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Abstract

Recent years have seen an increase in the number of English language programs which
Chinese universities offer in partnership with overseas universities. Examples of these
programs are English for academic purposes (EAP) courses run in China which aim to
prepare students for study at English medium universities overseas. The aim of this study is
to investigate students’ motivation for studying these courses. The setting in which the
study is undertaken is an EAP course offered at a university in China in a language centre

that has been established and is overseen by an Australian university.

The theoretical bases for this study are Dérnyei’s (2009b) L2 Motivational Self System,
Ushioda’s (2009) person-in-context view of motivation, and Larsen-Freeman and Cameron’s
(2008) work on complex dynamic systems. The study used a mixed methods approach that
entailed the collection of both quantitative and qualitative data; in particular a
guestionnaire was used, and interviews undertaken with a set of focal students. One
hundred and nine students completed the questionnaire. Four students were chosen as
focal cases on the basis of their being reflective of the larger study group in terms of gender,
program of study, demographic background, and learner archetypes. The data were
collected over a period of three months at the university in China. The questionnaire data
were examined by looking at responses to questions regarding the Ideal L2 Self, the Ought-
to L2 Self and the L2 Learning Experience in relation to gender, academic study program,
and demographic origin of the students. The qualitative component of the study aimed to

explore the focal students’ questionnaire responses in depth.

The quantitative findings showed that the students, overall, had a positive attitude towards
their ideal L2 selves, ought-to L2 selves, and L2 learning experiences. A closer look at the
responses to the questionnaire items, however, revealed that the students’ responses
regarding their ideal L2 selves and ought-to L2 selves were varied and multifaceted.
Students’ ideal L2 selves, ought-to L2 selves, and L2 learning experiences, further, based on
correlational analysis were found to be related. The quantitative findings provided the

starting point for the qualitative analysis in which the motivations of individual students



were explored in more detail. Based on the analysis of the focal student data, their ideal L2
selves and ought-to L2 selves were found to be changeable, dynamic and responsive to their
individual learning environments. In addition, their motivation fluctuated over time. These
findings contrast with previous research into the L2 Motivational Self System which has
portrayed motivation as being stable and uniform across settings. The findings of this study
show the students’ motivations to be non-linear in that having a certain ideal L2 self and/or
ought-to L2 self did not guarantee that a student would be motivated to learn. The
gualitative analysis also showed that the L2 learning experiences were extremely powerful
in that, on occasion, they could override students’ views of their ideal and ought-to L2
selves. From a practical point of view, the study provides insights into students’” motivations
for studying English that are beneficial for teachers. Beyond this, however, the theoretical
implications of this study are that students’ motivations need to be considered from both
contextual and complex dynamic perspectives, alongside the L2 Motivational Self System. L2
motivation studies, thus, need to move from a view of the ideal L2 self, the ought-to L2 self,
and L2 motivation as stable and predictive to one that takes into account their sometimes

fluctuating and unpredictive nature.



Chapter 1: Introduction

1.1 Introduction to the Topic

It is no exaggeration to say that anyone who has been engaged in learning has encountered
discussions of the importance of motivation. Questions regarding what motivates people to
learn, to make choices, to engage in action, to spend time and effort in action, and to persist
in action, have guided researchers to produce a wealth of studies which have aimed to
understand motivation for learning. In terms of language learning, motivation is also
important as success in mastering a foreign/second (L2) language does not rely solely on a
learner’s language aptitude, but also on the learner’s enthusiasm, commitment, and
persistence during the lengthy, and often tedious, process of language learning (Dornyei
2018; Dornyei & Ryan 2015; Hadfield & Dornyei 2013; Hiver & Larsen-Freeman 2020; Lamb
2016, 2017, 2018).

Since the important role of motivation has been recognised in language learning, questions
have been raised such as: “What is L2 motivation?”, “Is it different from mainstream
motivation?”, and if so, “How is it different”, and “How does it work?”. The answers to these
guestions have helped to generate various L2 motivational theories and models which have
aimed at understanding L2 motivation; these include Gardner’s (2010) Socio-Educational
Model, Ryan and Deci’s (2000) Self-Determination Theory and Dérnyei’s (2009b) L2
Motivational Self System. These theories and models have advanced our understanding of
L2 motivation at different times in the development of L2 motivation research. Recently, it is
the L2 Motivational Self System that has dominated the field of L2 motivation research. This
theory emphasises utilising a learner’s self-concept to understand L2 motivation. Applying
and extending this theoretical model, this study examines Chinese students’ motivation for
studying on EAP courses on a university program in China. What is notable about this
program is that it is designed and run by a university with a “Western’ EAP curriculum, a
Western view of education, and which employs many Western teachers. The underlying
educational philosophy of the program and the expectations of the students, then, are

different from those found at Chinese universities, and in Chinese education more broadly.



Sharing a similar cultural and linguistic background to the study’s participants, my personal
experiences of the L2 self and L2 motivation are used as a starting point for the study. Thus,
in this introductory chapter, after introducing the research topic, | share my own
motivational experiences as an English language learner. After sharing my experiences, |
provide the rationale for my research interest in the ideal L2 self, the ought-to L2 self, and

L2 motivation. This chapter ends with a summary of the organisation of the thesis.

1.2 The L2 Self and L2 Motivation: My Experiences

Creswell and Poth (2018) suggest that personal stories about a researcher’s experiences are
essential in academic inquiry, since the researcher’s experiences and intimate connection to
a phenomenon very often lead to the researcher’s interest in and puzzlement about that
phenomenon. In line with this view, | would like to share my own motivational experiences

as an English language learner.

| started my English language learning when | was in Year 6 at school in China. At that time, |
did not have a clear idea about English. | just knew it was a subject | had to study. As my
English teacher was not very interesting, and English was not used outside the classroom, |
did not pay much attention to it. This attitude | had towards English changed when | went to
junior high school, as English there was one of three compulsory subjects, along with
Chinese and mathematics. Due to this elevated status of English, | consciously devoted
myself more to learning English, as | realised that it would help me get good grades, go to a
reputable senior high school and university, meet my parents’ expectations, and eventually
find a good job and achieve a better future for myself. Also, with the advance of my English
knowledge, my personal interest in English unconsciously grew. Not satisfied with the
limited knowledge of English | gained through my English teachers in class, | started
exploring opportunities to have more contact with the language. In particular, | watched
English language programs from Hong Kong television. Although | did not understand it at
that time, these programs provided me with rare chances to see a world that was very
different to that in mainland China. In this “outside world”, | dared to dream that one day |
would perhaps be able to communicate with these people, understand their customs and

cultures, and even live in their societies.



Although | myself developed my personal goals and self interest in English, they did not
always, however, directly motivate me to learn English. Rather, my English self and my
English learning motivation fluctuated a lot during my study in response to my learning

experiences. For example, once | was called SEE (a traitor) by one of my classmates

because | excelled in English. This created a crisis in me which shook my self-esteem as an
English learner, leading to my hesitation to learn English for a while, even though | knew |
needed English to pass my exams, and that English could bring me a bright future. On
another occasion, | was accused of doing something wrong by my English teacher. As a
result, my attitude towards her became hostile, and this resentment towards her had a
great impact on my motivation to learn English. Suddenly, | was like a deflated balloon
because my self-confidence had been damaged. Interestingly, these resentments later
became my motivation to prove she was wrong. These experiences illustrate the changeable
and sometimes unpredictable nature of my English self and my English learning motivation;

these are topics | explore in this study.

1.3 Theoretical Background to the Study

This study draws on Dornyei’s (2009b) notion of the L2 Motivational Self System as its point
of departure. This System includes three constructs, the Ideal L2 Self, the Ought-to Self and
the L2 Learning Experience (a detailed discussion of this theoretical model is contained in
Chapter 2 of this thesis, Background to the Study). In this System, these three constructs are
portrayed as stable components that have clear-cut boundaries, and which are independent.
Further, the relationships between these constructs and L2 motivation are portrayed as
linear. These orientations are in part due to Doérnyei’s earlier quantitative leanings. As he

stated in 2007:

My attraction to well-structured systems, clear-cut boundaries, standardized
procedures, and statistical analyses make me more naturally a quantitative researcher.

(D6rnyei 2007, p. 174)

Consequently, many studies which have applied this theoretical model have taken these
leanings for granted, and used statistical analysis of groups’ mean scores from large samples

to understand L2 motivation in multiple research contexts to claim the validity of this model.



This is notwithstanding the fact that Dérnyei has since revised his position on quantitative
research (Dewaele 2019), saying that statistical measures do not capture “the intricate

dynamics of a complex system” (Dérnyei 2012, p. 4).

The statistical view, indeed, does not effectively explain my L2 motivation experiences as an
English language learner, because statistics are static, and simply cannot capture the
dynamics of experiences such as mine from a self-concept perspective, which is a
perspective that develops and changes over time (Mercer & Williams 2014). This view is
supported by Dornyei, Maclntyre and Henry (2015), and by Ushioda (2015, 2020a). This
inability of statistics to explain L2 motivation, however, has received little attention in L2
motivation research. It is this research gap that motivated me to carry out the study that is
reported on in this thesis, by the collection of both quantitative and, importantly, qualitative

data, to give an empirical account of the students’ L2 selves and their motivation.

1.4 Organisation of the Thesis

After this introduction, which has provided information on the impetus for the investigation,
the next chapter, Chapter 2, introduces and explains the key concepts in relation to L2
motivation and, more broadly, the theoretical background to the study. In addition,
previous studies which have applied the L2 Motivational Self System are reviewed with a
focus on Chinese students. Then, the research questions which guide the study and the
significance of the study are presented. Chapter 3 discusses the research setting, which is a
joint venture program between an Australian and a Chinese university, at which the EAP
program is located. This program is a pathways study program that prepares students for
academic studies either in China (the In-plan program) or in Australia (the Out-plan
program). Justification for the research design and methodology employed in the study is
also presented. In this study, a mixed methods research approach is employed. The use of
mixed methods research represents a move away from the trend of typical L2 Motivational
Self System studies, in which measurement and statistics are the prime focus, and
qualitative data, if used at all, are drawn on only to support the findings of the quantitative
data. This study, by contrast, makes the qualitative data its key focus in order to explore

participants’ voices, and their views of their L2 selves and L2 motivation. Thus, in-depth



interviews with four focal study participants were conducted. Quantitative data drawn from
a questionnaire conducted with one hundred and nine students, and which preceded the

interviews, were collected in order to provide a backdrop to the study.

Chapter 4 focuses on the findings from the questionnaire data, which found that students
had a positive attitude towards their ideal L2 selves, ought-to L2 selves and their L2 learning
experiences, and that these three constructs were found to be interrelated. The ideal L2
selves and ought-to L2 selves, further, were found to be multifaceted in nature, with some
facets having various levels of visibility and vividness in terms of their proximity and
relatedness to the students. The chapter then transitions towards a presentation of the
students’ interviews, which are described in detail in Chapter 5. Chapter 5 then presents the
four focal cases. Each case commences with a review of the participants’ responses to the
guestionnaire, which is then followed by a detailed examination of each student’s vision of
his/her L2 self and his/her motivational profile, as revealed by the qualitative data. Chapter
6 then discusses the qualitative findings in relation to previous research on the topic. The
key findings are that the L2 self is a product of a reflective integrative process, and that L2
motivation is a developmental ensemble of features. Chapter 7 concludes the study,
highlights the contributions of the study to L2 motivation research, and outlines the
theoretical and pedagogic implications of the research. It then describes the limitations of

the study, and makes proposals for further research based on the findings of the study.



Chapter 2: Background to the Study

2.1 Chapter Overview

This chapter provides the background to the study. First, the concept of L2 motivation is
introduced, with a focus on the controversy of the definition of L2 motivation. Then, the L2
Motivational Self System (Dornyei 2009b), the key theoretical framework for the study, is
discussed. This discussion presents the development of the L2 Motivational Self System,
from its historical background, theoretical basis, and validation, through to the latest
modifications of the System. In addition, relevant theories, including those of directed
motivational currents and person-in-context, and the notion of demotivation are covered.
This is followed by a review of studies which have investigated Chinese students’ L2
motivation. Based on these discussions, which highlight the necessity for further exploration
of the L2 Motivational Self System and further understanding of L2 motivation in English as

a Foreign Language (EFL) settings, the research questions for the study are presented.

2.2 The Concept of Second Language Motivation

Motivation is believed to be one of the key success factors in L2 study. Researchers (e.g.
Dornyei (2010); Hadfield & Dornyei (2013); Liu (2014); Ross (2015)) have argued that
intellectual abilities are only part of what leads to L2 learners’ success or failure in language
learning, and that learners’ motivation plays a crucial role that should not be
underestimated. Although the importance of motivation in L2 learning has been emphasised,
the concept of L2 motivation is not easy to define. The most contested definition is the
notion of integrative orientation, which was first introduced by Gardner and Lambert (1972)
as “reflecting a sincere and personal interest in the people and culture represented (by a
target community)” (p. 132), as opposed to instrumental motivation, such as learning a
language in order to gain pragmatic benefits. Integrative orientation originated from the

process of social identification that underpins first language acquisition. Gardner and



Lambert (1972) believed that such a process of social identification could also be applied to
learning a second language, which motivates learners to master it. That is, L2 learners “must
be willing to identify with members of another ethnolinguistic group and take on very subtle
aspects of their behaviour” (Gardner & Lambert 1972, p. 135). The use of this social
identification perspective to define L2 motivation, however, is not without controversy. In
the 1980s, there was much discussion on the differences between strong (social
identification and integration) and weak (affiliation and interest) versions of the integrative
orientation (Ushioda & Dornyei 2009). For example, McDonough (1981) speculated that the
strong form would be unrealistic for many language learners. This speculation was later
confirmed by Clément and Kruidenier (1983), who concluded that such a strong form was

uncommon among language learners.

The controversy regarding the integrative orientation has become intensified in recent years,
complicated by the spread of English globally, as it is at odds with the current situation in
terms of the ownership of English (Ushioda & Dérnyei 2009). Due to the global spread of
English, there is often now no single reference group for students to become part of as a
result of their learning. As a result of this changing status of English, researchers in L2
motivation have come up with new interpretations of the integrative concept. For example,
the international posture proposed by Yashima (2002, 2009) captured Japanese students’
intention to relate themselves to the international community, rather than to any specific L2
group. Ushioda (2006) highlighted that the contribution of the international posture was
that it expanded the “external reference group for integrative attitudes from a specific
geographic, linguistic and cultural community to a nonspecific global community of English

language users” (p. 150).

The representative of this retheorising of the integrative concept is Dornyei’s (2009b) L2
Motivational Self System which draws on self-concepts, as opposed to the interest of
students in becoming part of a particular language community. This model is discussed in
detail in the next section, as it is the key theoretical framework employed in this study.
While Dérnyei’s (2009b) L2 Motivational Self System is based on self-concepts, other
scholars reframe L2 motivation, drawing on contemporary discussions of identity in the
globalising and postmodern world (Doiz & Lasagabaster 2018; Dérnyei & Kubanyiova 2014;

Ushioda & Dornyei 2009). For example, based on both quantitative and qualitative data



from junior high school students in a provincial area in Indonesia, Lamb (2004) speculated
that students were motivated to learn English because they aspired to acquire a bicultural
identity; that was, “an English-speaking globally-involved version of themselves, in addition
to their local L1 speaking self” (p. 3). Lamb (2004) further speculated that students’
motivation to learn English might be partly explained by reference to ongoing processes of
identification, especially during the formative years of adolescence. The concept of
investment by Norton (2000, 2016) is another example of an idea that links L2 motivation
with identity to understand the “socially and historically constructed relationship of learners
to the target language, and their often ambivalent desire to learn and practise it” (Norton
2000, p. 10), reflecting the sociocultural turn within Second Language Acquisition (SLA)
research (Block 2007; Darvin & Norton 2015). Grounded in this sociocultural turn,
investment is conceptualised as a sociological complement to the psychological construct of
motivation (Dornyei & Ushioda 2009). That is, rather than seeing language learner identity
as fixed dichotomies (e.g. good/bad, motivated/unmotivated, introvert/extrovert),
investment recognises the impacts of social power in different learning contexts which can
position learners in multiple and often unequal ways, leading to varying learning outcomes
(Darvin & Norton 2015). In relation to L2 motivation, while the psychological construct of
motivation often views a language learner as having a unitary and coherent identity with
specific character traits, investment considers the language learner as a social being with a
complex identity which changes across time and space and is reproduced in social
interaction (Darvin & Norton 2015). This perspective is of great significance as it offers a
unique way to understanding the relationship between a learner’s identity and their
motivation to invest in language learning; that is, “one’s individual identity exists within a
changing context that may provide or limit access to the target language, its speakers, and
community” (Midby et al. 2020, p. 2). For example, a student may be temporarily highly
unmotivated, but may be invested in the language practices of a given classroom if the
practices are non-racist, non-sexist or non-homophobic (Darvin & Norton 2015). Although
the construct of investment sheds new light on L2 motivation research, its subsequent focus
is on identity and language learning and teaching in the field of applied linguistics, rather on

L2 motivation.
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2.3 The L2 Motivational Self System

Using self-concepts as motivational drivers for learners to learn languages, Dérnyei (2005,
2009b) formulated a new conceptualisation of L2 motivation, the L2 Motivational Self
System. Currently, this System is the dominant model employed to understand L2
motivation. In this section, the historical background, theoretical basis, validation process,

and recent development of this model are reviewed.

2.3.1 Historical Background to the Formation of L2 Motivational Self System

There are three interrelated contributing factors which prompted the formation of the L2
Motivational Self System: namely changing global realities, a growing dissatisfaction with
integrative motivation, and an increased understanding of the role of the self in second

language acquisition research.

Since the turn of the 21° century, the world has witnessed major changes, and globalisation
has gained momentum, leading to more advanced and sophisticated interconnections
between people from different linguistic, cultural, social-economic and political
backgrounds from different part of the world (Ushioda & Dérnyei 2009). Due to these
changing global realities, the motivation to learn a second or foreign language can no longer
be viewed as a wish to integrate into a particular target community. The goal, rather, for
languages such as English, at least, has for some people become the acquisition of a global
identity, and to become a legitimate member of the globalised world. At the same time, due
to the increased attention given to self-concepts in second language acquisition, and the
production of a range of theoretical conceptualisations of the self, these concepts have
taken on a new vibrancy in language learning research (Williams & Merer 2014).
Furthermore, many L2 motivation researchers view a foreign language as not only a
communication code that can be learned in a similar way to other academic subjects, but
also as a tool that helps learners to form their identity (Dérnyei 2005, 2009b; Dérnyei &
Ushioda 2011).
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2.3.2 Theoretical Basis of the L2 Motivational Self System

The L2 Motivational Self System draws on two theories from social psychology: the concept
of possible selves (Markus & Nurius 1986), and self-discrepancy theory (Higgins 1987).
Possible selves, introduced by Markus and Nurius (1986), is a concept that represents
individuals’ ideas of what they might become, what they would like to become, and what
they are afraid of becoming. Markus and Nurius (1986) provided a definition of possible

selves (p. 954):

Possible selves that are hoped for might include the successful self, the creative self,
the rich self, the thin self, or the loved and admired self, whereas the dreaded possible
selves could be the alone self, the depressed self, the incompetent self, the alcoholic

self, the unemployed self, or the bag lady self.

This definition can be understood in three aspects: multi-facets, dynamics, and dialectical
unity. With regard to multi-facets, the above description represents possible selves as one’s
specific facet in a future state, involving thoughts, images, senses, goals, aspirations, and
fears. In many ways, multi-facets are similar to various visions about oneself in the future.
Indeed, Markus and Nurius (1987) supported this statement as they confirm that “possible

selves encompass within their scope visions of desired and undesired end states” (p. 59).

More recently, the concept of visions has begun to find its way into motivational practices in
the classroom through practitioner-oriented publications (Al-Murtadha 2019; Dérnyei &
Kubanyiova 2014; Gregersen & Maclntyre 2014; Hadfield & Dornyei 2013; Mackay 2019). As
Dérnyei and Kubanyiova (2014) pointed out, “vision is one of the single most important
factors within the domain of language learning: where there is a vision, there is a way” (p. 2)
to highlight the attraction of using vision to explain long-term efforts to master a second
language. This aspect of possible selves is not restricted to L2 learning; vision is also applied
in a variety of contexts and areas, leading to humanistic, religious, political, business,
community, public policy, and personal visions (Van der Helm 2009). As Van der Helm (2009)
argued, although visions have multiple facets, they all share three defining characteristics:
the future, the ideal, and the desire for deliberate change. This argument leads to the

second aspect of possible selves — dynamics.
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For dynamics, Markus and Nurius explained (1986, p. 956) “because possible selves are not
well-anchored in social experience, they comprise the self-knowledge that is most
vulnerable and responsive to changes in the environment. They are the first elements of the
self-concept to absorb and reveal such change. As representations of potential, possible
selves will thus be particularly sensitive to those situations that communicate new or
inconsistent information about the self”. This aspect is further supported by Dérnyei and
Ushioda (2011), who argued that during a period of learning, learners’ visions about
themselves are likely to change. This dynamism, however, has not received enough
attention from current L2 motivation research. This concern has been raised by Henry
(2015), who pointed out that the problematic conceptualisation of viewing possible selves
as static constructs that individuals strive to achieve or live up to in current L2 motivation
practice contradicts this aspect of possible selves. This issue will be further discussed in the

latter part of this chapter.

In comparison with the first two aspects of possible selves, dialectical unity is less discussed
in the literature. However, this does not mean this aspect of possible selves is less important.
According to the definition of possible selves given above, it can be divided into two distinct
parts: the positive self and the feared self (Carver, Reynolds & Scheier 1994). Research has
shown that the impact of the self will be stronger if a positive self is supplemented by a
feared self in the same domain (Carroll, Shepperd & Arkin 2009; Carver, Reynolds & Scheier
1994; Oyserman et al. 2004). Thus, Markus and Ruvolo (1989) concluded that dynamic
balanced selves in the same domain would create a more powerful motivational state than
either an expected possible self or a feared self alone. The dialectical unity shows that
various facets of possible selves can exist concurrently (Maclntyre, MacKinnon & Clément
2009). These three aspects of possible selves: multi-facets, dynamics, and dialectical unity,
are used as reference points in Chapters 4 and Chapter 6, in which the quantitative and

qualitative data are discussed.

From the above review, possible selves can be defined as a motivational concept, either to

hope for or avoid some state, from the self perspective. It is self-discrepancy theory (Higgins
1987) that links this concept with the motivational function (Dornyei 2009b, 2014a; Dornyei
& Ushioda 2011). Self-discrepancy theory was introduced to examine how different types of

discrepancy between self-state representations are related to different kinds of emotional
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vulnerabilities. Within this theory, the analysis of self begins with three basic domains of the
self: the actual self, which is the current attributes that someone possesses; the ideal self,
referring to the attributes that someone would ideally like to possess; the ought-to self,
referring to the attributes that one believes one ought to possess. From these descriptions,
it seems that ideal selves and ought-to selves are similar to one another in that they
represent a person’s desired future self state. Higgins (1998) emphasised that while the
ideal self has a promotion focus, which is related to positive emotional-motivational
predispositions, such as hopes, aspirations, advancement, growth, and accomplishment, the
ought-to self has a prevention focus, concerned with protection, safety, responsibilities, and
obligations. Self-discrepancy theory (Higgins 1987) suggests that these selves are motivating
because discrepancies between one’s current self and these future selves lead to discomfort.
In turn, this discomfort motivates a person to increase harmony between the two selves in
order to reduce the feeling of discomfort. As with possible selves, self-discrepancy theory is
also used as a reference point in Chapters 4 and Chapter 6, in which the quantitative and

qualitative data are discussed.

Drawing on the concept of possible selves and self-discrepancy theory, the L2 Motivational
Self System was formulated. The L2 Motivational Self System is a model which comprises of

three constructs (Dérnyei 2009b, p. 29):

e The ldeal L2 self, which is the L2-specific facet of one’s ‘ideal self’: if
the person we would like to become speaks an L2, the ‘ideal L2 self is
a powerful motivator to learn the L2 because of the desire to reduce
the discrepancy between our actual and ideal selves.

e The Ought-to L2 self, which concerns the attributes that one believes
one have to meet expectations, and to avoid possible negative

outcomes.

The first two constructs are partly an application of possible selves theory to L2 learning
contexts, representing L2 equivalents of the ideal and ought-to selves (Dornyei 2014a).
Nonetheless, these two sources of L2 motivation, that is, a learner’s internal desire to
become a proficient L2 user, and external pressure coming from the learner’s learning

environment to master the L2, do not provide a complete picture of L2 motivation. Thus

14



the L2 Motivational Self System also includes a third construct, which emphasises the
motivational importance of the immediate situation where the L2 learning occurs (Dornyei
2009b, p. 29):
e [2learning experience, which concerns situated, ‘executive’ motives
related to the immediate learning environment and experience (e.g.
the impact of the teacher, the curriculum, the peer group, the

experience of success).

2.3.3 Validation of the L2 Motivational Self System

When first introduced in 2005, the L2 Motivational Self System was only a proposal for
reconceptualising L2 learner motivation. However, since 2009, a number of studies, drawing
on large-scale surveys and questionnaires, have been carried out to test its validity, which

has enabled it to gain broad acceptance.

One of the pioneer studies which tested and validated the L2 Motivational Self System was
carried out by Taguchi, Magid and Papi (2009). They surveyed nearly 5000 participants from
three Asian countries: China, Japan, and Iran. The participants were mainly from universities,
although some participants in China were middle school students and professionals. There
were three objectives in this study: to replicate Dérnyei’s Hungarian study (2005) in these
three Asian countries; to test whether or not a relationship exists between the ideal L2 self
and integrative orientation; and to determine whether there are two distinct types of
instrumental motivation, and if so, how they are related to the ideal L2 self and ought-to L2
self. The correlational results confirmed that the ideal L2 self was positively correlated with
integrative orientation, and integrative orientation could be relabeled and reinterpreted in
the ideal L2 self, because the ideal L2 self provided better explanatory power in relation to
learners’ intended efforts than integrative orientation did. The correlational results also
confirmed instrumental motivation could be divided into two distinct constructs from a self
perspective. While instrumental promotion was highly associated with the ideal L2 self,
instrumental prevention was highly correlated with the ought-to L2 self. Finally, and more
generally, a structural equation modelling (Kline 2015) analysis supported the validity of the

tripartite construct of the L2 Motivational Self System.
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While Taguchi et al.’s (2009) study examined the L2 Motivational Self System among
students and professionals in three Asian contexts, Ryan’s (2009) study aimed at testing the
concept of ideal L2 self among Japanese students. There were two research focal points in
his study. First, he wanted to validate the concept of the ideal L2 self as being equivalent to
integrative orientation through a replication of key elements in Dornyei’s (2005) Hungarian
study. Second, he aimed to explore whether the ideal L2 self had a greater explanatory
power than integrative orientation. The results of his study further validated the findings of
the Hungarian study, and found out that indeed the concept of the ideal L2 self is a more
powerful construct than integrative orientation. Thus, his study provides strong empirical

support for the call to reinterpret L2 motivation from a self perspective.

Also focusing on the ideal L2 self, Al-Shehri (2009) studied the relationship between the
ideal L2 self, imagination, and visual style. Al-Shehri postulated that if learners possessed a
marked visual learning style, they would have a strong capacity for imagination and visual
imagery. Therefore, they would be more likely to develop a strong ideal L2 self. Based on
survey results from 200 Arab university students, his study confirmed that the ideal L2 self is
a major motivational factor, and it also supported his hypothesis that visual learners would

be more able to develop well-defined ideal L2 selves.

Up to this point, the L2 learning experience construct had not been tested. Csizér and
Kormos’s (2009) study, however, closed this gap. They carried out a study in order to
examine the role of the L2 learning experience as well as the ideal L2 self and the ought-to
L2 self among middle school, college and university students in Hungary. The main purpose
of their study was to provide empirical support for the L2 Motivational Self System by
applying structural equation modelling to survey data. Their results showed that both the
ideal L2 self and the L2 learning experience were major contributors to students’ motivated
learning behaviour. In addition, the results revealed that the three constructs of the L2
Motivational Self System, in their study, were either not related to one another, or showed
a weak correlation, which indicated that in their context, these three constructs were

independent motivational variables, and distinct from each other.

Adopting a different research perspective from the above four studies to validate the L2
Motivational Self System, Lamb (2009a) conducted a longitudinal study, by using mixed-
methods (surveys, classroom observation and interviews), to examine Indonesian high
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school students’ motivation to study English as a foreign language. As Lamb (2009a)
commented, “the study supports the view that ideal and ought-to L2 selves could be useful
explanatory constructs in language learning motivation especially when combined with
more sociologically-oriented theories” (p. 243), something which is often not taken account

of in L2 motivation research.

Answering Lamb’s (2009a) call, Kim (2009b) investigated the nature of and the
interrelationship between the ideal L2 self and the ought-to L2 self from the perspective of
sociocultural theory (Vygotsky 1978) and activity theory (Engestrom 2001) based on
qualitative inquiry methods (interviews, classroom observations, picture-cued recall tasks,
and language learning autobiographies). This study focused on two study abroad Korean
English as second language (ESL) students in Canada. The cases reported on in the study
enrich the understanding of the nature of the ideal L2 self and the ought-to L2 self in two
important ways. First, instrumental motivation in L2 learning can be merged into either the
ideal L2 self or the ought-to L2 self, depending on the degree of internalization. Second, a
learner’s ideal L2 self needs to be aligned to the learner’s life experiences in a variety of
communities. Without the support from these communities, it would be hard for the learner
to imagine a positive, competent and promotion-focused future L2 self-image. This future L2
self-image may, rather, end up as part of the prevention-focused ought-to L2 self. These
conclusions, however, are in contradiction with Csizér and Kormos’s (2009) findings, which
claimed that the ideal L2 self, the ought-to L2 self, and the L2 learning experience were

independent motivational variables, and distinct from each other.

Taken together, the six studies reviewed above cover two continents (Asia and Europe), and
involve two learning contexts (English as a foreign language (EFL), including China, Japan,
Iran, Hungary, Indonesia; and English as a second language (ESL), including Canada). In
general, these validation studies have argued that the L2 Motivational Self System is a more
suitable theoretical tool to explain L2 motivation, with the ideal L2 self being consistently
seen as a more reliable predictor of motivated learning behaviour than integrative
orientation (Dornyei & Ryan, 2015). It also needs to be pointed out that while the first four
studies are dominated by large scale questionnaires or structural equation modeling,
presenting the L2 selves as single and stable concepts, the last two studies employ

qualitative-oriented methods to examine the nature of the ideal L2 self and the ought-to L2
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self within specific contexts, and their relationships with the L2 learning experience in these
contexts. This split view continues in the further modification of the L2 Motivational Self

System.

2.3.4 Further Modification of the L2 Motivational Self System

The latest modifications of the L2 Motivational Self System have witnessed two different
approaches: revisions of the L2 Motivational Self System, and the L2 Motivational Self
System seen from a complex dynamic systems perspective. In revisions to the existing L2
Motivational Self System, drawing on quantitative research in the area, a number of new
terms have been suggested, such as the current L2 self (Thorsen, Henry & Cliffordson 2017),
and L2 selves from own and other standpoints (Blair & Azaz 2019; Liu & Thompson 2018;
Papi et al. 2019). Although these new terms have been claimed to increase the validity of
the L2 Motivational Self System, they are, as with the ideal L2 self and the ought-to L2 self,
often portrayed as monolithic and static concepts (Henry 2015), which do not consider the
inherently evolutionary nature of possible selves, which has been described as multi-faceted
and dynamic, nor interactions with L2 learning experiences (Dornyei 2019b). This view is in

line with Dérnyei and Ryan (2015), who argue (p. 93):

With the acceptance of the L2 Motivational Self System, the field of L2 motivation
research had reached an intriguing juncture — either to keep moving forward in new
directions that aim to capture the motivational highs and lows that are an inevitable
part of learning a language, or to settle at a deceptive stand-still, that is, a new
orthodoxy in which new terminology is merely superimposed onto what are

essentially existing static concepts.

It is against this backdrop that the current study sets out to investigate the dynamic nature
of the L2 self and students’ motivation to learn English, applying a complex dynamic systems

perspective. This approach will be further discussed below.
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2.3.4.1 The L2 Motivational Self System from a Complex Dynamic Systems Approach

As discussed earlier (see section 2.3.2), the theory of possible selves possesses the
characteristics of being multifaceted and dynamic. As the theoretical basis for the ideal L2
self and the ought-to L2 self, it is inevitable that these two constructs inherit this nature
from possible selves. However, either from early validation studies or most current research
into the L2 selves and L2 motivation, notions of immutable categories, highly specified
endpoints, single causes, and linear relationships (Schumann 2015) are often seen as being
synonymous with the L2 Motivational Self System. The mismatch between theory and
practice, and dynamics and fixity, has been acknowledged by L2 motivation researchers
(Dornyei, Macintyre & Henry 2015; Dornyei & Ushioda 2009; Lamb 2018; Ushioda 2020a).
This mismatch is also pointed out in Dérnyei and Ushioda (2009) as an uncharted area for
future research directions. The question is raised “How stable are the ideal and ought-to
selves?” (p. 351). If the ideal and ought-to selves are not stable how, then, will they affect L2
motivation? A related question, which has also not received attention, is the concept of
demotivation and “How is it conceived based on self-concept?” (Dornyei & Ushioda 2009, p.
352). The complex dynamic systems perspective might offer some insights into these

questions.

The complex dynamic systems approach was first introduced to second language acquisition
(SLA) by Larsen-Freeman (1997). A dynamic systems perspective considers language
acquisition in a holistic and systematic way by acknowledging interrelationships among
various components during the learning process and the nonlinear relationships of self-
organisation and emergence by which the learning process develops and responds to both
internal and external stimuli (Waninge, Dérnyei & De Bot 2014). The value of this approach
to L2 motivation research lies in its potential to provide explanations for the highs and lows
of L2 motivation, and the mismatch between the inherent dynamic nature of possible selves
and the statistics-based quantitative research practice which currently dominates the L2
motivation field (Dornyei, MacIntyre & Henry 2015). In order to understand the potential
benefits of the complex dynamic systems approach, some key notions are worth discussing:

relationships, dynamism, stability and context.

The concepts of relationships and dynamism indicate that in a system with at least two or
more elements, these elements interact with one another, but also change over time
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(Larsen-Freeman 2015). This temporal and evolutionary nature is the defining element of a
complex dynamic systems approach. It highlights the fact that changes in the system can be
nonlinear, meaning they are disproportionate to causal factors (Larsen-Freeman & Cameron
2008). That is, sometimes a lot of effort is made, but without a result; on other occasions,
the slightest input can have a dramatic effect on the whole system, a phenomenon called
the butterfly effect (Larsen-Freeman & Cameron 2008; Waninge, Dornyei & De Bot 2014).
The implication of this nonlinearity is that accurate predictions are harder to make, as

changes in the system cannot be easily linked to any specific single cause.

Despite the emphasis on dynamic interactions and nonlinear changes, a complex dynamic
systems approach also recognises stable states — positions referred to as attractor states
(Hiver 2015) — during its development. The concept of attractor state is important because it
links to the system’s capacity for self-organisation. Due to this self-organisation, a complex
dynamic systems can be regarded as having two basic behavioural tendencies, which take
place either in relatively stable periods, in which attractors are strong, or in periods of
instability, which are characterised by weak or changing attractors (Dérnyei 2009c). Every
dynamic system, according to Howe and Lewis (2005), can be viewed as a series of shifts

between periods of stabilisation and periods of destabilisation.

A complex dynamic systems approach views relationships between learning environments
and learners as being simultaneously and mutually influenced (Larsen-Freeman 2015).
Learners are not simply located in particular learning contexts, but become an integral part
of these contexts. Learners shape and are shaped by contexts (Ushioda 2015). For example,
in the context of a language learning classroom, learners’ performances will affect and be
affected by various layers of contextual factors, such as the behaviour of their classmates,
the physical space of the classroom, the teaching styles of the teachers, or even the social
environment in which the learning is located. The mutual influence of learner and context
defies the traditional way of viewing context as an independent background variable, or a
static backdrop, over which the learner has no control (Ushioda 2009). Also this view bridges
the gap between the inner mental world of the individual and the surrounding social
environment (Dornyei 2009a), or engagement (Dornyei 2019b), which is the latest term to

be added to this discussion.
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The complex dynamic systems approach opens up new directions for L2 motivation research.
There are a number of reasons why a complex dynamic systems approach is compatible
with the L2 Motivational Self System. First, as discussed earlier (in section 2.3.2), possible
selves is a multifaceted and dynamic concept. It is experientially grounded, contextually-
constructed, and environmentally sensitive (Bui & Teng 2019; Markus & Nurius 1986). The
ideal and ought-to L2 selves are by nature inherently dynamic, and therefore well suited
targets for investigations using dynamic approaches (Dérnyei, Macintyre & Henry 2015).
Second, one of the validation studies described above (Kim 2009b) has revealed that there
are interrelationships between the ideal L2 self and the ought-to L2 self. These interactions
are likely to change as a result of the involvement of the L2 learning experience. From a
complex dynamic systems approach, the L2 Motivational Self System can be considered as a
complex dynamic system in which all its three constructs interact, but which also evolve
over time. Third, by adopting the concept of attractor states, Dérnyei (2009c) describes the
three components of the L2 Motivational Self System as three attractor basins. The ideal L2
self is centred around the internal desires of the learner, the ought-to L2 self around the
motivational regulations of social pressures executed by significant others in the learner’s
environment, and the L2 learning experience around the actual experience of being engaged
in the learning process. Dérnyei (2009c) speculates that the existence of any one of these
attractor basins alone is sufficient to motivate the learner to learn, but if the three systems
are in harmony, this will have an increased, cumulative effect. Thus, this study sets out to

explore these beliefs.

A number of attempts have been made to examine the self-concept from the complex
dynamic perspective. For example, Henry (2015) has proposed a tentative model of possible
selves dynamics which includes the following dynamic processes: changes triggered by
interaction with other self-concepts (e.g., changes in vividness and elaboration of image);
and up and downward revisions of the ideal L2 self. Later, Henry (2017) explains how a
learner’s ideal multilingual self is mentally described by using construal-level theory (Trope
& Liberman 2010). Construal-level theory suggests that the more distant an object is from
the individual, the more abstract it will be, while the closer the object is, the more concrete

it will be. Henry (2017) claims that in comparison with a learner’s ideal L2 self, although the
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image of a learner’s multilingual self is further than the learner’s current self and may also

lack a degree of detail, it is rich in terms of motivational power.

These attempts have increased our understanding of the complex dynamic systems nature
of the L2 self-concept and L2 motivation, and some researchers are beginning to realise the
limitations of linear models in representing the dynamic complexity of motivational
processes. This realisation acts as a further catalyst for a wave of methodological
diversification. Meaningful qualitative research designs have appeared alongside the
dominant quantitative paradigm. Thus, L2 motivation research has witnessed an explosion
in methodological innovation (Dornyei & Ryan 2015; Ryan 2019), such as retrodictive
gualitative modelling (Chan, Dérnyei & Henry 2015; Hiver 2017), trajectory equifinality
(Mercer 2015), Q methodology (Irie & Ryan 2015), idiodynamics (Boudreau, Macintyre &
Dewaele 2018), and comparative case analysis (Chan, Dérnyei & Henry 2015). Among these
approaches, case studies are believed to have the most potential, because in a dynamic
perspective “the individual is the entity of concern, and case studies become recognized as
the appropriate level of granularity for understanding motivation trajectories” (Schumann

2015, p. XVI).

Another way to illustrate the extent of the recent changes in the research paradigm is
through the nature of the research questions being asked by researchers (Dérnyei & Ryan
2015). A typical research question in an early validation study of the L2 Motivational Self
System would have asked: “What is the correlation between the components of this system
and selected criterion measures?”. However, in the current research climate, which eschews
linear predictability, researchers are now more interested in motivational processes,
changes and fluctuations, and interactions in specific contexts, as demonstrated for example
by the research question that was driving Wang and Liu’s (2017, p. 3) recent study: “How
did learners’ ideal and ought-to L3 selves fluctuate during the L3 learning process?”.
Changes in paradigms for researching L2 motivation and correspondent research questions
have provided a justification and direction for the design and research questions asked in
the current study, so that it not only stays in pace with the current research climate, but
also extends understandings of the dynamic nature of L2 self and L2 motivation among

Chinese students in a Chinese learning context.

22



Despite the emerging importance of views on complex dynamic systems approach, only a
limited number of empirical L2 Motivational Self System studies have so far applied this
approach. This scarcity has been recognised by Dornyei, Maclntyre and Henry (2015), as
they acknowledge that although “most of the cutting-edge theorizing took it for granted
that the future lay along the dynamic path, most of the actual empirical research followed
traditional, non-dynamic research approaches” (p. 5). So far, only few studies (Fryer & Roger
2018; Nitta & Baba 2015; You & Chan 2015) have used the dynamic approach to investigate

the L2 Motivational Self System; these will be discussed below.

Most studies on the L2 Motivational Self System have examined the linear relationships
between the three constructs and certain criterion measures, and little attention has been
paid to the interaction between the ideal L2 self and the L2 learning experience. In
particular, the L2 learning experience has been conceptualised in rather abstract and
generalised terms (Brady 2019; Nitta & Baba 2015). Aiming to bridge these gaps, Nitta and
Baba (2015) used a case-based method, taking a complex dynamic systems perspective, to
investigate how Japanese students’ ideal L2 selves evolved over one year in interaction with
language learning tasks. Based on two case studies, Nitta and Baba (2015) discovered that
the relationship between the ideal L2 self and the L2 learning experience co-adapted within

the context of the EFL classroom, displaying interrelated changes.

Also focusing on the Japanese context, Fryer and Roger (2018) investigated how a short
term study abroad program (four weeks) impacted on eight Japanese students’ L2 future
selves and their L2 motivation as their future selves are “often have not been verified or
confirmed by social experience” (Markus & Nurius 1986, p. 955) in most L2 Motivational Self
System studies. Through their L2 social learning experiences, the students reported that
their L2 self images changed and evolved over time in the following ways. First, their
positive L2 experiences showed clear discrepancies between their current self and their
desired self, creating an empowering sense of moving closer to their ideal L2 self. Second,
the students’ self images became characterised by both an ideal self and a complementary
ought-to self. Third, a feared self emerged through students’ perceived inability to engage

with the target language community in ways that they had hoped for.

While Nitta and Baba’s (2015) and Fryer and Roger’s (2018) studies focus on Japanese
students, You and Chan’s (2015) study investigates how changes in Chinese students’ L2-
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relevant self-imagery, including both the ideal L2 self and the ought-to L2 self, might affect
their L2 learning behaviours. Two important findings were shown in this study: first, both
the ideal and ought-to L2 selves are not static and are likely to change during the process of
L2 learning. The changes in these two selves relate to content and changes in elaborateness,
as well as changes in the frequency with which such images are cognitively invoked; second,
dynamic interactions are noticed among the three components of the L2 Motivational Self

System.

In all, the studies referred to above are illustrative of the shifting climate in researching the
L2 Motivational Self System towards a complex dynamic systems approach. Two trends,
research methods and research questions, deserve further attention. First, these studies
employ qualitative dominant methods, including a limited number of case studies and in-
depth interviews. An important dimension of the perspective on complex dynamic systems
approach is its emphasis on depth of understanding rather than generalisations (Fryer &
Roger 2018; Nitta & Baba 2014). This emphasis is further confirmed by Fryer and Roger
(2018) who argue in their study that a case study focus and a qualitative analysis enabled
them to gain insights into individual participant’s unique experiences in an attempt to
identify and discover key factors related to their learning experiences and motivational
dynamics. Past research on the L2 Motivational Self System has typically focused on
averages, with very little focus on differences between individuals (Nitta & Baba 2015; Ryan
2019). This focus on averages has foregrounded a group’s central tendency that may not be
true of any particular person in the particular sample (Dérnyei 2009a; Larsen-Freeman 2006;
Ushioda 2009). When the focus is on an individual person as an organised whole, it enables
us to explain the complex multiplicity of internal, situational and temporal factors that may
have an effect on individual motivation (Dornyei & Ushioda 2011). This suggests that a
detailed analysis of individual learners’ motivations is a promising direction for research into
the L2 Motivational Self System. Second, in terms of the construction of research questions,
these studies use notions such as change, transformation, and interaction which suggest the
dynamic nature of the L2 Motivational Self System. These two trends are reflective of
research movements in the examination of students’” motivations for learning English, both

of which are taken up in the current study.
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2.3.4.2 Parallel Views — Directed Motivational Currents and Person-in-Context

Along with the dynamic turn of the L2 Motivational Self System, directed motivational
currents and person-in-context are also relevant. Directed motivational currents (Doérnyei
2019a; Dornyei, Henry & Muir 2016) emerged in recent years as a direct extension of the
vision concept with a dynamic twist. Vision, as mentioned earlier (section 2.3.2) is an
elaborated concept that has roots in future self-images, with an extended dimension of
senses. Vision can be conceptualised as a clear mental image of one’s experience to
successfully accomplish a future goal (Dérnyei, Henry & Muir 2016). In other words, vision
not only has images, but also involves other senses. Through vision, an individual not only
can see, but also feel this exciting moment (Dérnyei & Kubanyiova 2014; Dérnyei & Ryan
2015). Combining the power of vision with a complex dynamic systems approach, directed
motivational currents describe surges in behaviour motivation during specific periods in
pursuit of highly valued goals or visions. These motivational currents represent an intense
flow of energy, propelling an individual to work hard to reach an unimaginable goal, even in

the midst of surrounding chaos.

Another parallel view which is compatible with complex dynamic systems approach is the
person-in-context relational view of motivation (Henry 2019; Ushioda 2009). In this view,
motivation is considered as “emergent from relations between real persons, with particular
social identities, and the unfolding cultural context of activity” (Ushioda 2009, p. 215). From
this perspective, L2 motivation is distinct in three ways in comparison with psychometric
measurements and positivist paradigms. First, this concept places its focus on people rather
than on learners or individual differences in an abstract theoretical sense. In order to relate
L2 motivation to learner’s self and identity, Ushioda (2009) argues not to position research
participants simply as language learners, as this is just one aspect of their identity. Instead,
they need to be understood as people, and as people who are necessarily located in
particular cultural and historical contexts. Second, context has always been described as an
important part in the study of language motivation. Often context is defined as an
independent background variable, which has influences on motivation, but over which
learners have no control. Thus, the person as a self-reflective intentional agent has no role
in such research. The concept of person-in-context moves the view of context as

independent variable to “mutually constructive relationship between persons and the
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contexts in which they act — a relationship that is dynamic, complex and non-linear”
(Ushioda 2009, p. 218). Building on these arguments, the dominant linear approach to L2
motivation cannot do justice to the uniqueness of personal meaning-making in a social
context. A relational approach, that is a person’s motivation is affected by his/her responses
to particular events and experiences, seems more appropriate, and it is reflective of current

thinking about L2 motivation from a complex dynamic systems perspective.

Both directed motivational currents and person-in-context can be incorporated in the L2
Motivational Self System in order to understand the L2 self and L2 motivation. This
incorporation is supported by Ushioda (2009, p. 225), when she discusses compatibility

between person-in-context and the L2 Motivational Self System:

A person-in-context relational view of motivation may, through the analysis of
relevant discourse data, help to illuminate how language learners’ current experiences
and self-states (characterised broadly as ‘L2 learning experience’ in Dérnyei’s L2
Motivational Self System), may facilitate or constrain their engagement with future

possible selves.

The practice of integrating a range of relevant theoretical frameworks in understanding
motivation has been discussed in the literature. For example, McGroarty (1998) argued for a
strategy of inquiry that examines motivation “as it is constructed and expressed in and
through interaction” (p. 600). This argument is supported by Turner (2001), who advocates
a multi-method analysis of motivation in context from multiple angles and participants’
perspectives. In doing so, “we may enrich and diversify our understanding of how
motivation shapes and is shaped through engagement in L2-related activity and the
engagement of identities and engagement with possible selves” (Ushioda 2009, p. 225).
These suggestions will be taken up in the current study, both in the analysis of the data and

the discussion of the findings.

2.3.5 Demotivation

In relation to the L2 Motivational Self System, so far, there is a missing link in the literature

which also deserves attention. That is demotivation. Although demotivation is a recognised
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experience in L2 learning, it remains a rather under-researched area from the self-concept
perspective (Dornyei & Ushioda 2011). This lack of research may be due to ethical concerns
in locating the causes of student demotivation internally; that is laying the blame to some
extent on students themselves (Doérnyei & Ushioda 2011). A few studies, however, have
examined the extent to which internal factors play a role in students’ demotivation. For
example, in a study comparing low and high proficiency university learners of English, Falout
and Maruyama (2004) noticed that low proficiency students reported experiencing
demotivation earlier in their schooling and were more likely to attribute this to internal
factors such as disappointment in performance or reduced self-confidence. For high
proficiency students, they tended to relate their demotivation to external factors such as
teachers. Thus, low proficiency students may become trapped in a self-perpetuating
negative cycle of reduced self-confidence, demotivation, and poor performance. These
issues were further explored in a later study by Falout and his colleagues (Falout, Elwood &
Hood 2009). They concluded their findings by highlighting the main responsibilities of
teachers and educational policymakers in optimising the external conditions and factors
which influence the internal conditions and reactive behaviour of students in order to
protect students from loss of self-confidence, and enable them to develop adaptive self-
regulatory skills. Later, a focus on social and cultural dimensions was used to investigate
students’ demotivation (Lamb 2009b). These studies, thus, demonstrate the complex
interactions among internal factors, external factors, and L2 learning experience in the
research of demotivation. Indeed, Khany and Amiri’s study (2018) confirms that L2 learning
experiences can either sustain or undermine L2 motivation. So far, however, it seems that
no existing studies have attempted to use the L2 Motivational Self System to investigate L2
demotivation. In consideration of the dynamic turn of the System, it is reasonable to
examine L2 demotivation from the interactions among students’ internal factors, external
factors, and their L2 learning experiences. The current study intends to include an
investigation into demotivation in order to provide a deeper understanding of the L2

Motivational Self System from the complex dynamic systems perspective.
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2.4 The L2 Motivational Self System with Chinese Students

This section of the chapter reviews studies which investigate Chinese students’ motivation
to learn English. First, it looks at research carried out before the theory of the L2
Motivational Self System was introduced, and then reviews studies which have applied the
L2 Motivational Self System. It also discusses new terms that are based on the L2

Motivational Self System.
2.4.1 The Pre-L2 Motivational Self System Period

In the pre-L2 Motivational Self System period, studies which examined Chinese students’
motivation to learn English were mostly influenced by Gardner’s (1972) Socio-Educational
Model, mainly considering whether Chinese learners were instrumentally and/or
integratively motivated. As an illustration of this, Liu (2007) examined the motivation of
university students in China towards learning English based on aspects of integrative and
instrumental motivation. The study found that most students were much more
instrumentally motivated than integratively motivated to learn English, because they
believed that while English would be crucial for their future, they had little connection with
English in their daily life, nor with social mobility coming through success in examinations
(Woodside & Elman 1994). However, other research in China has shown that “individual
success in the examinations reflected positively not on individuals, but [also] on families and
clans” (Chen, Warden & Chang 2005, p. 613). Encouraged to investigate whether this kind of
expectancy was a potential motivator for Chinese students, Chen, Warden and Chang (2005)
carried out a large scale study with English learners in Taiwan. Based on their findings, they
proposed a motivator they labelled the Chinese Imperative, “reflecting the emphasis on
requirements that are internalised within the culturally specific context” (p. 623), as the
main motivator for Chinese students. The Chinese Imperative motivator emphasises that
motivation to learn English is motivation to do well in examinations and to meet parental,
societal, and educational expectations (Gao, Wang & Zhou 2014; Jackson 2016). This
motivator underlines aspects of Chinese culture such as face, responsibility, family, and
pressure, which is important for our understanding of the operation of the L2 Motivational

Self System in Chinese settings.
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2.4.2 The L2 Motivational Self System Period

The first wave of L2 Motivational Self System studies with Chinese learners tried to find
compatibility between the aspects mentioned above and the three constructs of the System.
One of these studies was conducted by Taguchi and his colleagues (2009). They observed
that motivation coming from the ought-to L2 self is more salient than that coming from the
ideal L2 self. This finding does not imply that Chinese students do not have their own ideal
L2 self which can motivate them to learn English, but that expectations from the family are
probably the most important driver for personal achievement and advancement in learning
English. The Chinese students not only viewed themselves as individuals, as in many
Western societies, but also as direct extensions of their families. Their success, thus, is due
to a combination of personal effort and support from the family. Therefore, for these
students, external expectations to do well play a major role in their English learning as they,
for example, study to pass exams and, in turn, bring honour to their families. The
motivational role of the family, thus, plays an important role in the ought-to L2 self in the

Chinese context.

A related study by Magid (2009) further explored the motivational role of the Chinese family
for high school and university students in the following four culture-specific respects: face,
responsibility, family, and pressure. Based on an analysis of quantitative and qualitative data,
he found out that the concept of face has a prominent status at all levels of Chinese society,
and exerts considerable influence on people’s behaviour. As a result, face is not only
associated with the ideal L2 self, such as gaining face by getting a better job, or going
overseas due to a high proficiency in English, but also related to the ought-to L2 self, by the
desire not to lose face by doing one’s duty, meeting obligations and fulfilling responsibilities,
by reaching a high level of English. Further, Magid pointed out that the key to understanding
how the L2 Motivational Self System works within the Chinese context is determined by the
Chinese concept of the family. Very often, Chinese students’ ideal L2 selves is linked with
their family’s dreams and expectations. These dreams and expectations of their children’s
success in English learning become, he argues, internalised in the students’ ideal L2 self. Due
to the prominent status of face and family in Chinese society, Chinese students are under a
great deal of pressure from family, friends, and society to succeed. This pressure is the

motivational source that propels students to move forward in order not to disappoint those
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they are closely related to. Magid’s (2009) study thus confirms Taguchi et al’s (2009) view
that in Chinese society, motivation coming from the ought-to L2 selves can be more

powerful than that coming from the ideal L2 self.

Another main finding in Magid’s (2009) study is the existence of age-related differences in
terms of the ideal L2 self and the ought-to L2 self. For the ideal L2 self, his study showed
that students at university level were more concerned about the ‘promotional
instrumentality’ (Dornyei 2009b) aspect of the ideal L2 self than the high school students
were, as the university students were preoccupied with finding a job, getting a promotion,
or furthering their studies. Thus, Magid (2009) concluded that the university students were
able to develop a well-rounded, full-fledged ideal L2 self, which was both “personally
agreeable” (Magid 2009, p. 83) and professionally successful. For the high school students,
however, their ideal L2 selves were mainly about being personally agreeable speakers of
English. They did not pay much attention to the prospect of using English in their future
careers. In regard to the ought-to L2 self, the university students were more aware of face-
losing issues than the high school students were, such as disappointing their parents by not
finding a suitable job. The university students tried more to avoid negative results in their
studies than high school students. Also, the university students were aware of the changing
contribution from the ideal L2 self and the ought-to L2 self to their motivation to learn

English over their studies from high school to university.

Age-related differences are not the only factor which could have an impact on Chinese
students’ ideal and ought-to L2 selves. Other factors, such as learning contexts, geographical
locations, gender, urban versus rural location, status/prestige of the student’s university,
and whether the study is undertaken by English majors versus non-English majors, may all
have an influence on Chinese students’ motivation, as explored by You and Dornyei (2014).
This study found that the Chinese students in their study had positive attitudes towards
studying English as a foreign language, and that the L2 Motivational Self System can also be
applied in the Chinese context, as in other cultural contexts. However, their study did not
find any specific factors that affected motivation which are unique to Chinese society. For
example, their study demonstrated that the commonly held view that Chinese students are
less individualistic and more societally determined may be faulty, as their data showed

considerably higher ideal L2 self scores than ought-to L2 self ones. This finding goes against
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earlier mentioned studies (e.g. Magid (2009); Taguchi, Magid & Papi (2009)) which discussed
the importance of parental expectations and pressure on Chinese students to succeed. In

You and Dornyei’s (2014) study, these expectations and pressure were much less significant
than aspirations for academic achievement for gaining face and the fear of academic failure

or losing face.

Further to these general findings, You and Dérnyei’s (2014) study showed that Chinese
students’ ideal and ought-to L2 selves varied in terms of gender, geographical region, and
learning contexts. For gender, it seemed that Chinese female students were more motivated
to learn English by the ideal L2 self than their male counterparts were. This gender disparity
is not exclusive to Chinese students, as students of other nationalities have shown similar
patterns (e.g. Henry (2011); Henry & Cliffordson (2013)). However, this gender division
becomes less important for the ought-to L2 self in the case of students who have shown a
high level of dedication and commitment to their studies. In cases such as this, expectations
relating to the ought-to L2 self are generally less subject to gender. You and Dérnyei (2014)
argue, further, that once students have chosen English as their real life commitment, gender

becomes less influential.

With regard to geographical region, students from the comparatively affluent eastern part
of China scored higher than their counterparts from the western part of China in terms of
their ideal L2 selves. You and Dérnyei (2014) argue that this east—west disparity is the result
of uneven economic development, which supports the widely held view that the higher the
participation in the globalised international world whose lingua franca is English, the higher
the motivation is to learn the language. This east-west difference, however, became less
significant among university English major students. Again, as with gender, the commitment

to pursue English studies overrode other influences.

Learning contexts, one of the core foci of the current study, examined by You and Dérnyei
(2014) illustrated how educational setting can influence students’ images of their ideal and
ought-to L2 selves. You and Dérnyei (2014) compared motivational differences between
students in four different study contexts: secondary schools, key universities and other
universities; English and non-English degree courses; and rural and urban secondary schools.
Regarding the ideal L2 self, students with more advanced or specialised education,
possessed the strongest ideal language images. That is, for secondary school students,
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pupils in urban schools surpassed their counterparts in rural areas, and as a group, they
were exceeded by university students in their ideal L2 selves. Among university students,
English major students in key universities had an advantage over other universities and non-
English major students in this regard. This observation can also be connected to the
previously discussed findings in regard to regional differences. The advance in students’
education opens up their opportunities and visions into a global world beyond China, which,

in turn, motivates students to learn English.

Variation in the ought-to L2 self among these four groups of English learners, however, was
less obvious. Only one factor stood out: the parental expectations of the university English
major students. This finding is in contradiction with the more general finding that claimed
that the ought-to L2 self does not play as significant a role in Chinese students’ motivation
to learn English as the ideal L2 self does, and is more aligned with Taguchi et al.’s (2009) and
Magid’s (2009) findings. You and Dornyei (2014) explained that within this specific
educational group, in the case when English is strongly related to a future career, parental
expectancy is a major force to study English well. This phenomenon is called ‘reciprocal duty’
by Magid (2009, p. 82). As Magid (2009) explains, Chinese parents feel obliged to provide
the best possible education for their children, and in return, the children are responsible to
look after their parents when they become old. Accordingly in Chinese society, when English

is strongly associated with students’ future career success, pressure from parents is

inevitably stronger than in the case when English is just a background subject.

Although the ideal L2 self and the ought-to L2 self get the most attention in You and
Doérnyei’s (2014) study, the third construct, the L2 learning experience, is also discussed.
According to their study, the time and the energy invested in English learning depends on
students’ in-class learning experiences. Also, this in-class learning experience plays a more
decisive role for younger learners than for university students. This finding further confirms
that ideal L2 self differences are age related. As students become more mature, they

develop more rounded images of their future lives.

Also looking at the learning context from a different perspective, Li (2014) investigated
motivational differences among Chinese learners by comparing an English as a foreign

language (EFL) context (China), and an English as a second language (ESL) context (New
Zealand). The design of this study is unique in that it was conducted with adult Chinese
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English learners who shared similar educational backgrounds, but who had learned English
in different educational environments. The recognition of the influences of immediate
learning situations on L2 motivation is incorporated in the L2 motivational self system, as it
views L2 motivation as a situated phenomenon. Results from 254 student questionnaires
showed notable differences in motivation between the Chinese ESL and EFL students, as the
ESL students were more willing to spend time and effort in learning English, had stronger
idealised self-images as competent users of English, and possessed more favourable
attitudes towards learning English than the EFL learners. When explaining these findings, Li
(2014) highlights the salience of the ESL context for Chinese students in their fostering their
ideal L2 self visions to increase their motivation to learn English. These learners had more
opportunities to interact with native and expert speakers of English, and to see, listen to and
use English, which might have helped them develop visions of themselves as competent
users of English. This explanation supports the argument put forward by Doérnyei (2009b)
that one way to create a self-vision is to relate the impact of role models seen by learners in
films, on TV, or in real life. Further, Li found that the strength of ideal L2 self visions
increases along the length of residing in an ESL context. Consequently, with a stronger ideal
L2 self, Chinese learners in an ESL setting had, in Li’s (2014) study, more positive attitudes
towards the English speaking community and culture, motivating them to move closer to
their imagined English selves, which originated from their daily engagement with their

surrounding community.

These positive attitudes from ESL students are not only limited to the L2 community and
culture, but also extend to the experience of learning English in an ESL classroom. As Li
(2014) argued, very often in ESL settings, English classes are small, with student-centred
instruction. In this learning environment, students have more opportunities to engage in
meaningful interactions with other students and their teachers, and to participate in
classroom activities which aim to help them acquire communicative skills. These skills are
necessary for students to prepare them for authentic situations in their lives outside the
classroom. As a result, these classroom experiences may have enhanced the ESL students’
interest and motivation in learning English, and helped them to enjoy the process of
learning English. This finding supports the view that the immediate learning experience is

also important for motivating students to learn, no less than the ideal L2 self and the ought-
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to L2 self are. In the current literature, however, the research on the L2 learning experience
is still underexplored, which provides a rationale for its inclusion in the design of the current

study.

Compared with ESL students, the EFL learners in Li’s (2014) study developed a higher level
of ought-to L2 self image. Li attributes this result to fulfilling duties and obligations among
the EFL students in China’s educational system, in which English is a compulsory subject. In
order to finish school, enter a university, or get a degree, Chinese students must take
English exams, and it is very important for them to pass the exams, and preferably achieve
high grades. It appeared, in Li’s (2014) study, that meeting expectations from institutions,
parents and society was a contributory factor for EFL students to learn English. These
expectations, however, did not always have a positive effect. Li’s (2014) study, which was
the first in this respect, showed that social expectations can also have detrimental effects on
learners’ motivation. This finding suggests that the ought-to L2 self may also play a negative
role in demotivating learners to study English in the Chinese learning environment, even
though Chinese society places a high value on English language competence. This newly
discovered aspect of the ought-to L2 self deserves further exploration; again, this is

something that will be taken up in the current study.

Also in Li’s (2014) study, the questioning of the static state of both the ideal L2 self and the
ought-to L2 self requires further exploration. Li (2014) noticed that although ESL students
were able to create their idealised self-image as a competent user of English, this image
appeared to be somewhat vague and did not have a sufficient degree of elaborateness and
vividness to be effective in motivating them to study English. Li (2014) suggested that in
order for students to make good use of the ideal L2 self in motivating them to learn English,
the ideal L2 self could be a self-evolving image, which includes different forms of the L2 self.

Li’s (2014) study did not, however, explore the evolutional nature of the L2 self further.

The mention of the importance of contexts, demotivation, and the evolution of the L2 self in
Li’s (2014) study signals a dynamic turn of the L2 Motivational Self System research.
However, few studies have focused on this turn with Chinese learners. Among these few
studies, Jiang and Dewaele’s (2015) study is a pioneer work in this regard. They looked at
how the ideal and ought-to L2 selves evolved over a one-year period among 88 university
students of English in China. In terms of methodology, their study is unique in two aspects.
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First, it might be the first study to employ a longitudinal perspective to look at variation in
Chinese students’ motivations in relation to the L2 Motivational Self System. As Dérnyei
(2009a) argued, a longitudinal approach is necessary in order to examine changes in
dynamic processes and to reflect on connections across levels at certain times in the process
of L2 learning. Second, their study combined quantitative data from questionnaires and
qualitative data from interviews. Among the quantitative data collection, the same
guestionnaires were administered three times over the year. Follow-up interviews were

used to provide subsidiary and supportive data to the quantitative findings.

For the ideal L2 self, the findings from Jiang and Dewaele’s (2015) study are in accordance
with Henry’s (2015) argument that possible selves are not photographic stills but, rather,
moving pictures. Their findings showed that the images of these university students’ ideal L2
selves fluctuated over time, and they were influenced by immediate learning experiences,
career choices, and the sociocultural implications of knowing English. Compared with the
ideal L2 self, changes in the ought-to L2 self among these students fluctuated even more
strongly; and these images were closely related to students’ current learning situations,
especially before exams. This finding gives further support to those from previous studies
that illustrate the effect of external pressure of exams on students’ motivation to learn
English. Also evident in the data was students’ determination not to fail the exams in order

to meet/fulfil parental expectations.

Another finding worth mentioning from Jiang and Dewaele’s (2015) study is that
engagement in society outside the classroom or the institution also contributes to
instabilities in students’ L2 selves. From participating in social events which involve English,
such as being a volunteer tourist guide for foreigners, or working in foreign/joint venture
companies, students experienced a transition from L2 learner to being a L2 user. However,
such learning experiences were temporary, and when students finished their internships
and came back to university, their role as L2 users reverted to that of L2 learners. Thus, once
the immediate learning experience and learning purpose changed, so did the ideal L2 self
and ought-to L2 self. In sum, Jiang and Dewaele’s (2015) study revealed a different picture
of the ideal and ought-to L2 self, showing them as not static concepts, but influenced by
contextual factors. It also heralds the transition from a validation-led tradition to a more

exploratory focus on the ideal and ought-to L2 selves.
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2.4.3 Expanded Terms in the L2 Motivational Self System with Chinese Students

Following this transition, new terms, such as the feared L2 self (You & Chan 2015), the
dreaded L2 self (Yu, Brown & Stephens 2018), the anti ought-to L2 self (Liu & Thompson
2018; Thompson & Vasquez 2015), and the actual L2 self (Yung 2019) emerge along with the

ideal L2 self and the ought-to L2 self for Chinese students.

Although fears are recognised as one aspect of possible selves (Markus & Nurius 1986), they
have not gained much attention in the L2 Motivational Self System. In the Chinese context,
owing to tremendous pressures from English examinations and expectations to find a good
job, students generated pronounced feared L2 self visions, even though these visions were
not intended initially (You & Chan 2015). You and Chan (2015), however, did not provide
answers to the question of whether the feared L2 self should be added to the L2
Motivational Self System or whether the System should be left intact. The tendency within
the L2 Motivational Self System to overlook negative emotions, such as fears and
demotivation, may be linked to individualistic cultures which consider positive emotions as
desirable (Eid & Diener 2001), while in Chinese culture, the negative emotions that learners
experience can lead to self-improvement (Wong & Tsai 2007). Thus, Yu, Brown and
Stephens (2018) argue that among Chinese L2 learners, it is probable that the dreaded L2
self would also be a motivating force, considering the high-pressure examination-oriented
education system in China, which gives English learning an important place (Huang & Pan
2011), as well as the general significance of English for overseas education and future career
success (Bolton & Botha 2015). In this sense, the dreaded L2 self is similar to the feared L2
self. Yu, Brown and Stephens’s (2018) study revealed that the dreaded L2 self is a more
suitable motivator than the ought-to L2 self for personal future development among
Chinese students. They suggest that the L2 Motivational Self System would do well to
extend its scope to allow for the dreaded L2 self as a separate entity, no matter how
distasteful it might be as a form of motivation. Indeed, for Chinese students, the dreaded L2
self is not a completely negative identity. Chinese students will typically be able to control
their negative attitudes for the sake of achieving their ultimate goal, even if learning English
is a painstaking task (Taguchi, Magid & Papi 2009). This psychological response, later
defined as anti-ought-to L2 self (Liu & Thompson 2018; Thompson & Vasquez 2015), is part

of Chinese culture. For example, Gao (2010) discusses the successful story of Haidi Zhang in
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learning English in the face of great difficulty, using a concept similar to that of the anti-
ought-to L2 self. Gao (2010) postulates that due to the China’s vast distances and extreme
socioeconomical disparity, many Chinese students need an anti-ought-to L2 self to succeed
in language learning. In a recent study, Liu and Thompson (2018) confirm that the anti-

ought-to L2 self does indeed exist among Chinese students.

While the feared L2 self, the dreaded L2 self, and the anti-ought-to L2 self can be
incorporated into the L2 Motivational Self System to better understand students’ L2
motivation, they can be broadly considered subsets of the ought-to L2 self. Since all these
recent developments have been incorporated into the L2 Motivational Self System, Yung
(2019) argues that there is a missing link in this system; namely, the actual L2 self. The
actual L2 self is a renewed concept, and there are different ways the actual L2 self can be
introduced. Taylor (2013) proposed that the actual L2 self should be present in order to
reveal the discrepancy between current and future L2 selves. To answer this point, Lanvers
(2016) included the actual L2 self in her Self Discrepancy Model for language learners, when
she modified the L2 Motivational Self System. Thorsen, Henry and Cliffordson (2017)
describe the actual L2 self as a missing person in the L2 Motivational Self System and that
emphasising discrepancies using the actual L2 self is crucial to understanding the sources of
language learning motivation. In this regard, Yung (2019) operationalises the actual L2 self in
lieu of the L2 learning experience component in the L2 Motivational Self System as the
attributes the L2 learners believe they currently possess. By doing so, the three components
of the L2 Motivational Self System are compatible with each other, and can be understood
from a self knowledge perspective, as the L2 learning experience is originally conceptualised
as being at a different level from the ideal and ought-to L2 selves (Dérnyei 2009b; Dornyei

2019b).

2.4.4 Summary

In sum, the review of L2 Motivational Self System studies with a focus on Chinese students
demonstrates that these studies used similar research patterns to those used in the
mainstream L2 motivation domain. First, a great amount of effort has been put into the

compatibility of the L2 Motivational Self System with specific Chinese characteristics in this
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research context, such as face, responsibility, and examination pressure, to seek internal
and external validity of the L2 Motivational Self System in the Chinese context. In order to
meet this research goal, many large-scale studies have been carried out, relying on
statistical data, implying that the L2 Motivational Self System is universal and suitable for a
variety of language teaching and learning situations (Dornyei & Ushioda 2009). Some
researchers, however, taking a more critical view of such a position, have suggested some
modified terms, such as the dreaded L2 self and the anti-ought-to L2 self, to better reflect
specific cultural and contextual aspects of Chinese society. Regardless of the focus of these
studies, Chinese students’ L2 selves are often viewed as a static, isolated variables, acting as
an ultimate cause for students’ L2 motivation. As mentioned earlier, although this view of
learners’ L2 selves and linear relationships have been challenged from the complex dynamic
systems perspective, only a few studies (Jiang & Dewaele 2015; Li 2014; You & Chan 2015)
examine Chinese students’ L2 selves and their motivation to learn English from this dynamic
perspective. These studies still rely heavily, however, on statistical data with interview data
largely being used to support statistical findings, rather than taking on an exploratory role.
These existing issues in current research into the L2 Motivational Self System, including the
nature of the three constructs of the System, interactions among these constructs, the
importance of learning experiences, influence from socio- and cultural aspects, and
demotivation from the self-concept, are less explored in the statistical studies (see Csizér
(2019) for a critique of the L2 Motivational Self System and statistical measures employed in
relation to this model). These gaps provide the rationale for the current study, and lead to

the next section of this chapter, the research questions and significance of the study.

2.5 Research Questions and Significance of the Study

Based on the reviews in sections 2.3 and 2.4 above, there are a number of areas in L2
Motivational Self System research that still need further exploration and empirical
illustration from a complex dynamic systems perspective. These are addressed in the

following research questions:

1. What is the nature of the students’ Ideal L2 Self, Ought-to L2 Self and L2 Learning

Experience when studying the English for Academic Purposes (EAP) courses in China?
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2. How do the students’ Ideal L2 Self, Ought-to L2 Self and L2 Learning Experience
relate to one another in this particular context?

3. What are the students’ individual motivations for studying the English for Academic
Purposes (EAP) courses in China from the point of view of the L2 Motivational Self

System?

Questions 1 and 2 are examined through analysis of survey data and interview data,
whereas question 3 is investigated by further analysis of the interview data (see Chapter 3

for a detailed discussion of the methodology employed in the study).

The study is significant for a number of reasons. First, given the development of EAP
programs in China, it is important to understand students’ motivations for undertaking
these programs, which are new to China and have not been researched before from an L2
motivation perspective. This is especially the case with the program which is the site of
investigation for the study which has a specific difference from most other EAP programs in
China, in that it is designed and overseen by an Australian university that has different views
of education and learning from those of Chinese universities. For example, the students in
the program are from a very traditional learning environment with teacher-led instruction,
and in which the teacher is seen as an authority. Students are expected to do what the
teacher tells them and, as a result, have very little agency. The students, further, do not
guestion the teacher’s authority and expectations, but rather follow them. All of this is
different from the underlying philosophy and expectations of the EAP program in which
they are studying, which may, in turn, impact on the students’ learning experiences and

their motivation.

Second, the results of the study will be useful for teachers of Chinese students studying in
EAP programs, in that they will help them better understand their students” motivations and
so enable them to respond to them. Teachers, thus, will have the basis for providing
practical advice and support when students seem to be dealing with motivational matters in
their studies. The project, then, can benefit teachers, program developers, and Chinese
students wishing to proceed to study in English medium academic institutions, by providing

insights into students’ motivational goals and experiences.
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Third, the study is significant because it adds a qualitative orientation through interview
data to a matter (Chinese students’ motivation) that has largely been explored through
guantitative means. As explained earlier, the L2 Motivational Self System draws on the
theory of possible selves, and possible selves that are created through personal experience
and perception, focusing on how one sees oneself now and how one imagines oneself to be
in the future, shaped by socio-contextual influences. In this sense, the L2 Motivational Self
System embodies a unique, deeply personal, and subjective perspective. Qualitative
methods are especially suited to capture this perspective (Dewaele 2019; Lamb 2018;
Ushioda 2020b). Qualitative data, moreover, will provide triangulation to the quantitative
data obtained in the study, as well as provide the opportunity to explore social aspects of
students’ motivations. A mixed method approach to researching students’ L2 motivation,

further, is an increasing trend in this kind of research that also requires further attention.

Beyond this, very few studies have examined motivation in EAP settings. Among this scarcity,
Kantaridou’s (2004) and Woodrow and Chapman’s (2002) work stands out. In comparison to
Kantaridou’s (2004) study which examined changes in student motivation related to the
syllabus taught in a semester long EAP course in a university in Greece, Woodrow and
Chapman’s (2002) investigation into the motivational goal orientations of international
students studying EAP in Australia is of particular relevance to the current study as it
showed that students from Confucian heritage cultures, such as Chinese speaking countries,
had different motivational profiles from their European and South American counterparts.
For example, family pressure was highlighted by Woodrow and Chapman as an extremely
significant factor in Chinese culture that motivates students to have higher IELTS scores and
succeed in their studies. This finding is in line with other studies that have been carried out
into students’ motivation for language learning in China with General English rather than
Academic English students. It is important to explore, then, whether this factor, along with
Chinese characteristics such as face and responsibility, which are reviewed as major
motivations in Chinese students’ learning of English, are still applicable in the particular
learning setting of the current study. The study, thus, will contribute to our understanding
of Chinese students’ motivations to study EAP courses in off-shore settings, and provide

research-informed directions for further research and developments in this area.
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2.6 Chapter Summary

This chapter has reviewed the research literature relevant to the study. Developments of
the theoretical underpinnings of the study have also been discussed. The chapter has then
reviewed research which draws on the L2 Motivational Self System, with a particular focus
on research carried out with Chinese students. Finally, the chapter has presented the
research questions for the study as well as argued for its significance. The next chapter will

describe the methodology employed in the study.
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Chapter 3: Research Design and

Methodology

3.1 Chapter Overview

This chapter discusses the research design and research instruments employed to answer
the research questions outlined in Chapter 2. First, it provides the rationale for adopting a
mixed methods approach, specifying the particular strategies used. The chapter then
provides a detailed description of the research setting, participants, and data collection
instruments. The description of the setting and the participants includes information on the
nature of the institution where the data were collected, the programs that students are
enrolled on at that institution, an overview of the survey participants, and profiles of the
interview participants. With regard to the data collection instruments used, the following
are discussed: the process of writing, piloting, and modifying the questionnaire items, and
the construction of the interview questions. Furthermore, the rationale for the choice of
interviewees, the interview techniques used, and the benefits of using interviews in
motivation research are described. The relationships among questionnaire items, interview
qguestions, and the research questions are also presented. In the final sections, the
procedures for the data collection and data analysis are described. There is also a discussion

on the ethical considerations regarding the study.

3.2 Research Design

The study applies a mixed methods approach to research by employing a combination of
guantitative and qualitative methods. Specifically, a questionnaire based on discrete
categories, which could be numerically counted and statistically analysed, and a semi-
structured interview protocol were used for the data collection. One hundred and nine

students answered the questionnaire. From these students, four focal participants were also
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interviewed by the researcher. The rationale that underpins such a mixed methods design is

explained below.

3.2.1 Mixed Methods Approaches and their Strengths

The concept of a mixed methods approach first appeared in social science research in the
late 1970s and 1980s, as researchers turned to integrating two single-strategy approaches —
guantitative and qualitative methods — into single studies to answer their research
guestions (Ilvankova & Greer 2015). However, this mixed methods thinking is not unique to
modern times, as human beings’ history of engagement with combining quantitative and
gualitative methods in daily life can be traced back to ancient Greece, with Aristotle, being
viewed as a ‘proto-mixed methodologist’ (Teddlie & Tashakkori 2009, p. 47), as he argued
for the integration of quantitative and qualitative approaches for the purpose of uncovering
new knowledge. Further, as Creswell (2009) has pointed out, elements of mixed methods
thinking can be found in everyday life; in particular, when the media reports on events by
drawing on quantitative data and qualitative scripts. For example, the effect of bushfires on
people’s lives can be documented both by numbers (e.g. numbers of people who have died,
figures of houses that have been damaged), and through individual victims’ stories. Through
such an approach, the effects of bushfires on people’s lives can be understood at a wide
level and with a deep understanding. Although, as noted, this integrated approach has a
long-standing role in human history, it only gained legitimacy in the area of research
methods around the end of the twentieth century (Creswell 2014). This delayed recognition,

however, does not undermine the value or vigour of mixed methods approach.

In relation to the area of L2 motivation, Ushioda and Dornyei (2012) have argued that L2
motivation research has been characterised by a “schizophrenic” (p. 405) situation, in which
research approaches have been framed through a polarising dichotomy between, on the
one hand, positivist or quantitative social psychology views, presuming motivational
universals aggregated from large sample groups, and, on the other, interpretive or
qualitative approaches, viewing motivation as part of the individual learner’s thought
processes, with no claim for generalities (Wesely 2010). Since L2 motivation is viewed as

part of a learner’s self, this view has been proved as a workable approach in L2 motivation

43



research, as can be seen in the studies reviewed in Chapter 2. This is especially the case with
work that reflects the complex dynamic system approach. A mixed methods approach that
investigates and explores the motivation of a particular group of learners both

guantitatively and qualitatively has been recommended for L2 motivation research.

This recommendation has been taken up by a number of motivation studies. For example,
Lamb (2007) adopts a combination of qualitative and quantitative designs to investigate the
impact of school on learning motivation in Indonesia, in order to bring out the best of both
approaches “while neutralizing the shortcomings and biases inherent in each paradigm”
(Dornyei 2001, p. 242). In his study, Lamb (2007) used questionnaires to test the relevance
of the L2 Motivational Self System in the Indonesian context, and interviews to identify and
follow up issues and concepts that did not appear in the surveys, but were clearly salient in
the Indonesian learning context. More recently, a mixed methods approach has been
employed in examining students’ L2 motivation through the lens of complex dynamic
systems. For example, You and Chan (2015) used a questionnaire to establish whether the
use of L2 imagery is a recognisable phenomenon among their research participants, and
interviews to explore the nature of any changes in the participants’ uses of L2 imagery. Both
of these studies demonstrate how mixed methods is an efficient and effective approach to

examining students’ L2 motivation.

3.2.2 Definition of Mixed Methods Designs

As mixed methods approaches have brought researchers from different research paradigms
together, many definitions of the mixed methods approach have emerged based on the
different criteria that researchers apply to explain the nature of this approach (Johnson,
Onwuegbuzie & Turner 2007). The common characteristics of these criteria involve mixing
different types of data or analytical strategies within the same study. For example,
guestionnaire and numerical measures in quantitative research can co-exist or supplement
in-depth interviews and analysis of observation notes in qualitative research (lvankova &
Greer 2015). Tashakkori and Creswell (2007) provide a broad definition of mixed methods

approach as:
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Research in which the investigator collects and analyses data, integrates the findings,
and draws inferences using both qualitative and quantitative approaches or methods

in a study or a program of inquiry. (p. 4)

A key concept of this definition is integration. Indeed, a mixed methods approach does not
simply involve analysis of a mix of data sets from different research paradigms. Rather, as
Ivankova and Greer (2015) argue, it emphasises the use of both quantitative and qualitative
data, and a meaningful integration of quantitative and qualitative methods within a single
study, to seek more credible and persuasive answers to research questions, which is the

fundamental rationale for its use in this study.

3.2.3 Purposes and Benefits of Mixed Methods to the Study

The concept of integration is an essential characteristic of the mixed methods approach.
Through this integration, there are five major purposes that a mixed methods approach can
achieve: triangulation — to seek corroboration of results obtained using different methods;
complementarity — to seek clarification of the results from one method using the results
from another method; development — to use the results from one method to help develop
or inform research using another method; expansion — to extend the breadth and range of
inquiry by using different methods for different inquiry components; and initiation — to seek
the discovery of new perspectives using one method with questions or results from another

(Greene, Caracelli & Graham 1989).

In subsequent decades, other mixed methods researchers have elaborated on these
purposes. For example, Ivankova and Greer (2015) have identified the benefits of such
applications in research designs. First, mixing multiple methods such as questionnaires, in-
depth interviews, and observations can help provide comprehensive and extensive answers
to research questions. Second, integrating quantitative and qualitative methods enables the
researcher to draw on the strengths on each method. Third, quantitative methods can
measure the size, degree and frequency of constructs, while qualitative methods are able to

reveal the meanings and understanding of these constructs.
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With regard to the present study, there are additional benefits of employing a mixed
methods approach. First, using a mixed methods approach allows the accommodation of a
variety of inquiry methods. While quantitative methods can represent a macro-perspective
on general students’ motivational dispositions, qualitative methods are able to provide
situated, micro-perspectives on individual differences (Ushioda & Dérnyei 2012), and the
integration of both approaches can produce a more comprehensive understanding of
students’ motivational disposition (Riazi 2017). This integration has been advocated by

Ushioda and Dornyei (2012) in their discussion of future directions in L2 motivation research.

Also, this study aims to provide further insights into the L2 Motivational Self System theory,
by adding new perspectives on it. A mixed methods design enables this purpose. First, by
asking ‘what’ and ‘how’, this study does not only rely on a predetermined scale to discover
students’ perceptions of their ideal L2 selves, ought-to L2 selves, and their immediate L2
learning experiences; it also seeks to provide a better understanding of the nature of the
three constructs, how they are conceptualised, and relationships between them, as well as
their effects on students’ motivation, as seen through the qualitative data. Second, by using
guestionnaires and statistical analysis, the findings of this study can be compared with those
from the largely quantitative studies that constitute the relevant literature to date. The
answers from the questionnaires from individual participants, further, will be explored by
examining the same participants’ interviews, to extend insights gained from the quantitative
component of the study. Third, individual interviews make it possible for the study to
explore individual differences in terms of students’ motivation for learning a second
language, and their individual learning experiences in their situated learning environment,
something that is still underrepresented in the literature. In their discussion about future
directions of L2 motivation research, Ushioda and Dérnyei (2012) stress the importance of
ongoing multiple influences, including both environmental and learner factors, on the
development of students’ motivation, and that students’ identity changes may both reflect
and feed back into motivational changes. Only by qualitative means can these subtleties be
captured, adding new perspectives to L2 Motivational Self System theory. Another way in
which mixed methods is applied in this study is through the use of a theoretical perspective
that has, thus far, been underexplored in the area of L2 motivation research. As mentioned

above and in Chapter 2, this study investigates the L2 Motivational Self System from a
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complex dynamic systems perspective, drawing on this at both macro and micro levels of
examination (Larsen-Freeman 2006). At the macro level, quantitative measures provide a
general summary of the relevance of the L2 Motivational Self System to the specific
research participants and research context; at the micro level, from a qualitative standpoint,

the details of individual students’ L2 selves and L2 motivation are explored.

3.2.4 The Specific Mixed Methods Approach Employed in the Study

In mixed methods research, there are two commonly used types of design related to time
order: sequential and concurrent (Mackey & Bryfonski 2018). In sequentially designed mixed
methods studies, either quantitative or qualitative data are collected first, and then
followed by the other method of data collection. The relationship between these two data
sets is mutually dependent. The concurrent type, on the other hand, involves collecting
guantitative and qualitative data concurrently and independently (Riazi & Candlin 2014). As
suggested from these definitions, the main difference that separates these two designs is
whether the quantitative data or qualitative data informs the other (as is the case with
sequential design), or not (Onwuegbuzie & Johnson 2006). In the current study, a sequential
design is adopted. The study started with a questionnaire, with which participants’
motivations in relation to the L2 Motivational Self System were examined. This was then
followed by interviews involving a detailed exploration of students’” motivations with four

individual participants.

Researchers using the L2 Motivational Self System in mixed methods studies often prioritise
the quantitative component of their study, and use the qualitative component to validate
the quantitative findings. By contrast, this study uses the quantitative component to provide
a backdrop to the study, and prioritises the qualitative component in order to gain deep
insights into the nature of the L2 selves and associated motivations. The decision to adopt
this design is guided by Ushioda’s (2016, p. 564) recommendation to investigate students’
motivation ‘through a small lens’. With regard to employing such a focused and

contextualised angle of inquiry, Ushioda (2016) argues:

In my view, L2 motivation research is an area that would benefit greatly from a richer

and sharper focus on the local rather than the general. At the same time, these locally
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situated understandings of how motivation works in particular social learning
environments can clearly have much wider resonance and contribute to informing

theory and practice at a broader level. (p. 574)

Ushioda’s (2016) argument, thus, provides support for the design of this current study. The
following sections describe the setting, participants, instruments and data selection for the

study.

3.3 Research Setting

The research setting of the study is unique in that the program in which it is located has not
been examined before in a Chinese context; that is, a combination of EAP and English as a
foreign language (EFL) teaching and learning. The study was carried out at a university which
is located in a large metropolitan city in a highly developed part of China. This university has
a collaboration with a university in Australia which offers EAP courses developed in Australia
for Chinese students in China. The Australian university, further, has oversight of the
courses that are run in China. Under this collaboration, the EAP courses can be seen as
“independent” from the traditional, Chinese learning model. In these Western academic
oriented EAP courses, students are encouraged to develop critical thinking, become
independent learners, and develop learner autonomy. There are two parallel parts running
in this program: the In-plan and the Out-plan. In order to study in the In-plan program, or
the degree program, students have to pass the required National Entrance Examination to
the University (57%). Once they are successful, they will study in the program for four years.
During this time, the students have some choices that they can make as they progress
through their study period. One option, for example, is that in the third year, the students
can choose either to go to the university in Australia, or to continue their studies in China. If
they choose to stay in China, they will undertake the same courses that they would have
undertaken in Australia. As all the subjects and academic content are taught in English,
regardless of where the students choose to study in their third and fourth year, they have to
study academic English courses in their first and second year. In addition, if the students
want degrees from both the Chinese university and the Australian university, they need to

achieve 6.5 in the IELTS test, with a 6.0 in writing by the end of the second year.
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An alternative pathway is called the Out-plan program, which is designed for students who
do not meet the requirements of the National Entrance Examination to the University (/5
). Due to the lower level of required academic performance, the university provides extra
programs to help students to improve their academic English competency. For example, in
comparison with the In-plan students, the Out-plan students start academic English courses
from a lower level, work in a more intensive mode, and spend more time on academic
English subjects. If they fail, they have to repeat the same level the next term. Another
difference is that the Out-plan students are not in the degree program, but on a pathway to
the degree program. Thus, there are different course structures. The Out-plan students
spend the first two years in the EAP courses before they can continue their degrees in
Australia. As with the In-plan students, the Out-plan students need to achieve 6.5 in IELTS
with a 6.0 in writing before they go to Australia, which is a major hurdle for these students.
Therefore, in addition to the academic English courses, they are offered an IELTS course to

help them to prepare to reach this level of achievement.

Although there are differences in terms of course structures and entry requirements
between the In-plan and Out-plan programs, the students study the same course books and
learning content, have similar involvement with local Chinese and foreign English teachers,

and have similar learning obligations.

3.4 Participants

The purpose of sampling is to select a group of participants which represents the whole
population. There are two types of sampling techniques: probability and nonprobability. For
probability sampling, the most common type is random sampling, in which the researchers
seeks to include a truly representative sample of the population in the study to assure that
every member of the population has an equal chance of being included in the sample
(Wagner 2015). Random sampling is an ideal form of sample, but very often, it is difficult to
obtain such a truly random sample. Along with random sampling, stratified sampling,
systematic sampling, and cluster sampling are the other commonly used probability
sampling types. Much of the survey research in applied linguistics, however, uses

nonprobability-convenience samples (Wagner 2015). In line with this tradition, the
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recruitment of the participants in this study uses convenience sampling, which involves
surveying students who are readily available and who the researcher has access to (Wagner
2015). The use of convenience samples can be informative and produce interesting and
useful results (Wagner 2015). Two documents are used for participant recruitment, an
information letter and a consent form, both of which are approved by the University of

Technology, Sydney Human Research Ethics Committee.

Participants in the current study were undergraduate Chinese university students who were
studying EAP courses in their first and second year as part of the study requirements. The
age range of the participants was 18 to 20. The whole cohort was made up of students from
the School of Business in different streams, including accounting, economics, and
international trade. Apart from the EAP courses, the students study other subjects which
were related to their majors. In total, 109 students participated in this study. Among these
students there were 51 male students and 58 female students. In terms of demographic
background, 52 students were from metropolitan areas, while 57 were from regional areas.
In terms of study program, 65 students were studying in the In-plan program, and 44

students in the Out-plan program.

Also, in terms of degree of involvement, students were put into two categories: survey and
focal. Survey students (n=109) participated in questionnaires in Chinese, which provided
preliminary interpretations of students’ motivation, while focal students (n=4) not only
finished the questionnaire, but also took part in interviews that focused on gaining a deeper

understandings of students’ L2 selves and their motivation.

The main selection criteria for choosing the participants for the qualitative component of
the study was to have a mixture of students which represented the whole cohort. An
identification of learner archetypes technique as recommended by Chan, Dérnyei and Henry
(2015) was used for this component of the study. This technique is part of retrodictive
gualitative modelling, a novel approach to second language acquisition (SLA) from a
complex dynamic systems perspective proposed by Dornyei (2014b). In order to identify the
main learner types to focus on in the study, Dornyei (2014b) recommends a range of
possible sources of information: classroom observation, interviews with teachers and
students, focus group discussions with teachers and students, and questionnaires processed
by means of a cluster analysis. For illustration, in his research design, Gillies (2014) invited
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six language teachers to participate in a focus group discussion. In the discussion, he
encouraged teachers to build up a set of learner types. Following the overall purpose of his
research, he guided the teachers to create a list of characteristics of each potential learner
type which would contain cognitive, emotional, and motivational components (e.g.
motivated+low-proficiency+unconfident). Employing a similar process, a number of teachers
were invited to an initial meeting at the beginning of data collection in this study. At the
meeting, information about the study, including the aims, methods, and schedule of the
study was provided to the teachers. In order to maximise the results of the identification of
learner archetypes, a list of descriptions was provided as illustrations of student classroom
behaviours and academic performance. Four learner archetypes created by the teachers’
discussions were: a quiet learner in the classroom with average academic performance; a
quiet but focused learner in the classroom with good academic performance; an active
learner in the classroom with average academic performance; and a quiet learner with low
academic performance. Bearing these archetypes in mind, the researcher attended classes
and interacted with the potential students (recommended by the teachers) in and out of
class, not only to develop a more trusting relationship with the students, but also ultimately
to develop richer and more complex portraits of the individuals (Bempechat & Boulay 2001)
to have purposeful samples, that is, in Patton’s (2015) terms, “information-rich cases ...
from which one can learn a great deal about issues of central importance to the purpose of
the research” (p. 46). Four students were eventually selected as cases for this study. They
are referred to in the thesis as Amanda, Crystal, William, and Zack (all pseudonyms). The
choice of the four focal students also took into account their diversity in terms of
background such as gender, demographics, and study program. Details of each focal student

are presented in Chapter 5. Table 3.1 is a summary of the four cases.
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Table 3.1 Information on the focal students

Name Archetypes Gender Demographics Study Program

A quiet learner in
the classroom with
average academic

performance

Amanda Female From a regional In-Plan

area

A quiet but focused
learner in the
classroom with
good academic

Crystal
v performance

Female From a regional Out-Plan
area

An active learner in
the classroom with
average academic

performance

William Male From a In-Plan

metropolitan area

A quiet learnerin

the classroom with
Zack low academic Male Froma Out-Plan

performance metropolitan area

3.5 Instruments

Questionnaires (see Appendix 1) and interviews (see Appendix 2) were used to collect data
in order to “focus on the need to use a variety of methods from various research paradigms
to advance [research] knowledge about the research problem under investigation” (Phakiti
& Paltridge 2015, p. 18). Questionnaires are renowned for their efficiency (Dérnyei & Csizér
2012; Dornyei & Taguchi 2010). They are easy to administer to a large number of
participants, to score objectively, and to analyse quantitively (Wagner 2015). Furthermore,
as mentioned in Chapter 2, since almost all the other studies which have examined the
validity of the L2 Motivational Self System are survey or questionnaire studies, using a
guestionnaire in similar style enables the comparison of results of the current study with

those of the previous studies.

The development of the questionnaire in the study followed the proposal for “a rigorous

process” made by Dornyei and Csizér (2012, p. 75) in second language acquisition research
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which yields reliable and valid data. Accordingly, the design of the questionnaire went
through a stepwise process (Dérnyei & Taguchi 2010) with the quality of each step
contributing to the quality of the final version of the questionnaire. The sequence of this

process is discussed in the paragraphs below.

The first step in constructing a questionnaire is to incorporate the main concepts that are
under investigation in the study into the questionnaire. As mentioned in Chapters 1 and 2,
the underpinning theory in this study is Dornyei’s (2009b) L2 Motivational Self System,
which comprises three constructs: the Ideal L2 Self, the Ought-to L2 Self, and the L2
Learning Experience. One of the objectives of using a questionnaire in the study was to
obtain an initial understanding of the nature of the students’ L2 selves, and the relationship
among these three constructs, rather than investigating cause-effect linearity in a range of
variables such as in the studies that were discussed in Chapter 2. In consideration of these
two factors, it was decided that the questionnaire would only cover three conceptual
variables; that is, the Ideal L2 Self, the Ought-to L2 Self and the L2 Learning Experience. The
importance of this theory-driven and research purpose-driven step not only safeguards the
quality of the subsequent steps in the research, but also supports Dérnyei and Taguchi’s
(2010) position on the initial stage of developing a questionnaire for motivation research, as
they argue, “if we do not include a particular content area in the questionnaire at this stage,
it has no chance of emerging later on during the survey even if the specific variable is salient

in the population” (p. 112).

Once the specific content areas were decided on, the next step was to devise items which
focussed on these theoretical concepts in the questionnaire, thereby forming items for each
variable. This step involved two stages: the format and the number of items for each
variable, and the content of the items. In terms of format, in order to be consistent with
previous studies using the L2 Motivational Self System so as to be able to make
comparisons, it was decided to use statements that were suitable for Likert scales. For the
number of items in each variable, it was decided to have a maximum of six to eight items
per variable because, as discussed earlier (Section 3.2.4), the purpose of using the
guestionnaire was to provide brief information on students’ L2 motivational profiles. A long

and detailed questionnaire thus would not have suited this purpose.
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At the stage of deciding on the content areas, a number of issues arose. First, the items in
this study, while adapted from studies that had investigated Asian students’ motivations
(e.g. Magid (2009); Ryan (2009); You, Dornyei & Csizér (2016); You & Doérnyei (2014)), in
particular two PhD theses that had used the L2 Motivational Self System (Liu 2014; Magid
2011), they needed to be adapted to fit the particular context and focus of the study.
Although the items used in the previous studies had been piloted and validated, it was still
however important to modify them to make them suitable for the purpose of the current
study (Dornyei & Csizér 2012). One of the main objectives of the current study, as previously
mentioned, was to explore the nature of L2 selves and L2 motivation from a group of
students who were enrolled in an English for academic purposes (EAP) course which was
designed and overseen by an Australian university but was physically run in a university in
China. In consideration of this unique research setting, key words in relation to this specific
program (see a detailed discussion of this in Section 3.3) and Chinese students’ motivational
characteristics from the literature review (see Chapter 2, Section 2.4), such as academic
English, examinations, The International English Language Testing System (IELTS), further
study, native speakers of English, face, responsibility, family and pressure, were integrated
into the three theoretical constructs, the Ideal L2 Self, the Ought-to L2 Self and the L2
Learning Experience in the L2 Motivational Self System. Table 3.2 provides examples of

some of the modified items that were used in the current study.

Table 3.2 Examples of modified items

Content Area Original Item Modified Item
Ideal L2 Self | can imagine myself speaking English | can imagine myself using academic
asifwere a na.tlve speaker English as if | were a native speaker of
of English.
English.
Ought-to L2 Self | have to learn English because | don’t | have to study academic English

want to fail the English

because | want to get a good IELTS
course.

score.

L2 Learning Experience Do you find learning English really | find learning academic English

interesting? interesting.

The second issue that was considered was whether the L2 self items could reflect the

complex, dynamic and multifaceted nature of L2 selves rather than a static view that has a
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clear-cut boundary as this issue was one of the research interests of the study. For example,
when items were constructed for the Ideal L2 Self, these items were worded to show the
inter-related and developmental nature among them, representing the Ideal L2 Self at

different time periods. Table 3.3 demonstrates these relationships.

Table 3.3 Demonstration of relationships among items in the Ideal L2 Self

Ideal L2 Self

Item Inter-related Developmental
1. Learning academic English is Immediate future
important to me because | need it for N)
my current study.
2. Learning academic English is Near future
important to me because | would like Academic English NA
to do further studies in English.
3. | can imagine myself as a legitimate Further future
member of an academic English
community in the future.

While these items were related by the key words ‘academic English’, they also represented
the development of Ideal L2 Self images at different periods, such as short, medium and
long term. In order to reflect the immediate and near future, items 1 and 2 were
constructed to contain ought-to L2 self traits, such as “important to me”, “I need it”, “I
would like to” to account for the relationship between the Ideal L2 Self and the Ought-to L2
Self. Further, item 3 was worded differently from items 1 and 2 in order to avoid fatigue

effects when completing a questionnaire (Dornyei & Taguchi 2010).

After consideration of the format, number and content of the items in the questionnaire,
the next step was the type of rating scales to employ. It was decided to adopt rating scales
which were consistent with previous L2 Motivational Self System studies, in particular those
used by Magid (2011) because his scales were developed specifically for Chinese learners of
English and were fine-tuned through extensive piloting. Statement items were measured by
six-point Likert scales with options being from strongly disagree to strongly agree, following
the work of Dérnyei and Taguchi (2010) who have employed similar scales in motivation

research. Table 3.4 shows an extract from the questionnaire as an illustration of this.
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Table 3.4 lllustration of the “Numerical Likert Scale” used in the questionnaire

In this part, | would like you to tell me how much you agree or disagree with the following statements by circling a number
from 1 to 6. Please do not leave out any items.

Strong Disagree ghtly ntly Agree Agree strongly Agree
Disagrt agree

I R R A R

Example: If you strongly agree with the following statement, do as follows:

| like swimming very much. 1 4
1. Learning academic English is important to me because | need it for my current 3 6
study.

After all these stages had been completed, the questionnaire came into form. It contained
only two main parts: the first part comprised twelve questions about participants’
backgrounds, focussing on the most important attributes in their personal information in
relation to the study, and the second part consisted of twenty items about the L2
Motivational Self System (see Appendix 1: Questionnaire, also Chapter 4 for a detailed
discussion of the quantitative data). Further, in consideration of the students’ English levels,
and the belief that “the quality of the obtained data improves if the questionnaire is
presented in the respondents’ own mother tongue” (Dérnyei & Csizér 2012, p. 79), the
guestionnaire was translated into Chinese by the researcher, and then reviewed by two
professional translators (English to Chinese) to confirm the accuracy of the translation. After
the translation had been completed, the questionnaire went through two rounds of piloting,

and the final version was based on the results from the piloting.

Even though the development of the questionnaire employed in the study went through the
above process, there are of course limitations. The most salient of these is the

guestionnaire’s simplicity and superficiality (Dérnyei 2007; Dornyei & Csizér 2012; Doérnyei &

56



Taguchi 2010) as questionnaires “often provide only a superficial assessment of sometimes
very complex constructs” (Wagner 2015, p. 87), in this case motivation. This shortcoming is
inevitable given the requirements of constructing questionnaires to be sufficiently
straightforward to be understood by everyone, and to be answered in a relatively short
time. Closely related to this point is the limitation of using relatively few items to explore
the concepts of the L2 selves and L2 learning experiences as the goal of the
quantitative/questionnaire component of the study was, as stated earlier, to provide an
overview of the students’ motivations which would provide the starting point for the
qualitative/interview component of the study, rather than being the key focus of this study
in its own right. Another limitation in this study is the rating scales. As an example, a score
of “6” on an item may or may not indicate “strongly agree” of an image of the Ideal L2 Self
because it is possible that there may be other future self-images that students might
identify with that were not represented in the questionnaire items. In such a case, scores on
the Ideal L2 Self might be misleadingly low. The qualitative component of the study, thus,
aimed to address these limitations by encouraging students to talk beyond the survey items

in order to explore further motivations that were not covered in the survey instrument.

The use of in-depth interviews in the study, however, not only aimed to compensate for the
shortcomings of the questionnaires. They aimed to provide a better, more in-depth
understanding of the students’ personal experiences of motivation during the process of
their English learning. As Prior (2018) points out, given the person-centred, experiential
focus of this kind of research, interviews are the ideal investigative activity, because the
interpretive qualitative exploration can effectively document how language learners’

notions of self impact their involvement, persistence and learning of English (Syed 2001).

In this research, the researcher conducted in-depth semi-structured interviews with the four
focal students. One of the advantages of the semi-structured interview is that it allows
flexibility and interactivity. Although having these advantages, semi-structured interviews
still need to be fully planned and prepared (Wengraf 2001). Therefore, a semi-structured
interview protocol (see Appendix 2: Interview Questions) was used for guiding the

interviews in the study. While some of the interview questions were framed based on the
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three constructs of the L2 Motivational Self System, they were also extended to ask about
specific matters, such as the role of academic English, students’ future study plans, their EAP
learning experiences (inside and outside the classroom), and the evaluation of their
teachers’ performance. There was also room for the inclusion of questions that emerged in

the process of the interviews as well.

3.6 Data Collection Procedure

In the first semester of 2015 (from mid-February to late May), the researcher administered
the paper-based questionnaire to the 109 survey participants in different classrooms at
different times. After explaining the purpose, nature, and the design of the study based on
the consent form, the researcher handed out the questionnaires to the participants. The
participants spent 10-15 minutes on the questionnaires, and then returned the completed

guestionnaires to the researcher.

For the interviews, the researcher interviewed the four focal participants at a later stage as
it took some time to establish a relationship of mutual trust and respect with them. The
researcher used WeChat to keep in touch and set up interview appointments with them. All
the interviews were conducted face-to-face. The consent process was carried out by using
the consent form immediately before the interview commenced. The researcher audio
recorded the interviews, using a high-quality recorder and an iPhone recorder, with the
knowledge and consent of the research participants. The range of interview time lasted

from one hour to one and a half hours.

3.7 Data Analysis

All the quantitative data were imported into SPSS (Statistical Package for Social Sciences)
version 25, and were analysed with this program. Each participant was assigned a unique
identification number. Gender, academic program and demographics were treated as
categorical variables. For the 20 Likert-scale items in the questionnaire, each pre-
determined response option has been given a number. “Strongly disagree” =1,

“Disagree”=2, “Slightly disagree” =3, “Slightly agree”=4, “Agree”=5, “Strongly agree”=6.
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Descriptive statistics (to answer research question 1, the nature of the three constructs of
the L2 Motivational Self System), and correlations (to answer research question 2, the
relationship between the three constructs of the L2 Motivational Self System) were applied
to analyse the questionnaire data. Before proceeding to the data analysis, data screening
and cleaning, and analysis of the reliability and normality of the data was performed (Phakiti

2015) (this is further discussed in Chapter 4).

As for the analysis of the interview data, with the assistance of NVivo version 11, the study
used thematic analysis (Braun & Clarke 2006, 2019; Bryman 2016); that is, the analysis
focused on identifying, analysing and reporting themes or patterns within the interview
data. The interview data were collected to provide further insights into answers to research
qguestions 1 and 2, the nature of students’ L2 selves, and the relationships between
students’ L2 selves and L2 learning experiences, and also to answer research question 3, the
students’ individual motivations for studying the EAP courses in China from the point of
view of the L2 Motivational Self System. The analysis of the interview data was based on
two epistemological paradigms, the essentialist or realist paradigm which focuses on the
role of reporting to describe experiences, meanings and the reality of participants, and the
constructionist paradigm which examines experiences, meanings and realities that are
socially produced and reproduced, rather than inherited within individuals (Braun & Clarke
2006). In line with the mixed methods orientation employed in the current study, the
combination of these two epistemological paradigms in the thematic analysis was to provide
greater insights into the students’ L2 selves and L2 motivation as well as to provide different
yet complementary perspectives on the matters under investigation. Braun and Clarke
(2006) argue that it is important to make this epistemological position explicit at the
beginning of a thematic analysis as it provides essential guidelines for decision making to
answer questions such as what to do with interview data, why to do in one way and not
another, and how to do it in the process of the analysis, as is discussed in the following

paragraphs.

The process of thematic analysis of the interview data was based on Braun and Clarke’s
(2006) guidelines for thematic analysis. Following these guidelines, there are six phrases to

the analysis: familiarising yourself with the data, generating initial codes, searching for

59



themes, reviewing themes, defining and naming themes, and producing the report on the
analysis. One thing which needs to be pointed out however is that although the analysis
process follows this guide, in practice, it is not unidirectional, or simply moving from one
phrase to the next. Rather, the analysis of the data takes on a more flexible approach,
including constant moving back and forward between these phrases as needed, and
adjusting these phrases to fit the research questions and interview data (Patton 2015).
Details of each phrase is further elaborated below, along with the discussions of related

concepts.

Because the interview data was spoken, all the interviews were transcribed into written
form by the researcher in order to conduct the thematic analysis. Although the process of
transcribing was time consuming, it was a good way to start familiarising myself with the
data as Bird (2005) views the process of transcription as “a key phrase of data analysis
within interpretative qualitative methodology” (p. 227). This interpretative act (Braun &
Clarke 2006), further, is recognised as a place where meanings are generated, instead of
simply a mechanical act of putting spoken sounds on to paper (Lapadat & Lindsay 1999).
Another important procedure which was carried out in this phrase was member checking
(Creswell & Miller 2000). This involved a number of consultations between the researcher
and the four focal students who helped check the accuracy of the transcriptions and confirm
the credibility of the interview data. In this way, through the lens of the participants, the
validity and the trustworthiness of the interview data were increased. The time spent on
transcription and member checking was extremely valuable as it informed the early stages
of the analysis, and the researcher developed a far more thorough understanding of the
data through having transcribed it and checked it with the focal students (Braun & Clarke
2006). In addition, the intensive attention needed to transcribe the data and check it with
the participants further facilitated the close reading and interpretative skills needed to

analyse the interview data (Lapadat & Lindsay 1999).

As mentioned above, through the self transcription, the researcher gained an initial
understanding of what was in the data and what was interesting about them in relation to
the research questions of the study. The next phrase which involved generating initial codes

and searching for themes began. In Braun and Clarke’s (2006) guidelines, these are two
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separate phrases. This current study, however, did not follow this guideline strictly as the
two phases operated interactively. Although there are “no absolute hard-and-fast rules”
(Faherty 2010, p. 59) to coding and creating themes, the epistemological positioning of the
researcher had an influence on the coding methods applied in this study. As discussed
earlier, guided by the exploratory nature of the research questions, the essentialist or realist
paradigm and the constructionist paradigm are the two epistemological assumptions that
prevailed during the process of the analysis of the interview data. Correspondingly, a
combination of theoretical thematic analysis and inductive analysis methods (Blair 2015;
Braun & Clarke 2006) was used. The theoretical thematic analysis method, or deductive or
“top-down” approach (Boyatzis 1998) reflects the essentialist or realist assumption which
was driven by the researcher’s theoretical interest in L2 motivation in the current study;
that is, the L2 Motivational Self System and the interview questions that were developed
based on this theory. Thus, a number of potential codes were created for the analysis, such
as the Ideal L2 Self, the Ought-to L2 Self, the L2 Learning Experience, future plans, and
evaluation of teachers’ performance. During the process of the theoretical thematic
analysis, the researcher looked for examples in the interview data which were illustrative of
these categories and classified them into these codes, as well as expanding on these initial
codes to identify further potential codes. Some examples are illustrated here. When Crystal,
one of the focal students, said “l imagine | could use academic English skilfully, and | use this
level of English to complete my tasks at work, to earn respect from my colleagues and to
gain praises from my boss” this was taken as a reference to her ideal L2 self. When Amanda
said “I care very much about how other people think about me, in particular my classmates
and my parents” this was classified as making reference to her ought-to L2 self. When
William said “Always, my schools (his high school and current university) have great
influence on me and my motivation, particularly the study requirements, my classmates and
my teachers” this was taken as reference to his L2 Learning Experience. Although this
method of thematic analysis can provide detailed examples from the data, it presents a less
rich description of the data overall (Braun & Clarke 2006). This shortcoming is compensated

for by the other method of analysis employed in this study, the inductive analysis method.

The inductive analysis method, or “bottom-up” approach (Frith & Gleeson 2004) helps

unpack face value understandings of the students’ L2 selves and L2 motivation in the
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interview data as a data-driven approach to create codes which do not necessarily neatly fit
into the L2 Motivational Self System, or the researcher’s analytic preconceptions (Braun &
Clarke 2006). This emergent approach (Blair 2015), however, does not imply that codes are
generated in an epistemological vacuum (Braun & Clarke 2006). Instead, it embraces the
constructionist paradigm to enable the researcher to construct the “hidden” value of
students’ L2 selves and L2 motivation through active participation between the researcher
and the interview data. Through this approach, the researcher was not only coding isolated
transcripts but also, by reading the transcripts, was hearing the participants’ “voices” aiming
to understand what the participants were “getting at” in the data. For example, when
Crystal said “When | finish my study here, | think | will study my Masters degree overseas. |
may go to Australia, or maybe USA. | am only in my first year, there will be many changes
later. But at the moment, based on my current situation, | will choose XXX University and
XXX University as my study goals. These goals will also be subject to change. Although these
small goals will change, my big goal, that is, studying overseas, is still the same”, at the
surface level, Crystal was commenting on her future study goals, but it could also be
classified as Crystal’s future ideal L2 selves. Through this analysis, some interesting codes
emerged, such as complex, developmental and dynamic, which are not defined in the L2

Motivational Self System - but corresponded to the researcher’s own L2 learning

experiences as was foreshadowed in Chapter 1, the Introduction to the thesis.

The next phrase, reviewing themes, began when the researcher had finished coding all the
interview data and developed a list of candidate themes. During this phrase, the researcher
first started refining these candidate themes, including merging together similar themes to
form a more comprehensive theme, or the opposite, breaking some themes down into
separate themes. Parallel to this refining process, the researcher also considered the validity
of these candidate themes to see whether they reflected the meanings evident in the data
set as a whole and how they fit together, and re-coded any additional data within themes
that was missed in earlier coding stages as the coding was “an ongoing organic process”
(Braun & Clarke 2006, p. 91). Through this refining process, a final thematic map was ready

for the study (this is further discussed in Chapter 5 and Chapter 6).
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This systematic process of data analysis in this study, guided by the researcher’s
epistemological assumptions, brings to the researcher’s attention that the analysis is likely
to be subjective and interpretive and that the validity of the analysis of the results would
become a question of hermeneutics (Bhattacharya 2008; Braun & Clarke 2006) or internal
assumptive bias (Braun & Clarke 2006) as the researcher interpreted the findings in relation
to the overall goal and aims of the study. This interpretive position, however, means that
the researcher is aware that the procedures and outcomes of this study are not the product
of the description of the students’ L2 selves and L2 motivation but are an exploration of the
situated, socially constructed individual’s L2 selves and L2 motivation. In this regard, the
researcher hopes to make his subjectivity as transparent as possible, share his assumptions,
and allow the readers to assess the credibility of his research. This position, is supported by
Blair (Blair 2015) who argues that “being methodologically self-conscious means that the
gualitative data analyst should be aware that their particular perspective is likely to
influence their choice of coding method - but, in qualitative data analysis, this is not
generally thought to be a bias that needs to be “corrected” rather it is seen to be beneficial

that the analyst is able to use their own unique skills, talents and expertise” (p. 15).

3.8 Ethics

Ethical issues were considered at every stage during the process of this study. In applied
linguistics, the principle of ethical consideration is to avert harming research participants in
any way (De Costa 2015), which was at the forefront of the researcher’s mind as the
researcher planned the study. Ethical issues were taken account of at each stage of the
study: planning the study, during data collection, in the data analysis, and the reporting of
the data. At the planning stage, informed consent forms were prepared for each of the
participants the researcher engaged with in the study, including the Associate Dean of the
faculty, the teachers, and the students. All these consent forms were approved by the
University of Technology, Sydney Human Research Ethics Committee. At the beginning of
the study, after gaining their consent, the researcher asked the student participants to add
the researcher on WeChat, an online communication platform which is popular in China.
The researcher used WeChat to communicate and sustain the relationships with the student
participants. The researcher also removed drop-out participants immediately from WeChat

so that they would not feel obliged to keep in touch with the researcher as a WeChat friend.
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The participants for the case studies were not selected before joining the WeChat group
but, rather, after. Confidentiality and anonymity were guaranteed to all the research
participants during the process of the study. Participants were assured that their identities
would not be disclosed at any stage of the study. Assigned numbers and pseudonyms were

used instead of hames.

3.9 Chapter Summary

This chapter has described the methods drawn on for the study. It has described the
research setting, participants, data collection instruments and procedures. The next
chapter, Chapter 4, provides the results of the quantitative component of the study, the

questionnaire.
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Chapter 4: Quantitative Findings and

Discussion

4.1 Chapter Overview

This chapter focuses on the quantitative component of the study. First, the research
guestions are re-stated before the results are presented. The quantitative results obtained
from the questionnaire data are then reported, followed by a discussion of the findings in

relation to previous research.
The questions this chapter addresses are:

1. What is the nature of the students’ Ideal L2 Self, Ought-to L2 Self, and L2 Learning

Experience when studying the English for Academic Purposes (EAP) courses in China?

2. How do the students’ Ideal L2 Self, Ought-to L2 Self and L2 Learning Experience

relate to one another in this particular context?

As explained in Chapter 2, the study is based on Dérnyei’s (2009b) L2 Motivational Self
System. The purpose of questions 1 and 2 is to provide an overall picture of students’ L2
Motivational Self System and the relationships between the three constructs of the L2

Motivational Self System.

4.2 Reliability of the Questionnaire

Before providing details of the questionnaire findings, it is necessary to report the overall
reliability of the questionnaire and its subscales (Phakiti 2014; Woodrow 2014). Reliability
refers to the consistency of a measure (Phakiti 2014). In the current study, reliability is

conceptualised as all of the questionnaire items which are supposed to measure a construct
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being responded to in a similar way by all participants (Urdan 2010). In other words,
reliability helps to check if all the questionnaire items measure the same construct. By doing
so, the reliability coefficient Cronbach’s Alpha is used to indicate the internal consistency of
the questionnaire. A reading of alpha level at .70 or higher is considered acceptably reliable
(Urdan 2010). In order to examine the reliability of the overall questionnaire and its three
scales (the Ideal L2 Self, the Ought-to L2 Self and the L2 Learning Experience) (see Table 4.1),

a reliability analysis was run.

Table 4.1 Reliability of the questionnaire, the Ideal L2 Self scale, the Ought-to L2 Self scale,

and the L2 Learning Experience scale

Tested Items Cronbach’s Alpha Number of Items
The questionnaire .90 20
The Ideal L2 Self scale 72 6
The Ought-to L2 Self scale .88 6
The L2 Learning Experience scale .87 8

The reliability analysis of the whole questionnaire showed that its Cronbach’s alpha value
was .90, which is higher than the recommended value of .70 (Urdan 2010). Apart from this
value, another figure that needs to be taken into consideration when reporting reliability
analysis is the number of items, as the calculation of Cronbach’s alpha depends on this
number; a higher number of items leads to a larger value of Cronbach’s alpha (Field 2014).
As such, it is possible to get a large value of alpha due to a large number of items on the
scale, and not because of the high reliability of the scale or questionnaire. The questionnaire
in this study contains 20 individual items, which is considered a relatively small figure. Based
on the high alpha value and small item number, it can be concluded that the questionnaire
has good reliability. It is important to note, however, that Cronbach’s alpha is an estimate of
participants’ consistency in their rating of questionnaire items. This does not necessarily
suggest that students’ responses represent the true values or states of their motivational
aspects. They only suggest that participants’ ratings were consistent for each motivational
scale under examination. What researchers need to look for in this kind of research is to

examine the meaning of their responses, which | have done in the current study.
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Individually, for the Ideal L2 Self subscale, the 6 items formed an alpha value of .72.
Compared to the items in the Ideal L2 Self subscale, the Ought-to L2 Self items produced a
higher level of internal consistency (Cronbach’s alpha = .88). Finally, similar to the Ought-to
L2 Self subscale, the L2 Learning Experience subscale also achieved a high level of internal

consistency (Cronbach’s alpha = .87).

4.3 Assessing Normality

After checking the reliability of the questionnaire, an assessment of the normality of the
data was conducted. There were two purposes for this: checking the normal distribution of
the data and removing any outliers was done to ensure the data met one of the important
assumptions in parametric statistical tests: normality (Larson-Hall 2016). Normality, in
statistics, means the distribution of the data should be in a symmetrical, bell-shaped curve,
with the greatest frequency of scores in the middle, and smaller frequencies towards the
extremes (Pallant 2016). The concept of normality is an essential element of statistics as a
large number of probabilities which are used in inferential statics rely on the assumption of

a normal distribution (Urdan 2010).

The assessment of the normal distribution of the data set was performed in two sequential
steps. First, a z-scores test was run to remove outliers which were above and below two
standard deviations, as the presence of these outliers could affect the normality of the
distribution. Accordingly, a total of eight univariate outliers (outliers in the variables of Ideal
L2 Self, Ought-to L2 and L2 Learning Experience) were deleted. After this preliminary data
cleansing, an Explore option of Descriptive Statistics was employed for further assessment

of normality.

Table 4.2 Assessment of normality of the Ideal L2 Self, the Ought-to L2 Self and the L2

Learning Experience scales (N=109)

Item Skewness Kurtosis Kolmogorov-Smirnov (Sig.)
Ideal L2 Self -.45 -.11 .00
Ought-to L2 Self -.23 -44 .20
L2 Learning Experience -.12 -.45 .20
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Based on the figures shown in Table 4.2, it can be seen that the Ideal L2 Self subscale does
not have a normal distribution as the Kolmogorov-Smirnov value is .00, suggesting that it
violates the assumption of normality, something that is quite common in social sciences
research with large samples (n>100) (Pallant 2016). In contrast, the Ought-to L2 Self and the
L2 Learning Experience subscales are normally distributed, as their Kolmogorov-Smirnov
values are both .20; that is, they fit with the assumption of a normal distribution. The
violation of normal distribution for the Ideal L2 Self subscale is supported by the skewness
value for this item which, with a value of -.45, shows that the Ideal L2 Self subscale is less
symmetrically distributed than the Ought-to L2 Self and the L2 Learning Experience
subscales, which have skewness values of -.23 and -.12 respectively. However, according to
the kurtosis, the scores are distributed more evenly in both the Ought-to L2 Self and the L2

Learning Experience subscales than in the Ideal L2 Self subscale.

After analysing the reliability and the normality of the data set, it can be concluded, then,
that the data is sufficiently reliable and robust in order to provide a foundation for the
guantitative results and their adequacy for answering the research questions. That is, the
data are consistent in what they are measuring, and approximately within a normal range of
distribution for this kind of data (Pallant 2016), rather than being randomly dispersed,
making it suitable for the statistical analyses that were carried out on it. In the following

paragraphs, the results of the current study are presented.

4.4 Research Question 1: What is the Nature of the Students’ Ideal L2 Self, Ought-to L2
Self and L2 Learning Experience when studying the English for Academic Purposes

(EAP) Courses in China?

This section presents descriptive statistics for the Ideal L2 Self subscale. This is followed by
descriptive statistics for the other two subscales, the Ought-to L2 Self and the L2 Learning

Experience subscales.
4.4.1 The ldeal L2 Self

Students’ responses to the six Ideal L2 Self items are presented in Table 4.3, with data

illustrated as percentages of the whole.
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Table 4.3 Students’ perception of their Ideal L2 Self (N=109)

ltem Mean low (1) to high (6) agreement, expressed as percentages
(AE=Academic English) 1 2 3 4 5 6
strongly disagree slightly slightly agree strongly
disagree
disagree agree agree

Ideal L2 Self 4,91 0.00% 0.00% 7.30% 35.80% 50.50% 6.40%
1 Learning AE is 5.24 0.00 0.00 6.40 16.50 23.90 53.20
important to me because
I need it for my current
study
2 Learning AE is 5.28 0.00 0.00 5.50 16.50 22.00 56.00
important to me because
| need it to pass my
future exams
3 Learning AE is 5.35 0.00 0.90 4.60 15.60 16.50 62.40
important to me because
I would like to do further
studies in English
4| can imagine myself 5.11 0.00 0.90 0.90 22.00 38.50 37.60
being able to use AE
skillfully in the future
5 | can imagine myself as 3.94 3.70 9.20 17.40 39.40 20.20 10.10
a legitimate member of
an AE community in the
future
6 | can imagine myself 4.53 3.70 0.90 11.00 32.10 27.50 24.80

using AE as if | were a
native speaker of English

Students responded with a mean score of 4.91 in relation to questions about the Ideal L2
Self subscale, with nearly 93% of the students choosing categories in the positive range,
from 4 to 6, and no students rating strongly disagree (category 1) and disagree (category 2).
This high agreement demonstrates that students were attracted to the idea of the ideal L2

self which motivates students to learn academic English.
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The individual items in this table each represent one image of students’ ideal selves related
to academic English, and they have mean scores of 5.35 to 3.94. Of these items, item 3,
learning academic English is important to me because | would like to do further studies in
English, recorded the highest mean score of 5.35, with more than 62% of the students
circling 6 (strongly agree). The lowest mean score of 3.94 for item 5, / can imagine myself as
a legitimate member of an academic English community in the future, asked students to
evaluate their imagined academic English usage, which is much further from students’
current situation than the other images. The results showed that only 10.1% of the students
strongly agreed with this statement and 30.3% of the total surveyed cohort rating a
negative score, which indicates that this image becomes the least important for the

students among the six imagined images.

From the above findings, students’ perceptions of their ideal L2 selves display the following
two characteristics: first, the ideal L2 self seems to have the ability to incorporate a cluster
of facets under one broad concept (Dornyei & Ushioda 2009; Higgins 1987). Second, as a
further extension of the first characteristic, although these facets can co-exist under the
broad notion of the ideal L2 self, they are different in strength in terms of how relevant they
are to the students, which is evident in the various mean scores attached to each statement.
Students’ most positive responses were to items 1, 2, 3, and 4, all of which can be regarded
as relating to students’ core selves (Markus & Nurius 1986), the less positive responses to
item 6 as medium selves, and the slightly negative responses to item 5 as remote selves;
that is, in relation to the strength of each of these selves. The strength of these core,
medium and remote selves can be drawn on to explore how these aspects of the students’
selves motivated students to study academic English. It assumes that students were
motivated strongly by their core selves, as students believed that facets of the core self are
very important to identify in their future academic English studies. However, the
motivational function of the facets in the medium and remote self became weaker as
students considered these facets either less important in relation to their academic English
studies or less relevant for the future. These two characteristics of the ideal L2 self will be

further explored when the interview data are examined.
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4.4.2 The Ought-to L2 Self

Students’ responses to the six OQught-to L2 Self subscale items are presented in Table 4.4,

with data illustrated as percentages of the whole.

Table 4.4 Students’ perception of their Ought-to L2 Self (N=109)

Iltem Mean low (1) to high (6) agreement, expressed as percentages
(AE=Academic English) 1 2 3 4 5 6
strongly disagree slightly slightly agree strongly
disagree )
disagree agree agree
Ought-to L2 Self 4.22 0.00% 10.10% 24.80% 38.60% 22.10% 4.60%
11 have to study AE 5.17 0.00 0.00 7.30 16.50 28.40 47.70

because | don’t want
to get bad marks in it

2 | have to study AE 5.20 0.90 0.90 2.80 13.80 35.80 45.90
because | want to get a
good |ELTS score

3 Studying AE is 3.60 8.30 8.30 30.30 28.40 17.40 7.30
important to me

because if | don’t have

knowledge of AE, I'll be

considered a weak

learner

4 Being successful in 3.75 11.00 4.60 25.70 28.40 17.40 12.80
AE is important to me

so that | can please my

parents and relatives

5 Being successful in 3.83 10.10 5.50 22.00 28.40 22.00 11.90
AE is important to me

so that | can please my

teacher

6 Being successful in 3.80 10.10 5.50 23.90 26.60 22.90 11.00
AE is important to me

so that | can get

approval from my

peers
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Students rated a slightly positive mean score of 4.22 in relation to the Ought-to L2 Self
subscale. However, nearly 35% of the students chose categories in the negative range, from
1 to 3. These figures demonstrate that students were generally less attracted to the idea of

the ought-to L2 self than to that of the ideal L2 self.

The individual items in Table 4.4 each represent one image of students’ L2 ought-to selves
related to academic English, and they have mean scores of 5.20 to 3.60. The highest score
was for item 2, | have to study academic English because | want to get a good IELTS score,
with 95.5% of the students responding positively when categories 4, 5 and 6 are combined.
They therefore believed that the IELTS exam is closely related to their academic English
study. Students also perceived that performing well and getting good scores in their
academic English studies were important, so they responded with high scores for item 1 as
well, I have to study academic English because | don’t want to get bad marks in it, this time a
mean of 5.17, with 92.7% of the students giving positive scores (positive categories 4, 5 and

6 combined).

Four items had scores in the negative domain. Ranked in descending order, they were item

5 (3.83), item 6 (3.80), item 4 (3.75) and item 3 (3.60). Of these four items, three

represented significant others who were closely related to students for their academic
English studies: teachers (item 5), classmates (item 6), and parents and relatives (item 4),
respectively. Surprisingly, students’ perception of pressure coming from their parents and
relatives (item 4, 3.75) to do well in the academic English studies was lower than that of
their teachers (item 5, 3.83) and classmates (item 6, 3.80). This finding is interesting in
relation to Chinese culture where it is believed that parents and relatives play important
roles in students’ education, and in turn, students need to study hard to return their parents’

and relatives’ favours (You & Dornyei 2014).

From the above findings, it can be seen that students were less attracted to the idea of the
ought-to L2 self than to that of the ideal L2 self. This can be seen when comparing individual
scores: only two items among six in the Ought-to L2 Self subscale win agreement from the
students, while in the Ideal L2 Self subscale, five out of six win agreement from the students.
This comparison shows that, as a concept, the ought-to L2 self is weaker than the ideal L2
self in terms of attraction for these students. In particular, pressure from significant others
to do well in academic English studies, such as parents and relatives, is not considered as
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one of the main motivations among the surveyed cohort. Instead, pressure to pass English

exams and to get good scores are viewed as more crucial.

Although, in terms of attraction, the concept of the ought-to L2 self is usually regarded as
secondary to that of the ideal L2 self, the results show that the ought-to L2 self presents
some similar characteristics to those of the ideal L2 self. First, the ought-to L2 self can also
be regarded as a collection of facets, thus, it is multifaceted in nature (Dornyei & Ushioda

2009; Higgins 1987). Second, these facets do not have the same effects in terms of

motivational function. While in regard to the ideal L2 self, the effects of the different facets’

motivational functions depend on students’ perceptions of the importance and accessibility

of these facets. In the ought-to L2 self category, the effects rely on external pressure, with

higher pressure coming from study-related matters than from significant others. As with the

findings for the ideal L2 self, these two characteristics of the ought-to L2 self will also be

further explored when the interview data are examined.
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4.4.3 The L2 Learning Experience

Students’ responses to the eight items for the L2 Learning Experience subscale are

presented in Table 4.5, with data illustrated as percentages of the whole.

Table 4.5 Students’ perception of their L2 Learning Experience (N=109)

Iltem Mean low (1) to high (6) agreement, expressed as percentages
(AE=Academic English) 1 2 3 4 5 6
strongly disagree slightly slightly agree strongly
disagree
disagree agree agree
L2 Learning Experience  4.49 0.00% 1.80% 21.90% 47.60% 25.60% 2.8%
11 like the atmosphere  4.74 0.00 3.70 9.20 26.60 30.30 30.30

of my AE class

2 | think time passes 4.08 0.00 10.10 14.70 40.40 26.60 8.30
quickly while studying
AE

31 find learning AE 4.13 0.90 7.30 22.00 33.00 21.10 15.60
interesting

4| have good 4.95 0.00 2.80 2.80 26.60 33.00 34.90
teacher(s) to help me
with my AE

5 | have support from 4.58 2.80 1.80 8.30 34.90 26.60 25.70
my classmates for my
AE

6 | expend a lot of 4.23 2.80 2.80 16.50 37.60 27.50 12.80
effort in learning AE

7 | find ways to 4.29 0.90 2.80 19.30 36.70 23.90 16.50
practice my English
outside class

8 Overall, | think | am 4.88 0.00 1.80 3.70 31.20 31.20 32.10
an active AE learner
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Students reported a positive mean score of 4.49 in relation to statements about the L2
Learning Experience subscale. This positive mean result shows that students experienced
enjoyment while they studied academic English, and they agreed that a friendly and

cooperative learning environment helped motivate them to learn academic English.

A brief glance at the mean scores for the individual items demonstrates one distinct feature;
that is, all the scores for the individual items belong to the mean score 4 -5 range, with the
highest score being for item 4 (4.95), | have good teacher(s) to help me with my academic
English, and the lowest score for item 2 (4.08), I think time passes quickly while studying
academic English. Students, then, tended to have more consistent opinions about their L2
learning experiences than their ideal L2 selves and ought-to L2 selves. This tendency may be
the result of the nature of the L2 Learning Experience subscale, in which individual items
asked students to evaluate their first-hand learning experiences in the academic English
learning environment. The consistency in these scores may also be because the L2 learning
experience, the third component of the L2 Motivational Self System, has a different source
of orientation from those of the ideal and ought-to L2 selves: it asks about experiences

rather than about more abstract psychological states (Dornyei 2009b).

Students’ responses to statements about the L2 Learning Experience subscale, then, are
generally positive and consistent, showing the motivational function of the L2 learning
experience and how it impacted on the students’ learning of academic English. We can also
see that the L2 learning experience is somewhat different from the ideal L2 self and the
ought-to L2 self in that it deals with direct learning experiences, and situations which are
more concrete for students than the more abstract notions of the ideal L2 self and ought-to
L2 self. These findings confirm that the L2 learning experience in Dérnyei’s (2009b) L2
Motivation Self System is constructed differently from the first two components: the ideal
L2 self and the ought-to L2 self. The L2 learning experience, as mentioned earlier, focuses on
the learners’ direct learning experiences, rather than their imagined selves. These learning
experiences include a range of immediate factors, such as teachers, classmates, and the
learning environment. The analysis of the interview data will provide further exploration of
the L2 learning experience in terms of the influence of significant others, enjoyment and

effort to learn, and how these three matters impact on students’ motivation.
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4.5 Research Question 2: How do Students’ Ideal L2 Self, Ought-to L2 Self and L2 Learning

Experience Relate to One Another in this Particular Context?

In order to answer research question 2, a correlation analysis was carried out. Before
presenting the results of the correlation analysis, however, it is necessary to address the
assumptions of correlation, as a correlation analysis is only worth discussing if the variables
are reliable and valid (Woodrow 2014). Three main assumptions are addressed before the
correlation analysis proceeds: normality, linearity and independence of means. For
normality, as has been discussed in Assessing Normality, the data can be regarded as
normally distributed. Linearity in correlation means scores between two variables are in a
linear relationship with each other (Woodrow 2014). The linearity in this analysis was tested
by using scatterplots (Pallant 2016; Woodrow 2014). Based on the observations of the
scatterplots between the Ideal L2 Self and the Ought-to L2 Self subscales, the Ideal L2 Self
and the L2 Learning Experience subscales, and the Ought-to L2 Self and the L2 Learning
Experience subscales, roughly straight lines were noticed. Thus, it can be said that these
three variables: the Ideal L2 Self, the Ought-to L2 Self, and the L2 Learning Experience, are
related linearly. The third issue is concerned with independence of means. Independence of
means in correlation refers to the answers to the questionnaire items from one person not
influencing the answers of another (Pallant 2016; Woodrow 2014). As the questionnaires
were completed independently by students, there was no influence of scores from one
student on any other. Having considered these three issues, the data meets the

assumptions for a Pearson correlation analysis, the results of which are presented below.

Table 4.6, 4.7, 4.8 and 4.9 illustrate correlations between the Ideal L2 Self and the Ought-to
L2 Self subscales, the Ideal L2 Self and the L2 Learning Experience subscales, and the Ought-
to L2 Self and the L2 Learning Experience subscales in relation to students as a whole,

gender, academic program and demographic background.
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4.5.1 Correlation between the Three Constructs of the L2 Motivational Self System for all

Students

Table 4.6 Correlations between the Ideal L2 Self, the Ought-to L2 Self and the L2 Learning

Experience for all students

Ideal L2 Self Ideal L2 Self Ought-to L2 Self
+ + +
Ought-to L2 L2 Learning L2 Learning
Self Experience Experience
Students (N=109) 373%* .541%* 371%*

* p <.05 (2-tailed) ** p < .01 (2-tailed)

A brief glance at the correlations in Table 4.6 demonstrates two distinct features; that is, all
the figures are positive and significant. In a correlation analysis, being positive suggests that
the relationship between two variables in one pair is associated with the same direction. For
example, in this study, high agreement on the Ideal L2 Self subscale can predict high
agreement on the Ought-to L2 Self subscale, and the same principal applies to the other two
pairs. The second feature is that, statistically, the figures in Table 4.6 are significant.
Significance is an essential concept in statistics, and the degree of significance can be
measured by a p value, which refers to the probability that the result is due to chance rather

than being true.

Although the subscales were shown to be pairwise positively correlated, the strengths of
the correlations are different, which is evident in the different r values in Table 4.6. In
statistics, r values are used to determine the size of correlations between two variables,
which can range from 0 to 1. An r value from .10 to .29 indicates a small correlation,

from .30 to .49 a medium correlation, and from .50 to 1.0 a large correlation (Cohen 1988).
Following these guidelines, we can say that there is a large correlation between the Ideal L2
Self and the L2 Learning Experience subscales (r=.541), suggesting quite a strong
relationship between the ideal L2 self and the L2 learning experience. By comparison, the
size of correlation between the Ought-to L2 Self and the L2 Learning Experience subscales is
smaller, this time r=.371, which is a weaker relationship than between the Ideal L2 Self and

the L2 Learning Experience subscales. For the correlation between the Ideal L2 Self and the
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Ought-to L2 Self subscales, the r value was .373, indicating a medium relationship between

the Ideal L2 Self and the Ought-to L2 Self subscales.

4.5.2 Correlation between the Three Constructs of the L2 Motivational Self System based

on Gender

Table 4.7 Correlations between the Ideal L2 Self, the Ought-to L2 Self and the L2 Learning

Experience on the basis of gender

Ideal L2 Self Ideal L2 Self Ought-to L2 Self
+ + +
Ought-to L2 L2 Learning L2 Learning
Self Experience Experience
Gender
Male (n=51) 400** .552%* .169
Female (n=58) .320** .549** .535%*

* p <.05 (2-tailed) ** p < .01 (2-tailed)

From Table 4.7, we can see that for both male and female students correlated relationships
existed between the Ideal L2 Self and the Ought-to L2 Self subscales, and between the Ideal
L2 Self and the L2 Learning Experience subscales. Both genders also showed a correlation
between the Ideal L2 Self and the L2 Learning Experience subscales which was stronger than
the correlation between the Ideal L2 Self and the Ought-to L2 Self subscales. Although the
correlation scores for male students in these two relationships seemed stronger than those
for the female students, online calculations for significance of the difference between r
values (Pallant 2016) showed that there were no significant differences in the strength of
the correlation between the Ideal L2 Self and the Ought-to L2 Self subscales, and the
correlation between the Ideal L2 Self and the L2 Learning Experience subscales for males
and females. The only difference that divided the male and the female students was in the
correlation between the Ought-to L2 Self and the L2 Learning Experience subscales. While
the male students’ correlation between the Ought-to L2 Self and the L2 Learning Experience

subscales at r=".169 did not reach a significant level, for the female students there was a

78



relationship between the Ought-to L2 Self and the L2 Learning Experience subscales, and

also this relationship was found to be strong (r=.535, p<.01).

4.5.3 Correlation between the Three Constructs of the L2 Motivational Self System based

on Academic Program

Table 4.8 Correlations between the Ideal L2 Self, the Ought-to L2 Self and the L2 Learning

Experience on the basis of academic program

Ideal L2 Self Ideal L2 Self Ought-to L2 Self
+ + +
Ought-to L2 L2 Learning L2 Learning
Self Experience Experience
Academic Program
Out-plan (n=44) A468** .512%* 546%*
In-plan (n=65) 292%* .628** .258*

* p <.05 (2-tailed) ** p < .01 (2-tailed)

Students’ differences in correlations between the Ideal L2 Self, the Ought-to L2 Self and the
L2 Learning Experience subscales in relation to the students’ academic program are shown
in Table 4.8. A brief glance at the data shows that all the correlations were significant,
indicating that correlations existed for both Out-plan and In-plan students between the

Ideal L2 Self, the Ought-to L2 Self and the L2 Learning Experience subscales. The strengths of
these correlations, however, were different between the Out-plan students and the In-plan
students. From Table 4.8, we can see that, for both Out-plan and In-plan students, there was
a strong relationship between the Ideal L2 Self and the L2 Learning Experience subscales,
and for the In-plan students this was even stronger than for the Out-plan students on this
aspect. The In-plan students, however, showed lower relationships both for the Ideal L2 Self
and the Ought-to L2 Self subscales, and for the Ought-to L2 Self and the L2 Learning
Experience subscales than the Out-plan students. In order to examine if these differences
were big enough to be considered significant between these two groups, online calculations
for significance of the difference between r values were used (Pallant 2016). The results

showed two different conclusions: on one hand, there were no statistically significant
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differences in the strength of the correlations between the Ideal L2 Self and the L2 Learning
Experience subscales, and the Ideal L2 Self and the Ought-to L2 Self subscales for Out-plan
and In-plan students; however, there was a statistically significant difference in the strength
of the correlation between the Ought-to L2 Self and the L2 Learning Experience subscales
for the Out-plan and In-plan students, indicating that, for the Out-plan students, there was a
greater relationship between the Ought-to L2 Self and the L2 Learning Experience subscales

than for the In-plan students.

4.5.4 Correlation between the Three Constructs of the L2 Motivational Self System based

on Demographic Background

Table 4.9 Correlations between the Ideal L2 Self, the Ought-to L2 Self and the L2 Learning

Experience on the basis of demographic background

Ideal L2 Self Ideal L2 Self Ought-to L2 Self
+ + +
Ought-to L2 L2 Learning L2 Learning
Self Experience Experience
Demographic Background
Metropolitan (n=52) .285%* A67** A23%*
Regional (n=57) A419%* .584** .245

* p <.05 (2-tailed) ** p < .01 (2-tailed)

In the last category, demographic background, differences were compared (see Table 4.9).
As shown in Table 4.9, for students from metropolitan areas, correlations existed between
the Ideal L2 Self, the Ought-to L2 Self and the L2 Learning Experience subscales as all the
figures reached the significant level. In terms of the strength of these relationships, the
metropolitan students showed medium correlations both for the relationship between the
Ideal L2 Self and the L2 Learning Experience subscales (r=.467), and between the Ought-to
L2 Self and the L2 Learning Experience subscales (r=.423). There was a small correlation for
the relationship between the Ideal L2 Self and the Ought-to L2 Self subscales, which was
r=.285. For the students from the regional areas, relationships between the Ideal L2 Self, the

Ought-to L2 Self and the L2 Learning Experience subscales varied. There was a large
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significant correlation (r=.584, p<.01) between the Ideal L2 Self and the L2 Learning
Experience subscales, a medium significant correlation (r=.419, p<.01) between the Ideal L2
Self and the Ought-to L2 Self subscales, and no correlation between the Ought-to L2 Self
and the L2 Learning Experience subscales as, in this latter case, the r value did not reach the
significant level. In order to find out if the differences in strength of correlations were big
enough to be considered significant for the metropolitan and the regional students both in
the Ideal L2 Self and the L2 Learning Experience subscales, and in the Ideal L2 Self and the
Ought-to L2 Self subscales, online calculations for significance of the difference between r
values were run (Pallant 2016). The results showed there were no statistically significant
differences in the strength of the correlations between the Ideal L2 Self and the L2 Learning
Experience subscales, and the Ideal L2 Self and the Ought-to L2 Self subscales for the

metropolitan and regional students.

4.6 A Brief Summary of the Quantitative Findings

The examination of the nature of students’ ideal L2 selves, ought-to L2 selves and L2
learning experience, based on analysis of the results for their corresponding subscales,
demonstrated three features: first, students held positive attitudes towards the three
components of the L2 Motivational Self System as supported by the positive mean scores in
the students’ responses. This positiveness, however, did not hide the fact that students
were most attracted by the ideal L2 self, less by the L2 learning experience, and least by the
ought-to L2 self. Second, it showed that both the ideal L2 self and the ought-to L2 self are
multifaceted in nature, being able to represent a cluster of images under one broad concept.
These images, however, are not equal in motivational attraction. While the ideal L2 self
depends on the proximity and relatedness of these images to the students’ current learning
situation, with the ought-to L2 self, pressure coming from study-related matters is higher
than pressure from significant others. The third feature is that students’ more consistent
responses to the items in the L2 Learning Experience subscales illustrated that this focuses
on students’ immediate learning environment rather than the more abstract concepts asked

about in the Ideal L2 Self and Ought-to L2 Self subscales.
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The correlational analysis of the relationship between the Ideal L2 Self, the Ought-to L2 Self
and the L2 Learning Experience subscales presented two main findings. First, the results
showed that positive pairwise correlations were seen between these three components in
the current study. There was a strong correlation between the Ideal L2 Self and the L2
Learning Experience subscales, and the correlations between the Ideal L2 Self and the
Ought-to L2 Self subscales, and between the Ought-to L2 Self and L2 Learning Experience
subscales were medium. Second, in terms of differences based on gender, demographic
background, and academic program, there were no differences apart from the relationship
between the Ought-to L2 Self and the L2 Learning Experience subscales. In this relationship,
no correlation was seen for the male students. However, there was a strong significant
correlation for the female students. Also, no correlation was found for the regional students
between the Ought-to L2 Self and the L2 Learning Experience subscales, but a medium
correlation was shown for metropolitan students. For the academic program, the
relationship between the Ought-to L2 Self and the L2 Learning Experience subscales was

found to be stronger for the Out-plan students than for the In-plan students.

The above brief summary serves as a linking section between the quantitative findings and
the discussion of the findings in that it summarises the key results from the questionnaire

data and leads to the next section of the chapter, Discussion of the Quantitative Findings.

4.7 Discussion of the Quantitative Findings

This section provides a discussion of the quantitative findings of the study in relation to
previous research on the topic. The discussion of the findings is in the same sequence as the
research questions. The first of the questions relates to the nature of the students’ ideal L2
selves, ought-to L2 selves and the L2 learning experience. This is followed by a discussion of

interrelationships between the constructs of the L2 Motivational Self System.
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4.7.1 The Nature of the Students’ Ideal L2 Self, Ought-to L2 Self, and the L2 Learning

Experience

In general, the Chinese students in this study demonstrated favourable dispositions towards
learning English, which is in line with the findings from a large-scale stratified survey by You
and Dornyei (2014), which examined the motivation for learning English of over 10,000
students in Chinese secondary schools and universities. It needs to be remembered,
however, that You and Dornyei’s (2014) study examined the motivation of both secondary
school students (who have fewer study choices than university students) and university
students, whereas the current study only examines university students. Notwithstanding,
this result confirms, in broad terms, the validity of the L2 Motivational Self System in the
Chinese EAP context, generating disposition patterns that are generally compatible with
those found in studies carried out in other countries employing similar research methods
and the same theoretical framework, such as Japan and Iran (Taguchi, Magid & Papi 2009),
Hungary (Csizér & Kormos 2009), Indonesia (Lamb 2012), Pakistan (Islam, Lamb & Chambers
2013), Germany (Busse 2013), Sweden (Henry 2009), and Spain (Brady 2019; Doiz &
Lasagabaster 2018). The general dispositions found in the current study, however, do not
support the view of Yu, Brown and Stephens (2018) that the L2 Motivational Self System is
not suitable for the Chinese educational context. Indeed, the findings of this study support
You and Dornyei’s (2014) argument that the L2 Motivational Self System “appear(s] to offer
a framework that seem(s] no less relevant and useable in China than in the other learning

environments in which it has been successfully applied in the past” (p. 22).

To be more specific, in terms of the three constructs of the system, the study showed the
Chinese students were most attracted to the ideal L2 self, followed by the L2 learning
experience, with the ought-to L2 self only occupying third place. This finding is not exclusive
to this study. Other studies (e.g. Al-Hoorie (2018); Li (2014); You, Doérnyei & Csizér (2016);
You & Dornyei (2014)) also show this trend. The fundamental difference between the ideal
L2 self and the ought-to L2 self lies in the source of the imagination: while the ideal L2 self is
constructed within the learner, the ought-to L2 self is imported from significant others in
the learner’s environment. Thus, the ought-to L2 self is less internalised than its ideal
counterpart (Al-Hoorie 2018; Dérnyei 2009b; You, Dornyei & Csizér 2016). In an analysis of

this difference, Dornyei and Chan (2013) conclude:
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There is, thus, a tentative conclusion emerging from the existing body of
research that, while externally sourced self-images (i.e., the images that are
usually categorized under the rubric of the ought-to self) do play a role in
shaping the learners’ motivational mindset, in many language contexts they lack
the energizing force to make a difference in actual motivated leaner behaviours

by themselves. (p. 454)

Related to this conclusion, existing empirical studies show a disproportional favour
towards the ideal L2 self over the ought-to L2 self, although one might argue that
some ideal L2 self images will also be externally sourced. Most of these previous
studies have revealed links between the ideal L2 self and students’ motivated
behaviour reached a significant level statistically, while the ought-to L2 self did not.
For example, Dornyei and Chan (2013) reported that the vision of one’s idealised
person is a valid and potent motivator for Chinese learners of English. It is not the
intention of this study to look for a cause-effect relationship between the L2
Motivational Self System and Chinese students’ motivation. The overall mean scores
from the quantitative analysis, however, demonstrate that the concept of the ideal L2
self is, indeed, more appealing than that of the ought-to L2 self to the Chinese
students in this study. The benefit of generating an overall mean score from a number
of items to compare students’ attitudes towards these two selves is that it provides an
overarching statement for showing students’ dispositions. This commonly employed
practice in L2 motivation research, however, pays little attention to the details of each
item. As revealed in this study, images of the ideal L2 self can be divided into core,
medium and remote in terms of motivational attraction, and some of the images from
the concept of the ought-to L2 self are rated more highly than that of the ideal L2 self.
Based on this finding, it is assumed that both the ideal L2 self and the ought-to L2 self
have a multifaceted and temporal nature, something which is also suggested by You
and Dornyei (2014). Due to this multifaceted and temporal nature, it cannot be
ascertained whether the ideal L2 self has a greater motivational attraction than that of
the ought-to L2 self; something that has been supported by a few recent studies. For
example, in the Spanish learning context where there is currently high youth

unemployment, and where knowledge of English is regarded as a gatekeeper to
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potential employment and progress, the combination of students’ feared and ought-to
L2 selves appears to dominate their future L2 visions (Doiz & Lasagabaster 2018;
Mackay 2019). This is something that will be further explored in the next chapter, in

which the qualitative findings of the study will be discussed.

With regard to the ought-to L2 self, as mentioned above, although it has attracted less
attention than the ideal L2 self in the research literature and received the lowest overall
mean score in the current study, some aspects of it are worth mentioning. The findings
show that while the scores for the instrument-prevention statements (i.e. the desire to
avoid failure in academic performance) are high, the level of significant others’ expectations
(i.e. parents and relatives) moves into the negative domain. This contrast is not in line with
the common stereotype that Chinese students are less individualistic and more societally
determined (You & Dornyei 2014). Building on this argument, the Chinese Imperative (Chen,
Warden & Chang 2005) mentioned earlier is relevant. This motive represents a specific
Chinese factor which originates from the traditional Chinese striving for personal
advancement and family welfare through success in exams. In this sense, the motive of the
Chinese Imperative not only concerns the fear of educational failure, but is also seen as “ a
highly internalized aspect of the Chinese achievement related mindset, equating value with
exam success, further enforced by societal, educational, and family expectations” (You &
Dérnyei 2014, p. 20). In You and Dérnyei’s (2014) view, the Chinese Imperative consists of
two components: instrumentality prevention and expectations from significant others. This
view echoes Teimouri’s (2017) argument that the Ought-to L2 Self in the L2 Motivational
Self System could be better understood from the perspectives of “own” and “others”,
representing personal and social aspects of learners’ future L2 self respectively. The
inclusion of the “own” and “others” perspectives, according to Teimouri (2017), would
better represent a continuum of learners’ motives whose motivational effects could be
investigated based on the level of internalization, through this theoretical reasoning,
investigating the dynamic relationships between learners’ ideal and ought-to L2 selves. To
examine the own and others perspectives, or the personal and social aspects of the Chinese
Imperative, the results from this study have demonstrated that the desire to avoid academic
failure is indeed a powerful attraction. This result is also related to the Chinese concept of

losing face discussed by Magid (2009) as one of the motivational factors for Chinese
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students. The other component, pressure and expectations from parents and the society,
however, does not support such a claim. This twofold nature of the ought-to L2 self is

similar to the findings of You and Dornyei (2014). They concluded:

We did not find a unique ‘Chinese Imperative’ factor that was conceptually
different from Western notions of extrinsic motivation linked to the fear of
academic failure: in our study, the only powerful aspect of this dimension was
Instrumental-Prevention, with societal and peer expectations only playing a

small to moderate part. (p. 22)

Thus, the findings from this study confirm the importance of fears of failing in academic
performance as a powerful motivational factor, but there is little endorsement for the
second component of the Chinese Imperative assumption. Although the findings from this
study and You and Dérnyei (2014) do not support the argument that the second component
of the Chinese Imperative assumption - parental and societal pressures and expectations — is
a powerful motivator, interestingly enough, Doiz and Lasagabaster’s (2018) study shows
that much of the students’ interactions with English is based on their parents’ proactive
decisions and actions, and the current Spanish social situation and learning setting. This
contrast raises the question of whether parental and societal pressures and expectations
are culturally specific, as in the stereotyped view of Chinese learners, or if they are learning-
context specific. This disparity will also be further examined in the discussion of the
qualitative data where examples of Chinese moral imperatives which urge people to strive

to succeed are provided.

In comparison with the Ideal and Ought-to L2 Self subscales, the results from the L2
Learning Experience subscale showed less variation among the scores. This finding suggests
that this component is more tangible than the abstract images, based on the future self-
guides because it is associated with the direct impact of the students’ learning environment,
in particular, the students’ classroom learning situation (Dérnyei 2009b). Although the L2
learning experience is concerned with tangible learning environments and experiences, and
some language learners’ initial motivation to learn a language comes from successful
engagement with the actual language learning process rather than internally or externally
generated self images, the L2 learning experience is the least researched component of the

L2 Motivational Self System (Brady 2019; Dérnyei 2019b; Henry & Thorsen 2018a), which
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makes more difficult to make a comparison between the findings of the study and those of
previous research in this aspect of the study. There are few studies that have examined this
component; however, researchers have now tried to set up a cause-effect relationship
between the L2 learning experience and learning achievement (Al-Hoorie 2018). This
examination of this relationship has been called into question, however, as little theoretical
analysis is available to explain why this association should be causal (Ushioda 2011).
Recently this weakness has been realised and studies such as Doiz and Lasagabaster (2018),
and Henry and Thorsen (2018a, 2018b) have started applying a qualitative orientation to
look at the relationship between students’ L2 learning experience and their motivation.
Responding to this, the interview data from this study will explore this relationship in more

detail.

4.7.2 Interrelationships among the Constructs of the L2 Motivational Self System

The results from the correlation analysis show that relationships existed between each of
the constructs of the L2 Motivational Self System. Among these three pairs of relationships,
the Ideal L2 Self and the L2 Learning Experience subscales had a statistically significant
strong positive correlation regardless of gender, academic program, or demographic
background. That is, both the Ideal L2 Self and the L2 Learning Experience subscales moved
in the same direction. However, the directional movement between the Ideal L2 Self and
the L2 Learning Experience subscales was not clear. Some studies (e.g. Papi (2010); Taguchi
(2013)) suggest a directional link from the Ideal L2 Self to the L2 Learning Experience
subscales, while in others (e.g. Csizér & Kormos (2009); Kormos, Kiddle & Csizér (2011)), this
direction was reversed. According to You, Doérnyei and Csizér (2016), the reason for these
mixed interpretations lies in the dual nature of the underlying relationship. On the one hand,
a time sequence development logic suggests a L2 learning experience - ideal L2 self
direction because the L2 learning experience concerns immediate current learning
experiences, which then will have impacts on the future self-image. On the other hand,
Dérnyei, Ibrahim and Muir (2015) argue that within vision-governed behavioural chains, the
positive emotionality related to the future self-image is projected backward onto the

constituent learning tasks and processes which are involved in the chain. In their words:
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As a consequence of this radiated positive disposition, activities that a person
previously considered boring or tedious can suddenly become pleasant and
enjoyable ... because they are perceived as being conducive to the accomplishment of

the higher purpose. (p. 101)

Therefore, the positive emotionality generated by the ideal L2 self can direct students’
attitudes towards the L2 learning experience. Following this logic, an ideal L2 self - L2
learning experience direction is proposed by Dornyei, Ibrahim and Muir (2015). A two-way
directional view, however, is assumed from the current study due to the dual nature of the
underlying relationship of these constructs of the L2 Motivational Self System. This
assumption will be further investigated in the discussion of the qualitative analysis in the

next chapter of this thesis.

Another pair of relationships, that of the Ideal L2 Self and the Ought-to L2 Self subscales,
also warrants attention as Dornyei and Ushioda (2009) raise an issue with regard to this
relationship. At the heart of this issue is the question of the internalisation of external
influences, which is a key concern of Deci and Ryan’s (1985) self-determination theory.
Relating this theory with the nature of the self-concept, Noels (2009) assumes that “as
language learning and use become increasingly integrated within a person’s sense of self,
one might increasingly feel a sense of belonging to that ethnolinguistic community” (p. 304).
Building on this assumption, Dérnyei and Ushioda (2009) argue that because, inherently,
human beings are social products, all their self-images are initially socially grounded. Given
this significant role of the social involvement, they highlight a future research question to
examine: at what point in the internalisation process can a learner claim ownership of the
desired possible self as their L2 ideal self rather than the L2 ought-to self. Although the
correlational result of this pair of relationships was not able to provide a direct answer to
this question, it showed a medium link between the Ideal L2 Self and the Ought-to L2 Self
subscales regardless of gender, academic program, or demographic background. This result
confirms that, indeed, there is a relationship between these two selves, but that this
relationship is not very strong. This situation can find its explanation in Kim’s (2009b) study.
In Kim’s (2009b) view, L2 development originates from intermental functioning between the
L2 learner and other L2 users, and through L2 interactions the external social dimension is

gradually and creatively internalised, or taken up, by the learner. The degree of
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internalisation between the ideal L2 self and the ought-to L2 self depends on how far the
learners internalise the external social dimension. If an L2 learner genuinely has high wishes
to use the L2 for job or academic advancement, this instrumental disposition becomes
closely related to the learner’s vocational or academic identity, leading to an ideal future
image of him/herself. In this case, based on Dornyei’s (2009b) model of the ideal L2 self, the
instrumentality is internalised into the L2 learner and reflects a promotion-focused self-
image. Since the instrumentality is internalised, it is reasonable for the learner to have
personalised and contextualised reasons to learn the L2. These reasons, often, are described
in detail as learning goals which can be specific and solid. If the internalisation happens
partially, however, it would say that the instrumentality is more associated with the
prevention side of external obligation. In this case, the L2 learner attributes less of a
personal rationale and meaning to the L2 learning. They may want to learn the L2 because
parents, teachers, friends, the education system, and the media emphasise the importance
of the L2. Viewed in these ways, the less internalised instrumentality is prevention-focused,
which is correlated to Dérnyei’s (2009b) model of the ought-to L2 self. This explanation of
the relationship between the ideal L2 self and the ought-to L2 self is supported by the
results of this study. As with the other assumptions which have been discussed, however,

this relationship needs further exploration in the qualitative data.

The last relationship, between the Ought-to L2 Self and the L2 Learning Experience
subscales, received a medium correlation, which is similar to that between the Ideal L2 Self
and the Ought-to L2 Self subscales. Although there was this similarity, this pair of
relationships attracts the least attention in the literature. The reasons behind that might
relate to the findings obtained from this study, as it was the only pair of relationships which
saw differences in terms of gender, demographic background, and academic program. For
gender, the results showed that while there is a strong correlation between the Ought-to L2
Self and the L2 Learning Experience subscales for the female students, this correlation did
not exist for the male students. Along with this significant vs. not significant division, the
results also demonstrate that a medium correlation existed for the metropolitan students
but not for the regional students. With regard to academic programs, the difference
between the Out-plan and In-plan students did not fall into a strong division. While there

was a strong correlation for the Out-plan students, the correlation was small for the In-plan
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students. The inconsistency of these results may be one of the reasons why there are no

studies so far which examine this pair of relationships.

The correlation analysis and discussion presented above demonstrate that
interrelationships exist between the three components of the L2 Motivational Self System.
This analysis and discussion foreshadow at least three issues which need to be further
addressed in the qualitative analysis and discussion. As mentioned above, they are: (a) the
directional movement between the ideal L2 self and the L2 learning experience; (b)
internalisation of the ought-to L2 self into the ideal L2 self and (c) evidence of the
relationship between the ought-to L2 self and the L2 learning experience. These
interrelationships have been viewed in more recent research (e.g. You, Dérnyei & Csizér
(2016)) as being reflective of the dynamic nature of these constructs. As questionnaires are
usually ill-suited to explore a dynamic nature of this kind, this will be further explored in the

discussion of the qualitative data in Chapter 5 and Chapter 6 which follow.

4.8 From the Quantitative to the Qualitative Data

Apart from the above mentioned assumptions and issues which deserve further exploration
in the qualitative data, other findings from Li (2014) and Zhang (2016) were not covered in
the statistical analysis in this study, but point to directions to be explored in the discussion
of the qualitative analysis. First, since motivational differences were seen to exist between
ESL and EFL settings, this suggests that learning contexts have an influence on motivation,
and that motivation is a situated phenomenon. Second, both Li’s (2014) and Zhang’s (2016)
studies reported that, among the three constructs of the L2 Self Motivational Self System,
the L2 learning experience was the most important element in determining students’
English learning effort, indicating that immediate learning experiences play an important
role in motivating students. Therefore, in the EFL setting in particular, relationships in the
classroom needs special attention, including teacher-student and student-student
relationships. Further to this, both Li’s (2014) and Zhang’s (2016) studies pointed out the
interrelationship between the L2 learning experience and the ideal L2 self, which
corresponds to the previous discussion of the correlation between the Ideal L2 Self and the

L2 Learning Experience subscales revealed in this study. Li (2014) and Zhang (2016) argued
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that the ideal L2 self is mainly mediated by the L2 learning experience. That is, instead of
viewing the motivational power of the ideal L2 self automatically, it needs to be activated in
a suitable learning situation and maintained by constant learning engagement, assumed in
the current study to be bi-directional. Thus, if the ideal L2 self were visualised as merely a
static desired end-state with no actional strategies, it would evoke no significant
behavioural outcomes. Last but not least, another perspective to examine is the non-static
and temporal nature of the ideal and ought-to L2 selves, including the ideas that they may
have several subcomponents, or different forms, and the negative self-perception of the

ideal L2 self.

4.9 Chapter Summary

This chapter has discussed the findings of the quantitative data in relation to previous
research on motivation. In particular, it has discussed findings on the nature of the students’
ideal L2 self, ought-to L2 self and the L2 learning experience, and relationships between
these constructs of the L2 Motivational Self System. The chapter has also pointed to matters
discussed in the research literature that the quantitative data did not reveal. These matters
will be taken up in the following chapters, which discuss the findings of the qualitative
component of the study in relation to previous research into second language learners’

motivation to learn English.
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Chapter 5: Qualitative Findings

5.1 Chapter Overview

This chapter presents the findings from the interviews with the four focal students: Amanda,
William, Zack, and Crystal. Each focal student is reported as a separate case. The reporting
order of each case is organised in the following sequence: First, background information for
each case is provided. Then, the nature of the ideal L2 self, the ought-to L2 self and the L2
learning experience is focussed on for each case, followed by the students’ motivation for
studying the EAP courses. The presentation in this order reflects the sequential nature of
the mixed methods design employed in the study, in that focal students’ answers to the
guestionnaire are used as the starting point for the interviews, so as to provide more in-
depth insights into their motivations. A summary of each case is provided at the end of each
section. This chapter ends with a conclusion which leads to Chapter 6, Discussion of the

Qualitative Findings.
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Case 1: Amanda

C.1.1 Background Information on Amanda

As mentioned in Chapter 3, Amanda was a quiet learner in the classroom, and achieved an

average academic performance. More detailed information on her is provided below.

Amanda is a 20-year-old female student studying in the In-plan program. Her major is
International Economy and Trading. At the time we had the interview, she was a first year
student, and had been studying in her program for six months. Amanda was from a regional
area in North China. Both of her parents held professional jobs, which paid well enough for
her to have gained overseas travelling experience before | met her. During the interview,
Amanda was very talkative. By contrast, however, she was very quiet in class, sitting by

herself, having little interaction with other students.

In her questionnaire, Amanda responded with a mean score of 5.5 in the statements related
to the Ideal L2 Self subscale, 5.83 in the Ought-to L2 Self subscale, and 5.5 in the L2 Learning
Experience subscale. The differences between these scores were small; it can be said that
Amanda was similarly motivated to study academic English based on her scores in relation
to the three subscales. These scores are not in line with the results from the whole surveyed
cohort, however, for whom the ideal L2 self was the most important motivation to study
academic English, followed by the L2 learning experience, and then the ought-to L2 self.
According to this comparison, in this sense, Amanda can be seen as something of an outlier
within the whole student cohort. Her interview helped me to understand the way she
responded, and revealed more about the nature of her ideal L2 self, ought-to L2 self, and L2

learning experience, and their motivational roles in her studying academic English.
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C.1.2 Amanda’s Ideal L2 Self
C.1.2.1 The Nature of Amanda’s Ideal L2 Self

Table 5.1 shows Amanda’s responses in relation to the Ideal L2 Self subscale. Her scores
were all in positive territory, but the degree of agreement was not consistent across the six
items. For example, while she rated strongly agree (6) for items 1 to 4, she responded agree
(4) for item 5, and slightly agree (5) for item 6, leading to an average score of 5.5 in her Ideal
L2 Self subscale. This score was between agree (5) and strongly agree (6), suggesting that
the concept of ideal L2 self was relevant to Amanda. Her words from her interview illustrate

this point:

BARE—MRLHENTEZ, BRRETE. REESRMWENRAEML, K
REM XM EE, XMERREI, —EASBERBCEFEI.

[Although | am a girl who is very quiet, | like dreaming, and have many dreams. |
always dream about myself in the future, such as a future scenario “in the future, if |
was her, | could ...”. | am heavily drawn to these feelings and such feelings always

motivate me to learn.]

Apart from supporting her view that the ideal L2 self was relevant to her, more importantly,
this quote reveals that Amanda linked her ideal L2 self to her personal characteristics, which
would not be noticed by looking at her scores alone. Also, this quote shows the way
Amanda’s ideal L2 self motivated her to learn which, equally, would not be discovered by
only looking at her participation in classroom activities. The details of the nature of her ideal

L2 self and its role in her motivation are further discussed in the paragraphs that follow.
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Table 5.1 Amanda’s scores in the Ideal L2 Self subscale

Iltem Amanda

(AE=Academic English)

Ideal L2 Self 5.5
1 Learning AE is important to me 6
because | need it for my current
study
2 Learning AE is important to me 6
because | need it to pass my
exams
3 Learning AE is important to me 6

because | would like to do further
studies in English

4 | can imagine myself being able 6
to use AE skillfully in the future

51 can imagine myself as a 4
legitimate member of an AE
community in the future

6 | can imagine myself using AE as 5
if | were a native speaker of
English

At the time of the interview, during the second semester of her first year, Amanda created
her ideal L2 self based on her current perceived English proficiency, and her past experience
of using English when she travelled overseas. In relation to her current perceived English
proficiency, Amanda realised that there was a gap between her English and that of the
students from more developed parts of China. She understood that her disadvantages in
listening and speaking would be barriers for her current and future study success. Thus,
Amanda imagined she would be able to speak fluent English, understand lectures and
broadcasts, engage in meaningful discussion, and deliver good presentations. All these

aspects of her imagined ideal L2 self are closely related to the current deficits in her
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academic English. Her past experiences of using English when she travelled overseas (to
Korea and Thailand) were viewed as critical incidents by her, and provided Amanda with an
opportunity to have a taste of the importance of English for international communication. In
the interview, Amanda told me how embarrassed she felt when she had communication
breakdowns with local people when using English to communicate due to her poor listening
and speaking skills. This experience provided a starting point for Amanda to imagine herself
becoming a fluent English speaker. These two examples demonstrate that the construction
of Amanda’s ideal L2 self is based on her personal needs in English, and her personal

experience with English rather than, using her words, X 5472 [a fabrication].

Amanda’s personal needs and experiences changed as she grew older and gained
knowledge of English. So did her ideal L2 self. This means that her ideal L2 self was not a
static concept. Rather it was developmental in nature, reflecting changes in both time and

situation. This characteristic of Amanda’s ideal L2 self was expressed in her interview:

BEERERIEK, REENA—F, (RIMREINA—F, ATt E IR E R

ot

[Along with the increase in your age, what you would like to get and what you realise

will change. Therefore, your expectation is getting higher and higher.]

This view demonstrates that Amanda understood that her ideal L2 self developed in a
continuous accumulating process over time. The further from her current situation, the
higher the goals for her ideal L2 self became. In this aspect, the images of Amanda’s ideal L2
self were constructed as responses to a series of potential, sequential events in her future.
These events are English examinations, employment, and her hope to live overseas as an
escape from living in China, with the success of each image as the foundation for the next.
For English examinations, as an academic English learner, her upcoming and future
examinations were extremely important for Amanda, and preparing for these examinations
had become a priority for her daily study routine. For her, an ideal L2 self in academic
English would be successfully passing the College English Test 4 (CET 4) and College English
Test 6 (CET 6), and gaining a score of 6.5 in the IELTS test. Being a successful examination
candidate had become an aspect of her ideal L2 self that she would like to pursue. Amanda’s

ideal L2 self also includes images related to future employment, and a way to escape from
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China. Amanda agreed that her ideal L2 self was not only related to English study, but also
to her perspective on future employment as she strongly believed having excellent
academic English skills would help her to find jobs more easily in the future. She said that
this job-related aspect of her ideal L2 self was very desirable, and she could easily imagine
herself wearing a work uniform, using English to make presentations in her specific field, or
writing beautifully in English. She also commented that this job-related aspect of her ideal
L2 self could make her more competitive, putting her ahead of other applicants if she were
given a job interview. Amanda also developed images of her escaping from China, as she
was concerned the job-related environment and personal development opportunities in
China could not match what she was learning at university, and what she was expecting
from her studies, which would in turn limit these opportunities. In relation to where she was
from (an underdeveloped part of China), she said she would not work in Chinese state-
owned companies, because there was little space there for personal development for her. In
Amanda’s view, going overseas was both her hope and solution to this problem. Thus, it was
not hard for Amanda to construct her ideal L2 self with perfect academic English while living

overseas to survive and adapt to her target future community.

So far, Amanda’s ideal L2 self represents optimistic images of herself in the future. This
positive dimension of her ideal L2 self, however, was complemented by a negative one. This
included images which contained fears. As with their positive counterparts, these negative
images were also related to three aspects for her, English examinations, future employment,
and escaping from China, and they were closely related to one another. For example,
Amanda feared that she could fail the College English Tests, and IELTS. These failures, she
said, meant she would lose out in job applications, become a loser in seeking employment in

the future, and even worse, she could not escape from China.

Based on the above findings, it can be seen that Amanda’s ideal L2 self includes both
positive and negative images of her future states. These states are related to her immediate
and more distant future. They were all important to her, regardless of whether they were
positive or negative, or distant from or close to her current situation. The following quote

from her interview demonstrates this:
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e Ara

HE—MEEHEREZHA, BARUERARWALEARE,
BRLEERF M mEREF —HIMEkNER, ARBEMICECERNMS
REEMA. XMBERSTL !

=i /l_l\

[l am a person who thinks a lot. | think about my future all the time. Although | know
some of this thinking is too far to reach, | cannot stop myself thinking. In my mind, |
always have a feeling which is similar to watching a movie. | feel | am part of the movie.

This feeling is fantastic!]

This view towards her future supports the argument that the concept of the ideal L2 self is
relevant to Amanda. Further, this quote reveals that Amanda’s ideal L2 self is related to her
personal characteristics. Therefore, it was easy for Amanda to imagine her ideal L2 self as

she used these images to motivate her to learn all the time.

In sum, Amanda’s responses provide insights into the nature of her ideal L2 self. First, the
interview shows that the ideal L2 self is a multifaceted concept which can incorporate a
cluster of images. Second, these images not only have positive dimensions, they also include
negative aspects. Third, Amanda’s ideal L2 self is not a static concept. Rather, it is
developmental in nature, reflecting developments over time and changes in her situation.
For example, at the time of the interview, Amanda provided three different types of ideal L2
self: the ideal L2 self at university, the ideal L2 self in employment, and the ideal L2 self
living overseas. Also, these three types of ideal L2 self were related to one another, in an
accumulating process of development. Fourth, Amanda’s ideal L2 self is strongly influenced
by her personal characteristics. Although her ideal L2 self was developmental in nature, all
her images had a similar strength in visibility, regardless of the distance from her current

situation. As she said:

BHXEOBNRENBSRER, TRIENEREE, BhknLRnee.
BE—MEPMA. RBLECAEFLERNE, RUAHEG—HES, 2ES)
FOEMY. BHREITZLTE, RNSTERNMIANRR, KLR

ULRENELT

:I

[l am very attracted to imagination. It does not matter how far they are from me

because they are my dreams. | am always chasing these dreams. | dream of being
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successful in my study, in my job and living overseas. Because | want to make these
dreams become realities, they always appear in my mind. They point out the direction

for me to work hard to make them become realities.]

This quote clearly illustrates the relationship between Amanda’s ideal L2 self and her

motivation to learn English, which is the focus in the following paragraphs.

C.1.2.2 Motivation and Amanda’s Ideal L2 Self

For Amanda, the relationship between her ideal L2 self and motivation is linear. That is, as
she said, where there was a dream, there was a motive to work hard. The conversion from

her ideal L2 self into motivation to learn academic English is illustrated in her explanation:

BRNRATUSMBECESZ NhFES, BASPASEEFNETE | NRBEH
CENFEIREABREBENIRMENRE, MRS N+E, RHEACELIAE
CRBRAET .

[Dreams can motivate you to learn because everyone wants a better life for
themselves in the future! When you think about if | work harder, | can have the life |
dream about, you will become highly motivated, propelling you to make these dreams

become realities.]

The motivational role of Amanda’s ideal L2 self, then, can be described in three ways: fE &
[gaps], B #x [goals], and &£ [hopes]. First, the ideal L2 self creates gaps between her
imagined end states and her current self, which Amanda worked hard to fill. Imagining
promising selves in the future, such as having improved her listening, and having become a
fluent English speaker, Amanda spent a lot of time practising listening and speaking. For
example, she listened to BBC radio, and watched English films when she had time to do this.
When watching English films, she turned off the subtitles on purpose, and tried hard to
understand and write down each individual word. Also she used applications on her mobile
phone to practise her listening. For speaking, she said, she took all the opportunities that
were available to her, such as talking to her foreign teachers, and going to the English

Corner on her university campus. Even after a long day studying and being exhausted, once
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she thought about being a fluent English speaker, Amanda felt motivated to continue to
participate in the English Corner, which provided a chance for her to interact with others in
English, and a chance for her to use English. Second, the ideal L2 self provides goals for her
English study. As Amanda stressed, studying without any goals was the worst possible
scenario, but the ideal L2 self set up goals for her, so she was able to know her study
destinations, and work out a strategic plan to reach her goals. An example used by Amanda
in the interview was passing the College English 6 (CET6) exam. Hoping to pass CET 6
successfully, Amanda had a plan to reach this goal, such as using past exam papers for
practise every day, memorising vocabulary, and doing grammar exercises required by CET 6.
This goal and plan regulated Amanda’s English study routine, and reminded her to work
hard to reach her daily target. Third, the ideal L2 self represents hopes. For Amanda,
escaping from China was her greatest motivation to study English. When living overseas,
Amanda said, English would be her communication tool, and if she did not study hard to

master it, this hope would be terminated, and her future would be destroyed.

The negative aspect of Amanda’s ideal L2 self, the fear of not achieving something in the
future, acted as a further prompt to motivate her to study academic English. This

motivational role is evident in Amanda’s interview:

F—RE82 B K MAY
REFHFFIR,

E=, BEEL

R, RAMRBZEFEOHNNFE, TS

[Each time | imagine the failure scenarios, | am frightened. Suddenly, | feel fully

confident and my motivation gets boosted. | feel | must study English hard today.]

This extract from Amanda’s interview demonstrates that the motivation to learn from the
imagined consequences of failing is as powerful as the motivation generated from the
positive images of Amanda’s ideal L2 self. Also, this motivation comes abruptly, without any

prediction. To Amanda, & . 2& [living in fears] was not a bad idea at all because these

fears were transformed into pressure for her to study harder.
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C.1.3 Amanda’s Ought-to L2 Self
C.1.3.1 The Nature of Amanda’s Ought-to L2 Self

Table 5.2 presents Amanda’s responses in her Ought-to L2 Self subscale, which were
relatively consistent across the six items. She rated strongly agree (6) for all the items apart
from item 3 in which she responded agree (5), leading to a mean score of 5.83 for her
Ought-to L2 Self. This mean suggested that the concept of ought-to L2 self was very relevant

to Amanda. Her words from her interview illustrate this:
e TMREEMNA, BREFIANEHEER, HiERFMNESEE,

[l am very sensitive. | care very much about how other people think about me, in

particular my classmates and my parents.]

This extract from Amanda’s interview provides a snapshot of the importance of her ought-to
L2 self to her. Particularly, she linked her personal characteristics and feelings with two
aspects of her ought-to L2 self in relation to her motivation. These two aspects are her

classmates and her parents, which are discussed in the paragraphs that follow.
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Table 5.2 Amanda’s scores in the Ought-to L2 Self subscale

Iltem Amanda

(AE=Academic English)

Ought-to L2 Self 5.83

11 have to study AE because | 6
don’t want to get bad marks in it

2 | have to study AE because | 6
want to get a good IELTS score

3 Studying AE is important to me 5
because if | don’t have knowledge

of AE, I'll be considered a weak

learner

4 Being successful in AE is 6
important to me so that | can
please my parents and relatives

5 Being successful in AE is 6
important to me so that | can
please my teacher

6 Being successful in AE is 6
important to me so that | can get
approval from my peers

C.1.3.2 Motivation and Amanda’s Ought-to L2 Self

For Amanda, the effect of her classmates on her was both negative and positive. From a
negative point of view, her classmates became the source of a sense of inferiority due to the
gaps between herself and the classmates in terms of proficiency in academic English. This
sense of inferiority, however, did not demotivate Amanda to learn. Rather, it became
transformed into positive pressure for Amanda to close this gap. During this transformation,
Amanda’s personal characteristics played an important role as she cared about how others
thought about her, and did not want to be labelled ‘a loser’. This transformation and its
motivation on Amanda are illustrated in her own words:
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NISkay R, BEAMEMESY, BCRFE—MBRR. ERIIELRER

L, RME—MRRNES . BRESE—MNENRES NN, B AIRERAM
B, XA REGAUEARBEAGTR, RMBEBAZBCHRNEIL.

[When [ first started my study here, | felt my English was far behind, which created a
sense of inferiority. However, | did not lose my confidence and believed that this sense
of inferiority could be transformed into positive pressure. Each pressure had its own
motivation because | wanted to live up to that level. | never felt ashamed when | had a

sense of inferiority. Rather | urged myself to change my situation.]

The motivation coming from this sense of inferiority was massive as Amanda studied very
hard to prove she could do as well as the other students. The above quote shows that
coming from a disadvantaged background was not necessarily a hurdle in terms of her
motivation. For Amanda, holding a positive attitude towards her future was the key to
changing this negative aspect into a positive motivation to study. This example also
demonstrates the relationship between Amanda’s ought-to L2 self and her ideal L2 self. That
is, the boundary between these two concepts was not a clear one for her. In turn, in
Amanda’s case, the motivation to learn was the combined effect of both her ought-to L2 self

and ideal L2 self.

The next aspect from the concept of the ought-to L2 self for Amanda is her parents. The
pressure from her parents motivated her all the time. In her interview, Amanda used the
expression KN:(>A93T BE [internal torture] to describe the degree of pressure from her
parents if she failed her study. She explained that this was because she was the only child
and her parents invested a lot in her education. Therefore, she felt responsible to live up to
her parents’ expectations. An example which illustrates this type of pressure from an
investment-responsibility relationship is that by the time of the interview, Amanda’s parents
had already started the financial preparations for her to go overseas. Therefore, Amanda
concluded, images of consequences of failures reminded her to work hard, and the

consequences of being unsuccessful were, by using Amanda’s words, AN o] 18 & 1§

[unimaginable].

To sum up, Amanda’s ought-to L2 self was an important concept to motivate her to learn. In

terms of the nature of her ought-to L2 self, the interview data shows that although the

103



ought-to L2 self is not a monolithic notion, when compared to her ideal L2 self, Amanda’s
ought-to L2 self is less diverse and related to two separate aspects, her classmates and her
parents. The motivational effects from these two aspects are less linear than those of her
ideal L2 self. That is, in Amanda’s case, negative factors, such as a sense of inferiority or
intense pressure from her parents did not lead to demotivation. They were, instead,
transformed into positive motivation. The elements which are responsible for these factors
not creating negative motivation derive from Amanda’s personal characteristics and her
sense of responsibility. Also, the motivation for Amanda to learn was a combination of her
ought-to L2 self and her ideal L2 self, which demonstrates the interrelationship between

these two notions in the L2 Motivational Self System.

C.1.4 Amanda’s L2 Learning Experience
C.1.4.1 The Nature of Amanda’s L2 Learning Experience

Table 5.3 shows Amanda’s responses in her L2 Learning Experience subscale. She rated
positively, either strongly agree (6) or agree (5), on all the items, leading to an average score
of 5.5 for her L2 Learning Experience subscale. This average score suggested that Amanda
had positive learning experiences in her English study. Amanda’s interview helps to provide
more insights into these positive learning experiences and their influence on her motivation

to learn English.
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Table 5.3 Amanda’s scores in the L2 Learning Experience subscale

Iltem Amanda

(AE=Academic English)

L2 Learning Experience 5.5
1 I like the atmosphere of my AE 6
class
2 | think time passes quickly while 5
studying AE
3 | find learning AE interesting 5
4 | have good teacher(s) to help 6
me with my AE
5 I have support from my 6

classmates for my AE

6 | expend a lot of effort in 5
learning AE
7 | find ways to practice my 5

English outside class

8 Overall, | think | am an active AE 6
learner

C.1.4.2 Motivation and Amanda’s L2 Learning Experience

In her interview, Amanda talked actively about her views on her English learning
experiences and their influences on her motivation. The first thing she mentioned is her
attitudes towards English. Amanda said she had liked English since she was young because
she understood English would be useful for her future success. Soon after she commenced
her study at university, her personal interest in English increased, which helped to create a

positive environment for her English learning. As she said:
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MNEI RN RRIE, AIERE LNFHER, BI0ELXIEIRIEXE
FITE, RERZMUE, BNFEIFRENNBE—FRES XXNENEIBR
PAN:REZE S

[l have liked English since | was young. Before | went to my primary school, my mother
had sent me to an English Interest Class to study English. Soon after | started here

(university), my interest in English increased, which helps me to learn.]

This quote demonstrates that the affective factor of Amanda’s positive attitude towards
English plays a key role in her English learning. When further asked why her interest in
English increased, Amanda listed three main attributors: the learning environment, her

English teachers, and successful learning moments.

First, the change in the learning environment from high school to university provided more
learning support and opportunities for English learning. In the interview, Amanda said the
most effective way to learn English was to immerse herself in a pure English learning
environment. The transition from high school to university was able to create this
environment for Amanda. Since she started her study at university, she had access to
different kinds of English learning environments. For example, she attended English lectures,
participated in the English Corner, read books, news and magazines in English, and for the
first time in her life, had native speaker English teachers. She said all these learning
experiences were new to her and helped to open her eyes to the world. Thus, she became

more attracted to English which, in turn, motivated her to learn more.

The second attributor was her current English teachers. In two aspects, Amanda’s current
teachers helped boost her interest and motivation in learning English. The first was their
teaching methods, and the second, the teachers’ work ethics. With regard to teaching
methods, Amanda said, compared with her English teachers at high school, her current
English teachers put a lot of effort into motivating students to engage in classroom activities.
For example, the teachers used creative learning activities in the classroom, such as learning
English with games, cooperative learning between classmates, integrating audio and video
into English learning, introducing competition in learning, and encouraging students to think
creatively. Amanda concluded that she benefited a lot from these learning methods and

really enjoyed the classroom learning atmosphere with her teachers. Therefore, she never
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skipped a single English lesson, and always came early and sat in the front row, even though
she didn’t interact with other students. In terms of the teachers’ work ethics, Amanda
mentioned that her current teachers cared about their students a lot. They always worked
overtime to mark students’ assignments and willingly sacrificed their personal time to offer
extra help to students. Also, her teachers set up one-on-one consultation times regularly
with students after class to talk about the progress of their study and the difficulties they
were faced with it. As a result, Amanda felt extremely touched by the work her teachers did

for students, and this motivated her to study hard to return the favour.

Based on the favourable learning environment and dedication of her teachers, Amanda had
experienced many successful learning moments. In turn, these moments further increased
her interest in English and motivated her to learn. Amanda used these words to illustrate

the motivational feeling she gained from these successful moments:

F3 ERRNRY], #SER—MEENXENES, IRTAECSRIEBT.

AERBCFEEZRZIMENR.

[Each successful learning moment gives me an unspeakable excitement and
motivation. | feel | do not waste my time today. And then | enjoy this pleasure

moment very much.]

Amanda mentioned, however, her learning journey did not always sail smoothly. Sometimes,
it hit rocks, she said. An example of this is her experience of using difficult reading materials
that were required by her teachers as extended reading homework. In her opinion, some of
the reading materials were too abstract to digest, despite spending an entire day on

learning something she could not understand. Amanda said this learning experience
discouraged her to continue because she started to question her own ability and her
confidence hit a low point. Due to this demotivating experience, Amanda switched off for
two days until she turned to her teachers for advice to regain confidence in her study. This
example demonstrates how Amanda’s learning experiences fluctuate during her learning
journey, as does her motivation to learn, reflecting this fluctuation. Her words illustrate the

fluctuating nature of her motivation:
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FIZPR—AMBEEANEE, FoBR. SRETINRERPZ+E, BIR
B2 RMER R RIRE AR BT IR D IRMETUN . A A& hrY
MRDHSILHRX SR, —PEERSILIORRTE., REES,

A1

[Learning experience is an up and down process. Sometimes you stay in the highs and
sometimes in the lows. When you are successful you are full of momentum, but when
you have difficulties you feel frustrated. So, the motivation of learning is difficult to
predict. Sometimes the teacher's little praise will make me cheerful, but a small

difficulty will make me discouraged. (motivation) is hard to control.]

Apart from showing the fluctuating nature of Amanda’s motivation from her learning
experiences, this quote also reveals that Amanda’s motivation is unpredictable, reactive to
particular situations, and uncontrollable. She described the movement of her motivation to

learn English as 2FJ& 1 g3 [ moving forward in a motivation-demotivation pattern]. That is:

BNZINNBE-NBNN-XBNN-FNNZHA—DELRP AL, R
ERE. BRI, HNFINEONNNERHNRAN, KT
FIMEHN, HBEFINENHERIAER.

[My learning motivation changes and moves in a motivated-demotivated-motivated
circle, responsive to the immediate learning environment. Overall, my learning
confidence and motivation increase over time. This increase is the result of my

learning experiences, pressure to study, and my future with English.]

This extract not only shows that Amanda’s motivation develops in a fluctuating trajectory in
a motivated-demotivated-motivated circle over time, but also demonstrates the combined
effect of her ought-to L2 self and her ideal L2 self on her motivation. That is, along the
learning journey, her motivation fluctuates as a response to her learning experiences. It is
her ought-to L2 self and her ideal L2 self that keep her afloat, and keep her in a motivated

state most of the time. That is why she described her motivational movement as ¥ /& B

# [moving forward in a motivation-demotivation pattern].

The position of Amanda’s motivation in relation to her L2 learning experiences is not always

one of being influenced by elements external to her. In the interview, Amanda revealed that

108



she took it upon herself to change her motivation so that she became the factor that
influences her change rather than outside influences. The resources she drew on for this
change are the increase in her interest and confidence in English over the course of her
studies. Since Amanda became more confident in herself and motivated in learning English,
she was taking more adventurous steps to seek new elements in her learning environment
to motivate her to study English. For example, Amanda moved beyond the university
campus and participated in social events in order to experience English. Amanda
commented that some of these social events, such as travelling overseas or being a
volunteer in helping foreigners in a trade Expo, provided good learning experiences for her
to taste how English was used and its importance in society. Amanda also mentioned that in
these social events, her role changed from being an English learner to an English user, which
had a profound impact on her motivation, as she realised that English enabled her to
become a legitimate member of a small part of the globalised world through these social
events. Amanda used these words to illustrate the importance of these events on her

motivation to learn English:
XERSLEERMINEFIRIE, B, XEHSKNEILBARFRA, ik
BCEAMBR XEBRGEHENBCEFI. FZ, aXEHSIEF BC
REAFIERSINEANEE BN, RRRRNE, XMXERERARMECE
FRIB, =, XMENFINEHREBECREZIN—NEE, RABMER

RIEMER B CHRIBNXRKE, ERETRE, TFHE,

\

[These social events can motivate me to learn English. First, they broaden my horizon
to see the world. From this world, | can find my bigger goals, and these goals motivate
me to learn. Second, in these social events, | use English to help others to get things
done. | feel excited. This excitement motivates me to learn greatly. Third, these active
learning experiences provide good opportunities to assess English. Although | feel
embarrassed to find out my actual English proficiency, | reflect on that and work hard

on my weaknesses.]

These words clearly demonstrate the complex scenario of Amanda’s motivation to learn
English through these social events. First, this extract reveals the relationship between

Amanda’s L2 learning experience and her ideal L2 self, and their effect on her motivation.
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The social learning experiences present a bigger context, richer content and direct
experiences for Amanda to construct facets of her future L2 self. These facets, in turn,
become plausible goals to motivate her to pursue, as they are based on real experiences.
Second, emotional factors have a direct impact on Amanda’s motivation. Through these
social events, Amanda experienced both positive (for example, excitement) and negative
(for example, embarrassment) emotional moments. While positive emotion generated
positive motivation, negative emotion was not equal to demotivation. In Amanda’s case,
this negative emotion was used as an evaluative tool to reflect on her weaknesses to work
on in the future. Thus, positive and negative emotions co-existed to produce motivation for

Amanda to learn English.

In sum, Amanda’s interview reveals the motivation from her L2 learning experience is far
more complex than her questionnaire suggests. Her positive attitude towards English sets
an optimistic tone for her motivation to learn English. Amanda’s interest and motivation
increased since she started her study at university due to three factors: the favourable
learning environment, the teachers, and successful learning experiences. The increase in
interest in English, however, does not suggest Amanda’s motivation is static, or always in a
positive state. Instead, her motivation fluctuates over time, being responsive to particular
events. Therefore, the trajectory of her motivational movement moves forward through
patterns of both motivation and demotivation. Amanda’s interview also shows that differing
types of emotion, such as excitement and embarrassment, can have positive impacts on her
motivation. Last, the interrelationship between Amanda’s ideal L2 self, ought-to L2 self, and
L2 learning experience and their combined effects on her motivation are evident in
Amanda’s interview. In this interrelationship, it is not always assumed that Amandaisin a
passive position. She is able to take an active role in creating motivational situations for

herself within and beyond the university campus.

C.1.5 Summary: Amanda

Amanda’s interview, drawing on the qualitative data, both complements and expands on
the findings of the quantitative analysis. Importantly, it presents further insights into the

nature of the three constructs of the L2 Motivational Self System, and their motivational
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roles in relation to her learning of academic English in this particular learning setting. These

findings are summarised in the paragraphs that follow.

With regard to the her ideal L2 self, Amanda’s interview shows how this construct of the L2
Motivational Self System is a multifaceted concept which was strongly influenced by a
combination of the learning program she was undertaking and her personal characteristics.
Apart from the generally accepted instrumental role of English among Chinese students
(such as getting a job), this learning program provides other opportunities for Amanda to
connect herself with the English world, and allow her to imagine multiple ideal L2 selves,
such as learning goals (academic advancement), and future hopes (escaping China, personal
development, and fulfilment). These facets, further, not only include positive imagined
future selves, but also negative ones, both of which contribute to a broader concept of her
ideal L2 self. For Amanda, all these imagined future selves have similar strengths, regardless
of their distance from her current situation. The similar strengths of these images, however,
do not hide the fact that they are developmental in nature. They change and reflect
Amanda’s needs along her English learning journey. In terms of the relationship between
her ideal L2 self and motivation, it can be said that this relationship is linear. In other words,
each facet of her ideal L2 self directly motivated Amanda to learn. The relationship is less
linear between the negative facets and Amanda’s motivation. That is, the feared facets did
not lead to demotivation, however. Instead, they were transformed into self-generated
internal pressures which motivated Amanda to study harder. Sometimes, this kind of

motivation occurred abruptly and unexpectedly.

For Amanda’s ought-to L2 self, the interview reveals that although it is also a multifaceted
concept compared to the her ideal L2 self, her ought-to L2 self is less diverse and is closely
associated with her parents, which is in line with commonly held beliefs about Chinese
students, who are often thought to be motivated to learn due to pressures and expectations
from their parents and their classmates, which is an example of internalisation whereby the

ought-to L2 self becomes part of the ideal L2 self.

The motivational function from Amanda’s L2 learning experience presents a complex picture.
In this particular learning setting, Amanda experienced differences from Chinese traditional
learning settings, such as having to meet different academic expectations, having more time
and contact with English, having native speakers as her English teachers for the first time,
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learning through more creative and student-centred methods, and frequently enjoying
more learning success. These factors contribute to the increased positive affections and
emotions that Amanda felt towards English, which had an influence on her motivation.
Second, Amanda also realised that her motivation fluctuated a lot over time, sometimes in a
motivation-demotivation pattern, as a response to her immediate learning experiences. In
this program which focused on nurturing students as autonomous and independent learners,
Amanda took an active role in her study, creating favourable situations to motivate herself
to learn academic English within and beyond the university campus. Last, many examples of
interrelationships between Amanda’s ideal L2 self, ought-to L2 self, and the L2 learning
experience were revealed in her interview. These examples are evidence that Amanda’s
motivation to learn English was the combined effect of these three constructs of the L2

Motivational Self System.
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Case 2: William

C.2.1 Background Information on William

As mentioned in Chapter 3, William is an active learner in the classroom with average

academic performance. More detailed information is provided below.

William is a 20-year-old male student studying in the In-plan program. His major is
International Economy and Trading. At the time we had the interview, he was a year one
student and had been studying in his program for six months. William was from a
metropolitan area in China. He did not have any overseas travel experience before | met him.
William was an outgoing student and had a range of interests, including drawing, singing,
and learning English. During the interview, he spoke extensively about his motivation to
study academic English, which contributed to his performance in the classroom, where he

actively participated in learning activities.

In his questionnaire, William responded with a mean score of 4.67 in the statements related
to the Idea L2 Self subscale, 6 in the Ought-to L2 Self subscale, and 4.63 in the L2 Learning
Experience subscale. Based on these scores, William can be seen to be highly motivated to
study academic English based on his scores in relation to the Ought-to L2 Self subscale,
followed by the Ideal L2 Self subscale, then the L2 Learning Experience subscale. These
scores are not in line with the results from the whole surveyed cohort, however, for whom
the ideal L2 self was the most important motivation to study academic English, followed by
the L2 learning experience, and then the ought-to L2 self. In particular, William’s mean score
in the Ideal L2 Self subscale (4.67) was lower than that of the surveyed participants taken as
a whole (4.91), while he responded with a full score (6) for the Ought-to L2 Self subscale, a
score which was much higher than that of the whole population (4.22). According to these
comparisons, as with the case of Amanda, William can be seen as something of an outlier
from the whole student cohort. His interview helped to understand the way he responded,
and revealed more about the nature of his ideal L2 self, ought-to L2 self and L2 learning

experience, and their motivational roles in his studying academic English.
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C.2.2 William’s Ideal L2 Self
C.2.2.1 The Nature of William’s Ideal L2 Self

Table 5.4 shows William’s responses in regard to the Ideal L2 Self subscale. His scores were
inconsistent across the six items. For example, while he rated strongly agree (6) for items 2,
3,4 and 6, he responded slightly disagree (3) for item 1, and strongly disagree (1) for item 5,
leading to an average score of 4.67 in this subscale. This score was between slightly agree (4)
and agree (5), suggesting that the concept of ideal L2 self was not greatly relevant to

William. His words from his interview illustrate this point:

BAZ—1THEBEXE, WIERIAEL, REBFESTMZEMT 4. X
FREBERERAEERBLAL, HATREFBEENEITNA.

[l am not an idealist. | am rather pragmatic. | focus more on the current situation
rather than consider too much about the future as the future is so hard to

predict.]

Apart from supporting his view that the ideal L2 self is less relevant for him, more
importantly, this quote reveals that William’s ideal L2 self is bounded by his personal
characteristics, the learning situation he is in, and time, which would not be noticed by only
looking at his scores. Due to these influences, it can be said that William’s ideal L2 self is

situated and mat remain fixed for only a limited period of time.
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Table 5.4 William’s scores in the Ideal L2 Self subscale

Iltem William

(AE=Academic English)

Ideal L2 Self 4.67
1 Learning AE is important to me 3
because | need it for my current
study
2 Learning AE is important to me 6
because | need it to pass my
exams
3 Learning AE is important to me 6

because | would like to do further
studies in English

4 | can imagine myself being able 6
to use AE skillfully in the future

51 can imagine myself as a 1
legitimate member of an AE
community in the future

6 | can imagine myself using AE as 6
if | were a native speaker of
English

At this specific time, during the second semester of his first year, William created his ideal
L2 self based on two conditions: his current perceived English proficiency and his current
interest in English. For his current perceived English level, William understood that his oral
English was not good, and was limited by a lack of vocabulary. He imagined, however,
becoming someone who could speak fluent English, and communicate with foreigners
naturally in English. Hopefully one day, he said, he could speak English like someone for
whom English was their £}1& [mother tongue]. If this happened, William added, he would
be very proud of himself, as he could use English skilfully. These comments justify the scores

he gave in items 4 and 6 in his questionnaire responses. The second condition, William’s
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current interest in English, provided a sustained internal drive for him to construct his ideal
L2 self. It is the change of the learning program and learning situation that helped William
change his attitudes towards English and English learning, which included encouragement
from his teachers, his learning style, and the learning content. In the interview, William
compared his current interest level with his past attitude towards learning English. He said
that at high school he thought English was boring, so he made no effort to learn English, let
along imagine his ideal L2 self. But now he found English was very interesting and useful, so

he could imagine many images about his ideal L2 self, such as someone who is B 1F X1ER
A [a true bilingual], or someone who 17 % X i 7% B 22| XXM AY A [speaks English

without interference from Chinese].

This situatedness of William’s ideal L2 self, however, is not static, but it is developmental in

response to changes in his learning situation and time. As he commented:
BREMNETEEHSRBERNNERELN, MIATE—HAE,

[The ideal scenarios that | imagine are subject to change along the development

of situation and time. It is impossible that they remain the same.]

In this aspect, the images of William’s ideal L2 self are developed as responses to a series of
sequential events in his future. These events are English examinations, study overseas, and
employment, with the success of each stage as the prerequisite for the next. For English
examinations, to William, an ideal image of successfully passing all his English examinations
was desirable as it was the key to opening doors for his future, which he hoped would
include graduating from university, studying overseas, and getting a decent job. This view of
his ideal L2 self is evident in his interview, as he said he wanted to pass College English Test
6 (CET 6) and gain a good score in the IELTS test, so he could guarantee a dual bachelor’s
degree from his university, continue on to a master’s degree overseas, and eventually
secure a good job. The second event, study overseas, is the subsequent ideal L2 self for
William. In this stage, William said that he could imagine himself being a successful
exchange student, using fluent academic English to communicate with lecturers and other
students, writing mistake-free academic English in his essays, and speaking English naturally
in his presentations. He pointed out that all these small ideal images were part of a bigger

ideal L2 self; that is, T 3R 2R B9 52 7K [an expert user of English]. This image of his ideal
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L2 self was important to William, as it was related to the next event — future employment,
because he firmly believed that becoming an expert user of English could make him become
very competitive in the job market. William’s images of his ideal L2 self at this stage were
associated with a future job, in which he may use his expert use of English to represent his
company on the international stage, negotiate business contracts with potential foreign

companies, and meet different customers while on overseas business trips.

So far, William’s interview has presented his positive images of his ideal L2 self. He also
talked about the negative images of his ideal L2 self. In William’s words, these negative
images were fears, and these sat alongside his positive images. The negative images, as with
the positive images, were both situated and developmental. For example, he constantly had
fears of not being able to pass his English examinations, and later not coping with his studies
while studying overseas, or failing to get a decent job in the future. William said although
these negative images were not ideal, they were an important part of his broader idea of his

ideal L2 self.

Based on the above findings, it can be seen that William’s ideal L2 self includes both positive
and negative images of his future states. These images, however, were not equal in terms of
visibility, due to William’s view of his future. Therefore, some of the images were, for him,

fantasies. William illustrated this view thus:

AREZEAEH, HECHRKRBEBAMESEAR, B ARNERIN,
e #, BRERSEHCANERLRT
BHMEBCHAEETHA
=5,

\._.

BRI AER

7N

A RAYKER. HiE2E
FNEE, NWEBESR EFERNE

[It is impossible to imagine your future state. | don’t know what my future will
look like because my future is too far away, and it is unpredictable and out of my
reach. | am not saying | cannot imagine my ideal images of my future English self.
But these images are far from my current situation, so it is very unrealistic to
think about them at the moment. | think it is more useful to think about my
current situation and think about what | need to do next based on my current

situation. It is not necessary to think about my future now. | will leave it. | will
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know what | will be when | get closer to my next stage, and also, | need to

consider what the situation is that | might be in.]

This view of his future supports the argument that the concept of ideal L2 self is not very
relevant to William. Further, this quote reveals that William’s ideal L2 self has little power or

influence over his motivation, unless it is directly related to his immediate learning needs.

In sum, William’s comments provide some insights into the nature of the ideal L2 self. First,
the interview shows that, as with Amanda, William’s ideal L2 self seems to be related to his
personal characteristics, as he described them to me. However, in a different way to
Amanda, William does not always have very clear images of his ideal L2 self. This,
nevertheless, does not mean William does not have the ability to imagine. Once the learning
situation changed, in his case, from high school to the current learning program that helped
increase his interest in English, he could imagine a cluster of images related to his future
English selves. This multifaceted concept is also expanded to include images not only with
positive dimensions, but also with images embedded with fears, which complement his
ideal ones. Further, these images are not stable. They are subject to change along with the
development of William’s immediate learning needs over time. Due to this developmental
characteristic, these images developed from the concept of the ideal L2 self, for him, have
various levels of visibility which impacted on William’s motivation to learn academic English.

These impacts will be discussed in the section which follows.

C.2.2.2 Motivation and William’s Ideal L2 Self

The insights into the nature of William’s ideal L2 self help us to understand how the idea of
the ideal L2 self motivates William to learn academic English in the following dimensions.
First, the motivational strength of these images varies as the visibility of these images are
not equal. They were influenced by the relevance to his immediate learning needs. That is,
the motivational function of the ideal L2 self is a temporal phenomenon, and only becomes
effective within a limited time. For example, in his interview, William mentioned that an
image of him getting a high score a few months before his English examinations motivated
him a lot. In order to make this target a reality, he made a study plan for daily learning

activities that lead up to the examinations. He worked hard to meet these daily learning
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activities, and focused on his weaknesses, by doing things such as grammar exercises,
memorising vocabulary, listening to English news, and practising his speaking with other
students and his foreign teachers. William also pointed out that sometimes he had
difficulties in meeting these daily targets and would like to give up, but once he thought
about this image, he strengthened his beliefs and continued to work. By contrast, images
with less relevance to William’s current situation or further in the future for the time being
had less motivational function for him to learn academic English; these included as the
image of him studying overseas. William thought that the likelihood of these images

becoming a reality was:

ER==ENA3

ANEE, REBRSEE, EAZNEBAREFIN. X8R XERFHERR

BRBHRFEINHA

[not clear. | just think about these images occasionally because things far away are
hard to predict and control. At the moment, these ideal images do not bring any

motivation for me to learn English].

However, William commented that when getting closer to the distant future and the
situation was becoming clearer, these images had the potential to become his motivational
drive, because they were very attractive to him. Second, other images that motivate him to
learn are those which contain fears. William mentioned that the fear of not being able to
get help for his examinations pushed him to find more resources and channels to learn to
solve his problems. He said learning prompted by fear was not a bad thing, as it made him

become very vigilant to the consequences of failure and work hard to avoid this.

C.2.3 William’s Ought-to L2 Self
C.2.3.1 The Nature of William’s Ought-to L2 Self

Table 5.5 presents William’s responses in the Ought-to L2 Self subscale, which were
consistent across the six items. He rated strongly agree (6) across the six items, leading to a
mean score of 6 for this subscale. This mean suggested that the concept of the ought-to L2

self was very relevant to William. His words from his interview illustrate this:
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—ERR, FROFENERA, HIEFIES, BEMEM.

[Always, my schools (his high school and current university) have great influence
on me and my motivation, particularly the study requirements, my classmates

and my teachers.]

This extract from William’s interview provides a snapshot of the importance of the
learning context to him. It also points to three recurring dimensions of the learning
context related to the concept of the ought-to L2 self, that influenced his motivation.
These are study requirements, his classmates, and his teachers, which will be further

discussed in the paragraphs that follow.

Table 5.5 William’s scores in the Ought-to L2 Self subscale

Iltem William

(AE=Academic English)

Ought-to L2 Self 6

11 have to study AE because | 6
don’t want to get bad marks in it

2 | have to study AE because | 6
want to get a good IELTS score

3 Studying AE is important to me 6
because if | don’t have knowledge

of AE, I'll be considered a weak

learner

4 Being successful in AE is 6
important to me so that | can
please my parents and relatives

5 Being successful in AE is 6
important to me so that | can
please my teacher

6 Being successful in AE is 6
important to me so that | can get
approval from my peers
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C.2.3.2 Motivation and William’s Ought-to L2 Self

First, as a student, William knew that his main responsibility in his study was to meet the
requirements set by his Faculty to graduate. These requirements, including having
acceptable scores in his subjects, and getting a score of 6.5 in the IELTS test, thus, became
his main motivation to study academic English. William clearly understood that these
requirements could not be negotiated, as he explained in his interview that the Faculty had
already laid out all these requirements before he started. These requirements, thus, were
not choices, and he had to work hard to meet all of them to avoid failure and so eventually
get his bachelor’s degree. In William’s view, these imposed requirements also provided
benchmarks for setting goals for his upcoming academic English study and checking his
English competency. This example shows the relationship between William’s ought-to L2
self and his ideal L2 self. External images were imposed on William as responses to the
requirements from his study, and during his study period, William had the ability to

internalise these images as his study goals.

The next two sources of motivation from the concept of the ought-to L2 self are classmates
and teachers. The motivational function of classmates, for William, greatly influenced his
motivation to learn academic English. This function can be categorised into three aspects:
=44 [competition], TA[E [recognition] and B & [a sense of inferiority]. For the first aspect,
=% [competition], William viewed his classmates as strong 34+ [competitors] for
scholarships and a place in overseas exchange programmes. This aspect penetrated all
perspectives of his study, and the wish to beat others greatly motivated him to study hard.
For example, William used apps on his mobile phone to compete with other students to see
how many new English words he could learn per day. When he saw a score higher than his,
he was motivated to do better. He explained this action because he cared very much about
how other people thought about him, including his classmates. He did not want to be
considered weak in front of his fellow students, and he hoped he could become a great
leader for them to follow. He pointed out that he enjoyed this fellowship, because he felt
recognised. This TA[E [recognition] from others, the second aspect, deeply boosted his
confidence and self-esteem, which further motivated him to do better in his academic study.

As he commented:
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XEENACH—MEREE. SILTEECHE | IMEOZREFALN
T, BRRRRFHLRIE. MRBEESHUFNE, RIEMSNEF
S, RIBRFFEFAPRT

[l think this is a self recognition. This self recognition will boost my self-
confidence. And this self-confidence comes from the recognition from others. So
| feel | am better than other students. This feeling will motivate me to study

harder. | really want to keep this feeling].

However, competition from classmates did not always have a positive motivational function.

Sometimes, it created BB [a sense of inferiority], the third aspect, which had a

demotivational effect on William. He used these words to illustrate this demotivational

effect:

HE=miE, HERL—KRIE, EARREGBRLET, REGSHRLELR
Sl MRt CBRFE, FNES=MNEIHRRFNZRRE,

AEEFMRI.

[When | was in the final year at my high school, there was a period of time that |
developed a sense of inferiority because my classmates were much better than
me, and | could not compete with them. Because of this sense of inferiority, | let
myself fall freely. At that time, | had a feeling of being anti learning. | refused to

learn.]

William identified this demotivational effect as being like a free fall in physics. Once he lost

in the competition, he said he felt like he was falling from heaven to hell. This example

shows that competition from classmates can be two-edged, because it had both

motivational and demotivational effects on William’s self-concept. His self-reflection on this

demotivational experience, however, shows how he was able, in a new learning context, to

regain his confidence:

WERSLE, ARNERENREE, RARFNEDMERE, £FEZIMHN
. RABRAMEBCAETHA, FIREE. XENEHEALAZE—MH
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REE BREHCERRLE, NPRETRE. RENRRESNNEZE
R, AARAERBEWNEIBIRT .

[When | look back at that period, | was really in a demotivational stage because
of the competition pressure from my classmates, and the gaps between me and
my classmates. Teachers were another reason as well. | did not know what |
should do. | was lost. However, | do not think this experience was a terrible thing.
It depends on how you deal with it. | have learned a lot from it. Now | am very

motivated to learn English because | have very clear study goals.]

This quote reveals that the self-concept did not always have a positive impact on
William’s motivation. It depended on how William positioned himself in relation to his
classmates in the learning context. It also points out that William’s self is a reflective

concept.

The above quote also shows the importance of teachers in terms of their motivational role.
In his interview, William said interactions with teachers had a profound impact on his
motivation to learn. He gave two examples to demonstrate his point. In the current learning
program, his teachers were willing to listen to students’ voice, and had confidence in their
students. Also, they spent time after class with students to talk about difficulties in their
study. He said his current teachers motivated him to learn a lot because they understood
the importance of their personal interactions with him. As a result, he did not want to let his
teachers down, and tried his best to meet their expectations, such as by putting a lot of
effort into his homework, coming to class on time, and getting a good score in exams in
return for his teachers’ hard work. By contrast, his teachers in high school did not possess
these merits. They always complained about William’s attitude towards English. This lack of
positive engagement with him, William insisted, did not have a positive impact on his
motivation to learn English. However, when these negative comments were accumulated,

surprisingly, they motivated William to prove the teachers were wrong:
ZIHE BRI N ATHNATT, HEIERSMERNEEZEN.
[My teacher always complains about me, telling me | cannot do this, and |

cannot do that. | will prove to him he is wrong]
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This unexpected motivational function from his teachers’ complaints provides an
example of the unpredictability of the motivational role of the teachers, and may be

considered part of William’s anti ought-to L2 self.

Regarding the motivational role of his parents, William did not think that pressure from his
parents had an effect on his motivation to study English, as he was very independent and
proactive, which is not consistent with the score he gave in item 4 in the questionnaire.
William said his parents always provided freedom and opportunities for him to take charge
of his study. Also, the current learning program provided a learning environment which
fostered his independent and proactive learning style. In this aspect, William viewed his
motivation to study academic English as a result of his own learning style rather than
pressure from his parents, which goes against the widely accepted view of parents’ role and

the lack of learner autonomy in Chinese educational settings.

To sum up, William’s comments present a more complex and dynamic view of study
requirements, classmates, and teachers that represent the concept of his ought-to L2 self. In
terms of the nature of his ought-to L2 self, as with his ideal L2 self, his words show that his
ought-to L2 self is a multifaceted, self-reflective, self-reactive, and self-developed notion.
Due to this developing nature, the motivational function from this concept is hard to define.
Sometimes, further, it is predictable and at other times, it is unexpected. For example, study
requirements seem to have a direct relationship with motivation. That is, these study
requirements serve as external forces to motivate William to learn and are, generally,
predictable. However, the motivation from aspects in relation to his classmates and
teachers is inclined to be less direct. In other words, the motivational effect on William
related to his classmates and teachers is unexpected. Further, in a different way to
Amanda’s case, the widely accepted view of parental influence on Chinese students’
motivation to learn English does not apply to William. Rather, it was the study program that
provided opportunities for William to develop his preferred learning style which made a

difference to his motivation.
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C.2.4 William’s L2 Learning Experience

C.2.4.1 The Nature of William’s L2 Learning Experience

Table 5.6 shows William’s responses in the L2 Learning Experience subscale. He rated
positively on all the items except item 3, / find learning academic English interesting, in
which he responded disagree (2), leading to an average score of 4.63 for this subscale.
Although this average score suggested that William had positive learning experiences in his
English learning, he did not find learning academic English interesting. William’s interview
helps to provide further insights into how his learning experiences influenced his motivation
to learn English.

Table 5.6 William’s scores in the L2 Learning Experience subscale

Item William

(AE=Academic English)

L2 Learning Experience 4.63
1 1like the atmosphere of my AE class 6
2 | think time passes quickly while 4
studying AE
3 | find learning AE interesting 2
4 | have good teacher(s) to help me 4
with my AE
5 I have support from my classmates 5
for my AE
6 | expend a lot of effort in learning 6
AE
7 | find ways to practice my English 6

outside class

8 Overall, I think I am an active AE 4
learner

125



C.2.4.2 Motivation and William’s L2 Learning Experience

In his interview, William talked extensively about his views on his L2 learning experiences
and their influence on his motivation. His teachers, and immediate learning experiences
were found to be particularly significant for William. His words from his interview illustrate

this point:
RIBHRNANZER, ZIHHBEENZEIZHNENFEIHNZmMRKR.

[Based on my learning experiences, teachers and immediate learning

experiences have great impacts on my learning motivation.]

In relation to his ought-to L2 self, William had mentioned the influential role of teachers on
his motivation. He further elaborated on this role, saying a large part of his learning
experiences were influenced by his teachers. William compared two types of teacher he had
experienced, his high school English teacher, and his current English teachers. As mentioned
earlier, William’s high school English teacher demotivated William to learn English. These

demotivation effects came from two aspects. The first is X8 2 & M EYZZ T [teachers who

are not inspiring]. His high school English teacher was very traditional, with a firm control on
his students. William recalled that in a face-to-face interview with this teacher, after a
disastrous score in an English exam, the teacher criticised William’s academic performance,
and complained about his attitude towards English learning. William was offended by this,
and he developed an anti-English learning feeling. This negative L2 learning experience had
a detrimental effect on William’s motivation to study English. From then on, William paid
little attention to his English study, although he clearly understood his future success
depended on English and that he was under pressure to have good English exam scores to
go on to university. The second demotivational effect was from the high school English
teacher’s boring teaching style. William said the way his high school English taught was
largely based grammar, translation of texts, and rote learning of vocabulary. William
commented that this teaching method was only good for preparing students for exams, but
not for mastering the language. He pointed out that this teaching method did not fit with his
personal learning style, whereby he wanted to interact with others, and learn by doing small
projects. Thus, William did not see the value of what his teacher was doing. In return, there

was little motivation for him to learn English.
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The demotivational effects on William of these negative L2 learning experiences at that time
were so devastating that it overpowered other positive motivations, such as imagining his
future success with English (his ideal L2 self), and being pressured to get good scores to go
to university (his ought-to L2 self), to dominate William’s motivational state at that specific
time. William said during that period that the demotivational feeling was highly pervasive
and hard to escape. So, he totally gave up on English and did not care what score he got in
his university entrance examination. His words provide an understanding of that difficult

period for him:

MEERFERER, BAZMNERE, HEERFRXT, LECHBENE
BWAEHTEHRAE k.

[At the period, | was very negative because of my English teacher. | had

abandoned English. | put my energy into other subjects.]

This demotivational state did not change for a while until William moved to his current
university and met his current English teachers. When asked why this happened, William
said, in contrast to his high school English teachers, the current teachers motivated him to
learn academic English in two ways. First, his current English teachers provided constructive
feedback on his study. Each feedback meeting with his new teachers, acted like small
positive stimulators at different stages along the process of his learning journey, and
inspired him because they had a positive impact on his self-esteem, and made him believe it
was possible to succeed. At these meetings, William commented, the teachers were very
encouraging and used inductive ways of helping him understand his strengths and pointed
out the areas that he still needed to work on. William said during these meetings, his
motivation surged vigorously, and he really wanted to continue with this motivation and
learn more. Second, the teachers’ student-centred teaching style was compatible with
William’s preferred learning style. William pointed out that his current English teachers
organised the class based on small groups, gave them learning tasks to finish within the
groups, and changed his group members every week. William summarised three benefits
from participating in this small group learning. First, he was given opportunities to solve
problems in English. He said these opportunities helped him to think in English, so he could

remember the language points well. Second, he found the discussion time with his
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classmate was interesting, as he learned how to present and defend his own ideas in English.
Third, he had more freedom to choose what he would talk about, rather than having this
imposed on him by the teachers. William said that once he became responsible for his

learning, he became highly motivated.

The change of William’s motivation state from demotivated to motivated illustrates that his
motivation to study academic English was subject to his teachers’ influence. As he said in his

interview:

ZIM—ENENEEERAN, XRRFINZREFEN. —MFHE
MRS, IERMNFEINGR VhE, BE—NAEFNZEID, HEER
YR, MGRIRE. AT MM HKIEZEREEM.

[Teachers have a great influence on me. My learning experiences tell me that. A
good teacher will motivate me and help me improve my study. A bad teacher
will demotivate me and my study will get stuck. So, teachers play an important

role in my study.]

This quote shows how the nature of William’s motivation fluctuated in response to the
different teachers he experienced. It can perhaps be anticipated that this fluctuation in
William’s motivation will continue as he meets other teachers who influence him in similar

ways in his studies of English.

Another important factor that affected William’s motivation to learn academic English in
terms of his L2 learning experience was his immediate learning experiences. William’s
motivation from his immediate learning experiences showed two distinct characteristics:
they were both momentary and condition responsive. The first characteristic, being
momentary, was revealed in his successful learning experiences along his English learning
journey. William said the moments when he experienced learning success, such as learning
new phrases, mastering new writing skills in academic English, understanding lectures, or
articulating his ideas clearly in his presentations, increased his confidence, and boosted his
motivation. He pointed out, however, that the surge in his motivation based on these
moments did not last very long, so he acted quickly to capitalise on the motivation to push

himself forward and set higher goals for his study. As he said in his interview:
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RBFIMNEBRNHMNRR. ERGHEK, RKONERE EBREHIR.
HEACRZEFHFERE, FAXFsHREHECSELA.

[The motivation that originated from successful learning experiences is massive.
It acts like floods, emerging suddenly but also retreating quickly. | must grasp it,

pushing myself forward, before it retreats]

This quote captures the momentary nature of William’s motivation in his English learning.
He added that these successful moments happened from time to time at different stages in
his study. Also, this example shows the continuous relationship between the L2 learning
experience and the ideal L2 self. Along his English learning journey, William reached his
goals, and the motivation from these achievements propelled him to move forward to his

next goals for his new ideal L2 self.

The second characteristic, being condition responsive, illustrates the relationship between
his motivation and his immediate learning environment. As William described it, his
motivation was not immune from his learning environment. Instead, it was the result of his
reactions to the learning environment. These reactions could provide both motivation and
demotivation in his English learning. He said, for example, that teachers’ positive comments
on his performance during lessons gave him a strong motivation to learn, while his
classmates’ negative behaviour in the classrooms had a contagious effect on him, and made
him demotivated. Also, William pointed out that these two motivational situations could

happen simultaneously as direct reactions to his immediate learning environment.

Being momentary and condition responsive, it can be said that William’s motivation from his
immediate learning experience was dynamic. This dynamic nature was illustrated in

William’s interview when he commented:

KRBFILRNNNREYR, BAFR, BATERERAMTRE. RNE1HX
PMERERGFEE, ERFE-PEENAREZILFTE, EREROENN.
BERE—MINVNEBERH AR, RRILRIETIHTE, FREILIRR
B—MHSHEIK. FTARBEFINEREFRAMERRSXSZECE

F3,
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[Motivation from the immediate learning experiences is difficult to describe
because it varies from person to person. Also, it is hard to measure as there is no
fixed way of calculating it. These two aspects attribute to its being unpredictable
and dynamic. Sometimes, even a small thing will trigger your motivation. And
sometimes you feel like a deflated ball. Thus, | need to find possible stimuli to

motivate myself along my study journey.]

This quote reflects how William’s motivation draws from his learning experiences. First, the
notion of K| A i (it varies from person to person) suggests that motivation is full of
personal meaning in individual contexts, as argued by Ushioda (2009), who takes a person-
in-context view of L2 motivation. Second, the idea of motivation being ZZZJE0
(unpredictable and dynamic) demonstrates that a complex dynamic systems perspective
(Larsen-Freeman 1997) is useful for understanding motivation. Third, 7 B{&... 5 B {&
(sometimes...sometimes) illustrates the need to incorporate the concept of time when
looking at motivation. And fourth, BEE7E 3 5] fITHE R MBI S KB E C £ %5
(I need to find possible stimuli to motivate myself) indicates potential issues with his
motivational relationships. It is problematic to place William in a position in which he is
always influenced by other people or factors. Rather, once the responsibility for learning
was given back to him, William became a creative agent to construct a motivating learning
environment that was suitable for him to learn. His words in interview demonstrate this

ability:

KT RFUEFREFIMBEEAC ., ERBLEIENT, R EELR
FAEXRUIE, HRBHRECIERAISN, HEXRGE HEFILLRE
o FTAFBINER—EFTRENA—E LR, REXMEINFITTH
BEBCHNE BCHERNNARERIIKT .

[When you come to university, you are in charge of your own study. In speaking
activities, | feel some classmates are not willing to speak. | am just the opposite.
| like speaking, and | am very proactive. So, | always try to stay with someone
who has many ideas and is willing to share. These interactions help me to

practise my speaking. | am becoming more motivated to use English to speak.]
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This extract shows that William’s responsibility for his own learning enables him to select a
favourable learning situation for himself, and this situation motivates him to learn more,
which is in contrast with the perception of Chinese students being passive learners in terms
of their motivation. This two-way action in motivation in William’s L2 learning experience
could not be revealed by just looking at his scores in the questionnaire data. These four

elements will be further discussed in Chapter 6 of this thesis.

In sum, William’s motivation from his L2 learning experience is heavily influenced by his
teachers and his immediately learning experiences. The motivation from the teachers,
however, were very different, depending on the teachers’ personal interactions with him
and the teachers’ teaching styles. The motivation from his immediate learning experiences
was both momentary and condition responsive. Being momentary and condition responsive
suggests that the motivation from William’s L2 learning experience is dynamic and
sometimes unpredictable. Also, it can be seen from William’s L2 learning experience, that he
was not always in a passive position in his motivational process. Rather he believed he was a
creative agent who changed unfavourable learning situations to favourable ones to keep
himself motivated. In William’s case, the creation of this ability was related to his proactive

and self-regulated learning style.

C.2.5 Summary: William

William’s interview presents further insights into the nature of the three constructs of the
L2 Motivational Self System, in particular, the ideal L2 self, and their motivational roles in
relation to William’s learning of academic English in this particular learning setting. These

findings are summarised in the paragraphs that follow.

First, for the ideal L2 self, William’s interview does not support the argument in Chapter 2
that female students have a better imagination than male students in terms of their ideal L2
selves. William was able to imagine his multiple ideal L2 selves when he felt positive about
English. These multiple ideal L2 images, further, not only include positive imagined future
selves, but also negative ones, both of which contribute to a broad concept of his ideal L2
self. However, these facets have different levels in their visibility. That is, the closer they are

to William’s current situation, the clearer they are. Therefore, these facets evolve through
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time and context. Accordingly, it can be said that William’s motivation associated with each
facet of his ideal L2 self is in a linear relationship. In other words, once William was able to
imagine a relevant facet of his ideal L2 self in a specific time and situation, this facet
motivated him to learn. However, the motivation of this specific imagined ideal L2 self only
became effective within a limited time period. Fears can also be imagined and be part of the
broad concept of the ideal L2 self. Motivation associated with negative facets cannot be
ignored, as it played an important part in William’s motivation to learn academic English.
They were the complementary elements of their positive counterparts in William’s

motivation system.

With regard to the ought-to L2 self, as with his ideal L2 self, William’s view of his ought-to L2
self also contains various facets. These facets seem to have a direct connection to his
immediate learning environment, which included requirements from his study, his
classmates, and his teachers. In terms of motivation, the influences from these facets have
presented a complicated phenomenon. First, William’s interview showed that these facets
not only produced positive motivation, but also negative motivation. Second, unlike the
relationship between motivation and the facets of his ideal L2 self, the relationship between
motivation and facets of his ought-to L2 self are of two types, linear and non-linear. Third,
his personal learning style, including him being independent, proactive and self-regulated,

played an important part in his motivation to learn English in the particular setting.

In terms of motivation from William’s L2 learning experience, the interview data also reveals
a complex picture. First, learning experiences with different types of teachers contributed to
various motivational states for William. Second, the momentary and condition responsive
nature of the L2 learning experience lead to motivational changes for him in an
unpredictable way. Third, being an active agent in his learning environment made William’s

motivation both adaptable and accommodating to particular learning situations.
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Case 3: Zack

C.3.1 Background Information on Zack

As mentioned in Chapter 3, Zack is a quiet learner in the classroom, with low academic

performance. More detailed information is provided below.

Zack is a 20 year-old-male student studying in the Out-plan program. His major is Business
Management. At the time we had the interview, he had just started his second year at the
university. Zack was from a metropolitan area in China. He did not have any overseas travel
experience. Zack was an active student, and had a range of interests, including travelling,

and watching movies. He said he had an adventurous spirit, and wanted to try new things.

In his questionnaire, Zack responded with a mean score of 5 in the statements related to the
Ideal L2 Self subscale, 4.17 in the Ought-to L2 Self subscale, and 4.88 in the L2 Learning
Experience subscale. All these scores are in the positive range between 4 (slightly agree) and
5 (agree). In particular, the difference between the scores of the Ideal L2 Self subscale and
the L2 Learning Experience subscale is small. Based on these scores, Zack can be seen to be
motivated to study academic English most strongly in relation to the ideal L2 self, followed
by the L2 learning experience, then the ought-to L2 self. His scores are in line with the
results from the whole surveyed cohort. According to these comparisons, Zack is
representative of that cohort. His interview helped me understand the way he responded in
the questionnaire, and revealed more about the nature of his ideal L2 self, ought-to L2 self,

and L2 learning experience, and their motivational roles in his studying academic English.

C.3.2 Zack’s Ideal L2 Self
C.3.2.1 The Nature of Zack’s Ideal L2 Self

Table 5.7 shows Zack’s responses to the questions related to the Ideal L2 Self subscale.
These scores were all in positive, but the degree of agreement varied. For example, while he
rated strongly agree (6) for items 3 and 4, he only responded slightly agree (4) for items 2

and 5, and scored agree (5) for items 1 and 6, leading to an average score of 5 (agree). This
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average score suggested that the concept of the ideal L2 self captured his ideas about his

future with English, as he said in his interview:

HEEBARR B CRRERFIB

E
[l am able to imagine my future self with English].

Zack’s score and what he said about his ideal L2 self do not support the view presented in
Chapter 2 that Chinese female students are more motivated to study English than their male

counterparts from the point of view of the ideal L2 self.

Table 5.7 Zack’s scores in the Ideal L2 Self subscale

ltem Zack

(AE=Academic English)

Ideal L2 Self 5
1 Learning AE is important to me 5
because | need it for my current
study
2 Learning AE is important to me 4
because | need it to pass my
exams
3 Learning AE is important to me 6

because | would like to do further
studies in English

4| can imagine myself being able 6
to use AE skillfully in the future

5 | can imagine myself as a 4
legitimate member of an AE
community in the future

6 | can imagine myself using AE as 5
if | were a native speaker of
English
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Although Zack had the ability to imagine his future self with English, this imagination
was disproportionally based on his affection for English, rather than the instrumental
function of English related to his future job opportunities. In the interview, Zack said
that at this stage the idea of getting a good job or promotion at work was not
applicable to him because, he said, these images did not have immediate feasibility in
his current situation, as he was not certain what his future occupation would be. His

words illustrate the disconnection between his ideal L2 self and future work:

BRAFFHRBZZOERTENXRR, FHARAHMEBEIEUEHEMRT A,
BRMNERMAZTRI, FAHEE,

[l do not think about the relationship between my English and my future job at
all because | do not know what | will do in the future. At the moment, what | am

thinking is, | like English, so | want to learn it.]

This quote reinforces the fact that the construction of Zack’s ideal L2 self is based on
his affection for English. Further, it demonstrates that the pragmatic function of
English did not apply to Zack at the time he was interviewed, which goes against one
of the commonly held assumptions about Chinese students’ motivation to study

English.

Zack was more concerned about the development of his language skills and
knowledge about English, in particular, his oral English and grammar, than about
future employment. Zack mentioned that he could benefit from this improvement in
two ways. First, better English skills meant he could understand the subject matter of
his studies better. He could equally use this enhanced understanding in his future
studies. Second, having better English skills would help Zack become a highly
proficient, bilingual person, which is similar to William’s idea of his ideal L2 self. Zack

realised being bilingual is beneficial for his future as he pointed out in his interview:
MRBFAER—MES, BRARBAXMESHNEEAXEEL, BERK
BERMMESNIE, BRMSBRAESR, IHSIUEBMNARNAEED-,
SURFEEL.
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[If | speak only one language, | can only use this language to think. When | speak
two languages, | am able to swap my thinking positions so | can look at things

from different perspectives, from which | will learn more.]

Zack often related English to more developed societies than his, and as a symbol of
progress. Through English, Zack could imagine a progressive aspect of himself in the
future. This progressive self was embedded in three aspects: thinking, learning and
living. In Zack’s view, English is a language with 12 4& [logic] and Z& %t [system], when
compared to Chinese. He felt that he could become more logical and systematic when
he used English to think and write, he said, which matched his personality. In terms of
learning, Zack pointed out that English represents developments in educational
concepts; that is, student-centred, personalised learning, rather than exam-oriented
learning (and teaching). Also, the educational systems in English speaking countries,
he said, encourage students to think critically and explore things freely, which is part
of his preferred learning style. Apart from these two cognitive elements, Zack
commented on the association of English with lifestyle. He said that English speaking
countries have much higher living standards in matters such as food safety, social
security, and air quality. He hoped he could become a member of this ideal society

one day in the future.

A globalised self, another facet of Zack’s ideal self, is also realised for him through
English. Zack commented that English has become the international language. He was
very fond of the image of himself being able to move around the world without having
a language barrier. This ideal L2 self, Zack said, could help him communicate with
other people, understand their perspectives, and respect differences between people.
In turn, he could become more confident, tolerant, and adaptable, participating in this

globalised world.

These dimensions of Zack’s ideal L2 self: a progressive self, and a globalised self, as
well as a knowledgeable self (see below), are not in line with most Chinese students’
way of thinking about their future with regard to English, which usually includes
getting a better score or job. Studying in this EAP courses enabled Zack to imagine

himself as:
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—NMEREE ERAME, EBH, EEFRAHI

[possessing more knowledge and ideas, with a better quality of life, with more

freedom, and with higher international posture.]

Apart from his strong affection for English, Zack’s poor academic performance in the
traditional Chinese education system also impacted on his ideal L2 self. Zack
mentioned that in the Chinese education system, due to his poor academic
performance, he was classified as a bad student, and not good at anything. This
negative attitude from his Chinese educational experiences triggered him to seek help
in the form of English. He felt that English could help him to change how people view
him if he could go overseas and find other things that he is good at, and the EAP
courses was a pathway for him to realise this hope. The following words from his

interview illustrate this point:
EREXNFR, KRG, ZRRSRERARTFFE. EREXE,
MAS, BMERERZTEAY, REBRREMN—TTH, Rk,
RERBREIEIMNETIHIEXINELS.

[In my old school, my academic performance is not good. Teacher judged me as
a bad student based on that. But this attitude is different here. Teachers do not
judge me the same way as in my old school. Although | am not good at many
things, | will find one aspect | am good at and then | will stand out. | want to go

overseas to look for what | am good at.]

This quote highlights the contrast between how he sees himself as a student in a
traditional Chinese learning setting, and how he might see himself, through English, in
the EAP and, further, an overseas setting. This negative impetus is important for Zack
in how he constructs his ideal L2 self, and shows how different educational settings

play a role in how he sees himself as a student of English.

As with the negative impetus, Zack’s internal fears also influence the construction of his
ideal L2 self. For example, although the ideas of studying in the EAP program and going
overseas provide many promising dimensions of his ideal L2 self, Zack mentioned that it

included fears as well. He worried about struggling with his studies, having difficulties in
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adapting to a new study environment, and understanding teachers. Zack said that these

fears were an important part of his broader idea of his ideal L2 self.

Based on the above discussion, Zack’s ideal L2 self represents both promising and feared
dimensions of his future, and is constructed by both positive or negative impetuses. His
ideal L2 self, however, is developmental. This developmental nature is borne out in his

words:

BRI T, ARESEFNERIEREY, BAANE
FARZE @ £,

[My thinking will change constantly. | will chase a goal higher than my current
one. This thinking is logical because people’s imagination develops in an upward

trend. They always imagine something better based on their current situation.]

Due to this developmental characteristic, it can be said that Zack’s ideal L2 self is fluid
and sometimes hard to pin down. That is, the further from his current situation, the
less visible and plausible the images are. His words demonstrate this type of nature of

his ideal L2 self:

BABAETNBRRIZNERE, BEEREERUEHZRNEZT—RR/HBF,
BERZOFRAEBXERE . REEILRETENEE RESH—IR
/Jbiﬂj,#ﬁilu\ o

[Although | cannot predict things far away, | always have a goal of being a little
bit better than | am now. However, | cannot think too far ahead. For example, if
you ask me now how | can imagine myself at work, | can only give you a very

vague answer.]

When asked why he held this view of his ideal L2 self, Zack explained that for him
there were two layers to his ideal L2 self. There is a general overarching ideal L2 self,
which reflects the goal of looking for a better life, which is fluid and only points in a
general direction for future development. An example of his overarching goal is the
need to complete his current studies in order to become a knowledgeable self. Below

this overarching self, there are more specific ideal L2 selves, which have particular
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goals, or stages, related to his current learning situation. Examples of these are

finishing his assignments, passing his exams, and improving his English proficiency.

In sum, Zack’s interview provides important insights into the nature of his ideal L2 self. First,
his affection for English plays an important role in the construction of his ideal L2 self.
Through this particular program, he imagines himself being able to become a
knowledgeable self, a progressive self, and a globalised self. These different dimensions
show how his ideal L2 self is a multifaceted concept, which has the ability to incorporate a
cluster of images. Also, when Zack develops his ideal L2 self, he considers other aspects,
including his disagreement with issues in Chinese society and its educational system, such as
food safety, air pollution, and its favoured teaching and learning styles. These aspects are
integrated into his ideal L2 self through English. Second, Zack’s ideal L2 self is formed, based
not only on positive grounds, but also on negative impetuses, such as the negative attitudes
from teachers, and his fears as discussed above. Apart from these two insights, Zack’s
interview illustrates a developmental view of his ideal L2 self. Instead of viewing his idea L2
self as an easily defined concept, Zack believes it develops over time. Therefore, a two layer
ideal L2 self definition is introduced. A general overarching ideal L2 self represents a wish
for a better self, which is fluid and only points in a general direction towards his future
development. Below this overarching self, there are more specific ideal L2 selves, which are
associated with particular goals at different stages closer to his current learning situation.
Due to this proximity to his current learning situation, these specific ideal L2 selves exert a
greater motivation for Zack than the general overarching one to study English. The

motivational function of these insights will be further discussed in the section which follows.

C.3.2.2 Motivation and Zack’s Ideal L2 Self

Insights into Zack’s ideal L2 self obtained through the interview data help to understand
how various aspects of this concept motivates Zack to learn academic English. First, the
hope to become a knowledgeable self, a progressive self, and a globalised self greatly
motivated Zack to learn English. Being attracted to becoming these ideal L2 selves, he had
daily study plans, and spent much of his time on English. Also, he was motivated to find all

the opportunities he could to improve his English, such as using apps to listen to English
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radio, going to English Corner to practise his oral English, watching English TV programs, and
immersing himself in the library to do grammar exercises and writing tasks. As Zack said, this

affection for English was the main motivation for his English study.

Second, from the point of view of visibility, the images that were further from Zack’s current
situation were the least significant for him. Thus, the motivational function associated with
these images of English learning became less powerful for him. For example, employment
related to his ideal L2 self was vague for Zack, and has the least application to his current
English learning situation. This ambiguity of a work-related image, indeed, did not exert a

motivational function on Zack. As he said in the interview:
THEXFEEGNRIEMN, EAKNEL, FrIAEAREEMIEFIT

[Work-related image is very blurred because it is far from my current situation.

This image does not motivate me to study English.]

Zack, however, did not rule out the likelihood that one day this image could become
important and create the main motivation for him to study English. He explained this

in his words:

\\

ERASEB/HIRE, FARER
—iF TE. APE, MRRERZ—MEFIE ROTERFNREIE,
RN EF IR FE, BRXENERL, RRASENFIEX.

[When | am in the final semester of my study, the work-related image will
become prominent because | want to find a good job. In China, if | want to find a
good job, | must have very good English. With good English, my competitiveness

will increase. When | think about it, | am motivated to study English.]

Zack’s explanation reinforces that his ideal L2 self is fluid, and develops based on his
immediate needs over time. The change of the visibility of the work-related ideal L2
self is based on his situation, and has a temporal perspective. This contrast in

motivational function from the same image at different points in time demonstrates
how both his ideal L2 self and its motivational function are time-related concepts. A

change in his situation at a specific point in time will have an impact on both Zack’s
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ideal L2 self, and thus on his motivation. It can be said, then, that Zack’s motivation is

both situational and responsive.

Further to being situational and time-responsive, the two-layered aspect of Zack’s
ideal L2 self reveals more about his motivation. As mentioned above, while the
general overarching ideal L2 self represents hopes on a macro scale, more specific
ideal L2 selves at the micro level are embedded within this. The specific ideal L2 selves
appear as sequential learning goals along Zack’s English learning journey, helping Zack
to achieve his general overarching ideal L2 self. In terms of motivation, the general
overarching ideal L2 self points in the general direction of Zack’s motivation growth.
The more specific ideal L2 selves are associated with situational goals, which motivate
Zack to achieve these goals at certain points in time. Whether these images will have
an effect on motivation depends on how strong Zack’s willpower and decisiveness is.

In Zack’s words:

HRSMRR—EEZFNAIIRE LEIVNPIAZEST O RENAN, —
NMEFERETAA, EEXEXFOBRAERFAINIVAER. BRARERK
KERANFFEI E, BAREE 100%EANEFI £, RALE EEREZME
MEE. WEXREFNER, BRAEMEEHEII, BETEE 100%- AN,

[Once you imagine a positive future image for yourself and become motivated to
study English, | think you are a person with strong will and you are very decisive.
However, these ideal images do not directly give me very strong motivation to
study English. | can only say they let me spend more time on my studies but |
can’t 100% focus on my studies because there are many other things which can
have effects on my motivation in my daily life. | have ideal goals and | will work

hard towards it but | am not 100% committed to it.]

This quote confirms that the relationship between Zack’s motivation and his ideal L2
self is less linear. In Zack’s case, two factors also need to be considered: personal
conditions, such as willpower and decisiveness, and social conditions, such as the
living environment surrounding his daily life. Even a small change in either of these
factors will have an impact on Zack’s motivation to learn English, regardless of the

existence of his ideal L2 self. As a result, together with the time-related concept
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mentioned above, Zack’s motivation from his ideal L2 self can also be described as

being personal and environment-responsive. As he concludes:

RENBEREIELBTRINNEF=7HE, BHIHE, HEATLLH
SFFA AN

=S
B

[Whether ideal images motivate me or not depends on three things. That is,

time, the environment and myself.]

So far, positive aspects of Zack’s ideal L2 self have shown that, to a certain extent,
they motivated him to study English. Negative aspects of his ideal L2 self were also
important sources of motivation for his study of English. For example, the negative
attitudes of teachers towards his poor academic performance motivated Zack to
challenge the assumption of him not being capable of achieving things. In order to
make this happen, he studied very hard to improve his academic performance and
prepare for the IELTS test, as he understood that if he failed, his hope to challenge this
assumption would be shattered. By imagining being able to successfully change his

situation through English, Zack said:
REIERERLEEAERNABRINZHEN . XMEEZ—ERMECEF
SJ&AE,
[l will prove they are wrong. This thinking always motivates me to study English.]

The process involved in reaching these hopes, however, was not always exciting for
Zack. He had fears as well, such as failing to get a good IELTS score, or not coping with
his studies. These fears strengthened Zack’s faith and motivation to study English. As

he explained:
AT BRREDBEAAS, REEMNE N IHE.

[In order to avoid these fears becoming realities, | need to double my efforts to

study English.].

These quotes reinforce how negative attitudes from teachers towards Zack and his

fears of failing provided a complementary role of hope as a motivational source for
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Zack to study academic English. Also, to some degree, this motivational role is similar

to the concept of the ought-to L2 self, which is the focus of the following section.

C.3.3 Zack’s Ought-to L2 Self
C.3.3.1 The Nature of Zack’s Ought-to L2 Self

Table 5.8 presents Zack’s responses in the Ought-to L2 Self subscale. He rated sightly
agree (4) for items 1, 2, 3, 5 and 6, and agree (5) for item 4, leading to an average
score of 4.17 in this subscale. A comparison of this score with his Ideal L2 Self score
(average score was 5), indicates that the ought-to L2 self is less relevant to Zack and
his motivation. This is also reflected in Zack’s interview, in which he did not talk a lot
about aspects of his ought-to L2 self and their motivational function. Only two aspects
of his ought-to L2 self were mentioned in his interview, namely his parents and
relatives, and study duties. An in-depth analysis of these two aspects will be discussed

in the paragraphs that follow.
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Table 5.8 Zack’s scores in the Ought-to L2 Self subscale

Item Zack

(AE=Academic English)

Ought-to L2 Self 4.17

11 have to study AE because | don’t 4
want to get bad marks in it

2 | have to study AE because | want to 4
get a good IELTS score

3 Studying AE is important to me 4
because if | don’t have knowledge of
AE, I'll be considered a weak learner

4 Being successful in AE is important 5
to me so that | can please my parents
and relatives

5 Being successful in AE is important 4
to me so that | can please my teacher

6 Being successful in AE is important 4
to me so that | can get approval from
my peers

C.3.3.2 Motivation and Zack’s Ought-to L2 Self

Zack rated a score of 5 (agree) for item 4, which is the highest among all the Ought-to L2
Self subscale items. This item aims to find out how important the role of parents and
relatives is for Zack, and how this role motivates him to study. His interview provides a more

detailed answer on this:

EEEOIEANTNFEPRR, HAXEHHHBEI AT, w2+
FRELRY, Ff B e A R I DR R

[My parents and relatives help me a lot. Due to this help, | can succeed. They are

very pleased. Specially, | hope | can bring them happiness.]
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This quote demonstrates that support instead of pressure from parents and relatives
plays a significant role in Zack’s study, which was quite different to the case of
Amanda. He further elaborated on this by saying that two types of support were
prominent for him: financial and emotional support. With regard to financial support,
Zack said his parents were always willing to spend money on his education. For
example, his parents had already started preparing money for him to study overseas

in the near future. This financial support helps Zack focus on his study, as he did not
feel pressured to find a part-time job to support himself while studying. Zack, however,
did not mention whether the repayment of this financial support to his parents acted
as a pressure for him to study because he viewed this financial support as an

investment in his education.

The second type of help is emotional support, which is not very common in a
traditional Chinese family. Zack pointed out that his parents’ emotional support
helped him stay strong. His parents always encouraged him to be positive. When he
faced adversity and felt demotivated, his parents talked him through the difficult
times, so he could regain confidence in his study. Apart from this emotional support,
Zack also mentioned that his parents gave him freedom to decide what he would like
to do and made him take responsibility for these decisions, so he could follow his
study interests, such as learning academic English. His words demonstrate the benefits

of this help:

BEENIN—EHRIFRRBA TR ERESFRMANEE, MBIFER
& RBRBTEN. INLBOREFRBACHFY, MERATMIAVIERE,
EEEMERF. RECHERERE, BAKE, BESEERL®S, Bd
AENREEL(RHEBCSEF .

[My parents always support me and encourage me. When | feel down, they do
not complain and do not put pressure on me. They let me decide what | like to
study. They never intervene in my choices and show respect for my decisions. All
these make me feel blessed. Because of feeling blessed, | am more willing to

learn through different channels to motivate myself to learn.]
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Based on the above discussion, it can be seen that parental attitudes and family
support can have an impact on a student’s motivation. In Zack’s case, caring parents,
financial support, and freedom to follow his interests helped boost his motivation to

study academic English.

Another aspect which was related to Zack’s ought-to L2 self is the role of study duties.
Since studying in the EAP program was Zack’s own choice, rather than a result of
obedience to parental pressure, study duties serve as an external force to remind Zack
of the consequences of failing. According to Zack, the motivation from this role to
avoid failures is massive, especially one or two days before examinations, or before
the due date for the submission of assignments. The following quote provides an

example of this kind of motivation, and the surge of motivation he feels:

WRBHERNE, ERSB—ERFENER, HLORBMMEX—1T, R
HRFBRONEMEsR, FAMREER, XNHR{EHIREFS . XPE3]
MEN N AEF XA NE W 2RI —RRRNREE. BAFS, BN
IR ERIREEZEARERT

[If | fail, | will be in a disastrous situation. For example, | have to repeat this

subject, which means | am wasting my time and money. So, | must study hard to
avoid this happening. In particular, the motivation to study surges abruptly a day
or two days before the examinations and the due day of the assignments. During

this short period time, because of study, | can easily forget sleeping and eating.]

For Zack, this motivational effect can even extend over a period of time until he knows
his results. He called this waiting for results period an £ & f [anxiety period]. During
this period, he said he struggled mentally. On the one hand, he would like to turn off,
and stop studying after examinations. However, the fear of failing his examinations
and in his studies still haunted him. These fears were so powerful as to override his
wishes for relaxation, and dragged him back to his desk to continue with his studies

until he knew his results.

When asked why the motivation from examinations and study duties could become so

strong, and surge in the leading up to these events, extending even after the
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examinations, Zack explained that because it was his own decision to study in the EAP
program, and he did not want to regret that decision. Also, he had a fear of failing,
because he could imagine the severe consequences of not getting good scores, which

could destroy his future. As he said:

BLERFAAEFRIEZHXN O, EE2RREF, FARRERIE. &
BEOBNBRRRER. IRBTEFZFHIE, EEEZWEIRIUGE
HEBFATY, BAEXHNEEREERNS L.

[Some of my classmates do not care what they can get from the English
examinations, but | care very much because | have strong passion for it. English
scores mean a lot to me. Without good scores, my plans for studying overseas

will be in doubt. | do not want this to happen to me.]

In Zack’s view, the strength of the motivational function from study duties is closely

related to his passion and his future. In other words, he sees the relationship between
his motivation and study duties affected by three main factors: his passion for English,
his goals for the future, and his fears of failing. He further elaborated on the effects of

these three factors on the motivational function of study duties:

MRIBIBEIRECHEFNBEFES], BRESEINFIKE., RALSR
PHCREIRIFNNSG, RERERFELZ—R, HEACHEITIESH
BRERR. MRRZWENFINE, BIZRXIEFIESBIRNEN T
ARER, FAAHMHNEEZFWIR,

[If you follow your interests and passion to study, you will play an active role in
your study. You hope not only to have good scores in your examinations and
academic performance, but also you will think further. You hope you will study
better, and have higher goals for your development. But if you play a passive
role in your study, the motivation from your examinations and studies is limited,

because your motivation will be easily affected by other factors].

This elaboration has some implications for understanding motivation from the
concept of the ought-to L2 self. First, the degree of the direct cause-effect relationship

between studies duties and motivation depends on the individual case. According to
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Zack, for passive learners, the role of study duties only exerts limited motivation. For
active learners, such as Zack, this motivation is strong, and it surges massively when
close to examinations. This motivation can also last for a while even after the

examinations are finished as it is sustained by both fears and hopes.

C.3.4 Zack’s L2 Learning Experience
C.3.4.1 The Nature of Zack’s L2 Learning Experience

Table 5.9 shows Zack’s responses to the questions in the L2 Learning Experience subscale.
All his responses were positive, ranging from 4 to 6. Although Zack rated positively on these
items, the degree of agreement across the items varies. Five items (1, 3, 5, 6, and 8) were
responded to with a score of 5 (agree). For items 1 and 7, Zack answered slightly agree (a
score of 4). However, he rated strongly agree (a score of 6) for item 4. Due to this variation,
the average score for Zack’s L2 Learning Experience is 4.88. A comparison of this score with
his average Ideal L2 Self subscale score of 5 and his average Ought-to L2 Self score of 4.17,
shows that the motivational effect of Zack’s L2 Learning Experience is similar to that of his
Ideal L2 Self, but is higher than that of his Ought-to L2 Self. This comparison suggests that,
as with his ideal L2 self, the L2 learning experience is an important factor in Zack’s
motivation for learning English. His interview helped to provide further insights into how his

learning experiences influenced his motivation to learn English.
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Table 5.9 Zack’s scores in the L2 Learning Experience subscale

ltem Zack

(AE=Academic English)

L2 Learning Experience 4.88
1 I like the atmosphere of my AE 5
class
2 | think time passes quickly while 4
studying AE
3 | find learning AE interesting 5
4 | have good teacher(s) to help 6
me with my AE
5 I have support from my 5

classmates for my AE

6. | expend a lot of effort in 5
learning AE
7 | find ways to practice my 4

English outside class

8 Overall, | think | am an active AE 5
learner

C.3.4.2 Motivation and Zack’s L2 Learning Experience

While the above questionnaire data demonstrates Zack’s attitudes towards teachers, his
classmates, and the learning environment of his English learning experiences, his interview
provides detailed information on how these three aspects impacted on his motivation

during his English learning.

Zack’s foreign teachers played an essential role in motivating him to learn English. In

particular, he enjoyed the flipped learning model used by his foreign teachers, which was
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very different from the classroom-dominant method that was commonly practised in China.

For example, his foreign teachers gave him study materials or tasks before the class, so he

could gain initial exposure to the learning content outside of class by way of reading or

watching videos. During class time, his foreign teachers focused on difficult language points

through different learning tasks, such as problem solving and discussion with his classmates.

Zack said he benefited from this student-centred learning strategy, as he became actively
engaged in the learning. As a result, his motivation towards English increased. While this

example shows the increase of Zack’s motivation in general due to the teacher factor, his

words below demonstrate the dramatic surge of his motivation over a very short period in a

particular situation during his classroom time, contributing to higher English learning

efficiency:

HNATEFE, WEIPNARRLET, RERETHINERT, L

WCEREE, DEEEATE.

[During group activities, my motivation surges abruptly. My brain is in an excited

state so | can remember the new vocabulary effectively and use it immediately.]

Zack mentioned that this surge in his motivation happened from time to time during
his learning experiences. Sometimes, even a nice comment, or an inspiring word from
his foreign teachers could trigger this surge. This surge, according to Zack, could
appear unexpectedly, just in the right place at the right time. Anything that happened
in the class could become the trigger for this surge. Based on these examples, Zack’s
growth of motivation can be seen as a reaction to his foreign teachers’ teaching
methods and strategies. This reaction can sometimes surge unexpectedly in response
to a particular event or experience at a specific time. It can be said, then, that Zack’s

motivation in the classroom learning is both responsive and of the moment.

Apart from their teaching methods and strategies, foreign teachers’ personalities and
commitment to their teaching could also be factors that influenced Zack’s motivation
to learn English through his daily contact with them. Zack said he was very attracted to
his foreign teachers because, unlike his past local teachers, they cared about their
students, provided extra help for slow students, and judged students based on their

merits. Also, they were well prepared for their lessons, and gave students extra
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resources and further reading to explore particular topics. Due to these positive

attitudes towards his foreign teachers, Zack became further motivated to learn English.

As he said:

SNEIAREF, MIEARMTT, HREMIIARSE. HEAE LRRR,
R LR, HFEIHNLERT

[My foreign teachers are very nice. They treat the teaching seriously and take
full responsibility for it. | am deeply influenced by them. | do not dare to come to
the class late and be absent minded for a second in the class. My motivation has

increased.]

This quote supplements Zack’s initial comment on the role of his foreign teachers on
his motivation to learn English. It shows that, on top of their teaching methodology,
other factors, such as the teachers’ personal characteristics, are also important
features which stimulate Zack’s motivation. Thus, his motivation responds to various

stimuli from his teachers, and his learning experiences.

Different to the role the foreign teachers played in his motivation, Zack viewed his
classmates as both learning models and competitors in his learning experiences. He
commented that his current learning activities were mostly organised in the form of
discussion with his classmates in the class, or outside the class. This learning style
encouraged Zack to learn from his classmates because Zack noticed the knowledge
gap between them and him, which pressured him to study harder to catch up with his

them, and motivated him to learn. He said:

AFEIWICHES, FAEFEH AT FE SIERF S ERIKIE. i)
B AR RS S B — TRl

[During these discussions in the learning environment, my classmates become
my learning models and a source of learning pressure. They motivate me to

learn.]

This example demonstrates that learning with peers is a good motivational learning

experience for Zack. It also shows the interrelationship among Zack’s ideal L2 self, his
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ought-to L2 self, and his L2 learning experience. This interrelationship is more

pronounced in the following situation:

FRONE, BIAINARBEMGERAS, REGHEZIHSEARK
B, BECHRBRAENNEFES, BARKTEXMA, FEBCEXRT
BE 9514 B IX FEAY FIBIK I

[In the class, my classmates express their ideas bravely and do their

presentations confidently in front of the whole class. In this immediate learning

environment, | feel very motivated to learn because | admire them. Hopefully,

one day, | will be able to speak the same level of English.]

Through these classroom learning experiences, Zack formed his ideal L2 self. Zack’s
motivation to learn English was the combination of his L2 learning experience and his

ideal L2 self. The maintenance of this level of motivation, however, did not last long

for Zack. Once he left the classroom, his motivation dropped immediately. Zack

insisted that this decline in his motivation did not mean he did not have learning goals

from his ideal L2 self, or pressure from his ought-to L2 self, but these goals and

pressures needed the right learning environment to be activated to become

motivational sources. Therefore, in Zack’s view, the learning environment plays a
decisive role in his motivation to learn, something which is not completed captured by

his scores on the questionnaire. He further elaborated on this view in his words:

HRFFIRFERREN . LLITR ERORHEZMERR, KRER

EFS, BHREXXFNFEI[E, BANFEIHVAE E LR, S
—PMABCHEREZINE, RSERERARSITE, HlMTEHRR,
BEEY, BERX, SERANFAELEEILEINGN. BEFEES
ML, BEEARRNFEIZFH T ERHRAMNHESIRK.

[In my view, | believe that the learning environment plays a decisive role on
motivation. For example, in the class, the teachers teach and students discuss
English learning. | really enjoy this learning atmosphere and my motivation
increases immediately. However, when | study at home by myself, | am

distracted by other things, such as being busy with cooking, watching TV or
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drinking tea. Because of the existence of these things, | easily forget my
motivation to learn. Although | have the same thinking about my study, it has a

different motivational force under different learning circumstances.]

This elaboration illustrates how Zack’s motivation is an act of response to his learning
environment. Also, his ideal L2 self and ought-to L2 self do not guarantee Zack’s
motivation to study English. Rather, his motivation to study English is a combination of
his ideal L2 self, ought-to L2 self, and his L2 learning experience. In this relationship,
however, it seems that the L2 learning experience is placed at a higher level of
importance, which determines whether his ideal L2 self and/or ought-to L2 self can be
activated to motivate Zack to study English. This understanding of his motivation is

further supported by him:

BARZINREX ERFNBRAERFN . TN LERIFNBEEE
REAEEMHNIRRE T EF BRI,

[If  am not in a learning environment, my ideal images do not become my
motivational force. It is subject to the learning environment whether my ideal

images motivate me or not.]

Due to this decisive role of the learning environment, Zack said his motivation to learn

English is very &} [hard to describe and pin down] because:

BRBHAFZIDNNAEELE, ERREAEN, TAMECH ARNERK,
AR ERARR, BEBRIMRE.

[l think my motivation is difficult to describe because it is so elusive. | do not
know when it activates and when it does not. It totally depends on the learning

situation and environment.]

Based on these comments, Zack believed that his motivation was very sensitive to the
situation, and to the environment. He said even a little thing in his daily life could
trigger a significant change in his motivation. This sensitivity led to fluctuations in his
motivation, because his motivation changed frequently in response to internal and

external factors, such as his personal situation, his teachers, his classmates, his
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parents, and even the society in which he lived. Therefore, he described his motivation

to learn English as Bl & B [improving but with fluctuations], which has two aspects.

First, it indicates that his motivation is continuously changing. Second, this continuous
change is broken up into individual movements in response to different personal goals.
Once these personal goals are set up, they represent a general upwards movement for

Zack’s motivation, which is supported by Zack’s words:

EHFNBRAR—NFIDNNLFNES, RMEREXNESHRER
Tte BB NFIEEX R B R,

[Ideal images provide me with an upwards motivation for my study. | know | will
improve because of this upwards trend. | need to study hard to reach these

goals.]

However, this upwards trend in Zack’s motivation did not move in a predictable, or

smooth trajectory. Rather, it fluctuated unpredictably on a daily basis because:

BEIFPYBEFBRALNER, LLMBRHRE T, REHERFMIILEE

It, REBHBREGHWARNZEIFVT . BRWARMT —> dueday, Bl
FERRZMEHED, BRATHER, REERLERNZFIME, i

MR NEEN, BIRTSRBEHAEE. BAFREATM

MPEBREE, FUENZEIDIEATHNN . TEE DD ANRE,
REMNERE, HENRE, SIEFBRREIFEER, HE  -TDRER, &8

KEMEAFINTY. RESERNTILHNFEINBEFSHEZINBEINE

71, REXENNRRHZZ R HHZE I 50,

[My study motivation depends on the situation | am in. For example, when | am
very tired and some of my friends ask me out, | will give up my study easily.
However, this situation will be totally different when it happens on the due day
for one of my assignments. | will make sure my study is the priority. So, my study
motivation fluctuates continuously, depending on what happens on that day.
Because there are so many unpredictable things that will happen in a day,
therefore, my motivation is not predictable. This fluctuation may be due to my

personal issues, or the weather, or other issues. Or on one day | have good news,
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or on another day, | have sad news. All these issues will have an impact on my
motivation. | will temporarily put my study goals away or forget the external
pressure on my study. An insignificant issue will also have a profound impact on

my motivation.]

This quote shows how Zack sees his motivation as fluctuating in response to different
predictable and unpredictable factors in his daily learning context. Therefore Zack, as
mentioned earlier, described his motivation as both {H{#} [hard to describe and pin
down], and Bji % 513 [improving but with fluctuations]. These two characteristics
illustrate the dynamic and complex nature of Zack’s motivation. This aspect of his
motivation is also reflected in other perspectives on his L2 learning experience, such
as success and failure in reaching his study goals. In Zack’s view, successful and
unsuccessful learning experiences are other forces which can cause the fluctuating
movement of his motivation. On these occasions, the fluctuation had a particular

strength. As Zack said:

HFEIFOGIEF, HIIEFINTOEE, FAFEIHNAERE LmT,
RELET, XMXERRSEFE—RNE, AX—RONER, IHF
IR NRE. ERFINSBRBRFIRAF, HFIFEXIHREENRS,
BEIFNBBEBRFRE, —TFREREMRS. XMERRSHEFFE—
B, BEEERAS—EERTR EARSEERUNER, BEAC
IR, LB CEMREER. FTURFEIHNEBEXHRK
281,

[During my English learning journey, when | have successful learning experiences,
my motivation is like being on the accelerator and surges quickly. This highly
motivated state can last for a period of time. At this time, my motivation to learn
English is very strong. However, this journey is very bumpy. When | do not reach
my study goals, my motivation is like being in free fall and dives sharply. My
motivation then is at its lowest point. This demotivated state can also last for a
period of time. But | am not in this demotivated state forever. | reflect on these

failures and adjust my study methods and goals, which can reignite my
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motivation again. Therefore, my motivation is moving in this repeated up-and-

down cycle.]

This quote shows that although the movement of Zack’s motivation still fluctuates,
this fluctuation becomes less acute, and sometimes this fluctuation stops and
motivation remains stable for a period of time, waiting for the next cycle of fluctuation
to be re-activated. For this reactivation, as shown in the above quote, Zack’s ideal L2
self and himself, as an active agent, play important roles for the realisation of this
reactivation of fluctuation. This fluctuated-stable-reactivated process further
illustrates the dynamic and complex nature of Zack’s motivation. This nature is

summarised below when Zack explains how he sees his motivation to learn English:

SEUREFE— T BER, TR REE AN
NEHZAEN. BEE2FBFRAFTHAEZIN S, EREELNE, F
ATEX—NHERA, SRAEFCENEZRSEMEREIN, Frids
E—MRARENHS, ESBNED. BEthli2—EEEE, B
FEREMEN, TNENRETE, tbin—LHU0nEEEMILIRE S
F—EMfE, HE-LEFIRNEFBERILIVER—REE., BEATE—
Bk, BREEAS, FUSHNE—MRENANRE.

[First, your personality and your interests will lead you to choosing a goal, so |
think motivation is different from person to person. Having a goal does not
guarantee you will be motivated to study. It depends on your learning situation
because during this period, daily issues will impact on your motivation. That is
why motivation is a very elusive concept. It fluctuates a lot. But it also does not
mean it will fluctuate forever. Sometimes, it will have an anti-fluctuation ability
and remain stable for a certain time, such as positive things being able to
motivate you to study hard or disastrous things will lead to you being
demotivated during this time. Some people will be demotivated forever, but |

will not. Therefore, motivation is an individualised scenario.]
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C.3.5 Summary: Zack

Zack’s interview, drawing on the qualitative data, both complements and expands on
the findings of the quantitative analysis. Importantly, it presents some insights into
the nature of the three constructs of the L2 Motivational Self System, and their
motivational roles in relation to his learning of academic English. These findings are

summarised in the paragraphs that follow.

In respect of the ideal L2 self, Zack’s interview provides evidence that this construct is a
multifaceted concept which is more closely related to his affection for English than the
instrumental function of English, which may include future job opportunities. These facets,
further, are created based not only on his affection for English, but also on negative
attitudes from his teachers about him, and his internal fears, all of which contribute to a
broad concept of his ideal L2 self. Zack’s interview also illustrates how his ideal L2 self
develops based on his immediate learning needs over time, which results in a two-layered
ideal L2 self definition for him: a general overarching ideal L2 self, and more specific ideal L2
selves. On the basis of these findings, it can be seen that Zack’s motivation due to his ideal
L2 self is a complex dynamic phenomenon. One the one hand, Zack’s affection for English
becomes one of the main sources of motivation for him to study academic English. The
relationship between his affection for English, and his motivation to study English, thus,
seems linear. On the other hand, however, because of the developmental nature of his ideal
L2 self, his motivation is both situational and time-responsive. Therefore, it can be said that
his motivation is also time-related. In addition, two other factors, personal and social
conditions, are also important. Quotes from his interview illustrate how even a slight change
in either of these factors will have an impact on Zack’s motivation to learn English,
regardless of the existence of his ideal L2 self. Consideration of these three influences on
Zack’s motivational movement signals a transition from a view that the relationship
between the ideal L2 self and his motivation is static and linear, to a complex dynamic
systems perspective (Larsen-Freeman 1997) that accounts for Zack’s motivation more
accurately. Last but not least, along with the positive aspects of his ideal L2 self, motivation
associated with negative aspects cannot be ignored, as they play an important part in Zack’s
motivation to learn academic English. They were, thus, complementary counterparts to

positive aspects of Zack’s motivational system.
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The ought-to L2 self has two aspects for Zack in terms of his motivation. The first of these is
his parents and relatives. In contrast with the traditional pressure exerted by Chinese
parents on their children’s study, the interview data shows that caring parents, financial
support, and a democratic family environment helped boost Zack’s motivation to study
academic English. The second aspect that had a motivational function for Zack is study
duties. For Zack, the motivation from examinations and his study commitments is not only
strong, but it also surges before examinations, and extends over a period of time after
examinations. This surge and extension of motivation from examinations and study
commitments are related to Zack’s passion for English. In this sense, as an active learner,

Zack’s ought-to L2 self has been internalised as his ideal L2 self.

Even as an active learner, Zack’s motivation to learn academic English could not remain the
same and stay at a continually high level. Instead, his motivation fluctuated frequently,
sometimes even on a daily basis, which was revealed in his discussion of his L2 learning
experience. This fluctuation is a result of his responses to his situated learning environment,
which includes his teachers, classmates and daily learning experiences. Therefore, Zack felt
that his motivation was hard to describe, viewing it as an individualised scenario, which
moves in a fluctuated-stable-reactivated process along his English learning journey. This,
then, is an illustration of the interactions of different factors on his motivation within his

particular learning environment.
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Case 4: Crystal

C.4.1 Background Information on Crystal

As mentioned in Chapter 3, Crystal is a quiet, but focused learner in the classroom, who
enjoys reading, and has achieved good academic performance. More detailed information is

provided below.

Crystal is a 19-year-old female student studying in the Out-plan program. Her major is
International Economics and Trading. At the time of the interview, she was a year one
student, and had just started her second semester at the university. Crystal was from a
regional area in China. Both of her parents held professional jobs, which allowed them to

fund overseas travel for her before | met her.

In her questionnaire, Crystal responded with a mean score of 6 in the statements related to
the Ideal L2 Self subscale, 6 in the Ought-to L2 Self subscale, and 5.13 in the L2 Learning
Experience subscale. Based on these scores, Crystal can be seen to be highly motivated to
study academic English based on her ideal L2 ought-to L2 selves, and slightly less motivated
due to her L2 learning experience. These scores are not in line with the results from the
whole surveyed cohort, however, for whom the ideal L2 self was the most important
motivation to study academic English, followed by L2 learning experience, and then the
ought-to L2 self. In particular, Crystal responded with a full score (6) in the Ought-to L2 Self
subscale (the highest score possible), which was much higher than that of the whole
population (4.22). Crystal also had a full score of 6 in the Ideal L2 Self subscale, compared to
4.91 for the whole population. Her mean score in the L2 Learning Experience the same score
as for the Ideal L2 Self subscale (5.13) was the lowest among all the three components of
the L2 Motivational Self System for her, but still higher than that of the whole population
(4.49). According to these comparisons, as with the case of Amanda and William, Crystal can
be seen as somewhat of an outlier from the whole student cohort. Her interview helped to
understand the way she responded in the questionnaire, and revealed more about the
nature of her ideal L2 self, ought-to L2 self and L2 learning experience and their

motivational roles in her studying academic English.
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C.4.2 Crystal’s Ideal L2 Self
C.4.2.1 The Nature of Crystal’s Ideal L2 Self
Table 5.10 shows Crystal’s responses to the questions relating to the Ideal L2 Self subscale,
which were consistent across the six items. She rated strongly agree (6) across the six items,
leading to a mean score of 6. This mean score suggested that the concept of the ideal L2 self
was very relevant to Crystal. Her words from her interview illustrate this:
Be—1ERERHA, IR—DPAXETRRNNE REEXEZFIN
PP
[l am a person who likes imagining. If people lose their ability to imagine, they
will lose their motivation to learn.]

Table 5.10 Crystal’s scores in the Ideal L2 Self subscale

ltem Crystal

(AE=Academic English)

Ideal L2 Self 6
1 Learning AE is important to me 6
because | need it for my current
study
2 Learning AE is important to me 6
because | need it to pass my
exams
3 Learning AE is important to me 6

because | would like to do further
studies in English

4 | can imagine myself being able 6
to use AE skilfully in the future

5 | can imagine myself as a 6
legitimate member of an AE
community in the future

6 | can imagine myself using AE as 6
if | were a native speaker of
English
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This quote, first, confirms the result from the survey which shows that the concept of the
ideal L2 self is very relevant to Crystal. Further to this, it provides a statement regarding the
importance of imagination in Crystal’s motivation to study English. This imagination, or
Crystal’s ideal L2 self, is closely related to three aspects: personal academic development,
involvement in domestic and international societies, and financial investment through

English.

For personal academic development, as with Zack, Crystal sees English as a symbol of
advanced knowledge, with which she would like to be associated. Therefore, through this
pathway program, she could imagine herself studying in a Western university in the near
future, listening to lecturers, discussing with classmates in English, reading English academic
articles, and writing her assignments without having difficulties in using English. With the
help of this high proficiency of English, Crystal further created images of herself doing
research for her studies. Crystal emphasised that English could enable her to achieve these

imagined English selves. As she explained:

AHTERNHERGRIE, BEMSK, [FERHT - IMRENER
e, MEXZEEHEE,

[In Western countries, the educational system is well developed, and their
educational concepts are advanced, which provides a good platform for students’

academic development. And English is the carrier of this platform.]

The creation of this imagined advanced academic L2 self grew out of Crystal’s
dissatisfaction towards China’s traditional model of education, which she described as

IEB8 I [spoon-fed]. As a sufferer of this learning style, Crystal imagined using English

to empower herself to study overseas, hoping to use what she could learn from the
West to reform China’s educational system. In this sense, Crystal’s educational
background, and her interest in becoming involved in Chinese educational reform
helped her construct her ideal L2 self. Also related to China and her current learning,
Crystal imagined herself being a successful businesswoman, helping Chinese
companies do business with foreign organisations through English, and traveling
around the world to explore overseas markets. Crystal’s ideal L2 self involved as it is

with her academic major and interest in China’s affairs, demonstrates that the
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formation of her ideal L2 self is influenced by her personal educational background

and situated social environment.

The importance of English for Crystal also has a pragmatic perspective. She considers
English as a means of investment, from which she can benefit in the future. This view

is evident in her words:

AFPE, BRXERERHN, WRROFEKFAZZWKFHNE, —EX
WS E TR, BIROFNERS— R 8.

[In China, English is very important. If your English reaches a professional level,

some big companies will hire you, and your future will be looked after.]

Therefore, through investing in English, Crystal imagined she could work in a big
international company, earn a good salary, and have a better career in the future, as

well as social status in China as returns on her investment.

These aspects represent a promising side of academic English for Crystal. Nevertheless,

as with the other three cases, Crystal had fears about English as well. For example,
although Crystal could imagine her English selves, she had fears that she could not
understand her teachers and the study content, and thus, she could fall behind.
Another example is with her Chinese identity. Crystal said that she had fears of
learning English because she was afraid of becoming Westernised. She illustrates this

view thus:

WAEFRGEBESPEARERIEIZR, H. BRXX, ERXEHTEC
M, XEFEREBZFH . EERIBOEE B CHFRIEKFAHTHE

BLERRERATHNEETR, XENEREERNRERIRES
RET

[It is true that nowadays in China, many people have a better job and a better
salary through English. Like XXX, he established his English training empire and
became famous in China. They all look very inspiring. But | fear that with my
advance in English, | will become more willing to use Western ways to think and

do things. If this happened, it could weaken my Chinese national identity.]
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The imagination of feeling lost in learning English, and facing an identity crisis is
evidence that Crystal’s internal fears could also have impacts on the construction of
her future English selves. It seems that these self-provoked fears are an indispensable

part of Crystal’s broader ideal L2 self.

So far, Crystal’ ideal L2 self is not only socially constructed, but also consists of both
promising and feared dimensions of her future. These images, however, do not stay
still, but develop and adjust based on Crystal’s situation and English level. This

developmental characteristic is evident in her words:

HECH—MIREZHAEBER B CLEWNKE, FURSREECHNR
ARERIFEACHEE. LR RNEH BR2RERMNNK
FEE, BRBMARXNIRANRRE . RAERREIEBRE, BHEFE—
PMEREEHRBNELFKENKRE, MAREERAF. FZ—R—<H0
iE, JRERMABFAENRRE, RRERBRE—D—IX, BEE

R Y B R SKRRIBSLIEEE

[One of the good things about myself is that | know where my current position is.
Thus, | will develop and adjust my thinking and goals based on my current
situation accordingly. For example, my short term goal is to become one of the
top achievers here. Later, when | consider studying overseas, | will choose a
university which will be matched by my ability at that time, but not the lvy
League Universities. A little bit further, my goal will become one of the top
performers at that chosen university. | think my goals is developing in a
sequential way, and also it will be adjusting according to the actual situation at

that time.]

This developmental characteristic is not exclusive to Crystal’s positive dimension of

her ideal L2 self, but also applies to her feared dimension, as her words demonstrate:

LS AERFEE—MEOEAE, BASBEAMBEIR, 5—1F
B AE.

[Fears will be created continuously and they differ, because things are produced
in a developmental way.]
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Crystal’s understanding of the developmental nature of her future English selves, thus,

draws from her past English learning experiences. As she explained:

HILBEMRHAEREZEZE, BRAIABMINRET TEE, FAIEXF,
RAEERREBERAROAEEZE, XEBEHESE. HARFARIXFN
=AM E R KERRILATUER

[In fact, | used to have many types of imaginations, but now | realise these
imaginations were too far. Because of this far distance, they became unrealistic
and also, they did not follow the principle of sequential development. So all
these imaginations were empty thinkings. The failure of not reaching these
empty thinkings created a sense of huge loss for me, which made me feel

extremely demotivated.]

This understanding, however, does not imply that Crystal denies the importance of
imagination in her motivation to study English. She becomes aware that an unrealistic
imagination can create demotivation for her. So, when she creates her ideal L2 self,
she also considers its developmental nature. The following example demonstrates this

view:

SERAERENZVE, TREERMRE, JEEN, TRIIXE. &
REFR—, NEBERZOZML, FrXENIIRTEBS CHEERIBIIE XXX
XXX RFEAEE N BR, BEEHRBHNE. BRVBENFREN
%, EREEBRFNERIAENE.

[When | finish my study here, | think | will study my Masters degree overseas. |
may go to Australia, or maybe USA. | am only in my first year, there will be many
changes later. But at the moment, based on my current situation, | will choose
XXX University and XXX University as my study goals. These goals will also be
subject to change. Although these small goals will change, my big goal, that is,

studying overseas, is still the same.]

This view illustrates that, as with Zack, the two-layered ideal L2 self concept also

applies to Crystal. That is, there is a general overarching ideal L2 self which pointsin a
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general direction for future development. Below this overarching self, however, there

are more specific ideal L2 selves related to her situational goals.

In sum, Crystal’s interview provides important insights into the nature of her ideal L2 self.
Through English, she imagines herself being able to become a self with good English
knowledge, a self engaging in China’s affairs, and a self having pragmatic benefits from
English. These different dimensions show how her ideal L2 self is a multifaceted concept
that has the ability to incorporate a cluster of images. Further, Crystal’s ideal L2 self is
formed, based not only on positive grounds, but also on self-provoked fears. These two
perspectives construct a broad concept of her ideal L2 self. In addition, Crystal’s interview
illustrates the developmental nature of her ideal L2 self. Instead of viewing her ideal L2 Self
as a fixed goal, Crystal believes it develops and adjusts based on her developing English
proficiency, and her situated learning environment. Also, these developments and
adjustments are understood by her through her English language learning, which shows the
relationship between her ideal L2 self and her L2 learning experience. A two-layered ideal L2
self concept is also seen with Crystal, as with Zack (see case 3). Her overarching ideal L2 self
represents a wish for a better self, which points in a general direction towards her future
development. Below this overarching self, there are more specific ideal L2 selves, which are
associated with particular goals at different stages. The motivational function of these

insights will be further discussed in the section which follows.

C.4.2.2 Motivation and Crystal’s Ideal L2 Self

Insights into Crystal’s ideal L2 self help understand how various aspects of this concept have
an influence on Crystal’s motivation to learn academic English. At first sight, a positive direct

impact on Crystal’s motivation is noticed:

XYERSW | WEBXHMNREREIN . 0T, S2REA—DA
K, ERRTMEREZDPHAMNERT ®ME, FRRASREV. PTId
HREBBRIBNERAGHERZAREX, FREMBNIEES, B
MU REENEE, ZHFLEINTIR, XHOEEE I R
HEFIFARRIE,
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[Of course it can! This feeling is very strong. | give you an analogy. When you
invest and imagine you could make a lot of money from it, you will have strong
motivation to do it. Therefore, when | imagine | could use academic English
skilfully, and | use this level of English to complete my tasks at work, to earn
respect from my colleagues and to gain praises from my boss. This imagination

can definitely motivate me to study academic English.]

This quote shows how imagined images, or her ideal L2 self, have an immediate
positive influence on Crystal’s motivation. This motivational effect has moved beyond
the traditional pragmatic role of English for Chinese students, such as the role English
has in making it easier to get a job, to a more professional, developmental role in

gaining as respect from work colleagues, and praise from the boss.

This direct relationship, however, becomes less noticeable when the two-layered ideal
L2 self concept is considered. The overarching ideal L2 self, as mentioned above, only
points in the direction for future development, and is positioned further from Crystal’s
current situation. To achieve this general goal, Crystal realised that there were many
steps on the way to getting there, and this general goal might change if one of these
steps fell through. Therefore, due to this distance and uncertainty, Crystal viewed the
overarching ideal L2 self as a fluid concept. Accordingly, the motivational effect of the

general ideal L2 self becomes limited for her. As Crystal explained:

BRRZNFIZIREIZVNNERGR, BACIRE EALE L
a, WECHBAMERENEIAE.

[The motivational effect of images that are far from my current situation is
limited, because they are so vague. Due to this vagueness, it is hard to feel and it

is not clear enough. |, myself, am not sure if | can reach it.]

The change of Crystal’s motivation from her different interpretation of the ideal L2 self
reveals that once this concept is influenced by factors such as distance and
uncertainty, as shown above, its motivational strength is limited. This limitation is not

only exclusive to the general ideal L2 self, but also to her more specific ideal L2 selves.
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It seems that the more specific ideal L2 selves associated with particular goals, and
that are closer to the current learning situation will have stronger motivational effects.
According to Crystal, however, this depends on who you are, a view in line with that of

Zack:

BN BRI IAFTRRBEZINH S, SEFEAN. A2—1R
BMEMRINPA, HBARXLERFRMITY, IRBENNEFS.

[When you have your short term goals and plans, it does not necessarily mean
you are motivated to study. It depends on who you are. | am a person who is
eager to succeed so | want to achieve these short term goals and plans.

Therefore | have the motivation to learn.]

The relationship between her more specific ideal L2 self and her motivation, thus, is

not always straightforward. This is evident in Crystal’s words:

FAABEAANRFENRY T, ERECHKERZFILRE, RIBCEREIL
BT mE MR REE SRR MEARIE. £X—RIFEE, HEC
RAZENNEZE,

[l am a person who is so ambitious. But when | fail to reach my goals due to my
English level, it will cause a strong sense of loss and frustration. This sense of loss
and frustration makes me feel devastated. During that period of time, | have no

motivation to study at all.]

Crystal described this scenario as ZHE#k A, ZKEE#k KX [the more you hope the
harder you fall]. Crystal realised that motivational influences from the ideal L2 self can

be a X 7] &l [double-edged sword].

These demotivational experiences can also be caused by Crystal’s self-provoked fears
towards her ideal L2 self. As stated earlier, Crystal mentioned her imagined fears of
losing her Chinese identity with her advance in English. These fears created an internal
resistance for Crystal to keep a certain distance from English. These fears, sometimes,

surge and discourage Crystal to study English. As she commented:
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ANFRNBES EH, BAZTRX, IMERATAHT . BEE
ZMNRFENER, REGERT . AeRERREK, FLKk, HMiHR
X, FESNEATHEAN, RAXMEERLE. XEHRIAFEXHRE,

[Sometimes my fears will rise because when | learn English, my brain will
function like Westerners’. | will be more willing to accept their anti-China
propaganda, and eventually | will be brainwashed. Although my physical
appearance is still Chinese, such as having yellow skin and dark hair, | speak
English. | will help Westerners defeat Chinese. | am afraid this will happen. This

is why | am afraid of learning English.]

This fear about becoming Westernised, as with the example given earlier, influences
her motivation to learn English. Although the fears Crystal describes had negative
impacts on her motivation to study English, she also understood the importance of

English for her future. Therefore, she was in an i Jii [awkward] situation. This

situation leads to fluctuations in Crystal’s motivation from her ideal L2 self. Thus,
when the feared L2 self is in control, Crystal feels demotivated. However, this
demotivation does not last long. When Crystal sees her positive ideal L2 self at
another time, she becomes motivated. Crystal said these fluctuations happened to her
from time to time. As a result, she viewed her motivation as being in a movement
which changes and fluctuates continuously. The following quote demonstrates this

nature:

NP RARRE. EXNINTIHENRBERS . HRENEZ R
T, T et Rl

[Motivation is not a stable term. It heavily relies on the surrounding

environment. The environment changes constantly. So does the motivation.]
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C.4.3 Crystal’s Ought-to L2 Self
C.4.3.1 The Nature of Crystal’s Ought-to L2 Self

Table 5.11 presents Crystal’s responses in the Ought-to L2 Self subscale. She rated strongly
agree (6) across the six items, leading to a mean score of 6 in this subscale. This score is the
same as her score in the Ideal L2 Self subscale, which indicates that her ought-to L2 self is as
important for her as her ideal L2 self, a point reinforced by the interview data (see below).
Her score in the Ought-to L2 Self subscale also suggests that she is well aware of her

obligations and expectations from others of her English study. Her interview illustrates this:
BIRBEBECHNZIRES, BUAEERMAXNREE.

[I know my study responsibilities very well. Also, | do not want to let people,

who have high expectations on me, feel disappointed.]

In terms of motivation, four aspects related to her ought-to L2 self were mentioned in
Crystal’s interview: her classmates, her parents, her study requirements, and social

pressures. These aspects will be discussed in the paragraphs that follow.
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Table 5.11 Crystal’s scores in the Ought-to L2 Self subscale

Item Zack

(AE=Academic English)

Ought-to L2 Self 6

11 have to study AE because | don’t 6
want to get bad marks in it

2 | have to study AE because | want to 6
get a good IELTS score

3 Studying AE is important to me 6
because if | don’t have knowledge of
AE, I'll be considered a weak learner

4 Being successful in AE is important 6
to me so that | can please my parents
and relatives

5 Being successful in AE is important 6
to me so that | can please my teacher

6 Being successful in AE is important 6
to me so that | can get approval from
my peers

C.4.3.2 Motivation and Crystal’s Ought-to L2 Self

The importance of influences from Crystal’s classmates on her English studies can be seen in

this quote:
Ty, BREYE—EONERS, FNANTRIEHE.

[For study, | spend most of my time with my classmates so they have great

influences on me.]

These influences, according to Crystal, can create both negative and positive
motivation, depending on the learning environment. For example, Crystal compared
her high school with her current learning environment. At high school, Crystal recalled

that her relationship with her classmates was very tense. From time to time, she was
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even laughed at when she could not answer a question in class. As a result, Crystal
became demotivated and described this period of learning as 1R B = 1R/( &R [very sad
and painful]. In her discussion of her L2 learning experience (see below), she

elaborates on this further.

In contrast, however, with the change of the learning environment, the relationship
between Crystal and her classmates changed. She explained that, in her current
learning situation, which focuses on learner autonomy, rather than on competition,
the relationships between classmates were less tense. Due to this, a relaxed learning

atmosphere was created. As she said:

ETYRFEME, #FIE, BHMVREITRKACBREE—NEFNAER,
RREPFM LR, R IFEEE, KERBREFIR. MRIRER
IR, AREREBHILE.

[After coming here, in terms of study, my classmates do not set rigid goals for
themselves. We become more individual and have a more relaxed attitude
towards study. Therefore, if you can study well, they congratulate you and
praise you. If you cannot study well, they show sympathy and become

understanding.]

In this new learning experience, Crystal did not take on negative attitudes from her
classmates, nor feel pressured to compete with them. The changes in Crystal’s
motivation to learn English from being demotivated to motivated are a response to

her classmates’ attitudes towards her in the new learning environment.

Changes in her motivation also happened in response to Crystal’s parents’ attitudes
towards her study. Crystal said her parents used to place a lot of pressure on her to
study. Together with the hostile attitudes and competition from her classmates, this
led to demotivated and unpleasant learning experiences for Crystal at high school. Her
parents, however, changed their views on her study after a critical incident — her poor
performance in the university entry examination. After she failed this examination,
Crystal said that her parents realised that their high expectations and pressure were

1EH H & [counterproductive]. Therefore, they changed in the following way:
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AR ERERINE, AFILREEIE]. BREEFKBCHEZE
ARIE EXFRFERNIE, MINBASREE. )82 E Lo

B ARIULRT - IRS&EEH. MEBRNXESHR2ELIHELINA,

BEMNECESORERELRE. MR THHR, FLELRF
B2 FATIESTRE, REEOELOS LARES. Basixe
EME RHEEROLBLRERERIULLEBHR.

[Now, they hope | can be happy, and have not given me any pressure for my
studies. For example, they will not be very disappointed if | do not do well in
academic English. Rather, they will encourage me and let me go on working hard
for the next stage. Also, both of my parents are highly educated. Therefore, in
addition to encouraging me, they will give me guidance and help on my study
and mentor me. If | encounter problems, | think my parents will be very positive

and very willing to help.]

In similar cases like those of William and Zack, positive parental support and learning
in a more friendly environment made Crystal feel more positive about herself. She
understood that in order to avoid failing again, she needed to take advantage of this
positive learning environment, and studied harder to meet the requirements set by
the university and her teachers. Therefore, she made good use of her time, and put

more effort into her study. She gave examples of this:

AN (B%) EHMNNE REBE-—REANFERRE. LLMEFERM,

Tt — LB TR, RAMHN, IESF—L TED R,
FREBRZERRB. F—REITHENAET FTEEZETREERN—LH
AR ARMFIEARFEBOEZIIER. ARGREME—VIN
FIW = MRIFXBWMANE, RELBEHLA.

[While others (classmates) are playing, | am still thinking about learning
something. For example, when choosing TV programs to watch, they may
choose some relaxing programs, such as entertainment. However, | will watch
TED speeches, and | will watch them twice. The first time is to understand their

content, and the second time to learn collocations, new vocabulary, and then try
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to imitate native speakers’ pronunciation and intonation. | think | need to make
good use of all opportunities to learn. If you do not put effort into your studies,

you will not see good results.]

This final expression, TN RIRXBHRARIE, REX B % LAY [If you do not put
effort into your studies, you will not see good results], is a typical Chinese saying,
which is widely cited by parents and students as a way of reminding students that they

need to apply themselves in their studies.

Apart from Crystal’s study requirements, which serve as an external force to motivate
her to study, she also feels that social contexts influence her motivation. As she

explained:

REARIEENFERFE IR REXPMHRHRSEETE, BRAIHL
ERFRX. RECHHNAER, AEAFRL, KHREEEEF.

[The current environment and situation push me to learn English. If China was
now the leading country in the world, then we would have no reason to learn
English. My own motivation to learn English is not important. | have to learn
English because the current environment and situation are forcing you to do

this.]

Motivation for Crystal, thus, is not always a personal matter, it is also related to social
contexts, and wider political relations, all of which have an influence on her
motivation. At times, indeed, it seems that these external influences can override her

personal reasons for learning English.

C.4.4 Crystal’s L2 Learning Experience
C.4.4.1 The Nature of Crystal’s L2 Learning Experience

Table 5.12 shows Crystal’s responses to the questions relating to the L2 Learning
Experience subscale. Her responses show her different attitudes towards elements
under the L2 Learning Experience umbrella. For example, while she highly valued help

from her teachers (she scored a 6, strongly agree, for item 4), she did not receive
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similar support from her classmates (she gave a 1, strongly disagree, for item 5). These
two different answers may be related to the nature of the program of study, with its
focus on learning independence. These two extremes, however, do not seem to affect
Crystal’s enjoyment of her learning, and the efforts she makes in her study, as she
responded either a 5 (agree), or a 6 (strongly agree) to the relevant statements. As a
result, the average score for the L2 Learning Experience subscale was positive, at 5.13,
which indicates that the L2 Learning Experience subscale, along with the Ideal L2 Self
subscale (for which the average was 6) and the Ought-to L2 Self subscale (for which
the average was 6), is also an important factor in Crystal’s motivation for learning
English. Her interview helps to provide more insights into how her learning

experiences influenced her motivation to learn English.
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Table 5.12 Crystal’s scores in the L2 Learning Experience subscale

ltem Crystal

(AE=Academic English)

L2 Learning Experience 5.13
1 I like the atmosphere of my AE 6
class
2 | think time passes quickly while 6
studying AE
3 | find learning AE interesting 6
4 | have good teacher(s) to help 6
me with my AE
5 I have support from my 1

classmates for my AE

6 | expend a lot of effort in 5
learning AE
7 | find ways to practice my 5

English outside class

8 Overall, | think | am an active AE 6
learner

C.4.4.2 Motivation and Crystal’s L2 Learning Experience

While the above scores provide an overall view of Crystal’s attitudes towards her L2 learning
experience, her interview provides detailed information on how the L2 learning experience
impacts on her motivation during her English learning. In particular, she discusses, at length,
her personal characteristics, her foreign teachers, and the combination of her personal
characteristics and the foreign teachers that motivate her to learn through her daily learning

experiences.
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In the questionnaire, Crystal indicated that that she did not have support from her
classmates to study English, giving this question a score of 1 (strongly disagree). In the
interview, she further elaborated on this, attributing this to a change in the learning
environment, and her personal goals and circumstances. Crystal said that since the change
of the learning environment from high school to university, there had also been a change in
her way of learning. For example, at university, she began to learn independently and
autonomously, in contrast with when she was at high school, where she relied more on her

teachers and fellow classmates for her learning. As Crystal said:

HEARIERETRAFITRE, HEXAXREBREER—PARE, ERET
RIM—PANLFEINIRE. FIUREREENBZS], BERBCS—DPAES],
FIWRECERNERMA.

[Although | am a good talker and good at communication with other people, in fact, |
am a person who likes to think individually, and prefers to study by myself in a quiet
place. As a result, | like to study autonomously [now], | like to study alone and learn

what | like.]

Sharing the same views as William and Zack, studying in a learning environment which
matched her personal learning style, Crystal willingly spent extra time outside the class on
the things that she was interested in and found enjoyment in it, such as watching online talk
shows, through which she could practice her pronunciation and intonation, and learn new

vocabulary. She also liked to spend time reading English novels and online English blogs.

Crystal, however, did not have the same level of motivation in her English study before
university. She said at high school, her motivation to learn was very low because of her
teachers. According to Crystal, her high school teachers did not have patience to teach and
easily lost their tempers. Also they failed to realise that there were differences among
students in terms of their needs and ways of learning. As a result, their teaching style did
not match with Crystal’s personal preferences, and she put in little effort to learn, even
though she knew there were important exams ahead. Crystal referred to this period of time
as a dark age in her academic life, until the learning environment changed and she had
foreign teachers only for her classes, whose approach to teaching contrasted markedly with

that of her high school teachers.
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Crystal, thus, became positively motivated when she studied with her foreign teachers. She
said that these teachers had a profound influence on her motivation. These influences had
two aspects: learning models and creative teaching styles. In terms of learning models,
Crystal admired her foreign teachers for being knowledgeable. The following quote is an

example of how this motivated Crystal to learn:

1S David RT AL, MESRE, MERZETFEMEYS, mMAKEESMHAK
BENRR. tMEEEREFMEHAR. BB LMOERGRRE—F, RS
ZFEREZREZHBHOERA,

[l think David [pseudonym] is amazing. He knows a lot and he has a lot of resources
and materials. He writes quickly on the whiteboard. He always has many things to tell
you. Attending his lessons is like going on an adventure. You will learn many, many

interesting things.]

Apart from being models in terms of learning knowledge, the foreign teachers also became
moral models which, Crystal considered, was important, and which she could benefit from

in the future:

EREF, BRGINANEZES LBIR, EBIREREEA. MSEIRER—
ERTHINERS. . RBERRFIXRZLZRA, BEEMMNSILRERBE
ANBETERAMEN . IRFNEELEEFSERIMEAFTENE, HAAE
AR BIARI R Z IR RERE

[During the class, these foreign teachers not only teach you knowledge, but also teach
you how to be a good person. They will tell you about Western values and thinking. ...
It may seem that these have little relation to your study, but these values and ways of
thinking will help you integrate into Western mainstream society quickly, which is
beneficial for the future when | want to study overseas, or need to do things with

foreigners because | will know where the bottom line is.]

This view of learning Western values and thinking, however, is contradictory to the fears
Crystal expressed of being Westernised when she talked about her ideal L2 self. With the
direct learning experiences with her foreign teachers, she became less concerned about her

Chinese identity, and saw the value of this learning as it helped her step out from the
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bottom of her demotivated state, and see hope and inspiration for her future from these

teachers. She commented:

B XEZMERAERLN . MIESRE, MANAMNRSMA. XZERZH
BREEEMFNESFNEMS EXENERA. NRC, MARER, NFLE
REW. PRIXEMNEIE, ZRTC. XLERERNZIZLHIE !

[l am very satisfied with these teachers. They know a lot, and they are my moral
models. These things were missing from my previous teachers in high school. These
foreign teachers are very patient, very nice, and very sincere with their students. So |
am very happy to have them teach me. This is also a very pleasant learning

experience!]

The foreign teachers’ creative teaching styles also motivated Crystal to learn. Crystal said
that the foreign teachers used various teaching activities in the class to make the learning
experiences interactive, memorable and enjoyable, such as role play, peer discussion and
group presentations. Also, these foreign teachers not only had the ability to adapt the
teaching materials to the local context, but to extend this knowledge to the outside world,
such resources such as TED talks or the New York Times in their teaching, which made
Crystal understand that the knowledge she learned in class is not isolated, but can be
applied to real life. Apart from the teaching activities and content of the lessons, the foreign
teachers gave students equal opportunities to express their own opinions, and respected
their views. For example, they always used students’ writing as an example to teach
academic writing, and assigned discussion tasks to students to evaluate the writing.
According to Crystal, this practise created a motivational surge for her each time her writing
was used as an example. As a result, she became very attentive, and benefited from these
intellectual and interesting discussions, and improved her writing based on the feedback.
Through these kinds of engagements, Crystal was aware of her strengths and weaknesses in
her studies, and was motivated to spend time outside class on finding extra learning

resources to improve her writing. Crystal said:
HZMESATRM T, AREAXZFELAFRAT, TENEREREF—ER
SR, ARIFETIRIMY, HXOTUAZIRAN, E— TRUNTERL. 5
= THIBE, EHEHER.
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[With help and encouragement from the teachers, | feel | have learned a bit more. As
a result, | am more willing to learn something extra outside the class. When | learn
things outside class, | can use them in class. This is a virtuous circle. There is a set

phrase, ‘mutually supplementing each other’.]

These learning efforts helped Crystal achieve good scores and outshine her classmates. Due
to these achievements, Crystal not only earned approval from the teachers and appreciation
from her classmates, but also, from herself. She felt fulfilled and happy. Therefore, Crystal

said:

RERNNFIZHAMAECES. ARBTECHNENREAHE. RARESHE
BB CMUENF .,

[These successful learning experiences motivate me to learn. | feel all my hard working
has paid off. Also these successful learning experiences will guide me to learn in the

future.]

Crystal, however, pointed out that not everyone felt motivated in the same way as she did.
She realised that individual differences in motivation exist. She gained this understanding by

comparing her classroom performance with that of other students:

LR R, REFRFHETFY, HESETEE. AXRSEAFIERE
WIMNE, BRI ERIMIR R 2N

[During class, many classmates play their mobiles or doze off. In fact, many classmates
do not like foreign teachers. Students who like foreign teachers, including me, just

represent a small proportion.]

Crystal explained two reasons for this demotivated behaviour from her classmates. First, in
her view, foreign teachers’ teaching styles, which requires active participation and critical
thinking, are not compatible with typical Chinese students’ learning styles, who are used to
a spoon-fed model, and who are very passive in their learning. Because of this dependant
learning style, she said, some students clash with the new learning environment and
teaching methods, and complain and resist. Thus, some students like Crystal may be

motivated, whereas other students, at the very same time, may not be.
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Along with individual differences in motivation, Crystal also understands that her motivation
constantly fluctuates. These fluctuations happen in different ways. They can be very acute,
appearing suddenly and, equally, disappearing quickly in response to particular experiences.
For example, teachers’ evaluative comments, such as “fantastic”, or “you need to improve
on this”, can create a surge or drop in Crystal’s motivation. Other times, this motivational

state can last longer. Crystal provided an example:

ZHIA R EIFES DBHREERE, XEFI ENAREEE B CHBE, &
FECRBEIFBHLS ERERAIEK. XEOCENEW, FILEARATH. B
EREREEE, RELBCHREN, FIURENNZIZIREAS, (R—EF

gh, —EREFR, ARNIE, NS NIRINT %

[Some time ago, | encountered a lot of difficulties in learning. These unsuccessful
learning experiences had effects on my emotions. And | did not adjust myself well and
felt a bit demotivated. Affected by these psychological impacts, | could not find
passion for my study. However, you could not stay in this demotivated state forever,
you needed to find a breakthrough for yourself, so | reminded myself constantly, by
saying you must work hard and you must insist, otherwise all previous effort will

evaporate.]

This example reflects the fluctuating nature of Crystal’s motivation over a period of time. It

also corresponds to Crystal’s view of motivation, which is related to a person’s &7, &7,
57 [intelligence quotient, emotional quotient and will power quotient]. Due to this belief,
very often in Crystal’s case, she uses motivational slogans, such as —EE% 5, —FEIR
B, AREE, 28OS TIS5—% [must work hard, must insist, otherwise all

previous effort will evaporate] to motivate herself to study.

C.4.5 Summary: Crystal

The qualitative data gained from Crystal’s interview both complements and expands on the
findings of the quantitative analysis. Importantly, it presents insights into the nature of the

three constructs of the L2 Motivational Self System, and their motivational roles in relation
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to Crystal’s learning of academic English. These findings are summarised in the paragraphs

that follow.

Crystal’s interview provides evidence that the ideal L2 self is a multifaceted concept that is
closely related to personal goals, involvement with China’s affairs, and pragmatic
investments that can only be made with a knowledge of English. This multifaceted concept,
further, not only represents positive aspects of Crystal’s future L2 self, but also fears of her
future L2 self. These fears are caused by her personal characteristics, and worries about
becoming too Westernised. These positive and feared perspectives, thus, construct a broad

concept of her ideal L2 self.

Crystal’s interview also illustrates how her ideal L2 self develops over time, which results in
a two-layered ideal L2 self for her: a general, overarching ideal L2 self, and a more specific
ideal L2 self. These insights provide an understanding into how Crystal’s ideal L2 self
motivates her to learn English. For example, the two-layered ideal L2 self definition shows
that Crystal’s ideal L2 self does not necessarily guarantee that she can be motivated. Other
factors, such as the distance of goals, uncertainty, and the person she sees herself as, can
influence the strength of the motivational effects of the ideal L2 self. Also, in Crystal’s case,
her broader ideal L2 self does not always produce positive motivation; it can generate
demotivation for her as well. Thus, changes between being motivated, experiencing
motivational surges, or becoming demotivated happen from time to time in response to
events at specific moments, further revealing that Crystal’s motivation from her ideal L2 self

is fluid, and both complex and dynamic.

The ought-to L2 self has four aspects for Crystal in terms of her motivation. These are her
study requirements, her classmates, her parents, and social contexts. There four aspects are
not independent of one another. Rather, they are interrelated and influence Crystal’s
motivation to study English. For example, in Crystal’s case, she understands she needs to
pass her English exams, as well as meet her parents’ expectations. Also, these influences can
be dominated by one aspect depending on the particular context, as has been shown with
Crystal. Further, Crystal’s interview demonstrates that, as with her ideal L2 self, the
motivational forces from her ought-to L2 self are also complex and dynamic. These

complexities and dynamics are seen in changes in Crystal’s motivational state from being
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demotivated to motivated in response to her classmates’ and her parents’ attitudes towards

her.

The interrelationship among these different aspects, and the complex and dynamic nature
of Crystal’s motivation, is seen to be even more profound when she talked about motivation
from her L2 learning experience. First, through her learning experiences, Crystal created her
ideal L2 self, and felt pressure from her ought-to L2 self. Second, in addition to changes in
her motivational state, Crystal realised that her motivation fluctuated constantly.
Sometimes the fluctuation can be very acute, and at other times, it can be less acute. Third,
Crystal became aware that being motivated and demotivated can co-exist at the same time
for different people in the same learning context. Crystal, thus, believed that motivation is
an individual scenario, and how a person is motivated is closely related to their personal
characteristics, their intelligence, emotions, and willpower in particular learning

environments.

5.2 Chapter Summary

This chapter has presented the findings from the analysis of the interview data with
the four focal students. Based on these findings in the particular learning program, it
seems that the L2 Motivational Self System as described by Dérnyei (2009b) and
measured by quantitative data alone, only partially captures the nature of the
students’ L2 selves and L2 motivation. These findings provide empirical support to
look at the L2 self and L2 motivation from a complex dynamic perspective (Larsen-
Freeman 1997; Larsen-Freeman & Cameron 2008), such as the self from a complexity
perspective (Mercer 2014), and person-in-context view (Ushioda 2009), which is

discussed further in Chapter 6 of this thesis.
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Chapter 6: Discussion of the Qualitative

Findings

6.1 Chapter Overview

This chapter provides a discussion of the qualitative findings of the study in relation to
previous research on the topic. It is divided into two parts. The first part of the chapter
draws on findings from the four focal students’ interview data. It further discusses the
guantitative findings from Chapter 4 on the nature of the students’ ideal and ought-to L2
selves, and the interrelationships between the three constructs of the L2 Motivational Self

System. The second part of the chapter addresses research question 3:

What are the students’ individual motivations for studying the English for Academic

Purposes courses in China from the point of view of the L2 Motivational Self System?

6.2 The Nature of the L2 Motivational Self System

This section presents a summary of key qualitative findings, which focus on the nature of
the ideal L2 self, the ought-to L2 self, and the interrelationships between the ideal L2 self,
the ought-to L2 self, and the L2 learning experience. Comparisons of these findings are then
made with those from previous research on the L2 motivational self system. Based on
discrepancies found in these comparisons, the L2 self from a complex dynamic perspective

is discussed.

6.2.1 The Nature of the Ideal L2 Self

Comparisons are made across the four students in terms of the nature of their ideal L2
selves. These results have shown that, while common themes were observed, there were

also differences, which illustrated the students’ individual sense of their ideal L2 selves.
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Among common themes in the data, the most prominent was the multifaceted nature of
the students’ ideal L2 selves, which was also borne out in the quantitative data. This
multifaceted ideal L2 self incorporated a cluster of images. In some cases, such as that of
Amanda, these images seemed to be somewhat stable, and co-existed with one another
over a certain period of time. In other cases, however, such as those of William, Zack, and
Crystal, these images, from what they said in the interviews, were created within a
particular time frame, and in response to a specific learning environment. This results in
changes in the visibility and connectedness of their ideal L2 selves. Thus, an imagined image
which is further from the student’s current situation, or his/her general overarching ideal L2
self becomes elusive across time and space. The closer or more specific the ideal L2 self, the
more it appears to be tangible for the student due to its proximity and relevance to their
current situation. Imagining successfully using English for future studies (an image which is
close to the student’s current situation), for example, is more immediate in the student’s
mind compared to using English to find a job (an image which is further off and therefore
less tangible). These findings, to some extent, correspond to the scores in the surveys for

Ideal L2 Self subscale.

The visibility and connectedness of the ideal L2 self also reveal another related theme which
was common in the responses in the students’ interviews; that is, the ideal L2 self is
complex and dynamic. It either developed in a sequence of steps over a period of time, or it
emerged during the students’ interactions with immediate learning activities. In this sense,

the ideal L2 self is a temporal and learning responsive concept.

In this particular research context, in which the participants were studying on a program
that was designed with a Western EAP curriculum, and delivered in a local Chinese
university, students are able to imagine images that move beyond the traditional role of
English typically associated with Chinese students. Such images may include English playing
a transformative role on the students. English, thus, is not only related to future
employment and instrumental matters, but is also related to the students’ imagined selves

and future roles in which English may play a part.

In addition, students’ social and/or economic backgrounds have an impact on the
construction of their ideal L2 selves. For example, Amanda, who came from an
underdeveloped part of China, believed that this program would enable her to escape from
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China to look for a better life overseas. However, for Zack, who came from a highly
developed metropolitan area in China, social issues such as food safety and air pollution,
were more pressing. Thus, his ideal L2 self has an advanced lifestyle perspective. These
findings show that the ideal L2 self is reflective of both personal beliefs and values, which
may have changed during the program as a result of its focus on independent learning styles
and learner autonomy. These personal beliefs, however, as with values more broadly, are of
course shaped by broader cultural, social, or political discussions and discourses. These
values include self notions such as a bilingual self (the value of being bilingual), a
knowledgeable self (the importance of being knowledgeable), and a progressive/ globalised

self (the value of being both progressive and globalised).

Students all agreed that this future L2 self had a close relationship either with their affection
for English, or with their personal characteristics. For some, this relationship is also a
defiance of a negative image of them, or the anti self. Zack and William are the exemplars of
this; both of them responded to teachers’ negative views of them as students. The future L2
self, for some students, can also have an undesirable dimension, such as feeling afraid of
being Westernised, as was the case with Crystal. This feared future L2 self, expressed in
some way by all the students, is an indispensable part of the broader ideal L2 self that
emerged in the interviews. It, as with the ideal L2 self, also shows a temporal, responsive,

and developmental nature, such as was the case with Crystal.

Also, the construction of the ideal L2 self is not limited to the future. The interviews showed
how some students drew on their past English learning experiences, or on social interactions
in English, to set up their ideal L2 selves. This illustrates how, for some learners, images of
their past experiences or interactions with English can become an impetus for their future
ideal L2 selves. Such images may be stored in the students’ memories, waiting to be

activated at a particular time, and in a relevant setting.

These findings add new understandings of Chinese students’ ideal English selves. These
selves are not just about getting a job, gaining promotion, or bringing face (dignity) to the
family in China, as discussed in Chapter 2, Background to the Study. They extend to the
development of the students’ personal selves, which is something that English is able to
provide for them in relation to opportunities that will take them beyond China, such as
studying overseas, and working and living in other countries. During the process of their L2
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self development, there is an adaptive negotiation among many factors that a student is
surrounded by, including affection towards English, personal characteristics, learning
contexts, beliefs, values, emotions, and time. These factors, though, are not necessarily in a
harmonious relationship with one another. They can be contradictory, inconsistent or even
in competition with each other, which is something that became clear in the findings from

the interviews.

6.2.2 The Nature of the Ought-to L2 Self

Comparisons are also made, here, across the four students in terms of the nature of their
ought-to L2 selves. While less data were obtained on the ought-to L2 self in the interviews,
the comparison, nonetheless, shows that the students’ visions of their ought-to L2 selves
are less pronounced than those of their ideal L2 selves, which corroborates the quantitative
findings of the study. The students’ ought-to L2 selves demonstrated the following features.
As with the ideal L2 self, the ought-to L2 self was found to be a multifaceted and diverse
component with a range of aspects mentioned by the students, such as pressure to pass
examinations, requirements to meet study obligations, the need to meet expectations from
parents, teachers and society, and competition from classmates. It needs to pointed out,
however, that the importance of these external factors for the students will also depend on
other factors, which may change from time to time, such as parental attitudes towards the
role they play in students’ education, degree of family support, classmates and teachers, as
well as students’ personal attitudes towards these external factors and students’ L2 learning
experiences. These findings, to some degree, further reveal the nature of the ought-to L2
self based on the whole cohort’s responses to the ought-to L2 self items in the surveys.
These findings, nevertheless, do not fit perfectly with the generally held views of the way in
which Chinese students are subject to parental and societal pressure, obligations and
responsibilities. The more rebellious images of the students’ ought-to L2 selves seen in this
study, such as the case of William, who created a counter ought-to L2 self to defy negative
representations held by his teachers, may be related to the particular program which
promotes learner initiation, autonomy, and critical thinking. In this sense, the ought-to L2
self is not always passive. Rather, it has agency to react, resist, and take control of negative

influences.
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6.2.3 The Interrelationships among Students’ Ideal L2 Self, Ought-to L2 Self and L2

Learning Experience

Many examples in the interview data show that the students’ ideal L2 selves, ought-to L2
selves, and L2 learning experiences are interrelated. These findings, further, support most of
the results from the quantitative data, which show that the three components are
correlated, and that there are no differences in terms of gender, demographic background,
and academic program in the relationships between the ideal L2 self and the ought-to L2
self, nor between the L2 self and the L2 learning experience. Most importantly, however, in
contrast with the quantitative results, the interview data also reveal that differences do not
exist in the pair of the ought-to L2 self and the L2 learning experience, between male and
female students, between the In-plan and Out-plan students, nor between regional and
metropolitan students. Based on these findings, it can be said that from their L2 actual
learning experiences, the focal students received various forms of input through their
interactions with teachers, students, and the outside world. Students processed this input

and modified their L2 self images in response to them.

The above summary not only extends the findings on the nature of the students’ ideal and
ought-to L2 selves (research Question 1), and the interrelationships among the three
constructs of the L2 Motivational Self System (research Question 2), it also leads to the next
section of the chapter, Comparison of the Interview Findings with those of Previous
Research. In addition, these results illustrate how broad trends which emerge in
guantitative studies do not necessarily hold true at the individual level, providing further

justification for the case study component of the study.

6.2.4 Comparison of the Interview Findings with those of Previous Research

The findings summarised above illustrate that the ideal and ought-to L2 selves are
multifaceted, complex and dynamic constructs. A comparison of these findings are now
made with existing studies through the lens of complex dynamic systems theory (Larsen-
Freeman 2012; Larsen-Freeman & Cameron 2008). In complex dynamic systems, interaction

is essential (Larsen-Freeman 2012). The focal students’ interviews show that it is through
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interactions with the learning experiences and social contexts, further, that the ideal and

ought-to L2 selves react, change and evolve over time.

First, the study has highlighted the multifaceted nature and related visibility of the ideal L2
self. These findings are in line with Hinkley and Andersen’s (1996) study, which suggests that
the self can be better understood as “a family of selves with various overlapping
resemblances and with some selves more prominent, elaborated and accessible than others”
(p. 1281). As such, the psychological concepts of construal and construal-level theory (Trope
& Liberman 2010) are relevant. As mentioned in Chapter 2, construal refers to the ways in
which a self-concept is mentally represented, the nature of the image, and its level of
abstraction (Henry 2017; Liberman & Trope 1998). The notion of psychological distance is
important in this theory (Henry 2017; Nakamura 2019; Trope & Liberman 2010) because in
comparison with more detailed and concrete imagined images, which are closer to students’
current point of time, future images that are further from this reference point become more
difficult to imagine, and are more abstract. For example, You and Chan (2015) report that as
time progressed and participants became mature both educationally, and in terms of their
L2 proficiency, images of their ideal L2 selves gained greater clarity, and became more
specific, more elaborate and occurred more frequently. In comparison with You and Chan’s
(2015) findings, combining construal-level theory, the multifaceted nature and the visibility
of the ideal L2 self emerging from this study seems to be better understood by drawing on
the working self-concept (Markus & Nurius 1986), which explains coexisting L2 selves that
individuals possess. That is, different L2 self images can interact with one another both in a
positive way (e.g. a co-construction of multi L2 self visions), and in a negative way (e.g.
competition among L2 self images). Once one of these images, or several of these images,
are activated in a particular situation, these activated images temporarily become the
dominant L2 self, or the working self. This activation not only activates other closely related
future self-possibilities, but also increases the likelihood of more distant self-possibilities.
This activation effect is reflected in the sequential development of the ideal L2 selves of

some of the focal students in this study.

Second, the complex dynamic nature of the ideal and ought-to L2 selves is a recurrent
theme in the findings of this study. As mentioned above, this complex dynamic nature is

realised through interactions with the learning experiences. Few studies have looked at the
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impacts of these interactions on the changes and development of the ideal and ought-to L2
selves. For example, from a micro-level perspective in an EFL classroom setting, Nitta and
Baba (2015) investigated how students’ ideal L2 selves develop through repeated
engagements in language learning tasks over a year. They found out that changes and
revisions of students’ ideal L2 selves happened through negotiations between learning tasks
and the self-evaluations of these tasks. In a similar setting (EFL), the current study
discovered that the formation, internalisation, and development of students’ ideal L2 selves
can also occur through classroom learning. This study, however, goes beyond previous
studies in two aspects, and both aspects are related to the concept of time. First, the
findings from this study reveal that students have the ability to form and develop their ideal
L2 selves in a very short time frame. In this sense, the ideal L2 self is responsive and
extremely temporal. Second, the findings also show that the ideal L2 self can draw on L2
learning experiences and interactions with English in the past. Images of these experiences

and interactions are stored in students’ minds and can be reactivated.

Apart from this micro-level investigation, the development of the ideal and ought-to L2
selves are also examined from a macro-level perspective, that is, in relation to social context.
As this study was carried out in China, some values in Chinese society have an influence on
students’ ideal and ought-to L2 selves. First, for the ideal L2 self, in China, competency in
English is viewed as essential both for personal development, and in the current stage of
economic globalisation. Some students’ ideal L2 selves are related to this instrumental
aspect of English, as they see English as an essential of obtaining prosperous jobs and
financial benefits. This instrumental aspect of the ideal L2 self has been reported by a
number of studies with Chinese students (Jiang & Dewaele 2015; You & Chan 2015; Yu,
Brown & Stephens 2018). This pragmatic reason, however, is not exclusive to Chinese
students. It is common in many EFL contexts. This instrumental aspect is also reported, for
example, in Iran (Taguchi, Magid & Papi 2009) and Spain (Doiz & Lasagabaster 2018; Mackay
2019). Also, not all the focal students in this study had this instrumental aspect related to
their ideal L2 selves when they were interviewed. Instead, some students constructed their
ideal L2 selves based on their current concerns towards development in China, such as
issues with food safety, and air pollution. In addition to these concerns, triggers in the

formation of some students’ ideal L2 selves come from negative views of them from other
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people in their society. Based on these findings, the view of cultural specificity of students’
ideal L2 selves (Dornyei & Ushioda 2009; Taguchi, Magid & Papi 2009) does not always apply
to the students in this study. It seems that a student’s ideal L2 self is, while to some extent
cultural, also personal, and depends on how that student values and believes in his/her

future with English in relation to society.

Third, fears about a future which involves English is another emergent finding from the
students’ interviews. These feared L2 selves are mentioned briefly in You and Chan’s (2015)
study. In their view, the feared L2 self draws from characteristics of Chinese society, and is a
by-product of pressure to do well in English tests and to find a job. This view is also
supported by Jiang and Dewaele’s (2015) research. It is Yu and her colleagues (Yu, Brown &
Stephens 2018) who have taken this concept further, using the term “dreaded self” (p. 126)
to highlight the severe consequences of failing in English in Chinese society. Thus, Yu, Brown
and Stephens (2018) argue that the L2 Motivational Self System which is derived from
Western studies and theories, may not be sufficient for Chinese learners of English. For
example, parental pressure and obligations to parents are especially important in Chinese
society, which is something that is not always reflected in L2 Motivational Self System
studies carried out in other countries. These claims, tagging feared L2 selves and parental
pressure and obligations with Chinese characteristics, however, are problematic. As recent
studies have shown in other learning contexts, such as Spain, (Doiz & Lasagabaster 2018;
Mackay 2019), feared L2 selves and parental pressure and obligations also exist. This further
illustrates how L2 selves are personal (as well as cultural), which is in line with findings in
Mackay’s (2019) study, which shows that students’ “visions broadened into more personal
domains and/or became more specific and focussed” (p. 60). This conclusion can be also
drawn from the current study, in which it was found students had fears of not being able to
escape from China, and of not coping well with studies when they went overseas. Further,
some had fears of losing their Chinese identity, and being unconsciously Westernised while
learning English. The interviews also illustrated that these feared L2 selves, as with their

ideal counterpart, changed and were revised over time.

For the ought-to L2 self, the interviews of this study reveal that this construct is also
important, and has a similar nature to that of the ideal L2 self. First, the students’ ought-to

L2 selves have been shown to be multifaceted and diverse components that draw from
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familial and societal pressure and obligation. The pressure and obligation from the family
and society have been discussed in a number of other studies (Magid 2009; Taguchi, Magid
& Papi 2009), which highlights the importance of this type of pressure and obligation in the
formation of the students’ ought-to L2 selves. By contrast, in a more recent study, Yu and
her colleagues (2018) found out the influence of this type of pressure and obligation on
Chinese high achievers was low. This discrepancy can be explained by the developmental
nature of the ought-to L2 self, as has been seen in this study. When changes in pressure and
obligation take place at various points of time during students’ learning, changes in students’
attitudes towards these pressures and obligations also occur. In other words, students feel
different obligations and pressures at different stages in their studies. One type of
obligation or pressure dominates for a period of time, then gives way to other types of
obligation or pressure once time moves on, and the learning situation changes. This
developmental nature has both qualitative (You & Chan 2015), and quantitative (Jiang &
Dewaele 2015) support in the literature. This nature, however, contradicts Mackay’s (2019)
study in which, in an intervention program, she reported that “there is no evidence to
suggest any change in the learners’ ought-to L2 selves” (p. 60). This discrepancy may be

caused by the way in which the time concept is applied.

When investigating students’ ought-to L2 selves, previous studies have sometimes amplified
the impact of external factors, such as parental and broader societal influences, that place
students in a submissive position. By contrast, this study shows that some students try to
reverse this relationship by creating their counter ought-to L2 selves, which act against pre-
conceived notions held of them by others. Following a similar reasoning, Thompson and
Vasquez (2017; 2015) coin this behaviour as the anti-ought-to self, arguing that it is
necessary to incorporate the anti-ought-to self into the L2 Motivational Self System to
expand its explanatory value. In a follow up study, Liu and Thompson (2018) examined
Chinese learners in China, finding that the anti-ought-to self also emerged for the students
they were examining, which is line with Mackay’s (2019) study, and the current study. Liu
and Thompson conclude, thus, that the anti-ought-to self is very likely relevant in a variety
of cultural contexts, in particular, in contexts that have severe socioeconomical disparities
among language learners. Although, in principal, the counter ought-to self is similar to the

anti-ought-to self, the counter ought-to self is not exactly the same as the anti-ought-to self.
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First, by adopting the notion of ‘counter’ rather than ‘anti’, the counter ought-to self is a
more neutral construct without the negative connotation of the anti-ought-to self. Second,
unlike Thompson and her associates, who correlate the anti-ought-to self with specific
cultural contexts and social groups, this study shows that the counter ought-to self is, for
the focal students, also personal, in that it has a close relationship with students’ personal
goals and values. Third, the counter ought-to self is also a responsive concept, being created
as a response to certain conditions. It is possible that once these conditions change, the
counter ought-to self will change or disappear. Thus, it is temporal, rather than stable.
Based on the interview findings, then, it is argued that, as with its ideal L2 self counterpart,

the ought-to L2 self is also a complex and dynamic construct.

The interview findings provide further examples of the ideal and ought-to L2 selves
interacting with one another through the medium of the L2 learning experience. It seems
that it is only in You and Chan’s study (2015) that this interaction is discussed. You and Chan
(2015) described two-way movements between the ideal L2 self and the ought-to L2 self.
Both the interview findings of this study, and those of You and Chan (2015) confirm that the

three constructs of the L2 Motivational Self System are not separate, but interacting.

The interview findings and the discussion illustrate and argue that the ideal and ought-to L2
selves are complex and dynamic in nature, and that they interact with the L2 learning
experience. This nature and interaction, however, in many aspects do not seem to be fully
reflected in much of the research based on Dérnyei’s (2009b) model of the ideal L2 self and
the ought-to L2 self. As discussed in Chapter 2, both the ideal L2 self and the ought-to L2 self
are often portrayed in previous research as being relatively stable and consistent over time.
Due to this discrepancy, it is necessary to go back to the original theory of possible selves
(Markus & Nurius 1986). This necessity seems timely in two ways. First, as yet, there have
been few studies which have examined the complex and dynamic nature of the ideal and
ought-to L2 selves (Henry 2017; You & Chan 2015). Second, there has been a call (Thorsen,
Henry & Cliffordson 2017) to penetrate the L2 Motivational Self System’s central constructs
to reconceptualise L2 motivation from a complexity theory (Larsen-Freeman 2017; Larsen-

Freeman & Cameron 2008) perspective.
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6.2.5 The Ideal L2 Self, the Ought-to L2 Self to the L2 Self from a Complex and Dynamic

Perspective

In their seminal paper, when introducing possible selves, Markus and Nurius (1986) stressed
that, as future-oriented self-conceptions, possible selves are less tangible and are more

likely to be influenced by external forces than other forms of self-concept. As they explain:

because possible selves are not well-anchored in social experience, they comprise the
self-knowledge that is more vulnerable and responsive to changes in the environment.
They are the first elements of the self-concept to absorb and reveal such change. As

representations of potential, possible selves will thus be particularly sensitive to those

situations that communicate new or inconsistent information about the self. (p. 956)

This emphasis, indeed, reveals that possible selves is a complex and dynamic self-concept,
which is evident in the interview data. This complex and dynamic nature, according to
Markus and Wurf (1987), consists of three aspects: the multifaceted self-concept, types of
self-representations, and sources of self-representations. In the following paragraphs, these

three aspects will be discussed with the support of the interview findings.

6.2.5.1 The Multifaceted L2 Self Concept

The first prominent feature of possible selves is its multiplicity, indicating it has a
“multidimensional, multifaceted dynamic structure”, rather than being a “singular, static,
lump-like entity” (Markus & Wurf 1987, p. 301). This view has been given a more recent
interpretation as “a repertoire of possible selves” (Dabback 2018, p. 54), a view which is also
held in the area of sociolinguistics in its discussion of multiple identities (Henry 2017;
Paltridge 2012). Eckert (2002), for example, argues that “a person will have a multiplicity of
identities which may be at play all at the same time at different levels of prominence. These
identities may not all be equally salient at a particular moment, however. Rather, one or
more of these identities may be foregrounded at different points in time for different
reasons” (Paltridge 2012, p. 22). Concerning the multiplicity of possible selves, Dérnyei and
Ushioda (2009) question whether learners have several different desired possible self

images of themselves, or only one broad ideal self with various facets. From the students’
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interview data, it is clear that both situations are possible. While Amanda’s case supports

the first possibility, in which several ideal L2 self images co-exist side by side over a period of
time, the visibility of the two-layered ideal L2 self idea illustrates the second possibility. That
is, the ideal L2 self broadly represents aspirations for in the future. Within these aspirations,

more concrete and solid ideal L2 selves appear in response to specific times and situations.

Another question which is related to the multiplicity of possible selves is the relationship
between these multiple facets, or how stable the ideal and ought-to L2 selves are. Being
described as an uncharted area by Doérnyei and Ushioda (2009), the stability of the ideal and
ought-to L2 selves remains under-researched because there has been an overwhelming
tendency in empirical studies in which the ideal and ought-to L2 selves are treated as static
constructs (Henry 2015). Revealed from the students’ interview data, however, the ideal
and ought-to L2 selves seem open to change, as seen in the visibility of the ideal L2 self and
changes in the ought-to L2 self. Other examples, however, show less tendency to change, as
with Amanda’s relatively stable ideal L2 self. This contradiction leads to a question as to
“whether a certain degree of self harmony is necessary or desirable” (Dérnyei & Ushioda
2009, p. 351). When a timescales perspective (De Bot 2012, 2015) is introduced, the
boundary between changeability and stability becomes less acute. De Bot (2015) argues that
language learning is a complex process which takes place across many interacting timescales.
Building on the concept of timescales, Henry (2015) further suggests that when
conceptualising developments and dynamics of the ideal and ought-to L2 selves, it is
necessary to consider whether we are talking about developments and dynamics in a short
space of time, such as a few minutes, or whether we are looking at these developments and
dynamics over progressively longer timescales, such as weeks, semesters, years or a portion
of one’s lifespan. Applying this suggestion, we can see that the unification of these
contradictory, and different versions of the ideal and ought-to L2 selves are reflections of
longer or shorter timescales. In Amanda’s case, she considers her ideal L2 self over a longer
timescale, while others are interested in a shorter time frame. This way of thinking about
the developmental and dynamic aspects of students’ ideal and ought-to L2 selves from the
interview data fits with Mercer’s (2015) idea of dynamical stability. That is, the future self-
guide is “a complex dynamic system, which can be simultaneously stable, dynamic and/or

dynamically stable” (Mercer 2015, p. 140). This seemingly contradictory picture of the ideal
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and ought-to L2 selves can be understood in the sense that the L2 self is a collection of

multiple self representations over time.

6.2.5.2 Types and Sources of L2 Self

The complex and dynamic nature of possible selves also lies in the types and sources of self-
representations. In terms of the types of self-representations, Markus and Wurf (1987)

highlight the heterogeneity of the self-representations:

Not all of the self-representations that comprise the self-concept are alike. Some are
more important and more elaborated with behavioural evidence than others. Some
are positive, some negative, some refer to the individual’s here-and-now experience,
while others refer to past or future experiences. Moreover, some are representations
of what the self actually is, while others are of what the self would like to be, could be,

ought to be, or is afraid of being. (p. 302)

The implication that can be drawn from this emphasis can be understood in four elements:
centrality, tense, positivity and/or negativity, and individualism of the self interpretation.
First, in terms of centrality, Markus and Wurf (1987) argue that, among the multiple
possible self conceptions, it is inevitable that some of them are salient identities, while
others are more peripheral. Markus and Wurf (1987) believe that perceived salient
identities are generally better elaborated, and therefore have more power effects on
information processing and behaviour than peripheral ones. This element was evident in the
current study, including concrete and elaborate ideal L2 selves, and different dominant

ought-to L2 selves at various stages.

Second, in regard to the tense of self-conceptions, Markus and Wurf (1987) list three types
of self-representations: past, present and future views of the self, and place them at the
same level of significance. The L2 Motivational Self System is representative of the future
view of the L2 self, which has attracted a lot of attention since it was introduced (Dornyei
2009b). Recently, Thorsen, Henry and Cliffordson (2017), and Yung (2019) have argued for
the importance of the inclusion of the current L2 self to provide a deeper understanding of

the L2 Motivational Self System and facilitate the investigation of motivational dynamics.
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Compared with its future L2 self and the current L2 self, the past tense of the L2 self is still
underexplored within the existing literature. This study, however, shows how some students
have the ability to store past aspects of L2 self, and wait for the right time and setting for
them to be reactivated. This finding provides empirical support for Markus and Wurf’s (1987)
thinking of this type of self-representation, reinstating the past view of the L2 self being as

important as future and current views of the L2 self.

Third, the self concept also includes positivity and/or negativity. In previous research into
the L2 Motivational Self System, there has been a tendency for work to focus on positive
self-conceptions, with little attention being given to negativity. The findings from the
interview data, however, fill this gap. The students in the study not only had positive self
images for the future, but also negative ones. Thus, both positive and negative self images,
and the ought-to and counter ought-to selves, present complex and dynamic L2 self
representations which do not accord with Dornyei’s conceptualisation of the ideal L2 self

and the ought-to L2 self.

The fourth element is individual self-representations. Although the findings of the study
show some common themes across the four cases, they also vary individually. For instance,
while both Zack and Crystal had a strong affection for English, and developed ideal L2 selves
based on these affections, only Crystal constructed a feared L2 self, but later accepted this
feared L2 self through her learning experiences with her foreign teacher. This evidence is
just one of the examples that illustrates the individualism of self-representations in this

study.

There is also the matter of cross-cultural issues in relation to the Motivational Self System.
Taguchi, Magid and Papi (2009), for example, compared three English learning contexts in
Asia, and concluded that although the general structure of the L2 Motivational Self System
construct applied to each of the situations they examined, there were significant differences
in the weighting of the components of the L2 Motivational Self System. Building on this
conclusion, You and Dornyei (2014) discovered that this variation is not only culturally
specific, but also gender, major, demography, and English proficiency specific. Based on the
findings of this study, although culture, gender, fields of learning, demography and level of
English proficiency may play a part in composition of students’ ideal and ought-to L2 selves,
this study argues that the ideal L2 self and the ought-to L2 self are underpinned by the
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dynamic self-concept that involves a person’s views of their future identities, and is
mediated by an individual’s personal characteristics. Thus, there is a need to understand the
L2 self at the individual level, as well as at the level of macro categories, such as culture,

gender and demography.

This individualism can also be understood from the sources of self-representations. Markus
and Wurf (1987) commented that the development of “self-structures is determined by
both the information the person receives about the self (through self-perception, social
comparison and reflected appraisals) and by the individual’s ability to cognitively process
self-conceptions” (p. 305). This thinking process is evident in this study. Through
interactions with their outside world, students generated or reactivated their personal self-
representations. Then they kept evaluating and revising these relatively stable self-
representations through continuous negotiations with their outside worlds. This view of the
relationship between the L2 self and the outside world and the ideal L2 self is in contrast
with the efforts to look for a definitive answer to “at what point in the internalisation
process can we claim with confidence that a desired possible self is ‘ideal’, that is, fully
owned by the learner, rather than ‘ought-to’, that is, imposed on the learner by others”
(Dornyei & Ushioda 2009, p. 352). The pursuit of such a definitive answer seems to be
counterproductive from the complex dynamic perspective, because the L2 self, as a future-
oriented concept, involves unpredictive “self-knowledge” in the future, and it is “not well-

anchored in social experience” (Markus & Nurius 1986, p. 956).

With the support of the findings from the current study, the discussion of the L2 self from
the complex dynamic systems perspective, including multiplicity, types and sources, extends
Dornyei’s ideal L2 self and ought-to L2 self. This extension is further discussed in the

following section, A Reflective Integrative Process View of the L2 Self.

6.2.5.3 A Reflective Integrative Process View of the L2 Self

The above discussion has shown that the L2 self is more complex and dynamic than the
finely defined concepts of the ideal L2 self and the ought-to L2 self in the L2 Motivational

Self System. The key themes that emerged from the interview data, such as multiplicity,
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stability, time, interaction and relationship, emphasise this complex and dynamic nature.

Thus, the L2 self from this study is summarised as follows:

The L2 self is a social, cultural, and individual concept. It has many facets, including
positivity and negativity. These facets are not equal in terms of cognitive
representation, however, due to their interactions with time, immediate learning
experiences, and social context. Also, as a result of these interactions, these facets are
adapted, revised and developed, leading to new facets emerging in response to the
learning situations within a timescale. As a result, some facets of the student’s L2 self
become more prominent than others. They can be consistent, they can be
contradictory, or they can compete, reflecting the unpredictiveness of the L2 self.

Thus, the L2 self is a reflective integrative process.

The view of the L2 self being a reflective integrative process not only has empirical support
from this study, but also can be understood by drawing on two theoretical concepts: the
working self-concept (Markus & Nurius 1986; Markus & Wurf 1987), and the self as a
psycho-socio dynamic processing system (Mischel & Morf 2003). The working self-concept is
a key idea which links self-representations with the complex dynamic perspective. This link
was pointed to by Turner (1968), for example, who discussed “the passing images of self
arising and changing in every relationship the individual enters” (p. 94). Further elaborating
on this link, Markus and Nuriu (1986) realise the infeasibility of using the self-concept to
generalise the multifaceted reality of self-representations, because not all the facets can be
activated at any given time. The risk of doing this is to deny the complex dynamic nature of
self-representations which has been discussed above. As a result, Markus and Nuriu (1986)

introduce the working self-concept:

The working self-concept derives from the set of self-conceptions that are presently
active in thought and memory. It can be viewed as a continually active, shifting array
of available self-knowledge. The array changes as individuals experience variation on
internal states and social circumstances. The content of the working self-concept
depends on what self-conceptions have been active just before, on what has been
elicited or made dominant by the particular social environment, and on what has been
more purposefully invoked by the individual in response to a given experience, event,
or situation. (p. 957)

198



This definition of the working self-concept shares key features with the view of the L2 self as
a reflective integrative process. Based on these features, the notion of the working self-
concept is worth considering when we try to understand the complex and dynamic nature
of the L2 self in the following ways. First, Markus and Wurf (1987) state that self-views are
not depictions of traits and demographic characteristics. They are representations of self
with cognitions and/or affections, which become part of students’ identities. Second, it
recognises that there is not a fixed or static self, but only a current accessible self-concept,
which is a result of interactions among various selves within a person’s social experiences.
Third, it provides an explanation for a self-concept that can be at once both stable and
malleable. Thus, the working self is a result of the totality of the active elements and their

various facets at any particular point in time. This is the integrativeness of the L2 self.

This attempt to understand the L2 self through the working self has support in recent
literature. As an example, Henry (2015) employs the working self in understanding the
dynamics of possible selves (with the focus on the ideal L2 self), and proposes “a model of
possible self dynamics” (p. 92). This model incorporates the dynamic nature of the working
self-concept, and is made up of three dynamic processes: up and down revisions of the ideal
L2 self, changes triggered by interaction with other self-concepts, changes in the vividness
and elaboration of the image at the heart of L2 selves, and in the availability and

accessibility of the ideal L2 self.

The L2 self is a process, according to Mischel and Morf’s (2003) psycho-socio dynamic
processing system. Based on Mercer’s (2014) interpretation of this system, there are at
least three ways in which it can support the view of the L2 self as a reflective integrative
process. First, central to understanding this system is the notion that the self is not a
collection of static attributes, but is continuously developing. In this movement, cognitive-
affective units (self images) are interconnected with one another, and form a unique
network for each person. Individual differences are the result of different organisational
structures of these units in the network. Second, the units are responsive to different
contexts, and constantly adapt to and accommodate different features of social
environments and interactions, depending on which situational factors are especially salient
for a particular individual. Third, although dynamism and process are essences of this

system, it is also relatively stable in a number of possible ways, for example, the types of
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self-related processes typically activated for particular individuals in certain contexts may be

stable.

6.2.6 Summary -The L2 Self

The findings from the interview data have further answered research questions 1 and 2, and
showed the complex dynamic nature of the focal students’ L2 selves. For example, their L2
selves are dynamic but can also be temporarily stable; they can be in harmony, but can also
be in competition; they can be positive and/or negative; and the L2 self images can be
future oriented and/or related to the past. From traditional (measurement oriented)
perspectives which have viewed the L2 self as a well-defined construct such as the ideal L2
self and the ought-to L2 self, these findings could be considered to be ambiguous. However,
from a complex dynamic perspective, these findings regarding the L2 self are expected and
have been explained in the concepts of working-self and dynamic processing system.
Applying these two concepts with the support of the empirical findings of the study, a
reflective integrative process view of the L2 self is proposed. Central to understanding this
view is the idea that the L2 self is not an intrinsically or extrinsically mental, static construct,
but it is a reflective developmental process. In this process, multiple facets interact with one
another, and are influenced by other factors, such as the L2 learning context, the social
context, and other people. Through these interactions and external influences, the L2 self
adjusts, adapts and changes, leading to the emergence of new facets. These external
influences, however, are not unidirectional, as the L2 self can be an active agent. It mediates
these external influences by choosing, evaluating and interpreting their relevance and
importance for the composition of the L2 self. During this dynamic process, it is also possible
that the L2 self can settle down temporarily due to one or more facets of the L2 self

becoming prominent in a given situation.
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6.3 Motivation and the L2 Motivational Self System

In this section of the chapter, a discussion of the relationships between the four focal
students’ motivations to study academic English in relation to the L2 Motivational Self
System is presented. Thus, it aims to answer research question 3 of the study (see above).
While some of the findings are generally in line with the existing literature, others are new

and deserve special attention.

6.3.1 The Motivational Function of the Ideal L2 Self

The motivational function of the ideal and ought-to L2 selves has theoretical origins in self-
discrepancy theory (Higgins 1987), which has been discussed in Chapter 2. For the ideal L2

self, Dornyei (2009b) provides a detailed explanation of its motivational power:

motivation in this sense involves the desire to reduce the discrepancy between one’s
actual self and the projected behavioural standards of the ideal selves. Thus, future
self-guides provide incentive, direction and impetus for action, and sufficient
discrepancy between these and the actual self initiates distinctive self-regulatory

strategies with the aim to reduce the discrepancy. (p. 18)

This explanation highlights the direct motivational function of the ideal L2 self. In this study,
this direct motivational function was common among the four focal students. For example,
a comment, like DR —PAKETRERNIMNIE, MESKEFIMNEN ] [if people lose
their ability to imagine, they will lose their motivation to learn] (see Chapter 5), is a meta-
motivational statement which reflects this direct motivational power. This direct
motivational function can be understood from two perspectives: students’ attitudes
towards English, and the discrepancy between students’ actual selves and their imagined
selves. First, students’ attitudes towards English play an important part in their motivation
to learn English. An illustration of this is Zack’s comment when he said affection for English
was the main motivation for his English study. Second, the notion of discrepancy includes
gaps, goals, and hopes. In order to close these gaps, the students became motivated to
work out strategic plans to reach their goals and turn their projected self into reality. This

direct motivational function of the ideal L2 self seen in this study finds statistical support in
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the existing literature. Based on a number of studies investigating the relationship between
the L2 Motivational Self System and students’ motivation in learning, Dornyei (2009b)
reports that the ideal L2 self was found to have a high correlation with learners’ intended
learning effort. In other words, previous research indicates that the ideal L2 self is a key
contributor that directly motivates students to learn. A more recent meta-analysis of
statistical studies was carried out by Al-Hoorie (2018), which also shows that the ideal L2

self is a strong predictor of intended learning effort.

This direct motivational power can also be strengthened when students include the feared
L2 self in their ideal L2 selves. The findings have shown that students became more
motivated, and even some of them experienced surges in motivation, once they had
thought of their feared L2 selves. The boost of motivation due to the feared L2 self has been
discussed by Oyserman and Markus (1990). Oyserman and Markus propose that a desired
possible self will have maximal motivational force when it is offset by a countervailing
feared self in the same domain; for example, as in this study, students who expected good
scores in their exams also fear failure in the exams. They argue that this kind of balance
could create an optimal motivational situation, because there is a goal to achieve and a goal
to avoid (Magid 2014). Along with this study, which supports their argument, a number of
studies, such as Magid and Chan (2012), Chan (2014), Magid (2014), and Mackay (2019) also
confirm the motivational effectiveness of the feared L2 self. The interview data from this
study, however, shows that a desired L2 self and its countervailing feared L2 self do not
always guarantee motivation and/or maximal motivation. It depends on the student and the
learning contexts, because they can also create demotivation. Crystal, for example, clearly
demonstrates this demotivational effect after having fears of losing her Chinese identity
while she was constructing her ideal English self. So while for Crystal, English was an
opportunity, it was also a threat. The findings also show this demotivational effect is not
only limited to the feared L2 self, but may also occur as the result of the ideal L2 self itself;
one of the students used a four-character Chinese sentence to describe this disheartening

effect with a meta-motivational comment FE#k A, K ZB# K [the more you hope the

harder you fall]. As with motivation, this demotivated feeling can also surge, and last for a

period of time (see Chapter 5).
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The demotivational aspect of the ideal L2 self and the feared L2 self raises some issues that
are worth considering in relation to the existing literature. The demotivational effect is not
something that is included in the original theoretical design of the L2 Motivational Self
System. In addition, surges in motivational state are also not discussed as a motivational
capacity of the L2 Motivational Self System. This phenomenon, however, is similar in some
ways to the notion of directed motivational currents (Muir & Dérnyei 2013). It is apparent,
further, that the motivational function of the ideal L2 self can become less direct, and other
factors need to be considered, such as the development of a student’s L2 identity. The issue
of a student’s L2 identity is taken up by Maclntyre and his colleagues (Maclntyre,
MacKinnon & Clément 2009), who discuss the explanatory power of the L2 Motivational Self
System when it is mediated by its integration with identity processes. In all, these issues are
at odds with the majority of the L2 Motivational Self System studies, which have applied
statistical techniques to demonstrate a direct cause-effect relationship between the

motivational function and the ideal L2 self. These issues are further addressed below.

As mentioned earlier, Dornyei (2009b) draws on discrepancy theory to explain the
motivational power of the ideal L2 self. This interpretation has its own historical background.
For example, in Markus and Nurius’s (1986) view, possible selves act as incentives as ideas
about “what is possible for us to be, to think, to feel, or to experience provide a direction
and impetus for action, change, and development” (p. 960). However, Markus and Nurius
emphasise that not all motives directly instigate behaviour. Instead, we are only motivated
by what we believe to be possible, and by the importance assigned to these possibilities.
This emphasis is also pointed out by a number of social cognition researchers, who argue
that desired future selves do not automatically have motivating properties (Hessel 2015). In
response to this emphasis, Dornyei (2009b, 2014a) proposes a number of key conditions for
the full operation of the motivational capacity of the ideal L2 self, such as the ease and
frequency of the future self constructed in the mind; a sufficient gap between the current
self and the future self; the elaborateness, vividness and plausibility of the future self; and
the future self being regularly activated in the learner’s working self-concept. However,
despite these conditions being considered as prerequisites, little attention has been paid to
these proposed conditions, due to the widely adopted practice of employing standardised

scales which describe the ideal L2 self at a general level, rather than with specific
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descriptions. As a result, there is little knowledge about what type of ideal L2 selves are
likely to be linked to self-motivated behaviour, nor how changes in these ideal L2 selves are
related to fluctuations in students’ motivation (Hessel 2015). The findings from this study
provide some of the answers to fill this gap. For example, the interview data showed that a
general, non-specific ideal L2 self is a fluid concept, and it only holds a limited motivational

capacity. As Crystal explained (see Chapter 5):

BRRZNFIZIREIHVNNERGR, BHEIRE EARE BNF &
B Cth A FIERERREIAR,

[the motivational effect of images that are far from my current situation is limited,
because they are so vague. Due to this vagueness, it is hard to feel and it is not clear

enough. I, myself, am not sure if | can reach it.]

However, when the ideal L2 self becomes more elaborate, and situationally relevant in a
specific time frame, it can be converted into motivation. The comment by William (see
Chapter 5), for example, who said that once his future situation became clearer, the images
of his ideal L2 self were more attractive, and had greater motivational drive, illustrates this
change in motivational effect. In a similar finding, You and Chen (2015) looked at changes in
motivation in response to changes in the visualisation of students’ ideal L2 selves. They
reported that when students get better at or gain experience in visualisation skills, it can

bring about an increased level of motivation.

However, this study also reveals that, apart from these prerequisite conditions, a number of
other factors, such as personal characteristics, can also have an impact on the motivational
capacity of the ideal L2 self. Personal characteristics, along with identity, have been
identified by motivation researchers (e.g. Maclntyre, MacKinnon & Clément (2009)) as one
of the factors to look at when applying self concept to examine L2 learning motivation. This
study has revealed that personal characteristics can mediate the motivation capacity of the

ideal L2 self. An example from Crystal illustrates this mediation (see Chapter 5):
BILEM BRI R AET R B EINE S, 2EEFEAN

[When you have your short term goals and plans, it does not necessarily mean you are

motivated to study. It depends on who you are].
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Comments from Zack’s interview (see Chapter 5) further reinforce the effect of this
mediation when he said that it depends on how strong the will a person has, and how
decisive they are as to whether ideal L2 selves have effects on their motivation. Even though

you create your motivation based on an ideal L2 self, he said, it is only temporary.

These interview findings present another way of viewing the relationship between the ideal
L2 self and its impact on motivation. The dominant direct cause-effect relationship in
existing studies cannot fully explain these complex and dynamic relationships (Ushioda
2020a). Since the motivational capacity of the ideal L2 self is bound by prerequisite
conditions, is related to a person’s characteristics, is concerned with a person’s identity, and
is ever changing and developing through time, it is inevitable that the motivation induced
from the ideal L2 self becomes less direct, and surges and fluctuates. The motivational
influences from the ideal L2 self, further, can be motivating and/or demotivating and

sometimes be only temporary.

6.3.2 The Motivational Function of the Ought-to L2 Self

The motivational power of the ought-to L2 self lies in its prevention focus which is
concerned with security, safety, and responsibility (Higgins 1998). That is, the ought-to L2
self focuses on prevention, avoiding negative outcomes such as failing to live up to
responsibilities. The motivational impact from pressure to fulfil responsibilities and
obligations is common across the four focal students. For example, a comment, like B £ 1]
#5177 [if you have pressure, you will have motivation] (see Chapter 5), is a generic
statement which reflects the direct motivational power of the ought-to L2 self. This
predictive motivational power, however, does not always find statistical support in existing
studies. Al-Hoorie (2018), for example, found in a large-scale quantitative study that the
predictive validity of the ought-to L2 self was markedly lower than that of the ideal L2 self in
relationship to both intended study effort and academic achievement because, he believes,
the ought-to L2 self is related to someone else’s expectations rather than one’s own ideals,
and mainly functions in a prevention focus. That is, when facing imposed responsibilities
and obligations by learners’ parents or other authoritative figures, learners may simply aim

to achieve the minimum requirement to meet these responsibilities and obligation, instead
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of maximising their efforts as one might do with one’s ideal L2 self. As a result, there is a
tendency in the existing literature for the ought-to L2 self to receive less attention than its

theoretical counterpart, the ideal L2 self.

In this current study, the notion of the ought-to L2 self subsumes parental responsibilities,
societal obligations, and study requirements. These moral features, to some degree, are
related to the Chinese learning context. In the Chinese context, learning is regarded not only
as a personal responsibility, but also as a fulfilment of family obligations and the needs of
others over the needs of the self (Koh, Shao & Wang 2009). This is reflected in Amanda’s
choice of words such as N:/(>93T BE [internal torture] or N T] 28 % By [unimaginable]

consequences (see Chapter 5) to describe the direct motivational power of responsibilities
and obligations if she does not live up to expectations from her parents. Also, as revealed in

this study, this kind of pressure can come from society. Crystal’s comment AN AT,
KEFRIBEEEZ [ have to learn English because the current environment and situation

are forcing you to do this] (see Chapter 5) is an example of societal pressure to learn English.
This extension of pressure from parents to the wider Chinese society is also observed by You

and Chan (2015) when discussing the dynamic nature of the ought-to L2 self.

Pressure from society to study English is an indicator of the increasing importance of English
in Chinese society, because English is highly related to social and economic benefits. For
example, with English, people are able to communicate with other people while travelling
overseas or may be able to secure a higher paid job in the future (Bolton & Botha 2015).
Also, the high-pressure, examination-oriented education system in China further
consolidates the high-stakes status of English (Huang & Pan 2011). Therefore, the avoidance
of failure in meeting study requirements provides motivation for the four focal students. For
example, Zack commented that examinations and study duties serve the role of an external
warning to remind him of the consequence of failing, and this role brings massive
motivation for him to study English (see Chapter 5), which is in line with the prevention
focus of the ought-to L2 self. This finding, first, does not support Al-Hoorie’s (2018)
explanation on the motivational capacity of the ought-to L2 self, which is less motivationally
powerful than that of the ideal L2 self. Second, it is also not consistent with Taguchi, Magid
and Papi’s (2009) study, in which the researchers found that the ought-to L2 self among

Chinese students in China focused on meeting others’ expectation, rather than avoiding bad
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consequences. That is, in the current study, the consequences of not achieving certain goals
had an equally and, sometimes, more powerful effect on students than the fear of not

meeting the expectations of others.

The above examples have shown how moral features in the Chinese context have a direct
motivational impact on the ought-to L2 self and, subsequently, on Chinese students’
motivation. Based on the interview data from the four focal students, however, this

predictive direct relationship deserves further examination.

First, parental and/or societal responsibilities and obligation or study requirements, as
supported by the current study and the existing literature (such as Huang, Hsu & Chen
(2015); Taguchi, Magid & Papi (2009)), plays an important role in students’ motivation.
However, this direct relationship is not always guaranteed, as has already been shown in the
findings of this study. An example which illustrates this less direct relationship is William’s
comments when he was asked about the relationship between his parents’ pressure and his
motivation to study English. He said that this pressure had little effect on his motivation as it
was mediated by his autonomous and proactive learning style (see Chapter 5). This less
direct relationship is also evident in study requirements. For example, Zack believed that the
motivational power of study requirements depended on a learner’s passion for English and
learning style. If you do not have passion for English, and you are a passive learner, Zack said,
the motivation to study English from study requirements is limited (see Chapter 5). Based on
these two examples, it is argued that, as with the ideal L2 self, the direct relationship
between the ought-to L2 self and motivation cannot be taken for granted, as this
relationship needs to take into account a number of other factors, such as the students’
attitude towards English and their English learning style. The finding of this less direct
relationship supports Buchtel’s (2009) argument that the importance of obligation as a
motivator among members of East Asian societies does not just refer to going along with
expectations, but also involves a sense of agency and positive self-regard while doing their

duties.

This sense of agency and positive self-regard can also be activated when students receive
negative comments or attitude towards them from others, and create their counter ought-

to L2 selves. This activated counter ought-to L2 self provides motivation for students to
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study English, for example, Z i 2 IH XN AITHRNATT, REURGMMEMPNEE
25589 [my teacher always complains about me, telling me | cannot do this and | can do
that. | will prove to him he is wrong] (from William, see Chapter 5), and iXFh1#8 ;5 — B £ 5%
il B © X3 S 31E [this thinking always motivates me to study English] (from Zack, see
Chapter 5). These examples not only support the legitimacy of the counter ought-to L2 self
in its own right, and its motivational power, which has been discussed in the literature (see
e.g. Liu & Thompson (2018); Thompson (2017) and Chapter 2), but also signals a shift in the
view of the motivational capacity of the ought-to L2 self from one assuming a direct

relationship to one of a complex dynamic systems perspective.

A complex dynamic systems perspective on the motivational function of the ought-to L2 self
includes demotivation, surge in motivation, and maintenance of motivation. As mentioned
above, demotivation is still an underexplored effect in existing studies that use the L2
Motivational Self System as their theoretical framework. This study, however, fills this gap.
As with its theoretical counterpart the ideal L2 self, the ought-to L2 self not only brings
motivation, but also can have a demotivational effect. An example which illustrates this
complex nature is seen in comments from Crystal, when she described her parents’ pressure
as one of the factors leading to her failure in her exam, labelling this kind of pressure as i&
B H & [counterproductive] (see Chapter 5). This demotivational effect, as explained below,
has its basis in a number of theories, but is not discussed in the L2 Motivational Self System.
For example, self-determination theory (Deci & Ryan 2002) asserts that while more
internalised forms of extrinsic motivation are positively related to L2 achievement, less
internalised forms are negatively associated with achievement. Indeed, in her study, Mackay
(2014) reported that some students interpreted external pressure to learn English as a
demotivating factor, which is in line with Crystal’s comments. These findings prompt the
need to rethink the original conceptualisation of the ought-to L2 self component as a
(largely positive) motivational factor, an assumption held in the field since it was formed

(Al-Hoorie 2018).

Another aspect of the complex dynamic systems perspective is a conflicting view on the
movement of motivation: the surge in motivation and temporarily stable motivation. The

surge in motivation is exemplified by Zack’s comments when he said that his motivation
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went up sharply, especially one or two days before examinations or before the due date for
submitting assignments (see Chapter 5). The motivational effect of this surge, as Zack
described, is powerful as '€ 0] LU REE B [it will let you forget eating and sleeping].
Once activated, this powerful motivational state can remain at this level for a period of time,
even after the examinations and the submission date of assignments, as it is sustained by
Zack’s fears of failing (see Chapter 5). This conflicting view shows how motivation is an
elusive term, and is not always easy to define as it has a close relationship with the concept
of timescales. This understanding of motivation is supported by De Bot (2015), who argues
that “looking at one timescale only may block our view on the larger picture of phenomenon
on different timescales” (p. 36). Indeed, as MacIntyre and Serroul (2015) and Waninge et al.
(2014) show, motivation to learn a language can change from one moment to the next and
different types of motivation may be influenced on different timescales. MaclIntyre and
Serroul (2015) further argue that motivation at different timescales interact with other

factors and may vary in strength over time.

In line with this timescale concept and interactive nature, Maclntyre and Serroul (2015)
propose to add a new timescale to the conceptualisation of the ought-to L2 self. That is,
along with the long-term sense of obligation, the ought-to L2 self should also refer to a
near-term obligation to perform actions related to language learning. This more immediate
sense of the ought-to L2 self is linked closely to the L2 learning experience, reflecting how
motivation fluctuates as different types of L2 learning experiences are appraised by learners

on an ongoing basis, which will be discussed below.

6.3.3 The Motivational Function of the L2 Learning Experience

Although the important effect of the L2 learning experience on students’ motivation has
been pointed out as a “situated” and “executed” motive (Dornyei 2009b, p. 29), very little
attention has been paid to this construct in comparison with the ideal and ought-to L2
selves (Al-Hoorie 2018; Dornyei 2019b; MaclIntyre & Serroul 2015), making it the least
theorised component in the L2 Motivational Self System (Ushioda 2011). A typical approach
to examining this construct in motivation studies has been through surveys, which involves

administering a survey to learners, and then examining the causal relationship between this
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construct and other criterion measures (for example, learning outcomes), through measures
such as correlations, regression and structural equation modelling (Al-Hoorie 2018).
Recently, the validity of some of this research has been questioned by a number of
researchers (e.g. Beleche, Fairris & Marks (2012); MacNell, Driscoll & Hunt (2015)), as they
have become cautious when interpreting these kinds of causal relationships. Despite this
cautiousness, the L2 learning experience, claimed by some researchers (e.g. Lamb (2012);
Teimouri (2017)), is the strongest predictor for students’ motivation in the L2 Motivational
Self System. This type of prediction, however, has the risk of concealing the complex and
dynamic effect of the L2 learning experiences on students’ motivation, which has been
revealed in this study. This nature is embedded in its definition, as the L2 learning
experience is concerned with the impact of language learning experiences on students’
motivation; that is, the impact of teachers, classmates, the curriculum and learning
successes and failures as language learners on students’ motivation. This, then, suggests
that the motivational function of the L2 learning experience is susceptible to the ongoing
interactions and evaluations of the learning environment. Indeed, as Nitta (2013, p. 268)

concludes:

Second language (L2) classrooms are complex and dynamic spaces, where various
agents (e.g. teachers and students) and elements (e.g. tasks, materials and classrooms)
continuously interact and co-adapt to one another. As a consequence, student
motivation in the classroom emerges as dynamically co-constructed processes that

evolve and fluctuate through time.

Nitta’s (2013) conclusion highlights the paradigm shift from direct relationships applied in
traditional motivation studies that examine the L2 learning experience to a more recent
understanding of the complex dynamic nature of L2 learning experiences, in particular, in
classrooms where most English learning happens in an EFL setting. This classroom learning
context is essential as it provides a good environment to examine this complex dynamic
nature of motivation. The importance of such a learning context is pointed out by Waninge

and colleagues (2014, p. 706):

If we look at the learning environment of a language classroom and focus on the
behaviour of individual learners, their performance will be affected by various layers
of contextual influences such as the behaviour of friends and classmates, the
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constraints of the classroom space, or the leadership functions exercised by the

teacher.

This emphasis illustrates how the L2 learning experience is a dynamic system that includes
various contextual factors. Indeed, these contextual factors can play such a decisive role,
pushing or pulling the motivation towards or away from a certain state, that they cannot be
meaningfully separated from the dynamics of the whole system. This dynamism is also
apparent in this study, as some of the students’ comments revealed an interrelationship
among their ideal L2 self, ought-to L2 self, and L2 learning experience (see William and Zack,

Chapter 5). This interrelationship is further discussed below.

The interrelationship among the ideal L2 self, the ought-to L2 self, and the L2 learning
experience is reinforced through two major contextual factors which played a prominent
role in students’ motivation while they were learning. These two contextual factors are
students’ classmates and teachers, with whom they spent most of the time. In relation to
classmates, this study shows that their motivational effects depend on how the individual
student positions him/herself in relation to their classmates. For example, when students
have a positive attitude towards their classmates, such as viewing their classmates as a
learning model or a good learning competitor, they will be attracted to this image (the ideal
L2 self), and feel motivated. The following quote (from Zack, see Chapter 5) confirms this

point:

FRERHE, BRHIARBEHGERXRELES, REGHEDFESKKEBUIRT,
BB ESRENNEES, AARKEIMA, FEECERDEBILT)XH
RIZEIBKE,

[In the class, my classmates express their ideas bravely and do their presentations
confidently in front of the whole class. In this immediate learning environment, | feel
very motivated to learn because | admire them. Hopefully, one day, | will be able to

speak the same level of English.]

This type of motivated behaviour, however, does not last forever. It is subject to change. For
example, when students’ evaluation of the relationship with their classmates changes from

positive to negative, such as when they consider themselves as losers or as less capable, this
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sense of L2 self could lead to a decrease in self-confidence, and result in demotivation. For
example, some students felt § 2 [a sense of inferiority] when positioning themselves in
comparison with their classmates in terms of English proficiency. This sense of inferiority
creates a sense of demotivation. For some, the effect of this type of demotivation is
powerful, being described as B F13% 14 [a free fall] (see William, Chapter 5), and is not easy
to escape. However, demotivation, as with motivation, is a complex issue (Dornyei &
Ushioda 2011). Negative influences do not necessarily directly correlate with demotivation.
Under the same adverse conditions, students show considerable variation in the extent of
their demotivation. As an example, although Amanda had the same sense of inferiority as
William, this feeling did not lead to demotivation for her. Rather, through her daily English
learning experiences with her classmates, she created her ideal L2 self and was determined
to close the gap between her and her classmates (see Amanda, Chapter 5). Even with
students who were in a demotivated state, however, this is only often temporary and
restricted to the particular situation and time. Once the learning environment changes,
students self-reflect on the past learning experiences and re-assess the new learning
situation, and their motivational state adjusts. The following quote from William (see

Chapter 5) illustrates this development of motivational trajectory:

WERSLE, ANERENREE, RARFENENMERE, EFZMAFE-A.
AABAFEACETHA, HWIREE, INNEHELAZ—MHU0EE EF
BCEMHELE, NFRFETRS . AENBRREINEFEX, BRARERBE
MBS I B4R T .

[When | look back at that period, | was really in a demotivational stage because of the
competition of pressure from my classmates, and the gaps between me and my
classmates. Teachers were another reason as well. | did not know what | should do. |
was lost. However, | do not think this experience was a terrible thing. It depends on
how you deal with it. | have learned a lot from it. Now | am very motivated to learn

English because | have very clear study goals.]

Clearly, the transformation from one motivational state to another does not happen
automatically. It needs initiators to start this movement. The quote cited above,

having new study goals, or ideal L2 selves, helps William to shift from demotivation to
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motivation, running counter to the suggestion that “one’s demolished self-concept is

very hard to rebuild” (D6rnyei & Ushioda 2011, p. 157).

The change of motivational state presented above shows the complex and dynamic nature
of students’ motivational trajectories through interactions of the L2 self and L2 learning
experience. Beyond that, as mentioned earlier (see sections 6.3.1 and 6.3.2), students’
demotivational states are still underrepresented in studies which use the L2 Motivational
Self System to examine students’ motivation. This may be because these studies focus too
much on external factors, such as the responsibilities of teachers (Dornyei & Ushioda 2011;
Falout & Maruyama 2004), nationally imposed curricula, high-stakes assessments, and low
investment in language education by governments (Lamb 2017), rather than on the L2 self
concept. Thus, this study argues that since the L2 Motivational Self System is based on the
self concept and immediate learning experiences, it is equally important to examine
demotivational aspects from the self concept, as has been illustrated by this study. This
argument, however, does not deny the impact of teachers on students’ demotivation.
Studies (e.g. Falout, Elwood & Hood (2009); Kikuchi (2009); Kim (2009a); Sakai & Kikuchi
(2009); Zhang (2007)) suggest teacher factors, including teachers’ attitudes, competence,
language proficiencies, personalities and styles, are one of the leading contributors to
students’ demotivation to learn English. This suggestion is also supported by this study in

terms of teacher factors on students’ motivation, which is discussed next.

From the students’ interview data, teachers were seen to have profound impacts on
students’ motivation, and the importance of these impacts has been emphasised by
one of the focal students, as he held the belief that a good teacher can help him in his
study and motivate him to learn, but a bad teacher can do the opposite (see William,
Chapter 5). Beyond that, this study also shows that these impacts can become
powerful and override other possible motives within the L2 Motivational Self System
at the same time, such as future successes (the ideal L2 self), and pressure to pass
exams and have good scores (the ought-to L2 self), to dominate students’ motivational

state (see Crystal and William, Chapter 5).

Although teachers play such an important role in affecting students’” motivation, this
relationship has received little attention (Doiz & Lasagabaster 2018; Dornyei &
Ushioda 2011; Henry & Thorsen 2018a, 2018b; Ushioda 2014); in particular in studies
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which use the L2 Motivational Self System as their theoretical basis. As illustrated in
this study, motivating teachers share some similar characteristics, such as an
attractive personality, a positive working attitude, and their use of motivating teaching
methods. These are non-subject-matter-related factors that cannot be ignored
(Dornyei & Ushioda 2011). Indeed, teachers being accepted and admired by students
can motivate students to learn. An obvious example is when some of the foreign
teachers in this study are called 4 [ a male God, a very commonly used term these
days in China to describe someone who is very attractive and popular among people].
Appleby (2010, 2013), for example, discusses the attractiveness of male English
language teachers in Japan and how sexuality and desire motivate female students to
learn. The motivational attraction by these ‘male gods’ is illustrated in Amanda’s

quote:

FAREREZ, RERMARRE, LR ERAASESH. ROREBEZZE
ATEfh, RONBLESIREME. BARREAN, REESTLRSVRENSE

h=E
Ho

[Because you like your teachers, you will not be late for their classes. You will not be
absent-minded during the lessons. Your eyes are always staring at them, and your
mind is always following them. Due to this high level of engagement, you will even

forget what has happened around you.]

This type of motivated behaviour is not only triggered by the teacher’s personality, but
also by teachers who are knowledgeable. Being knowledgeable is another aspect that
motivating teachers possess, and serves as an attractor to motivate students to learn.

This point is supported by Crystal who says (see Crystal, Chapter 5):

H318 David RT L. EBRE. MAREREFERDALR. RLE L1
FIRMBIRE—, REFERSREFENEKA,
[l think David is amazing. He knows a lot...He always has many things to tell you.

Attending his lesson is like going on an adventure. You will learn many, many

interesting things.]
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That a motivating teacher possesses these characteristics is supported in the existing
literature. For example, Czikszentmihalyi (1982) points out that the most effective teachers
are not the ones who have the most power or status, and they may not even be the most
knowledgeable instructors. Instead, they are often the ones who love what they are doing,
and who show high devotion to their students, and a passion for teaching. In a more recent
study, Day (2004) has emphasised the importance of passion for teaching, based on the
belief that a dedicated teacher can make a positive difference to the lives and learning of
their students. The common point Czikszentmihalyi (1982) and Day (2004) make touches on
the relational nature of teacher and the student relationships. According to them,
motivating teachers are not necessarily the ones who are successful in knowledge transfer,
but the ones who demonstrate the strength of their commitment to the subject matters and
their students. Teacher-student relations, as Appleby (2013) notes, also influence students’
desire to learn, and intrinsically motivate students’ to pursue the acquisition of knowledge.
More examples from the students’ interview data support this point. For example, words
like ZIHAFEMENG NERIFEER, BB HFEIREIREITFEFH [ felt
extremely touched by the work the teachers spent on students and motivated to study hard
to return the favours] (from Amanda) best reflect how dedicated teachers can have an
influence on students’ motivation. For some students, these teachers can also be the
initiators which help them move from one motivational state to another. For instance,
Crystal’s university teachers helped her step out from the bottom of her demotivation to
regain confidence and become motivated again, as she was inspired by these teachers and
re-created her hopes for the future. Crystal’s example not only illustrates the impacts from
this relationship, but also illustrates the interaction between the L2 learning experience and
the ideal L2 self. That is, students’ new learning models (ideal L2 selves) emerge through
their L2 learning experiences, drawing from the influence of these motivating teachers. It is
these learning models that help maintain or change students’ motivational state (Amanda’s
and Crystal’s cases respectively). This finding not only sheds light on the motivational effects
of imagery connected with teacher-student relationships, which remains largely unexplored
(Henry & Thorsen 2018a), but also corresponds to the previous discussion on the complex

dynamic nature of the L2 self and its motivational impacts. The impacts on students’
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motivation from the teacher-student relationship have been acknowledged by Dornyei and

Ushioda (2011, p. 191):

In past research teacher motivation has been seen either as an antecedent or (less
frequently) as an outcome of student motivation. The reality, however, is that this is
not an either/or situation because teacher motivation functions on both roles
simultaneously in an ongoing manner. Thus, ... this reciprocal and recursive pattern of

causality may be best captured within a complex dynamic systems framework.

In this perspective, recent understanding of students’ motivation from the teacher-student
relationship has been examined through the relational phenomenon lens (Henry & Thorsen
2019; Hiver & Larsen-Freeman 2020). That is, students’ motivation develops through
individual interactions in networks and contexts (Ushioda 2009, 2016). The essence of this
relational phenomenon lens is the need for relatedness, the feeling of being connected to
others. This feeling can function as a powerful motivational force for acting in ways that
favour interpersonal relationships (Walton et al. 2012). When needs for relatedness are
satisfied, students become better equipped to meet the cognitive and affective demands of
their studies (Martin & Dowson 2009). Indeed, if relatedness is not established, even a
devoted teacher can have difficulty motivating students, as shown in Crystal’s classmates’

engagement in the classroom (see Crystal, Chapter 5):

LR R, REFRFZEHBETFY, HESETEE. AXRSEFFIERE
WINE, BRI ERIMIR R 2/ N

[During class, many classmates play with their mobiles or doze off. In fact, many
classmates do not like foreign teachers. Students who like foreign teachers, including

me, just represent a small proportion.

The students’ behaviour shows how straightforward, linear relationships are no longer
sufficient to explain teacher-student relationships. In this case, no matter how much work
and time devoted teachers spend on students, students’ motivation may still remain low, as
some students do not relate to foreign teachers. This effect is likened to the ‘butterfly effect’
(De Bot, Lowie & Verspoor 2007; Waninge, Doérnyei & De Bot 2014), a term used to describe
non-linear relationships in complex dynamic systems. As explained in Chapter 2, in non-

linear systems, the automatic and predictable cause-effect relationships do not govern the
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system’s behaviour. Sometimes, a large amount of input does not guarantee equivalent
output, whereas at other times, quite the opposite, a minimal change in input may lead to
unexpectedly large effects on students’ learning. This effect is evident in this study. For
instance, Amanda (Chapter 5) commented that a small amount of praise from her teachers
on her performance made her feel cheerful, but a small difficulty could discourage her.
Although the butterfly effect is considered as one of the important principles of nonlinear
system dynamics (Dornyei, MacIntyre & Henry 2015), few studies have examined this effect
in relation to individuals’ L2 motivation, such as when and how it happens, and how strong
this effect is. This study has shown this effect emerges unexpectedly, responding to moment
by moment L2 learning experiences. Also, very often, its motivational impact is dramatic.
For example, when Crystal received feedback from her teachers, a few appraisal words such

as {R 4 [fantastic] or {R7EIX T EIEZE ISk [you need to improve on this] can create a

surge or drop in her motivation.

The phenomenon of surging or dropping motivation is evidence of fluctuation in students’
motivation, which is a recurrent theme in the findings. The fluctuation, also, is in line with
the related responsiveness perspective to looking at students’ motivation; that is, a
motivational reaction to the learning environment based on timescales. A good example of

fluctuation is illustrated by Amanda’s (see Amanda, Chapter 5):

FIZHR—IHREEANIE AR MR. SRAINRERFAH+E, IR
B2 3R B R IRE TR TS SIRE D RMERUN .

[The learning experience is a fluctuating process. Sometimes it is up and sometimes it
is down. When you have success in your study, you are highly motivated and full of
momentum. But when you are in adverse situations, you feel demotivated. So, it is

hard to predict learning motivation.]

This example underlines important aspects of fluctuation. First, the relationship
between students’ & =] 22 [ [the learning experience] and = > #5117 [learning
motivation] corresponds to the relational phenomenon perspective. It not only
confirms that fluctuation belongs to this related view, but also extends this related

view from a teacher-student to a person-learning environment, which has a broad
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connection to Ushioda’s person-in-context relational (2009) view on L2 motivation. In

this person-in-context relational view, a focus has been placed on:

real persons rather than on learners as theoretical abstractions; the agency of
the individual person as a thinking, feeling human being, with an identity, a
personality, a unique history and background, a person with goals, motives and
intentions; a focus on the interaction between this self-reflective intentional
agent, and the fluid and complex system of social relations, activities,
experiences and multiple micro- and macro-contexts in which the person is

embedded, moves, and is inherently part of. (Ushioda 2009, p. 220).

However, this relational view on L2 motivation, considering motivation as an organic
process which emerges from the complex dynamic interrelations, has not received
enough attention until recently. Also, this view is not sufficiently incorporated in L2
Motivational Self System studies which disproportionally rely on linear measurement.
In this study, focal students’ comments on how the learning context has an impact on
their motivation represent this person-in-context view, as seen in this example from

Zack (see Chapter 5):

BREBFINMBRRENN. LT EIROERZIHERIR, KRENRIIE

\Y%

'\_\L‘
=2

AREFINE, BSWREFRAESIEE, HltEMRR, BEBU, BEX.
LEE

3, BRREXZFNEINR, BNEIFVRD L LR HH—PABC

XERENFEILBEIEEINN. AFFEFINEL EREARNES

FHTERHRNNHEINRK.

[In my view, | believe that the learning environment plays a decisive role on

motivation. For example, in the class, the teachers teach and students discuss English

learning. | really enjoy this learning atmosphere and my motivation increases

immediately. However, when | study at home by myself, | am distracted by other

things, such as being busy with cooking, watching TV or drinking tea. Because of the

existence of these things, | am not motivated to learn. Although | have the same

thinking about my study, it has a different motivational force under different learning

circumstances.]



The person-in-context view on students’ motivation echoes the previous argument
that a straightforward linear relationship is no longer sufficient to explain the complex
dynamic nature of students’ motivation. This insufficiency becomes more profound
when the phenomenon of fluctuation in motivation is further considered. In the
existing literature (e.g. Piniel & Csizér (2015); Waninge (2015); Waninge, Dérnyei & De
Bot (2014)), fluctuation is often used as a synonym for change. For example, You and
Chan (2015) use fluctuation and change interchangeably when they discuss the
evolution of students’ L2 imagery. Moving beyond this, this study illustrates more

distinct features of fluctuation in motivation.

First, fluctuation is closely related to timescales. As discussed previously, the timescale
concept is an essential element in complex dynamic systems (De Bot 2015). Departing
from this point, an equally important notion in timescales is rates of change.
Motivation not only can be expressed in terms of different timescales, but also is
reflected in rates of change (De Bot 2015), showing a sudden jump or drop in students’
motivational states, in response to immediate learning experiences. Examples from
the findings of this study that illustrate this dramatic fluctuation are SR fYRZ 1R R 7!
[coming fiercely and strongly], B¢ _3H[7] [step on the accelerator], and B F33% 1K [a
free fall] (see Chapter 5). This dramatic fluctuation in motivation, based on a relational
view and shorter timescales, has a similar reasoning to that found in Maclntyre and
Serroul’s (2015) study, which examines approach-avoidance motivation during L2 task

performance on a per-second timescale.

Second, viewing students’ fluctuation in motivation through the shorter timescales
relational lens paves the way to understanding the focal students’ descriptions of their
motivation as R 4k [ very elusive] and fEHEFN [hard to predict] (see Chapter 5).
An analogy is used by William to illustrate this elusive nature of motivation (see

William, Chapter 5):

HNRENFEAFEE, EXF—PEENAREZILFRTE, ERZOENN.
B E—NMIVNNEBR AN, RRIUERS ETHTE, ARRILRRE—

MRA IR
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[Motivation is hard to measure as there is not a fixed formula to calculate it. It is
unpredictable. Sometimes, even a small thing will have a huge impact on your
motivational state. You will become highly motivated straight away or demotivated

immediately, just like a deflated ball.]

Third, fluctuation in motivation can not only be understood from rates of change within
each timescale, but also from the interaction of each timescale (Byrne & Callaghan 2013; De
Bot 2015). That is, viewing motivation as a developmental process, each timescale
represents a movement in motivation. When these timescales interact, they demonstrate a
fluctuating orientation over time. This fluctuating orientation corresponds with the focal

students’ comments of Bji % Fi1# [moving with fluctuations] and F J& F §ii## [moving

forward in a motivation-demotivation pattern] (see Chapter 5). In particular, the example of

B EI# [moving forward in a motivation-demotivation pattern] shows a pattern in

fluctuating development. A similar finding is also reported in Waninge, Dérnyei and De Bot
(2014), in which they examine the development of students’ motivation in five minute time
blocks in a classroom setting. They discovered that a pattern of
decline—>increase—increase—>decline was uniform among all four participants they
examined. A moving pattern was also found among the focal students in this study. For

example, Amanda said (see Amanda, Chapter 5):
BNZEINNRE—NBENN-ZBNN-B NEXEN—DMEARR AT,

[My learning motivation changes and moves in a motivated-demotivated-motivated

pattern.]

Regular fluctuating patterns of motivation are reported both in this study, and in the
existing literature. These findings reflect situational dynamics (Mercer 2014), which suggests
that in a complex dynamic system, although movement is random and unpredictable, there

may be patterns which occur in certain situations, thus leading to predictability and stability.
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6.3.4 Summary — L2 Motivation

The discussion on the motivational functions of the ideal L2 self, the ought-to L2 self and the
L2 learning experience has answered research question 3 of this study: What are the
students’ individual motivations for studying EAP courses in China from the point of view of
the L2 Motivational Self System? It reveals that the focal students’ academic English learning
motivation is more complicated than that described as a simple linear relationship in many
L2 Motivational Self System studies. The motivational roles of the ideal and ought-to L2
selves are not automatic as suggested by the L2 Motivational Self System. That is, having a
generic image of their ideal and/or ought-to L2 selves does not necessarily directly generate
students’ motivation. Many factors, such as students’ attitudes towards academic English,
affection for English, personal characteristics, and context can mediate the motivational
power of their L2 selves. Second, students’ learning motivation cannot be completely
understood by just looking at one or certain L2 self representations, such as the ideal L2 self
and/or the ought-to L2 self. Interactions between the L2 self representations and the
immediate L2 learning experiences create various motivational phenomena, which reflect a
complex and dynamic compilation of features. These features include the overriding power
of actual L2 learning experiences over L2 self representations, sudden surges and drops in
students’ motivation, and fluctuation and stability of students’ motivation over time. Third,
using the concept of timescales and interactions of timescales are found useful for

understanding the complex and dynamic features of students’ L2 motivation.

Dérnyei’s (2009b) L2 Motivational Self System theorises the relationship between
motivation and self-concept based on Higgins’ (1987) self-discrepancy theory (see Chapter
2). That is, motivation is initiated through internally reducing the perceived discrepancy
between the current self and the desired future self; and externally complying with the
expectations of others (e.g. parents and teachers), bowing to social pressures and demands,
and avoiding unnecessary negative consequences. As the literature and some of the findings
of this study have shown, this framework works well when the L2 self is conceived of as
entailing stable goals and guidelines. However, as revealed in this study, the L2 self is a
reflective integrative process, and L2 motivation is a complex and dynamic compilation of

features, both of which are not strictly subject to measurement, compliance and avoidance.
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In this case, self-discrepancy theory may not be able to provide an adequate theoretical
basis to fully explain L2 motivation. The concept of attractor state (Hiver 2015), which was
discussed in Chapter 2, seems a more suitable notion for linking the L2 self with L2

motivation.

A number of researchers (e.g. Dornyei (2014b); Waninge, Dornyei & De Bot (2014); You &
Chan (2015)) have applied the concept of attractor state to explain motivational dynamics in
L2 learning, but they have not made it explicit how this concept relates the L2 self to L2
motivation. This needs further elaboration. Based on the findings of this study, the
relationship between attractor state and motivational dynamics can be understood in the
following way: during the L2 learning process, an individual learner can create multiple
facets of his/her L2 self. In a certain situation, certain facets may become prominent and
integrate into a harmoniously activated facet. A sense of relatedness to this activated facet
turns into an attractor to stabilise the motivational movement, to leave the student in a
state of motivation or demotivation. Changes in facets originating from interactions with
learning experiences can create fluctuations in motivation as responses to these changes. It
is also possible that in such a situation, certain facets may become active, butin a
competing format because some of them are desirable, while others are feared and/or
avoidable. Fluctuations in motivation, thus, are the combination of drags and pulls of

desirability, fears, and avoidance.

Realising L2 motivation is a complex and dynamic compilation of features, it is not realistic
to use just one theoretical concept to explain these features, such as sudden surges and
drops in motivation, or the overriding power of the immediate learning experiences on
students’ motivation. These features are more inclined to be explained from a relational
view of motivation. Also, contradictory features of L2 motivation, such as fluctuation,
stability, predictiveness and un-predictiveness, can be examined through the concept of
timescales. Thus, rather than relying on a single synthetic model to investigate L2
motivation, it is more productive to apply a variety of theoretical notions from the complex

dynamic systems perspective to understand L2 motivation.
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6.4 Chapter Summary

This chapter has discussed the findings of the qualitative data in relation to previous
research on motivation. The study used findings from the quantitative data and matters
discussed in the research literature that the quantitative data did not reveal as the starting
point for the interviews, so as to provide a more in-depth analysis of the students’
motivations. In particular, the chapter has discussed the findings of the nature of the
students’ L2 selves, and their L2 motivation from the complex dynamic systems perspective.
Drawing on this perspective, this study views the L2 self as a reflective integrative process,
and considers L2 motivation as a complex, dynamic and interactive compilation of features.
These understandings have implications for knowledge advancement in terms of theory,
methodology and pedagogy. These three aspects are the focus of the next chapter,

Conclusion and Implications.
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Chapter 7: Conclusions and Implications

7.1 Chapter Overview

This study investigated students’ motivation for studying EAP courses at a language centre
at a university in China. Commencing with the L2 Motivational Self System (Dérnyei 2009b)
then moving to a complex and dynamic perspective (Larsen-Freeman & Cameron 2008),
such as the self as a complex dynamic system (Mercer 2014), a person-in-context relational
view (Ushioda 2009), and the idea of motivation as a relational system (Hiver & Larsen-
Freeman 2020), this study explored the nature of the L2 self and features of the L2

motivation of the Chinese students who took part in this study.

The first three chapters of the thesis set up the foundation for the study: introducing the
research topic (Chapter 1); providing the background to the study (Chapter 2); and outlining
the research design and methods employed in the study (Chapter 3). Chapters 4,5 and 6
addressed the study’s research questions, and presented a discussion of the findings in
relation to previous research on the topic. This final chapter briefly summarises the findings
of the study, and based on this summary, illustrates the importance of the study. The
chapter also presents implications of the study for methodological and pedagogical
purposes. The chapter ends by discussing the limitations of the study and making

suggestions for further research.

7.2 The Nature of the L2 Self and Features of L2 Motivation

This section of the chapter briefly summarises the key findings from the previous three
chapters that have addressed the study’s research questions. The results of the study
support the complex dynamic systems perspective (see Chapter 2, Background to the Study)

and a relational systems view of L2 self and L2 motivation.
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7.2.1 Brief Summary of the Findings

This study aimed to gain an in-depth understanding of the nature of the L2 self and its
relationship with the students’” motivation to learn academic English. Three research

guestions guided the study:

1. What is the nature of the students’ Ideal L2 Self, Ought-to L2 Self and L2 Learning
Experience when studying the English for Academic Purposes (EAP) courses in China?

2. How do the students’ Ideal L2 Self, Ought-to L2 Self and L2 Learning Experience
relate to one another in this particular context?

3. What are the students’ individual motivations for studying the English for Academic
Purposes (EAP) courses in China from the point of view of the L2 Motivational Self

System?

To answer these three research questions, a mixed methods research design in a sequential
order was used, with a primary focus on the qualitative data. Quantitative analysis provided
an initial view of the nature of the Chinese students’ ideal L2 selves, ought-to L2 selves and
L2 learning experience and the relationships between these three constructs, showing that,
in general, the students had positive attitudes towards their ideal L2 selves, ought-to L2
selves and L2 learning experiences. In addition, students were more attracted to the ideal L2
self than to the ought-to L2 self. In terms of relationships, the correlation analysis showed
how these three constructs were related. At a more detailed level, for each statement
related to the ideal L2 self and the ought-to L2 self, the analysis of the questionnaire data
illustrated that students did not value these statements at the same level. The findings
suggest, further, that students’ concepts of their ideal L2 selves and ought-to L2 selves were
multifaceted in nature, with different facets having various levels of visibility and vividness

in terms of their proximity and relatedness to the students.

The interview data confirmed the quantitative findings, and more importantly, further
revealed the nature of the focal students’ L2 selves. The most prominent finding that
emerged from the interviews is that the focal students viewed the nature of their L2 selves

as “BANE, BEAE, {BIE#MI” [cannot see clearly, do not have a tangible form, becomes

very elusive]. This view of the Chinese students provides an illustration of how they see
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themselves in terms of their relationship with English in their particular setting, moving
beyond the finely defined categories which were discussed in Chapter 2, Background to the
Study, such as face, employment, responsibility, family, and pressure that are often closely
related to Chinese students. Also, this finding vindicates the use of the complex dynamic
perspective to understand the students’ L2 selves. First, in terms of complexity, the study
shows that the students had a vast array of different L2 selves, such as a subject-related L2
self (for example, as business representatives or business negotiators for Chinese companies,
or promoters of Chinese companies to the world), a positive L2 self (a bilingual self, a
knowledgeable self, a progressive self, a globalised self), a negative L2 self (a feared self, a
failed self), a rebellious L2 self (escape self, anti-self, counter ought-to self), and past L2 self.
Second, the study demonstrates the dynamic nature of the L2 self. In contrast to the
traditional view of Chinese students’ English selves as isolated categories, this study reveals
that different representation of the L2 self are interrelated through interactions with various
factors which surround the focal students. Thus, the representations of their L2 selves can
be consistent, contradictory, or competing with one other. Also, through these interactions,
the students’ L2 selves have the agency to react, reflect and revise, leading to the
emergence of new L2 facets. Based on these findings, the nature of the students’ L2 selves,

a reflective, integrative process is proposed in this study (research Questions 1 and 2).

The Chinese students described L2 motivation as “/RE %, 1RXEFM” [very elusive and

hard to predict], which also shows its complexity and dynamism. A number of statements
from the interview data contributed to this description. Beyond this, however, the
relationship between the students’ L2 selves and their L2 motivation cannot be fully
explained by the concept of self-discrepancy, nor by a simple cause-effect model (Ushioda
2020a), as has been the case in many L2 Motivational Self System studies. That is, while
students reported that having an ideal L2 self (imagining getting a high score in exams), or
an ought-to L2 self (having pressure from parents) directly motivated them to learn English,
they also stated that this effect was mediated by many other factors which kept changing
over time, such as personal attitudes and affection towards academic English, personal
identity, emotion, and the learning context. In addition, the demotivating experiences
reported by the students in this study showed that the L2 self, in response to matters such

as unrealistic study goals or too much pressure from authorities, or negative L2 learning
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experiences, such as failure in learning, could also produce demotivation. The experiences
of motivation, demotivation and re-motivation from the students add another layer of
difficulty to describing their motivation. The students’ relational view on their L2 motivation
further complicates this phenomenon. This relational view focuses on students’ immediate
responses to their learning experiences. In these learning experiences, a student’s
motivation is influenced by their positional relationships to others (e.g. classmates,
teachers), to the actual learning environment, and/or the social and cultural learning
context. These influences could overpower the motivational function of some
representations of the L2 self, such as the ideal self and the ought-to self, trigger
motivational fluctuation, such as motivation and demotivation, intensify motivational
impact, such as sudden surges and drops, and predict a temporary motivational state and
motivational patterns. Last but not least, the introduction of timescales, and the
interactions of each timescale contribute a developmental aspect to understanding L2
motivation. Thus, based on these experiences, the focal students’ L2 motivation is
considered as a developmental ensemble of features which impact on their motivations for

studying the EAP courses they were attending in China (Research Question 3).

7.2.2 Extending Understanding of the L2 Self and L2 Motivation

The above brief summary not only answers the research questions, but also provides
empirical illustrations of the complex dynamic systems perspective on the L2 self and L2
motivation, which also has been argued for by other researchers (e.g. Mercer (2014);
Ushioda (2020a); Hiver & Larsen-Freeman (2020); Papi & Hiver (2020)). Further, it serves as
a platform to extend our understanding of the L2 self and L2 motivation. Central to this
understanding is that the L2 Motivational Self System alone is not sufficient to explain the
complex and dynamic phenomena of the L2 self and L2 motivation, as revealed by the
Chinese students who took part in this study. This insufficiency has been discussed from the
point of view of complex dynamic systems theory in this study. Thus, this study proposes the
nature of the L2 self as a reflective integrative process and L2 motivation as a
developmental ensemble of features. Three aspects need to be elaborated on in relation to
this proposal: integrativeness, network, and time. First is the concept of integrativeness. As
discussed in Chapter 2, Background to the Study, the most contested notion in L2
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motivation is the definition of integrativeness. Gardner and Lambert (1972) use the term
integrativeness to describe L2 motivation as an intention to become part of a target
language community. Dérnyei (2009b) reinterprets integrativeness, drawing on the self
concept as a motivational power that narrows the gap between a person’s current L2 self
and their imagined L2 self. Recently, Claro (2020) provides an evaluation of the

contributions of these two foremost concepts in L2 motivation research:

But the ideal L2 self cannot replace integrativeness. Integrativeness (Gardner) and the
ideal L2 self (Dornyei) are complementary forms of identification that differ in locus of
identification. Integrativeness represents identification with an external locus (role

models and reference groups), while the ideal L2 self represents identification with an

internal locus. (Claro 2020, p. 253).

This evaluation shows how integrativeness is still relevant, which is supported by the
findings of this study, and by Dornyei (2020a). In this study, integrativeness can be
understood as, for the L2 self, an integration of various representations of the self, and for
L2 motivation, a compilation of different motivational features, such as fluctuation,

temporal stability, sudden surge and drops, and demotivation.

Also in this study, integrativeness cannot simply be interpreted as a sum of different L2 self
facets and L2 motivational features. Drawing on the self concept, a reflective agent, this
study moves away from the view of understanding the L2 self and L2 motivation as finely
structured constructs that can be measured by simple cause-effect relationships. As seen in
this study, a self concept involves many factors in relation to academic English learning, such
as cognitive, affective, evaluative factors. These factors interact at the individual level, as
well as between individuals and the learning and social contexts which lead to the
construction of a complex dynamic L2 self and L2 motivation network. In this network,
relations and interactions are key. While Dornyei and Ushioda (2011) used the metaphor of
a knitted net to describe different understandings of L2 motivation between various existing
theories, saying “If we lift it [the net] up by holding different knots, very different shapes will
emerge” (p. 9), this study uses a similar metaphor to understand L2 self and L2 motivation:
different representations of the L2 self and L2 motivational behaviour seem to reflect
different knots within a closely related network. This network view of the L2 self and L2
motivation is in line with Hiver and Larsen-Freeman’s (2020) systems view, which argues
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that “using systems thinking is a primary way” (p. 298) to move understandings forward of

complex and dynamic scenarios, such as L2 motivation.

The final key aspect of this proposal is time. The inclusion of time, and the interaction of
different timescales have helped us to understand the temporal nature, adaptive changes
and inconsistent views on students’ L2 selves and L2 motivational behaviour which have
been seen in this study. Also, with the application of time, this study has illustrated how,
during the interactions of multiple factors, some factors play more prominent roles at
certain times, but not at others. The association with time allows this study to take a more
developmental view on the L2 self and L2 motivation which aligns, as well, with the complex

dynamic perspective.

7.3 Implications for Methodology and Pedagogy

Understanding the L2 self and L2 motivation as a reflective integrative process and a
developmental ensemble of features is important both for research methodology and

language learning pedagogy. This section discusses these implications.

7.3.1 Implications for Researching the L2 Self and L2 Motivation

Issues related to researching complexity and dynamics have been highlighted by many
researchers. For example, Dérnyei (2014b, p. 90) states “in complex dynamic systems
change and evolution are often nonlinear, which makes the behaviour of such systems
unpredictable and therefore nonresearchable”. This statement reflects a dilemma currently
faced by many researchers who commit themselves to researching complex dynamic
systems (Hiver & Al-Hoorie 2020). Thus, although the term complex dynamic systems
sounds attractive and promising, most of the empirical research on this has still followed
traditional, non-dynamic approaches (Dérnyei, Maclntyre & Henry 2015), and thus

presented a limited view on the L2 self and L2 motivation.

The difficulty of researching complex dynamic systems becomes even more pronounced if
one seeks to attain as much of a holistic view as possible of the L2 self and L2 motivation. In

reality, however, it is not feasible to research the L2 self and L2 motivation in their entirety,
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as they are developing. As a result, boundaries need to be set, and units of analysis need to
be selected (Mercer 2014). Classroom-oriented methods can be a good starting point as
most L2 learning is organised around the classroom. Also, a classroom has a spatial
boundary. Within this boundary, individual students can be chosen to analyse the
development of their L2 selves and L2 motivation, examining dynamic stability, fluctuations
and conflicted movements as the result of various types of interaction within the classroom.
To this end, the classroom itself can be considered as a complex dynamic system. It also
needs to be pointed out that a boundary represents only a fragment of the spectrum. Other
fragments still need to be brought in to gain a fuller picture of a student’s L2 self and L2

motivation.

Another concept which is relevant to this discussion is time. Time is elusive (De Bot 2015)
and context dependent (Mercer 2012). That means how time is defined, understood and
experienced can differ from person to person. This subjectivity of time that an individual
experiences is particularly significant in research into the L2 self and L2 motivation because
the complexity and dynamics of the L2 self and L2 motivation can be examined on a longer
timescale, such as a semester, a year or years, focusing on the development of the L2 self
and the movement of L2 motivation along a learner’s L2 learning path. They can also,
however, be examined across shorter timescales, such as a second or a minute,
concentrating on the intensity of changes, including rises and falls in motivation as a student

engages in a learning task.

With regard to time, there are two research approaches worth mentioning: the concurrent
approach, and the retrospective approach. The concurrent approach involves using
traditional qualitative methods, such as keeping diaries and interviews over an extended
period to enable multiple levels of dynamics across various sub-timescales to be looked at;
these can be combined to create a comprehensive picture of the L2 self and L2 motivation
(Mercer 2012). In this approach, case studies (Duff 2008; Yin 2018) work well as they can
provide a detailed focus and in-depth view of a bounded case. For a retrospective approach,
simulated recall methods can be used to examine short-term situational dynamics. An
example of this is video recording learning activities with selected research participants.
Immediately following the activities, the participants are shown the video and asked to talk

about their L2 self, L2 motivation and the factors which influence(d) their learning
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motivation. The answers are then collated and analysed to examine the concept of the L2

self and changes in the students’ learning motivation.

There are, of course, limitations in the above mentioned research approaches and methods,
such as memory bias and exaggerations in self-reported data. These approaches, however,
are an attempt to move away from easily administrated cause-effect analyses in order to
understand the complexity and dynamics of the L2 self and L2 motivation that was revealed

in this study.

In sum, the implications of the study for researching the L2 self and L2 motivation can be
summarised in the following way. It is crucial to explore the multifaceted nature of the L2
self and interactions among these facets. Context is not an isolated variable, but an integral
part of the individual self system. These recognitions underline the importance of
individuals-based research, and offer a way of moving towards more qualitative-oriented
and fine-grained approaches and methods for examining L2 motivation. These recognitions
also highlight the significance of change and development that can happen in the short and
the long term. A timescale concept, thus, need to be incorporated into the design and

development of these research approaches and methods.

7.3.2 Implications for Teaching

The overarching argument of this study is that a student’s sense of their L2 self and their L2
motivation is complex and dynamic, and often its evolution is difficult to predict. In the face
of such complex dynamics, it is misleading to think that a student’s L2 self is a stable
personal trait, using a clear-cut and stable framework to describe his/her motivation. This
argument has implications for language teachers and for their practices. Although as
teachers, we cannot teach students how to feel about themselves as language learners, we
can create conducive, positive learning conditions to nurture the sense of their L2 self and
use this self-based approach to motivate students within the complex classroom

environment.

In L2 classes, teachers need to consider the dynamic nature of the classroom and the

diversity of their learner groups. It is essential that teachers realise motivational differences
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between students, which are dynamic and may at certain times be changing. Thus, an
accepting and cooperating environment should be fostered, so that students feel part of a
group. As group relations (e.g. accepting, knowing one another, cooperating, competing,
respecting individual space) emerge through interactions between students (with the
guidance of the teachers), a supportive and cooperative classroom can be established. This
learning environment is important, as it can enhance students’ learning motivation. For
example, in a supportive learning environment, students do not feel threatened or
embarrassed by making mistakes. Rather, they will learn that making mistakes is a natural
part of the L2 learning process. On the contrary, in a hostile learning environment, their self-
esteem will be damaged, and a negative L2 self may become dominant. Being dynamic,
classrooms are also subject to change, with some students leaving, new members joining, a
change of teachers, changes in forms of assessments, and changes in policies from the
education institution. Teachers (and students) need to adjust to these changes to maintain a

productive learning environment.

Drawing on teachers’ L2 self development and L2 learning experiences, teachers can discuss
these experiences as a way of relating to their students. They can share their learning
stories with their students, emphasising that it is natural to have motivated and
demotivated learning moments, in order to encourage students’ beliefs in themselves. If
teachers display caring and supportive behaviours, it is hoped that students will follow suit

with one another.

In terms of being a facilitator of learning, a piece of advice drawn from this study is that
teachers need to understand that students’ motivation is not always stable, but can
fluctuate. A highly motivated student can become bored after a long grammar explanation,
and an unmotivated student may suddenly become interested in an engaging learning
activity. Thus, teachers need to take a proactive role and consciously use strategies to
promote classroom motivation. For example, teachers can use multiple ways of enhancing
students’ language-related values and attitudes by using materials that are related to their
lives outside the classroom. This is an example of how the concept of attractor state can be
applied in the classroom. Teachers also need to avoid negative attractor states, such as

decontextualised drilling or long grammar rules clarifications.
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A final point is that, from a self-approach, teachers should have regular consultation times
with individual students to talk about issues raised in their learning. During the consultation
time, teachers can provide feedback to students and students can provide teachers with
feedback on their learning experiences. This feedback can have a particularly strong impact
on student’s self-appraisal, because it is informative and urges both teachers and students
to reflect constructively on areas which need further attention. Also, by constructing an
atmosphere of trust and engagement, feedback can promote a positive self-concept and

self-confidence in the student.

The above implications for teaching, however, are suggested principles, not fixed guidelines
for language teachers to follow as there is no one-size-fits-all solution, as there are always
limitations faced by teachers such as, to name a few, social and cultural values in certain
learning contexts, and practical and logistical issues. These suggestions, however, should
raise awareness among teachers of the inherent complexity and dynamics of students’ L2
selves and L2 motivation in instructed L2 learning environments, and successful

motivational teaching practices to build into them.

7.4 Limitations and Suggestions for Future Studies

Despite the contributions this study has made to L2 motivation research, it was, however,
limited in scope. First, the quantitative component was based on non-probability sampling
procedures which restricted the generalisability of the quantitative findings of the study. For
the selection of participants for the interviews, while the four focal students were carefully
chosen based on an identification of the learner archetypes technique, as recommended by
Chan, Dérnyei and Henry (2015), the study may have excluded students who were not
motivated in their learning of English. This excluded data may have the potential to yield
findings related to the nature of L2 self and L2 motivation in different dimensions that have
not been accounted for in the current study. Second, also related to sampling, the
participants in this study were only older teenagers. Younger teenagers and older adult
learners might present a different picture of L2 selves and L2 motivation. Data from a larger
sample of students, further, and for a longer period of time would provide deeper insights

into the development of the L2 self and L2 motivation at both the individual and the group
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levels. Third, the study used metaphors imported from the natural sciences, such as
attractor state and the butterfly effect to describe the complexity and dynamics of students’
L2 selves and L2 motivation. A potential problem here is whether these metaphors can be
meaningfully employed to describe human beings’ behaviour. For example, Byrne and
Callaghan (2014) have argued that attractor states are well described by equations in
abstract topological spaces, but for the social sciences, they are “real regions in real state
spaces” (p. 73). Perhaps in the future, motivation researchers need to create terms which

can match up with these metaphors.

The implications and limitations of this study also open up a number of possibilities for
future studies. In this study, the selection of participants for the interviews excluded other
types of students, such as those who were showing no motivation to learn. Future studies
may focus on a comparison of learners’ L2 self and L2 motivation between different types of
learners. Also, more emphasis could be placed in L2 motivation research on matters such as

personality, emotion, and passion, as recommended by Dérnyei (2020b).

This study did not pay particular attention to the classroom setting except when this was
reported on by the students. Future studies could use the classroom setting as the prime
research context and investigate factors within this setting which help to further understand
the complex and dynamic nature of students’ L2 selves and L2 motivation. In addition, this
study only focused on students. As teachers play a salient role in these settings, their

perspectives should also be included in future studies.

In terms of research methodology, the study only used questionnaires and interviews. Other
data would be useful for this kind of study such as dairies and online logs. It would also have
been useful to have a longitudinal component to the study in order to capture the dynamic
nature of learners’ motivations. This, unfortunately, was not possible due to the amount of
time | had in China to collect my data. Future studies are also encouraged to use the
methods mentioned in the implications section of this chapter (7.3.1), and other research
methods, such as new technologies and computers to track and record the trajectory of
learners’ motivation movements and to invite students to talk about these movements. In
addition, this study employed a mixed methods approach, something that has recently been
criticised by L2 motivation researchers. Hiver and Al-Hoorie (2020), for example, propose
that an integrated approach be adopted in motivation studies, in order to avoid the
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philosophical and ontological problems inherent in mixed methods research. This is

something that should be considered in future L2 motivation studies.

7.5 Conclusion

To conclude, then, while the quantitative findings of the study showed that the students,
overall, had a positive attitude towards their ideal and ought-to L2 selves, a closer look at
the questionnaire responses revealed that the students’ ideal and ought-to L2 selves were
both varied and multifaceted. The analysis of the focal student data, further, found the
nature of the students’ L2 selves to be changeable, dynamic and responsive to the particular
learning environment. In addition, the students’ motivational movements were both
situated and fluctuated over time. These findings contrast with earlier research into the L2
Motivational Self System which has frequently portrayed learner motivation as something
that is stable and uniform across settings. By contrast, the study showed that the students’
motivations were non-linear, and that having a certain ideal and/or ought-to self did not
necessarily guarantee that a student would be motivated to learn. The study also found that
the students’ L2 learning experiences were extremely powerful and could, on occasions,
override students’ views of their ideal and ought-to selves. The study, then, argues that
research that examines second language students’ self concepts and their motivation to
learn needs to be considered from both contextual and complex dynamic perspectives
(Dornyei, MaclIntyre & Henry 2015; Ushioda 2015, 2020a). L2 motivation studies, thus, need
to move from a view of the L2 self and L2 motivation as being both stable and predictive to
one that takes account of their situated, responsive, and sometimes fluctuating and

unpredictive nature.
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Appendix 1: Questionnaire
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I would like to ask you to help us by participating in a survey conducted by the Faculty of Art and Social Science of the University of

English Translation

Questionnaire

Technology, Sydney, to better understand Chinese students’ motivation for studying English for Academic Purposes (EAP) courses in China.

This questionnaire is not a test so there are no “right” or “wrong” answers. I am interested in your personal opinion. The results of this
q

survey will be anonymized and used only for research purposes so please give your answers sincerely to ensure the success of this project.
Thank you very much for your help!

Part 1

Please provide the following information by circling the answer or writing your response in the space.

In this part, I would like you to tell me how much you agree or disagree with the following statements by circling a number from 1 to 6.

Your full Chinese name:

If you have an English name, please provide your English name:

Your gender: Male/Female (please circle)
Your age:

Where do you come from?

Which category does your place belong to? (please circle)
First layer city Provincial city Normal city ~ Town

Where did you finish your senior high school?

Countryside

What language(s) do you speak to your parents at home:

What is your father’s occupation?

What is your mother’s occupation?

How many weeks/months have you been in this EAP program:

Have you ever travelled overseas? If yes, name the country/countries

Please do not leave out any items.

Part 2

Strongly Disagree Disagree Slightly Disagree

Slightly Agree

Agree

Strongly Agree

1 2 3

4

5

6
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Example: If you strongly agree with the following statement, do as follows:

| like swimming very much.

1. Learning academic English is important to me because I need it for my current study.

2. Learning academic English is important to me because I need it to pass my exams.

3. Learning academic English is important to me because I would like to do further studies in
English.

4.1 can imagine myself being able to use academic English skilfully in the future.

5.1 can imagine myself as a legitimate member of an academic English community in the future.

6. I can imagine myself using academic English as if I were a native speaker of English.

7. T have to study academic English because I don’twant to get bad marks in it.

8. I have to study academic English because I want to get a good IELTS score.

9.Studying academic English is important to me because if I don’t have knowledge of academic
English, I’ll be considered a weak learner.

10. Being successful in academic English is important to me so that I can please my parents and
relatives.

11. Being successful in academic English is important to me so that I can please my teachers.

12. Being successful in academic English is important to me so that I can get approval from my
peers.

13. I like the atmosphere of my academic English classes.

14. 1 think time passes quickly while studying academic English.

15. I find learning academic English interesting.

16. I have good teacher(s) to help me with my academic English study.

17. T have support from my classmates for my academic English study.

18. I expend a lot of effort in learning academic English.

19. I find ways to practice my English outside class.

20. Overall, | think I am an active academic English learner.

Thank you for your cooperation!
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Appendix 2: Interview Questions
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English Translation

Interview Prompts with Chinese Students (before the interview, | will let students do the self introduction-their names, majors, which
year, hobbies to establish light interview atmosphere)

1.  Role of academic English
1.1 What motivates you to study academic English?
1.2 What do you find difficult about studying academic English?
1.3  What do you find easy about studying academic English?
1.4 To what extent do you believe your future opportunities would be affected by academic English?

2. Yourself
2.1. How would you describe your performance as an academic English learner?
2.2 What are some of the things you hope to achieve as an academic English learner?
2.3 Are these hopes changing over the course?
2.4 What are some of the things you expect to achieve as an academic English learner?
2.5 What are some of your fears as an academic English learner?
2.6 To what extent do these fears further motivate you to study? Please explain why or why not?

3. Plans
3.1 What are your study plans after this course?
3.2 Are these plans changing from time to time? If so, why?
3.3 How do these plans motivate you to study academic English?
3.4 How would you feel if you don’t get the English grades you need for your future study?
3.5 How would your parents feel if you don’t get the English grades you need for your future study?
3.6 How would your fellow students feel if you don’t get the English grades you need for your future study?
3.7 How would your teachers feel if you don’t get the English grades you need for your future study?

4. Future
4.1 Inthe future, how do you imagine yourself using academic English? Can you describe this?
4.2 Does this image influence the way you study academic English?
4.3 s this image changing from time to time? If so, how and why?

5.  Foreign Teachers
5.1 What are your views of foreign teachers?
5.2 What do you think of the support you get from your foreign teachers?
5.3 What are the most useful aspects of this support?
5.4  Arethere any less useful aspects of this support?
5.5 To what extent do foreign teachers motivate you to learn English?

6. Local Chinese Teachers
6.1 What are your views of local Chinese teachers?
6.2 What do you think of the support you get from your local Chinese teachers?
6.3 What are the most useful aspects of this support?
6.4 Are there any less useful aspects of this support?
6.5 To what extent do your local Chinese teachers motivate you to learn English?

7.  The EAP Classroom Learning Experience
7.1 What are your views of the classroom resources?
7.2 What are your views of the classroom learning activities?
7.3 Do the classroom resources motivate you to learn? Please explain.
7.4 Do the classroom learning activities motivate you to learn? Please explain.

8.  English Learning Experience Outside the Classroom
8.1 Do you have any involvement with English outside the classroom? If yes, please describe it.
8.2 In what ways does your involvement with English outside the classroom motivate you to study academic English?

9.  Overall English Learning Experience
9.1 How would you describe your experience of studying academic English inside class so far?
9.2 How would you describe your experience of studying academic English outside class so far?
9.3 How do these experiences motivate you to study academic English?
9.4 What do you most worry about in your academic English study?
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