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Abstract

The purpose of this pilot study was to explore what kinds of orientations or motivations Korean -
EFL students have and whether those motivations differ from the past or the future. For the pilot study,.
40 males and 40 females were randomly selected from two Korean high schools. The participants
were asked the following open-ended questions: (1) Language use field; (2) Students’ motivations
(orientations) and attitudes towards Americans or the British in EFL formal language classroom; (3)
Changes in orientations and motivations; and (4) Instructional preferences. The data were categorized :
into specific patterns, based on the previous findings (Dornyei, 1990a; Clement & Krudenier, 1983;
Clement et al., 1994). The results indicated that students’ language use was mainly restricted to
instrumental purpose; that students’ orientations consisted of intrinsic/extrinsic orientations as well as .
integrative and instrumental ones; that instrumental orientation appeared relatively homogeneous, while:
integrative orientation was sub-grouped into the several sub-scales; and that intrinsic/extrinsic
orientations/motivations were mostly involved with developmental changes, which interacted with
attributions and classroom factors. In addition females reported more positive view about the target

language, culture, or community than males. Finally, students’ instructional preferences were described.



When I was a middle school and high school teacher for 2 years in Korea, I had heard many
students say that learning English was so boring that had become uninterested‘ in learning English.
Students’ interest in learning English seems to decrease over time. I have asked myself why students
lose interest in learning English. Without motivated students to study English, I felt it hard to teach them.
Before suggesting how to motivate students, the author felt the need to identify the reasons for students
being motivated or unmotivated.

In the L2 literature, socio-psychologists such as Gardner and his associates have grounded
motivational theory in a social psychological framework. By using an instrument, Attitude/Motivation
Test Battery (AMTB), they established socio-educational model (Gardner, 1985). Since his theory
was built on an empirically grounded data, the socio-educational model has become the predominant
theory. Many researchers have supported his model through replication of Gardner’s (Gliksman, et al,
1982; Gardner & Smythe, 1973; Gardner, Day, & Maclntyre, 1992; Gardner, 1972, 1985, 1988).

However, a recent series of studies raised questions about his model and the AMTB (Oxford
& Shearin, 1994; Dornyei, 1994; Crookes & Schmidt, 1991). The main criticism was that “the exact
nature of the social and pragmatic dimensions of L2 motivation is always dependent on who learns what
language where” (Dornyei, 1994, p. 275). Because the socio-educational model was developed in the
multi-cultural situations, it focused on the social dimension of L2 motivation. However, in the EFL.

situation, we need to redefine the motivational constructs because most of language learning takes place



in the formal gl_é§s_room‘.

This study aimed at both a new theoretical framework as a résponse to recent debate about
motivational theory, and practical suggestions from the information in the classroom. The purpose of
the study was to answer the questions about what motivational orientations students have, how
motivational orientations develop, and what factors influence the change in the motivation in the iypical
EFL classroom. Ibegan by grounding this study in recent studies on motivation, presented the

responses constructed from students’ statements, and then suggested useful strategies to motivate

students for foreign language leamers.

"Dornyei (1990a) distinguished ESL from as follows: the former refers to”’those contexts in
which the target language is learned at least partly embedded in the host environment,” while the latter
involves learning the target language in institutional/academic settings without regularly interacting with
the target language community (p. 45).

o




Chapter II. Literature R_eview'

There has been growing interest in the area of second language learning motivation in the past
few decades. Gardner and his colleagues have done a good deal of research examining motivations for
language learning using a socio-psychological framework, which they entitled the “socio-éducational
model” (Gardner & Lambert, 1959, 1972; Gardner, 1985b; Gardner & Maclntyre, 1992, 1993).
Socio-psychologists such as Gardner and Lambert proposed that the second language learner’s
attitudes towards the linguistic-cultural community of the target language, which they call “integrative
orientation”?, influence success in second language learning indirectly through motivation. In other
words, integratively-motivated learners? tend to succeed in the second language achievement. This has
been labeled the “integrative motive hypothesis” in Crookes & Schmidt (1991). Several themes and
questions emerged from this body of research.

Recent researchers have questioned whether the socio-educational model could be generalized
to different contexts, in particular foreign language learning settings (Schmidt et al., 1996; Dornyei,
1990a, 1990b, 1994a; Clement et al., 1994; Kraemer, 1993; Ely, 1986a, 1986b; Lukmani, 1972;
Clement & Kruidenier, 1983; Oxford & Shearin, 1994, 1996). Because the socio-educational model

was developed in ESL or bilingual situations (especially in Canada), where students could use the

?Integrative orientation refers to “the class of reasons that suggest that an individual is learning a
second language in order to learn about, interact with, or become closer to, the second language
community” (Gardner & Tremblay, 1994b; Gardner, 1985, p. 54).

I 6

®Integrative motive refers to the composite of “integrativeness”, “attitudes towards the learning
situation”, and “motivation” (Gardner, 1985b).
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second language outside classroop';,_t:h_e.model focused on the social dimension of L2 motivgtjgn, that is,
“integrative orientation”. Recent researchers claimed that foreign language learning (EFL) motivation, in
settings where most learning of English takes place in the formal classroom, might consist of sub-
components of Gardner’s traditional integrative/instrumental orientations as well as intrinsic orientation,
depending on the contexts* (Clement & Kruidenier, 1983; Dornyei, 1990a; Clement et al., 1994;
Julkunen, 1989; Schmidt et al., 1996).

On the other hand, current researchers were concerned about the question of whether
Gardner’s conceptualization of “motivation” was restricted to the integrative motive or whether there
could be other motives in foreign language learning (Dornyei, 1994b; Oxford & Shearin, 1994, 1996).
Dornyei (1994a) argued that the socio-educational model did not include details on cognitive aspects of-
motivation to learn, because it was based on motivational components grounded in the social milieu
rather than in foreign language classrooms. Several recent research studies indicated that new cognitive
variables such as need for achievement (Dornyei, 1990a), attributions (Schmidt et al., 1996), self-
confidence (Clement et al., 1994), self-efficacy, and goal setting (Tremblay & Gardner, 1995) influence
foreign language learning. The main criticism was that “the exact nature of the social and pragmatic
dimensions of L2 motivation was always dependent on who learns what language where” (Domyei,
1994a, p. 275). This current research indicated that motivation was not a single construct like

9 (13

Gardner’s “integrative motive” factor, but a multifactor construct which was composed of several sub-

“The context means “who learns what language in what milieu” in Clement & Kruidenier
(1983), language learning contexts (ESL versus EFL) in Domyei (1990a), and sample subject
differences (young school learners versus adult learners) in Clement et al. (1994).



5

components, depending on the language learning contexts (Bardwell & Braaksma, 1984; Schmidt et _
al., 1996).

Many current researchers on second/foreign language learning motivation recommended that
motivation research should be conducted longitudinally, not just cross-sectionally (Tremblay &
Gardner, 1995; Dornyei, 1996; Oxford & Shearin, 1994). Boekaerts (1988) argued that assessing
students’ motivational orientations in one type of learning situation was not enough to predict their
motivation for all learning situations. The research in second language learning motivation has focused
on describing motivation at a given moment-in time so far, but no L2 research in motivation investigated

.developmental change of the same individuals over time although changes in interest and anxiety level
can influence motivational change (Gardner, 1985b, chapter 5; Gardner & Maclntyre, 1993; Oxford &
Shearin; 1994). As Oxford & Shearin (_1 994, 1996) pointed out, there might be developmental
aspects as well as definitional aspects of motivation.

Other research indicates that gender might be related to students’ second language learning
motivation (Green & Oxford, 1995; MacIntyre, 1994). Many researchers argued that females’
orientations are likely to be manifested in sex-appropriate areas, particularly social skills (Stein &
Bailey, 1973; Nyikos, 1987, 1990; Maccobby & Jacklin, 1974; Oxford, 1993). A few researchers in
the socio-educational model showed that females have more favorable attitudes toward learning a
second language and are more motivated than males (Muchnick & Wolfe, 1982; Burstall, 1975).
Research by Schmidt et al. (1996) also identified a gender difference in goal orientations. These
findings indicated that gender differences in motivation appear in sex-appropriate activities and further

motivation might be related to gender.



Chépt;e;r I]I Pilot Study (Exploratory study of changes in moti-\/-a_t—i_o_ri_)

" “The purpose of this pilot study was to explore what kinds of orientations or motivations Korean
EFL students have and whether those motivations differ from the past or the future. For the pilot study,
40 males and 40 females were randomly selected from two Korean high schools. The researcher
proposed the following research questions: (1) When and for what purpose do students use English
(Language use)?; (2) What are students’ motivations (orientations) and attitudes towards Americans or
the British in EFL formal language classroom?; (3) How different are their current motivation
(orientétions) from the past or the future?; and (4) What do they think improves their interests or
motivations and facilitates their foreign language learning in the classroom?.  The data were categorized
into specific items, based on.the previous findings (Dornyei, 1990a; Clement & Krudenier, 1983;
Clement et al., 1994).
HOI-1. Informants

In this research, 40 males and 40 females were randomly selected from two Korean high
" schools in which English was taught as a required subject in 1995. These high school informants were
similar to Dornyei’s (1990a) and Clement et al.’s (1994) typical EFL high school population. The
distinction between males and females was also designed to identify the gender differences in foreign
language learning motivation. Unfortunately, one school was in a rural area for the females and the
other was in an urban area for the males, which might interact with gender.
MI-2. Setting
Because this study focused on Korean EFL students’ motivational constructs, the following

information about the Korean education situation was helpful. This information came from my
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experience and from the Korean teachers, Lee 1 (a rural English teacher) qqd_ Lpg: 2 (an urban math
teacher). English as a school subject was more than a required course, because the score for English
as a school subject was a major requirement for entering a university. The urban school was located in
Pusan, the second largest city as well as the biggest harbor in Korea. This environment supplied many
foreign contacts for students. They often observed foreigners and foreign symbols on the street. The
rural school represents a situation in which there are no direct contacts with the target culture.
However, because this area possessed sightseeing attractions, such as a beautiful river and forests,
foreigners often visited this area during the tourist season. A typical Korean class has about 45.

- students: range 35-55. Rural areas had a much smaller class size than urban areas. The two schools in -

- . this study had 35 (rural) and 50 (urban) students per classroom. English as a required subject was
taught 5 hours per week in each school. In both schools, students were required to study at school
from 8 o’clock in the morning to 10 o’clock at night everyday.
III-3. Measurement and the method of the analysis
Because students motivation might include new motivational constructs not identified previously,

the researcher used an open-ended questionnaire. The open-ended questionnaire included three major
sections: (1) language use; (2) motivational orientations and attitudes towards learning English; and (3)
changes in motivation. Students were asked to answer the following open-ended questions: (1) “When

| and for what purpose do you use English” (Language use)?; (2) “What are your motivations
(orientations) and attitudes towards Americans or the British in EFL formal language classroom?; (3)

“How different are your current motivation (orientations) from the past or the future?; and (4) opinions

or recommendation regarding classroom activities including teaching and textbooks. Because the

ERIC 10




questions asked students their opinions of teaching methods, the researcher asked music and
mathematics teachers to conduct the survey. In this way, the presence of English teachers’ influence on
the students’ responses was minimized. The data were categorized into specific items, based on
previous findings (Domyei, 1990a; Clement & Kruidenier, 1983; Clement et al., 1994). No statistical
analysis such as factor analysis was conducted to find EFL motivational factors, because the purpose of

this study was to investigate general phenomena in Korean students’ motivation as a pilot study.

11



IV. Results and discussion

IV-1. Language Use

The following responses were from students’ response to the first question: “When and for what

purpose are you using English?”. The items were categorized into Doryei’s (1990a) language use

factors.
Language Use Rural girl’s school (40) Urban boy’s school (40)
Instrumental language use | Taking exams (15) Taking exams (18)
Taking educational program | Taking educational program (3)
2
Passive socio-cultural Watching movie (5) Watching movie (3)

Listening to a pop-song (12)

Listening to a pop-song (7)

Listening to AFKN (a radio station

for American army) (2)

on the street (2)

Communicative socio- Chatting in English (3) Chatting in English (3)
cultural Pen-pal letters with girl friends (1)
Greeting foreigners Greeting foreigners on the street (1‘l

Reading for nonprofessionaj

Reading newspaper or

purpose magazines (2)
Never Use 10 8
<Table 1>

The above results showed a similar categories which were found in Domyei (1990a). Dornyei

(1990a) found 4 language use factors with adult EFL learners: (1) instrumental language use; (2)

12
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passive socio-cultural language use; (3) communicative socio-cultural language use; and (4) reading for

nonprofessional purposes. The first two items looked similar to the instrumental language use: “taking -
exams” and “taking educational program”,’ but they were different in that Dornyei’s adult learners were
concerned about the utility of English in their job or professional interest, while Korean high school
students, about exams or educational programs. These results showed a typical EFL classroom
situation, since students were most concerned about classroom tests.

On the other hand, the other three categories were related to the integrative orientation: i.e.,
passive socio-cultural, communicative socio-cultural, and reading for nonprofessional purpose. Most
language use was, however, restricted to “passive socio-cultural” use such as “watching a movie”,
“listening to a pop-song”, or listening to AFKN (meyei, 1990a). Domyei’s passive socio-cultural use
factor involved “passive, receptive areas of non-instrumental language use” (p..52). Onlya few:
students used English for “communicative socio-cultural” purpose (Dornyei, 1990a), such as “chatting
in English wifh friends” and “greeting foreigners on the street”. Only 2 females reported “reading
newspaper or magazines” which was similar to Dornyei’s “reading for nonprofessional purposes.” This
was also closely related to the “English-media” factor in Clement et al. (1994). The highest frequency
of the passive socio-cultural use seemed to be reasonable in the contexts where students rarely made

sufficient contacts with the target language community (Domyei, 1990a). In contrast, the relatively low

frequency of the communicative socio-cultural use also explained the EFL language leamning situations.

SMany Korean students watch English educational programs on T.V., which aim to instruct
English Conversation skills or prepare the entrance exam.

13
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*_The above findings indicated that instrumental langu;;ge use was relatively homogeneous, while
integrative language use was sub-grouped into several sub-components. In addition the instrumental
and integrative language use fields were closely related to instrumental and integrative orientations
respectively. This suggests that the sub-components of the instrumental orientation were possibly
homogeneous, while the integrative orientation could be sub-categorized into the sub-components,
depending on the contexts (Clement & Kruideneir, 1983; Dornyei, 1990a; Clement et al., 1994).

However, many students, 10 females and 8 males, reported they never use English. This
language use pattern can be explained by the following statements:

“We don’t have any opportunities to use English inside or outside class.”

“English for test preparation cannot be used in the real world.”
Interestingly, the results indicated little differences between the two schools. It could be due to the
similar EFL class situation where both schools required students to study at school from morning to
evening. Even though social environments supplied a lot of foreign inputs for male students in the urban
areas, these school situations did not seem to be influenced by outside inputs. Therefore, most

language use was for the instrumental use or passive socio-cultural language use.

14
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IV-2. Motivational orientations
Students were asked to answer the following question: “What are your motivational orientations

(reasons) to study English or attitudes towards the Americans or the British?”.

[Possible factors Females (40) Males (40)

IInstrumenta] orientation To enter university (17) To enter university (33)
To get a job (4) To get a job (5)
International language (3) International language (2)

Integrative orientation Traveling (4) Traveling (2)

| Showing off (3) Showing off (1)
Studying abroad (1) - To date American girls (2)

To communicate with foreignersTo communicate with foreignegs

2) (1) /To read literature in Engligh
(2
Requirement (Ely, 1986a) Requirement (9) Requirement (5)
| High proportion in school

curriculum (1)

Intrinsic orientation Curiosity about a new language
(2
Extrinsic orientation Grading (4) *
Context-specific orientation “World-wide” situation (3) “World-wide” situation (7)
<Table 2>

Most students reported instrumental orientation: to enter university and to get a job, but male

students seemed be more concerned about this orientation than females: females, 21 and males, 38.

ERIC 15
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motivation (Dornyei, 1990a; Oxford & Shearin, 1994). The item, “getting a job”, was reported by a
small number of students. This could be due to the types of schools, which were designed to meet the
entrance of the university. In addition studying for the reason of “international language” was also one
of instrumental orientation items in Gardner (1985a) and Clement et al. (1994).

Students’ orientations also indicated the integrative orientation factor: “traveling” (Clement &
Kruidenier, 1983), “studying abroad” (Domyei, 1990a), “showing off”’; “to communicate with
foreigners”; an& “to read foreign literature in English” (Domyei, 1990a, Clement et al., 1994). These
items could notb be concluded as important factors found in previous research with small size of
samples, but the responses indicate possible sub-components of integrative orientation suggested by
previous researchers (Dornyei, 1990a; Clement et al., 1994). In addition the integrative orientations
showed a several different sub-components or sub-categories. This supports that the integrative
orientation coulﬁd be sub-grouped into the sub-components, depending on the contexts (Clement &
Kruidenier, 1983; Domyei, 1990a; Clement et al., 1994).

The third category, requirement and high proportion in school curriculum, resembled Ely’s

(1986a) “requirement” factor. Ely studied the university students of Spanish, and found this factor to be

the least influencing factor to second language learning. It was reasonable that just forcing students to

study a second/foreign language as a requirement could cause the loss of self-efficacy and in turn fail in
second language learning (Hernick & Kennedy, 1968). However, “requirement” could not be
considered as one of orientations, because this was not related to goals or outcomes, as Gardner

(1985b) pointed out,

16
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The fourth response, 91_1;i§§i_ty about a new language, was labeled as “intrinsié oxje;:r;]t_a‘tidn”,
following Deci & Ryan’s (1985, p. 245) definition. Several researchers also found intrinsic orientation
factor in the foreign language contexts (Julkunen, 1989; Schmidt et al., 1996). In addition the
orientation, “to read a foreign literature in English”, was similar to “reading for nonprofessional
purposes,” in the previous language use field. This orientation was related to “interest in foreign
cultures” or “desire for new knowledge” , that is, the sub-components of the integrative orientation in
Dornyei (1990a). Even though this orientation was grouped into one of the integrative orientation in this
study, this could be associated with the intrinsic orientation. Dornyei (1990a) found the relationships
between reading for nonprofessional purposes and the intrinsic orientation in the correlation study
between language use field and orientations.

On the other hand, four female students reported “grade results” as one of their orientations,
which was similar to “extrinsic motivation” (Deci & Ryan, 1985, p. 35). This extrinsic orientation could
be gender-related, because only female students reported it. Females are more likely to be sensitive to
the grade results than males. The research in the foreign language learning motivation has focused on
the integrative and instrumental orientations/motivations so far. However, the intrinsic and extrinsic
orientations/motivations might be more important in the contexts where most of learning takes place in
the formal classroom. Therefore, the intrinsic/extrinsic orientations could be a possible predictor of
motivation in the foreign language learning contexts, even though only small number of students reported
these orientations.

Finally, students’ motivational orientations were influenced by the social-milieu (Gardner, 1988;

Kraemer, 1993; Ely, 1986a). The “requirement” orientation was expected from an educational system.

17
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A second interesting orientation, “the world-wide” situation, was the Korean president’s slogan in 1994
presidential address. This political factor seemed to influence more male urban students than female -
rural students. In addition the orientation, studying English because of “international language” might be
influenced by the current economic situation, which was related to “instrumental orientation”. However,
these orientations did not seem to affect high school students, since they were mentioned by only a
small percent of the sample subjects. In addition these orientations might differ from year to year.

Different attitudes towards Americans were evident in that females in rural areas tended to
show: more positive attitudes than males in urban areas. Most male urban students reported negative
views of Americans even though a few male students showed more positive views as follows:

Negative views: (a) segregationist; (b) enjoy freedom but no responsibility; (¢) wild and rude;
(d) hate Americans. (Most males’ responses)

Positive views: (a) because there are differences between western culture and eastern culture,
we further study the differences. (Most females’ responses)
These gender differences in attitudes support the previous findings (Burstall, 1975; Muchnick & Wolfe,
1982; Wong & Csikszentmihalyi, 1991). The research in general psychology showed that females had
a more positive attitudes toward school and value their education more than males (Wong &
Csikszentmihalyi, 1991). In addition Oxford et al. (1993a, 1993b) also found that females had higher

scores than males on the “integrative orientation” in the foreign language learning motivation research.

18
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I\:’;‘af;_hnplication of Change in Orientation/Motivation _

The following statements were from students’ responses to the question, “How your current
motivation differs from the past or the future?”. Twenty three females and few males, 8, among 40
respectively reported the changes in orientations/motivations, either from the past (middle school years)
to the current (high school years) or from the current to the future. This difference between males and
females might explain their different development in language learning (Oxford, 1993; Green & Oxford,

1995; Stein & Bailey, 1973). The following statements showed how students’ current motivational

orientations differed from the past. Most male students answered “no change”, but-a few students

reported several changes in orientation/motivation. Most students reporting the change in
orientation/motivation showed the direction from the past to the current, while 5 females reported the
possibility of motivational change in the future. The changes in orientation/motivation revealed several
patterns. The following categories were categorized into similar patterns.

(a) The first category indicates the direction from the intrinsic orientation/motivation to instrumental
orientation/motivation as follows: (sample statement)

Five females: “In the middle school, I was interested in studying a new language, but I am
studying English because of current situations: i.e., to enter a university or to get a grade. This causes
me to lose interest.”

Six males: “First time, I studied English because of interest or curiosity to a new language, but I
am studying to enter a university.”

Both males and females reported that they were intrinsically-orientated to study English during the

middle school years, because they learned English for the first time. However, they study English for

19-
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seemed to be intrinsically orientated in the early days of the middle school year, because they learned
English for the first time.
(b) The second category showed the change from intrinsic and extrinsic orientation/motivation during
the middle school years to the loss of the interests because of external causes such as task difficulty
(locus of control) during the high school years:

Five females: “At first, English was so easy and interesting that I was interested in studying

P English during middle school years, but it was getting so more difficult that I lost interest.”

Three females: “Teaching styles were so interesting during the middle school years, but high

school teachers’ teaching methods are always monotonous and boring.”
. Two males: “In the middle school, it was so interesting and easy, but now it is so difficult.”

The above statements showed that students’ orientations were influenced by the instructions in the
classroom. In other words, students’ interests or curiosity were influenced by the external factors: (i.e.,
teaching methods, styles, and class difficulty), during the middle school years. In addition students
reported that they studied English because it was easy during the middle school years, but they lost
interests or curiosity because of class difficulty during the high school years. Deci & Ryan (1985)
defined “intrinsic motivation” as “an activity when a person does an activity in the absence of a reward
contingency 6r control”, while “extrinsic motivation” refers to “behavior where the reason for doing it is
something other than an interest in the activity itself” (pp. 34-35). According to Harter (1981),
preference for easy work and external criteria for success/failure were considered as the extrinsic

orientation, while preference for challenging work, as the intrinsic orientation.

Q 20
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The above statements indicated that students were extrinsically orientated to study English,
because their interests or curiosity were determined by the easy work or external causes such as
teaching methods and styles. They might be interested in learning a new language for the curiosity or
interests in the early days of the middle school years, that is, intrinsically orientated, but they were
extrinsically motivated by the external causes or the easy work during the middle school years (Deci &
Ryan, 1985; Harter, 1981). However, they lost their interests or curiosity because of the class difficulty
during the high school years (Weiner, 1985). This indicated that students’ intrinsic orientations should
be accompanied by the ability to do in the classroom (Deci & Ryan, 1985, 1991). Otherwise, they
could lose their original interests or curiosity. Students also attributed their success/failure to external
causes, that is, task difficulty, during the high school years.

In addition, the responses revealed the gender difference: 8 females versus only 2 males.
Therefore, females were more likely to be sensitive to the learning environments than males. If they
could not control the external causes, they probably tended to give up studying during the high school
years.

(c) The third category involves the attributions of success or failure to internal or controllable aspects of
attributions:

Four females: “First time, the curiosity for a new language interested me, but I lost this curiosity,
because I did not study English hard.”

Four females: “If I had studied English hard, I would be interested in English in class now.”
This category also concerned the attributions of loss of interest to their own internal or controllable

causes, that is, efforts, rather than external or uncontrollable causes such as teaching methods.

21



Therefore, students’ intrinsic px_‘ig-:ht;eg_ti;o_ns were associated with internally controllable cal_lse_-sféf ) |
attributions. Weiner (1985) proposed that causal attributions of success/failure could be explained in
terms of locus of control (internal vs. external) and controllability (whether people control or not). The
above statements indicated that students’ intrinsic orientation was closely associated with the causal
attributions. According to the attributions theory, efforts could be considered as internal and
controllable causes. Therefore, the above statements indicated that if students might spend more efforts
on language learning and they probably succeed, they could continue higher intrinsic motivation, or vice
versa.

‘Both second and third categories were related to the attribution theory, in which attributions of

success or failure might be related to internal/external aspects (locus of control) or controllability, and

. affect motivation (Weiner, 1985; Locke & Latham, 1990). These two categories were similar to

determination and beliefs about failure in Schmidt et al. (1996) respectively, which were defined as the:
dimension of locus of control. These two categories were also related to adaptive and maladaptive
attributions in Tremblay & Gardner (1995), which were defined as the dimension of controllability.
However, Dornyei (1990a) claimed that “attributions about past failure” factor could be expected to
affect motivation, because “learning failure” was a very common phenomena in foreign language learning
contexts. This factor was similar to “helplessness” in Julkunen (1989). The above two categories were
concerned about the learning failure because of either internal/external or controllable/uncontrollable
causes. This finding supported the arguments proposed by Dornyei (1990a).

(d) Fourth category: Motivational and cognitive-informational aspects of intrinsic/extrinsic orientations

Two females: “I became interested in studying English, because I got an excellent grade during
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the middle school years. But I lost interest since I got a bad grade during the high school years.”
This statement shows that grade results might affect females’ interest in studying English, indicating the
possibility of extrinsic motivation (Deci & Ryan, 1985). Harter (1981) found that intrinsic/extrinsic
orientations could be distinguished between motivational and cognitive-informational sub-scales. She
- defined the intrinsic/extrinsic orientations in terms of the five dimensions. The three dimensions could be
introduced here: (a) preference for challenging work vs. preference for easy work; (b)
curiosity/interests vs. teacher approval; and (c) internal versus external criteria for success/failure. In
each dimension, left sides were considered as the intrinsic orientations, while right sides were
considered as the extrinsic orientations. She further found that the first two dimensions were interpreted
--as more motivational in nature, while the last dimension was viewed as more cognitive-informational in
nature.

Therefore, students’ interests were considered as motivational intrinsic orientation, while the
grades, as cognitive-informational extrinsic orientations, that is, external criteria for success/failure. The
external criteria for success/failure seemed to influence students’ intrinsic orientation positively during
the middle school years, but negatively during the high school years, or vice versa. Previous research
showed that there was a shift from intrinsic to extrinsic on the motivational clusters, while there was a
reverse direction from extrinsic to intrinsic on the cognitive-informational clusters in the early days of
school periods (Harter, 1981; Julkunen, 1989). However, the above statements indicated that both
motivational and cognitive-informational clusters were operating together and influencing each other.

In addition, the following statements from the female students gave us some insights of the future

direction from the current orientation.

Do
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Three females: “Even though I am studying English to enter a university, I will study English to
communicate with foreigners, or penpal letters, once I am admitted to a university.”
(b) Second category: from instrumental orientation to another instrumental one.

Two females: “So far, I have studied English to enter a university, but I will study to get a job.”

I want to call this future orientation as “potential” one. Even though they were required to adopt current
values of cultural reference groups, that is, studying English for instrumental purpose, they would do -
what they want in the future. These “goal conflicts” between students’ and cultural values might result in
motivational problems (Keller, 1983, p. 408).

In summary, the above results gave us several insights into developmental aspects of motivation
(Oxford & Shearin, 1994). First of all, students’ motivation or orientations were not fixed or
definitional.. Those might change over time. Current motivational orientations were different from those
in the past (see Table 3 for current motivational orientations). Most of changes in
orientations/motivations were, however, restricted to intrinsic/extrinsic ones rather than integrative and
instrumental ones. In addition intrinsic and extrinsic orientations seemed to be sub-grouped into
motivational and cognitive-informational sub-scales (Harter, 1981). Furthermore, these motivational
components, i.e., challenge and curiosity, seemed to be influenced by cognitive-informational ones, i.e.,
internal/external criteria for success/failure, or vice versa.

On the other hand, intrinsic/extrinsic orientations/motivations were closely related to
attributions, i.e., the locus of control and controllability, which were in turn associated with learning

environments, i.e., class difficulty and teaching styles. Students’ intrinsic/extrinsic
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orientations/motivation could not continue, because of external causes _s1_i<;_h as task difficulty or teaching
styles. This indicated that students’ original intrinsic/extrinsic orientations should be accompanied by
“ability to do.” Otherwise, they might lead to helplessness or “attributions about past failure” (Julkunen,
1989; Dornyei, 1990a; Tremblay & Gardner, 1995; Schmidt et al., 1996).

The above findings indicated that three motivational factors, intrinsic/extrinsic
orientations/motivations, attributions (locus of control or controllability), and self-confidence/ability to
do, were involved with foreign language learning. Schmidt et al. (1996) found that students who
attributed success/failure to internal causes were more motivated to study a foreign language. On the
other hand, Tremblay & Gardner (1995) reported that controllable causes to which students attribute
their success/failure, called adaptive attributions, were likely to lead to inotivated behavior indirectly
through the self-efficacy. Korean students tended to attribute success/failure to external causes. If they
could control the external causes, it seemed that they were likely to continue their interests or curiosity. -
However, if they could not, it might lead to helplessness (Julkunen, 1989).

The differences between middle school and high school years could be explained by the self-
determination theory (Deci & Ryan, 1985, 1990). Deci & Ryan claimed that students were engaged in
a developmental process that was intrinsic to their nature. They further argued that the developmental
processes entailed differentiating aspects of one’s interests and capacities and then working to bring
them together, called “organismic integration” (Deci & Ryan, 1990). Korean students’ orientations,
whether intrinsic or extrinsic, should be accompanied by their ability to become internalized. Therefore,
students could not continue their intrinsic or extrinsic orientations, because they could not handle the

class difficulty during the high school years.

—
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In conclusion, intrinsic/exir_insic orientations/motivations rather than integrative aﬁd instrumental
ones seemed to be more influential in the foreign language contexts, where most of language learning
takes place in the formal classroom. In addition the changes in intrinsic/extrinsic
orientations/motivations were influenced by attributions, ability to do, and LE factors. These three
factors influenced students’ intrinsic and extrinsic orientations/motivations together, which caused
students’ cahnges in orientations/motivations. Therefore, foreign language learners, particularly, school
population, were influenced by intrinsic/extrinsic orientations/motivations in the formal classroom, even
though they reported instrumental/integrative orientations more frequently than intrinsic/extrinsic ones.

- Gardner & Tremblay (1994a) claimed that situational characteristics may interact with traits to
increase or-decrease motivation. Boekaerts (1985, 1986) argued that a better understanding of
students’ motivation should be defined in terms of both trait (relatively stable) and state (situation-
specific) motivation. Traditionally, integrative, intrinsic/extrinsic orientations/motivations were
considered as a trait motivation. Boekaerts further argued that relatively stable motivational
characteristics (traits) could interact with various characteristics of the situation in a unique way (1988,
1986, 1985). However, only intrinsic/extrinsic orientations/motivations seemed to be interacted with
several classroom factors, i.e., attributions, self-confidence, and LE factors, in the formal classroom.

Furthermore, the findings indicated that motivation consisted of a multi-factor construct, not a

single factor like Gardner’s (1985) integrative motive (Schmidt et al., 1996). Students’ motivational
constructs were influenced by several intervening factors. Intervening factors such as instruction, task

difficulty, and efforts, are likely to result in students’ current orientations and motivation. However,

females seemed to be more sensitive to learning environments. Females not only reported more
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grades. In addition females are more likely to be influenced by teaching styles or class difficulties than
males. -

The research in second language learning motivation has primarily focused on describing
motivation at a given point in time so far (Dornyei, 1996). This exploratory study indicated that
students’ orientations/motivations changed over time because of several intervening factors. The results
revealed that many factors changed students’ initial orientations or motivations. In addition, the results
indicated a gender difference in motivational changes and attitudes towards the learning environments

and a target community.
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Chapter V. Educational Implications from students’ opinions about teaching methods (Instructional
Preferences)

Because most of foreign language learning takes place in the formal classroom, students’
instructional preferences about teaching methods might be more important than in ESL/multi-cultural
contexts (Schmidt et al., 1996). This information was also important for the practical purpose and
hence the researcher asked students to describe their instructional preferences or teaching techniques to .
improve their motivation or interest. Students were given the following question: “What do you think
improves your interest or motivation and facilitates your foreign language learning in the classroom?”. -
Female and male students suggested 16 and 25 teaching techniques respectively. These techniques can
be used to help EFL teachers and students to design their teaching/learning in more interesting ways.
Students’ responses was summarized as follows (see Dornyei, 1994a; Oxford & Shearin, 1994; Keller,
1983; Ames, 1992):

- “Speaking should be emphasized during English class.” (5 males)

- “We should discuss any topic with teacher in English.” (15 males and 16 females)

- “Live” language rather than “dead” language should be taught in class” (4 males and 5
females) (The researcher assume that this distinction might be that between “spoken” versus “written”
languages.)

- “Class topic should be explained slowly, easily, and clearly in class and summarization should
be given to students.” (7 males)

- “Teachers should repeat or review previous informatiqn.” (5 females)

- “Teaching should be individualized.” (5 males)
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: - “Syllabus or curriculum should be theme-based,”_(4imal¢s)

- “Native speakers should be invited to class.” (3 males and 3 females)

- “Learning in class should be interesting.” (6 males and 5 females)

- “Pop-songs or foreign movies should be introduced in class.” (6 females)

- “Authentic language, which is likely to be used in the target community, should be taught.” (3
females)

= “Speaking, reading, and listening should be taught in balance in class.” (5 males)

- “Reading comprehension should be emphasized rather than grammar.” (3 females)

. - “Educational system should be reformed.” (3 males)

- “Teaching should not be based on test preparation.” (15 males)

- “A target culture should be introduced in class.” (5 females)

- “Threatening environments such as physical punishment should be avoided in class.” (8 males)

- “Psychological stress on the test should be avoided in class.” (10 males)

~ “Authorized textbooks should be discarded.” (3 males)

- “Textbooks should include more English conversation dialogues and clear explanation.” (3

females)




< References>

Ames, C. (1992). “Classrooms: Goals, structures, and student motivation.” Journal of
Educational Psychology, 84(3), 261-271.

Anisfeld, M., & Lambert, W. E. (1961). “Social and psychological variables in learning
Hebrew.” Journal of Abnormal & Social Psychology, 63, 524-529.

»

Arries, F. Jonathan. (1994). “Constructing culture study units: A bluepﬁnt and practical tools.
Foreign Language Annals, 27, 523-534.

Atkinson, J. W. (1964). An introduction to motivation. Princeton, NY: Van Nostrand.

Au, S. Y. (1984). Social psychological variables in second language learning. Unpublished
MA thesis, City University, London, United Kingdom.

Au, S. Y. (1988). “A critical appraisal of Gardner's social-psychological theory of second-
language (L.2) learning.” Language Learning, 38, 75-100.

Bachman, L. F. (1990). Fundamental considerations in language testing. Oxford: Oxford
University Press.

Backman, N. (1976). “Two measures of affective factors as they relate to progress in adult
second-language learning.” Working papers on Bilingualism, 10, 100-122.

Bacon, S. M., & Finnemann, M. D. (1990). “A study of the attitudes, motives, and strategies
of university foreign language students and their disposition to authentic oral and written input.”
Modern Language Journal, 74(iv), 459-473.

Bagnole, J. W. (1993). “The magic and mystery of motivation in TEFL and language
learning.” TESOL Matters (Februrary/March, 10).

Bandura, A. (1982). “Self-efficacy mechanism in human agency.” American Psychologist,
37, 122-147.

Bandura, A. (1989). Self-regulation of motivation and action through internal standards and
goal systems. In A. Pervin (Ed.), Goal concepts in personality and social psychology (pp. 19-85).
Hillsdale, NJ: Lawrence Erlbaum Associates.

Bandura, A. (1991). Self-regulation of motivation through anticipatory and self-reactive
mechanisms. InR. A. Dienstbier (Ed.), Nebraska Symposium on Motivation 1990: Perspectives on

30



--Bandura, A., & Cervone, D. (1986). “Differential engagement of self-reactive influences in
cogﬁi_pi:ve motivation.” Organizational Behavior and Human ﬁé_éfsion Processes, 38,92-113.

Bandura, A., & Shunk, D. H. (1981). “Cultivating competence, self-efficacy, and intrinsic
interest through proximal self-motivation.” Journal of Personality and Social Psychology, 41, 586-
598.

Bardwell, R., & Braaksma, E. F. (1983). “Motivation as a multifactor trait.” Journal of
Psychology, 119(1), 5-14.

Bartley, D. E. (1969). “A pilot study of aptitude and attitude factors in language dropout.”
California Journal of Educational Research, 20, 48-55. :

Bartley, D. E. (1970). “The importance of the attitude factor in language dropout: A
preliminary investigation of group and sex differences.” Foreign Language Annals, 3, 383-393.

-Bialystok, E. (1981). “The role of conscious strategies in second language proficiency.”
Modern Language Journal, 65, 24-35.

. Bialystok, E., & Frohlich, M. (1978). “Variables of classroom achievement in second
language learmning.” Modern Language Journal, 62, 327-335.

.- -Blumenfeld, P. C. (1992). “Classroom learning and motivation: Clarifying and expanding goal
theory.” Journal of Educational Psychology, 84(3), 272-281.

Boekaert, M. (1985). Some new developments in the study of motivational processes in a
classroom context. In G. D’Ydewalle (Ed.), Cognition, information processing and motivation
(Vol. 3) (pp. 569-586). Amsterdam: North Holland.

Boekaert, M. (1986). The measurement of state and trait motivational orientation: Refining our
measures. In J. H. L. Van den Bercken, E. E. J. De Bruyn & Th. C. M. Bergen (Eds.), Achievement
and task motivation (pp.229-245). Lisse: Swets & Zeitlinger.

Boekaert, M. (1987). “Individual differences in the appraisal of learning tasks: An integrative
view on emotion and cognition.” Communication and cognition, 20, 207-224.

Boekaerts, M. (1988). “Motivated learning: Bias in appraisals.” International Journal of
Educational Research, 12, 267-280.

Bugel, K., & Buunk, B. (1996). “Sex differences in foreign language text comprehension: The
role of interests and prior knowledge.” Modern Language Journal, 80(), 15-31.

[RIC 31




Burstall C. (1975) “French in the primary school: The Bntlsh expenment ” Canadian
Modern Language Review, 31, 308-402. :

Burstall, C., Jamieson, M., Cohen, S., & Hargreaves, M. (1974) Przmary French in the
balance. Windsor, Berks: NFER.

Chihara, T., & Oller, J. W. (1978). “Attitudes and attained proficiency in EFL: A
sociolinguistic study of adult Japanese speakers.” Language Learning, 28, 55-68.

Clement, R. (1980). Ethnicity, contact, and communicative competence in a second language.
In H. Giles, W. P. Robinson, & P. M. Smith (Eds.), Language: Social Psychological Perspectives .
(pp. 147-154). Oxford, United Kingdom: Pergamon Press.

Clement, R. (1986). “Second language proficiency and acculturation: An investigation of the
effects of language status and individual characteristics.” Journal of Language and Social

Psychology, 54), 271-290.

Clement R., Dornyei, Z., &Noels A.K. (1994). “Motivation, self-confidence, and group

= cohesion-in the foreign language classroom.” Language Learning, 44(3), 417-448.

Clement, R., Gardner,R. C., & Smythe, P. C. (1975). Inter-ethnic contact: Attitudinal

.- consequences. Research Bulletin No. 336.. London, Ontario: University of Western Ontario.

Clement, R., Gardner, R. C., & Smythe, P. C. (1977). “Motivational variables in second

- language acquisition: A study of Francophones learning English.” Canadian Journal of Behavioural -

Science, 9, 123-133.

Clement, R., Gardner, R. C., & Smythe, P. C. (1980). “Social and individual factors in
second language acquissition.” Canadian Journal of Behavioural Science, 12, 293-302.

Clement, R., & Kruidenier, B. G. (1983). “Orientations in second language acquisition: I The
effects of ethnicity, milieu, and target language on their emergence.” Language Learning, 33, 273- .
291.

Clement, R., & Kruidenier, B. G. (1985). “Aptitude, attitude and motivation in second
language proficiency: A test of Clement's model.” Journal of Language and Social Psychology, 4,
21-37.

Clement, R., Smythe, P. C., & Gardner, R. C. (1978). “Persistence in second-language study:
Motivational considerations.” Canadian Modern Language Review, 34, 638-694.

Crookes, G., & Schmidt, R. (1991). “Motivation: Reopening the research agenda.”
Language Learning, 41(4), 469-512.

32



behavior. New York Plenum

Deci, E. L., & Ryan;R. M. (1991). A motivational approach to self: Integration in personality.
In R. Dienstbier (Ed.), Nebraska symposium on motivation: Vol. 38, Perspectives on motivation (pp.
237-288). Lincoln: University of Nebraska Press.

Deci, E. L., Vallerand, R. J., Pelletrier, L. G., & Ryan, R. M. (1991). “Motivation and
education: The self-determination perspective.” Educational Psychology, 26, 325-346.

Desrochers, A. (1977). Bicultural excursion programmes: Correlates and consequences.
Unpublished M.A. Thesis, University of Western Ontario, London, Canada.

Dornyei, Z. (1990a). “Conceptualizing Motivation in Foreign-Language Learning.” Language
Learning, 40, 45-78.

Dornyei, Z. (1990b, April). Analysis of motivation components in foreign language learning.
Paper presented at the 9th World Congress of Applied Linguistics, Thessalonik-Halkidiki, Greece.
(ERIC Document Reproduction Service No. ED 323:810).

. Dornyei, Z. (1994a). “Motivation and motivating in the foreign language classroom.” Modem
Language Journal, 78(iii), 273-284.

Dormnyei, Z. (1994b). “Understanding L2 motivation: On with the challenge"’ ‘Modern
Language Journal, 78(iv), 515-523.

Dornyei, Z. (1996). Moving language learning motivation to a larger platform for theory and

practice. In R. Oxford. (Ed.), Language learning motivation: Pathways to the new century. (pp.
71-80). Honolulu: University of Hawaii, Second Language Teaching & Curriculum Center.

Ehrman, M., & Oxford, R. (1989). “Effects of sex differences, career choice, and
psychological type on adult language learning strategies.” Modern Language Journal, 73, 1-13.

Ehrman, M., & Oxford, R. (1990). ‘l‘Adult language learning styles and strategies in an
intensive training setting.” Modern Language Journal, 74-3, 311-326.

Ehrman, M. E., & Oxford, R. L. (1995). “Cognition plus: Correlates of language learning
success.” Modern Language Journal, 79(i), 67-89.

Ely, C. M. (1986a). “Language learning motivation: A descriptive and causal analysis.”
Modern Language Journal, 70, 28-35.

Ely, C. M. (1986b). “An analysis of discomfort, risktaking, sociability, and motivation in the

33



Multilingual and Multicultural Development, 13, 269-289.

Forsterling, Friedrich. (1985) “Attributional retrining: A review.” Psychological Bulletin, 98,
3,495-512.

Gardner, R. C. (1980). “On the validity of affective variables in second language acquisition:
Conceptual, contextual, and statistical considerations.” Language Learning, 30, 255-270.

Gardner, R. C. (1983). “Learning another language: A true social psychological experiment.”
Journal of Language & Social Psychology, 2, 219-240.

Gardner, R. C. (1985a). Motivation questionnaire. Unpublished manuscript.

Gardner, R. C. (1985b). Social psychology and second language leammg The role of
attitudes and motivation. London, Canada.: Edward Arnold. :

Gardner, R. C. (1988). “The socio-educational model of second-language leammg
Assumptions, findings, and issues.” Language Learning, 38(1), 101-126. &

Gardner, R. C. & Clement, R., Smythe, P. C., & Smythe, P. C. (1979). The
Attitude/Motivation Test Battery- revised manual. Research bulletin No. 15. Language Research
Group, University of Western Ontario, London, Canada.

Gardner, R. C., Day, J. B., & Maclntyre, P. D. (1992). “Integrative motivation, induced
anxiety, and language learning in a controlled environment.” Studies in Second Language Acquisition,
14, 197-214.

Gardner, R. C., Ginsberg, R. C., & Smythe, P. C. (1976). “Attitude and motivation in second
language learning: Course-related changes.” Canadian Modern Language Review, 32-3, 243-266.

Gardner, R. C., & Gliksman, L. (1982). “On ‘Gardner on affect’: A discussion of validity as it
relates to the Attitude/Motivation Test Battery.” Language Learning, 32, 191-200.

Gardner, R. C., Gliksman, L., & Smythe, P. C. (1978). “Attitudes and behaviour in second
language acquisition: A social psychological interpretation.” Canadian Psychological Review, 19,
173-186.

Gardner, R. C., Lalonde, R. N., & Moorcroft, R. (1985). “The role of attitudes and

motivation in second language learning: Correlational and experimental consideration.” Language
Learning, 35, 207-227.

34



. Gardner, R. C., Lalonde, R. N., Moorcroft, R., & Evers, (1987). “Second language
~ attribution: The role of motivation and use.” Journal of Language and Social Psychology, 6, 29-47.

' Gardner, R. C., Lalonde, R., & Pierson, R. (1983). “The socio-educational model of second
language acquisition: An investigation using LISEREL causal modelling.” Journal of Language and
Social Psychology, 2, 1-15.

Gardner, R. C., & Lambert, R. N. (1959). “Motivation variables in second language
acquisition.” Canadian Journal of Psychology, 13, 266-272.

Gardner, R. C., & Lambert, W. (1972). Attitudes and motivation in second language
learning. Rowley, Mass: Newsbury House.

Gardner, R. C., & MacIntyre, P. D. (1991). “An instrumental motivation in language study:
Who says it isn’t effective?” Studies in Second Language Acquisition, 13, 57-72. .

Gardner, R. C., & Maclntyre, P. D. (1992). “A student’s contribution to second language
learning. Part I: Cognitive variables.” Language Teaching, 25, 211-220.

‘ Gardner, R. C,, &MacIntyre P.D. (1993a). “On the measurement of affective variablesin
second language learning.” Language Learning, 43(2), 157-194.

Gardner, R. C., & Maclntyre, P. D. (1993b). “A student's contributions to second- language
learning. Part II: Affective variables.” Language Teaching, 26, 1-11. :

Gardner, R. C., & Smythe, P. C. (1975). “Motivation and second language acquisition.”
Canadian Modern Language Review, 3, 218-233.

Gardner, R. C., & Smythe, P. C. (1981). “On the development of the Attitude/Motivation
Test Battery.” Canadian Modern Language Review, 37, 510-525.

Gardner, R. C., Smythe, P. C..& Clement, R. (1979). Intensive second language study in a
bicultural milieu: An investigation of attitudes, motivation and language proficiency. Language
Learning, 29, 305-320.

Gardner, R. C., Smythe, P. C., Clement, R., & Gliksman, L. (1976). “Second language
learning: A social psychological perspective.” Canadian Modern Language Review, 32(3), 194-
213.

Gardner, R. C., et al. (1989). Second language learning in an immersion programme: Factors
influencing acquisition and retention. Journal of Language and Social Psychology, 8, 287-305.

Gardner, R. C., & Tremblay, P. F. (1994a). “On motivation, research agendas, and

39




theoretical frameworks Modern Language Journal, 78(111) 359 368

- __Gardner R.C., & Tremblay, P. F. (1994b). “On motivation: Measurement and conceptual
conslderatlons ” Modern Language Journal, 78(iv), 424-527. \

Gliksman, L. (1976). Second language acquisition: The effects of student attitudes on
classroom behaviour. Unpublished M.A. Thesis, University of Western Ontario, London, Canada.

Gliksman, L. (1981). Improving the prediction of behaviors associated with second language
acquisition. Unpublished Doctoral dissertation, University of Western Ontario, London, Canada.

Gliksman, R. C., Gardner, R. C., & Smythe, P. C. (1982). “The role of the integrative motive
on students' participation in the French classroom.” Canadian Modern Language Review, 38, 625-

647.

Green, J. M., & Oxford, R. (1995). “A closer look at learning strategles L2 prof1c1ency, and .
gender.” TESOL Quarterly, 29(2), 261-297. -

Harter, Susan. (1981). “A new self-report scale of intrinsic versus extrinsic orientation in the

. classroom::Motivational and informational components ” Developmental Psychology, 17(3), 300-

312.

Hemick, M., & Kennedy, D. (1968). “Multi-level grouping of students in the modern forelgn'
language program.” Foreign Language Annals, 2, 200-204. :

Homer, M. S. (1972). The motive to avoid success and changing aspirations of college
women. In J. M. Bardwick. (Ed.), Readings on the Psychology of Women.. (pp. 62-67). New
York: Harper & Row.

Hymes, D. H. (1972). On communicative competence. In J. B. Pride & J. Holmes (Eds.),
Sociolinguistics (pp. 269-293). Harmondsworth, England: Penguin.

Joreskog, K. G., & Sorbom, D. (1989). LISREL 7 user's reference guide. Mooresville,
Indiana: Scientific Software, Inc.

Julkunen, K. (1989). Situation- and task-specific motivation in foreign-language learning and
teaching (Publication in Education No. 6). Joensuu, Finland: University of Joensuu.

Julkunen, K. (1991). Situation- and task-specific motivation in foreign-language learning and
teaching. D1ssertatlon abstract International, 52, 716 c. '

Keller, J. M. (1983). Motivational design of instruction. In C. M. Reigeluth. (Ed.),
Instructional design theories and models. (pp. 386-433). Hillsdale, NJ: Erlbaum.

36



Kraemer, R. (1993). “Social psychological factors related to the study of Arabic among
Israeli high school students.” Studies in Second Language Acquisition, 15, 83-105.

Krashen, S.D. (1981). Second language acquisition and second language learning.
Oxford: Pergamon.

Krashen, S. D. (1985). The input hypothesis.. New York: Longman.

Lafayette, Robert. (1988). “Integrating the teaching of culture into the foreign language
classroom.” In A.J. Singerman. (Ed.), Toward a new integration of language and culture (pp. 47-62).

Laine, E. (1977). Foreign language learning motivation in Finland. I. Turku: Turku
University Press.

Lalonde, R. N., & Gardner, R. C. (1984). “Investigating a causal model of second language
acquisition: Where does personality fit?” Canadian Journal of Behavioural Science, 15(3), 224-
237.

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.

Lambert, W. E. (1955). “Measurement of the linguistic dominance of bllmguals Journal of
Abnormal and Social Psychology, 50, 197-200.

Lambert, W. E. (1963). “Psychological approaches to the study of language ” Modern
Language Journal, 14, 114-121.

Lambert, W. E., Gardner, R. C., Barik, H. C., & Tunstall, K. (1963). “Attitudinal and
cognitive aspects of intensive study of a second language.” Journal of Abnormal and Social
Psychology, 66, 358-369.

Landy, F. (1985). Psychology of work behavior. Homewood, IL: Dorsey Press.

Lett, J., & O'Mara, F. E. (1990). Predictors of success in an intensive language learning
contexts: Correlates of language learning at the Defense Language Institute Foreign Language Center.
InT.S. Parry & C. W. Stansfield (Eds.), Language aptitude reconsidered. (pp 222-260).

Englewood Cliffs, N.J.: Prentice Hall Regents.

Locke, E. A., & Latham, G. P. (1990). “Work motivation and satisfaction: Light at the end of
the tunnel.” Psychological Science, 1, 240-246.

Lukmani, Y. M. (1972). “Motivation to learn and learning proficiency.” Language Learning,

37



22,261-273.

Lyczak, Richard., Fu, .Ga:il.-S_q.hagfer., & Ho, Audrey. (1976). “Attitudes of Hong-Kong
bilinguals toward English and Chinese speakers.” Journal of Cross-cultural Psychology, 7, 425-438.

Maccobby, E. E., & Jacklin, C. N. (1974). The psychology of sex differences. Stanford:

Stanford University Press. -

MaclIntyre, D. P. (1995a). How does anxiety affect second language learning? A reply to
Sparks and Ganschow. Modern Language Journal, 79, 90-99.

MaclIntyre, D. P. (1995b). On seeing the forest and the tree: A rejoinder to Sparks and
Ganschow. Modern Language Journal, 79, 245-248.

Maclntyre, D. P. (1994a). “Toward a social psychological model of strategy use.” Foreign
Language Annals, 27(2), 185-195.

Maclntyre, D. P. (1994b). Variables underlying willingness to communicate: A causal
analysis. Communication Research Reports, 11, 2, 135-142.

Maclntyre, D. P., & Charos, C. (1996). Personality, attitudes, and affect as predictors of
second language communication. Journal of Language and Social Psychology, 15, 3-26.

Maclntyre, D. P., Domyei, Z., Clement, R., & Noels, K. A. (1998). Conceptualizing
willingness to communicate in a L2: A situational model of L2 confidence and affiliation. Modern

Language Journal, 82, iv, 545-562.

MaclIntyre, D. P., & Gardner, R. C. (1994a). “The subtle effects of language anxiety on
cognitive processing in the second language.” Language Learning, 44, 283-305.

Maclntyre, D. P., & Gardner, R. C. (1994b). “The effects of language anxiety on cognitive
processing in the second language.” Studies in Second Language Acquisition, 16, 1-17.

Maclntyre, D. P., & Noels, K. A., & Clement, R. (1997). Biases in self-ratings of second
language proficiency: The role of language anxiety. Language Learning, 47, 2, 265-287.

Mantle-Bromley, C. (1992). “Preparing students for meaningful culture learning.” Foreign
Language Annals, 25, 117-127.

Maslow, A. H. (1970). Motivation and personality. New York: Harper & Row.

McClelland, D. C. (1955). Studies in motivation. New York: Appleton Century-Crofts.

38



McLaughlin, B., Rossman, T., & McLeod, B. (1983). “Second language learning: An__
information-processing perspective.” Language Learning, 33, 135-158. .

Muchnick, A. G., & Wolfe, D. E.. (1:'9‘82). “Attitudes and motivations of American studént‘_s '-0_—f-
Spanish.” Canadian Modern Language Review, 38, 262-281.

Mueller, T. H. (1971). “Student attitudes in the Basic French courses at the university of
Kentucky.” Modern Language Journal, 55, 290-298.

Naiman, F., & Todesco, A. (1975). “The good second language learner.” TESL Talk, 6,
58-75. ’

Naiman, N., Frohlich, M., Stern, H. H., & Todesco, A. (1978). The good language
learner. (Vol. No. 7). Toronto, Ontario: Ontario Institute for Studies in Education.

Nicholls, J. G. (1984). “Achievement motivation: Conceptions of ability, subjective
experience, task choice, and performance.” Psychological Review, 91, 328-346.

Noels, K. A., Pon, Gordon., & Clement, R. (1996). Language, identity, and adjustment: The
role of linguistic self-confidence in the acculturation process. Journal of Language and Social
Psychology, 15, 3, 246-264. ’ '

Nyikos, M. (1990). “Sex-related differences in adult language learning: Socialization and

- memory factors.” Modern Language Journal, 74, 274-287.

Nyikos, M. (1991). Prioritizing student learning: A guide for teachers Focus on the foreign
language leamer. In L. Strasheim (Ed.), Priorities and strategies. Lincolnwood, IL: National
Textbook, 25039.

Nyikos, M., & Oxford, R. (1993). “A factor analytic study of language-learning strategy use:
Interpretations from information-processing theory and social psychology.” Modern Language
Journal, 77(i), 11-22.

O'Malley, J. M., & Oxford, R. L. (1990). Learning strategies in language acquisition.
Cambridge: Cambridge University Press.

Oller, J. W. (1982). - “Gardner on affect: A reply to Gardner.” Language Learning, 32,
183-189.

Oller, J. W., Jr., Baca, L., & Vigil, F. (1977). “Attitudes and attained proficiency in ESL: A

sociolinguistic study of native speakers of Mexican Americans in the Southwest.” TESOL Quarterly,
11, 173-182.

39



Oller J. W., Jr.,, Hudson, A., & Liu, P. (1977). “Attltudes and attained proficiency in ESL: A

' soc1ohngulst1c study of native speakers of Chinese in the United States.” Language Learning, 27, 1-
27 -

Oller, J. W., & Perkins, K. (1978a). “Intelligence and language proficiency as sources of
variance in self-reported affective variables.” Language Learning, 28-1, 85-97.

Oller, J. W., & Perkins, K. (1978b). “A further comment on language proficiency as a source
of variables in certain affective measures.” Language Learning, 28-2, 417-423.

Orduno, M. M. (1992). “Cross-cultural awareness in the foreign language class: The
Kluckhohn model.” Modern Language Journal, 75, 449-459.

Oxford, R. (1989). "The best and the worst”: An exercise to tap perceptions of language-
learning experiences and strategies. Foreign Language Annals, 22(5), 447-454.

Oxford, R. (1989). “Use of language learning strategies: A synthesis of studies with
implications for strategy training.” System, 17(2), 235-247. :

Oxford, R. (1992a). “Who are students?” TESL Canada Journal, 9(2), 38-49.
Oxford, R. L. (1992b). US and Japanese educational systems: Implications for global
business- A view from this side of the ocean. Paper presented at the Annual Alabama Sakura

Festival., Tuscaloosa, AL.

Oxford, R. (1993a). “Instructional implications of gender differences in second/foreign

- language (L2) learning styles and strategies.” Applied Language Learning, 4(1-2), 65-94.

Oxford, R. L. (1993b). “Research on second language learning strategies.” Annual Review of
Applied Linguistics, 13(v), 175-187.

Oxford, R. L. (1994). “Where are we regarding language learning motivation?” Modern
Language Journal, 78(iv), 512-514.

Oxford, R. L. (1996). New pathways of language learning motivation. In R. L. Oxford (Ed.),
Language Learning Motivation: Pathways to the new century. (pp. 1-8). Honolulu: University of

Hawaii, Second Language Teaching & Curriculum Center.

Oxford, R. L., & Ehrman, M. (1993). “Second language research on individual differences.”
Annual Review of Applied Linguistics, 13(v), 188-205.

Oxford, R., & Ehrman, M. (1995). “Adults language learning strategies in an intensive foreign
language program in the United States.” System, 23, 359-386.

40



Oxford, R. L., Hollaway, M. E., & Horton-Murillo, D. (1992). “Language learning styles:
Research and.practical considerations for teaching in the multicultural tertiary ESI/EFL classroom.”
System, 20(4),-439-456. e

Oxford, R., & Nyikos, M. (1989). “Variables affecting choice of language learning strategies
by university students.” Modern Language Journal, 73, 291-300.

Oxford, R., Nyikos, M., & Ehrman, M. (1988). “Vive la Difference? Relations on sex
differences in use of language learning strategies.” Foreign Language Annals, 21, 321-329.

Oxford, R., Park-Oh, Young., Ito, Sukero., & Samurall, Malenna. (1993a). “Factors
affecting achievement in a satellite-delivered Japanese language program.” American Journal of
Distance Education, 7(1), 10-25.

Oxford, R., Park-Oh, Young., Ito, Sukero., & Samurall, Malenna. '(1993b). “Learning a
language by satellite television: What influences student achievement?” System, 21(1), 31-48.

Oxford, R., & Shearin, J. (1994). “Language learning motivation: Expanding the theoretical
framework.” Modern Language Journal, 78(i), 12-28.

Oxford, R. L., & Shearin, J. (1996). Language learning motivation in a new key. In R.
Oxford. (Ed.), Language Learning motivation: Pathways to the new century. (pp.121-144).
Honolulu: University of Hawaii, Second Language Teaching & Curriculum Center.

Phinney, J. S. (1990). Ethnic identity in adolescents and adults: Review of research.
Psychological Bulletin, 108, 499-514.

Pierson, H. D., Fu, G. S., & Lee, Sik-yum. (1980). “An analysis of the relationship between
language attitude and English attainment of secondary students in Hong Kong.” Language Learning,
30, 289-316.

Politzer, R. L. (1983). “An exploratory study of self-reported language learning behaviors and
their relation to achievement.” Studies in Second Language Acquisition, 6, 54-68.

Politzer, R. L., & McGroarty, M. (1985). “An exploratory study of learning behaviors and
their relationship to gains in linguistic and communicative competence.” TESOL Quarterly, 19(1),

103-123.

Ramage, K. (1990). “Motivational factors and persistence in foreign language study.”
Language Learning, 40, 189-219.

Reid, J. M. (1987). “The learning style preferences of ESL students.” TESOL Quarterly,

21(1), 87-111.

41



Reiss, Mary-Ann. (1985). “The good language learner: Another look.” Canadian Modern

Language Review, 41(3), 511-523. '

Roberts, L. P. (1992). “Attitudes of entering university freshmen toward foreign language
study: A descriptive analysis.” Modern Language Journal, 76, iii, 275-283.

Roger, D., Bull, P., & Fletcher, R. (1981). “The construction and validation of a questionnaire
for measuring attitudes towards learning foreign languages.” Educational Review, 33, 223-230.

Rost, M., & Ross, S. (1991). “Learner use of strategies in interaction: Typology and
teachability.” Language Learning, 41(2), 235-273.

Rubin, J. (1975). “What the "Good Language Learner" can teach us.” TESOL Quarterly,
9(1), 41-51.

Rubin, J. (1981). “The study of cognitive processes in second language learning.” Applied
Linguistics, 2, 117-131.

Ryan, R. M., & Connell, J. P. (1989). “Perceived locus of causality and internalization:
Examinating reasons for acting in two domains.” Journal of Personality and Social Psychology, 50,
550-558. ‘

Schmidt, Richard., Borai, Deena., & Kassabgy, Omneya. (1996). Foreign language
motivation: Internal structure and external connections. In R. Oxford (Ed.), Language Learning
Motivation: Pathways to the New Century. (Vol. 11, pp. 9-70). Honolulu: University of Hawali,
Second Language Teaching & Curriculum Center.

Schumann, J. H. (1994). “Where is cognition?” Studies in Second Language Acquisition,
16, 231-242.

Schunk, D. H. (1985). “Self-efficacy and classroom learning.” Psychology in the Schools,
22, 208-223.

Schunk, D. H. (1991). “Self-efficacy and academic motivation.” Educational Psychologist, -
26(3), 207-231.

Skehan, P. (1989). Individual differences in second language learning. London: Edward
Armold.

Skehan, P. (1991). “Individual differences in second language learning.” Studies in Second
Language Acquisition, 13, 275-298.

Smith, A. A. (1971). “The importance of attitude in foreign language learning.” Modern

Q 42




Language Journal, 55, 82-88.

Smythe, D. C., Stennett, R. G.,-& F_e;enstra, H. J. (1972). “Attitude, aptitude and type of
instructional programme in second language acquisition.” Canadian Journal of Behavior and
Science, 4(4), 307-321.

Sparks, R. L., & Ganschow, L.. (1995). A strong inference approach to causal factors in
foreign language learning: A response to MacIntyre. Modern Language Journal, 79, 235-244.

Spolsky, B. (1969). “Attitudinal aspects of second language learning.” Language Learning,
19, 272-283.

Spolsky, B. (1984). “Formulating a theory of second language learning.” Studies in Second
Language Acquisition, 7, 269-288. :

Stein, A. H. (1971). “The effects of sex-role standards for achievement and sex-role
preferences on three determinants of achievement motivation.” Developmental Psychology, 4, 219-
231.

Stein, A. H., & Bailey, M. M. (1973). “The socialization of achievement motivation in
females.” Psychological Bulletin, 80, 345-366.

Stein, A. H., Pohly, S. R., & Mueller, E. (1971). “The influence of masculine, feminine, and
neutral tasks on children’s achievement behavior, expectancies of success, and attainment values.”

Child Development, 42, 195-207.

Stein, A. H., & Smithells, J. (1969). “Age and sex differences in children’s sex role standards
about achievement.” Developmental Psychology, 1, 252-259. -

Stern, H. H. (1975). “What can we learn from the good language learner?” Canadian
Modern Language Review, 31, 4., 304-318.

Strong, M. H. (1984). “Integrative motivation: Cause or result of successful second-language
acquisition?” Language Learning, 34, 1-14.

Taylor, Darrel., & Sorenson, J. (1961). “The culture capsule.” Modern Language Journal,
45, 350-354.

Tran, Thanh. V. (1988). “Sex differences in English language acculturation and learning
strategies among Vietnamese adults aged 40 and over in the United States.” Sex Roles, 19, 747-758.

Tremblay, P. F., & Gardner, R. C. (1995). “Expanding the motivation construct in language
learning.” Modern Language Journal, 79(iv), 505-518.

ERIC 43




Tucker, G. R., Hamayan, E., & Genesee, F. H. (1976). “Affective, cognitive, and social
factors in the second language acquisition.” Canadian Modern Language Review, 3, 214-226.

Turner, P. (1974). “Why Johnny doesn’t want to learn a foreign language.” Modern
Language Journal, 58, 191-196.

Vroom, V. H. (1964). Work and motivation. New York: Wiley.

Weiner, B. (1979). “A theory of motivation for some classroom experiences.” Journal of
Educational Psychology, 71, 3-25.

Weiner, B. (1985). “An attributional theory of achievement motivation and emotion.”
Psychological Review, 92(4), 548-573.

Weiner, B. (1986). An attributional theory of motivation and emotion. New York:
Springer-Verlag.

Weiner, B., Frieze, 1. H,, Kukla, A., Reed, L., Rest, S., & Rosenbaum, R. M. (1971).
Perceiving the causes of success and failure. Morristown, NJ: General Learning Press.

White, Peter. (1980). “Theoretical note: Limitations on verbal reports of internal events: A
refutation of Nisbett and Wilson and of Ben.” Psychological Review, 87-1, 105-112.

Wong, M. J. (1982). The role of attitudes and motivation in second language acquisition
among adolescent native Chinese speakers in the U. S. Unpublished doctoral dissertation, University -
of San Francisco, California.

Wong, Maria. Mei-ha., & Csikszentmihalyi, M. (1991). “Motivation and academic
achievement: The effects of personality traits and the quality of experience.” Journal of Personality,
59(3), 539-574.




tLo »5 26D

U.S. Department of Education

Office of Educational Research and Improvement (OERI)

National Library of Education (NLE)

Educational Resources Information Center (ERIC)

REPRODUCTION RELEASE

(Specific Document)

I. DOCUMENT IDENTIFICATION:

®

SRIG

Title:

M;{';i‘sfo[k/fm\ov] Cons Dru X omd u\wxﬁ_es " BREL elassyoou

(_.P‘,,ot y‘bu.d;)

Author(s):

DM""HO
d

Corporate Source:

Kang
al

Publication Date:

Il. REPRODUCTION RELEASE:

In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the
monthly abstract journal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy,
and electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Credit is given to the source of each document, and, if
reproduction release is granted, one of the following notices is affixed to the document.

If permission is granted to reproduéé and disseminate the identified document, please CHECK ONE of the following three options and sign at the bottom

of the page.

The sample sticker shown below will be
affixed to all Level 1 documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS
BEEN GRANTED BY

5®‘°Q\e

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

Level 1

!

Vv

Check here for Level 1 release, pemitting reproduction
and dissemination in microfiche or other ERIC archival
media (e.g., electronic) and paper copy.

The sample sticker shown below will be
affixed to all Level 2A documents

The sample sticker shown below will be
affixed to all Level 2B documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN
MICROFICHE, AND IN ELECTRONIC MEDIA
FOR ERIC COLLECTION SUBSCRIBERS ONLY,
HAS BEEN GRANTED BY

@@Q\ﬁ
S

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

2A

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN
MICROFICHE ONLY HAS BEEN GRANTED BY

Q\Q)

%‘2’@

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

28

Level 2A

!

Check here for Level 2A release, pemmitting reproduction
and dissemination in microfiche and in electronic media
for ERIC archival collection subscribers only

Level 2B

i

Check here for Level 2B release, pemmitting
reproduction and dissemination in microfiche only

Documents will be processed as indicated provided reproduction quality permits.

If permission to reproduce is granted, but no box is checked, documents will be processed at Level 1.

1 hereby grant to the Educational Resources Information Center (ERIC) nonexclusive permission to reproduce and disseminate this document
as indicated above. Reproduction from the ERIC microfiche or electronic media by persons other than ERIC employees and its system
contractors requires permission from the copyright holder. Exception is made for non-profit reproduction by libraries and other service agencies
to satisfy information needs of educators in response to discrete inquiries.

s H Signature: Printed Name/Position/Title:
hansl Kenf D‘Wu—m” gv’A . Donqg e kang // Doctora R chudgt™
b Iease OrganizatiorvAddress: wo N l, 6 eg orle! Q m_ 2 f‘b q_ FAX:
) M ! w“\ﬂ_, U W‘ 1) . } SU» m M ail ress: ate: e
T +'l */—’)%6 4 ’ IE;IHWG@ ZWPIAA/ALDQDU Jne [? "'A//jlﬁ'

ERIC

Aruitoxt provided by Eic:

(over)



]

Q
EMC 088 (Rev. 9/97)

FullToxt Provided by ERIC.

il. DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE):

If permission to reproduce is not granted to ERIC, or, if you wish ERIC to cite the availability of the document from another source, please
provide the following information regarding the availability of the document. (ERIC will not announce a document unless it is publicly
available, and a dependable source can be specified. Contributors should also be aware that ERIC selection criteria are significantly more
stringent for documents that cannot be made available through EDRS.)

Publisher/Distributor:

Address:

Price:

IV. REFERRAL OF ERIC TO COIsYRIGHTIREPRODUCTION RIGHTS HOLDER:

If the right to grant this reproduction release is held by someone other than the addressee, please provide the appropriate name and
address:

Name:

Address:

V. WHERE TO SEND THIS FORM:

Send this form to the following ERIC Clearinghouse: L "\% C‘“’( l’")\ﬁ “MU ('FL‘)
C enhrr~ —fl\_ Arrl?bL Lﬁ»j@sb\q
119 22md. Street, NW
u)o\sk.‘v\(;"-m , PC 2083 —~/21 0

However, if solicited by the ERIC Facility, or if making an unsolicited contribution to ERIC, return this form (and the document being
contributed) to:
ERIC Processing and Reference Facility
1100 West Street, 2" Floor
Laurel, Maryland 20707-3598

Telephone: 301-497-4080
Toll Free: 800-799-3742
FAX: 301-953-0263
e-mail: ericfac@inet.ed.gov
WWW: http:/lericfac.piccard.csc.com

FHEVIOUS VERSIONS OF THIS FORM ARE OBSOLETE.



