisfaction and school engagement, a growth mindset, and experience more 

postgraduate opportunities. Gardner has emphasized that the active engagement with learning, 

increased effort and positive emotions define the motivated learner. The effects of motivation are 

likely to extend beyond the specifics of the learning context into the interconnected domains of 

the learners’ lives.  

These and other novel research propositions become available as positive psychology 

constructs such as PERMA make their way into SLA (see MacIntyre & Mercer, 2014; Oxford, 

2016), and provide opportunities for novel trajectories to investigate well-established 

motivational constructs such as IntegM. By aligning positive psychology theories such as 
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PERMA with established concepts in the SLA field such as IntegM, innovative thinking and 

research projects can be developed. If conceptual and methodological rigour are retained in 

future work, it is possible that more comprehensive understandings of the language learning 

process may emerge, along with new, positive interventions in language learning institutions 

(including classrooms, schools and curricula) to motivate the learning process with sensitivity to 

learners.  
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