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Chapter 15

The Infernalisation of Language
Learning into the Self and Social
Identity

KIMBERLY A. NOELS

Introduction

In recent years, scholarly interest in the role of identity and the self in
language learning has grown, such that, as is evident in the current
volume (see also Noels & Giles, in press, for overview), there is a
multitude of perspectives and hence potential for new insights. In this
chapter, I would like to talk a bit about my own interest in this theme, by
addressing two questions to which many people besides me have long
endeavoured to provide answers. The first question has been posed in
one form or another for almost 50 years: ‘"How can we better support
students” motivation to learn a new language?” A good answer to this
question would presumably help us to facilitate students’ engagement in
the learning process and thereby improve not only their capabilities in a
new language but also opportunities in their social world. A second
question concerns the implications of such volitional engagement in the
learning process, particularly for feelings of identification with ethno-
linguistic groups. I think that there is a good argument to be made for the
importance of learner autonomy in motivation, and that a sense of
autonomy in relation to one’s social world is central for developing the
sense that a new language is one’s own language and that one could
become an active participant in another language community. But while I
appreciate its importance, I am also concerned that we not forget other
concerns that people have that may be as important as autonomy in
supporting self-regulated learning.
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Self-Determination Theory as a Humanistic/Existential-
Phenomenological Theory

The self

My understa.nding of the social psychological processes involved in
language leammg.has been informed, in part, by Self-Determination
Theory (SDT; Deci & Ryan, 1985, 2002), which is a theory rooted in
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existential and humanistic philosophies. As an organismic theory, SDT
assumes that human beings (indeed, all animate beings) have an innate
tendency to explore and master new situations in their environment,
and to assimilate the newly acquired knowledge into their existing
cognitive structures, including their sense of self. This integration of the
old with the new continues throughout the lifespan (Ryan & Powelson,
1991), such that development of the self is characterised by the
simultaneous processes of, on the one hand, becoming increasingly
differentiated and refined as a result of new experiences, and, on the
other hand, becoming more and more coordinated and cohesive as a *
result of the synthetic process. :
This process of assimilation and accommodation is assumed to be
directional. SDT maintains that all persons have an innate predisposi-
tion to regulate their own behaviour in line with their ‘true’ or
‘authentic’ self. Ryan and Deci’s (2004) use of the term ‘authenticity’ is
derived from Kierkegaard, who maintained that the self is continually
‘relating itself back to itself’, such that with each new experience, the
self considers possible actions in light of its present interests and
beliefs, and then acts in a way that reflects the best correspondence
with these interests. This assumption suggests that the self mindfully
appraises and evaluates choices of action, and in the process organises
and regulates behaviour in a way that benefits the person as a who
(cf. Dworkin, 1988). An authentic action is characterised by a sense of
authorship, in the sense that one endorses and takes responsibility for
one’s actions. When endorsed by the whole self, actions are experi:
enced as congruent with other values and commitments that i
person holds. The emotional tone of such reflective synthesis is
‘eudaimonic’, involving a feeling of fulfilment of potential and a sense
of flourishing by acting in a meaningful manner (Ryan & Deci, 2006
Ryan et al., 2008). 7
Although the authentic self is assumed to be a natural endowment, the
self is also in a continuous, dialectical relationship with the social and
physical worlds. If these environments provide the appropriate ‘nutri
ments’ (which I will describe in greater detail later), then growth and
synthesis of the self can readily take place. However, everyday life is full
of obstacles that confound the easy realisation of the self, and we aré
often compelled to pursue courses of action that do little to support, O
indeed that run counter to, our innermost beliefs and values. At such
times, we experience a sense of inauthenticity and despair. Thus, th
process of self-synthesis involves a dynamic in which a person struggle:
to realise her potential while attending to the social and physical
constraints inherent to everyday life.
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The motivational orientations

' This .perspective on the self as engaged in an ongoing process of
Integration suggests a motivational typology which can describe the
varying degrees of synthesis of an activity into the self. Deci and Ryan
(1985; Ryan & Deci, 2002) differentiate two broad categories of motiva-
tion, which they term ‘“intrinsic’ and ‘extrinsic’ motivation, along with a
sort of antithesis to motivation termed ‘amotivation’. Intrinsic motivation
comes from the enjoyment felt while performing in an inherently
interesting activity, as in the case of a learner who experiences a
spontaneous sense of satisfaction in mastering linguistic and commu-
nicative challenges and elaborating her capacities in the new language

Extrinsic motivation refers to any sort of regulation that is external t.o
the enjoyment of the activity itself. Although many goals may be
described as extrinsic, they vary in the extent to which they are under
the control of the person or under the control of other people or
situational circumstances that lie outside the person. For convenience
these goals are described as four separate types, but it is important to’
remember these types represent points along a continuum, not categori-
cally different motivational orientations. The implication is that a student
may endorse multiple reasons for language learning, tending usually to
indicate reasons that are similar in degree of self-regulation.

The form of regulation that is least under personal control is external
regulation. External regulation refers to the case in which one performs
an activity because of an interpersonal demand or a situational
contingency (e.g. working for a monetary incentive, or studying to
achieve a course credit). The cause of the action is removed from the
person’s own wishes, and is experienced as a form of control. As long as
that 'contingency is present, a student would engage in language
learning; once removed, that engagement would desist. A second,
§0mewhat more personally controlled, form of extrinsic motivation is
introjected regulation. In this case there still exists contingencies to learn
the language, but these pressures come from the person herself, rather
'than directly from other people or the general context. With this
Intrapsychic form of regulation, the rationale for performing the activity
is based less on the person’s own sense of priorities than on a desire to
maintain self-esteem by living up to evaluative standards that are often
derived from without. With such introjects, a student generally feels that
she ‘should’ or ‘ought to’ learn the language, and does so in order to
demonstrate that she can live up to her own and others’ expectations.
~ Two other forms of extrinsic motivation are more self-regulated. With
identified regulation, one consciously engages in an activity because it is
consistent with a goal that is personally important. A student might
identify with language learning because she ‘consciously evaluates that
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Autonomy, Competence and Relatedness: Fundamental
Human Needs and the Role of Significant Others

The development of an integrated, autonomous self is not an
unproblematic journey. This human propensity interacts with aspects
of the social and physical worlds that either nurture or thwart its
unfolding. To achieve integration and self-determination, SDT posits that
certain psychological ‘needs’ must be met. People within the learner’s
network play an important role in supporting (or undermining) these
needs, in effect providing the ‘nutriments’ for internalisation and self-
actualisation. SDT posits three fundamental needs, including autonomy
competence, and relatedness (Ryan & Deci, 2002).

Autonomy in language learning is a topic that has been extensively
addressed (see Benson, 2006, 2007 for recent reviews). Indeed the website
hosted by Hayo Reinders concerning autonomy and language learning
contains over 700 articles (Reinders, 2007). Benson (1997) and Oxford
(2003) have forwarded similar models to synthesise the various perspec-
tives on autonomy in language learning. Autonomy as conceptualised in
SDT does not focus on the technical skills that students must develop to -
pursue a learning activity outside the classroom, nor does it address how
ideological positions and socially-structured relationships privilege or -
constrain self-authorship. Rather, it fits into Benson’s psychological -
category and lies between Oxford’s psychological and sociocultural I
(Vygotskian) categories. Autonomy refers to the experience of initiation
and regulation of behaviour by the self: :

Autonomy ... concerns the difference between behavioral engage-
ment that is congruent and fitting with one’s values, interests and:
needs (i.e., with one’s self) versus alienated, passively compliant, or
reactively defiant. (Ryan & Deci, 2004: 450)

Autonomy does not imply that one acts independently of environ-
mental influences, and/or acts counter to the influence of generalised-
norms or the demands of specific individuals. If, upon reflection, w
concur that such mandates are consistent with our values and interests;:
we would be acting autonomously. People in the social world can.
support this phenomenology of autonomy in a variety of ways, such a
providing appropriate choices, encouraging self-initiation, minimisin
the use of controls, and so on.

Within SDT, competence refers to the feeling that one has the capaci
to effectively carry out an action. Because of the need for competence
people seek out opportunities to challenge themselves and thereb
develop their skills and capacities. Feelings of competence are promoted
by communicating expectations that are challenging without bein
overwhelming, providing a rationale for how behaviours are related
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consequences, and giving guidelines and feedback that explain how
behaviours can be changed to become more skilful and effective.

Relatedness refers to a sense of belongingness with other People in
one’s community. It involves both a sense of caring about and being
cared for by others ~ in other words, a sense of affection and a feeling of
security. Grolnick et al. (1997; Ryan & Solky, 1997) maintain that an
atmosphere of warmth, security, and acceptance is necessary to act in a
‘spontaneous and authentic way’ (Horney, 1950: 455). The exploratory
spirit in all humans is most robust when persons are operating from a
‘secure base’ (Grolnick et al., 1997: 138). The feeling that one matters to
others is enhanced when others demonstrate sensitivity and responsive-
ness to one’s concerns, devote time and resources to that person, and
perform other kinds of personally validating actions.

A growing body of research supports the claim that an internalised
orientation for language learning is associated with these three experi-
ences. For instance, Noels (2001b) found that those students of Spanish
who perceived their teacher as less controlling and as providing
informative feedback felt a stronger sense of autonomy and competence
in language learning, which in turn was associated with stronger
endorsement of internalised and intrinsic reasons for learning the
language. Several other correlational studies of students of French,
English and German have likewise demonstrated the positive link
between strong perceptions of autonomy, competence, and relatedness
and more internalised reasons for language learning (Noels, 2005; Noels
et al., 1999, 2000, 2001).

To look more closely at how people in the learners’ social world are
implicated in their motivation, we asked students, including heritage
and nonheritage learners, registered in undergraduate-level German
courses across Canada to complete a survey concerning their motiva-
tional orientations and feelings of autonomy, competence and relatedness
(Noels & Saumure, submitted). We also asked them to tell us about how
controlling their teachers, family members and members of the German
community were of their efforts to learn German, how informative their
feedback was for developing a sense of competence, and how concerned
and responsive they were towards the student.

We found that, for nonheritage learners, competence, relatedness, and
most strongly autonomy, predicted a more internalised orientation for
learning German. The teacher played the most significant role in
supporting these fundamental needs, although informative feedback
and interpersonal involvement from members of the students’ families
and the German community also fostered a sense of relatedness. A
different picture emerged for the heritage language learners. In their case,
feelings of competence were relatively unimportant, and interestingly,
relatedness was at least as strong a predictor of an internalised orientation
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Table 15.1 Examples of responses to the open-ended question ‘What are
your reasons for learning (your second language/your heritage language/

English)?’
Student’s background | Response
I Modern language

Japanese ‘T have always had an interest in Asian art, culture, etc.
I had the opportunity to begin studying Japanese
(I had time) at the [name of university and
department]. I have always liked language, having
studied German, Russian, etc. I have continued to
study Japanese.’

French ‘T am learning French because I enjoy it and I believe a

second language is valuable for working in Canada
and traveling overseas, which is what I hope to do,
and have been doing, in my life.’

Heritage language

Dene

‘First and foremost, I believe an individual’s heritage* :
language determines where they come from and who
they are as an individual. Language is the backbone of
a culture. I would like to carry on my Dene heritage

therefore I am willing to learn my native language to.
carry on my ancestor’s heritage. I also want to learn

because I would like to teach my 13 year old son how
to speak it.’ ‘

German

‘It shows and tells who I (truly) am. I want to able to’
pass it down to my kids.’

English as a second language

Chinese national

1 started to learn English from my middle school, as.
one of the required course. From then on, I had to kep
on learning English meet the requirement at high
school and to get the university degree in China. . .-
When [ started to work after leaving university, I had
to work with a American colleague in my office. The
need in daily-work, which is not even very much,
forced me to learn English further by speaking,

reading English. In order to get the chance to study in
this University, I had to pass several standard &
examinations, like TOEFL. So, in the last several years}
before I came here, the main reason to improve my.
English is to pass those tests and make the life in
Canada easier.’
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Table 15.1 (Continu;ir)m

—

Student’s background

Response

German national

‘In high school Thad to decide weather to take English
or French. I choose English because it is most widely
used. I went to the US to travel just 2 months before,
not enough of the students chose French, so there
wouldn’t have been a course offered anyhow. The
main reason throughout high school was that I had to
take English up until grade 11, there was no other
choice. In Grade 12 and 13 one still has to have one
foreign language. I decided to take English because I
was much better in it than in Latin (my other foreign
language) and I liked our English teacher. When |
decided to study in Canada, I had no other choice
than to improve my English.

a) to be able to meet the prerequisites (TOEFL 550
points)

b) to follow in class

¢) to communicate with people

(Listing a,b,c is not weighted I guess they are all
equally important)’
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Figure 15.1 Percentage of respondents who endorse each orientation as a
function of the language learning context
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activity as important and meaningful to herself’ (Ryan & Deci, 2003: 258).
Integrated regulation is the most internalised and self-determined form
of regulation; in this case, the activity fits in with other goals, beliefs and
activities that a person already endorses, such that performing the
activity is a realisation and expression of the self.

As noted earlier, these motivational orientations can be contrasted
with the experience of amotivation. When amotivated, people either do
not engage at all in the activity, or they act passively, going through the
motions to carry out an activity that makes no sense to them until they
can escape it. Amotivation arises under various, related conditions: when
a person does not value the activity or the outcomes it could yield; when
one feels a sense of incompetence in performing the activity; and/or
when one feels that their actions are irrelevant for bringing about the
desired consequences. Although amotivation generally connotes passive.
disinterest, it is not far removed from the active resistance that some
students demonstrate when they feel that others are imposing an activity .
or identity on them (Norton, 2007; see also Ushioda, 2003).

Motivational Orientations and Language
Learning Contexts

T'have argued elsewhere that such a model of motivation captures well
the experiences of many language learners across a variety of contexts (
Noels, 2001a). It is, however, tenable that groups of learners differentially
internalise language learning depending upon the exigencies of th
social environment. In some circumstances, learning a new language ma
involve a certain ‘urgency’, in the sense that the language is necessary-
sustain basic necessities. For instance, immigrants to a new country m
be faced with the very immediate necessity of developing Engli
competence in order to get a job, find appropriate accommodation, an
so on. This utilitarian focus, possibly combined with discriminatoz
encounters with the target language community, can potentially unde
mine the learner’s desire to engage in a more personal way with thi
community (cf. Norton, 2000). Under such circumstances, the learn
may only slowly and perhaps reluctantly take on the language as part ¢
her identity. In other contexts, learning a language may be less pressin
although developing skill in the language may garner certain practic:
benefits, the pursuit is primarily enjoyed as an engaging hobby. And
yet other contexts, learning the language may be neither particular]
useful nor particularly enjoyable, but may serve as a touchstone for one
identity and sense of belongingness to an esteemed community. ,

Some preliminary findings from a study of 103 ESL, heritage langua
(HL), and modern language (ML) students point to systematic differen
between groups of learners (Noels et al., in preparation). University-1e?
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students registered in a language course answered the open-ended
question ‘What are your reasons for learning (your heritage language/a
second language/English)?” Students generally provided extensive and
well articulated responses to this question, often including multiple
reasons for language learning. In a preliminary analysis, participants’
responses were coded (by coders blind to the purpose of the study) with
regard to the major theme evident in the answer, using a coding scheme
that reflected the types of orientations outlined by SDT, as well as
Gardner’s (1985) integrative orientation and a general ‘other’ category.

The results of this content analysis raise two important points.
First, the findings underscored that SDT usefully contributes to our
theoretical framework representing the experiences of language learners
across different contexts. Almost 95% of the responses had a major
theme that could be classified within the typology outlined by
Self-Determination Theory (see Table 15.1 for examples of responses)
or the integrative orientation category. Across the full sample,
the theme of external regulation was particularly evident in 32.0%
of the cases, introjected regulation in only 1.0%, identified regulation in
13.6%, integrated regulation in 20.4%, intrinsic motivation in 14.6%, and
integrative orientation in 12.6% of the cases. Only 5.8% of the responses
reflected themes that did not fit well within the scheme.

Second, the results indicated that features of the context of acquisition
can have quite profound implications for the experience of language
learning. As seen in Figure 15.1, there were clear differences between the
groups in terms of the endorsed reasons (y* = 56.91, df = 12, p < 0.001).
Inspection of the adjusted standardised residuals (Haberman, 1978)
showed that, as the main theme, integrated regulation was reported more
frequently by HL learners and less frequently by ESL and ML learners
than would be expected by chance alone. External regulation was a main
theme for more ESL learners and fewer HL learners than would be
expected by chance. Finally, intrinsic regulation was a main theme for
ML students marginally more frequently than would be expected by
chance.

It seems, then, that students in dissimilar circumstances can have quite
different foci in learning. The importance of the context of learning for
motivation has been noted by many others, who have suggested that we
need to be more attentive to the student’s network of interpersonal
contacts, the relative status of ethnolinguistic groups under considera-
tion, the opportunities for direct contact with the language community,
the heritage background of the learner, among other dimensions
(cf. Clément & Kruidenier, 1983; Clément et al., 2007). Tt is my opinion
that a comparative perspective can most constructively reveal how these
aspects of context shape the learner’s experience, and, reciprocally, how
the learner shapes the context to meet her needs and aspirations.
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as autonomy. Regarding the role of significant others in supporting these
feelings, the teacher played only a small part. Instead, the family members
and members of the German community played the leading roles in
promoting heritage learners’ autonomy, competence, and relatedness.

There are two main points to take away from these findings. First of
all, this comparative analysis again emphasises that the social context
dramatically affects motivational dynamics, even for students registered
in the same course. Different people played more or less significant roles
in students’ internalisation of language learning. Indeed, in some
circumstances the teacher’s impact may be inconsequential relative to
the weight that family and community members bring to bear. The
second point pertains to the importance of autonomy in supporting self-
determined regulation. These results emphasise that although autonomy
is important, it is not the sole basis for internalisation. Rather competence
and particularly relatedness are also foundational for self-determined
motivation.

What are the Implications of Internalisation for
Social Identity?

Research carried out in our lab and by researchers elsewhere has
demonstrated that more self-determined extrinsic motivation and .
intrinsic motivation have several implications, including more positive
affective responses to learning the language (e.g. less anxiety, more
positive attitudes), increased motivational intensity and engagement in
the language, better linguistic skills (e.g. grades and self-assessments),
and increased use of the target language (see Noels, 2001a, for review).
'An issue that we have been exploring in several recent studies is whether
more internalised reasons for learning a language are linked to increased:
identification with the target language group. It would seem reasonable -
to suggest, at least in contexts where a target language community is-
readily identifiable, that as language learning and use become increas-
ingly integrated within a person'’s sense of self, one might increasingly
feel a sense of belonging to that ethnolinguistic community.

Some studies support this contention. For instance, several correla-
tional studies indicate a link between self-determined extrinsic and
intrinsic orientations and ethnic identity or integrative orientation:
(Noels, 2001b, 2005; Noels et al., 2001). To look more closely at this issue,
Erin Goldberg and I studied graduates of French immersion and other -
intensive language programs in which students receive a substantial
portion of their academic curriculum in French (Goldberg & Noels, 2006).
The university students who participated were registered either at the
English-speaking campus of a western Canadian university or at the
university’s French-language campus. None of them had a Francophone
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ancestral background. We were interested to know if the students’ chojce
of campus was related to their motivational orientations for learnin

French. More specifically, we reasoned that those people who opted tg
pursue their university studies primarily in French would have inter-
nalised the language to a greater extent than those people who decided to
study in English. We also thought that if students felt that they were
?eaming the language because it corresponded with their valyes
Interests, and sense of self, they might engage in a more Francophone’
lifestyle and adopt a Francophone identity.

Thg results provided some support for this hypothesis. Although
quantitative measures did not show a difference between groups
qualitative responses to the question ‘Are you continuing your Frenc}{
language training? If so, why and if not, why not?” were coded into
categories reflecting the motivational orientations posited by SDT.
Students at the French-language campus described their orientations 1n
a more self-determined style than those at the English-language campus.
Moreover, several people at the English-language campus indicated that
they had no reason to study French or had postponed their studies until a
later time, although none at the French-language campus did.

This difference between groups in how internalised their reasons for
language learning were corresponded with differences in patterns
of identity. For both groups, Anglophone identity was stronger than
Francophone identity across all situational domains examined (i.e. with
family, with friends, at school, in the community). This pattern indicated
.that learning French did not interfere with the students’ feelings of
identity with their culture of origin, suggesting these people experienced
an aci:ditive form of bilingualism. However, the differentiation between
identities was attenuated for the French-campus students in the school
domain. For these students, their Francophone identity was stronger and
their Apglophone identity was weaker in the school domain than in
other situations. Moreover, their Francophone identity was greater and
Anglophone identity weaker than that reported by the English-campus
§tudents, but only in the school domain. Hence, being immersed
in a French environment at school, which includes opportunities to
Interact in French with classmates and professors, had an enhancing
effect on these students’ Francophone identities. By no means do I want
to suggest that simply because a person feels that learning French is an
important part of who she is, she will be able to successfully claim an
identity as Francophone. Certainly more is involved in such identity
claims, including meaningful use of the language and receptivity and
validation from members of that community. But an important piece of
the puzzle is the student’s own sense of ownership of the new language,

which would help to legitimate such identity claims in her own eyes as
well as the eyes of others.
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The students examined in this study might well be considered
advanced language learners who have had considerable exposure to
the language and possibly the French community. To test the generali-
sability of this link between internalised motivation and ethnolinguistic
identity, we looked at this issue in students registered in a first-year
French course at a western Canadian university (Noels, 2007). The
participants, who were all native speakers of languages other than
French (primarily English), completed a questionnaire that assessed their
motivational orientations; sense of autonomy, relatedness and compe-
tence in the language learning context; their effort and engagement in
language learning; and their feelings of ethnic identity in the educational
domain. We analysed the relations between these variables using
structural equation modelling, and the results showed a good fit of the
proposed model to the data (see Figure 15.2). The more that students felt
that their needs for autonomy, competence and relatedness were
satisfied, the more they indicated intrinsic and self-determined extrinsic
reasons for learning the language, and the less they felt amotivated. More

intrinsic and self-determined reasons for language learning corre-

sponded with more motivated engagement in language learning, which

in turn was linked to increased identification with French speakers. Thus;

consistent with Goldberg and Noels’s (2006) findings, the results
indicated that if learners feel that they are learning the language because
it is expresses their values and interests, they will likely identify with the
target language community.

f
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Figure 15.2 Final structural equation model for first-semester French stu~

dents, with standardised coefficients. Note: x> =88.92, p <0.01, CFI=0.93,

RMSEA = 0.08
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Issues to Consider

I hope so far to have demonstrated the utility of SDT for under-
standing language learning motivation. The theory organises many,
seemingly disparate, ideas regarding motivational orientations in a
manner that can be applied across a large range of contexts. It is a
useful guide for posing research questions and effectively predicts
patterns of relations between many of the variables that have interested
scholars who study the sociopsychological processes involved in
language learning. It underscores the central role of the self in language
learning, particularly the importance of internalisation of the learning
activity, which is a topic of considerable interest in recent discussions of
motivation. For instance, it is closely aligned with Dérnyei’s (2005, this
volume; see also Csizér & Dornyei 2005a, 2005b) discussion of a
motivational self-system that regulates behaviour, cognition and affect.
Drawing from the work of Markus and Nurius (1986) and Higgins (1987),
Dornyei argues that the capacity to visualise oneself as a member of a
language community of some kind is the key mechanism by which
motivation is sustained (cf. Norton’s (2000) ‘imagined community’). In
line with SDT’s differentiation between more or less internalised forms of
extrinsic motivation, Dérnyei maintains that more idealised guides for
language learning are associated with a self-promotion focus (e.g.
studying to realise an important aspect or potential of the self). In
contrast, guides associated with an ‘ought’ self are prevention focused
(e.g. studying because of a sense of duty or obligation).

The SDT framework is not inconsistent with recent calls by socio-
cultural theorists to reconceptualise the monolingual language learner as
a multilingual language user. It fits in very nicely with approaches to
learning that emphasise the role of social interaction, the importance of
zones of proximal development and optimal challenges, and the idea that
human beings are self-regulating organisms (cf. Ryan & Powelson, 1991;
Ushioda, 2006). SDT has been quite mute on the themes that critical
theorists have raised regarding power and ideology in specific social
interactions and the struggle of learners to recraft their sociostructural
position to bring about personal and social change. Recently, however,
Landry et al. (2005) have argued that language socialisation involves not
only the experience of self-regulation as outlined by SDT but also the
experience of conscientization (cf. Freire, 1983), and have attempted to
integrate these experiences and others in a comprehensive model.

But there remain several issues that I feel need to be more extensively
addressed with regards to this theory. Over the years various critiques
have been levelled at SDT. Space precludes an extensive discussion of
these but I will suggest three areas that I feel are particularly important,
not only because of what they might tell us about language learning and
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use, but also because of what they might have to say about motivation
and the self more generally. First, the claim of a true, authentic self runs
counter to the assumptions of many constructivist theorists. Many
scholars have forwarded the idea that we have dynamic, multiple,
relational selves, which are constructed and negotiated within specific
interpersonal interactions in particular social contexts. These multiple
selves are a normal, adaptive part of human life, and are not necessarily
indicative of identity fragmentation or distress. This perspective
contrasts with the arguably positivistic overtones of the SDT notion of
an ‘authentic’ or real self that is fostered or undermined by the social
context. From this perspective, when identities are relatively isolated,
compartmentalised, and ‘disintegrated’, one is likely to experience
poorer well-being; when identities are integrated and unified within
the psyche, they represent the full endorsement of the self, and this
contributes to better well-being (Ryan & Deci, 2003). A rapprochement
between these contrasting points of view is sorely needed, perhaps one
that speaks to a dialectical balance between constancy and change in
self-processes.
The second pertains to the differentiation of intrinsic motivation from
internalised forms of extrinsic motivation. Koestner and Losier (2002)
describe many similarities between intrinsic and identified regulatory -
styles, including high levels of involvement, positive affect, and internal
sense of control. They differ from each other, however, in terms of their -
motivating force and regulatory guides. Personal importance is the -
motivating force in identified regulation, such that one regulates one’s
behaviour in terms of personal values and identity. In contrast, attraction.
or interest in the activity is the motivating force for intrinsic motivation;
and the emotions that emerge as a result of engaging in the activity serve..
as the regulatory guide. I puzzle, however, over the notion of ‘interest’—
surely an activity cannot be itself inherently interesting, but rather
interest must originate from the person. Moreover, to be interested in -
something suggests that one makes, or at least would be inclined to -
make, meaning of that activity. If this is true, then intrinsic motivation is
defined quite similarly to internalised extrinsic motivation, in that one’s
motivation derives from that which one finds personally meaningful.
Perhaps Koestner and Losier (2002) have resolved this definitional
indeterminacy by positing that regulatory guides are learned in the:
case of identified/integrated regulation and genetically inherited in the:
case of intrinsic motivation. It is plausible that some people may be
genetically predisposed to enjoy verbality generally, which eventually
becomes channelled into enjoying learning new languages. In contrast
others may only come to enjoy language learning as a result of
socialisation and internalisation. It remains to be seen how this premise
could be tested.
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Evidence for the distinctiveness of internalised extrinsic motivation
aqd intrinsic motivation might come from their different associations
with fundamental needs and behavioural consequences. Koestner and
.Losief (2002; see also Ryan & Deci, 2002) claim that, although autonomy
is an important antecedent for both motivational types, it combines with
competence to support intrinsic motivation, but combines with related-
ness to foster internalisation. With regard to behavioural consequences
internalised extrinsic motivation and intrinsic motivation have beer{
shown to differ in how well they predict behaviour relevant to achieving
long-term goals: somewhat counter-intuitively, identified regulation is
often the stronger predictor, a pattern that we have also seen in our own
?esearch, whereby identified regulation more strongly correlates with the
intention to continue language studies than does intrinsic motivation.
Koestner and Losier (2002) suggest that seeing an activity as interesting
may not be sufficient to engage fully and effectively in that activity, but
rather one must see the activity as personally important. Hence they
suggest that it may be often worthwhile to encourage the development of
an identified style of regulation in addition to intrinsic motivation. In
sum, there is arguably a conceptual overlap between intrinsic and
internalised extrinsic motivation, and differentiation between these
constructs merits more theoretical consideration, empirical inquiry, and
reflection on their implications for application.

In my view, the greatest challenge for SDT, and for the concepts
of autonomy and agency more broadly, arises from the premise
thgt autonomy is universally the cornerstone of motivation. The
primacy of autonomy seems appropriate in Western societies where
individualism is a deeply vested cultural value. Its centrality, however,
must be examined in other, so-called ‘collectivistic’ societies where
autonomy may not be as emphatically cherished. Although investiga-
tion of SDT in non-Western societies has only just begun (see Ryan &
Deci, 2006, for a brief review), the cross-cultural relevance of autonomy
fo‘r language learning has been well discussed and debated, particularly
with regard to language education in Asian countries. Some claim that
traditional pedagogical approaches that include authoritarian teaching
styles and exacting assessment criteria are detrimental to students’
sense of competence and autonomy (e.g. Yang, 1998). Others maintain
that stressing autonomy in language education may be inappropriate in
contexts where social interconnectedness and respect for authority
are emphasised (cf. Farmer, 1994; Ho & Crookall, 1995; Jones, 1995;
Riley, 1988). Still others argue that autonomy in Asian countries may
assume a form different from autonomy in Western nations, where
collaboration and interdependent learning rather than solitary and
independent learning are encouraged (Aoki, 1999; Aoki & Smith, 1999;
Littlewood, 1996, 1999). To date, however, there has been little empirical
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work to examine learner autonomy and language learning motivation
from a cross-cultural perspective. Such a comparative approach, along
with a consideration of other dynamics such as relatedness and
competence, [ believe will help us to better understand the place of
autonomy in motivation and self-regulation.

Conclusion

I began this chapter by highlighting two questions that seem to run
through much of the recent work on the social psychology of language
learning. The first concerned how we might better support students’
motivation to learn a new language. The second pertained to the
implications of motivated involvement in the learning process for.
feelings of social identification. I hope that I have convincingly
demonstrated that SDT, which highlights the importance of internalisa- -
tion and self-determination for motivated effort, can serve as a useful’
guide for answering these questions. At the same time it is important
that one not be ‘in thrall’ to this or any other theory (cf. Thomas, 1997).
Although I find SDT to be an insightful standpoint from which to
consider language learning motivation, I believe that our understanding .
of this domain will grow as we test the limits of our theories, and stretch
beyond their boundaries.

References

Aoki, N. (1999) Affect and the role of teachers in the development of learner
autonomy. In J. Arnold (ed.) Affect in Language Learning (pp. 142-154)
Cambridge: Cambridge University Press.

Aoki, N. and Smith, R.C. (1999) Autonomy in cultural context: The case of Japar.
In S. Cotterall and D. Crabbe (eds) Learner Autonomy in Language Learning:
Defining the Field and Effecting Change (pp. 19-28). Frankfurt am Main: Lang.

Benson, P. (1997) The philosophy and politics of learner autonomy. In P. Benson
and P. Voller (eds) Autonomy and Independence in Language Learning (pp. 18-34
London: Longman.

Benson, P. (2006) Autonomy and its role in learning. In J. Cummins and C.
Davison (eds) The International Handbook of English Language Teaching (pp. 733—
745). Norwell, MA: Springer. :

Benson, P. (2007) Autonomy in language teaching and learning. Language Teaching
40 (1), 21-40. ;

Clément, R. and Kruidenier, B.G. (1983) Orientation in second langua
acquisition: 1. The effects of ethnicity, milieu, and target language on th
emergence. Language Learning 33 (2), 273—291. o

Clément, R., Noels, K.A. and Maclntyre, P. (2007) Three variations on the soc*lﬁ,t
psychology of bilingualism: Context effects in motivation, usage and identit
In'A. Weatherall, B. Watson and C. Gallois (eds) Language, Discourse and Social
Psychology (pp. 51-77). Basingtoke: Palgrave Macmillan. L

Csizér, K. and Dormyei, Z. (2005a) The internal structure of language learning
motivation and its relationship with language choice and learning effort.
Modern Language Journal 89 (1), 19-36.

Infernalisation of Language Learning into the Self and Social Identity 311

Csxzér{ K. aqd Dérnyei, Z. (2005b) Language learners’ motivational profiles and
thelr motivated learning behavior. Language Learning 55 (4), 613-659.

Deci, E.L. and Ryan, R.M. (1985) Intrinsic Motivation and Self-Determination in

5 I—_Iun;:alrf Behadelrz. New York: Plenum.
ecl, t.L. and Ryan, RM. (2002) Handbook of Self- nati
"Roc}}ester, NY: University of( Rocl'zester Press. y Self Determination. Researeh

Dérnyei, Z. (2005) The Psychology of the Language Learner: Individual Differences in

Dwscfrclii,f Léznzglt;%g;g z?r;qu;s}z;tion. Mahwah, NJ: Lawrence Erlbaum Associates.

, G. e Theo 1 i : i
University rosh ry and Practice of Autonomy. Cambridge: Cambridge

Farmer, R. (1994) The limits of learner independence in Hong K
Gardner and L. Miller (eds) Directions in Selfsﬁccess Language Legarnizgg(i);n 12
27). Hong Kong: Hong Kong University Press. ‘

Freire, P. (1983) Pedagogy of the Oppressed. New York: Continuum,

Gardngr, R.C. (1985) Social Psychology and Second Language Learning: The Role of
Attitudes and Motivation. London: Edward Arnold.

Goldberg, E. and Noels, K.A. (2006) Motivation, ethnic identity and post-
secondary education language choices of graduates of intensive French
lan.guage programs. Canadian Modern Language Review 62 (3), 423-47.

Grolnick, W.S., Deci, E.L. and Ryan, R.M. (1997) Internalization within the family:
The self-detgnninaﬁon theory perspective. In J.E. Grusec and L. Kuczynlei
(eds) Parenting and Children’s Internalization of Values: A Handbook of Con-

o lt)empomrys"II‘heE(irgy7 él)aa 13;5—161). New York: Wiley.

aberman, SJ. nalysis o itati : ]
Yorks Ao oTS) A ysis of Qualitative Data: Vol. 1 Introductory Topic. New

Higgins, E.T. (1987) Self-discrepancy: A theory relati 1f
B o i e Yot pancy y relating self and affect. Psycholo-
Ho, J. and erokall, D (1995) Breaking with Chinese cultural traditions: Learner
autonomy in English language teaching. System 23 (2), 235-243.
]Home}J/,FK.( fégg;))sé\ﬁurosis and Human Growth. New York: Norton,
ones, J.F. -access and culture: Retreating fr
1505 30 o ating from autonomy. ELT Journal
Koestner, R. and Losier, G.F. (2002) Distinguishi i i
er, , GE guishing three ways of being highl
rponvated: A clqser look at introjection, identification, anzll int‘rinsicgmogva}j
tion. In EL. Deci and RM. Ryan (eds) Handbook of Self-Determination Research
L {pp. 101-121). Rochester, NY: University of Rochester Press.
andry, R., Allard, R,, Devgau, K. and Bourgeois, N. (2005) Autodétermination du
comportement langagier en milieu minoritaire: Un modéle conceptual.
Francophonies d’Amerigue 20, 62-79.

L‘ i 7.
ltgg;siog:tl_),. W. (1996) ‘Autonomy”: An anatomy and a framework. System 24,

Littlewood, W. (1999) Defining
Applied Linguistics 20, 71-94

Markus, H. and Nurijus, P.
954-969.

Noels, K.A. (.200.13)'New qrieptations in language learning motivation: Towards a
model of intrinsic, extrinsic and integrative orientations. In Z. Dérnyei and R.

Schmidt (eds) Motivation and Second Ig Acquisiti
Honolulu, HI: University of Hawaii Press, rakdge fcquisition (pp. 43-68).

Noels, K.A. (2001b) Learning Spanish as a sec
tions and perceptions of teachers’ communi
107-144.

and developing autonomy in East Asian contexts.

(1986) Possible selves. American Psychologist 41,

ond language: Students’ orienta-
cative style. Language Learning 51,



312 Motivation, Language Identity and i

,nfema/isa[igg'of Language L’e_gfgiqg into the Self and?Socia/ Identity 313

Noels, K.A. (2005) Orientations to learning German: Heritage backerg : Ryan, R.M. and Powelson, C.L. (1991) Autonomy and relatedness as fundamental
motivational processes. Canadian Modern Language Review 62, 28 to motivation and education. Journal of Experimental Education 60, 49-66.

Noels, K.A. (2007) Identity and the internalization of language le Ryan, RM. and Solky, J.A. (1997) What is supportive about social support? On the
self-concept. Paper presented in the Invited Colloquium Indi psychological needs for autonomy and relatedness. In G.R. Pierce and B.R.
ences, Language Identity and the L2 Self, AAAL Annual Cony, Garason (eds) Handbook of Social Support and the Family (pp. 249-267). New
Mesa, April 20-25. : York: Plenum.

Noels, K.A., Clément, R. and Pelletier, L. (2001) Intrinsic, exi Thomas, G. (1997) What's the use of theory? Harvard Educational Review 67,
integrative orientations of French Canadian learners of Englis: 75-104. o ) ]

Modern Language Review 57, 424-442. ; Ushioda, E. (2093) Motivation as a socially medmted process. In D. Little, ]. Ridley
Noels, K.A. and Giles, H. (in press) Social identity and sec and E. Ushioda (eds) Learner Autonomy in the Foreign Language Classroom:
acquisition. In TK. Bhatia and W.C. Ritchie (eds) New Handp Teacher, Learnet, Curriculum and Assessment (pp. '90—102)‘ Dublin: Authentik.

Language Acquisition. Leeds: Emerald. : Ushioda, E. (2006) Mativation, autonomy and sociocultural theory. In P. Benson
Noels, KA., Pelletier, L. and Clément, R. (1999) Perceptio (ed.) Learner Autonomy 8: Teacher and Learner Perspectives (pp. 5~24). Dublin:

N P o Authentik.
?J?:;:t‘:greu ;g;;ilsg{esiﬁ 556?;. dents” intrinsic and extrinsic mo * Yang, N.D. (1998) Exploring a new role for teachers: Promoting learner autonomy.
Noels, K.A., Pelietier, L., Clément, R. and Vallerand, R.J. (2000)" System 26, 127-135.
learning a second language? Orientations and self-determ
Language Learning 50, 57-85. A
Noels, K.A. and Saumure, K.D. (submitted) Motivation for learning:€
heritage vs. foreign language: A self-determination perspective.
the social context in supporting learner motivation. E
Noels, K.A., Saumure, K.D., Adrian-Taylor, S., Johns, K. and (]
preparation) A content analytic comparison of the importarce
context for the motivation of heritage, second and ESL learners;
Norton, B. (2000) Identity and Language Learning: Gender, Ethnicity-and
Change. Harlow: Longman/Pearson Education. :
Norton, B. (2007) Personal communication, April. -
Oxford, R.L. (2003) Toward a more systematic model of L2 learn
D. Palfreyman and R.C. Smith (eds) Learner Autonomy-
Language Education Perspectives (pp. 75-91). Basingstoke: Palgra
Reinders, H. (2007) http://www.hayo.nl/autonomybibliography
November 1, 2007. 5
Riley, P. (1988) The ethnography of autonomy. In A. Brookes and
Individualization and Autonomy in Language Learning. London: M
Publications in Association with the British Council. ;
Ryan, RM. and Deci, E.L. (2002) An overview of self-determination.
Deci and RM. Ryan (eds) Handbook of Self-Determination Resea
Rochester, NY: University of Rochester Press. .
Ryan, RM. and Deci, E.L. (2003) On assimilating identities to the
determination theory perspective on internalization and in
cultures. In M.R. Leary and ).P. Tangney (eds) Handbook on Self
(pp- 253-274). New York: The Guilford Press. 7
Ryan, RM. and Deci, E.L. (2004) Autonomy is no illusion: Self:
theory and the empirical study of authenticity, awareness,
Greenberg, S.L. Koole and T. Pyszczynski (eds) Handbook
Existential Psychology (pp. 449-479). New York: Guilford Pre
Ryan, RM. and Deci, EL. (2006) Self-regulation and the' prob
autonomy: Does psychology need choice, self-determination, an
of Personality 74, 1557-1586.
Ryan, RM., Huta, V. and Deci, EL. (2008) Living well: A S?lf
theory perspective on eudaimonia. Journal of Happiness Stud




