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Abstract 

 

Sociocultural Factors Affecting Learner Motivation in Language 

Learning 

 

Hilal Peker, M.A. 

The University of Texas at Austin, 2013 

 

Supervisor:  Diane L. Schallert 

 

The concept of motivation and its contributing factors have been a vital interest in 

language studies since the works of Gardner and Lambert (1972) on attitudes and 

motivation in language learning. Initial studies emphasized the individual contributors to 

learner motivation whereas the second wave of studies underscored the contextual 

contributors. Within the social contexts in which individuals live in, the issue of identity 

has gained a significant importance in recent years.  Therefore, the purpose of this report 

is to identify sociocultural factors in relation to motivation in language learning and to 

examine what implications can be drawn to be able to ensure a cross-culturally 

motivating environment for learners. This report provides a comprehensive examination 

of second language acquisition theories and points to new trends in the field, reviews 
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important perspectives on emotion and explains the difference between emotion and 

motivation, reconciling different perspectives on emotion. It also reviews important 

theories of motivation in language learning as well as the conceptual and operational 

similarities and differences between intrinsic motivation, interest, and flow. It examines 

the socio-cultural bases of learning languages by focusing on models of acculturation and 

social identity, and reiterates the new turn that has taken place in language learning 

models with the sociocultural perspective, and proposes a synthesis of the role of culture 

in language learning. It provides a vital discussion on the sociocultural factors that have 

crucial effects on motivation for language learning, focusing on the importance of 

cultural identities of individuals. And finally, it provides conclusions and implications 

from both theoretical and pedagogical standpoints. 
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Chapter 1: Introduction 

 

I don't want to build a wall around the walls of my home or cover its windows. I 
would like all the cultures of the world to blow freely into my home and among 
my family. However, I will not let them cut the ground from under my feet. I 
don't want to live as a slave and beggar in the homes of others. 

Mahatma Gandhi 
 

 

There are several ideas on the number of languages in the world regardless of 

their being foreign language, second language, or native language. The Summer Institute 

of Linguistics (SIL) International provides a database of its research about the world’s 

languages, called Ethnologue, whose goal is to count languages such as Japanese, 

German, Quechua, etc. In the 16th edition of its publication in 2009, Ethnologue refers to 

7,358 languages, representing an increase over the 6,912 of the 2005 15th edition 

(Gordon, 2005; Lewis, 2009). There are many such languages but far fewer than the 

number of people, because some languages have millions of speakers (Lightfoot, 2011). 

For instance, The National Bureau of Statistics of China reported that among the people 

with foreign-language learning experience in Mainland China as the most populated 

country in the world, as many as 93.8% had studied English, 7.1% Russian, and 2.5% 

Japanese, while only 0.3% learned any other foreign language (Wei & Su, 2012). That is 

to say, among 415.95 million Chinese foreign-language learners, 390.16 million had 

learned some English. English was the language studied by an overwhelming majority of 

foreign-language learners in different regions of China, with the proportion ranging from 
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a low of 82.7% in Heilongjiang Province to a high of 98.7% in Hainan Province (Wei & 

Su, 2008).  

 

As another example, the United States has a great number of languages spoken as 

a foreign language or second language. In the 1900s, the majority of the immigrants to 

the U.S. were from Europe; however, today, most immigrants are from Latin America 

and Asia. The increasing number of immigrants is changing the languages that are 

learned by new generations in the United States. 

 

Thus, in the early 1900s, German and French were popular foreign languages; 

now, Spanish is the most popular language that is learned by a great number of people in 

the U.S. because of socio-political relations with Latin American countries. However, 

despite this great popularity, it is reported that in some regions of the United States many 

students show little interest in acquiring Spanish (Hsieh, 2008; Muchnick & Wolfe, 

1982). As stated previously, some people have reasons to learn Spanish, and some have 

other reasons not to learn it.  

 

Now, considering my native country, Turkey has had influences from different 

languages such as French, Arabic and Persian throughout its history. However, as Yücel 

(1982) pointed out, the use of these languages was limited to the elite consisting of 

educated people and the people who have governing professions. In other words, Persian 

was never popular among the common people in the 18th century. Similarly, in the 19th 
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century, French became popular; however, it was limited to those in intellectual and 

governing professions. Contrary to these examples, English has influenced Turkey since 

the 1980s because of the globalization, especially in economics and cultural relations. 

Therefore, this has created a great change in Turkish people’s motivation to learn 

English, not other languages, especially among younger individuals across the political 

class spectrum. 

 

As seen from the above examples, there are regional differences even in the same 

country (i.e., China and the U.S.) in learning different languages at different times. Why 

do some individuals have very much interest in learning Spanish, whereas others have 

little interest in learning it in the United States? Or, why do the people in Hainan 

Province of PRC want to learn English more than any other language, and not Spanish? 

Although English is the most popular foreign language in the west of Turkey, children in 

eastern Turkey who often speak Kurdish as a first language learn Turkish as a second 

language.  

 

Explaining these differences is important and may depend on the examination of 

socio-cultural and motivational studies because each individual has different motivation 

or goals in learning different languages depending on their cultures within the time period 

in which they live. Although there is a need for longitudinal studies to explain the socio-

cultural differences among different groups’ attraction to learn one or another language, I 

will provide some frameworks in the following chapters that may help the 
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conceptualization of sociocultural factors affecting learner motivation in language 

learning. However, before examining these issues, there is a need to describe some terms 

such as learning, acquisition, foreign and second language that I will use throughout this 

report. 

 

Second Language Acquisition and Foreign Language Learning 

Much of the discussion in the field of second language acquisition has been on 

how to distinguish second language acquisition from foreign language learning. Gass 

and Selinker (2008) described SLA as a new language system that learners create, and in 

this context, second may refer to any language that is learned subsequent to the native 

language or first language. Therefore, in this sense, it may also refer to the learning of a 

third or fourth language.  

 

Although Ellis (1997) did not contrast “second” language with “foreign” 

language, VanPatten and Benati (2010) made a clear distinction between them. For 

instance, Ellis (1997) asserted that whether an individual is learning a language naturally 

as a result of living in a country where it is spoken, or learning it in a classroom through 

instruction, it is customary to speak generally of “second” language acquisition (p.3). 

However, VanPatten and Benati (2010) disagreed. To them, foreign language learning 

refers to language learning in contexts where the language is not formally spoken outside 

the classroom, such as when learning French in Turkey or Spanish in Estonia. They 

reserved the term second language acquisition (SLA) for cases of learning a language that 
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can be used outside the classroom. For instance, learning English in the United Kingdom 

or learning Spanish in Spain can be categorized as second language learning according to 

VanPatten and Benati (2010).  

 

From another point of view, Hulstijn (2005) admitted that acquisition plays a 

crucial role in the construction of oral L2 competencies in young learners or learners that 

are immersed in the language but he also accepted a variety of scenarios where 

approaches focusing on learning offer more viable paths to L2 language proficiency. For 

instance, adult learners who were only exposed to the target language in the classroom 

could only use the explicit knowledge taught to construct their competency. Therefore, 

the acquisition/learning hypothesis, which was an important assumption in order to 

legitimize communicative approaches to language teaching in the 1980s, has become less 

relevant to today's post-communicative approaches, which places a larger emphasis on 

the development of critical literacies. As a result, the hypothesis has lost some relevance 

in recent years. There is now little research activity on the distinction between learning 

and acquisition, and the research community tends to interpret the hypothesis in less 

radical terms than in previous decades (Hulstijn, 2005). In line with this less radical 

trend, I will use both terms interchangeably with a focus on motivation regardless of 

learning/acquisition distinction. The reason I do not try to emphasize the distinction 

between them is that, as Ortega (2013) pointed out, there are diverse contexts involving 

different profiles of learners for whom the distinction does not clearly apply, such as 

“heritage language learners (Montrul, 2008; Valdés, 2005), preschool-age child L2 
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learners (Schwartz, 2004), international adoptees (Fogle, 2012; Hyltenstam, Bylund, 

Abrahamsson, & Park, 2009), school-age minority language learners (Ardasheva, Tretter, 

& Kinny, 2012; Schleppegrell, 2004), low-literacy and/or limited-education L2 learners 

(Ramírez-Esparza et al., 2012; Tarone & Bigelow, 2005; Schöneberger, van de Craats, & 

Kurvers, 2011), L2 learners with special learning needs (Kormos & Smith, 2012; Sparks, 

Humbach, & Javorsky, 2008), college students studying abroad (Kinginger, 2009), 

missionaries serving abroad (Hansen, 2012), or healthy aging L2 learners (Lenet, Sanz, 

Lado, Howard, & Howard, 2011; van der Hoeven & de Bot, 2012)” (all cited in Ortega, 

2013, p. 5-6). 

 

Under these circumstances, I suggest that this broad spectrum of learners and 

contexts from a sociocultural view requires using the terms interchangeably. The 

complexities represented also underscore the importance of the construct of motivation in 

language learning. Although the contexts are sociolinguistically very different in terms of 

the input and interaction in learning a language in different communities, the cognitive 

aspects of learning a language may be rather similar in different contexts. Therefore, I 

assert that it is quite common to find both terms frequently categorized under the 

umbrella of Second Language Acquisition. In line with Ortega’s (2013) emphasis on 

bi/multilingualism, I will use the terms foreign language and second language 

interchangeably in this report.  
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A Turn for Second Language Acquisition 

The field of Second Language Acquisition (SLA) interacts with different 

disciplines such as educational psychology in explaining language learning processes, 

and it is a fact that “SLA is moving forward into the 21st century with a glowing record of 

disciplinary progress” (Ortega, 2013, p.6). In this broad spectrum, the reason SLA 

interacts with other disciplines is that “any theory about the acquisition of languages by 

ordinary human beings has to account for the fact that many of them acquire two 

languages simultaneously from the beginning, and that many others acquire one or more 

mother language consecutively at a later time” (Cook, 2002, p. 24). This is called late 

bilingualism and cannot be explained only through SLA. Therefore, considering only 

second language acquisition limits the field, and undermines the importance of language 

ontogeny in different contexts. As Lightfoot (2011, p. 162) asserted, “No two children 

hear the same PLD [Primary Linguistic Data], because there is too much variation in 

ambient speech,” and this shows that new grammars or new structures may emerge under 

different circumstances depending on each individual and each context. Therefore, 

instead of focusing only on second language acquisition, future research should focus 

more on bi/multilingualism within sociocultural studies because blending SLA studies 

with bi/multilingualism requires the new improvements and creates new research areas 

with the help of sociocultural framings. As Ortega (2013) asserted, “a deficit approach to 

studying late bilingualism is a liability that limits the field’s full potential for generating 

knowledge that is internally valid as well as valued and valuable beyond it disciplinary 

bounds” (p.17). Therefore, answering some fundamental questions about language 
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development depends on the interaction between SLA and bi/multilingualism as well as 

late learning of languages. Instead of always asking how adults are different from 

children in learning L2s or how L1 acquisition is different from L2 acquisition, blending 

SLA with bi/multilingualism will invoke broader research goals and allow for the 

construction of stepping stones into the future. 

 

Organization of the Report 

The purpose of this report is to identify sociocultural factors in relation to 

motivation in language learning and to examine what implications can be drawn to be 

able to ensure a cross-culturally motivating environment for students. In Chapter 2, I 

review important perspectives on emotion and explain the difference between emotion 

and motivation, reconciling different perspectives on emotion. In Chapter 3, I review 

significant theories of motivation related to language learning as well as the conceptual 

and operational similarities and differences between intrinsic motivation, interest, and 

flow. I also emphasize the importance of integrative motivation in language learning. In 

Chapter 4, I examine the socio-cultural bases of learning languages by focusing on 

models of acculturation and social identity. I reiterate the new turn that has taken place in 

language learning models with the sociocultural perspective, and I propose a synthesis of 

the role of culture in language learning. In Chapter 5, I discuss the sociocultural factors 

that have crucial effects on learner motivation in language learning, focusing on the 

importance of cultural identities of individuals. And finally, in Chapter 6, I provide 

conclusions and implications from both theoretical and pedagogical standpoints. 
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Chapter 2: The Role of Emotion in Learning 

 

So far I have been concerned with distinguishing some general terms in the field 

of second language acquisition and explaining a new trend regarding SLA. However, 

there is a need to explain how emotions affect language learning through different 

perspectives and the relation between emotion and motivation. Before explaining the 

relation between these two constructs, there is a necessity to know what emotion means 

and what the different perspectives are on this issue. In this chapter, I address these topics 

from biological, sociological, cognitive and situational perspectives. 

 

Innate and Sociological Perspectives of Emotions 

Since motivational studies gained importance starting with Gardner’s works, the 

study of emotions has also become important. Motivation is about human strivings, 

wants, desires or aspirations like one’s desire to learn a language. For instance, some 

individuals feel anger towards some societies and as a result they do not want to learn the 

language of that society. At this point, the emotions of individuals become important. 

Some people learn Spanish because they love Spanish community or some people are 

motivated to learn German because of a personal or romantic relationship with a German 

individual. Therefore, there is a need to get to know the source of our emotions directing 

us towards motivation to do something and how our emotions shape (see Figure 1). 
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One of the biggest debates in motivation-emotion research is whether emotions 

are natural or constructed events. The natural-kinds view asserts that there are basic 

emotions that are innate and universal to all humankind such as fear, rage, disgust, etc. 

while the view that holds the idea that emotions are constructed through individuals’ lives 

stresses that emotions are seen as the causes, mediators, or effects of other psychological 

processes such as attention, memory, and perception. According to the constructivist 

view, another possibility is that each individual reacts to a range of stimuli with the same 

modal response, but that modal responses vary across individuals. For example, some 

people may react to all emotional events primarily with facial expressions, whereas 

others may show primarily autonomic nervous system effects (Barrett et al., 2007).  

 

The natural-kinds view theorists such as Panksepp (2007) and Izard (2007b) base 

their theories on the idea that basic emotions are universal to all human beings and 

animals, and are the products of biology and evolution. Panksepp (2007) asserted that 

there are four basic emotions that are universal to all human beings: fear, rage, panic, and 

expectancy. He based his findings on the four neuroanatomical, emotion-pathways in the 

limbic system of the brain. In addition, Izard (2007a) proposed his differential emotions 

theory, stating that there are ten basic emotions: “anger, fear, distress, joy disgust, 

surprise, shame, guilt, interest and contempt.” (p.267). Izard proposed that basic emotions 

are different from the emotional schemas that include cognitive content. Basic emotions 

carry operative adaptive behavior capacity, and partially depend on the perception of 
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environmental stimuli, have innateness, are related to cognition and behavior, and have 

regulatory and motivational potentials. For example, fear might motivate flight.  

 

Furthermore, the natural-kinds view supports the idea that every instance of a 

feeling such as anger is caused by a specific neural circuit or by an “anger program” or an 

“emotion program” in human brain. Thus, every instance of anger or that specific type of 

emotion is homologous with every other instance because they all derive from a common 

cause (Panksepp, 2007).  In this very idea, the natural-kinds theory clashes with the 

constructivist beliefs. The natural-kinds view asserts that constructivist ideas on this issue 

are largely theoretical assumptions rather than conclusions derived from robust neuro-

scientific data. 

 

However, the constructivists such as Barrett (2006) believe that human brains 

function differently than animal brains, and animal research provides important 

information, but does not give the whole story. Therefore, the constructivists have tried to 

refute the idea that emotions are natural kinds. According to Barrett (2006), innate 

abilities need not materialize at birth and can develop as neural systems mature. “What 

does seem certain, however, is that the conceptual knowledge about emotion that is 

necessary to support emotion perception is not available to young children, so that 

children’s early emotion concepts do not support the perception of distinct categories of 

emotion like anger and sadness. Children do not possess the full adult taxonomy of 

emotion concepts until the age of five” (Barrett, 2006, p.39).  
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Furthermore, although the natural-kinds theorists have claimed that basic 

emotions are expressed by vocal and facial features, constructivists have pointed out that 

facial movements and vocal signals do not necessarily display information about the 

sender’s emotional state. For example, in some experiments, individuals observing facial 

or vocal cues were asked to assign a sender’s observable behaviors such as facial 

movements or vocal signals to emotion categories (Ekman, 1972; Izard, 1994). It was 

assumed that to perform with above chance accuracy, perceivers must be able to decode 

or extract emotional information from those behaviors. At this point, the constructivists 

asserted that certain discrete emotions are natural kinds; however, this cannot be defined 

as depicting one’s own cultural vocal and facial expressions as in the case in these 

experiments. Instead, it could have been done by the members of a different culture so 

that the universality of emotions can be seen if there is any. 

 

Although the natural-kinds view and constructivists disagree on such points, some 

theorists such as Panksepp (2007) have tried to reconcile these two views. He stated that 

the basic emotional systems view can coexist with the constructivist view of emotion, and 

that “core negative and positive affect may be more of a socially and culturally 

constructed ‘umbrella’ for basic natural emotions” (p. 290).  

 

In my own synthesis of these views, I suggest that these two views can only be 

reconciled by bringing in the socio-cultural aspect of emotions. Because there are 
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different cultures around the world, a change even in the basic emotions or in the 

expressions of the basic emotions occur socio-historically. The cultural construction of 

emotion refers to the point that individuals in every culture have different expressions of 

emotion, and they change their emotional construction if they are changing the culture 

they live in.  For example, children who grow up in Turkey may have different responses 

to different social events than those in the United States. Because many of the children 

who grow up in a Turkish culture are raised with more family pressure than many 

children in the U.S. (Polat, 2011), they may restrain their emotional reactions or 

expressions when encountering similar situations. Reeve (2005) compared Chinese and 

U.S. cultures, and showed evidence that individuals in the U.S.A. have pride as one of 

their basic emotions whereas many Chinese individuals relate this emotion as effacement. 

Therefore, Chinese infants learn to be less automatically reactive and expressive than 

American infants. 

 

Furthermore, there are also basic emotions as well as more shaded emotions such 

as hate, irritation, jealousy, etc. Because humans spend a lifetime learning, these shades 

of emotions are learned over time through cultural differences. For example, jealousy 

may mean or refer to a very close emotion to anger in eastern cultures whereas it refers to 

an emotion closer to appreciation in Western cultures. Therefore, it can be said that there 

is a cross-cultural universality, not a unique universality. Because emotional experiences 

greatly vary across cultures, we need to look at the emotions from a socio-cultural 

perspective. As Mesquite (2003) stated, “cultural differences in the frequencies of certain 
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types of expressions and behaviors tend to reflect differences in cultural models… 

cultural models may be thought of as influencing the relative salience of different 

behavioral options” (p. 878). Human beings develop biologically, psychologically, 

physically, and socially as they age. As a result of this improvement, emotions also 

change. If we consider that the basic emotions also develop, we can easily see why a 

socio-cultural approach should be adopted to reconcile the debate above. As an anecdote 

from Mesquita (2003), German and Japanese 2-year-olds were observed as they 

interacted “in the presence of their mothers with an unknown adult playmate” (p. 886). 

The playmate became visibly distressed after breaking the arm of a doll. The children’s 

subsequent emotional reactions were observed, as were the interactions between children 

and mothers. Whereas most children in both groups sought support from the mother and 

the majority of mothers responded in a contingent way, the effects of maternal behavior 

were cross-culturally different. In the German group, contingent maternal behavior 

tended to turn the child’s distress into a state of relaxation. In contrast, contingent 

maternal behavior left the distressed Japanese children tense. Mesquita (2003) referred to 

this as “culture-specific interpersonal cycles” (p. 886). It is seen that even if there are 

some basic emotions, they eventually change as individuals age, and end up becoming 

constructed emotions. 

 

In general, despite existing conceptual differences and scientific priorities, it is 

very important to understand the nature of anger, desire, fear, love, lust, joy, and sadness 

in human lives, as well as their diverse cultural manifestations. As Kuppens et al. (2006, 
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p. 491) noted, “emotions are both biologically grounded and culturally shaped, and not 

surprisingly, then, the debate has now been settled more or less, with most authors 

acknowledging that there are both universal and culture-specific aspects to emotion.” 

 

The Role of Cognition in Emotions 

There are many debates in psycholinguistics about the role of cognition in 

emotion from many perspectives. However, the hottest debate is between the biological 

and cognitive viewpoints about what causes emotion; that is, whether there is a primacy 

of cognition or primacy of biology, or both. The cognitivists, who argue for the primacy 

of cognition, contend that individuals cannot respond emotionally unless they first 

cognitively appraise the meaning and personal significance of the event (Reeve, 2005, p. 

297). That is, individuals first establish the meaning of an event and then show emotions 

with bodily reactions; appraisal of the meaning of the events causes the emotions. By 

contrast, for the biologically oriented theorists, emotional reactions do not necessarily 

require cognitive appraisals because they believe that emotions occur as a result of 

biological events such as neural activities or facial expressions. The third view reconciles 

these theories and represents theorists who believe that both cognition and biology work 

together complementarily to activate emotions. I agree with the third view, and I believe 

that we need to be more open to both perspectives. 

 

First, the role of cognition is underestimated by the biologically oriented theorists 

such as Izard (2007b), Ekman (1992) and Panksepp (2007). Izard (2007b) stated that the 
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generation of both basic emotions and emotion schemas might involve noncognitive 

information from spontaneous or inner changes in neural systems underlying emotions 

and drive states. She supported this view by giving examples from infants. For example, 

a 3-week-old baby smiles and cries as a response to his/her mother’s voice although 

he/she does not have enough cognition such as word knowledge, vast memory capacity, 

etc. to appraise the world.  In other words, she asserted that much of the emotion is 

biological (invoking automatic, unconscious processes and subcortical structures). She 

emphasized the primacy of biology. Furthermore, Ekman (1992) accepted the cognitive 

and social perspectives; however, he proposed that the core or the main cause of 

emotions is biological because emotions occur involuntarily. In addition, Panksepp’s 

ideas on the causes of emotions were related to the neural circuits that control the 

activities in the brain. Therefore, to show that emotions can be controlled biologically, he 

gave specific examples stating that there is much specificity in psychiatrically effective 

drugs; some agents greatly reduce anxiety, others reduce depressive and sad feelings, and 

yet others debilitate the excessive joy and optimism of mania, indicating that emotions 

can occur biologically at the core.  

 

The second perspective is the cognitivist perspective, a view of emotions that 

advances the primacy of cognition. Cognitivists believe that the appraisals, not the events 

themselves, cause emotions. Appraisals precede and elicit emotions. This is the most 

obvious difference between the biologically oriented theorists and the cognitivists. Such 

cognitivists as Lazarus (1984), Scherer (1997) and Weiner (1986) asserted that the main 
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urging power for emotions is the appraisal of the events that are related to well being. 

According to cognitivist perspective, without the appraisal of events, there cannot be any 

reason to show or experience emotions. “Cognitive appraisal shapes emotional patterns” 

(Lazarus, 1984, p.127). The cognitivists also proposed that there is a limited number of 

neural circuits, facial expressions, and bodily reactions, and they emphasized that 

different types of emotions may occur from the same type of bodily reactions. For 

example, a person’s blood pressure may rise because of anger, jealousy, or envy. 

Therefore, they have strongly emphasized the role of cognition in understanding how 

emotions occur and pointed out that people may have many emotions because each event 

in our lives causes very different appraisals, especially as a result of the fact that every 

person has different personal knowledge, different cultural expectations, and different 

history. Therefore the dimensions of cognition related to emotion depend on an 

individual’s interpretation of the events experienced. 

 

The third view is the two-systems view, a perspective that reconciles both of the 

views mentioned above. Buck (1984) asserted that individuals have two systems, one 

biological and the other cognitive. Information is processed innately and automatically by 

the limbic system, but the cognitive system also evaluates and interprets information 

according to cultural and social accumulations of ways to regulate emotions. Therefore, 

the main reconciling idea of the two-systems view is that the physiological emotion 

system is said to be innate, and then the cognitive system was added to the emotional 

system as humans became social and cerebral. This perspective aims at reconciling the 
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two different views as parallel working system, and as Panksepp (2007) stated some 

emotions arise primarily from the biological system, whereas other emotions arise 

primarily from the cognitive system. Most theorists have agreed on such a perspective as 

views of other aspects of human interactions have become increasingly social and 

cultural. 

 

To conclude, these perspectives play very important roles on emotions, and the 

main focus should be how they cause emotion. From the theoretical perspective, these 

views are interacting with each other in a reciprocal way. That is, emotions can be seen as 

a process that may change according to the feedback from events occurring in a person’s 

surroundings. For instance, a woman may encounter a surprising event such as a nice 

package in front of the door when she opens the door, and becomes “happy” after the 

arousal process. Then, the person who puts the package comes out of the trees, but the 

woman’s arousal level decreases since she realizes that the man is a murderer, and she is 

scared by this package. This is all about the circular-feedback-system of emotional 

processes caused by both biological and cognitive pathways (Reeve, 2005). I suggest that 

it should be acknowledged that these primacies are not actually primacies but interacting 

processes of biological and cognitive structures. 

 

The Relationship Between Emotion and Motivation From Three Perspectives  

A motive is an internal process that energizes and directs the behavior. In this 

process, emotions are seen as a “specific type of motives” (Reeve, 2005, p.6). Therefore, 
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emotions are the organizing elements of motivation, and the relationship between 

emotion and motivation can be categorized into three: the perspectives of biologically 

oriented theorists, the cognitivists with their appraisals, and educational psychologists 

with their situational view. 

 

The Biological Perspective 

According to biologically oriented theorists, there are some parts in the brain that 

are related to motivating the individuals to act. The dopamine pathway is especially 

important because its primary motivational function is generating positive feelings. As 

individuals experience significant events in their lives, the brain is motivated by this part 

and releases dopamine generating positive feelings and stimulating the cerebral cortex to 

move toward goals. The interaction between the emotions and motivation can be 

understood by this mechanism that is turning the emotions into actions through 

motivation (Reeve, 2005). According to the biologically oriented theorists, if dopamine 

release did not occur, individuals would not perceive any of the events that surround 

them as attractive, and they would not approach them. At this point, Reeve stated, “when 

dopamine release has initiated approach behavior toward the rewarding event, the 

person’s approach behavior continues and more often than not actually increases in vigor 

until the goal is attained” (2005, p. 64). On the whole, when individuals encounter some 

events, the brain detects them as significant and releases dopamine-activating positive 

emotions and goal-oriented behavior, thereby connecting motivation to action as I will 

explain in Figure 1. 
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The Appraisal Perspective 

One of the disagreements between the biologists and cognitivists is that the 

cognitivists believe that a person brings personal motives into a situation and emotions 

follow these motives. Because appraisals constantly change in response to events in the 

environment, emotions also change. An individual’s personal motives (goals, well-being) 

lie at the core of the emotion process, and the individual continually makes primary and 

secondary appraisals about the status of those personal motives as events unfold and 

coping efforts are implemented (Reeve, 2005, p. 342). Lazarus (1984) stated, “cognitive 

activity is a necessary precondition for emotions because to experience an emotion, 

individuals must comprehend—whether in the form of a primitive evaluative perception 

or a highly differentiated symbolic process—that their well-being is implicated in a 

transaction, for better or worse” (p. 126). Therefore, for cognitivists, if individuals are 

relating the events to their personal well being and goals, they appraise the situations and 

are motivated to realize their goals. When encountering an event, they relate it to their 

personal goals, and if they think that there is a threat, they are motivated to avoid it; 

however, if they think that it is something pleasurable, beneficial, or good for well-being, 

they are motivated to approach. This analysis explains the relationship between emotion, 

motivation, and goal-orientedness of humans. 
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Figure 1. Relation between emotion and motivation, and the endpoint of different views 
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The Situational Perspective 

The third view has been developed by those theorists and researchers making 

educational applications of motivation and emotion. Some cognitive events like goal 

settings allow individuals to translate their emotions through motivation into action. 

Individuals set goals according to their motivational level in relation to their emotions. 

Linnenbrink (2007) proposed that the relation between valence and activation is 

important. For example, one might expect that activated unpleasant affect (i.e., anxiety) 

should enhance vigilance. However, deactivated unpleasant affect (i.e., feeling tired or 

exhausted) should lead to a decreased level of engagement. These views coming from 

educational psychologists are related to the idea that I presented above for the 

cognitivists. If the events or tasks in a class are seen as beneficial by students, they get 

themselves ready to adopt the task and be motivated for it, especially in the case of 

mastery goal oriented students. However, if the events or tasks are seen as threatening or 

negative, students develop negative emotions and avoid them or try to cope with them by 

externally motivating themselves. Avoiding the tasks refers to performance-avoidance 

orientation. Therefore, educational psychologists propose that academic achievement, 

study skills, and engagement can be increased by gaining access to students’ interests 

because interest is one of the emotion-triggering motivational behaviors. This can be 

done by building upon personal interest or creating situational interest. According to 

Ames (1992), mastery goals orient learners to develop new skills, to try to understand 

their work, to improve their level of competence, or to achieve a sense of mastery based 

on self-referenced standards. In contrast, performance goals orient learners to focus on 
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their ability and self-worth, to determine their ability by outperforming others in 

competitions, to surpass others in achievement or grades, and to receive public 

recognition for their superior performance. Therefore, in an educational environment, 

positive affect needs to be emphasized. Linnenbrink (2007) asserted that unpleasant 

affect could undermine learning. For instance, unpleasant affect was negatively related to 

students’ learning in science and math in some studies. Some studies showed that 

pleasant affect enhances behavioral engagement, one of the significant indicators of 

motivation, although unpleasant affect or negative emotion undermines it regardless of 

activation level (Linnenbrink, 2007). Therefore, because educational psychologists put 

emphasis on the relation between emotion and motivation in terms of “trait-like affect 

responses based on situations rather than personality”, they are trying to create situations 

that are motivating for students (Linnenbrink, 2007, p. 114). 

 

As it is clearly seen, there is a great deal of agreement between the appraisal 

theorists and the educational psychologists; however, when considering goal-setting in 

the cerebral cortex and cognitive goals, these theories come together at one point (Figure 

1). These three views actually support the idea that emotions trigger the motivations 

(through drives or appraisals or incentive tasks in class) so that our motivation can get 

into action according to our goals. Thus, the common point is the outcome of these 

theories. As I framed in Figure 1, when an individual encounter a life event, he/she 

progress through some stages and have some emotions leading the individual to be 

motivated to move to or avoid from the action.  
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Chapter 3: Motivation and Language Learning 

 

The concept of motivation has been a vital interest in language studies since the 

works of Gardner and Lambert (1972) on attitudes and motivation in language learning. 

Motivation is not a feature that individuals are born with, and yet it is perhaps, the most 

powerful factor determining success, rivaling aptitude and intelligence. Indeed, aptitude, 

intelligence or the other factors may affect the ultimate success or attainment in language 

but all these factors will not have much effect on the individual if the individual does not 

have any desire to learn the target language. Therefore, researchers have been interested 

in investigating the role of motivation in language learning (Csizér & Dörnyei, 2005; 

Dörnyei, 2003; Dörnyei & Csizér, 1998, 2002; Dörnyei & Guilloteaux, 2008; Ellis, 2009; 

Gardner, 2007; Gardner et al., 2004; Hernández, 2010; Kissau et al., 2010; Kormos & 

Csizér, 2008; Masgoret & Gardner, 2003; Noels et al., 2000; Oxford & Shearin, 1994; 

Polat, 2011), and they often begin their reports by citing Gardner and Lambert (1972) as 

the initial work on motivation and language learning. However, when Dörnyei (1994) 

called for an expansion of the study of motivation to include more explicitly educational 

themes, Oxford and Shearin (1994) also proposed the expansion of motivation to include 

other significant concepts in psychology that are not included in Gardner’s model. 

Moreover, with the social turn in SLA, many other researchers have become interested in 

exploring alternative understandings of “motivation” in second language learning 

(Dörnyei & Schmidt, 2001; Dörnyei & Ushioda, 2009; MacIntyre et al., 2010). 

Therefore, the study of motivation in SLA currently has a multifaceted perspective 
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including both second language acquisition perspective and different models of 

motivation from different perspectives, which I will describe below. 

 

Gardner’s Socio-Educational Model 

Gardner (1985) asserted that language learning was different from other types of 

learning because it involved the target culture as well as the individual. To be able to 

realize acquisition, one must identify himself/herself with the target community and have 

openness and positivity towards the target community. Gardner and Lambert (1972) 

claimed that there are two types of orientations regarding the identification of individuals 

in order to learn languages: integrative and instrumental motivation. Integrative 

motivation is a desire to learn more about the target language community as well as the 

language itself and also a desire to be a member of that community (Masgoret & Gardner, 

2003). Whereas Gardner and Lambert (1972) called this type of motivation integrative 

motivation, Graham (1984) called it assimilative motivation by making distinction 

between them. According to Graham (1984), assimilative motivation is a desire to 

become a complete member of a speech community, and it generally requires a long 

contact with the second language culture. Integrative motivation is the desire, from the 

perspective of language learner, to learn the second language in order to communicate 

with, or find out about members of the second language culture, and does not require 

direct contact with the second language community. By contrast, instrumental motivation 

is a utilitarian desire to learn a language because of the financial and professional 

advantage it will afford. When compared to instrumental motivation, integrative 
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motivation was more effective, according to the initial studies. However, other 

researchers such as Clement and Kruidinier (1983) and Genesee, Rogers, and Holobow 

(1988) found that the effectiveness of these two types of motivation depended on 

different contexts. Therefore, Gardner (1985, 2001) refined his theories and proposed the 

Socio-Educational Model (Figure 2). In this model, his main construct was the integrative 

orientation involving three aspects: integrativeness, attitudes toward the learning 

environment, and motivation. He proposed that cultural beliefs and attitudes in the social 

milieu influenced two types of attitudes. The first type, integrativeness, includes 

identification with and openness to the target culture. The second type involves the 

learning situation and attitudes towards the teacher, materials, and curriculum.  

 

Figure 2. Schematic representation of Socio-Educational Model. Source: Gardner, 1985. 
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However, his model was criticized by some scholars who tried to expand the 

framework by using different theories in the field (Au, 1988; Dörnyei, 2005; Oxford & 

Shearin, 1994). For instance, Au (1988) criticized the variables involved in integrative 

motivation, and Dörnyei (2005) claimed that the model had deficiencies in terminology, 

concepts, and measurements. In addition, Oxford and Shearin (1994) asserted that the 

model had only the language perspective, and that the educational psychology 

perspective was ignored, especially in terms of its applicability. They suggested including 

need theories (need for achievement), Atkinson’s (1957) expectancy-value theory that 

assigns success to the value that is given to the expected outcome. In addition, Gardner 

and Tremblay (1995) also added Bandura’s (1989) self-efficacy concept that focuses on 

the idea of how individuals are motivated when they feel they are capable of reaching 

certain goals as well as Clement and Kruidenier’s (1983) self-confidence concept 

including anxiety factor. 

 

Deci and Ryan’s Self-Determination Theory 

Deci and Ryan (1985) have a similar conceptualization to Gardner’s (1985) view. 

Self-Determination Theory (Deci & Ryan, 1985) distinguishes between different types of 

motivation based on the different reasons or goals that give rise to an action. The most 

basic distinction is between intrinsic motivation that refers to actions because of inherent 

interest or enjoyment in something, and extrinsic motivation referring to doing something 

because it leads to an outcome that is separate from the activity. There is a necessity to 

explain each type constructing the motivational framework that is shown in Figure 3. 
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Figure 3. Deci and Ryan’s Self-Determination Theory. Source: Deci and Ryan, 1985.  

 

Amotivation. Amotivation is a state of lacking an intention to act for something. 

When amotivated, a person’s behavior lacks personal intentionality, and the individual 

does not value the activity or not feel competent enough to do the activity. 

 

Intrinsic motivation. Intrinsic Motivation refers to a type of motivation when 

individuals find the task intrinsically interesting as they engage in it. Ryan and Deci 

(2000) asserted that psychological needs are the innate needs for competence, autonomy, 

and relatedness, and these basic needs are satisfied by intrinsically motivated behaviors. 

According to their free choice measure, participants in a study were exposed to a task 

under varying conditions (e.g., getting a reward or not). Then, the experimenter told 
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participants they were not going to be asked to work with the target task any further, and 

then, they were left alone in the experimental room with the target task as well as various 

distractor activities. They had a period of “free choice” about whether to return to the 

activity. According to this study, it is assumed that, if there is no extrinsic reason to do 

the task (e.g., no reward and no approval), then the more time the individuals spend with 

the target task, the more intrinsically motivated they are for that task. In research, using 

this experimental task, Ryan and Deci (2000) have reported that extrinsic rewards can 

undermine intrinsic motivation. 

 

Extrinsic motivation. Extrinsic motivation is a construct that pertains whenever 

an activity is done in order to obtain some sort of outcome that is separate from the 

activity (Ryan & Deci, 2000). However, unlike some perspectives that view extrinsically 

motivated behavior as constantly non-autonomous, Self-Determination Theory proposes 

that extrinsic motivation can vary greatly in the degree to which it is autonomous. That is, 

there are four types of regulations under extrinsic motivation. 

 

External regulation is for satisfying an external demand or obtaining an externally 

imposed reward possibility. Because this is the only type of motivation recognized by 

operant theorists (e.g., Skinner, 1953), it is generally contrasted with intrinsic motivation. 

 

Introjected regulation refers to a type of internal regulation that shows some 

controlling power over a person’s self. It is the feeling of doing something because of 
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pressure in order to avoid guilt or anxiety or to attain ego-enhancements. In addition, it 

represents regulation by contingent self-esteem; there is ego involvement referring to a 

person’s performing an act in order to enhance or maintain self-esteem and the feeling of 

worth. Therefore, it is not experienced as fully a part of the self. 

 

Identification regulation can be categorized as more autonomous, or self-

determined identification with the personal importance of a behavior. The person who 

takes action under this type of regulation accepts it as his/her own such as memorizing 

spelling lists because he or she sees it as relevant to writing, which he/she values as a life 

goal (Ryan & Deci, 2000). 

 

Integrated regulation is the most autonomous form of extrinsic motivation that is 

fully assimilated to the self. It is realized “through self-examination and bringing new 

regulations into agreement with one’s other values and needs” (Ryan & Deci, 2000, p. 

62). When individuals internalize the reasons for an action and assimilate them to the 

selves, their extrinsically motivated actions become more self-determined. This type of 

regulation share common points with intrinsic motivation such as being both autonomous 

and unconflicted. However, integrated regulation is still extrinsic because the action is 

done for its instrumental value regarding a separate outcome although it is volitional and 

valued by the individuals’ selves. 
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Briefly, as Ryan (1995) described, the types of extrinsic motivation is not a 

developmental continuum that individuals need to progress through each stage. 

Therefore, an individual may start with any kind of regulation depending on the 

individual’s previous experiences or sociocultural factors. 

 

Dörnyei’s Process-Oriented and Dynamic Aspect of Motivation and Self-System 

Theory 

Dörnyei (2003) asserted that motivation does not only constitute of social 

elements but also other aspects of second language acquisition. He started with 

explaining Gardner’s integrativeness and described integrativeness as the implication of 

openness and respect to other cultural groups, and psychological and emotional 

identification of personal disposition. According to Gardner (2001), this description 

concerns the L2 community whereas Dörnyei (2003) asserted that it concerns both the L2 

community and the actual L2 itself. According to Dörnyei, the psychological and 

emotional identification can be generalized to cultural and intellectual values associated 

with L2 in the absence of an L2 community because language learners who have not met 

a single native speaker of English still have an integrative motive. 

 

In this sense, considering Dörnyei and Otto’s (1998) Process Model of L2 

Motivation, it can be said that the reconceptualization of motivation as a dynamic 

construct with a temporal dimension is affected by the varying situation-specific factors 

(Dörnyei, 2005). The process-oriented model includes “some aspects of motivational 
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evolution”, (Dörnyei, 2005, p. 84) and breaks down the motivational process into 

temporal parts. As Ushioda (2001) stated, the temporal parts consist of “an ongoing 

process shaping and sustaining learner involvement in learning” (p. 94). Dörnyei & 

Csizér (1998) asserted, “the model provides the primary impetus to initiate learning the 

L2 and later the driving force to sustain the long and often tedious learning process” (p. 

203). The driving force promotes language learning motivation as a continuum, not as a 

static construct. According to Dörnyei and Otto’s model, the temporal dimensions are 

necessary to apply motivational strategies in class because some language learning occurs 

in classroom atmosphere, not only in target communities. That is, the motivation level of 

an individual in a learning atmosphere varies considerably throughout a course, a lesson 

and a task itself. 

 

Dörnyei (2005) proposed, “there is a need to adopt a process-orientated approach 

paradigm that accounts for the daily ups and downs of motivation” (p. 83). Therefore, 

according to this model, the factors affecting the motivation process include “attributes 

and other motivational factors, tasks and curriculum, the teacher’s role, the attitudes 

toward the L2 community, and the direct influences that the learner encounters in the 

situational context of the classroom as both a social arena and an academic sphere” 

(Piggin, 2012, p. 61). In this model, Dörnyei and Otto (1998) and Dörnyei (2003) 

described how initial wishes and desires are turned into goals and then into 

operationalized intentions, and how these intentions are enacted, causing the 

accomplishment of the goal and concluded by the final evaluation of the process through 
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the pre-actional stage (generation or goal phase of motivation), actional stage (executive 

motivation or the phase facing with off-task thoughts, anxiety, distractions) and post-

actional stage (retrospective evaluations of students about their past experiences that 

determine the future motivation). After elaborating the process-oriented and dynamic 

aspect of language learning motivation, Dörnyei further (2005, 2009) proposed three 

main concepts about L2 motivation regarding the self-system: Ideal L2 self, Ought-to L2 

self, and L2 learning experience, which I will also elaborate on in the fifth chapter. The 

ideal L2 self refers to the desirable self after attaining L2 proficiency. Learners may want 

a good future in terms of their job, financial situations, and respect. The main idea behind 

the ideal self is how learners internalize external motivations to learn languages. By 

contrast, ought-to self is related to the consequences of not achieving sufficient target 

language proficiency. For instance, some individuals may want to learn languages so as 

not to fail a standardized test, which attributes motivation to compelling external causes. 

Furthermore, L2 learning experience involves creating and maintaining L2 learning. 

Although a learner may have an ideal self or an ought-to self at the beginning, the self-

image might not be maintained if appropriate language learning experiences are not 

associated with the learner (Dörnyei, 2009). 

 

The Conceptual and Operational Similarities and Differences Between Intrinsic 

Motivation, Interest, and Flow 

As I described above, intrinsic motivation is the power to engage a person’s 

interests and capacities. It emerges from psychological needs, personal interests, and 
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innate strivings for growth (Ryan & Deci, 2000). When individuals are intrinsically 

motivated, they act out of interest, and for the sense of challenge that an activity provides. 

At this point, it is crucial to distinguish intrinsic motivation from interest and flow 

because these terms are sometimes used interchangeably by some researchers. 

 

According to the Self-Determination Theory, intrinsic motivation provides the 

innate motivation to pursue one’s interests and helps the individual to develop skills to 

deal with challenging tasks by providing effort intrinsically. Individuals experience 

intrinsic motivation when an activity fulfills their psychological needs within themselves. 

If these psychological needs are involved in an activity that an individual finds 

interesting, then the needs are satisfied, and the person enjoys the activity. Therefore, 

according to Self-Determination Theory, intrinsic motivation comes from feeling 

competent and feeling self-determined during an activity. When individuals engage in 

tasks and feel competent and self-determined, they express their intrinsic motivation by 

saying, “I find this interesting,” or “I really enjoy this.” And, as a result, they want to 

keep doing this activity. Therefore, interest and autonomy trigger the desire to do a task, 

to enjoy it, to engage with the tasks, particular ideas, activities, etc.  

 

However, according to current view of Model of Interest Development, there are 

different types of interests such as situational and individual interest (Hidi & Renninger, 

2006). Situational interest is the initial triggering of interest from some stimulus in an 

environment whereas individual interest is sustained and becomes a more stable personal 
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interest, which can increase positive emotions and knowledge within a specific domain 

(Krapp et al., 1992). Individual interest as compared to situational interest is “portable”; 

it is less dependent upon external variables, and can manifest in self-directed goal setting, 

action, and engagement. This shows the parallelism between Self-Determination Theory 

and Hidi and Renninger’s views of interest. However, according to The Model of Interest 

Development, a person can follow both types of interests simultaneously. To understand 

this, we need to look at the phases of interest. In the theory, there are four phases of 

interest, and these phases are sequential and discrete, but the duration and character of 

each phase can vary based on the person and the activity (Hidi & Renninger, 2006). First, 

triggered situational interest results from short-term changes in cognitive and affective 

processing, as described by Renninger and Su (2012). In addition, maintained situational 

interest includes focused persistence and attention over time and may reoccur while 

emerging individual interest is beginning the relatively enduring disposition to seek 

reengagement with content. Lastly, the last phase of interest growth is a well-developed 

individual interest, a relatively enduring disposition to reengage with content. 

 

These phases are supported by the environment or individual differences. Eccles 

and Midgley (1989) called this type of support a “stage-fit model,” by which is meant 

that there is a match between the strengths and the needs of the learner and available 

environmental supports. These available supports include interactions with others. For 

instance, individuals around a learner such as parents, teachers, or friends as well as the 

tools they provide support these phases. However, when this support from the 
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environment is perceived to be lacking by the individual, interest may fall off or 

disappear. Furthermore, age affects the development of interest as one of the individual 

factors. For example, undergraduate students may self-generate ways in which to sustain 

interest in view of a task that they find boring with the help of metacognitive awareness 

and strategies. However, younger students are more likely to generate means to continue 

to engage only when tasks are already of interest despite the fact that younger children 

may be more open to trying new things or learning new topics than older ones (Renninger 

& Su, 2012). Therefore, the connection between intrinsic motivation and interest may 

also depend on age differences. Younger children have specific interests and they need to 

be intrinsically motivated to maintain learning whereas older children use strategies to 

trigger interest, and as a result, develop intrinsic motivation. 

 

There are also ways of conceptualizing interest without focusing on development; 

for example, Krapp et al. (1992) described interest in terms of identity development. 

Additionally, conceptualizations of interest are seen tied to one’s emotions. Mood, 

disposition, and situation combine to influence students’ affective reactions to tasks, but 

this interest may be pleasant or unpleasant. Moreover, conceptualizations focusing on 

interest as value indicate that interest that is operationalized in terms of how much a 

person likes will differ according to the expectancy-value theory mentioned earlier and 

intrinsic motivation.  
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Thus, motivation and interest have a common point called enjoyment, or it can be 

stated that they all have a reciprocal relationship within each other. To find the conditions 

creating enjoyment, Csikszentmihalyi, Abuhamdeh, & Nakamura  (2007) studied 

individuals who reported a deep sense of enjoyment such as champions, athletes, dancers 

as well as professionals, high-school students, and even individuals who generally sit at 

home, etc. As a result, they found that the essence of enjoyment could be traced to the 

flow experience. Flow is a pleasurable experience during which the person experiences a 

state of concentration involving complete absorption in an activity or task. When an 

individual has high interest in the task and is intrinsically motivated, he/she often repeats 

the activity with the hope of experiencing flow again and again (Csikszentmihalyi & 

Nakamura, 1989). When challenge matches the individual’s skills, concentration, 

involvement, and enjoyment rise. However, when skill outweighs challenge, task 

engagement becomes boredom and leads to minimal involvement. If both skill and 

challenge are low, the person does not care about the task. So, flow emerges when both 

the level of challenge of a task and one’s level of skill in the task are matched. 

 

Overall, the flow state is intrinsically motivating in that individuals engage in 

activities for their own sake rather than for an external consequence. Therefore, one 

important condition of flow is intrinsic motivation. Csikszentmihalyi (1975) has 

suggested that the flow state is inherently enjoyable, and this is directly related to its 

being intrinsically motivating. Research has shown that highly motivated individuals are 

likely to experience high levels of flow (Csikszentmihalyi & LeFevre, 1989). Most 
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research has focused on leisure or sporting activities, activities that are chosen by 

individuals and that have a high level of intrinsic motivation. However, Self-

Determination Theory clarifies the relation between flow and motivation by expanding 

the understanding of intrinsic motivation and describing flow as “the archetypal 

intrinsically motivated experience” (Deci & Ryan, 1985, p. 155). This theory is 

particularly related to flow and intrinsic motivation because it not only distinguishes 

between extrinsic and intrinsic motivation but also operationalizes the degree of self-

determination associated with different types of motivation. Being the most self-

determined kind of motivation, intrinsic motivation helps the person to engage in an 

activity because of the pleasure the activity generates (Deci & Ryan, 1985). Intrinsic 

motivation does not necessarily mean that external rewards are absent in a given 

situation. Rather, it states that such rewards are not the goals of the person doing the 

activity, but that the activity itself is a goal and the moment-by-moment reward 

(Csikszentmihalyi, Abuhamdeh & Nakamura, 2007). Seeing this value moment-by-

moment and losing oneself in the task is flow. 

 

Considering these three concepts, I suggest that there are also some similarities 

and differences in the operationalization of these terms. For example, interest 

development has been measured mostly by surveys and behavioral measures such as 

online experience sampling, functional magnetic resonance imaging and participant 

observations. In addition, interest can be assessed based on participation (e.g., choosing 

to take a Math class) and membership (e.g., enrolling in a sports club). Similarly, because 
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intrinsic motivation emerges from interest, similar methods are used for measuring 

intrinsic motivation such as surveys, observations, etc. Additionally from the perspective 

of self-determination theory, free choice method and self-reports of interest, and 

enjoyment are most often used as methods to measure interest and intrinsic motivation. In 

the free choice method, participants are exposed to a task under varying conditions (e.g., 

getting a reward or not). Then, the experimenter tells participants they will not be asked 

to work with the target task any further, and they are then left alone in the experimental 

room with the target task as well as various distractor activities. They have a period of 

‘‘free choice’’ about whether to return to the activity, and it is assumed that, if there is no 

extrinsic reason to do the task (e.g., no reward and no approval), then the more time they 

spend with the target task, the more intrinsically motivated they are for that task (Ryan & 

Deci, 2000). Furthermore, in the operationalization of flow, researchers used the 

“experience sampling method to examine the phenomenological experience of students” 

(Csikszentmihalyi, Abuhamdeh, & Nakamura, 2007, p. 604). However, in my opinion, 

because flow is a state of intrinsic interest, it might be hard to operationalize differently 

from intrinsic interest. Therefore, most of the operationalization methods seem similar to 

each other. 

 

The Importance of Integrative Motivation for Language Learning 

Motivation is one of the vital concepts in psychology, sociology, and language 

fields, and most of the literature has one crucial common point: motivation is one of the 

most important contributors to target language (L2) attainment (Csizér & Dörnyei, 2005; 
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Dörnyei, 2003; Dörnyei & Csizér, 1998, 2002; Dörnyei & Guilloteaux, 2008; Ellis, 2009; 

Gardner, 2007; Gardner et al., 2004; Hernández, 2010; Kissau et al., 2010; Kormos & 

Csizér, 2008; Masgoret & Gardner, 2003; Noels et al., 2000; Oxford & Shearin, 1994; 

Polat, 2011). In relation to this consensus, the literature mostly supports the idea that 

integrative motivation is an interplay among different variables, and this interplay is 

explained through three areas: self-determination theory, willingness to communicate 

theory, and age-gender studies. 

 

First, taking these three areas into consideration, the importance of integrative 

motivation must be emphasized. As Dörnyei (2003) suggested, the conceptualization of 

student motivation for L2 attainment has undergone considerable shifts for four decades. 

However, considering these shifts in the literature, the research in learner motivation 

seems to favor integrative motivation over external motivation. Noels et al. (2000) 

claimed that individuals with an integrative orientation would demonstrate greater 

motivational effort in learning an L2, and, thus, achieve greater L2 competence. 

 

Furthermore, Csizér and Dörnyei (2005) investigated the internal structure of 

motivation in second language learning and its relationship with other student variables 

such as attitudes toward L2 speakers, self-confidence, cultural interest, integrativeness, 

etc. The study revealed that both integrativeness and instrumentality are directly linked to 

motivated behavior. This link is the result of the interaction between language choice, 

effort, and self-confidence of students and milieu, including attitudes toward the L2 
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culture and community. Furthermore, although instrumentality and integrativeness have 

been seen as antagonist counterparts by some researchers, Csizér and Dörnyei (2005) did 

propose that not only can instrumentality complement integrativeness, but also it can feed 

into integrativeness as a primary contributor to student motivation from the 

representation of one’s ideal self. The results associate one’s ideal self with the mastery 

of the second language. For instance, if a person wanted to be like another person who is 

proficient in L2, that person would have integrative disposition. This integrativeness 

highly correlates with instrumentality in this research because “the ideal language self is 

a cognitive representation of all the incentives associated with L2 mastery that is also 

linked to professional competence” (Csizér & Dörnyei, 2005, p.29). 

 

In addition, Masgoret and Gardner (2003) supported Noels et al.’s  (2000) 

assertion about the sociocultural aspects of motivation and claimed that individuals who 

express an interest in learning the language in order to interact, meet, socialize, and 

become friends with members of the target community would be more open than 

individuals who do not express such reasons. This viewpoint is similar to Dörnyei’s 

(2003) openness to other cultural groups and ways of life; in the extreme, it might involve 

complete identification with the community. According to Gardner et al. (2004), a 

person’s identification with the L2 concerns the L2 community, but Dörnyei and Csizér 

(2002) argued that in the absence of an L2 group in a learner’s environment, this 

identification can be generalized to the cultural and intellectual values of the target 

language (L2) itself. Therefore, the researchers associate the integrative motivation with 
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the realization of self-determination theory, willingness to communicate, and age-gender 

variables of L2 learners. 

 

Thus, in my view, as the first facet of integrative motivation, self-determined 

regulation claims that learners achieve competence in L2 when their self-confidence and 

motivation are boosted together. Gardner (2007) provided an interesting perspective on 

the characteristics of integrative motivation, giving example of the cognitive, affective, 

and behavioral characteristics of a motivated learner and relating these to self-

determination theory: “the motivated individual is goal oriented, expends effort, is 

persistent, is attentive, has desires (wants), exhibits positive affect, is aroused, has 

expectancies, demonstrates self-confidence (self-efficacy), and has reasons (motives)” 

(Gardner, 2007, p. 10). Dörnyei (2003), Csizér and Dörnyei (2005), and Dörnyei and 

Csizér (1998, 2002) agreed with Gardner’s ideas on the characteristics of a motivated 

learner, especially on the issue of self-efficacy. As is claimed in self-determination 

theory, a motivated learner should be autonomous and decide what he/she wants to learn, 

and integrativeness is seen as L2-related attributes of the ideal-self in this framework by 

these researchers. Noels et al. (2000) stated that when people are free to choose to 

perform an activity, they will seek interesting situations where they can rise to the 

challenge that the activity presents, and by striving to meet these challenges, they develop 

a sense of competence in their L2 abilities. These are self-initiated motivation signs 

toward L2 learning that increase a learner’s integrative motivation through self-

confidence in the use of L2. 
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Second, the studies also seem to agree that integrative motivation involves the L2 

learners’ willingness to engage in the act of communicating through speaking, writing, or 

through willingness for any kind of communication, including the use of L2 (Dörnyei, 

2003; Gardner, 2007; Dörnyei & Guilloteaux, 2008; Noels et al., 2000). In broad terms, 

an “integrative” motivational orientation concerns a positive interpersonal/affective 

disposition toward the L2 group and the desire to interact with and even become similar 

to valued members of that community (Dörnyei, 2003). However, Dörnyei (2003) stated 

that there are many learners who are very competent but tend to avoid communicating in 

the L2 whereas there are other less proficient learners who actively seek opportunities to 

use their L2. Gardner (2007) and Dörnyei (2003) agreed that these learners, who actively 

seek for chances to use their L2, actually do communicate in the L2 because they are the 

ones who are willing to communicate in the L2. 

 

With regard to the gender effect on motivation, most studies seem to agree with 

the well-known idea that girls are more successful in learning a second language than 

boys. This is supported by Dörnyei and Csizér (2002); however, the contradicting data 

come from Polat’s research (2011) supporting the idea that boys are better in learning a 

second language than girls. In his research, he postulated that gender theories on 

motivation for learning an L2 must be understood in connection with the social context of 

the studied culture because the importance given to educating boys in his research 

country (Turkey) was more significant than educating girls. As also stated by Polat 

(2011), “For Kurdish boys, access to education is a privileged right because, as the 
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patriarchs, they need to take care of their families, whereas girls’ primary responsibilities 

as potential housewives do not include making financial provision” (p. 34). This results 

in the fact that girls and women perceive L2 learning as unimportant because of the 

societal issues whereas learning an L2 is a prerequisite for finding work for boys and 

men. In conclusion, as Polat (2011) claimed, the relation between L2 attainment and 

gender cannot be linked only to biological perspectives because gender categories and 

roles are constructed by the society in which individuals are situated. In addition, Kissau 

et al. (2010) investigated gender differences in student motivation for learning level-1 

Spanish at a high school in the southern part of the USA. The results are interesting and 

contrary to some other studies because they found that male students were excited, 

pleased, and motivated (mean=5) to learn Spanish. Although the boys saw themselves to 

be less motivated than female students, gender differences were less dramatic than in 

previous studies. The researchers compared the results with the French-study of Kissau et 

al., and commented on how gender differences were less dramatic for learning Spanish 

than French. It is concluded that some L2s are favored by boys and others by girls. 

Spanish is not seen as the “feminine” language that French is because it is thought that 

although French is learned generally for job-related reasons held by women, Spanish is 

seen as the language of engineering, medicine, and law held by mostly men. 

 

Furthermore, there is a general sense that younger learners learn a second 

language more easily and quickly than older students, and the younger learners are more 

motivated to learn an L2 than older ones are. On this point, Polat (2011) posed the idea 
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that although children seem to have an advantage over adults in learning an L2 in the 

long run, current research is inconclusive as to whether children acquire an L2 with less 

time and effort. Although Gardner et al. (2004) claimed that age correlates least with L2 

attainment when compared with other variables such as gender, L2 dominance, 

motivation, and anxiety, Kormos and Csizér (2008) asserted that the language learning 

motivation of younger students is primarily based on classroom experiences and largely 

shaped by the teacher, whereas older students have clear goals for language learning, and 

are less dependent on their classroom experiences. In their study, Kormos and Csizér 

(2008) indicated that integrative motivation is less stable among the older age groups 

because the reliability coefficient for adults was found to be very low. Also, 

integrativeness was higher among the secondary school students when compared to 

university students because secondary school students do not relate English learning with 

an international position as a world language, and also they have a choice of what 

language they want to choose whereas other groups have some sense of being forced such 

as diploma prerequisites or L2 competency for the job market. Supporting these ideas, 

Masgoret and Gardner (2003) reported that the correlation of attitudes toward learning 

another language with achievement in L2 increases with age. Therefore, it can be 

concluded that some studies (Kissau et al., 2010; Kormos & Csizér, 2008; Polat, 2011) 

agree that there are age differences in the attainment of L2 in direct relation to 

motivation; however, the degree of its relationship with motivation varies. 

 



 46 

In conclusion, the literature agrees on the vitality of integrative motivation for a 

person’s L2 attainment although some of the research findings attribute the concept of 

motivation to a person’s self-determination and willingness to use the L2, whereas other 

studies attribute it to age and gender variables in connection with the L2 community. In 

sum, this is a discussion based on theoretical and empirical research that requires critical 

examination; overlapping theories and agreement on certain aspects of the theories are 

generally good signs of an idea being valid. Future research is likely to continue to 

indicate that second language acquisition and motivation to learn a language are 

interrelated and multifaceted with the potential to influence pedagogy for L2 attainment. 
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Chapter 4: Social Context and The Role of Culture in Language 

Learning 

 

Every culture has food, but not everyone eats sweet masses of dough baked in 
pans. Similarly, every culture has language, but not everyone speaks the same 
language. Language and food are universal; specific languages and cake are not.  

(Gass & Selinker, 2008, p. 500) 
 

 

Since Gardner and Lambert (1972) and Deci and Ryan (1985) identified different 

types of motivation, there has been a great deal of research on motivation. Although the 

initial stages of research on motivation had a tendency towards explaining how attitudes 

affect motivation in language learning, the research in the 1990s separated motivation 

from attitudes (Crookes & Schmidt, 1991; Oxford, 1994; Oxford & Shearin, 1994). 

Therefore, the field has broadened through theories borrowed especially from educational 

psychology. Most recently, there has been a focus on the social context within language 

learning and motivation (Dörnyei, 2001a; Kissau, 2006; Noels, 2001). 

 

One of the ways of looking at the social context of language learning and 

motivation is through the target culture in which bi/multilingual individuals are involved. 

Considering this, I suggest that examining motivation of individuals can be realized 

through looking at the society or community in which they live. Rueda and Moll (1994) 

asserted that, until recently, motivation frameworks were “limited in that they 
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conceptualize motivation as an individual ‘in-the-head’ phenomenon, with little or no 

attention paid to the socio-cultural context and the interpersonal processes within which 

individual activity occurs” (p.117). They referred to the idea that an individual’s move or 

motivation to do something is strongly influenced by social contextual factors; there is no 

activity occurring without the effect of one’s culture, and there is no action isolated from 

the social context of individuals. In this chapter, I will focus on the role of the learner’s 

socio-cultural context on his/her motivation to learn a language by examining main 

theories and offering a synthesis of these. 

 

Sociocultural Basis of Learning Languages 

With the recognition of the maintenance of the social context on motivation, the 

research in educational psychology gained more importance in the 1990s when Schallert 

and Martin (2003) overviewed the literature through the different stages of the history of 

the psychology of learning, which are, in order, behaviorist, information processing, 

constructivist (with a focus on meaning-making), and socio-constructivist views. In the 

end, they emphasized how the socio-constructivist view has become increasingly 

cultural/social focus, with an examination of the social contexts surrounding individuals. 

The roots of these latest views go back to Vygotsky as well as to Bakhtin. Wertsch 

(1991) described Vygotsky’s (1978) theory in three main points to explain the 

sociocultural perspective on learning. First, Vygotsky's advocacy of genetic or 

developmental inquiry meant focusing on the origin and evolution of processes, and not 

focusing on the contribution of heredity. Secondly, considering Vygotsky’s Zone of 
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Proximal Development-the zone where a more skilled individual supports the less skilled 

one, Vygotsky asserted that higher order processes were realized on a social plane before 

being appropriated and internalized. Therefore, because of these influences, research 

increasingly focused on the “interactions between young children and their caregivers, 

their teachers, and their peers for insight into social and cultural influences” (Schallert & 

Martin, 2003, p. 40). The third point is the mediating role of artifacts or tools in human 

activity and learning. According to Vygotsky, an individual’s appropriation and use of 

the psychological tool of language were key to learning because these allow individuals 

to represent and consider objects independently of their physical presence. Gass and 

Selinker (2008) stated that mediation is crucial because it is assumed, according to 

sociocultural theory, that all human activities are mediated by symbolic artifacts, 

primarily, language and literacy as well as concrete artifacts. “As individuals engage in 

any language-based activity, whether it be a conversation with another person or with an 

author, they make use of a mediational mean that they can only have appropriated from 

their sociocultural milieu” (Schallert & Martin, 2003, p. 40). Therefore, an individual can 

only function through mediations by socioculturally situated tools in his/her sociocultural 

environment.  

 

Furthermore, Wertsch (1991) described Bakhtin’s (1981, 1990) contribution to 

sociocultural views with his concept of the dialogic nature of every utterance. This 

dialogic character refers to “the intertextual nature of language, oral or written, to how 

"real" utterances indicate and point to other utterances and by so doing, connect to the 
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social and cultural world” (Schallert & Martin, 2003, p.40). This social and cultural 

world includes the cultural beliefs and social norms of individuals such as cultural 

practices, traditions, and power relations among the individuals. Because learners bring 

their preconceived notions, beliefs, and feelings, histories, and experiences to their 

learning environment within this social-cultural world, all these factors should be 

considered to find what motivates an individual to learn a language. 

 

Importantly, Wertsch (1991) added two perspectives on the meaning of 

sociocultural views such as social groups and broader socio-cultural settings (p. 290). He 

asserted that the social context in a Vygotskyan sense is generally understood as the 

social groups but not in the broader sense of broader socio-cultural settings. Wertsch’s 

comments are parallel to Gee’s (1996) claims about the term socio-cultural. Gee (2000) 

stressed, “meaning is always situated in specific sociocultural practices and experiences” 

(p. 195). In this sense, Gee extended Wertsch’s notion of socio-cultural context and 

focused more on “political” norms, values, and beliefs about language and identity in 

relation with language use. I agree that language competence and use are mostly 

associated with power relations, status, and the allotment of social capital. 

 

A Sociocultural Perspective: The Acculturation Model 

One of the perspectives on social factors affecting language learning is 

Schumann’s (1978) acculturation model. The model originated from a case study in 

which Schumann investigated Alberto, a man from Costa Rica who was learning English 
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in the United States. He found very little improvement in Alberto’s English after a 10-

month-period. Alberto used a “reduced and simplified form of English” throughout his 

utterances. For example, he did not progress beyond the first stage in the development of 

negative structures, he invariably used the declarative word order instead of inversion in 

questions, and he did not acquire auxiliary verbs. He seemed to have fossilized, or in 

Schumann’s words, his English was pidginized-a term used to refer to a very simple 

contact language used among speakers who have no common language (Ellis, 1997, p. 

40). As a result, Schumann suggested that when learners cannot acculturate in the society 

or culture of their target language, they may develop pidginization, and he claimed that 

the main reason behind this phenomenon is social distance. Social distance is the degree 

to which individuals feel close to or far from the target culture. Acculturation is 

influenced by two types of distances. Schumann referred to these as social distance and 

psychological distance. For instance, social distance occurs when there is a gap between 

an individual and the target language society mostly because the target language group 

and individuals learning the target language do not see each other as equals, have 

different attitudes, or do not share the same social facilities. On the other hand, 

psychological distance occurs when individuals learning the target language in the L2 

community experience language shock, anomie, or lack of motivation. According to 

Schumann, social factors determine the level of contact with the target culture. However, 

this theory fails to explain some fluctuating factors. First, individuals’ attitudes may 

change according to the individuals’ social experiences. Second, “it fails to acknowledge 

that learners are not just subject to social conditions but can also become the subject of 
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them; they can help to construct the social context of their own learning.” (Ellis, 1997, p. 

41). Therefore, I agree with Ellis that this distance is determined by the L2 community as 

well as the language learner; it is also related to the individuals’ identities and 

investment.  

 

Social Identity 

The concept of social identity is a construct suggesting the idea that individuals 

learning a target language have complex social identities that can only be understood by 

looking at the power relations shaping the structure of the society. According to Peirce 

(1995), a learner’s identity might be multiple and contradictory. “Learning is successful 

when learners are able to summon up or construct an identity that enables them to impose 

their right to be heard and thus become the subject of the discourse.” (Ellis, 1997, p. 42). 

Peirce (1995) claimed that the concept of motivation does not consider the idea that 

language learning occurs in multi-layered communities with different power relations, 

and argued that investment might be a more appropriate term for this type of acquisition. 

Investment is only possible if learners believe that their struggles will contribute to their 

cultural capital. According to this view, successful learners are the individuals who 

critically monitor the ways they engage with the native speakers and who are ready to 

“challenge the accepted social order by constructing and asserting social identities of 

their own choice” (Ellis, 1997, p.42).  
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Schumann’s (1978) acculturation model and Peirce’s (1995) concept of social 

identity assume that the settings for learning a language are the target language 

communities. They do not consider foreign language settings where learners do not have 

sustained contact with speakers of the target language or with the actual L2 community 

but only a little contact with cultural topics in classroom settings. Therefore, I assert that 

the integration/identification of a learner with the target language has to be examined in 

both types of settings.  Research must describe and analyze learners’ motivation level 

both in naturalistic settings and in foreign language settings. In both contexts, learners act 

as dynamic contributors to the acculturation process as they start identifying themselves 

with the target culture through its artifacts. Providing this opportunity in both contexts 

boosts learners’ competency in the language as they identify themselves with the target 

culture and community. 

 

A New Turn for SLA within the Sociocultural Perspective 

In describing social contextual influences on language learners’ motivation, there 

is a need to mention bi/multilingualism as well as heritage learners. Cenoz and Genesee 

(1998, p.16) asserted, heritage learners “implicate all the factors and processes associated 

with second language acquisition and bilingualism as well as unique and potentially more 

complex factors and effects associated with the interactions that are possible among the 

multiple languages being learned and the processes of learning them.” However, as I 

explained in the first chapter, using the same term of second language acquisition to refer 

to these different language, cultural experiences limits their meaning because of the 
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sociocultural and surrounding environmental factors where the language is being learned. 

As I described earlier, the native language of a Turkish child growing up in Germany can 

neither be called Turkish nor German because both languages are acquired 

simultaneously. Then, when this child starts to learn another language, we should not call 

this a second language because this individual has already learned two languages, and 

thus we need multilingualism as a concept to describe this situation. In addition, if 

dialects are also considered as new languages and new identities, then many individuals 

around the world are multilingual. Therefore, knowing another language and having a 

new identity through a language mean that individuals are actually bi/multilingual; they 

are not really learning second languages.  

 

Furthermore, there are heritage speakers who have been exposed to a language of 

personal connection (Fishman, 1991). “It is the historical and personal connection to the 

language that is salient and not the actual proficiency of individual speakers. Armenian, 

for example, would be considered a heritage language for American students of 

Armenian ancestry even if the students were English-speaking monolinguals” (Valdés as 

cited in Gass & Selinker, 2008, p. 23).  As Gass and Selinker argued, “heritage language 

acquisition is a form of second language acquisition and a form of bilingualism” (2008, p. 

23), and I assert that if this is a combination of both forms, then it can be called 

multilingual acquisition. In addition, “the concept of bilingualism is interpreted 

differently in the field of SLA versus fields such as psychology and education” (Gass & 

Selinker, 2008, p. 25). That is, some second language researchers use the term only to 
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refer to individuals who have equivalent competence in two languages in terms of 

nativelikeness. Thus, “from the perspective of SL researchers, bilingual refers to 

someone whose language is in a steady state and who has learned and now knows two 

languages” (Gass & Selinker, 2008, p.25). However, bilingualism from the perspective of 

psychology and education refers to the end result of second language acquisition, in 

general. In addition, as Edwards (2009) asserted, “Everyone is bilingual. That is, there is 

no one in the world (no adult, anyway) who does not know at least a few words in 

languages other than the maternal variety” (p.7). Although Edwards referred to 

bilingualism as any point in the process of second language learning, Golato (2007) 

referred to it as an end point that does not deal with whether or not this end point is 

native-like or not. Therefore, it can be said that whereas many SLA researchers are 

looking for native-like competence as essential to naming an individual bilingual, the 

psychological and educational perspectives refer to the process or end product of 

acquisition of a second language.  

 

By contrast, as a language researcher, I strongly believe that reserving the term 

bilingualism for achievement of nativelikeness in two languages limits the use of term. 

As Valdés (2001, p.40) also acknowledged, such a narrow definition limits the concept, 

and a bilingual cannot be someone who can do everything perfectly in two languages and 

who cannot be detected among monolingual speakers of each of these languages. I agree 

with her because there are different types of bilinguals; therefore, bilingualism should be 

seen as a continuum, and in this continuum, the level of both languages may vary 
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according to the individual’s identity, including the surrounding environment. In one 

environment, one language might be more dominant than the other. Therefore, 

bilingualism must be a process or continuum rather than an end product of second 

language learning. 

 

A Synthesis of The Role of Culture in Language Learning 

In terms of how individuals identify with the target culture, there are “variations 

in cultural, ethnic, and national characteristics within and among individuals” (Griffiths, 

2008, p. 131). Individuals’ identification with the target culture should be examined 

together with the target community because it is impossible to separate culture from 

ethnicity or nationality issues. Therefore, the meaning of culture needs to be described. 

Although Weaver (1993) interpreted culture as an iceberg, with only one-seventh visible, 

Brown (1994) described it as “glue that binds a group of people together ” (p. 163).  

 

Seelye (1974) argued that individuals with different cultural backgrounds act 

differently because their behaviors are governed by societal beliefs, norms, and attitudes. 

Considering the importance of culture in individuals’ lives, Lafayette (1978) argued that 

individuals need to learn knowledge of little “c” culture that includes everyday patterns 

of behavior and common gestures as well as knowledge of big “C” culture that includes 

geographical features, historical events, and aesthetic monuments. Therefore, the focus 

shifted from the big “C” to little “c” culture because the latter includes the individual in 

his or her own dynamic status.  
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As socio-cultural theories have suggested, individuals cannot be defined 

separately from their cultures because they belong to a culture, and they exist with their 

ethnicity, nationality, as well as their personalities that are also constructed by the 

environment to which they belong. If individuals are in the process of learning a target 

language, they encounter other cultures along with the language, and they gain more 

personalities or identities as they learn the culture of that language. In addition, having 

different culture backgrounds might result in different levels of language attainment or 

different beliefs about language learning. For instance, Banya and Cheng (1997) explored 

the interplay of English learners’ beliefs about language learning in Taiwan and of 

Chinese and English teachers’ and learners’ beliefs across cultures. As a result, they 

found main features of good language learners as having a “low degree of anxiety, 

willingness to make effort, perceived ease at learning foreign languages and frequent use 

of language learning strategies” (Griffiths, 2008, p.133). However, when comparative 

analyses were conducted, it was found that Chinese and American teachers differ in their 

beliefs about learning languages. Furthermore, in Lutz’ (1990) study of the role of 

expectations in learning languages, “Japanese and American learners differed sharply in 

their expressed appraisal of acceptable and desirable behavior” (p. 150). 

 

In my view, it is vital to take cultural values and beliefs into account, especially in 

terms of affective factors, because “they play a crucial role in how language learning is 

pursued” (Griffiths, 2008, p.135). Stern (1983, p. 411-412) asserted, “classroom learning 
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as well as immersion in the target language environment each entail specific affective 

problems which have been characterized as language shock and stress, and as culture 

shock and stress.” I agree that language learning can be traumatic, leading to culture and 

language shocks if the L1 and the L2 culture are quite different from each other as the 

individual tries to learn L2 along with its culture as inseparable components from each 

other.  

 

Hofstede (1997, p. 207) suggested the idea that a language learner visiting the 

target language country has to “return to the mental stage of an infant,” because he/she 

needs to learn even the simple things from the very beginning as everything might mean 

something else in another culture. Kramsch (1993) pointed out that an individual needs to 

create a part in the brain for interculturality that is a combination of the individual’s L1 

culture (C1) and the L2 culture (C2) to be able to survive normally. Bhabha (1994) 

referred this situation as third culture or third space. According to Finkbeiner (2006), 

third space is a “highly active, cognitive, and affective state,” and “dynamic, fluid, fuzzy, 

and non-conforming as well as non-normative” structure that is full of beliefs, values, 

motives, self, and emotions (p. 28). Third space helps learners to accommodate their new 

identities with the target language and culture because it is a non-threatening space. 

However, this third space might be traumatic at the same time if the individual has a hard 

time in creating a new identity or adapting to the new culture, as explained when 

describing theories of acculturation and social distance. Finkbeiner argued, “ideally, third 

space construction and the development of cultural competence happen throughout the 
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acculturation process” (as cited in Griffiths, 2008, p. 136). Language learners are 

regarded as cultural beings, and therefore, their adapting to a new culture is both an 

individual and a social process, which focuses on the self. “The acculturation process is 

influenced by the cultural and sub-cultural groups language learners belong to, but it must 

be understood as an idealized process” (Griffiths, 2008, p. 136). This idealized process is 

multi-faceted because learners have dynamic affective states that may affect their cultural 

sensitivities, resulting in different attitudes towards different cultures. I suggest that this 

perspective can be examined by looking at motivation studies conducted in different 

cultures as individuals have different affective states in different cultures towards 

languages. This topic is addressed in the next chapter. 
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Chapter 5: Sociocultural Factors on Learner Motivation In Language 

Learning 

 

a person’s desire not only to become a competent speaker but also to experience 
the culture connected with the language, to understand its various aspects, to meet 
people and interact with them, or even a willingness to join the life of their 
community… Such an attitude is also associated with aspiring to achieve not only 
a state of relative bilingualism, but also a state of relative biculturalism. Second 
language learners with an integrative attitude try to turn the second language and 
culture into an element of their own identity formation. 

Okuniewska et al., 2010 
 

 

Language learning is unlike other types of learning because it involves the learner 

as a social being and learner’s social environment. As a social phenomenon, using or 

learning a language to communicate with the other individuals makes this process a 

totally social one. As Williams (1994) asserted, “language, after all, belongs to a whole 

person’s social being: it is part of one’s identity and is used to convey this identity to 

other people” (p.77). Williams saw the language learning experience as an adjustment of 

self-image, adaptation to new cultural behaviors, and a natural part of being a social 

being. Furthermore, Gardner and Lambert (1972) suggested that language learning is a 

means of becoming a member of a community. The purpose of language learning is 

becoming a member of a community. Therefore, as Williams (1994) stated, “it is clear 

that language learning will also be affected by the whole social situation, context and 

culture in which the learning takes place” (p. 77). In addition, language learning is 
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affected by the individual’s motivation for the target culture during the learning process. 

This is a very crucial consideration because including the individual’s motivation in the 

language learning process provides access to the learner’s integration into the target 

culture and encourages the possibility of more contact with the target language 

community. As Gardner and Lambert (1972) suggested, being successful in the process 

of language learning depends on, to great extent, the attitudes towards the target language 

community. These attitudes are shaped by the individual’s motivation to learn the target 

culture and language for a variety of socio-cultural reasons. In this chapter, I will 

synthesize the socio-cultural factors affecting individuals’ motivation to learn languages. 

 

Globalization Process 

One of the biggest factors affecting language learning motivation is the 

globalization process. There are two views in explaining this process. First, globalization 

can be seen as “a process (or set of processes) which embodies a transformation in the 

spatial organization of social relations and transactions…generating transcontinental or 

interregional flows and networks of activity, interaction, and the exercise of power” 

(Held et al., 1999, p.16). A second view is that globalization is a “complex 

connectivity…the rapidly developing and ever-densening network of interconnections 

and interdependencies that characterize modern social life” (Tomlinson, 1999, p. 2). All 

these flows also include trade of goods, and international and governmental relations 

through such institutions as the United Nations, the International Monetary Fund, and the 

World Trade Organization. Also, flows of people for different reasons such as travel, 
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immigration, and business related reasons make the world more prone to globalization. 

When all these interactions are considered, it is obvious that people need a common 

language to be able to travel and solve some governmental problems. Then, it can be 

stated that it is mainly language that is globalizing and globalized, not the world itself. In 

this language globalization process, there are studies showing the effect of globalization 

on individuals’ motivation to learn widely spoken languages. 

 

For instance, Dörnyei and Csizér (2002) investigated the relation between the 

social changes taking place from 1993 to 1999 in Hungary and language attitudes and 

motivations of primary school students toward five target languages: English, German, 

French, and Russian, with Italian chosen as a control for the other four languages and 

how these attitudes changed over the years. After the collapse of Communism in 1989, 

Hungary became democratically and economically an open country. As a result of this, 

compulsory Russian as a foreign language was replaced by other western languages. 

Foreign television channels became widespread, and lastly, a huge increase in tourism 

and economy occurred because of the foreign influence in the society. To examine the 

effects of this change, Dörnyei and Csizér (2002) prepared a questionnaire including 37 

items, 21 of which focused on more than one L2 or L2 community yielding 139 

variables. The main variables were five target languages (orientations or various reasons 

for choosing these languages, attitudes, intended effort, and parents’ language 

proficiency), six target language communities (attitudes toward and contact with the 

USA, the UK, Russia, France, Italy, and Germany), non-language-specifics (attitudes for 
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learning L2 at school, contact with L2 through TV, fear of assimilation, self-confidence 

and milieu), and background questions (language choice and personal variables such as 

gender and language backgrounds). The same instruments were used for surveys in 1993 

and in 1999. One of the results of the study showed the popularity of some languages 

whereas English gained in popularity as a world language among Hungarian children, the 

other four languages (German, French, Russian, and Italian) decreased in terms of the 

language globalization process. The researchers also speculated that the reason why the 

USA and the UK were seen as unsuccessful in language learning was that they already 

speak a world language (English) as their L1, and learning a non-world language as L2 

does not motivate individuals in these countries because learning a non-world language 

does not have many uses for the learners.  

 

The situation is similar in Hong Kong. Lo and Hyland (2007) asserted that 

English has an important role in students’ lives outside the formal learning environment 

in Hong Kong because “motivation to use and learn English has been predominantly 

driven by extrinsic desires for vocational or socioeconomic advancement” (p. 220). Some 

of the major reasons suggested by students for learning English include improving their 

job opportunities or studying in tertiary institutions in Hong Kong or abroad because of 

the globalization processes. 

 

As Ushioda (2011) stated, since the beginning of the 20th century, the impact of 

globalization and the dominant status of English as a world lingua franca have provoked 
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much discussion in the L2 motivation field. Therefore, the globalization process has been 

identified as one of the socio-cultural factors affecting many individuals around the 

world. Individuals have mostly extrinsic motivation to learn a global language like 

English because “English is fast becoming a ‘must-have’ basic educational skill in more 

and more primary curricula” (Graddol, 2006, p. 42), and “physical geographical 

boundaries separating communities of language users become dissolved in the world of 

cyberspace and online communication networks” where English is often the language of 

general use (Ushioda, 2011, p. 199). 

 

One of the reasons why individuals are motivated to learn languages is economic 

growth and technological advancement in connection with globalization process. For 

instance, socio-economic and technological improvements, especially improvements in 

electronic devices with English scripts, around the world, have increased Japanese access 

and exposure to foreign countries for the last 15 years (Duff & Uchida, 1997). Currently, 

many Japanese study in English-speaking countries, and many others travel overseas for 

recreational purposes. In Japanese business and personal life, communication in English 

is more prevalent than ever before. Thus, the need for English communication skills 

among Japanese people has intensified in recent years, and motivation of Japanese 

individuals to learn specifically English for these purposes increased a great extent.  

 

As seen in several studies, the globalization process has led to the spread of 

English, and traditional concepts of demographic boundaries in which English has existed 
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are being expanded. For instance, Crystal (2003) estimated that about one in four percent 

of people who use English are native speakers and three in four percent are the ones who 

learn English as a second language. That is, this situation is mostly because of the 

globalization process. 

 

As Lamb (2004) asserted, “using computers, understanding pop songs, studying 

or travelling abroad, pursuing a desirable career” will strongly affect many lives because 

all of these are related to English as an indispensable element of globalization (p.13). 

 

Geographical Positions of Countries 

As in most works of Dörnyei, geographical position in terms of interaction 

among the residents of particular countries is a factor contributing to individuals’ 

motivation to learn a particular language. Regardless of the type of motivation, there 

definitely exists interest for learning the language of a neighboring country. For instance, 

Dörnyei and Clément (2001) found that “macro-contextual, geopolitical factors actively 

shaped language attitudes and language learning motivation in Hungary, particularly in 

terms of an east-west division” (p. 62). In the western part of the country, individuals are 

more motivated to learn German because Hungary is a neighbor to German-speaking 

Austria and the number of German-speaking visitors in this part of the country is 

particularly high. Because the prices in western Hungary are cheaper than those in 

Austria, people visit this part of the country for shopping and even for dental treatment. 

By contrast, people in the eastern part of Hungary prefer to learn Russian because the 
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Soviet Union was the neighbor in the past. Now, Ukraine is the neighbor to the east, and 

that is why many people are oriented to learn Russian to be able to sustain trade with this 

country (Dörnyei & Clément, 2001). Furthermore, Dörnyei and Csizér (2002) 

investigated the changes from 1993 to 1999, and concluded that individuals living in 

Budapest, the cosmopolitan capital of the country, showed a lower level of attraction 

towards German than the rest of the country because Budapest has a more multicultural 

structure and does not neighbor German-speaking Austria. This also refers to the 

previous issue that I described, the globalization process. Because Budapest has a more 

multicultural or more cosmopolitan structure and has many international people visiting 

the city through Erasmus Programs or for business reasons, English has a great 

popularity, and its residents are more motivated to learn a global language rather than 

German or Italian. Dörnyei and Clément (2001) called this situation as “Englishisation 

effect of language globalization” (p. 62).  

 

Customs of The Target Culture 

Motivation in language learning affects not only the decision to start learning a 

language but also decisiveness in the learning process. For instance, Polish students 

learning Hebrew in Poland have interesting reasons to start and continue learning 

Hebrew. According to many Polish students, Hebrew is a different language than any 

other languages. Okuniewska et al. (2010) stated that, to many Polish students, Hebrew is 

an exotic language, generally considered difficult (because of the different alphabet) and 

spoken by about 6-8 million people living in a faraway country. They examined the 
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motivational attitudes of Polish learners of Hebrew. The study concentrated on the three 

aforementioned factors and tried to answer whether the motivation of Polish students 

learning Hebrew is more integrative or instrumental, and whether family ties with the 

Jewish and/or Israeli community and culture affect individuals’ motivation to learn 

Hebrew (Okuniewska et al., 2010).  

 

It is generally expected that individuals with family ties to Jewish and/or Israeli 

culture and community display a stronger integrative attitude with a higher level of 

motivation than other students. Contrary to these expectations, the study showed no 

difference between both family relationship groups with respect to the integrative and 

instrumental attitudes and the level of motivation intensity. The researchers interpreted 

the finding as indicating that these participants do not relate their language learning 

reasons to family ties but, instead, they relate it to knowing the culture, contacting the 

target community, and enjoying this exotic language. 

 

The relationship between an integrative attitude and the level of motivation 

intensity seemed greater than the relationship of instrumental attitude and intensity. 

Okuniewska et al. (2010) asserted that the factors that most strongly affect motivation to 

learn a second language are openness and interest in the community using this language, 

as well as the culture, customs, or geographical /tourist attractiveness for Polish students 

learning Hebrew.  
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Gender Differences as a Sociological Construct 

There have always been some ideas on gender differences in language learning 

from a neurological perspective. Pinker (2002) asserted that men and women are different 

from each other not because they are socialized to adopt different roles in society but 

because they have different neurological structures. However, when gender differences 

are considered from an SLA perspective, one cannot generalize the phenomenon because 

there are intervening social factors (Eckert & McConnell-Ginet, 2003; Norton & Toohey, 

2004). In multicultural settings, where “gendered socialization patterns are constituted 

within multiple dominant and subordinate ethnic and cultural power relations, differences 

in affective factors between women and men are unavoidable” (Polat, 2011, p. 22). With 

regard to gender differences in cross-cultural settings, research has reported clearer 

evidence. For instance, Wright (1999) found that Irish girls were more motivated to learn 

French than boys. Williams, Burden, and Lanvers (2002) reported that British men were 

significantly less motivated than women in learning French and German. Kissau (2006) 

found that Canadian girls consistently exerted more effort than boys in learning and using 

French. Fukuchi (2005) reported higher motivation amongst Japanese women than men 

learning English. Goldberg and Wolfe (1982) reported that girls had higher motivation 

for learning Spanish, although they found no significant gender differences in relation to 

instrumental and integrative orientations. Similarly, Sung and Padilla (1998) found that 

female Japanese and Chinese elementary and secondary students had significantly higher 

levels of motivation than male students when learning English, but there were no gender 

differences between instrumental and integrative orientations. Semmar (2006) also found 
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that girls had higher ratings for both extrinsic and intrinsic orientation. In a study on 

learning French and German in the UK, Pritchard (1987) also suggested that girls and 

women were more motivated than boys and men (cited in Polat, 2011, p. 22).  

 

By contrast to these studies reported above that favored female over male 

participants, Ludwig (1983) found that male participants tended to be more 

instrumentally motivated in learning Spanish, German and French. Considering all these 

data, although girls and women seem more motivated to learn languages than boys and 

men, these studies did not wholly consider the sociocultural factors intervening between 

gender differences and society. Some research showed that boys have different 

motivation than girls depending on their roles in society. For instance, Ghazvini and 

Khajehpour (2011) investigated the motivation levels of the students learning English in 

Iran, and they found that male students were more instrumentally motivated to study or 

learn English whereas female students had integrative motivation to learn English. 

Additionally, respect in the society and utilitarian benefits were the instrumental factors 

that were totally related to Iranian culture and that motivated female participants. These 

factors are similar to ones that often make students from Asian countries study an L2 

(Svanes, 1987; Dörnyei, 1990). 

 

Furthermore, Baker and MacIntyre (2000) found that boys had motivation to find 

job, and therefore had more job-oriented reasons to learn another language, which might 

also be connected to the globalization process. By contrast, girls wanted to learn 
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languages for personal achievement or travel reasons. However, this situation may 

change depending on cultural factors. For example, in one culture, girls may want to 

learn languages because they need to find jobs more so than boys. This is because 

motivation is a dynamic structure and changes from one individual to another or from one 

culture to another. Therefore, it can be said that motivation is “essentially situated in 

learning environments in which gender roles and identities are constructed differently” 

(Polat, 2011, p. 23).  There is some research showing some situations that have gender-

biased roles in different cultures. In most eastern cultures, girls are seen as housewives, 

and the society does not ascribe women a role that requires knowledge of languages or 

that requires different skills in work-life. By contrast, Frank et al. (2003) reported that 

boys were not supposed to know languages as much as girls were supposed to know them 

as part of the socially constructed perception of male-appropriate behavior. Furthermore, 

in one of his studies, Polat (2011) investigated the relation between motivation, gender, 

and age in acquiring and displaying a native-like Turkish accent by Kurdish students 

through the analysis of their motivation levels. He measured these through an accent 

study because previous sociolinguistic research and social views of L2 attainment have 

suggested accent to be the strongest marker of L2 learners’ sociocultural identification 

(Baugh, 1999; Bongaerts, 1999; Labov, 1972; Moyer, 2004; Scovel, 1988; all cited in 

Polat & Schallert, in press). He looked at his participants’ cultural and national concepts. 

According to his results, girls’ native-like accent achievement was higher than boys, and 

gender differences were affected by socio-cultural factors. It can be said that Polat’s 

findings about a gender effect in L2 performance agrees with most of the research. 
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However, the relationship between integrated orientation and ratings of a native-like 

accent was higher for boys than for girls. Likewise, introjection orientation was “a weak 

negative predictor of accent native-likeness for boys, but not for girls” (p. 33). 

Furthermore, contrary to most previous research findings, the boys had higher 

identification orientation, external regulation, and integrated orientation than the girls. 

Because these were contrary to some general findings, Polat (2011) asserted that these 

were specific to this community. That is, these findings were socio-culturally bound. 

Also, another important culture-specific point is that boys had anxiety, negative self-

evaluation, and loss of autonomy when they were unsuccessful in language achievement 

because the roles assigned to boys in this culture especially and the investments for boys 

(even when they are young) create a kind of pressure on boys rather than on girls. As a 

Turkish person who is originally Turkish, not Kurdish, I agree with Polat especially about 

the idea that as learners grow older, external pressure from social, tribal, and parental 

sources toward achievement increases in Turkish culture because the expectations of this 

specific society for older learners are higher than for younger ones.  

 

Thus, research like Polat’s suggests strongly that students’ motivation for learning 

a second language is affected by the society in which learners live. In brief, gender 

categories and roles are constituted within the particulars of individuals’ social, cultural, 

and situational factors, and these factors interact with learners’ motivation to study and 

learn a second language (Ehrlich, 1997). 
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Heritage and Family Ties 

Heritage learners are individuals who have a cultural or ethnic connection to a 

target language community, such as second generation Korean Americans who are 

learning Korean or second generation Hispanic Americans who are learning Spanish. 

According to Valdés (2001), heritage learners are learners who can speak, or at least 

understand, their target language to a varied extent, and according to Noels (2005), 

heritage learners are those learning a language that was spoken by past family 

generations. 

 

For instance, in a study that included 55 university students of German, Noels 

(2005) found that both heritage learners and non-heritage learners were similar in their 

motivations except for two important details. First, heritage learners had greater levels of 

integrative motivation, viewed German as important to their self-concept, and wanted to 

feel a part of this language and culture. Second, heritage learners were found to have a 

greater likelihood of persisting in language study, because they felt connected to their 

target language as a family tie. 

 

Additionally, a study on learning Hebrew, in Morahg (1991), included 284 

heritage learners of Hebrew and examined why they wanted to study Hebrew. The top 

reasons reported were travel plans to Israel (88%), interest in Israel (85%), ability to talk 

to Israelis (82%), interest in Jewish culture (77%), interest in Israeli culture (76%), 

interest in Judaism (75%), interest in the Jewish religion (72%), enjoyment of the Hebrew 
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class atmosphere (71%), and interest in Jewish American life (69%). Among these 

reasons, longing for a heritage country and religion is very important because these 

values are transmitted to the learners through their families. These items can be 

considered as an indicator of intrinsic motivation for learning Hebrew.  

 

In another study, Yan (2003) found that Hebrew was used to maintain the Jewish 

religion and preserve cultural ties because, in the early 1900s, Jewish individuals 

migrated to the U.S. and settled far from their ancestral homelands. Yan called this 

situation Jewish Diaspora-the Northern American Jewish community. Also, Okuniewska 

et al. (2010) conducted a study in Poland that has unique implications for Polish-Jewish 

relations. Their study included 67 students. The motivation of all of these students was 

found to be very high, especially among university students, who seemed to have higher 

levels of motivation than younger students because they were culturally more aware 

about their family ties. 

 

As these studies demonstrated, one of the sociocultural factors affecting learners’ 

motivation to learn a target language is the family. 

 

Power Relations, Discrimination, and Racism 

As another socio-cultural factor, power relations among individuals from different 

cultures affect the motivation levels of individuals for learning specific languages that 

belong to the people whose national values are clashing with the learners’ values.  
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Racial issues between Anglos and Hispanics in the U.S. are an example of how 

the phenomenon affects individuals to gain a language that brings racial pressure with it. 

González (2001) asserted, “When the boundary between the United States and Mexico 

was negotiated, the interests of native Americans and Mexicans native to the U.S. border 

area were seen as inconsequential to their governments. Hence the oft-repeated lament of 

many long established families that they did not cross the border; the border crossed 

them” (p. 7). Therefore, speaking Spanish shows identification with the Southwest. 

Although Hispanic individuals are not immigrants to the U.S. but indigenous people, 

deeply rooted racist stereotypes took hold, based on feelings of racial, cultural, and 

political superiority stemming from the idea of Manifest Destiny (Hidalgo, 1995). These 

types of stereotypes deeply affected the attitudes many English-speaking individuals took 

towards Mexicans in the U.S. who were exploited for cheap labor and seen as socio-

economically lower ranking people (Weber, 1973). Suárez Orozco et al. (2008) asserted 

that Hispanic immigrants have been seen as unstoppable aliens (ab)using the social 

services, refusing to assimilate and adding to crime. For these reasons, there is still a 

negative attitude toward Hispanic individuals in the U.S. Although Spanish needs to be 

accepted as a mother tongue of many Americans, it is still seen as a foreign language in 

the general sense, not in the sense that I described in the first chapter. Hurtado and 

Rodriguez (1989) reported, “classifying Spanish as a foreign language akin to French and 

German further distanced it from English and reinforced Spanish-speaking students’ 

status as foreigners” (p. 410). In addition, Nocon (1995) stated that not accepting the 



 75 

legitimacy of Spanish in the U.S. has contributed to the development of negative attitudes 

toward local communities, and consequently created a low or negative motivation for 

learning Spanish. 

 

McCollum (1999) studied the attitudes in a dual language bilingual school where 

Hispanic students learn English and English-speaking students learn Spanish. In the 

situation of this school, announcements were made in English first, and “students spent a 

lot of time preparing for the state-wide test that determined if they would pass on to the 

next level, but the test in Spanish was given very little attention” (Martin, 2009, p.41). 

According to the results of McCollum’s study, Anglo students were less motivated to 

learn Spanish than Mexican students were to learn English. McCollum also asserted that 

the teachers did not value Spanish. Therefore, because Spanish was not seen as a 

requirement for being successful in school, “the Spanish-speaking students learned to 

value English over their native language” (Martin, 2009, p. 42). 

 

Regarding the Spanish-English situation above, it can be stated that studying 

Spanish in the U.S. goes beyond linguistic terms: it is totally interwoven with the notions 

of status, with power relations, with the notion of what Spanish is worth in relation to 

English, and with attitudes toward Spanish-speakers.  

 

Similar situations exist in a variety of communities throughout the world, for 

example, Kurdish individuals learning Turkish. As being the largest minority in Turkey, 



 76 

Kurdish individuals were forced to use Turkish as the only official language of their 

schooling and public interaction. They could not receive an education in their native 

language (Skutnabb-Kangas & Bucak, 1995). Also, publications in Kurdish were not 

allowed until very recently (Polat & Schallert, in press). The reasons for these limitations 

on Kurdish were because the Turkish governments did not want minority groups to 

threaten the unity of the whole country. As Smolicz et al. (2001) asserted, the majority of 

a country generally imposes its own language on minority groups because having 

different languages threatens the unity of a nation. These fears are rooted in issues of 

identity and ideology. Every person has an identity and the language of each person 

constitutes his/her identity. As Anzaldúa (1987, p.59) claimed, “Ethnic identity is twin 

skin to linguistic identity—I am my language” (cited in Polat & Schallert, in press). 

 

Cultural Identities of Individuals 

Considering the power relations described above, I saw the need to examine 

identity as a contributing construct. Language acquisition and success are based also on 

learners’ self and identity because learners communicate with the individuals from the 

target culture through their selves and identities (Norton, 2000; Pavlenko & Lantolf, 

2000). As Norton-Peirce (1995) asserted, learning languages involves “complex social 

interactions and power relations that engage learners’ identities and investment in many 

ways” (cited in Polat & Schallert, in press). 
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This is where I can make a clear connection to a theory of motivation for learning 

a language that is currently gaining popularity. In their theory about the L2 motivational 

self, Dörnyei and Ushioda (2009) asserted that the self is divided into three categories as I 

also described briefly in the third chapter: the Actual Self, Ideal Self, and Ought-to Self. 

Kormos and Csizér (2008) also used Dörnyei’s (2009) motivational self-system (the ideal 

L2 Self and the Ought-to L2 Self) with the motivational dimensions of integrativeness 

and instrumentality. Their study verified the self-system theory because L2 related 

personal goals of students corresponded to the elaboration of the Ought-to L2 Self 

referring to the attributes that one believes one ought to possess for using the L2 and the 

Ideal L2 Self referring to the desire to reduce the discrepancy between one’s actual and 

ideal selves about L2. For example, Dörnyei and Ushioda (2009) reported that Hungarian 

learners above the age of 14 aim to be competent L2 users in the future. Among these 

groups, because these secondary school students had less contact with the target culture, 

and adults and university students had more chances to be in contact with the target 

language especially through exchange programs and job-related reasons, secondary 

school students’ L2 Self was relatively lower than older students’. Additionally, being 

interested in cultural products affected the motivation levels of students. 

 

Polat and Schallert (in press) pointed out that “based on their L2 self-concept, L2 

learners construct perceptions about their Actual Self while pursuing attributes they wish 

for themselves (their Ideal Self) and feel they ought to possess (their Ought-to Self).” 

Through Dörnyei’s (2009) theory, it is possible to understand the motivation structure to 
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learn a second language because individuals engage in motivated activity through their 

selves. Individuals’ selves are always in contact with their motivation because both selves 

and motivation are dynamic (Dörnyei & Ushioda, 2009). This is called the L2 

motivational self system (Csizér & Kormos, 2009; Taguchi, Magid, & Papi, 2009). In this 

system, “L2 motivation is linked to one’s self and identity as an L2 user, and together 

closely related to how they situate themselves within the broader socio-cultural 

environment” (Polat & Schallert, in press).  

 

Considering identity as one of the sociocultural constructs related to motivation, I 

propose that in multicultural settings, the role of identity in motivation is crucially 

important, and it is the construct that engenders negative or positive attitudes towards the 

target language because identity and motivation interact with the social environment in a 

very dynamic way (Figure 4). For instance, Turkish individuals may not be motivated to 

learn Kurdish because they may think that using Kurdish would be a threat just as they 

perceive the Turkish government’s policy to be threat. However, they might be willing to 

learn German because they might associate themselves with German culture or people. 

Indeed, “each community offers different facilitating or debilitating interactional patterns 

and particularities of dominance, oppression, and power that cannot be separated from L2 

learners’ acts of identity and motivation” (Polat & Schallert, in press). 

 

Therefore, in multicultural settings, as Bourdieu described (1977), not all 

languages are socially equal; one language imposes itself as the legitimate language 
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especially in communities that have minorities. “When one language dominates the 

market, it becomes the norm against which the prices of the other modes of expression, 

and with them the values of the various competences, are defined” (p. 652). 

 

On the whole, learning languages involves sociologically multivaried interactions 

and power relations that engage learners’ identities and motivation (Norton–Peirce, 

1995). During this process, individuals connect their selves to sociopolitical contexts and 

acculturate the self into the socio-cultural norms of the L2 community (Polat & Schallert, 

in press). That is, learners’ acculturation depends on how their identities are perceived 

and legitimized by the target language community within the norms of peripheral 

participation (Duff, 2002). 
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Figure 4. Sociocultural factors affecting language learning motivation 

 

In describing the sociocultural factors affecting learner motivation in language 

learning, I examined a variety of research and drew some conclusions. As one of the most 

affective factor, globalization process is one of the reasons why individuals are motivated 

to learn languages, especially for financial and technological reasons. Because the 

globalization process has led to the spread of English, the demographic boundaries in 

which English has existed are being expanded. As they expand, it also affects the 

relations between countries in terms of trading, which leads to the communication needs 

in a common language. Therefore, geographical boundaries of countries become more 

important. From the descriptions of the relations between Hungary and the neighboring 
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countries, it is clear that the relations between countries also affect learner motivation to 

learn the common languages between these countries. However, this sometimes also 

causes the power struggles among countries, which may affect the learner take a positive 

or negative attitude toward the target language community. For instance, the majority of a 

country generally imposes its own language on minority groups because having different 

languages threatens the unity of a nation, as in the example of Kurdish learners of 

Turkish. Furthermore, although gender and motivation are mostly seen as biological 

factor by researchers, it may contribute differently depending on the culture. For instance, 

the roles assigned to boys or men may require the knowledge of several languages. 

Although most of the research findings showed that integrated orientation was high 

among females, this may change depending on the culture in which individuals live. In 

addition, being another factor in the sociocultural cycle, heritage learners’ family ties and 

struggle for keeping their identities contribute to this motivational process. However, 

sometimes individuals may find the target culture personally interesting with or without 

any family ties. This situation is caused by the attractiveness of another culture and 

community that learners intrinsically want to learn more about. All these factors interact 

among each other dynamically because every culture is dynamic considering the 

globalization and individuals’ traveling. However, being as the source of all these factors 

mentioned above, identity engenders negative or positive attitudes towards the target 

language because individuals’ selves and motivation interact with the social environment 

in a very dynamic way (Figure 4). Because each community offers different interactional 

patterns and dispositions of dominance and power that become the parts of L2 learners’ 
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representations of identity and motivation, individuals’ cultural identities are the sources 

of all the sociocultural factors affecting their motivation to learn target languages. 
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Chapter 6: Conclusion, Implications, and Directions for Future 

Research 

 

In this chapter, I will draw conclusions based on the previous chapters and discuss 

the theoretical and pedagogical implications as well as provide suggestions for further 

research. 

 

Conclusion 

There is much to incorporate in one’s views of the challenges language learners’ 

face, and I have reviewed several factors in the previous chapters. However, the most 

important factor is the socio-cultural nature of language learning because “individual and 

cultural diversity influence language learning decisions and choices” (Griffiths, 2008, p. 

138). The socio-cultural factors that I described in the previous chapter also affect 

learning success because individuals’ goals change according to their own cultures and 

cultural values. Therefore, language and culture are inextricably bound to each other. 

Dörnyei (2001b, p. 14) gave a personal example about this connection. He stated, 

 

In Hungary, where I grew up, every school child was exposed to several years of 
learning Russian, the language of Hungary’s communist Big Brother, with hardly 
any effect. As far as I am concerned, after studying Russian for over a decade, I 
cannot even recall its alphabet…. 
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As understood from Dörnyei’s words, language learning is a deeply social event, 

imbued by individuals’ own culture and the target culture they associate with the 

language. If the values of both cultures conflict with each other or have some conflicting 

points, a learner may have no motivation or very little motivation to learn the target 

language. Being Hungarian, Dörnyei’s not identifying with Russian was likely rooted in 

the tense sociopolitical issues between Russia and Hungary.  

 

The socio-cultural perspective on language learning that I followed through the 

chapters emphasizes that the social, historical, and cultural context affects the attitudes of 

language learners toward the target language and the target community in important, 

albeit, perhaps subconscious ways. I assert that the socio-cultural factors that I identified 

by looking at the extensive literature indicate that there is a clear relation between 

culture, language, and motivation to learn more about the target community and 

language. 

 

Theoretical Implications 

Gardner (2007) suggested that the type of motivation is not important, but instead 

intensity of motivation in connection with integrative motivation is important, including 

behavioral (e.g., a learner demonstrating himself/herself as an effective learner), 

cognitive (e.g., an attentive, cautious learner), and affective (e.g., an emotionally 

persistent or motivated learner) elements of motivation. However, I suggest that 

motivational studies need to consider identities of individuals in connection with 
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behavioral, cognitive, and affective elements of motivation because each individual has a 

cultural identity. 

 

Furthermore, in Gardner’s (1985) integrative motivation model, he categorized 

attitudes toward learning the target language and attitudes toward the target language 

community in different frames. For instance, he asserted that attitudes toward the L2 

community are directly related to feelings of integrativeness. However, in his model, 

there is no connection to integrativeness through the attitudes toward learning the L2. 

Therefore, I suggest that these two important elements, attitudes toward the target 

community and its language, need to be considered together because the sociocultural 

factors that I described in Chapter 5 require a clear connection between these two. 

 

In addition, Hernández (2010) suggested, “inviting guest speakers, discussing 

career opportunities in a target community, and addressing the need for foreign language 

learning foster the instrumental orientation in language learning” (p. 10). However, in 

order to increase the desire to continue studying a language, language teachers may need 

to understand the connection between the integrative orientation and social identities of 

individuals. Thus, they need to find ways of fostering a more personal connection with 

target language speakers and their culture. Therefore, in consideration of the types and 

intensity of motivation, researchers need to include the attitudes of individuals towards 

the target culture within the frame that I described in the Figure 4 in Chapter 5. 
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Pedagogical Implications 

The issues considered in this report pose important implications that can be used 

in teaching. Because student motivation is affected by many variables such as society and 

individual differences (aptitude, beliefs, styles, cognitive development), teachers’ 

suggestions about using strategies are more effective than simply telling students that L2 

learning has some advantages. These strategies can be separated into two categories: 

learning situation (environment) related and learner (self) related strategies. 

 

As a basic belief, the literature holds the idea that “without sufficient motivation, 

even individuals with the most remarkable abilities cannot accomplish long-term goals, 

and neither are appropriate curricula and good teaching enough to ensure student 

achievement” (Dörnyei & Csizér, 1998, p. 203). Therefore, I suggest that teachers should 

create a pleasant atmosphere in language classrooms in terms of cultural situations, 

provide guidance for students about how to handle tasks and activities that have target 

culture elements, give positive feedback and praise to encourage students, and raise their 

curiosity by providing interesting materials, keeping in mind that each student brings to 

the language learning situation different socio-educational histories. Dörnyei (2003) 

helped clarify this idea by stating, “appropriate teacher behaviors, pleasant and 

supportive atmosphere in the classroom, enhancing the learners' L2- related values and 

attitudes, increasing the learners' expectancy of success and goal-orientedness, and 

making the teaching materials relevant for the learners” (p. 24) will encourage students to 

become realistically motivated language learners. Teachers can also talk to or discuss 
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with their students and learn what concerns they have about learning a second language 

so that they can help them to minimize their concerns in the environment in which they 

are learning a language. For instance, if the learners are more concerned about losing 

their identity after learning a language, teachers may help in overcoming these concerns. 

 

Furthermore, teachers can help students to have self-confidence and autonomy in 

their journey of learning an L2. Dörnyei and Csizér (1998) suggested Ten 

Commandments that can contribute to students’ self-motivation and helping them to 

maintain motivation. For instance, teachers should help learners by “setting a personal 

example” or being a role model with their own behavior (Dörnyei & Csizér, 1998, p. 

215). The vitality of role models in our lives is emphasized by Dörnyei and Csizér’s 

statement. In addition, if teachers promote learner autonomy, the students will learn how 

to take responsibility for their own learning and how to deal with obstacles in their L2 

journey by developing their own motivational strategies. Teachers should also encourage 

contributions from students, help them make connections with the L2 community through 

positive interactions by avoiding stereotypes, and help them to develop goal-orientedness 

and realistic expectations about their learning. Gardner (2007) illuminated this idea by 

describing the characteristics of a motivated learner: “The motivated individual is goal 

directed, expends effort, is persistent, is attentive, has desires (wants), exhibits positive 

affect, is aroused, has expectancies, demonstrates self-confidence (self-efficacy), and has 

reasons (motives)” (p. 10). Teachers should strive to encourage their students to become 

such learners in their classrooms, with a positive classroom motivational environment. In 
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this way, learners may know their potentials as well as their weaknesses, and approach 

the second language with a better understanding of L2 learning.  

 

It is clear that the teacher, the class atmosphere, the course content, the target 

culture and community, class materials, as well as personal characteristics of the students 

have crucial influences on individual learners’ classroom learning motivation. Because 

motivation cannot be separated from all these variables, and especially from cultural 

factors, developing ways to find the right path on the language learning journey can help 

teachers gain more perspective on motivating students towards language and culture 

learning. Research has shown that sociocultural factors as well as learner variables 

strongly influence whether learners have a strong motivation to “communicate” with the 

target community or not.  

 

Overall, sociocultural factors are so important that they have vital effects even on 

learner variables. They affect the way learners approach a language as a target language. 

Therefore, teachers should encourage open minded attitudes towards the target language 

community by including sociocultural elements in their classes, showing positive benefits 

of learning the language and culture, and supporting such teacher and student exchange 

programs as Erasmus and Comenius Lifelong Learning Programs between the target 

culture countries and the country where they teach. More importantly, teachers should 

start with discussing the validities of stereotypes about the target language community 
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and helping learners become cross-culturally aware of positive dispositions towards the 

target language and community, encouraging learners in their identification with their L2. 

 

Suggestions for Future Research 

In describing some sociocultural factors affecting learner motivation in language 

learning in the fifth chapter, I attempted to create a framework or a path for future 

research. In proposing this framework, I hope to contribute to the sociocultural 

understanding in the field of language education. However, empirical studies are still 

needed to consider other sociocultural factors affecting learner motivation. There must be 

multiple factors depending on each culture, and the ones that I explained were only the 

general factors that consist of only a part, the visible part of an iceberg. 

 

 



 90 

References 

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

 

Anzaldua, G. (1987).  Borderlands/La Frontera. San Francisco: Spinsters/Aunt Lute. 

 

Atkinson, J. W. (1957). Motivational determinants of risk taking behavior. Psychol. Rev., 
64, 359-372. 

 

Au, S. Y. (1988). A critical appraisal of Gardner’s social-psychological theory of second 
language (L2) learning. Language Learning, 38(1), 75-100. 

 

Baker, S. C., & MacIntyre, P. D. (2000).  The role of gender and immersion in 
communication and second language orientations. Language Learning, 50, 311-
341. 

 

Bakhtin, M. M. (1981). The Dialogic Imagination: Four Essays. Ed. Michael Holquist. 
Trans. Caryl Emerson and Michael Holquist. Austin and London: University of 
Texas Press. [written during the 1930s]. 

 

Bakhtin, M. M. (1990). Art and Answerability. Ed. Michael Holquist and Vadim 
Liapunov. Trans. Vadim Liapunov and Kenneth Brostrom. Austin: University of 
Texas Press [written 1919–1924, published 1974-1979]. 

 

Bandura, A. (1989). Social cognitive theory. In R. Vasta (Ed.), Annals of Child 
Development, 6. Six theories of child development (pp. 1–60). Greenwich, CT: 
JAI Press. 

 



 91 

Banya, K. & Cheng, M. H. (1997). Beliefs about Foreign Language Learning: A Study of 
Beliefs of teachers’ and Students’ Cross Cultural Settings, Paper presented at the 
Annual Meeting of the Teachers of English to Speakers of Other Languages, 11-
15 March, 1997. Orlando, FL: ERIC ED411691 

 

Barrett, F. L. (2006). Are emotions natural kinds. Perspectives on Psychological Science, 
1, 28-58. 

 

Barrett, F. L., Lindquist, K. A., Bliss-Moerau, E., Duncan, S., Gendron, M., Mize, J., & 
Brennan, L. (2007). Of mice and men: Natural kinds of emotions in the 
mammalian brain? A response to Panksepp and Izard, Perspectives on 
Psychological Science, 2, 297-312. 

 

Bhabha, H. K. (1994). The Location of Culture. London: Routledge. 

 

Bourdieu, P. (1977). The economies of linguistic exchanges. Social Science Information, 
16(6), 645-668. 

 

Brown, H. D. (1994). Teaching by principles. Englewood Cliffs, NJ: Prentice Hall. 

 

Buck, R. (1984). The communication of emotion. New York: Guilford Press. 

 

Cenoz, J., & Genesee, F. (1998). Beyond Bilingualism: Multilingualism and Multilingual 
Education. Multilingual Matters Ltd. 

 

Clément, R. & Kruidenier, B. G. (1983). Orientations in second language acquisition: 
The effects of ethnicity, milieu, and target language on their emergence. 
Language Learning, 33(3), 273-291. 



 92 

 

Cook, V. (2002). Background of the L2 user. In V. Cook (Ed.), Portraits of the L2 user 
(pp. 1–28). Clevedon, UK: Multilingual Matters. 

 

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

 

Crystal, D. (2003). English as a global language (2nd ed.). Cambridge: Cambridge 
University Press. 

 

Csikszentmihalyi, M. (1975). Beyond boredom and anxiety. San Francisco: Jossey-Bass. 

 

Csikszentmihalyi, M., & LeFevre, J. (1989). Optimal experience in work and leisure. 
Journal of Personality and Social Psychology, 56(5), 815-822. 

 

Csikszentmihalyi, M., & Nakamura, J. (1989). The dynamics of intrinsic motivation: A 
study of adolescents. In R. Ames & C. Ames (Eds.), Research on motivation in 
education: Goals and cognitions (pp. 45—71). New York: Academic Press. 

 

Csikszentmihalyi, M., Abuhamdeh, S., & Nakamura, J. (2007). Flow. In A. J. Elliot & C. 
S. Dweck (Eds.), Handbook of Competence and Motivation (pp. 598-608). New 
York: NY: Guilford. 

 

Csizér, K. & Dörnyei, Z. (2005). The internal structure of language learning motivation 
and its relationship with language choice and learning effort. The Modern 
Language Journal, 89, 19–36.  



 93 

Csizér, K. & Kormos, J. (2009). Learning experiences, selves and motivated learning 
behavior: A comparative analysis of structural models for Hungarian secondary 
and university learners of English. In Dörnyei, Z. & Ushioda, E. (Eds.), 
Motivation, Language Identity and the L2 Self (pp. 98-117). Bristol: Multilingual 
Matters. 

 

Deci, E. L., & Ryan, R. M. (1985). Intrinsic motivation and self-determination in human 
behavior. New York: Plenum. 

 

DeKeyser, R. M. (2007). Introduction: Situating the concept of practice. In R. M. 
DeKeyser (Ed.), Practice in a second language: Perspectives from applied 
linguistics and cognitive psychology (pp. 1-18). Cambridge: Cambridge 
University Press. 

 

Dörnyei, Z. (1990). Conceptualizing motivation in foreign-language learning. Language 
Learning, 40 (1), 45-78. 

 

Dörnyei, Z. (1994). Understanding L2 motivation: on with the challenge. Modem 
Language Journal, 78, 515-523. 

 
Dörnyei, Z. (2001a). New themes and approaches in second language motivation 

research. Annual Review of Applied Linguistics, 21, 43-59. 
 

Dörnyei, Z. (2001b). Motivational strategies in the language classroom. Cambridge: 
Cambridge University Press. 

 

Dörnyei, Z. (2003). Attitudes, orientations, and motivations in language learning: 
Advances in theory, research, and applications. Language Learning, 53, 3–32.  



 94 

 

Dörnyei, Z. (2005). The psychology of the language learner: Individual differences in 
second language acquisition. Mahwah, NJ: Lawrence Erlbaum. 

 

Dörnyei, Z. (2009). The L2 motivational self system. In Z. Dörnyei & E. Ushioda (Eds.), 
Motivation, language identity and the L2 self  (pp. 9-42). Bristol, England: 
Multilingual Matters. 

 

Dörnyei, Z., & Clément, R. (2001). Motivational characteristics of learning different 
target languages: Results of a nationwide survey. In Z. Dörnyei & R. Schmidt 
(Eds.), Motivation and second language acquisition  (pp. 399–432). Honolulu: 
University of Hawaii Press. 

 

Dörnyei, Z. & Csizér, K. (1998). Ten commandments for motivating language learners: 
Results of an empirical study. Language Teaching Research, 2, 203-229. 

 

Dörnyei, Z. & Csizér, K. (2002). Some dynamics of language attitudes and motivation: 
Results of a longitudinal nationwide survey. Applied Linguistics, 23, 4, 421-462.   

 

Dörnyei, Z. & Guilloteaux, M. (2008). Motivating language learners: A classroom-
oriented investigation of the effects of motivational strategies on student 
motivation. TESOL Quarterly, 42, 1, 55-77.  

 
Dörnyei, Z., & Otto, I. (1998). Motivation in action: A process model of L2 motivation. 

In: Working Papers in Applied Linguistics, 4, Thames Valley University, p. 43-
69. 

 

Dörnyei, Z., & Schmidt, R. (2001). Motivation and Second Language Acquisition. 
University of Hawaii, USA: Second Language Teaching and Curriculum Center. 

 



 95 

Dörnyei, Z., & Ushioda, E. (2009). Motivation, language identities and the L2 self: 
Future research directions. In Z. Dörnyei & E. Ushioda (Eds.), Motivation, 
language identity and the L2 self (pp. 350-356). Bristol: Multilingual Matters. 

 

Duff, P. A. (2002). The discursive co-construction of knowledge, identity, and difference: 
An ethnography of communication in the high school mainstream. Applied 
Linguistics, 23, 289–322. 

 

Duff, P.A., & Uchida, Y. (1997). The negotiation of teachers’ sociocultural identities and 
practices in postsecondary EFL classrooms. Tesol Quarterly, 31 (3), 451-486. 

 

Eccles, J. S., & Midgely, C. (1989). Stage/environment fit: Developmentally appropriate 
classrooms for early adolescents. In R. Ames & C. Ames (Eds.), Research on 
motivation in education (Vol. 3, pp. 139-181). New York: Academic Press. 

 

Eckert, P. & McConnell-Ginet, S. (2003). Language and Gender. New York: Cambridge 
University Press. 

 

Edwards, J. (2009). Language and identity. Cambridge: Cambridge University Press. 

 

Ehrlich, S. (1997). Gender as a social practice: Implications for second language 
acquisition. Studies in Second Language Acquisition, 19, 421–46. 

 

Ekman P. (1972). Universal and cultural differences in facial expression of emotion. In J. 
R. Cole (Ed.), Nebraska symposium on motivation (Vol. 19, pp. 207-284). 
Lincoln: University of Nebraska Press. 

 

Ekman, P. (1992). An argument for basic emotions. Cognition and Emotion, 6, 169-200. 



 96 

 

Ellis, R. (1997). Second language acquisition. Oxford: Oxford University Press 

 

Ellis, R. (2009). A reader responds to Guilloteaux and Do ̈rnyei’s “Motivating language 
learners: A classroom-oriented investigation of the effects of motivational 
strategies on student motivation.” TESOL Quarterly, 43, 1, 105-109.  

 

Finkbeiner, C. (2006). Constructing third space together: the principles of reciprocity and 
cooperation. In P. Ruggiano Schmidt and C. Finkbeiner (eds.), The ABC’s of 
Cultural Understanding and Communication: National and International 
Adaptations. Greenwich, CT: Information Age Publishing, 19-42. 

 

Fishman, J. A. (1991). Reversing language shift: Theoretical and empirical foundations 
of assistance to threatened languages. Bristol, PA: Multilingual Matters. 

 

Frank, B., Kehler, M., Lovell T., & Davison, K. (2003). A tangle of trouble: Boys, 
masculinity and schooling-future directions. Educational Review, 2, 119–33. 

 

Fukuchi, N.T. (2005). Affective dimensions of the Japanese foreign language learner: 
Implications for psychological learner development in Japan. Journal of 
Multilingual and Multicultural Development, 26, 333–49. 

 

Gardner, R. C. (1985). Social Psychology and Second Language Learning: The Role of 
Attitudes and Motivation. London, GB: Edward Arnold. 

 

Gardner, R. C. (2001). Integrative motivation and second language acquisition. In Z. 
Dornyei & R. W. Schmidt (Eds.), Motivation and second language acquisition 
(pp. 1-19). Honolulu: University of Hawaii Second Language Teaching and 
Curriculum Center. 



 97 

 

Gardner, R. C. (2007). Motivation and second language acquisition. Porta Linguarum, 8, 
9-20. 

 

Gardner, R. C., & Lambert, W. E. (1972). Attitudes and motivation. Rowley, MA: 
Newbury House Publishers. 

 

Gardner, R. C., Masgoret, A.-M., Tennant, J. & Mihic, L. (2004). Integrative motivation: 
Changes during a year-long intermediate-level language course. Language 
Learning, 54, 1–34.  

 

Gardner, R. C., & Tremblay, P. F. (1995). Expanding the motivation construct in 
language learning. The Modern Language Journal, 79(4), 505-519. 

 

Gass, S. M., & Selinker, L. (2008). Second language acquisition: An introductory course 
(3rd ed.). New York, NY: Routledge. 

 

Gee, J. P. (1996). Social linguistics and literacies: Ideologies in discourse. Great Britain: 
Taylor and Francis. 

 

Gee, J. P. (2000). Discourse and sociocultural studies in reading. In M.L. Kamil, P. B. 
Mosenthal, P. D. Pearson, & R. Barr (Eds.), Handbook of reading and research 
vol.III (pp. 195-207). Mahwah, NJ: Erlbaum. 

 

Genesee, F., Rogers, P., & Holobow, N. (1988). The social psychology of second 
language learning: Another point of view. Language Learning, 33 (2), 209-224. 

 



 98 

Ghazvini, S. D., & Khajehpour, M. (2011). Attitudes and motivation in learning English 
as second language in high school students. Procedia - Social and Behavioral 
Sciences, 15, 1209-1213. 

 

Golato, P. (2007). The Handbook of Bilingualism. edited by Tej K. Bhatia and William C. 
Ritchie. World Englishes, 26, 534–536. 

 

Goldberg, M. A. & Wolfe, D. (1982). Attitudes and motivations in American students of 
Spanish. The Canadian Modern Language Review, 37, 262–81. 

 

González, N. (2001). I am my language. Tuscon, AZ: The University of Arizona Press. 

 

Gordon, R., Jr. (ed.) (2005). Ethnologue: Languages of the world (15th ed.). Dallas, TX: 
SIL International. 

 

Graddol, D. (2006). English next. Why global English may mean the end of ‘English as a 
foreign language’. London: British Council. 

 

Graham, C. R. (1984). Beyond integrative motivation: The development and influence of 
assimilative motivation. In P. Larson, E. L. Judd, & S. Messerschmitt (Eds.), On 
TESOL ’84, A Brave New World for TESOL (pp. 75–87). Washington, DC: 
TESOL. 

 

Griffiths, C. (2008). Lessons from Good Language Learners.  Cambridge: Cambridge 
University Press. 

 

Held, D., McGrew, A., Goldblatt, D. & Perraton, J. (1999). Global Transformations: 
Politics, Economics and Culture. Cambridge: Polity Press. 



 99 

 

Hernández, T. (2010). The relationship among motivation, interaction, and the 
development of second language oral proficiency in a study-abroad context. The 
Modern Language Journal, 94, 4, 600-617.  

 

Hidalgo, M. (1995) Language and ethnicity in the “taboo” region: The U.S.-Mexico 
border. International Journal of the Sociology of Language, 114, 29-45. 

 

Hidi, S. & Renninger, K. A. (2006). The four-phase model of interest development. 
Educational Psychologist, 41 (2), 111-127. 

 

Hofstede, G. (1997). Cultures and Organizations: Software of the mind. Intercultural 
Cooperation and its Importance for Survival. New York: McGraw-Hill. 

 

Hsieh, P. (2008). Why are college foreign language students’ self efficacy, attitude, and 
motivation so different? International Education, 38 (1), 76-94. 

 

Hulstijn, J. H. (2005). Theoretical and empirical issues in the study of implicit and 
explicit second-language learning. Studies in Second Language Acquisition 27 
(2), 129–140. 

 

Hurtado, A., & Rodríguez, R. (1989). Language as a social problem: The repression of 
Spanish in South Texas. Journal of Multilingual and Multicultural Development, 
10, 401-419. 

 

Izard, C. E. (1994). Innate and universal facial expressions: Evidence from 
developmental and cross-cultural research. Psychological Bulletin, 115, 288-299. 

 



 100 

Izard, C. E. (2007a). Basic emotions, natural kinds, emotion schemas, and a new 
paradigm. Perspectives on Psychological Science, 2, 260-280. 

 

Izard, C. E. (2007b). Emotion feelings stem from evolution and neurobiological 
development, not from conceptual acts: Corrections for Barrett et al. (2007). 
Perspectives on Psychological Science, 2, 404-405. 

 

Kissau, S. (2006). Gender differences in second language motivation: An investigation of 
micro-and macro-level influences. Canadian Journal of Applied Linguistics, 9(1), 
73-96. 

 

Kissau, S. P., Kolano, L. Q. & Wang, C. (2010). Perceptions of gender differences in 
high school students' motivation to learn Spanish. Foreign Language Annals, 43, 
703–721.  

 

Kormos, J. and Csizér, K. (2008). Age-related differences in the motivation of learning 
English as a foreign language: Attitudes, selves and motivated learning behavior. 
Language Learning, 58, 2, 327-355. ISSN 0023-8333. 

 

Kramsch, C. (1993). Context and Culture in Language Teaching. Oxford: Oxford 
University Press. 

 

Krapp, A., Renninger, K. A., & Hidi, S. (1992). Interest, learning and development. In K. 
A. Renninger, S. Hidi, & A. Krapp (Eds.), The role of interest in learning and 
development (pp. 3-25). Hillsdale, NJ: Lawrence Erlbaum. 

 

Kuppens, P., Ceulemans, E., Timmerman, M.E., Diener, E., & Kim-Prieto, C. (2006). 
Universal intracultural and intercultural dimensions of the recalled frequency of 
emotional experience. Journal of Cross-Cultural Psychology, 37, 491–515. 

 



 101 

Lafayette, R. (1978). Teaching culture: Strategies and techniques. Language in 
Education: Theory and Practice, 11.Washington, DC: Center for Applied 
Linguistics, 1978. 

 

Lamb, M. (2004). Integrative motivation in a globalizing world. System, 32, 3–19. 

 

Lazarus, R. S. (1984). On the primacy of cognition. American Psychologist, 39, 124-129. 

 

Lewis, M. P. (ed.) (2009). Ethnologue: Languages of the world (16th ed.). Dallas, TX: 
SIL International. 

 

Lightfoot, D. (2011). Multilingualism everywhere. Bilingualism, Language and 
Cognition, 14(2), 162-164. 

 

Linnenbrink, E. A. (2007). The role of affect in student learning: A multi-dimensional 
approach to considering the interaction of affect, motivation, and engagement. In 
P. Schutz & R. Pekrun (Eds.), Emotion in Education (pp. 107-124). Boston, MA: 
Academic Press. 

 

Lo, J. & Hyland, F. (2007). Enhancing students’ engagement and motivation in writing: 
The case of primary students in Hong Kong. Journal of Second Language 
Writing, 16 (2007), 219–237. 

 

Ludwig, J. (1983). Attitudes and expectations: A profile of female and male students of 
college French, German and Spanish. Modern Language Journal, 67, 216–27. 

 

Lutz, R. (1990). Classroom shock: the role of expectations in an instructional setting. In 
S.E. Alatis (ed.), Georgetown University Round Table on Languages and 
Linguistics. Washington, DC: Georgetown University Press, 144-156. 



 102 

MacIntyre, P. D., Noels, K. A. & Moore, B. (2010). Perspectives on Motivation in 
Second Language Acquisition: Lessons from the Ryoanji Garden. Selected 
Proceedings of the 2008 Second Language Research Forum, ed. Matthew T. Prior 
et al., 1-9. Somerville, MA: Cascadilla Proceedings Project. 

 

Martin, A. (2009). Studying Spanish in Texas: An Exploration of the Attitudes and 
Motivation of Anglos. (Unpublished doctoral dissertation). The University of 
Texas at Austin, Texas. 

 

Masgoret, A.-M. and Gardner, R. C. (2003). Attitudes, motivation, and second language 
learning: A meta-analysis of studies conducted by Gardner and associates. 
Language Learning, 53, 167–210.  

 

McCollum, P. (1999). Learning to value English: Cultural capital in a two-way bilingual 
program. Bilingual Research Journal, 23(2&3), 113-134. 

 

McGroarty, M. (1998). Constructive and constructivist challenges for applied linguistics. 
Language Learning, 48(4), 591-622. 

 

Mesquita, B. (2003). Emotions as dynamic cultural phenomena. In R. J. Davidson, K. R. 
Scherer, & H. Goldsmith (Eds.), Handbook of affective sciences (pp. 871-890). 
New York: Oxford University Press. 

 

Morahg, G. (1991). Hebrew on campus: Student motivations and expectations. Shofar, 
9(3), 55–69. 

 

Muchnick, A. G., & Wolfe, D. E. (1982). Attitudes and motivations of American students 
of Spanish. Canadian Modern Language Review, 38 (2), 262-282. 

 



 103 

Nocon, H.D. (1995). Is the word “Mexican” taboo? The impact of the border on Spanish 
students’ integrative attitude and motivation. International Journal of the 
Sociology of Language, 114, 47-66. 

 

Noels, K.A. (2001). New orientation in language learning motivation: Towards a model 
of intrinsic, extrinsic, and integrative orientations and motivation. In Z. Dornyei 
& R. W. Schmidt (Eds.), Motivation and second language acquisition (pp. 43-68). 
Honolulu: University of Hawaii Second Language Teaching and Curriculum 
Center. 

 

Noels, K. A. (2005). Orientations to Learning German: Heritage Language Learning and 
Motivational Substrates. The Canadian Modern Language Review, 62(2), 285-
312. 

 

Noels, K. A., Pelletier, L. G., Clement, R., Vallerand R. J. (2000). Why are you learning 
a second language? Motivational orientations and self-determination theory. 
Language Learning Journal, 50, 1, 57-85. 

 

Norton–Peirce, B. (1995). Social identity, investment, and language learning. TESOL 
Quarterly, 29, 9–31. 

 

Norton, B. (2000). Identity and language learning: Gender, ethnicity, and educational 
change. London: Longman. 

 

Norton, B. & Toohey, K. (2004). Critical Pedagogies and Language Learning. 
Cambridge: Cambridge University Press. 

 

Okuniewska, E., Okuniewska, H. & Okuniewski, J. (2010). Motivation and attitudes of 
Polish students learning Hebrew. Psychology of Language and Communication, 
14 (2), 71–79. 



 104 

Ortega, L. (2013). SLA for the 21st century: Disciplinary progress, transdisciplinary 
relevance, and the bi/multilingual turn. Language Learning, 63 (1), 1–24. 

 

Oxford, R. (1994). Where are we regarding language learning motivation. The Modern 
Language Journal, 78(4), 512-514. 

 

Oxford, R., & Shearin, J. (1994). Language learning motivation: Expanding the 
theoretical framework. Modern Language Journal, 78(1), 12-28. 

 

Panksepp, J. (2007), Neurologizing the psychology of affects: How appraisal-based 
constructivism and basic emotion theory can coexist. Perspectives on 
Psychological Science, 2, 281-296. 

 

Pavlenko, A., & Lantolf, J. P. (2000). Second language learning as participation and the 
(re)construction of selves. In J. P. Lantolf (Ed.), Sociocultural theory and second 
language learning: Recent advances (pp. 154–177). New York: Oxford 
University Press. 

 

Peirce, B.N. (1995). Social identity, investment, and language learning. TESOL 
Quarterly, 29(1), 9-31. 

Piggin, G. (2012). The pedagogic application of a process-oriented model of L2 
motivation. Polyglossia, 22, 59-66. 

 
Pinker, S. (2002). The Blank Slate: The modern denial of human nature. New York: 

Viking Penguin. 
 
Polat, N. (2011). Gender differences in motivation and L2 accent attainment: An 

investigation of young Kurdish learners of Turkish. The Language Learning 
Journal, (39) 1, 19-41. 

 
Polat, N. & Schallert, D. (in press). Kurdish Adolescents Acquiring Turkish: Their Self-

Determined Motivation and Identification with L1 and L2 Communities as 
Predictors of L2 Accent Attainment. Modern Language Journal. 



 105 

Pritchard, R.M.O. (1987). Boys’ and girls’ attitudes towards French and German. 
Educational Research, 29, 65–72. 

 

Reeve, J. (2005). Understanding Motivation and Emotion, 4th Ed. Hoboken, NJ: Wiley. 

 

Renninger, K. A. & Su, S. (2012). Interest and its development. In R. Ryan (Ed.), Oxford 
Handbook of Human Motivation (pp. 167-190). New York, NY: Oxford 
University Press.  

 

Rueda, R., & Moll, L. C. (1994). A Sociocultural perspective on motivation. In J. O’Neil, 
F. Harold, M. Drillings (Eds.), Motivation: Theory and research (pp. 117- 137). 
Hillsdale, NJ: Lawrence Erlbaum Assoc. 

 

Ryan, R. M. (1995). Psychological needs and the facilitation of integrative processes. 
Journal of Personality, 63, 397–427. 

 

Ryan, R. M. & Deci, E. L. (2000). Intrinsic and extrinsic motivations: Classic definitions 
and new directions. Contemporary Educational Psychology, 25, 54-67. 

 

Schallert, D. M., & Martin, D. B. (2003). A psychological analysis of what teachers and 
students do in the classroom. In J. Flood, D. Lapps, J. R. Squire, & J.M. Jensen 
(Eds.) Handbook of research on teaching the English language arts (pp. 31-45). 
Mahwah NJ: Erlbaum. 

 

Scherer, K. R. (1997). Profiles of emotion-antecedent appraisal: Testing theoretical 
predictions across cultures. Cognition and Emotion, 11, 113-150. 

 



 106 

Schumann, J. H. (1978). The acculturation model for second language acquisition. In 
R.C. Gingras, Ed., Second Language Acquisition and Foreign Language 
Learning. Washington, D.C.:  Center for Applied Linguistics, 1978. 

 

Seelye, H. N. (1974; 1993). Teaching culture: Strategies for foreign language educators. 
Lincolnwood, IL: National Textbook Company. 

 

Semmar, Y. (2006). An exploratory study of motivational variables in a foreign language 
learning context. Journal of Language and Learning, 5, 118–32. 

 

Skinner, B. F. (1953). Science and Human Behavior. New York, NY: Free Press 

 

Skutnabb–Kangas, T., & Bucak, S. (1995). Killing a mother tongue: How the Kurds are 
deprived of linguistic human rights. In T. Skutnabb–Kangas & R. Phillipson 
(Eds.), Linguistic human rights: Overcoming linguistic discrimination (pp. 347–
370). Berlin: Mouton de Gruyter. 

 

Smolicz, J. J., Secombe, M. J., & Hudson, D. M. (2001). Family collectivism and 
minority languages as core values of culture among ethnic groups in Australia. 
Journal of Multilingual and Multicultural Development, 22, 152–172. 

 

Stern, H. H. (1983). Fundamental Concepts of Language Learning. Oxford: Oxford 
University Press. 

 

Suárez-Orozco, C., Suárez-Orozco, M., & Todorova, I. (2008). Learning a New Land: 
Immigrant Students in American Society. Cambridge, Mass.: Harvard University 
Press 

 



 107 

Sung, H. & Padilla, A. (1998). Student motivation, parental attitudes, and involvement in 
the learning of Asian languages in elementary and secondary schools. Modern 
Language Journal, 82, 205–16. 

 

Svanes, B. (1987). Motivational and cultural distance in second- language acquisition. 
Language Learning. 37 (3), 341-359. 

 

Taguchi, T., Magid, M., & Papi, M. (2009). The L2 motivational self-system among 
Japanese, Chinese, and Iranian learners of English: A comparative study. In Z. 
Dörnyei & E. Ushioda (Eds.), Motivation, language identity and the L2 self (pp. 
66- 97). Bristol, UK: Multilingual Matters. 

 

Tomlinson, J. (1999). Globalization and Culture. Cambridge: Polity Press. 

 
Ushioda, E. (2001). Language learning at university: Exploring the role of motivational 

thinking. In Z. Dörnyei & R. Schmidt (Eds.), Motivation and second language 
acquisition  (pp. 93-126). Honolulu, HI: University of Hawaii Press. 

Ushioda, E. (2011). Motivating learners to speak as themselves. In T. Lamb, G. Murray 
& X. Gao (Eds.), Identity, motivation and autonomy: Exploring the links (pp. 11–
24). Bristol: Multilingual Matters. 

 

Valdés, G. (2001). Heritage Language Students: Profiles and Possibilities. In J. Peyton, J. 
Ranard & S. McGinnis (Eds.), Heritage Languages in America: Preserving a 
national resource (pp. 37-80). McHenry, IL: The Center for Applied Linguistics 
and Delta Systems. 

 



 108 

VanPatten, B., & Benati, A. G. (2010). Key terms in second language acquisition. New 
York: Continuum. 

 

Vygotsky, L. (1978). Interaction between learning and development. From: Mind and 
Society (pp. 79-91). Cambridge, MA: Harvard University Press. 

 

Weaver, G .R. (1993). Understanding and coping with cross-cultural adjustment stress. In 
M. Paige (ed.), Education for the Intercultural Experience, Second edition. 
Yarmouth, ME. Intercultural Press, 137-167. 

 

Weber, D.J. (Ed.). (1973). Foreigners in their native land. Albuquerque: University of 
New Mexico Press. 

 

Wei, R. N. & Su, J. Z. 2008. ‘Zhongguo neidi waiyu shiyong qingkuang diaocha fenxi 
[An analysis of foreign language use in Mainland China].’ Zhongguo Shehui 
Yuyanxue [The Journal of Chinese Sociolinguistics], (2), 9–24. 

Wei, R. N. & Su, J. Z. (2012). The statistics of English in China. English Today, 28, (3), 
10-14. 

 

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

 

Wertsch, J. V. (1991). A sociocultural approach to socially shared cognition. In L. B. 
Resnick, J. M. Levine, & S. D. Teasley, Perspectives on socially shared cognition 
(pp. 85-100). Washington, DC: American Psychological Association. 

 

Williams, M. (1994). Motivation in foreign and second language learning: An interactive 
perspective. Educational and Child Psychology, 11, 77-84. 

 



 109 

Williams, M., Burden R. & Lanvers, U. (2002). ‘French is the language of love and 
stuff’: Student perceptions of issues related to motivation in learning a foreign 
language. British Educational Research Journal, 28, 503–28. 

 

Wright, M. (1999). Influences on learner attitudes towards foreign language and culture. 
Educational Research, 41, 197–208. 

 

Yan, R. L. (2003). Parental perceptions on maintaining heritage languages of CLD 
students. Bilingual Review, 27(2), 99–113. 

 

Yücel, T. (1982). Dil Devrimi ve Sonuçları. Ankara: Türk Dil Kurumu. 



 110 

Vita 

Hilal Peker is a Fulbrighter holding a B.A. in Foreign Language Education from 

The Middle East Technical University in her native country, Turkey. She taught English 

and Turkish in Estonia through Comenius Program. After returning to Turkey, she taught 

English to different levels of students, including teacher candidates at Anadolu 

University. Being interested in her students’ motivation levels to learn languages, she 

started her M.A. degree at The University of Texas at Austin through Fulbright Program. 

After travelling in different countries such as Japan, Spain, Estonia, and in different states 

in the U.S., and seeing different cultures, she became more interested in sociocultural 

factors and motivational studies during her M.A. degree.  

 

 

 

hilalpeker@utexas.edu 

This report was typed by Hilal Peker. 

 

 


