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The purpose of this study is to examine the ways in which CALL

apply to enhance the motivational aspects of second language learning.

Theories relevant to social, cognitive, and affective foundations of

motivation are first reviewed to demonstrate the important role of

motivational influences in improving learners' affect and achievements.

Then, implications arising from such theories in strengthening the

motivational aspects of CALL are explicated in the second part. With

the spread of computer technology in language classrooms, the

innovative role of CALL in the development and maintenance of

intrinsic motivation can be illustrated. Specifically, CALL may provide

cognitively supportive instruction geared towards improving students'

performance. Also, it has been reported from the affective perspective

that CALL can captivate learners' attention, promote their feelings and

expectations of success, improve perceptions of control, and increase

positive attributions to effort and ability. Finally, from a social learning

perspective, CALL may enhance learners' self-efficacy and foster their

achievement and positive affect through social interactions, proximal

goal-setting, and attributional feedback. In the framework of CALL,

students seem to be benefited by the immediacy and authenticity of

contact with target languages and cultures made at their choices and

decisions.

[learning motivation/CALL, 학습동기/컴퓨터보조언어학습]

1) L2 learning motivation refers to a specific type of motivation that is responsible for an

individual's reactions to second language learning.
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I. INTRODUCTION

Second language (L2) learning may involve numerous social, psychological,

and cognitive aspects which are not present in learning other subjects. What

motivates a language learner would be very different from for learners engaging

in other subjects than L2 learning (e.g., Horwitz, Horwitz, & Cope, 1986;

MacIntyre, 1995). Not surprisingly, L2 learning motivation presents a rich field

of research, dealing as it does with the very driving forces behind learning. As

Corder (1978) points out, 'given motivation, it is inevitable that a human being

will learn a second language if he is exposed to the language data' (p. 1), most

researchers and educators have widely accepted it as one of the key factors

influencing the rate and success of L2 learning. Motivation does not seem only

to initiate an action in terms of the ultimate goal but it also keeps the action

going and has as much to do with the process as with the aims. Therefore, L2

learning motivation has often come to be considered more significant than any

other single factors (Crookes & Schmidt, 1991; Dörnyei, 2003; Gardner &

Tremblay, 1995; Oxford & Shearin, 1994).

Motivation is one of the main determinants of L2 learning achievement and,

accordingly, a considerable amount of research investigates the nature and role

of motivation in the L2 learning process. Much of this research has been

inspired and initiated by Gardner and Lambert's social psychological framework

(1972). However, there has been research re-examining the relationship of

motivation to L2 learning by positing that the traditional framework for

explaining the nature of language learning motivation need expansion and

refinement (see Crookes & Schmidt, 1991; Dörnyei, 2003; Oxford & Shearin,

1994). Specifically, Crookes and Schmidt (1991) and Oxford and Shearin (1994)

claimed that the social psychological framework that has largely rested on the

general categorization of motives as being instrumental (for practical benefit)

and integrative (a desire to integrate into the target culture) should be redefined

to explain the complicated change over time in a student's reasons for learning

L2. Dörnyei (1994) further insisted that the categorization is not pragmatic

enough in that it does not provide educators much of a guide for making their

teaching more motivating.

The purpose of this study is to seek out the ways in which computer-
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assisted language learning (CALL) can apply to enhance the motivational

aspects of L2 learning, and by which to contribute to the process of making

motivational frameworks more particularized, pedagogical, and practical. For

these purposes, this paper is generally composed of two parts. First, relevant

theories which encompass social, cognitive, and affective foundations of

motivation are reviewed. Then, some implications arising from such theories in

strengthening the motivational aspects of CALL are explicated in the second

part. For reference, the term second of the second language is used broadly,

thereby it can refer to the most cases of learning languages which are not a

learner's native language.

II. ACHIEVMENT MOTIVATION IN LEARNING

1. Cognitive Foundation: Intrinsic Motivation

Intrinsic motivation may be one of the most significant constructs among

different motivational constructs advanced to date. When an activity is

intrinsically motivated, theorists argue that individuals are more self-involved:

they attempt more difficult problems, and when they do, their focus tends to be

on the way to solve the problem rather than the outcomes. The primary

rewards for those intrinsically motivated learners are the activity itself. Ryan

and Deci (2000) claimed that intrinsic motivation can lead to more effective

learning when learners have a measure of self-determination, and where the

locus of control is clearly with the learners. The focus on students' self-beliefs

as a principal component of motivation is grounded on the assumption that the

beliefs that learners create, develop, and hold to be true about themselves are

vital forces in their success or failure in learning. The key argument is that

self-determination (or self-regulation) can lead to intrinsic learning motivation

(Dörnyei, 2003; Pajares, 1996, 2003).

Self-regulated learners are generally characterized as intrinsically motivated

and learning goal oriented in that they more readily engage in, provide effort

for, and persist longer at learning tasks than those who do not self-regulate

(Zimmerman, 1998). Additionally from the studies, Elliot and Church (2003)
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illustrated that intrinsically oriented learning goals are positive predictors of

deep processing, persistence, and effort. In effect, students who frequently report

using more intrinsic regulation strategies tend to report a stronger learning goal

orientation and be more likely to use strategies associated with elaboration,

critical thinking, and metacognitive regulation. There seems to be the positive

relationship between intrinsic motivation (or the adoption of learning goals) and

greater cognitive and metacognitive and even motivational strategy use (e.g.,

Ames & Archer, 1988; Elliot & McGregor, 1999). In Henderson and

Landesman's study (1993), as an empirical study, class materials were

programmed to allow for a high degree of learner control by the assumption

that well-motivated learners would request an appropriate level of assistance in

the system. The general pattern of results then clearly presented students'

learning goal orientation, measured by module post tests, as the strongest

predictor of strategy use and learning outcomes.

Self-determination, where the locus of causality of behaviors is internal to

the learner, seems to be related to the concept of autonomy in the sense of

capacity for and attitudes towards learning. In the definition made by Little

(1991), learner autonomy generally refers to a learner's capacity for critical

self-evaluation and self-determination, an ability to take control over and

responsibility for learning. This model has often been related to positive

language and linguistic awareness in language learning (Schwienhorst, 2003). It

seems to specifically refer to informational structures that facilitate independence

in learning by offering learners opportunities for choices and decision-making

and thus, promote his/her self-determination status in general. From these

perspectives, two contextual conditions for developing intrinsic motivation in

learning can be addressed: first, learners should perceive a learning environment

to be informational rather than controlling, that is, the contexts should support

learners through informative feedback rather than evaluative one. Second, the

learning contexts should support autonomy: it must facilitate individuals'

self-determination.

2. Social Motivation Theory

Social motivation theory posits that individuals' behaviors represent their
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interaction with contextual factors. As an example, the social motivation theory

illustrated by Bandura (1986) describes triadic reciprocality framework among

individual characteristics, behaviors, and contextual factors as they interact with

and affect one another. According to Deci (1975), in a similar vein, individuals

want to feel personally effective in dealing with their contexts. Those

individuals actively seek out situations in which they can feel competent and

self-determining. More recently, there has been studies that center around the

function of social discourse in mastery experience and language development

(e.g., Long, 1981; Palmer, 1997; Pica, 1994; Vygotsky, 1978). Vygotsky (1978), as

one of illustrious theorists, claimed that social discourse among people gives rise

to the growth of an inner voice could provide a person with a sense of control

or mastery. In addition, Palmer (1997) emphasized the empowering process of

social discourse by adding that learners needed a sense of community before

there could be honest critique among them. Palmer called for teachers to create

a community of seekers and a hospitable space to foster a sense of

belongingness and equality, which would be essential to critical learning.

Group motivation may operate according to many of the same principles that

can apply to individual motivation: having goals, receiving feedback, indicating

goal progress, feeling efficacious about performing well, holding positive outcome

expectations, and attributing success to such factors as ability, effort, and

strategy use. However, cooperative learning is often illustrated as more effective

for learning and motivation than competitive and individualistic forms of

instruction (e.g., Doughty & Pica, 1986; Johnson & Johnson, 1989; Swain, 2001).

Most likely, interpersonal experience seems to have direct and powerful

influences on the ways how these are perceived and interpreted by learners. In

interpersonal interaction, teachers' and peers' reactions to student's success and

failure, and other forms of performance feedback seem to have strong impact on

their goal orientations, perceptions of efficacy, and expenditures of effort. In

these frameworks, conscious awareness or consciousness is, in common, linked

to social interaction with situated contexts and other people.

3. Affect as a Determinant of Achievement Motivation

The central tenet of attribution theory tends to focus on learner's perception
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of causes of his/her success or failure and the influence this has on their

perceptions of future performance. Weiner (1985) claims that individuals seek

causes, or attributions of past success or failure, which in turn dictates their

future expectancies of success and achievement behavior. These causal

attributions may fall into four categories: ability, task difficulty, effort, and luck

along with three causal dimensions: internal-external, causal stability, and

controllability. These attributions and causal dimensions may then interact in

different ways: for example, aptitude and effort are internal factors (within the

volitional control of learner), whereas luck, task difficulty fall within the external

dimension. Because ability is considered a stable dimension (versus effort), prior

outcomes ascribed to ability can be more predictive of future performance than

ascriptions to effort. In other words, ability is an uncontrollable dimension

whereas effort is under volitional control. Failure ascribed to the internal factors

(i.e., lack of ability) can then produce lower expectancies of success. Viewed

from these, one way of improving learners' learning effectiveness is helping

them recognize that the factors responsible for their success or failure are

within their control.

Success in learning seems to lead to greater motivation for those who

recognize that success arises from personal effort rather than simply from

ability or chance. Also, success can enhance the motivation of students who are

focused on their learning goals: in other words, who are intrinsically motivated.

Another variable that has been universally acknowledged to affect motivation is

the perception of control. Given a significant amount of control as in an

interactive system, learners should be encouraged to exercise it actively in an

instructional procedure. A learning context should be obviously responsive to

learner's choices: hence, individuals can perceive that relevant changes in a

instruction are results of their decisions. Related to it, Kehoe (1975) proposes

that when choices are provided, the degree to which individuals perceive they

have a choice, or are in control, is related to the level of attractiveness of

available choices. To enhance the perception of personal control, that is, the

choices given to learners should be attractive ones with obvious interest or

utility. These claims hold that control-related and value-related appraisals can

be important sources of students' academic affects. A number of implications

for the design of instruction and educational environments can aim at changing
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students' control and value appraisals underlying their emotions.

III. MOTIVATION ENHANCEMENT IN SUPPORT OF CALL

Implications for strategies that promote achievement through CALL include

those derived from cognitive, affective, and social learning theories. Cognitive

support can be provided to the learner by embedded learning strategies. To give

learners the perception of control, affective support may be provided through

strategically designed effort, strategy, and ability attributional feedback. From

the social learning perspective, feedback can be geared towards helping students

achieve self-efficacious behavior, and cooperative learning, peer modeling, and

proximal goal-setting are suggested as the ways to enhance learners'

self-efficacy and their learning motivation.

1. Cognitive Approach to Motivation & CALL

1) Greater Perceptions of Self-Determination

As Ryan and Deci (2000) mentioned about self-determination as regards to

intrinsic motivation, it is important to give learners choices and control over

their learning in order to make them be aware of the internal locus of causality.

In a study on online writing and communication (Warschauer, Turbee, &

Roberts, 1996), as an example, student participants expressed that they had

more control over their learning, and more opportunities to practice the target

language, English. The results further indicated that the students had learnt

faster, become more creative, and written better essays due to their perceived

control and choices provided by the electronic context. More recently, the study

of Garcia and Arias (2000) illustrated that computer-oriented tasks could be

more effective to motivate students and lead to self-learning and

individualization of learning process by allowing more extended use of, and

easier and quicker access to content related references than did print-oriented

ones. By arousing learners' self-determination, CALL can contribute to students'

intrinsic satisfaction of accomplishment.
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CALL does enable to develop self-regulated behaviors by incorporating

learning strategies into software design to provide adequate cognitive support

such as informative feedback as we could experience with Learn to Speak

German software. Also, many software programs allow users to select their

exercises or concepts that they wish to review rather than presenting its

materials in a linear sequence. In addition, the software programs can serve as

a consciousness-raiser by highlighting and correcting students' errors and by

giving them explanatory feedback. For instance, the study of Nagata (1997)

compared metalinguistic feedback to translation feedback and similarly, Nagata

and Swisher (1995) compared traditional computer feedback to intelligent

computer feedback. The findings of those studies then demonstrated that

ongoing metalinguistic feedback given in the electronic context could help

learners perform significantly better by enhancing their attitudes to such

metalinguistic information on the target language they produced.

A cognitively oriented approach may make learning more meaningful,

generative, and engaging and so, increase learners' intrinsic motivation for

tasks. In particular, the learning strategies that require learners to consciously

relate new, incoming information to existing schema can be effectively devised

in CALL lessons. Kang and Dennis's study (1995) specifically demonstrated the

beneficial effects of multi-modal instruction in learning English language

vocabulary. In the study, a contextual approach was adopted to promote

students' voluntary spontaneous use of vocabulary, listening comprehension, and

recall in the English as a foreign language (EFL) context. Furthermore, the

electronic texts seem to help students more rely on top-down processing and

make fewer linguistic errors (e.g., Jakobsdottir & Hooper, 1995). By controlling

and orchestrating various forms of input, computer program can be an efficient

tool to make language learning more meaningful and engaging by

contextualizing the contents and improving students' perceptions of

self-determination.

2) Goal-Oriented Learning

Zinchenko (1979, p. 309) argues that 'material connected with the goal of

action is recalled more effectively than the same material when it is connected
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with the means of an action'. In parallel, late research in the area of L2

pedagogy has shown that instructional activities that incorporate a strong

reliance on students' goals and objectives are more likely to generate successful

learning. Furthermore, research (Elliot & McGregor, 1999) has shown that a

different type of goal orientation can lead to a different pattern of cognitive and

metacognitive strategies. In effect, Garcia and Pintrich (1991) claimed that

college students who adopted an intrinsic goal for learning were more likely to

report the use of deeper processing as well as metacognitive and self-regulatory

strategies such as planning, comprehension monitoring, and regulating. They

suggested from the study that intervention efforts should be aimed at

encouraging students to adopt a particular type of achievement goal. Nearly all

of the intervention works in the achievement goals and learning strategies have

been designed to foster the pursuit of mastery goals, increase the use of deep

processing, or enhance metacognitive awareness.

Goal-oriented processing of the L2 appears to be an important factor in L2

development. We also note that interaction in online writing and communication

settings is normally associated with goal-oriented language use (e.g., e-mail

discussion forums based on voluntary participation). Learners in electronic

communication can rely on a buffer zone (the editing window) that gives them

the opportunity to reflect on the best type of language to express their ideas. In

consequence, text-based electronic communication is more likely to generate a

deep level of cognitive processing by linking goals and means to obtain those

objectives (e.g., Kern, 1995; Warschauer, 1996). From these views, the inherent

characteristics of the text-based networked communication (e.g., written mode

of communication, absence of paralinguistic and nonverbal information) represent

a pedagogically sound environment for goal-directed interaction and greater and

more focused opportunities for output. The written mode of the online

discussion session seemed to alter the sense of the immediacy of face-to-face

communication, with the consequence that students were more likely to bring

forth their own agendas (Salaberry, 2000). The students' use of the target

language was more likely to be goal-directed since the students were able to

participate in L2 exchanges according to their own agenda.
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2. Social Learning Perspective & CALL

1) Interactive CALL Instruction

Social learning theories of Bandura (1986) and Schunk (2003) have illustrated

the benefits of interventions designed to improve self-efficacy and performance

especially for low-achievers. In line with these perspectives, one that is relevant

to CALL may be effort and ability attributional feedback, proximal goal-setting,

and peer modeling. Software design should be flexible to include goal structures

as indices for group and individual success and accountability. Prompts on

proximal goal-setting and ability attributional feedback on past success can be a

powerful mediator in improving self-efficacy and leading to increased

persistence in task performance (Schunk, 2003). Also, proximal goal-setting that

allows students to set the level of task difficulties can be important for

motivation because students' confidence in setting goals can result from their

perceived control. Baron and D'Amico (1996) further demonstrated that frequent

feedback students obtained in drill-and-practice programs could contribute to

students' effort attributions. By using analogies tutorial program, increased

engagement in student-controlled goal-setting lead to more effort attributions.

The findings seemed to underlie the importance of performance feedback as

primary impact on effort attribution and self-efficacy if it is frequent,

contingent, informative, and encouraging.

Research on cooperative learning is beginning to identify variables critical for

improving students' performance and facilitating their positive attitudes. CALL

instruction can be designed for cooperative learning where the role of peers can

be emphasized as one of the most important factors. Students' opportunities to

communicate with one another and with the teacher, inside or outside of class,

may create a new social dynamic. In this regard, worldwide networks seem to

suggest the importance of interactive learning where the goal of language

learning is authentic communication. Beauvois (1995) illustrated that the use of

electronic communication could be effective in motivating students for

interpersonal dialogue exchanges. Polylogue generated by synchronous online

communication seemed to provide dynamic opportunities for interpersonal

exchanges. Online exchanges can thus be organized to generate discussion,
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motivate students' writing, and promote peer interaction.

2) Online Communication and L2 Learning

The studies of Lee (1997) and Li (2000) respectively demonstrated that

computer-networked communication could be more relaxed and friendly because

it could help reduce participants' anxiety. By lowering learners' affective filter

in the electronic context, students seemed to involve more in interaction and

show an improved quality of communication and higher motivation. In addition,

Barson, Frommer, and Schwartz (1993) investigated their five-year

interuniversity experiment in intermediate French courses. In the study, the

continuing use of computer networks could anchor itself to redefined goals,

priorities, and a unifying conception of what should transpire in the language

classroom while creating an environment capable of fostering natural and

productive language learning with the evidence of developing real interpersonal

relationship.

Related to the social context of electronic communication, Sproull and Kiesler

(1991) stated, “communication technologies weaken social differences apparent in

face-to-face communication” (p. 43). The social levelling can be crucial in a

teaching and learning context because interaction in language classes is often

hampered by students' perception of their classmates: for example, “I can't

possibly speak English in front of those people.” As oral classroom participation

is not encouraged in many places where attentive listening and students' silence

are expected (Liu, 2000), the online communication seems greatly facilitated by

synchronized interaction. In fact, Warschauer (1996) found much more equitable

conversations in the computer networked mode than in face-to-face interactions

as the less vocal students seemed to participate more. This finding of increased

participation was confirmed by Sullivan and Pratt (1996) whose study showed

full student participation in electronic discourse as compared with 50%

participation in face-to-face interaction. The dynamics of interaction have been

profoundly altered creating a learning environment which can be characterized

as interactive and collaborative as well as student-centered. Furthermore, an

increasing number of researchers argues that students can exercise and acquire

the target language in an authentic, motivating environment which offers real



28 Han Kyungsun

communicative goals through the use of online communication (e.g., Beauvois,

1995; Kern, 1995; Warschauer, 1996).

3. Motivational Strategies from the Affective Domain

1) Learner Control

There is research for the notion that the exercise of learner control can

produce greater perception of personal control and a stronger motivation to learn

(Warshauer, 1997; Warshauer et al., 1996). The research indicated that learner

control could lead to more positive student attitudes, less anxiety, and a higher

level of engagement (Warschauer, 1997). The nature of the learner control

which is still elusive is believed as desirable because it can increase learners'

feelings of perceived control and self-efficacy, and make learning more relevant

to their needs. When students engage in online communication, student

autonomy can expand to take on a broader dimension by giving them

independent opportunities for authentic communication with other speakers in a

target language (e.g., Beauvois, 1995; Warschauer, 1997; Warschauer et al.,

1996). For instance, Beauvois (1995) and Warschauer (1996) reported the learner

control as a motivating factor for increased language use in a technology

enhanced environment. Additionally, these perceptions seem to support the

results from the Stepp-Greany study (2002) which illustrated that students

engaged in technological interactive learning environments became 'independent

knowledge navigators'. Warschauer et al. (1996) concluded from their findings:

greater student enthusiasm, initiative, and personal commitment could contribute

to empowering students in the language classroom where the computer

networks were employed.

What learners can benefit from learner control as to motivation may be

related to interactive relationships among learner ability, their prior knowledge,

task difficulty, and the nature of control. Incorporation of strategies that allow

learners to choose the amount, sequence, pace, and difficulty level of contents

can then be achieved effectively by well designed software programs. Given

learners' intrinsic flexibility, computers may offer program designers a wealth of

diverse possibilities in presenting instructional contents whereby can enhance
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learner control over learning. An individual may adapt an instruction in such a

way that can suit his or her needs or learning styles in support of greater

online options. A number of studies on the issue of learner control have shown

increased concern with determining profiles for content presentation related to

individual learner variables (e.g., Carrier & Williams, 1988; Jeong & Kim, 2004;

Steinberg, 1990; Tennyson & Park, 1984). A key insistence in the literature was

that some learners could benefit more by independent controls, whereas others

could learn more when courseware authors predetermined the instructional

materials. From these perspectives, how to flesh out and how to accommodate

individual needs comes to the fore in the design of instructional programs.

2) Effort & Ability Attributional Feedback

The attributional feedback should facilitate learners' perception of themselves

as efficacious and help them recognize that effort and effective use of strategy

can improve learning performance. This view may emphasize the benefits of

effort attribution training to shift learners' dysfunctional beliefs about their

ability to effort attribution and better strategy use (Dweck, 1986). Clifford (1984)

illustrated that strategy attributional feedback on failures could change into

problem-solving situations while diverting learners' attention from the negative

aspects of failures. With the assumption that students' behaviors and attitudes

are malleable, efforts made to change students' negative perceptions should

therefore focus on shifting such beliefs towards effort and strategy attributions.

However, perceptions about one's ability as an uncontrollable, stable causal

dimension can exert a more powerful influence in predicting performance, affect,

and behaviors than is true for effort, the controllable factor. It thus calls for our

attention to both ability and effort attributional feedback in the instructional

design.

Students should be able to perceive that they have an ability to meet

demands made on them if they make reasonable efforts to do so. To accomplish

such a perception, the difficulty level and the nature of tasks should be

challenging for students based on their ability and persistence with varying

ability and effort attributions. The potential advantage of CALL may be its

capability to meet individuals' preferred learning styles and needs, and to
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accommodate diverse learning modes and strategies. Learners may learn at a

different pace and also employ different strategies to understand and retain

materials provided. Therefore, CALL should incorporate various learning

strategies in the language instruction so as to improve students' learning

motivation and performance considering their different characteristics as well as

instructional contents.

IV. CONCLUSION

Academic learning may be difficult intrinsically, which requires concentration,

self-regulated behaviors, persistence, cognitive effort, and a positively

mastery-oriented outlook. Thus, the influence of motivation on improving affect

and achievement becomes more critical. The motivational role of computers may

transcend beyond providing short-term interest and excitement as supplementary

classroom tasks. As classroom and home use of computers increases, the

innovative and creative role of CALL in the development and maintenance of

intrinsic motivation can be illustrated: from a cognitive viewpoint, CALL must

provide a meaningful, cognitively supportive instruction in order to enhance

learning performance; from an affective perspective, CALL must captivate

learners' attention, promote their feelings and expectations of success, improve

the perception of control, and increase positive attributions to effort and ability;

and finally, from a social learning perspective, CALL must enhance self-efficacy

and foster achievement and positive affect through social interaction, proximal

goal-setting, and attributional feedback.

The concept of motivation in this framework is construed as that in which

students can have a moderate level of arousal; demonstrate metacognitive

awareness and persistence using varying learning strategies whether it is

technology-provided or self-generated; make appropriate attributions to ability

and effort; demonstrate the perception of control, and learn through social

interaction. The use of computers is about empowering learners, and about

exploration and realization that there are multiple pathways to learning. It is

also about acknowledging that no one route is necessarily the best and that

even apparently dead-ends can provide valuable information. Students, motivated
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by the immediacy and authenticity of contact with target languages and

cultures, may have access to a variety of electronic resources whenever they

wish from virtually wherever they wish. Students may choose to meet or

communicate with other speakers electronically, or explore culture, art,

civilization, and literature by navigating through ever-growing pool of electronic

resources.

Through the use of computers, students may become more independent and

empowered, thereby making them better learners. Moreover, the students can

work together more collaboratively, which promotes a sense of community in

the classroom. Educators in language learning, however, may remain doubtful

about the gains elicited by the new technologies in terms of actual language

learning processes. I would argue that the technology-enhanced learning

crucially influence learning outcomes and that successful language learning

depends to a large degree on the motivation and collaboration of the learners.

What remains crucial for the use of the new language learning technology, is

that pedagogues, while they recognize and value the potential of technology

integrated delivery, maintain a critical balance between what is technically

possible and pedagogically sound.
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