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Abstract 

 

Dörnyei’s (2009) tripartite L2 Motivational Self System has been empirically validated 

across a range of language learning contexts, yet less research has been conducted on its 

pedagogical application in EFL environments. The system offers L2 learners unique 

opportunities to consider how and why they engage in language learning and the little 

research that has been conducted has shown that an exploration of one’s Ideal L2 self can 

be motivating for learners. One of the proposed benefits of a L2 Motivational Self System 

based intervention is the gradual specification of an individual’s desired future self which 

should encourage more motivated learning behaviours. An understanding of how the 

system can be implemented in the EGL classroom may help future L2 educators to support 

their students in develop the skill required to self-regulate their own learning. Based on 

questionnaire data gathered from Japanese university students (N=47) engaged in some 

form of English study, and qualitative data collected during and after a targeted intervention 

(N=6), this thesis firstly defines motivational variables in relation to the Ideal L2 self, 

before exploring changes to the participants’ Ideal L2 self, and the extent to which the 

intervention encouraged those changes. Analyses using Pearson’s correlation coefficient 

revealed that a desire to learn a language, an interest in its speakers, and an interest in 

cultural products is beneficial to the development of a more vivid vision of an Ideal L2 self. 
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Issues in relation to the relationship between Instrumentality and the Ideal L2 self were 

raised. Analysis of the qualitative data showed that the development of a clearer, more 

specific Ideal L2 self could be achieved through an L2 Motivational Self System based 

intervention but warns that metacognitive approaches need to be scaffolded and time 

provided for individualised guidance. Counterbalancing the vision through the 

consideration of failure was found to have motivated participant learning behaviour despite 

also increasing their lack of L2 self confidence. Additionally, the formation of a supportive 

L2 learning environment was found to play a significant role in the participants’ L2 

confidence and perception of the intervention’s usefulness. This thesis concludes by 

offering a range of pedagogical implication for educators, and for future research as well.  
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Chapter 1: Introduction 

As a language learner myself, I am constantly surprised at the incongruence of my 

passion for the Japanese language with the inconsistency with which I learn it. I was 

introduced to Japanese first during my primary school days and for a second time in Year 

7 when I chose Japanese as my language of choice for the two years of compulsory foreign 

language education. I succeeded in these classes and after graduating from high school, I 

took a gap year and participated in a six-month exchange programme through which I was 

able to live and attend school in the Japanese city of Utsunomiya. I spent the six-months 

speaking mostly English to my enthusiastic classmates and host families, but I did pick up 

the basics of Japanese along the way. It was from this exchange experience that my love 

for life in Japan was signed and sealed.  

The third time I formally learned Japanese was at the University of New South 

Wales where I was enrolled as an Arts/Education student specialising in English and 

Japanese. I spent a good portion of my second, third and fourth year Japanese classes 

struggling to understand and feeling immensely inferior to my classmates until eventually 

I was attending the bare minimum of classes needed to graduate. As far as integrative 

motives went, I should have been on my way to fluency. After all, I dreamed of discussing 

movie plots with my host family, striking up conversations with the local grandpas at 
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izakayas that could only be found down tiny alleyways, and reading my way through every 

shinsengumi or bakumatsu-related manga within grasp. But despite these dreams of 

linguistic greatness, my study habits did not reflect my ambitions. I continued to maintain 

my relationships with my Japanese host family and visited Japan every few years but 

eventually, I stopped studying Japanese altogether. Four years after I had last picked up a 

Japanese textbook, I decided to apply to the Masters of Linguistics (TESOL) here in Japan. 

My thinking at the time was to kill three birds with one stone – gain further teaching 

qualifications, fulfil a lifelong dream to live in Japan for several years, and develop my 

Japanese abilities. One year into my life in Japan and my Japanese abilities had only 

marginally improved despite periods of intensely motivated study. This is my personal 

story, but it is also one that was paralleled in the stories shared with me by my students at 

the English Conversation School where I worked. An interest in a foreign language and a 

general desire to become a skilled speaker did not appear to be enough to maintain 

motivation over an extended period of time. Furthermore, when asked why they wanted to 

learn English, the answers were consistently vague – “for work”, “I want to make foreign 

friends”, “I want to travel overseas” and so on. My own reflections revealed that my own 

language goals were also rather vague – I simply wanted to complete what I had started and 

along the way, I wanted to make and maintain relationships with Japanese friends. Through 

introspection and a growing familiarity with the teaching methodologies employed in 
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English language classrooms in Japan, it became apparent that language learning was 

divorced from the metacognitive processes inherent in evaluating how and why one learns 

a language.  

Research into L2 learner identities and second language learning motivation 

eventually lead me to Dörnyei’s L2 Motivational Self System. The interplay between the 

Ideal L2 self; the self we desire to become, and the Ought-to self; the self we believe we 

should become, made intuitive sense to me given my own experiences and those of my 

students. In my students’ case, all too often they were expected to develop proficiency in 

English but they themselves, had very vague notions of how that should manifest itself. 

Furthermore, they were often at a loss as to how they should construct their own personally 

relevant and realistic visions of their future selves. Since the L2 Motivational Self System 

framework included the L2 learning environment as an integral component for exploration, 

it become a framework that suited my pedagogical concerns regarding the current L2 

learning environment in Japan. As both a language teacher and student, I have felt that the 

learning environment has always been one of the most important factors in how language 

learning motivation is constructed or influenced. Based on these experiences, reflections 

and concerns, I have undertaken a research project that has challenged and fascinated me. 

I can only hope that you dear reader, enjoy the journey as much as I have.   
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Chapter 2: Literature Review 

2.1 Theories of L2 Learning Motivation 

Modern L2 motivational research owes much to researchers in both the 

psychology and second language acquisition (SLA) fields. During the early 20th century, 

research on language learning presupposed that the ability to successfully learn a language 

was based on an individual’s intelligence and later, on their language aptitude (Gardner, 

2009). In other words, the literature contained a dearth of cognitive-focused research but 

lacked an exploration into attitudinal factors. It wasn’t until Gardner and Lambert’s seminal 

work (1972) that non-cognitive factors such as motivation, were viewed as “a significant 

cause of variability in language learning success” (Dörnyei & Ushioda, 2013, p. 40, italics 

in the original). Gardner’s subsequent research has become the basis for numerous 

reiterations due to the appeal of his socio-educational model of SLA. In this model, Gardner 

argues that success in a second language relies largely on the interplay between language 

aptitude and motivation. However, due to its dichotomous nature, integrative orientated 

individuals were assumed to be more successful in language learning than those who were 

instrumentally orientated (Gardner, 1958). Subsequently, L2 motivation research adopted 

a propensity to be heavily focused on integrativeness (Dörnyei & Ushioda, 2013). 

According to Gardner (1985), an integrative orientation is comprised of multiple factors 

including, an individual’s willingness to engage with speakers of the target language, 
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attitudes towards one’s learning situations and the desire to put in effort to engage in a 

language learning journey. An instrumental orientation on the other hand pertains to the 

“potential pragmatic gains” (Dörnyei & Ushioda, 2013, p. 41) of language learning such as 

greater employment opportunities. While Gardner and his colleagues themselves did not 

focus heavily on exploring instrumental orientations in their studies, it was useful as a foil 

to integrative orientation in order to highlight the social and cultural aspects of language 

learning motives (McEown, Noels & Chaffe, 2014). The socio-educational model of SLA 

enjoyed world renown during the 70s and 80s, but it was not without its critics. In particular, 

critics of the model focused on its lack of applicability to those learning a second language 

from within their own cultural and linguistic contexts (Clément & Kruidenier, 1983; Au, 

1988; Dörnyei, 1990; Crookes & Schmidt, 1991; Kimura, Nakata & Okumura, 2001; 

Dörnyei & Ushioda, 2009a). Dörnyei and Ushioda summarised the issue by raising the 

question of whether or not the concept of integrativeness is applicable in contexts where 

learners have no access to target language communities or when the language itself is 

reframed through a curricular lens. In the case of English, this curricular reframing is a 

pertinent concern since, “motivation for learning English is likely to be qualitatively 

different in many ways from learning other second or foreign languages, as English [is] 

increasingly becom[ing] viewed as a basic education skill to be developed from primary 

level alongside literacy and numeracy” (Dörnyei & Ushioda, 2013, p. 72). In other words, 
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English in EFL contexts lacks a geographically-defined locus, and a specific community of 

speakers, which has resulted in English being viewed as a tool for global business, tourism 

or entrance into higher education institutions (Clément & Kruidenier, 1983; Sawada, 2005; 

Graddol, 2006; Hashimoto, 2009; Dörnyei & Ushioda, 2013; Morita, 2013), and not as 

something learned for integration into a specific language community. Rather than spur the 

concept of integrativeness altogether in EFL contexts however, the concept was expanded 

and elaborated on.  

  Yashima’s (2000, 2002) concept of international posture was one such 

expansion, whereby language learning individuals are seen as having a tendency to relate 

to a global, more international community rather than a specific community of speakers. 

This concept of a global community echoes aspects of Anderson’s (1983) imagined 

communities, the idea that individuals can feel a sense of community despite never having 

actually met each individual within that community. This concept later become the 

inspiration for Norton’s more well-known research (2000, 2001) which explored personal 

experiences and knowledge of the target language community, and this was used to 

construct an imagined community for learners to aim towards. Drawing upon Norton’s 

(2000) study of migrant women in Canada, it was suggested that language teachers needed 

to validate this imagined community as it “invites an imagined identity, and a learner’s 

investment in the target language must be understood within this context” (Norton & 
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Kamal, 2003, p. 303). Furthermore, Norton and Kamal (2003) made the case, based on 

survey of prior studies, that due to the pluralistic nature of today’s current world, imagined 

identities are becoming more hybrid and imagined communities are taking on a more 

international hue.  

Returning briefly to earlier years, the propensity of researchers to focus on 

Gardnerian concepts lead to Crookes and Schmidt (1991) calling for a reopening of the 

research agenda concerning motivation and SLA by stating that “current SL discussion on 

[motivation] lacks validity in that it is not well-grounded in the real world domain of the 

SL classroom, nor it is well-connected to other related educational research” (Crookes & 

Schmidt, 1991, p. 470). This criticism also extended L2 motivational research’s lack of 

connection to educational psychology. Keller’s (1983, 1987) education-orientated theory 

of motivation was provided by Crookes and Schmidt (1991) as an example of a successful 

integration of motivational psychology and its potential application to the classroom 

context. In Keller’s theory, motivation is determined by four factors: interest, relevance, 

expectancy and outcomes. Interest implies an arousal of curiosity that is sustained while 

relevance is identified as how well the learning situation is perceived by the learner as 

meeting their personal needs, in particular, whether or not the course of action matches 

what the learner believes they want to learn. Expectancy drew upon the work of Tolman 

(1932) and Lewin (1938) which suggests that learners are more likely to be motivated when 
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they believe they can succeed. Likewise, those who attribute their success or failure to their 

own efforts rather than to external factors are more likely to be motivated (Weiner, 1974). 

The final factor, outcomes, drew upon the work of Deci (1975) in which learner outcomes 

are either motivated by extrinsic rewards such as good marks or intrinsic rewards such as 

enjoyment. The call for motivational research to incorporate wider perspectives from 

educational-psychology was successful with a number of different conceptualisations of L2 

motivation arising (Dörnyei, 1994a; Williams and Burden 1997; Noels, Clément and 

Pelletier 1999; Noels, Pelletier and Clément, 2001). It was from this incorporation of 

educational-psychological perspectives, and the rise of English as a global language and as 

an international lingua franca, that eventually led Dörnyei to develop his tripartite L2 

Motivational Self System (Dörnyei, 2009a; 2009b). 

2.2 The L2 Motivational Self System 

From data gathered from 8,593 English L2 learners in Hungary, Dörnyei and 

Csizer’s studies (2002, 2005a, 2005b) revealed that attitudes towards L2 speakers or 

communities, and instrumentality were the main antecedents of integrativeness. Seeking to 

explain how utilitarian benefits and interpersonal desires could be accommodated in a 

conceptualisation of integrativeness, they suggested that, “the motivation dimension 

captured by the term may not be related so much to any actual, or metaphorical, integration 
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into a L2 community as to some more basic identification process within the individual’s 

self-concept” (Csizer & Dörnyei 2005b, p. 29). These empirical studies acted as the basis 

upon which the L2 Motivational Self System was constructed.  

The L2 Motivational Self System (Dörnyei, 2009a) combines the psychological 

concept of future self-guides with the potential significance of mental imagery to develop 

a system that could offer an explanation for motivated learning behaviour. The first of the 

psychological theories that influenced Dörnyei’s system was that of Markus and Nurius’ 

(1986) influential work on the mental representation of possible selves. These selves are 

broken into three sub-components: the self we might become, the self we would like to 

become and the self that we are afraid of becoming. These selves are suggested to motivate 

the behaviours of an individual. However, to truly explain the push and pull of motivation 

between each of Markus and Nurius’ possible selves, one has to look at Higgins’ (1987, 

1998) self-discrepancy theory. Higgins’ theory also utilises the concept of possible selves 

but unlike Markus and Nurius who provided three sub-components, Higgins provides only 

two potential versions of the possible selves: the Ideal self and the Ought-to self. These two 

selves provide different motivational functions. In order to access our Ideal self; the self 

we wish to become - we engage in activities that will bridge the gap between our current 

self and our Ideal self. These behaviours are viewed as being motived by promotion desires; 

the idea of bettering or improving oneself. The Ought-to self, on the other hand, results in 
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motives centered around the concept of prevention since it is based on what those around 

us believe we should become, and so we act to prevent negative consequences, such as 

disappointing the influential forces in our lives. The L2 Motivational Self System adapts 

the Ideal and Ought to selves to the L2 learning context but also acknowledges the 

significant impact of an individual’s learning environment, such as rapport between 

teachers and students or the effects of achieving success inside the classroom (For further 

explanation about the L2 Motivational Self System, please see Dörnyei, 2009a). 

Returning briefly to the Ideal and Ought-to self, the perceived discrepancy 

between one’s actual and Ideal self was postulated as providing the impetus for action. The 

strength of this desire to bridge the gap between the two selves is considered by Dörnyei 

(2009a) to be facilitated by vision.  

2.3 Vision and the L2 Motivation Self System 

Elaborate, vivid, and specific images of a future self have the greatest power to 

regulate future behaviours according to research by Markus and Cross (1994). In other 

words, the more detailed a vision is, the more likely an individual is to take action to achieve 

their desired future self. Conversely, the assumption is that an Ideal L2 self that is visualised 

in vague terms may not necessarily provide as consistent a regulator for motivated learning 

behaviours. The L2 Motivational Self System in operation could thus be illustrated as seen 
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in Figure 1 (author’s own). The thickness of the blue lines between the Ideal self and the 

Future self were used to represent the journey towards actualising the desired future state. 

Due to its representation of personally relevant desires, it was determined that promotion 

should also be represented by blue line, albeit a thinner one, to highlight the close 

connection between promotion motives and the Ideal self. The breaks in the blue line 

represent the periods where language learning motivation is potentially lacking, thereby 

demonstrating the potential for a desired future state to not come to fruition. An Ideal self 

that is vague does necessarily imply that the desired future state cannot be reached, simply 

that there may be less consistent periods of motivated learning behaviours.   

 

Figure 1. Operationalisation of Dörnyei’s L2 Motivational Self System 

To provide empirical evidence with respect to the vision component of the system, 

Al-Shehri (2009) conducted a study using Arab EFL learners to explore the relationship 
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between visual learning style, imagination, the Ideal L2 self and intended learning 

behaviours. He determined that there was a strong correlation between the Ideal L2 self and 

vision, stating that individuals with a more developed imaginative capacity were able to 

develop more potent ideal language selves. Taking the assumption that imagination and 

vision were powerful regulators of learning behaviours further, Al-Otaibi (2013) explored 

the relationship between learners’ visions of their Ideal L2 self and their self-regulated 

learning behaviours. She concluded that most of the learners (n=33) were motivated by 

their desire to achieve their personally, relevant visions but that self-efficacy, learning 

experience and significant others played an integral role in how these visions of a future 

self were developed. Within a Japanese context, Murray (2011) conducted a three-year 

study into the experiences of his students who operated in a self-regulated learning context. 

Informed by both the L2 Motivational Self System and imagined communities as expanded 

upon by Norton (2000 2001) as frameworks for his study, he explored the role of 

imagination on the language learning process of EFL students. Murray’s findings revealed 

that imagination allowed learners to construct a vision of their possible future, thus 

mediating the goal setting process. Primarily, it operated to assist the learners in identifying 

interim goals that would act as stepping stones to their personally desired future self. One 

caveat is that learners will not necessarily be able to clearly define their Ideal L2 self. This 
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is significant since a clearly defined image of one’s Ideal L2 self is considered a prerequisite 

for powerful behaviour regulation (Markus & Cross, 1994).  

As stated previously, the L2 Motivational Self System and its various components 

have been validated by a multitude of studies (e.g., Ryan, 2008, 2009; Al-Shehri, 2009; 

Taguchi et al., 2009; Dörnyei & Ushioda, 2009; Magid, 2011), but there have been fewer 

studies that have explored how the L2 Motivational Self System may be applied in the 

Japanese EFL classroom. The caution provided by Murray’s (2011) findings highlights the 

need for research into how learners might be able to develop more potent visions of their 

personally relevant Ideal L2 self.  

2.4 Intervention Programmes 

 Research into motivation does not hold much use for language educators unless it 

can be directly related to classroom dynamics and pedagogy. In recent years, several 

intervention programmes have been developed using different iterations of possible selves 

or the Ideal L2 self, with varying levels of success in strengthening the specificity and 

vividness of learners’ visions; a necessity for motivating action. One of the earliest 

intervention programmes was that of Oyserman, Terry and Bybee (2002, 2006; Oyserman, 

2003), which explored the effects of possible selves on academic achievement in at-risk 8th 

graders in America. The results showed that intervention programmes were successful in 
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strengthening learners’ ideal future selves and promoting motivated learning behaviours 

that kept them from delinquency. 

 In terms of L2 language intervention programmes, Magid (2011, 2014) utilised the 

work done by Oyserman (2003) and Oyserman, et al., (2002) to develop four workshops 

for Chinese ESL students studying in England. The purpose of this programme was 

improving his participants’ academic selves as short terms goals and relating these 

academic selves back to components of the L2 Motivational Self System. The results 

suggested that the intervention programme, although relatively short, was able to assist 

learners in developing more balanced possible selves, gain confidence in employing 

appropriate strategies to realise these possible future selves, and link the concepts of 

possible selves back to their own learning contexts. Possible selves in this intervention were 

multiple versions of the participants Ideal L2 self. The intervention also touched on the 

Feared L2 self; the version of oneself that we don’t wish to realise.  Mackay (2014) also 

explored the practical application of the L2 Motivational Self System, but unlike Magid 

(2011, 2014), who operated in an ESL context, her study was conducted in a Catalan EFL 

context. Furthermore, the structure of this programme included a control group to act as a 

comparison point for greater insights into the pedagogical implications of an L2 

Motivational Self System based intervention. The results showed that the intervention 

programme was successful in assisting many of the learners to develop their Ideal L2 self 



15 

 

 

in more specific and elaborate fashions in comparison to the control group, whose Ideal L2 

self was vague or noncommittal. An interesting finding was that the visions conveyed by 

the control group used a greater number of future tenses while a number of those who had 

participated in the intervention had used present or past tenses. This suggested to the 

researcher that the intervention group had developed a greater tendency to, “anchor their 

vision in the here and now rather than in some distantly perceived future” (Mackay, 2014, 

p. 396). 

 Within a Japanese context, Irie (2008) theorised an eleven-session intervention 

programme based Oyserman et al.’s (2006) School to Job intervention and the L2 

Motivational Self System for potential application in EFL classrooms at the Japanese 

university level. However, when searching for studies that utilised Irie’s intervention 

programme as part of the methodology, none could not be found. This is unfortunate as 

such an intervention study would no doubt have provided fascinating insights for EFL 

teachers and researchers alike. Further exploration of this intervention’s design will be 

conducted in Chapter 3: Methodology since it was used as a basis for the course design.  

Sampson (2012) aimed to explore the relationship between possible L2 selves 

and language learning motivation and consequently developed a programme for his first-

year students at a women’s university in rural Japan. Over the course of a single 15-week 

university semester, it was found that some learning activities, such as discussing and 
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selecting a language learning role model were not very motivational since the role 

models’ lives were too far removed from the students’ own lives to have motivating 

potential. Meanwhile other activities, such as reflecting upon classroom activities, 

predicting their own future, creating a timeline towards an ideal future, and developing 

strategies for learning appeared to enable the learners to develop their L2 self and see, 

tangibly, how their Ideal L2 self was able to change over the course of the programme. 

The most significant finding was that the activities allowed the learners to recognise the 

importance of the learning process itself and their own role in creating learning 

opportunities. While useful in exploring the pedagogical implications of the self system, 

this study did have some limitations, namely that the participants were female students 

who were part of an International Communication class in which the instruction was 

conducted in English. Thus, the students could not be considered as representative of the 

general university EFL population.  

Sampson’s latter study (2014) was a yearlong longitudinal study with 40 

adolescents between the ages of 15 and 16 years’ old which found that possible-self 

activities were useful for positively changing the language learning motivation of the 

classroom. In particular, motivation appeared to be co-constructed between learners and 

through understanding the interaction of learner-internal and external factors.   
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 Perhaps the most recent research involving a targeted intervention methodology 

comes from Vye (2016) who utilised art to assist her English for Specific Purposes (ESP) 

students in understanding how the L2 Motivational Self System could be used to explore 

to their own learning processes. As with other researchers who have explored the Ideal L2 

self of Japanese university students, she reported that the students struggled to, 

“conceptualize their L2 self-system in a concrete manner.” (Vye, 2016, p. 4). 

Unfortunately, many of the examples used to illustrate her additional findings were derived 

from the several international students who participated in the course, rather than those who 

were Japanese nationals. While fascinating, it does not add to our understanding of students 

who come from within the Japanese educational system. She concluded by recommending 

art in classroom practices along with note taking as it enriched the classroom discussions 

and allowed students to explore their desired future states while minimising their concerns 

about how they ought to be learning English.  

 While there are numerous other studies which explore the Ideal L2 self of Japanese 

students (Suzuki, 2011, 2014; Aubrey, 2014; Irie & Ryan, 2014; Moritani, Manning & 

Henneberry, 2016; Moritani & Manning, 2017), they do not explore the changes that have 

occurred due to targeted L2 Motivational Self System intervention. Rather, they explore 

aspects of the system (Suzuki, 2011, 2014), or the changes that occur of the course of 

general study (Aubrey, 2014), or during overseas study programmes (Irie & Ryan, 2014; 
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Moritani, Manning & Henneberry, 2016; Moritani & Manning, 2017). The effects of a 

targeted L2 Motivation Self System-based intervention on L2 learners of English in a 

Japanese EFL context is a woefully understudied area. It is the aim of this study to provide 

useful insights into the pedagogical implications that arise from the application of the L2 

Motivational Self System in this context.  

2.5 Research Questions 

The questions that were used to frame this research are as follows: 

Q1. What variables are most significant to the Ideal L2 self of university students 

who are engaging in some form of English study? 

Q2. How does the Ideal L2 self of Japanese university students change after a L2 

Motivational Self System based course of instruction? 

Q3. To what extent does instruction based on the L2 Motivational Self System 

affect the changes in the learner’s Ideal L2 self? 

The first of these questions seeks to identify the variables within the L2 

Motivational Self System framework that have the greatest significance to the Ideal L2 self 

of Japanese university students engaged in some form of English study. By identifying 

these variables, comparisons can be made to studies conducted by Ryan (2008), Taguchi et 

al. (2009) and Suzuki (2011, 2014), thereby providing an opportunity for further empirical 
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evidence to support the validity of the L2 Motivational Self System in a Japanese EFL 

environment. 

The second of the questions aims to provide empirical evidence of a change in the 

Ideal L2 self, an aspect of research that is woefully understudied within the Japanese EFL 

context. Few qualitative studies have been conducted (Sampson, 2012, 2014; Vye, 2016) 

but the number of empirical studies are also limited (Aubrey, 2014), and of these all these 

studies mentioned, Sampson (2012, 2014) is the only study that utilises a targeted 

intervention method, meanwhile Aubrey (2014) explored the changes that occurred over 

the course of general instruction. The study abroad research (Irie & Ryan, 2014; Moritani, 

Manning & Henneberry, 2016; Moritani & Manning, 2017) which explores the changes 

that occurred in the Ideal L2 self over the course of a study abroad programme, is useful 

for understanding potential changes. However, since study abroad programmes are not 

accessible to all language learners while the local L2 learning environment is, the findings 

are not entirely applicable to the average English learning Japanese student.  

The final question seeks to explore what aspects of the instructional course 

supported the construction of a stronger, more concrete Ideal L2 self. The aim is to provide 

insight into the pedagogical practices that resonated with learners’ Ideal L2 self 

construction so that future research directions can be determined. Furthermore, by 
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exploring the learner’s experiences within the L2 learning environment, light will be shed 

on the potential pedagogical implications.  

 

Chapter 3: Methodology 

3.1 Participants 

3.1.1 Questionnaire participants 

The participants were Japanese university students (N=47: 21 males, 26 female) 

who were engaged in some form of English study at the time of completing the survey. 

Due to the convenience sampling methods employed (Greater detail can be found in 

Section 3.3), the participants hailed from different universities from within Japan’s 

borders.  

Table 1. Questionnaire participants’ details  

 Year Self-reported English ability Time spent overseas 

1 2 3 4 P Basic Beg Low 

Inter. 

Int. Adv. 3< 

Months 

3> 

Months 

Male 

(n=21) 

16 

 

1 

 

0 3 1 7 4 6 

 

3 1 18 3 

Female 

(n=26) 

11 6 3 6 0 1 1 8 15 1 18 8 

Note. P represents Postgraduate studies.  

 The participants as shown in Figure 2, mostly consisted of 1st year students 

(57%), with the second largest group consisting of 4th year students (19%). Many of the 

participants self-identified as operating at a low intermediate (30%) to intermediate level 



21 

 

 

of English (38%) (Figure 3). Furthermore, as revealed in Figure 4, the majority of the 

participants had not stayed or travelled in English-speaking countries for a period greater 

than 3 months (77%). 

 

Figure 2. Pie chart of the participants’ university enrolment 

 

Figure 3. Pie chart of the participants’ self-reported English abilities 

1st Year
58%

2nd Year
15%

3rd Year
6%

4rd Year
19%

Postgraduate
2%

YEAR

Basic
17%

Beginners
11%

Low. 
Intermediate

30%

Intermediate
38%

Advanced
4%

SELF-REPORTED ENGLISH ABILITY
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Figure 4. Pie chart of the participants’ time spend overseas 

3.1.2 Intervention participants 

 The participants were a group of undergraduate university students (N=8) enrolled 

in the Liberal Arts and Foreign Studies Faculties at Sophia University in Tokyo, Japan. For 

reasons unexplained or due to work commitments, two of the participants withdrew from 

the programme after the first lesson. The remaining participants’ (N=6) details can be found 

below along with their chosen pseudonyms.  

Table 2. Intervention participants’ details 

 Gender Age Year 

(年） 

Major Self-Reported 

English Ability 

Time Spent 

Overseas 

Mineo M 19 1 年 English Beginner 3< Months 

Kumiko F Late 

20s 

2 年 English Intermediate 3< Months 

Ayuko F 21 4 年 Linguistics Intermediate 3< Months 

Kana F 21 3 年 English Intermediate 3< Months 

Sakura F 18 1 年 English Intermediate 3< Months 

Nanami F 19 1 年 English Intermediate 3> Months 

3< Months
77%

3>Months
23%

TIME SPENT OVERSEAS
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These students (1 male, 5 females) were all Japanese nationals who were products 

of the Japanese educational system in Japan. One participant (Kumiko) had already 

completed an Economics degree at a different university but had decided to pursue a career 

change and had thus re-enrolled as an undergraduate in the Foreign Studies faculty. Due to 

her slightly more advanced age in comparison to the other participants, she declined twice 

to provide her actual age. Among the participants, one (Nanami) had had greater than three 

months’ experience studying and travelling in English-speaking countries while the 

remaining five students indicated they had had less than three months’ experience in 

English-speaking countries. The participants were asked to self-report their linguistic 

ability, from which all bar one, identified themselves as operating at an intermediate level. 

The remaining participant (Mineo) self-identified himself as a beginner despite 

demonstrating communication abilities that could be considered ‘intermediate’. The 

majority were enrolled as English majors while one student (Ayuko) was enrolled as a 

Linguistics major. It was through an elective Linguistics class taught by the researcher’s 

thesis supervisor, that each of these participants were made aware of the study and from 

which they subsequently enrolled in the intervention programme.  
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3.2 Instruments 

3.2.1 Questionnaire 

The questionnaire was developed primarily using Ryan’s (2008) version of the L2 

Motivational Factors Questionnaire (MFQ). This instrument originally derived from the 

longitudinal Hungarian study completed by Dörnyei and his colleagues (Dörnyei & 

Clément, 2001; Dörnyei & Csizér, 2002; Csizér & Dörnyei, 2005a; Dörnyei, Csizér & 

Németh, 2006). Items relating to Attitudes towards L2 community, Fear of assimilation, 

Ethnocentrism, Attitudes towards English, Milieu, Ideal L2 self, L2 Confidence and 

Intended learning effort were included in the initial version of the questionnaire. As Ryan’s 

MFQ did not divide Instrumentality into Instrumentality (Promotion) and Instrumentality 

(Prevention), items from Taguchi et al.’s (2009) version of the MFQ which did make a 

distinction between Instrumentality (Promotion) and Instrumentality (Prevention) were 

added. Furthermore, several additional items related to the Attitudes towards L2 

community, Ideal L2 self and the Ought-to self were also included from Taguchi et al.’s 

(2009) questionnaire. The complete number of questionnaire items totalled 57 after three 

items, one each from Fear of assimilation, Ethnocentrism and L2 Self-confidence, were 

deleted to improve the internal consistency reliability as measured by Cronbach’s alpha. 

The following 12 factors were thus used in the present study:  

 Cultural interest. (α=.69) A total of 6 items were taken from Ryan (2008). Investigates 
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how cultural artifacts such as books and film from English-speaking countries can play 

an important role in the development of attitudes that EFL learners have in relation to 

the English language and its speakers.  

Example: Do you like TV programmes made in English-speaking countries? 

 Attitudes towards L2 community. (α=.86) Four items were taken from Ryan (2008) 

while the remaining two came from Taguchi et al. (2009). Explores the learner’s 

attitudes towards English-speaking countries and their peoples. 

Example: Do you think that English-speaking countries have an important role in 

the world? 

 Attitudes towards learning English. (α=.86) All four items were taken from Ryan 

(2008). These items were used to measure the strength of the learner’s feelings towards 

their immediate learning environment and their language learning experiences.  

Example: I am always looking forward to my English classes. 

 Intended learning effort. (α=.83) The 8 items were taken from Ryan (2008), although 

several of the items were shared in Taguchi et al. (2009) under Criterion measures. 

Measures the learners’ intentions towards learning English, both in the current situation 

and for the future.  

Example: If an English course was offered in the future, I would like to take it. 

 Instrumentality (Prevention). (α=.73) All five items were taken from Taguchi et al. 
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(2009). Explores one dimension of the dual nature of instrumentality in Japan. In 

particular, the regulation of behaviour to mitigate negative consequences.  

Example: Studying English is important, because if I don’t have knowledge of 

English, I’ll be considered a weak learner. 

 Instrumentality (Promotion). (α= .84) As with Instrumentality (Prevention), all five 

items were taken from Taguchi et al. (2009). Used to explore the other dimension of 

instrumentality in Japan. In particular, it measures the regulation of personally relevant 

motives for becoming a successful English-speaker.  

Example: Studying English is important to me because with English I can work 

globally. 

 Milieu. (α=.10) The five items came from Ryan (2008). They are used to measure the 

attitudes expressed by those around the participants, both inside and outside of the 

classroom environment. 

Example: Most people around me tend to think that learning English is a waste of 

time. 

 Fear of assimilation. (α=.68) A total of four items were taken from Ryan (2008). One 

item was deleted to achieve the currently noted Alpha. Explores the conflict between 

Japanese national identity and how perceptions of national identity may influence 

attitudes towards the learning of English.  
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Example: As part of an international society, Japanese people must preserve the 

Japanese language and culture. 

 Ethnocentrism. (α=.69) Four of the original five items were used from Ryan (2008). 

One item was deleted to improve the Alpha noted above. Used to assess participants’ 

beliefs regarding their uniqueness as Japanese nationals and openness to other 

languages and cultures.  

Example: I have no interest in other culture’s values and customs. 

 Ought-to self. (α=.50) A total of two items were derived from Taguchi et al. (2009). 

Similar but distinct from Milieu in that it explores the attitudes held by the participants 

themselves regarding what they believe they ought to do.  

Example: Learning English is necessary because people surrounding me expect 

me to do so. 

 Ideal L2 self. (α= .86) Four of the five items were taken from Ryan (2008), while one 

was taken from Taguchi et al. (2009). The Ideal L2 self focuses on the clarify and 

strength of the L2-specific aspect of one’s ideal vision of their future self.  

Example: If my dreams come true, I will use English effectively in the future. 

 L2 Self-confidence. (α=.61) The five items were utilised from Ryan (2008). However, 

one item was deleted to achieve the above Alpha. Measures the degree of self-efficacy 

perceived by the participant in relation to their English-language studies and abilities.   
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Example: I worry that the other students will laugh at me when I speak English 

The pilot draft of the questionnaire was reviewed by three bilingual Japanese 

nationals – a Linguistics professor and two graduate students from the Linguistics (TESOL) 

Masters programme. Since the questionnaires from which the items were derived, were 

already available in Japanese (Ryan, 2008; Taguchi et al., 2009) and English, and had 

already been tested extensively, no back translations were deemed necessary. However, 

minor typographical errors had occurred in the construction process and these were 

identified and rectified. Additionally, issues pertaining to layout were also resolved based 

on reviewer feedback.  

Both the Japanese version and English translation of the questionnaire items, can 

be found in Appendix 1.1. 

3.2.2 Interview guide 

Sections A through to and including F of the interview guide (Appendix 2.1) was 

developed using questions that derived from both Ryan (2008) and Kim’s (2009) work on 

the Ideal L2 self. Meanwhile, the questions in Section G which dealt specifically with the 

intervention course, were developed by the researcher. The sections covered the 

following topics: (1) Language learning experience, (2) Self-evaluation, (3) Attitudes to 

English, (4) Attitudes to speakers of English, (5) Goals and orientations, (6) Obligations 
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and need to learn English (7) Ideal English self and, (8) Instruction. 

3.3 Procedure 

 The quantitative data were collected online using google forms between June and 

November, 2017. Willing participants were located through convenience sampling, either 

by word of mouth, on an online language learning app (HelloTalk) or via in-class promotion 

by professors in the English and Linguistics departments at Sophia and Tokai universities. 

The qualitative data were collected at Sophia University between August and October, 2017 

using convenience sampling to find willing participants from within Sophia University’s 

student population. The interview guide was sent to the participants a week prior to their 

interviews and due to their proficiency in English and the time given to consider their 

responses, the interviews were conducted in English. The option to use Japanese was 

offered to all participants. The interviews were semi-structured and conducted 

approximately two weeks after the completion of the intervention programme. All 

interviews lasted approximately 40 minutes and were recorded using a Panasonic RR-

XS460 recorder. Transcriptions and researcher notes were compiled directly after each 

interview. All Japanese comments were transcribed and translated by the researcher 

originally before being checked by a bilingual Japanese speaker for accuracy.  
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3.4 The Intervention Programme 

3.4.1 Design 

 The objectives of the intervention programme were to (1) guide participants in the 

development of personally relevant, concrete future selves, (2) promote thought-provoking 

discussions about how and why we learn a language, all the while (3) fostering a supportive 

L2 learning environment.  

The majority of the activities were modified from Motivating Learning (Hadfield 

& Dörnyei, 2013) and the programme outline followed a modified version of Irie’s (2008) 

own L2 Self System course. Hadfield and Dörnyei’s (2013) resource book was selected as 

a reference guide since the activities within this text had been developed to encourage the 

development of a clear, concrete vision of the Ideal L2 self. Irie’s (2008) L2 Self System 

intervention programme was selected as a basis since it was the only complete programme 

outline that could be found at the time of the research design that, (a) was developed for a 

Japanese university context, (b) was relatively short and, (c) explicitly linked each lesson 

objective to an aspect of the L2 Motivational Self System. Despite the lack of empirical 

data relating to the effectiveness of the course itself, it did provide a starting point for the 

construction of the intervention. A summary of the course as interpreted by the researcher 

can be found below. 
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Table 3. Summary of Irie’s L2 Motivational Self System course (2008) 

 Topic Goals 

Lesson 1 「英語を習得 

し た い 」 ‘I want to 

study English’ 

Structure activities around the students’ feelings towards 

learning English.  

Lesson 2 「将来英語学習者とし

て成功した自分を 

想像させる」 

‘Imagine a successful 

future self’ 

Students construct an image of themselves and how they 

envision their successful English learning experiences. 

Students look at what is possible, useful to the construction 

of their Ideal L2 self, in a specific manner. In addition, they 

explore what is relevant to their current Ought-to self. 

Lesson 3-

4 

「学習経験について 

内省」 

‘Our learning experience 

secrets’ 

Students explore their learning experiences and voice their 

frustrations with each other. They discuss their past 

stumbling blocks so they can see that they have shared 

experiences. Through a group task they are able to construct 

their L2 self and find similarities between each other. This 

lends itself to a support and the expectation that they can 

achieve results. 

Lesson 5 「L2理想自己を 

具体的な目標として 

考える」 

‘Think about specific 

strategies for the Ideal 

L2 self’ 

Help dispel the expectation that native speaker speech the 

ideal goal. Help the students to develop a specific L2 self 

that is relevant to their contexts and the learning that the 

students want to do for themselves (and their future 

learning), not what they think they should become. 

Lesson 6-

7 

「具体的な 

ストラテジー」 

‘Specific strategies’ 

Students look at the concrete strategies with examples that 

they should use and explore The specific ways they can keep 

learning in a positive way. 

Lesson 8-

10 

「目標に向けてのサポ

ート 

」 

‘Supporting my goal’ 

Students talk about the road ahead after graduation, and how 

they can continue to be a part of the English learning 

community in a pro-active manner that helps their Ideal L2 

self despite the obstacles that will be encountered. 

Lesson 11 まとめ  

‘Conclusions’ 

Review the activities of the past lessons, reinforce the 

strategies that will assist the students, check that students 

understand that the difficulties and strengths that they 

encounter are neither here nor there and that their goals are 

valid. On the completion of the course the students should 

be comfortable and willing to reinforce their Ideal L2 self 

autonomously. 

3.4.2 The Structure of the programme 

The intervention programme was constructed as a short term-course consisting of six, 

one-hour lessons. These lessons were held once a week on a Thursday afternoon in a 
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classroom on Sophia University’s premises. An outline can be found below. 

 

Table 4. Outline of the intervention including lesson goals 

 Topic Goals  

Lesson 1 The Ideal L2 

Self 

To introduce the concept of an Ideal L2 self through exemplars and 

encourage participants to consider their own future self.  

Lesson 2 Reality Check To assist participants to construct realistic images of their Ideal L2 

selves by identifying what is achievable short term, and long term.  

Lesson 3 Obstacles to 

Learning 

To explore obstacles to learning and identify ‘self-barriers’ relevant to 

the participants’ experiences of language learning.  

Lesson 4 ‘Future Self 

Guides’ 

To raise awareness and invite consideration of the role ‘self-guides’ 

play in the language learning decisions. 

Lesson 5 Developing 

Strategies 

To validate the goals participants have made and ensure they are 

achievable through appropriate language learning strategy choice.  

Lesson 6 Maintaining 

the Vision 

To further develop and enrich the participants’ Ideal L2 selves through 

a written visualisation task that incorporates previous content on 

overcoming obstacles and strategy use.  

Due to scheduling difficulties regarding classroom availabilities, the fifth and sixth 

lessons were held on consecutive days (Wednesday and Thursday). All handouts can be 

found in Appendix 3.1. To elucidate the instruction provided, more details will be given for 

each lesson. 

Lesson 1: The Ideal L2 Self 

In the first of the six lessons, the participants were introduced to the course, the teacher 

and each other. After the initial introductions, the participants were broken into three groups 

(Two groups of three and one group of two). They were then asked to introduce themselves 

in greater depth to each other while the teacher observed each of the groups at intervals. 

Participants were asked to answer the following prompts:  

(1) What is your name? 
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(2)  How long have you been studying English? 

(3) What are the best or worst things about English or its learning process?  

The purpose of this ice-breaker task was to gauge the participants’ language ability and 

to assist them in building rapport by finding similarities amongst themselves.  

Once the participants had had an opportunity to introduce themselves to their group 

members, the core section of the lesson commenced. The purpose of the first lesson was to 

introduce the concept of future selves through exemplars. To begin with, the groups each 

received a different example of a future self (See Figure 5). These exemplars had been taken 

from Activity 1 in Hadfield and Dörnyei (2013, p. 18-9). The groups were asked to read 

through their exemplars individually, underline unknown words or phrases and then 

determine which of the provided ‘selves’ their text described. For example, a successful 

career self, a global citizen self or a personally successful self.   

 

I see myself in the future with a higher degree in English. After 

graduating, I apply for a job with an international company. The 

job is very interesting and has a good salary so there are a lot 

of applicants. However I am well prepared and confident so I have 

no trouble speaking English at the interview. I see myself at the 

interview, answering all their questions confidently and fluently. 

After the interview, I feel I have done well, though I am nervous 

about the outcome. The next day, the phone rings. The Manager 

tells me I have been selected for the job. My first job will be 

in London and later I will be posted in Geneva. I really enjoy my 
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career with this company, working in different countries with 

international colleagues and communicating in English in my work 

and daily life. I do well in my job and soon get promotion. 

Figure 5. Summer’s future self exemplar 

The participants compared their answers to their group members’, and discussed 

whether or not they related to the example they had been given. Following this short 

discussion, the participants were asked to make new groups with people who had each read 

a different exemplar. The goal of this activity was to introduce each participant to as many 

new examples of a future self as possible. Since the participants in the study were an 

unknown quantity, a range of possible futures had to be provided for the lesson since 

motivation is multi-faceted, and the motives that impel individuals to move forward are 

vast (Dörnyei, 2009a). 

There was an additional component to this activity; developing their imaginative 

skills. Next, the group members were asked to introduce their exemplar by taking on the 

role of the writer. By doing so, they were provided with an opportunity to formulate a 

version of a future self that was someone else’s but to a degree, also their own; a ‘taster’ in 

other words (Dörnyei & Kubanyiova, 2014). This activity was followed by a short verbal 

survey of the groups to determine which future selves the participants identified with the 

most.  

The tasks until this point had been designed to provide the participants with stimuli 
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to encourage the development of their own personally relevant Ideal L2 self. The final 

activity required individuals to create a representation of their ‘Current English Self’ and 

‘Future English Self’. Participants were told that they could be as creative or as perfunctory 

as they liked in either English or Japanese. Furthermore, they were encouraged to identify 

the things that they could, couldn’t and wanted to be able to do in English and how it made 

them feel. No reference points were provided regarding the time in which their future selves 

should exist. This task was adapted from Activity 8 in Hadfield and Dörnyei (2013, p. 30) 

to suit the cognitive needs of the young adult learners. Time did not allow for the 

participants to share their current and future selves and thus it was assigned as an opening 

discussion topic in the next lesson. Prior to leaving the class, the participants were provided 

with a homework task which required them to elaborate on the future self they had just 

developed. Participants were free to use a mixture of Japanese and English to encourage 

vivid visions of their future selves. This writing task was accompanied by a visualisation 

script (See Script 1.) that they were encouraged to become familiar with. This visualisation 

script is an example of what Dörnyei & Kubanyiova (2014), call ‘guided imagery’. The 

purpose of which is to, “let the students explore their own visions, which will be unique to 

each student” (Dörnyei & Kubanyiova, 2014, p. 46). This visualisation script was adapted 

slightly from Activity 6 in Hadfield and Dörnyei (2013, p. 27). 

Close your eyes and imagine yourself in the future.  
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You have studied English and now you can speak it well. Imagine yourself

…how old are you? what do you look like now?…where are you living?…

who lives with you?…what job are you doing?…why do you enjoy it?…

what makes you happy about your life?… How is English useful to you 

now? …what can you do in English? …do you use it in your work? …do 

you use it to study? …do you have English-speaking friends? …do you 

use it when you travel as a tourist? … 

Imagine which is most important to you: work, study, friends, travel…

now imagine yourself in that situation…where are you? …in an office, 

at a meeting, on the phone, with friends, in a university, in a foreign 

country? …in a café? …in a shop? …in the street? …choose one… where 

are you? …what does the place look like? What can you see around you? 

…how many people are there? …what are they doing? …what are they 

wearing? …what can you hear? …what are you doing? …what are you 

wearing? …you are speaking English to someone…who is it? …what do 

they look like? Imagine that you are speaking English very well…what 

are you talking about? …what kind of things can you say? …how do you 

feel speaking in English? …how do people react to you? … 

Focus on your feelings of success and when you are ready open your eyes. 

Script 1. Visualisation script from Lesson 1, Homework 1 

Lesson 2: Reality Check  

The second lesson was designed to assist participants in constructing an image of 

their Ideal L2 self that was grounded in reality; a condition for the successful motivational 
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pull of the Ideal L2 self (Dörnyei, 2009a). The participants began the lesson by firstly 

sharing their current and future selves from the previous lesson. To further validate their 

future selves, each individual was given an opportunity to read aloud their homework task; 

a theoretically more elaborate vision of their future selves compared to the ‘Future English 

Self’. However, volunteers were not forthcoming. Due to a lack of volunteers, the class 

continued onto the next activity which employed the visualisation script in Script 1. The 

participants were asked to close their eyes and imagine as clearly as possible, their Ideal 

L2 self. The core components of this lesson were in developing an awareness of the 

unrealistic goals individuals often set for themselves when learning languages, and bringing 

to a consensus what should be considered realistic. This was scaffolded with adapted 

materials from Activity 9 in Hadfield and Dörnyei (2013, pp. 3-7). After an Ideal L2 self 

exemplar had been read and the questions had been completed, the participants considered 

what was achievable for the exemplar’s author in 8-9 months. They then discussed their 

notions of what was easy to achieve, possible but more long term, difficult to achieve and 

unachievable within the time frame. These discussions culminated in a brief teacher-lead 

overview of factors to consider when developing one’s own goals. The lesson concluded 

with an explanation of the homework; to give the Ideal L2 self homework submission from 

Lesson 1 a reality check.  
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Lesson 3: Obstacles to Learning 

 The third lesson was designed to further the participants’ understanding of the 

factors that should be considered when making realistic language learning goals for the 

future. The focus of this lesson was on the obstacles encountered when learning a language. 

To activate the participants’ prior knowledge, the lesson began with the visualisation script 

in Script 2. which was based on a feared self; a self that one doesn’t wish to become.  

 

Close your eyes. I would like you to imagine yourself one year from 

now at a café with a group of friends. The group is made up of five 

people and two of those people are foreigners. One of the foreigners, 

is a man from China while the woman is from Germany. Neither of these 

foreigners speak Japanese but they speak fluent English. The man and 

woman start talking to you, they are asking you questions about Japan. 

They want to know about the work conditions in Japan because they would 

like to move to Japan one day. You can understand what they are saying 

but when you realise that everyone else is listening to the 

conversation, you start to lose your confidence. You tell the two 

potential conversation partners that you can’t really speak English. 

They look disappointed because they had heard that you could speak 

English very well. Instead, they start talking to someone else in the 

group. Occasionally, you ask a simple question or give a simple 

response but you know that you haven’t tried your best. You know you 

let yourself down and lost a potential new friend. You leave the group 
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feeling disappointed in yourself and because you feel disappointed you 

decided not to study later that night. Instead you watch a Japanese 

TV show and engage in Japanese only social media (SNS). 

Script 2. Feared Self Visualisation Script 

Due to the potential negative effects on learners’ self-esteem, Hadfield and Dörnyei 

(2013, p. 48) suggest that failure should be, “dealt with cognitively rather than affectively, 

through discussion and analysis rather than visualisation or other affective and imaginative 

activities”. Consideration was given to these concerns but ultimately the decision to follow 

through came from the usefulness of feared self scripts as reported by Magid (2011) in his 

intervention study.  Following this guided imagery activity, the participants were asked 

three questions and encouraged to discuss them amongst themselves. The three questions 

were:  

(1) Have you ever had a similar experience? 

(2) How do experiences like this affect your motivation? 

(3) When you experience a negative situation, what do you do to change the 

situation? 

The purpose of this visualisation activity was to bring to the forefront the very likely 

consequences of not making an effort in one’s studies, thereby heightening the participants’ 

awareness that they would need to actively engage in their own learning to achieve their 



40 

 

 

desired futures (Magid, 2011). To focus the discussion and elicit a wider range of responses, 

a brainstorming session based on positive and negative learning experiences was conducted. 

The participants were asked to draw brainstorm using ‘task’ and ‘emotion’ clouds. The 

‘task’ cloud was described as an activity or event from their language learning experiences 

while the ‘emotion’ cloud referred to how that activity or event made them feel or react. 

The participants were then asked to share their brainstorms so that similarities could be 

identified and stronger bonds between the learners, fostered. The negative language 

learning experiences were discussed last so that the teacher could connect the negative 

experiences that the participants had faced to the concept of obstacles; both internal and 

external. Internal obstacles were described as self-barriers and referred to psychological 

concepts such as self-confidence, while external obstacles were described as environmental 

factors such as a lack of access to textbooks. It had been assumed that most negative 

language learning experiences described would be external as they are more noticeable and 

less threatening to one’s self-esteem. Using the worksheets from Activity 16 in Hadfield 

and Dörnyei (2013, p. 56-9), the participants discussed the definition of each self-barrier, 

matched it to an example and discussed its relevance to their own selves. Personal examples 

of language learning failures that arose due to self-barriers were encouraged so that the 

participants could appreciate that they were not alone in succumbing to their own self-

barriers. Once again, this was to foster an open and supportive environment. For homework, 
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the participants were asked to select two or three self-barriers that they commonly 

encountered and explain how those self-barriers might prevent them from achieving 

success. In completing this task, it was expected that the learners would gain a greater 

awareness of internal obstacles so that when they developed strategies later in the course, 

they would be mindful of the internal obstacles as much as the external ones.  

Lesson 4: ‘Future Self Guides’ 

The fourth class required the participants to begin by sharing examples of the self-

barriers that they often encountered. These examples were used to illustrate some of the 

difficulties language learners faced on their journey towards mastery. Without explicitly 

stating why, the teacher then showed the participants the image in Figure 6 of a wooded 

walking path that diverged; one notably more leisurely than the other.  

The display of the image was accompanied by the question, “Which path would you take 

and why?” The responses elicited were then related back to the decisions people make 

when faced with the long and arduous journey that is the language learning process. 
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Figure 6. Image shown in Lesson 4 of diverging paths 

To make the concept more relevant to the participants, they were asked to think of 

a time in their lives when they had to make a difficult choice between two equally appealing 

options, and share it with the group. For example, which university to attend or whether 

they should change jobs. They were asked to keep their example in mind for later in the 

lesson. To further the metaphor of two diverging paths, the learners were then introduced 

to Robert Frost’s The Road Not Taken. While a difficult poem for native speakers, let alone 

second language learners, The Road Not Taken was used to stimulate an interest in cultural 

artefacts as well as illustrate the reasons for, and benefits of opting for a more difficult path. 

Continuing with the metaphor of a diverging path, the participants were then asked to 

visualise themselves as travellers at the fork of the two paths. They were asked to focus on 

their feelings of doubt but to choose the more difficult path before then focusing on how 
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the feelings of achievement and success outweighed the feelings of struggle. With this 

visualisation in mind, the participants were then divided into two groups as per the 

instructions from Activity 20 in Hadfield and Dörnyei (2013, pp. 65-7). Each group then 

received a ‘guide’ role card; one for the ‘self-barrier’ and one for the ‘ideal future self’. The 

groups were required to take on the persona of each ‘guide’ and make arguments for why 

the difficult path should be avoided or taken. These arguments were then shared with the 

class. To complete the lesson, the teacher gave a summary of the lesson, suggesting that, 

(1) both paths lead to possible futures, but that (2) taking the more difficult path can lead 

to greater rewards, and that finally, (3) our self-barriers often guide us away from 

successfully taking on challenges. The overall purpose of these activities was to raise the 

participants’ awareness of self guides. More specifically, how positive, well-reasoned self-

guides can be useful tools in overcoming self-barriers such as the voices in our heads that 

tell us we should avoid the hard work that is required to master a language. The homework 

required participants to identify five goals that they wanted to work towards in order to 

achieve their previous described future self. For each of these five goals, they were to 

identify the self-barriers or obstacles that may make their path to success more difficult and 

finally, for each of these obstacles, they needed to identify a reason why it would be 

beneficial to still travel the difficult path. This task was the first step in developing a road 

map for success.  
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Lesson 5: Developing Strategies 

 The fifth lesson aimed to validate the goals participants had created and ensure that 

achievable, goal-relevant strategies were being developed. The tasks were hypothesised to 

be energising since they could provide the learners with new insights into different methods 

of learning (Sampson, 2012), while providing them with an actionable roadmap (Dörnyei, 

2009a). To begin the lesson, the participants were asked to present their five goals and 

discuss the obstacles they would face on their journey to success. Furthermore, they were 

asked to present their reasons for wanting to overcome the obstacles they had mentioned. 

While the learners were presenting, the teacher listened for any goals that were unrealistic 

or vague. When participants mention goals that were either unrealistic or vague in their 

descriptions, the teacher prompted the participant to reconsider and make changes to their 

goals. The plausibility of an Ideal L2 self was identified as one of the conditions for possible 

future selves to have maximum motivational pull (Magid, 2011; Dörnyei & Kubanyiova, 

2014).  By tackling the issue of plausibility, it was hoped that the participants would 

gradually develop a sense for when goals should be reconsidered.  

While keeping the goals, obstacles and reasons for continuing in mind, the 

participants were then asked to observe the mind map in Figure 7 which was taken from 

Hadfield and Dörnyei (2013, p. 70).  
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Figure 7. Strategies mind map 

Each sub-heading was briefly explained, and questions clarified before the learners 

were asked to read through an array of different language learning strategies. An explicit 

definition of language learning strategies was not provided to the students as it was assumed 

that the participants, being mostly intermediate learners of English, had already developed 

an understanding of what learning strategies entailed. These strategies were to be 

categorised on the mind map and a discussion as to their usefulness was facilitated by the 

researcher using the following prompts: 

(1) What strategies do you already use? Why is it useful? What type of study does 

it suit best? 

(2) What strategies do you think you’ll find unhelpful and why? 

(3) What strategies have you heard of but haven’t tried yet?  Would you try it? 
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To conclude the discussion, the researcher reinforced the notion that there were many 

different types of strategies and that each person needed to choose strategies based on what 

they wanted to achieve and what they were comfortable doing.  The last section of this 

lesson saw the participants reconsidering their road maps. For each of the goals that they 

had decided upon, the participants were asked to select one or two new strategies to attempt 

in the coming weeks. They were then asked to explain why those strategies had resonated 

with them, thus encouraging relevance through careful consideration and verbal 

acknowledgment. 

Lesson 6: Maintaining the Vision 

The sixth and final lesson provided the participants with an opportunity to reflect 

on what had been learned or for the learners to ask any pertinent questions they had. The 

first half of the lesson however, was dedicated to a writing task known as a ‘Future diary’.  

The concept of the ‘Future diary’ was inspired by Levin’s (2000, p.106) comments that 

focused and disciplined writing about a possible future can, “provide people with a lifelike 

glimpse into the future of possibilities and directly answers the fundamental question: What 

will this future mean for me?”, and other ideas from Dörnyei & Kubanyiova (2014) about 

retelling a story in a different light and meta-imagery control. Specifically, that retelling 

failure stories in a positive light by focusing on the opportunities to learn presented, can 

transform failure stories into ones that empower (p.61).  The aim of the ‘Future diary’ was 
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allow the participants to engage in meta-imagery control; deliberately imaging failures to 

help them react in optimal ways when they occur in reality (Dörnyei & Kubanyiova, 2014). 

The task required the participants to write a diary entry from the perspective of their future 

self. They were told that this future self was about to undertake some form of study so that 

they could achieve one of the goals from their road map. The participants had to write about 

what they were doing, where they were, how they would deal with any obstacles along the 

way and justify each action they took. By imagining these potential failures and 

counterbalancing them with well-considered learning strategies, the task struck a balance 

between the affective and cognitive methods of dealing with failure.  Naturally, questions 

were clarified, and they were provided with an exemplar prior to beginning their own diary 

entry. When completed, the diary entries were shared so that each of the participants to 

learn from each other and to further the bonds between the participants. Comments and 

suggestions for improvement were encouraged.  

 To conclude the lesson, time was given for a reflective discussion based on the 

following questions: 

(1) Prior to this course, did you ever envision your future English-speaking self? 

(2) What activities helped to envision yourself better? 

(3) What activities were not helpful? 

(4) What activities do you plan to use in the future? 
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3.5 Data analysis 

3.5.1 Questionnaires 

 Data were digitally coded using IMB SPSS Statistics (Version 24). Of the fifty 

questionnaires submitted in relation to Research Question 1, three were discarded since 

they did not meet the targeted participant criteria. Data from the remaining participants 

(N=47) were used to conduct correlation analyses: the primary statistical test.  

Research Question 2 utilised only the pre and post-intervention questionnaires 

submitted by the intervention participants (N=6) in the 15 minutes prior to the first lesson 

and 15 minutes after the end of the last lesson. The main statistical procedure conducted 

for these was a Wilcoxon signed-rank test and an examination of the raw mean difference.  

3.5.2 Produced materials 

 Seven different materials produced for homework and in-class were collected from 

each participant and scanned before being returned to the participants. These materials were 

used to explore Research Question 2 and 3, and were labelled as follows: 

(1) Current/Ideal Self (Lesson 1) 

(2) Ideal L2 Self (Lesson 1: Homework)   

(3) Reality Check (Lesson 2: Homework) 

(4) Positive and Negative Learning Experiences (PLE/NLE) (Lesson 3) 
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(5) Self Barriers (Lesson 3) 

(6) 5 Goals (Lesson 4: Homework) 

(7) Future Diary (Lesson 6) 

 Since the scanned materials were largely handwritten documents, they were 

transcribed into a word document for initial coding. Using template coding analysis 

methods, secondary coding took place in Excel 2016 using the twelve areas of theoretical 

concern as identified in the questionnaire. Due to the heavy focus on the theoretical areas 

of concern, analysis of the data was limited to these twelve factors, however due to the 

overlapping nature of interviewee comments, sections of data were assigned multiple 

codes.  

3.5.3 In-class discussions 

 In-class discussions were partially transcribed since only data relevant to the pre-

existing codes was required. These codes were the same as the codes used for the produced 

materials and interviews. Instances of Japanese use were translated by the researcher and 

checked by a bilingual speaker to confirm their accuracy. This data was used in answering 

Research Questions 2 and 3. 
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3.5.4 Interviews 

 Interviews were transcribed in full and the interviewees provided with a copy for a 

member’s check. The interviewees were invited to correct any mistakes that they noticed 

or clarify comments that they had made during the interview. They were also encouraged 

to make additional comments if desired. No disputes were lodged although several 

additional comments were made via personal communication means. These comments 

were then added to the qualitative data pool.  

 The codes used were the same as the produced materials and in-class discussions, 

likewise, this data was used in exploring Research Questions 2 and 3.  

Chapter 4: Results and Discussion 

4.1 Instrument Validity 

 The initial research question requires a portrait of Japanese university students who 

are engaging in some form of English study to be constructed. In doing this, the study aims 

to further add to the already existing understanding of motivational variables in the 

formation of the Ideal L2 self of Japanese university students as explored by Ryan (2008), 

Taguchi et al. (2009), and Suzuki (2011, 2014). Since the questionnaire was constructed 

based on the items used in Ryan (2008) and Taguchi et al. (2009), a comparison of internal 

reliability will follow. The purpose of this is to highlight the strengths and weaknesses of 
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the instrument itself by providing an understanding of the variables that are most significant 

to the Ideal L2 self of the target learners. Table 5 shows the internal reliability of the factors 

in relation to the two other Japan-based studies.  

Table 5. Internal reliability for the Motivational Questionnaire variables with 

Cronbach Alphas in the Ryan (2008), Taguchi et al. (2009) and current study.  

 No. of 

Items 

Ryan* 

(2008) 

No. of  

Items 

Taguchi et 

al.(2009) 

No. of 

Items 

Yarwood 

(2018) 

Cultural interest  6  .77  4    .86   6 .69 

Attitudes to L2 community  6 .83 4 .86 6  .86  

Instrumentality (Prevention) † † 5 .73 5 .73 

Instrumentality (Promotion) † † 5  .82  5   .84   

Fear of Assimilation 4 .67 † † 3   .68   

Ethnocentrism 5 .63 † † 4   .69   

Attitudes to English 6 .88 4  .90 4   .86   

Milieu 6 .66 † † 5   .10   

Ought to self † † 2  .76 2   .50   

Ideal L2 self 2 .85 5  .83 5   .86   

L2 Self-confidence 5 .57 † † 4   .61   

Intended Learning Effort 8 .86 4  .83 8   .83   

 *Based on the Cronbach Alpha for the whole sample. 

 †Factor not used in the study. 

 As can be seen, the alpha values compare favourably overall to those obtained by 

the two studies on which the scales were based. This high level of consistency suggests that 

the present iteration of the scales can reliably operate in the context of a Japanese university. 

Despite the overall reliability of the scales, there were two notable exceptions. In 

comparison to the alpha obtained by Ryan (2008) for Milieu, the present study was unable 

to obtain an alpha that was consistent, let alone reliable. Likewise, the alpha obtained for 

Ought to self was significantly lower than that of the alpha obtained by Taguchi et al. 

(2009). Although not as unreliable as that of Milieu, the alpha for Ought to self was less 
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than the required alpha value of .60. The potential causes of unreliability and inconstancy 

will follow; first for Ought to self and then regarding Milieu.  

 The first possibility regarding the low internal reliability figure of the Ought to self 

lies in the number of items present in the scale. Since a larger number of items are more 

likely to achieve a higher internal consistency figure, the lack of items may have 

contributed to a reduced alpha value. However, considering that the number of items in the 

Taguchi et al. (2009) scale are the same and yet, a higher internal reliability value was 

achieved, other causes should be considered.   

 A second possible cause lies in the quality of the translation and subsequent 

understanding of the items by the respondents. The Japanese translations were taken 

directly from the study by Taguchi et al. (2009), and no modifications had been made. 

Rather, assumptions were made as to the high quality of the translation since it had already 

been rigorously tested. Furthermore, the translations had been assessed for intelligibility 

during the pilot study for this the present study. No issues concerning the translation, nor 

its intelligibility were raised and, so it can be assumed that the quality of the translation and 

subsequent understanding of the items did not a play significant role in the low internal 

reliability of the alpha value.  

 The final consideration must also take on the form of a confession. Despite piloting 

the scales prior to the commencement of the main study, and the presence of unreliable 
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alpha values for both the Milieu and Ought-to self scales, the items were not modified to 

encourage improved values. Rather, it was assumed that the low number of participants had 

resulted in the significantly low values and therefore a greater number of participants would 

likewise, raise the alpha value. Later consideration lead to the suggestion of combining the 

two variables since the attitudes and beliefs of those around the may influence the 

perceptions of individuals in regard to what they think they ought to do or become. 

However, an inter-variable correlation was conducted using Pearson’s Correlation analysis 

in SPSS and it was concluded that based on the correlations being negative related (r=-.03), 

the two variables did in fact measure different things (Dörnyei, 2007, p. 223).  

4.2 Identifying Areas of Significance 

 An analysis of the quantitative data gathered from the questionnaire that was given 

to Japanese university students engaged in some form of English study will be presented 

below. The analysis will be used to explore the first of the research questions which aims 

to identify areas of significance between the target demographic and the motivational 

variables related to the Ideal L2 self.  



54 

 

 

4.2.1 Correlation Analyses 

Pearson’s Product Moment Correlation analysis was conducted to identify the 

relationships between the motivational variables and the Ideal L2 self for the data gathered. 

Table 6 presents the resulting correlation values. 

  

 

Table 6. Correlation between Ideal L2 self and the variables 

  Ideal L2 Self 

Cultural interest  .35* 

Attitudes to L2 community   .27 

Instrumentality (Prevention) -.12 

Instrumentality (Promotion) .49** 

Fear of assimilation .08 

Ethnocentrism  -.18 

Attitudes to learning English  .53** 

Milieu  .07 

Ought-to self  .04 

L2 Self confidence  .14 

Intended learning efforts  .76** 

 Notes. N = 47.  

* = Correlation was significant at 0.05 level.  

** = Correlation was significant at 0.01 level. 

A salient feature of the results is the relationship between Intended learning efforts 

and the Ideal L2 self. Intended learning efforts demonstrates a moderate correlation with 

the Ideal L2 self (r=0.76) suggesting that a desire to make efforts in one’s learning may be 

an essential component in the formation of an Ideal L2 self. Positive but weaker correlations 

could also be found between the Ideal L2 self and, Attitudes to learning English, 

Instrumentality (Promotion) and Cultural interest (r=.53, r= .49 and r= .35 respectively). 
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Considering each of these variables inherently carry with them a desire to know, learn and 

grow, it is perhaps not unsurprising that positive correlations were determined.  

In reverse, the correlation analysis also provided insight into which motivational 

variables were perhaps detrimental to the formation of an Ideal L2 self. The negative 

correlation, albeit very weak, shown for Ethnocentrism (r=-.18) appears logical since 

ethnocentric perspectives often prevent individuals from trying on new personas from 

outside their own language and cultural groups. A tendency towards a negative correlation 

between Instrumentality (Prevention) and the Ideal L2 self (r=-.12) was also identified 

which suggests that behaviours that derive from avoidance tactics are not lucrative to the 

development of an Ideal L2 self. Since Japan’s high school and university entrance systems 

are based on examinations, it is perhaps not a stretch to suggest that these testing situations 

may have had a negative impact on how individuals perceive their potential future selves. 

Considering Instrumentality (Prevention) has been associated with the Ought to self 

(Higgins, 1987, 1998; Taguchi et al., 2009), a negative correlation with the Ideal L2 self is 

not wholly unexpected.  Table 7 presents the correlations of the Ideal L2 self and Ought to 

self along with Higgins’ promotion and prevention aspects on instrumentality to further 

clarify. 

Table 7. Correlation matrix for Ideal L2 self, Ought to self, Instrumentality 

(Promotion) and Instrumentality (Prevention) 
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Ideal L2  

self Ought to self 

Instrumentality 

(Promotion) 

Ought-to self .04   

Instrumentality (Promotion) .49** .16  

Instrumentality (Prevention) -.12 .40** .40** 

** Correlation significant at 0.01 level 

As shown, Instrumentality (Promotion) correlates more strongly with the Ideal L2 

self (r=.49) than the Ought to self (r=.16) while Instrumentality (Prevention) correlates 

more strongly with the Ought to self (r=.40) than the Ideal L2 self (r=-.12). The two 

instrumentality aspects are clearly different as the inter-correlation is weak enough to 

identify them as distinctly separate (Dörnyei, 2007). 

The findings in this study appear to support those of other studies (Ryan, 2008, 

2009; Taguchi et al. 2009; Suzuki, 2011, 2014). To grant further elucidation, more detail 

will be provided in the following sections.  

4.2.2 The Ideal L2 self, Intended Learning Efforts and Attitudes to Learning English 

 Intended learning efforts assessed the learners’ efforts, both current and future, in 

relation to the study of English. It is thus reasonable to assume a higher correlation might 

be found in relation to the Ideal L2 self since achieving language goals requires 

considerable effort. Supporting this assumption, the correlation coefficient was indeed 

found to be quite high (r=.76); making it the most significant of all the variables. In 
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comparison to correlation values reported by other researchers, only Ryan’s (2008) was 

higher (Table 8). 

From a comparison of these values, making an intentional effort to achieve goals in 

the pursuit of a future state appears to be integral to the formation of an Ideal L2 self. 

Table 8. Comparison of correlation values for the Ideal L2 self and Intended 

learning efforts 

Ryan (2008) Taguchi (2009) Suzuki  (2011) Yarwood  (2018) 

.77 .68 .68 .76 

All correlations significant at <0.01 level 

 What is unclear from these results is if the intention to study is a prerequisite for an 

Ideal L2 self or if the relationship works in the opposite direction. Structural Equation 

Modelling (SEM) was used in Taguchi et al. (2009), to examine the casual relationships 

among the motivational factors. This SEM model revealed a low correlation value of r=.27 

between the Ideal L2 self and the Criterion measures (Intended learning efforts by a 

different name), suggesting that the direction of the relationship begins with the outlook of 

the individual towards learning and not the possession of an Ideal L2 self. Since most 

learners first engage in language learning from within an educational context, this is 

perhaps only natural as their only frame of reference would stem from their experiences as 

students in the classroom. Ryan (2008) argues that the learning experience (assumed to be 

within the language classroom) and Attitudes to learning English are mediators of a 

learner’s learning efforts and their Ideal L2 self. In particular, it is due to the relatively low 
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risk associated with learning English as a subject (compared to the risks associated with 

learning through social interactions) that permits the language classroom to becomes a 

salient feature in the learners’ motivation (Ryan, 2008, p. 194). As can be seen from the 

inter-variable correlation values in Table 8, Attitudes to learning English does appear to 

correlate more with Intended learning efforts than it does with Ideal L2 self. Items such as 

I am always looking forward to my English classes lends further weight to the argument 

that it is from the learning experience itself that these attitudes towards learning English 

may first derive.  

Table 9. Inter-correlation values between Ideal L2 self, Intended learning efforts 

and Attitudes to learning English 

 

 

Ideal L2 Self 

Intended  

Learning Efforts 

Intended learning efforts .76**  

Attitudes to learning English .53** .66** 

*Correlation significant at 0.05 levels 

** Correlation significant at 0.01 level 

 If it is indeed the attitudes to learning that influences the efforts undertaken, which 

in turn benefits the Ideal L2 self, then the classroom is truly a place where English teachers 

can make a difference. In an environment where researchers comment that the Japanese 

educational system is designed to prepare students for nationwide examinations (Murphey 

& Sasaki, 1998; Yoshida, 2003; Suzuki, 2014), it is encouraging to see that Japan’s current 

university students have had enough positive experiences to contribute to their positive 

attitude towards the study of English. Furthermore, in light of the current study, a positive 
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attitude to learning is the foot in the door needed to generate a vivid and specific Ideal L2 

self.  

4.2.3 The Ideal L2 self and Instrumentality (Promotion) 

The positive correlation between Instrumentality (Promotion) and Ideal L2 self 

(r=.49) in this study supports findings from the Japanese context as reported by Taguchi et 

al., (2009) and Suzuki (2011). In Taguchi et al., (2009), the correlation was higher at r=.60, 

whereas Suzuki (2011) reported similar values for high-motivated learners (r=.50), and 

moderately motivated learners (r=.57). An interesting finding from her study revealed that 

promotion-based motives were moderately significant for the low-motivated learners 

(r=.71). Based on these findings and comparisons, the regulation of personal goals to 

become successful and attain career and monetary benefits appears to guide part of Ideal 

L2 self formation. In Japan, English abilities are promoted as a way to succeed in the 

international market or domestically, for example, as civil servants. And so, it makes sense 

for learners to envision themselves as gaining more responsibility and prestige in the work 

place based on their English skills. The findings from Suzuki (2011) regarding the low-

motivated learners are interesting as it suggests low-motivated learners, more than highly 

motivated learners, may see English simply as a means to an end; a tool for self-promotion 

within a business context. In this sense, learners are demonstrating the attitudes that the 
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Japanese government wishes them to exhibit (Hashimoto, 2009). In light of Suzuki’s 

findings (2011) regarding the low-motivated learners, the lower correlation values for mid 

to highly motivated learners, including those in this study, could suggest that promotion-

motivated behaviours decrease as learners become more successful and begin to develop 

an understanding of their desired future states. For example, during school, learners may 

only see English as a tool to gain recognition from their elders. As they improve, and the 

successes accumulate, their goals begin to branch out in different directions, seeking new 

challenges. No doubt their goals continue to include elements of an Instrumentality 

(Promotion), but it is no longer as integral to their identity as a language learner.  

4.2.4 The Ideal L2 self and Cultural Interest 

Cultural interest related to factors outside the learners’ current learning 

environments such as enthusiasm for TV programmes, novels and music. The positive 

albeit weak correlation to Ideal L2 self (r=.35) in this study was somewhat reflected in 

Suzuki’s (2014) findings as well. Motivated learners were suggested to have had a greater 

curiosity about the English-speaking world which was reflected in the correlation between 

their Cultural interest and Ideal L2 self (r=.57). Meanwhile less-motivated learners 

demonstrated a negative correlation (r=-.07). Taguchi et al., (2009) took on a novel 

approach by combining Attitudes towards L2 community with Cultural interest by arguing 
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that, “cultural interest in the L2 can be considered to be part of attitudes to the L2 

community” (p.82). The coefficient reported was r=.53. These collective findings suggest 

that an interest and curiosity about cultural products does have some influence on the 

formation of an Ideal L2 self. Individuals looking for linguistic role models are likely to 

look to the media for celebrities or characters whose speech they can emulate or whose 

ideas they can adapt for themselves. Arguably, cultural products are a reflection of the 

attitudes and beliefs of a particular L2 community (Taguchi et al, 2009), but it seems L2 

learners in EFL contexts are more likely to relate to a global, international community 

rather than a specific one (Yashima, 2000, 2002). Modern cultural products are often made 

with more than one culture in mind, and so, the question becomes, whose attitudes and 

beliefs are they actually interested in and engaging with? 

4.3 Identifying the changes  

 Research Question 2 and 3 aimed to explore whether instruction based on the L2 

Motivational Self System would result in changes to a learner’s Ideal L2 self, and if it did, 

how had the intervention potentially influenced the change? The first step in exploring this 

question was to conduct a Wilcoxon Signed-Rank test on the pre and post-test data gathered 

from the intervention participants (n=6). This was done to determine if there was a 

statistically significant difference (Turner, 2014) in not only their Ideal L2 self, but also the 
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related motivational variables. The data in Table 10 below illustrates the results of the 

Wilcoxon Signed-Rank test (Effect size could not be calculated due to the small number of 

participants), in addition to the mean and standard deviations for both the pre and post-test 

data. Since this research is exploratory in nature, the alpha was set at .05. 

 

 

Table 10. Wilcoxon Sign-Rank Test between Pre and Post-treatment 

questionnaires  

  M SD Z p. 
Cultural interest  Pre  4.50   .84   
 Post  5.00 .63 -1.13a .26 
      
Attitudes to L2 community Pre 5.00 .63   
 Post 5.33 .52 -1.41a .16 
      
Instrumentality (Prevention) Pre  2.83 1.17   
 Post 3.67 1.03 -2.24a .03 
      
Instrumentality (Promotion) Pre  4.67 1.37   
 Post 4.67 1.03 .000b 1.00 
      
Fear of assimilation Pre  2.50 1.05   
 Post 2.80 .98 -1.41a .16 
      
Ethnocentrism  Pre  3.00 .63   
 Post 2.70 .52 - .82c .41 
      
Attitudes to English Pre  4.67 .82   
 Post 5.00 .89 -1.41a .16 
      
Milieu Pre  2.33 .52   
 Post 1.83 .41 -1.73c .08 
      
Ought to self Pre  3.50 1.05   
 Post 4.00 1.67 -1.34a .18 
      
L2 self confidence Pre  4.50 1.05   
 Post 4.67 .82 -1.00a .32 
      
Ideal L2 self Pre  3.83 .98   
 Post 4.33 1.21 -1.34a .18 
      
Intended learning effort Pre  4.17 .98   

 Post 4.50 .55 -1.00a .32 

  Significant different at p < .05 
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a
 Based on negative ranks 

 
b
 The sum of negative ranks equals the sum of positive ranks 

 
c 

Based on positive ranks 

From the table, it is clear that overall there was little statistically significant 

difference between the pre and post-test data gathered. The sole exception was reflected in 

Instrumentality (Prevention), which showed a significant difference (Z=-2.24, p=.03) in 

favour of the intervention. It can thus be concluded that while the intervention had no 

significant effect on the Ideal L2 self as intended, it did influence the participants’ 

perception of Instrumentality (Prevention). This result was quite unexpected and thus the 

next section will seek to further illuminate the evolution of the participants’ Instrumentality 

(Prevention) based motives.  

Before continuing, a brief mention needs to be made regarding Milieu (Z=-1.73, 

p=.08). While the intervention does not appear to have made statistically significant 

changes to the participants’ perception of Milieu, the p value is still considerably lower than 

all other motivational variables and so some discussion is necessary here. Firstly, however, 

a caveat needs to be issued in regards to the ensuing commentary since the reliability of 

Milieu was determined to be considerably low (a=.10). Furthermore, no explicit comments 

were made by the participants in any capacity regarding changes to their perception of other 

people’s attitudes towards English. With these considerations in mind, two potential 

working theories will follow.  
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Firstly, the intervention largely focused on the individual’s own desires and 

efforts. Consideration of other people’s thoughts and feelings were not in focus and so the 

participants may have pushed their perception of their Milieu out of mind. Secondly, while 

participating in the intervention, the participants were surrounded by like-minded 

individuals who were enthusiastic about the study of English. The positive attitudes exuded 

by the surrounding participants may have been embraced by the individuals themselves. 

Greater time participating in the intervention may have led to a significant change but this 

study is currently unable to support this hypothesis. 

4.3.1 Instrumentality (Prevention) and the Intervention 

 Data from lesson transcripts and materials gathered revealed that the participants 

were required to consider the negative consequences of failing to succeed in English on a 

regular basis. Of the seven different materials produced during the course, six were found 

to include references to internal and external consequences of failing in English. A 

summary of comments made by the participants and the implicit objectives of the activities 

undertaken can be found in Table 11 below. 

Table 11. Summary of participant comments and activity objectives regarding 

Instrumentality (Prevention) 

L1. Current/Ideal Self L2. Reality Check L3. Positive and Negative 

Learning Experiences 

Participants revealed a desire 

to overcome deficiencies in 

order to not feel uneasy when 

Participants revealed an 

understanding that unless 

Participants revealed that they 

compared themselves to other 

more proficient learners. 
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working with more proficient 

English speakers. 

efforts are made, goals will 

not be achieved. 

Fear of failure resulted in 

renewed efforts or avoidance.  

L4. Self Barriers L5. 5 Goals L6. Future Diary 

Participants revealed a 

realisation of how self 

barriers could contribute to a 

lack of success. 

Participants showed a desire 

to overcome self-barriers 

through targeted strategy use. 

Materials required negative 

consequences to be explicitly 

identified for each desired 

goal 

Materials required negative 

consequences to be explicitly 

identified for a particular 

language learning situation. 

Each material outlined above corresponds to a single lesson, and therefore the 

participants were engaged in some form of discussion about the negative consequences 

associated with failing to master English for the duration of the course. To illustrate how 

Instrumentality (Prevention) motives were brought to the foreground and revealed in 

participants’ work, an example from the ‘Future diary’ activity in Lesson 6 will be analysed. 

Areas of interest will be underlined.  

Today I studied the English composition for four hours with my private 

English teacher by using google documents. Today’s learning objection 

was trying to write many essays about various topics from easy topics 

to difficult ones. At first, I was very enjoy writing an essay whose 

topics were familiar to me like “Choose a film you like and explain 

why you like it. What do you think is the message of the film?” Writing 

one essay like this took me only about ten minutes, and there were few 

mistakes in grammatical rules. This made me feel very comfortable and 

pretty confident about the quality of my essays. However, the questions 

he gave me were becoming more and more difficult to think and write. In 

addition, he told me not to use too simple vocabularies to suit the 
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style of such difficult essays asking me to discuss very controversial 

problems like the appropriateness of death penalty. Although I was 

trying to do my best, there were quite a few mistakes both the aspect 

of grammatical rules and logical correctness. Then, he advised me to 

read my essay and consider the topic again. I realized that my essay 

was so subtle that I couldn’t understand. It was irony that even the 

author who is me couldn’t understand the essay. Then, I remembered 

that my English skills was weaker than that of my classmates. I felt 

that I could never write the essay which was enough proper to satisfy 

him without changing my attitude toward the English composition.  

Figure 8. Mineo’s ‘Future diary’ 

In his composition, Mineo reveals that his motivations for his attitudinal change 

towards English compositions did not derive from an internal desire to master different 

writing styles but rather from a desire not to remain as a weak learner in the eyes of his 

English tutor. The sense of duty or obligation that Mineo appears to feel in relation to his 

English tutor can be viewed through a L2 Motivational Self System lens as a component of 

the Ought-to self; the self that adheres to the views others hold for us. While the Ought-to 

self is considered as a, “positive force” (Dörnyei & Kubanyiova, 2013, p. 116) from which 

possible future selves that language learners can follow, are generated. Higgins (1998) 

suggests that Ought-to self related self-regulation seeks to avoid, rather than follow. 

Specifically, it seeks to avoid actions that conflict with their sense of duty or obligation. 
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From his composition, it is clear that Mineo is doing just that, but despite his behaviour 

being regulated by a desire to avoid potential negative outcomes, he is still able to work 

towards a desired future state.  

Similarly, Kana revealed strong Instrumentality (Prevention) motives in 

comments taken from the lesson and interview transcripts. Unlike Mineo, Kana’s fears are 

not wholly related to disappointing others. Instead they focus on her own personal 

humiliation and career prospects.  

Transcript 1 reveals that Kana’s prevention motives may incorporate a desire to 

avoid embarassing situations where others are required to change their ways to 

accommodate her perceived deficiencies. 

Kana:  When I talk with friends, three people. One students was a 

returnee, two students were returnees and one of students speaking 

English better and speaking Japanese, speaking at Japanese is not 

good.  

Researcher: Ah, so she wasn’t able to speak in Japanese? 

Kana: One of students speaking Japanese and English very well. And one 

of students speak, can speak English and Japanese but she is good 

at speaking English much. 

Researcher: Much more. 

Kana: Much more. We were talking in English but I am not good at 

speaking English so they stopped to speak English and changed to 

Japanese for me. I lose my confidence. They talk in English so 

quickly, I can understand but I can’t enter conversation. 

Transcript 1. Kana’s comments in Lesson 3 
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From this transcript, Kana’s deficiencies in English were perceived by the group 

to be more detrimental to the conversation than the deficiencies of the returnee student 

whose Japanese was not proficient. As Kana comments, such an event caused her to lose 

confidence in speaking English but despite this setback, Kana continued to enrol in 

university courses that were conducted entirely in English. By doing so, she increased her 

exposure to situations in which her deficiencies may be displayed but likewise, she 

increased her opportunities to gain confidence in her output capabilities. Furthermore, she 

took action to improve her English speaking skills by joining a university run programme 

that required her to provide English support to exchange students in their daily lives during 

the Autumn semester of 2017 (Personal communication, 21st August 2017).   

In addition to avoiding embarrassing situations where others perceive her to be a 

weak learner and thus must cover for her deficiencies, Kana’s prevention motives may have 

been exacerbated by her perceived lack of her employable skills. For Kana, failure to master 

English sufficiently would result not only in potential future embarrassment, but in a 

potential career crisis. 

Researcher: Why do you enjoy studying and learning and improving? 

Kana: I have no skill. No other skill so I want to take my ability. For 

example, if I were good at mathematics, I[‘d] continue to study 

mathematics. And so I want to [be an] expert. Like something. 

something… 

Researcher: So you want to develop your skills? 
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Kana: Narrow. 

Researcher: So, you want to narrow your skills? 

Kana: Yes! 

Researcher: So what type of job do you want to do with your English skills? 

Kana: I want to be an English teacher, or I want to work and I want to 

use English. 

[Regarding her abilities] 

Kana: And the student who went to other country to study English during 

high school. I thought I am not good at speaking English [compared 

to] them. 

Researcher: Okay, but compared to other Japanese students who are not 

returnees, do you think you are a good English learner? 

Kana: Erm, not really. 

Researcher: What is the difference between you and other Japanese learners 

of English who have not gone overseas? 

Kana: Because they also have another ability, not English. And I study 

specifically English, so I can say something, but they don’t 

study [English at university], and they have another ability, so 

I compare with them.  

Transcript 2. Kana’s interview comments 

Kana’s comments suggest in comparisons to her peers, she perceives herself as 

having no other employable skills, other than her English abilities. In an environment where 

she is not as proficient as returnee students, she feels a need to refine and narrow her skills 

so that she is able to successfully become an English teacher or work in other English-

related fields. With such high-stakes attached to the study of English, it is only natural that 

Kana’s motives are strongly preventative in nature.  
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High-stakes with respect to one’s future career was also reflected in Kumiko’s 

comments.  

Kumiko: For now, I am aiming, I want to be an English teacher. So, 

to be a good English teacher, improving my English skill is 

essential. Ah, I want to go to graduate school, if possible. 

So, in the future I think there are many options that I can 

choose. But for now, I want to teach English at junior high 

school or high school. 

Transcript 3. Kumiko’s interview comments 

As a 3rd year student, Kumiko was not yet engaged in job hunting, nor was she at a 

stage where she could apply for graduate school. Regardless, both of Kumiko’s goals could 

be considered being high stakes. Application periods for graduate schools only occur once 

or twice a year depending on the institution. The same applies to teaching licensing 

examinations, and most private schools only employ new staff prior to the new school year 

unless staffing emergencies occur. Failure to successfully demonstrate the required English 

abilities for these positions would most likely result in an additional 6 months to a year’s 

wait. Therefore, it could be suggested that Kumiko’s learning behaviours coincide with her 

desire not to encounter failure.  

Considering the importance of future career prospects in a university student’s life, 

it is natural that prevention-focused thinking may have increased through discussions of a 
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future L2 self. In fact, all the participants bar Ayuko expressed a desire to use English in 

their future careers; unsurprising considering their status as English faculty students. 

Given that the majority of the participants aimed to have careers relating to English 

and possessed strong Instrumentality motives that were often propelled to study by 

prevention-focused behaviours, it is surprising that the relationship between 

Instrumentality (Prevention) and the Ideal L2 self correlated negatively (r=-0.12), though 

it was very weak.  

The items that were used included, I have to study English; otherwise, I think I 

cannot be successful in my future career, I have to learn English because without passing 

the English course I cannot graduate, and Studying English is important to me, because if 

I don’t have knowledge of English, I’ll be considered a weak student. Considering the 

significance placed on English in high school for entrance examinations, the participants’ 

positions as language degree students, and their reported aspirations, it is possible that 

Instrumentality (Prevention) motives were far more integrated into their Ideal L2 self than 

this particular instrument can discern. As Boyatzis and Akrivou in their 2006 paper argued, 

numerous pressures from external sources that an individual identifies with can make it 

difficult to discern whether an individual’s professed ideal future self is representative of 

their personal desires and goals or if it has been influenced by the need to conform to roles 

(Ought-to self) and avoid the negative consequences that arise with non-conforming. This 
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may well be the case with situations such as Mineo’s writing and Kana’s perceived 

deficiencies; both individuals sought to change to satisfy others. In the case of career 

prospects, it has been suggested that Japan lacks English speaking abilities (Guest, 2006) 

which prompted the Japanese government to explicitly state that the education system will 

produce, “Japanese who can use English” (Hashimoto, 2009). Despite these opinions and 

decrees, it has also been suggested that Japan is well served by its current resources and 

produces enough English users to satisfy the needs of the country (Smiley & Masui, 2008). 

Thus, it cannot just be matter of obscurification; the pressure to conform based on the 

perceived need for English may not match the reality of the participants’ lived experiences, 

and so there may not be a pressure to internalise these aspects of the Ought-to self. Rather, 

as per Higgins (1998) suggests, prevention or avoidance-based behaviours are just one 

potential pathway to the same end state.  

Instrumentality (Prevention) therefore needs to be reframed to explore its function 

as a counterbalance. Promotion actions are highly motivating, but promotional motivation 

currents are most effective when offset by prevention-motivated behaviours. This concept 

is considered to “counterbalance” visions of an Ideal L2 self and as Dörnyei and 

Kubanyiova write, “the vision of the ideal self should be balanced against a consideration 

of what would happen if the desired self were not realised” (2013, p. 114). The key word 

in this argument is, “balanced”. With each iteration of an Ideal L2 self, learners should be 
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able to visualise what may occur if their desired states are not achieved. This balance, 

according to Oyserman and Markus (1990) should be emphasised especially when 

individuals possess more than one potential future selves. Multiple future selves carry with 

them multiple opportunities, but it also carries with it a danger of alternating between each 

representation and never committing to any one goal. In relation to the intervention, this 

balance appears to have been achieved as Instrumentality (Promotion) did not suffer despite 

the heavy Instrumentality (Prevention) focus. 

According to the raw mean difference between pre and post-test means, Instrumentality 

(Prevention) increased as a result of the intervention (D=0.89) but zero change occurred to 

Instrumentality (Promotion). 

 

 

 

Table 12. Raw mean difference between the pre and post test 

  M D 

Instrumentality (Prevention) Pre  2.83  

 Post 3.67 0.89 

Instrumentality (Promotion) Pre  4.67  

 Post 4.67 0.00 

From the data presented, it is assumed that the participants’ Instrumentality 

(Promotion) motives were in no way diminished due the intervention’s counterbalancing 

features.  
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As outlined above, there are several issues regarding the representation of 

Instrumentality (Prevention) and its relationship to the Ideal L2 self. Further research into 

these areas using revised instruments would be beneficial for future conceptualisations of 

the L2 Motivational Self System.  

4.3.2 Gradual Specification of the Ideal L2 Self 

This section of the paper will explore to what extend the instruction effected 

changes in the learners’ Ideal L2 self (RQ3). Parallels will be drawn between the 

participants to demonstrate that the changes were not isolated ones. Furthermore, links back 

to the instructional materials and classroom discussions will be made to support each of the 

findings. 

As mentioned earlier, the clearer, more specific an Ideal L2 self is, the more 

regulating power it may have (Markus & Cross, 1994; Al-Shehri, 2009). As such, the 

primary intention of the intervention was to assist the learners in developing their ability to 

create specific and vivid visions of their Ideal L2 self. The degree to which this was 

achieved, was somewhat limited.  However, considering the length of the course and lack 

of previous experience with meta-cognitive learning methods (Further discussion in this 

will take place in Section 4.3.3), the specificity that was achieved is promising.  
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To illustrate the gradual specification of the learners’ Ideal L2 self, two 

participants have been selected as representatives so that the development of their Ideal L2 

self can be tracked with greater percision. The first participant, Sakura was a first-year 

student from the English faculty. She identified herself as possessing intermediate English 

abilities and had spent less than three months overseas in an English-speaking environment. 

The second participant whose journey will be presented is Ayuko. Unlike Sakura who was 

at the beginning of her university career, Ayuko was at the end of hers and whereas Sakura 

was an English major, Ayuko was a Linguistics major who had been actively learning 

German as well as English ass part of her degree. Like Sakura however, Ayuko had 

identified herself as an intermediate English speaker who had not spend more than three 

months in an English-speaking country. 

Starting at the beginning: The current self 

 Before exploring who it is that the participants wished to become, the intervention 

needed to begin with who they currently were; in other words, a baseline needed to be 

established. Furthermore, an exploration of who their current English selves were, was 

integral to the success of an intervention programme since ideal selves are, “anchored in 

the reality of our most immediate and pressing concerns in the present time” (Dörnyei and 
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Kubaniyova, 2014, p. 38). The table below presents the statements each of the 

representatives provided about their current English abilities. 

 Table 13. Sakura and Ayuko’s current English selves 

Sakura’s current English self Ayuko’s current English self 

- I CAN DO… 

o To enjoy simple conversation 

o To read easy novels 

- I CAN’T DO… 

o To discuss difficult subject 

o To talk with foreigners fluently or 

smoothly  

- I WANT TO DO… 

o To enjoy conversation smoothly! 

o To know about foreign culture. 

o To read difficult literature to search 

something 

- Not so good at speaking 

- Don’t know many words 

- Can’t explain Japanese culture well 

- Like writing English sentences and can 

write many 

- Like listening English music and can 

understand the lyrics a little bit 

- Can understand easy books 

 

From these statements, the participants appear to have an interest in English-

language popular culture through the mentions of novels and music. They both perceive 

themselves as being unable to carry on English conversations in a clear and fluent manner 

but seem to have some confidence with the written language. In terms of culture, Sakura’s 

interests lie in learning more about cultures from outside of Japan while Ayuko seems to 

be interested in promoting Japanese culture to those from outside Japan’s borders. Ayuko’s 

interest in explaining Japanese culture to others was interesting since it became apparent 

that her desire to share Japanese culture did not seem to conflict, nor detract from her 

interest in English-speaking cultures. From the onset of the course, Ayuko had identified 

herself as interested in becoming a global citizen.  
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Figure 9. ‘Kyoko’ exemplar from Lesson 1 

Following the conceptual introduction of an Ideal L2 self, and exposure to the 

exemplars (Figure 9; Appendix 3.1.1.1), Ayuko reported that she related most to ‘Kyoko’ 

due to their shared interests in consuming popular culture from English-speaking countries. 

While ‘Kyoko’s exemplar tends to focus more on verbal communication, implying that 

ideas and thoughts are communicated actively through speech, Ayuko in the following 

transcript appears to have focused more heavily on the ideas and thoughts that are 

communicated passively in print and visual media.  

Researcher: Okay, so which self you would like to become and why? 

Ayuko: I’m like Kyoko.  

Researcher: You’re like Kyoko? 

Ayuko: A global citizen. Because ah, she talks, she wants to watch 

English TV or read English books or, watch English movies. So, I 

want to watch English or read English books or so. And so … 

Researcher: So, you’re more interested in the ideas that books and TV shows 

and things on the internet have? 
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Ayuko: Yes. Yes.  

Researcher: So, what’s attractive about those ideas? Why do you want to 

engage in it? Why do you want to express ideas? Why do you want 

to find more about different cultures? 

Ayuko: Its (inaudiable) in books we can all. We can [learn] many, many 

vocabularies and many thoughts from books.  

Transcript 4. Lesson 1 dialogue between the researcher and Ayuko 

Ayuko demonstrates curiosity and an openness to new ways of thinking regardless of 

which culture those ways of thinking seem to derive from. This may be beneficial to 

Ayuko’s English later learning efforts since it has been claimed that that Intended learning 

effort correlates more strongly to Attitudes to L2 community when the L2 community is not 

limited to a particular nationality (Ryan, 2008). Specific information regarding the 

exemplar Sakura related to the most is unavailable due to the location of the voice recorder. 

However, it was noted that her group, “felt that the “successful career self” was the most 

attractive” (Researcher’s notes, 10th July 2017).  

A foray into the future: Initial Ideal L2 self 

 The following materials were developed after having read about, and discussed 

several representations of future selves. Sakura produced Figure 10 which represents her 

Ideal L2 self as having two primary directives (a) developing communicative competence 

and (b) using that communicative competence in her career. 
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Figure 10. Sakura’s future English self 

In terms of specificity, there are few limitations. Firstly, it is unclear as to when this 

future English self is temporally located. It could be a representation of Sakura after 

graduation due to the mentions of work, however, since she indicates that there is a “plan” 

to teach English in developing countries, it could represent a self who has yet to enter the 

workforce. Secondly, her desires to communicate in English are quite broad. Discussing 

big or small topics without misunderstandings occurring suggests that she may wish to 

discuss politics, literature or weekend plans on equal grounds. Each of these topics requires 

specialised language to facilitate smooth discussions and while achievable with 

considerable time and effort, her vison would be benefited from specifying which fields 

she would like to develop a vocabulary for. Finally, her geographical location is identified 

as “somewhere” where English is presumably taught as a foreign language rather than 

spoken as a national one. Clearly, Sakura views English as a lingua franca and necessary 
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for her possible future career, however, a specific locale would be beneficial for her vision 

as it would allow her to make more informed choices about the type of English she should 

be gaining familiarity with since an understanding of regional accents and dialects can 

greatly assist with living and working into those communities.  

Figure 11 reveals that Ayuko’s Ideal L2 self’s main focuses are threefold; (a) 

develop close relationships, (b) engage with English-medium popular culture, and (c) 

promote Japan and its culture. 

 

Figure 11. Ayuko’s future English Self  

 In terms of specificity, Ayuko’s image of her future self is still quite limited. She 

implies that her friends are English speakers but there is no indication of where from or 

what kind of English speakers they may be. Furthermore, while the inclusion of Facebook 

adds some specificity as to where her interactions may be taking place and through what 

medium (written and visual forms of communication), it doesn’t specify how often she will 
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engage in English discussions with these Facebook friends. As anyone with Facebook 

knows, the number of friends you have does not equate to engagement with them.  

Further clarification is also necessary for her desire to, “explain to foreigners how 

to go to destinations”. At her current level of English, giving directions would be no issue 

for Ayuko, so it is curious that she would include this point in her image of her future self. 

In line with her desire to teach foreigners about Japanese culture in English, it could be 

reflective of a desire to direct tourists and temporary residents in Japan to locations of 

cultural interest, and to provide tourism suggestions. 

 A limitation in the scaffolding for this task could explain the lack of specificity. 

Firstly, the instructions instructed the participants to, “write ‘can’ and ‘want to’ 

statements”, and secondly, the exemplar statements which can be found below are all rather 

general.  

Each of the statements on the worksheet (Figure 12) were related to potential future 

language selves but given that they were to be used in conjunction with the more detailed 

accounts of an Ideal L2 self (the exemplars), it is only natural that they are limited in 

specificity. 
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Figure 12. A section from Lesson 1’s worksheet 

Regardless, the participants were able to identify different areas of their English 

abilities that were personally relevant to their desired future. As a starting point, it was 

perhaps the most important step.  

Guiding the vision: Refining the Ideal L2 self 

 Building on what had already been done in lessons, the participants were then 

required to complete a homework task that instructed them to meditate on their future using 

a guided visualisation (Script 1) before composing a written representation of their ideal 

L2 self. Given the specificity of the prompts in the visualisation task, such as, “how old are 

you?”, “do you use it [English] in your work?”, “where are you”, “what does it look like”, 

“how do you feel when you use English”, “how do people react when you speak?”, it was 

expected that the participants would produce relatively detailed accounts of their desired 
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English selves that included sights, smells, sounds and feelings. Ideally, the prompts should 

have enabled the participants to create a mental narrative or snapshot of their future self 

that was as vivid and tangible as possible. As will be shown, a degree of specificity was 

achieved but no compositions could have been classified as compelling narratives of an 

Ideal L2 self.  

 Sakura’s refined Ideal L2 self can be seen below: 

Figure 13. Sakura’s Ideal L2 self 

 From this composition it is clear that Sakura’s Ideal L2 self contains a greater degree 

of specification that the ‘Future English self’. She specifies whom it is that she is talking to 

(exchange students), and where (at the university or café). These details identify her Ideal 

L2 self as someone who temporally located within her remaining three years of university. 

However, while within three years is relatively specific, her next passage, “In English 



84 

 

 

speaking countries I can learn something about education or developing countries and 

discuss academic subject smoothly”, opens her learning experiences to any future period 

of time. While it may refer to an overseas study programme, it could equally refer to post-

graduate studies or on the job learning. The vision then deviates from her current university 

life to that of two potential career-related futures. While there is some consistency in the 

reoccurring mention of educational fields and developing countries, her image is still too 

broad to be considered powerful enough to regulate her future learning behaviours, 

although in many ways it does mirror the detail provided by the exemplars from Lesson 1. 

It could very well be that the inspiration for this written visualisation derived not from the 

visualisation prompts that were mental imagery based, but rather from the tangible, written 

exemplar. It is possible that L2 learners may be comforted by tangible prompts as they 

could provide a basis from which learners are able to structure their own writing around.  

 In contrast to Sakura’s composition which resembles the exemplar explored in the 

first lesson, combined with some of her ‘Future English self’ can statements, Ayuko’s 

approach to her Ideal L2 self composition builds on four of the dot points she presented in 

her ‘Future English self’ can do statements (Figure 12) as well as some of the visualisation 

prompts. Specifically, the “how do you feel when you use English” prompt.  
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Figure 14. Ayuko’s Ideal L2 self 

 Ayuko’s ideal future self is presented as being temporally located 5 years in the 

future. Specificity is apparent in the sections where she identifies the countries from which 

her Facebook friends hail from, and which friends in particular she speaks to in English. 

Furthermore, she refines the vision by including mentions of what topics are discussed, 

both on Facebook and in her face-to-face interactions. To bolster her visions, she also 

includes references to her feelings, “I can speak English without feeling stress”.  
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 Unfortunately, like Sakura, Ayuko was also unable to produce a vivid and 

compelling image of her future Ideal L2 self. Issues related to familiarity with visualisation 

techniques may have played a role, but this will be explored more in Section 4.3.3. More 

concerning however is the area of confusion between the current and distant future self that 

is apparent in Ayuko’s vision. As Higgins’ (1987) self-discrepancy theory postulates, self-

states that are similar to the current self will not provide an impetus for motivated learning 

behaviours. While Sakura aims to discuss academic subjects related to her university life 

and gain knowledge about developing countries and educational issues, all of which is quite 

distant from her current state, Ayuko’s goals appear to be closer to her current state. For 

example, Ayuko’s second point, “I can listen and understand TV and lyrics of songs”. In 

her elaboration of this point, she chooses to mention the Beatles and, the Carpenters; who 

are mentioned twice. Both bands are known for their easy to understand lyrics and slow 

pace, a factor that has led to their inclusion in many Junior high school texts books and 

classrooms. Considering Ayuko’s current English proficiency, it is unlikely that she is not 

already able to achieve this goal, especially considering she has already identified her 

ability to, “understand [English] lyrics a bit”. Additionally, conversing about “daily life”, 

“hobbies” and “music” in a social context, tend to be less complex linguistically than 

academic or business conversations. Combined with the 5-year period, these components 

of Ayuko’s Ideal L2 self may be a little too achievable. Without a future state that is not 
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perceived as easily obtainable, additional learning efforts will not be necessary (Dörnyei & 

Kubanyiova, 2014), and the vision will not function as a motivator. 

Laying the groundwork: 5 Goals 

Towards the end of the course, after gaining some understanding of reality checks 

(Appendix 3.1.2), self-barriers (Appendix 3.1.3) and future self guides (Appendix 3.1.4), 

the participants were asked to create an action plan. Action plans lay the ground work for 

future self guides to be activated since they provide a trajectory for language learners to 

follow in the pursuit of their desired states (Hadfield & Dörnyei, 2013; Dörnyei & 

Kubanyiova, 2014). Furthermore, by breaking rather broad visions down into specific goals 

or steps, the most appropriate language learning strategies can be selected for 

operationalizing the language learning goals (Dörnyei & Kubanyiova, 2014, p.100). While 

the below examples do not link specific language learning strategies to them, they were 

used in the fifth and sixth lesson for just that purpose. In the fourth lesson however, they 

focused on addressing the obstacles and giving voice to the future self-guide.  

Sakura created a representation of her trajectory using a visual road and along that 

road, explicitly identifying five goals that would help her to work towards her desired future 

self. In theory, the final goal should be personally significant, achievable in a period 
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between 6 months to a year in the future, and the subsequent goals should be consecutive 

steps to achieving the final goal. 

 

Figure 15. Sakura’s 5 Goals 

 Figure 15 shows that Sakura’s vision has consistently referred to several 

components; an understanding of foreign cultures, the ability to converse smoothly and the 

ability to discuss complex topics. The components just mentioned can also be found in the 

above composition. While not explicitly connected in a linear manner, there are 
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commonalities between each goal and each clearly supports her university related Ideal L2 

self. Goal 1 (I want to learn something by reading English materials) provides Sakura with 

the linguistic and content knowledge required to discuss academic subjects in Goal 4 (I 

want to discuss academic subject in English), and depending on the contents of the reading 

materials, it may also support Goal 2 (I want to feel and understand foreign culture and 

customs) by providing some background knowledge in foreign culture contact situations. 

Likewise, feelings of enjoyment or success in discussions with English speakers will 

contribute to Sakura’s confidence; her final goal.   

However, each of these goals once again lack specificity and as a result, the 

connections between each goal and how they support each other are not easily noticeable. 

It was only after discussions such as the one in Transcript 5 with the researcher that Sakura 

added notes to her original composition with the intention of clarifying what kind of 

materials she wished to read, the cultures she wanted to understand and where she 

envisioned the discussion to occur. Her final goal was also refined following suggestions 

to create more specific short-term goals in relation to confidence. The discussion with the 

researcher in class is not reflected in the following transcript but rather in the notes added 

to Figure 15.  

 Sakura: Actually, I had the opportunity to use the English 

material in class. Then, in that time, I learned about 
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North America and Canadian culture. Then, the materials 

are so long and so difficult for Japanese. Then, I want 

to learn about that. And I am interested in that but 

(significant pause) 

Researcher: Maybe not something that [is as] long [as your 

university readings]? I mean, you’d like to read 

something shorter. So, what would you like to learn 

about culture in particular? About history? 

Sakura: Various subjects, for example, culture and indigenous 

people. 

Researcher: Well, that is a little more specific. The more you read 

about those things, the more you encounter those words 

because they will be repeated over and over again. Then, 

they will become much easier to recognise and use. 

Transcript 5. Dialogue between Sakura and the researcher in Lesson 5 

Dialogue between the teachers and learners are essential to the process of 

developing relevant and successful action plans since many learners are unfamiliar with 

how to operationalize their vision (Dörnyei & Kubanyiova, 2014, p. 101). Individual 

guidance is thus critical during interventions such as this one. In their recommendations for 

L2 Motivational Self System-based programmes, Magid and Chan (2012) suggest language 

counselling sessions should be used to assist participants in developing specific goals that 

correspond to their long terms goals. While lengthy language counselling sessions were not 

employed during this intervention, there were a number of occasions for individualised 
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feedback to be given as seen in Transcript 5. Unfortunately, Ayuko was absent for the fifth 

lesson and was unable to receive individualised on her own Ideal L2 self trajectory. 

 Ayuko’s action plan (Figure 16) follows a similar format to her previous 

submissions and does not utilise any visual metaphors such as roads. Her goals can be 

directly related back to her previous Ideal L2 self compositions with one exclusion; 

understanding song lyrics.  

Ayuko’s goals show a progression from online and written forms of communication to 

verbal communication, as well as an implied progression of cultural understanding since 

Goals 1 to 4 will all contribute to her understanding of other cultures and histories. 
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 Figure 16. Ayuko’s 5 goals 

With respect to specification, there is again a distinct lack of clearly outlined targets. 

Through conversations with the researcher about her goals, Ayuko may have gained a 

degree of specificity including, how many friends she wanted to make on Facebook, what 

kind of English she wanted to learn or what aspects of culture or history was she interested 

in learning about.  
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Thinking ahead: Future diaries 

Narratives have always had the power to contribute to our understanding of who we 

 are and how we relate to the complexities of life. To this end, having learners create their 

own narratives could be beneficial by providing them with a pre-emptive strategy for 

dealing with potential issues in the future. In Dörnyei & Kubanyiova (2014, p. 73), Bruner 

(1987, p.15) is quoted as saying, “we become the autobiographical narratives by which we 

“tell about” our lives”. By writing about their future, it was hoped that the participants 

would construct a specific and vivid narrative about their future selves actively working on 

towards their Ideal L2 self. Furthermore, since the task instructions required the participants 

to imagine a very specific event; a study session, compositions were expected to include a 

considerable degree of specificity. The Figure below is the final composition created 

Sakura that details her vision of her a possible Ideal L2 self. 
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Figure 17. Sakura’s ‘Future diary’  

Specific details included the nationality of the interlocutor, the location, time and 

the problems encountered as well as the solution utilised. Furthermore, she includes 

her feelings as they may have been in such a situation. All of Sakura’s comments are 

composed in the past-tense which is significant as it positions her as having 

successfully enacted the strategies she hopes to utilise in the future. By having 
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‘completed’ the actions, she has ‘become’ her future self in the sense Bruner (1987, 

p.15) suggested. As can be gathered from her interview comments, the creation of a 

more elaborate and vivid self was indeed motivating despite also being rather difficult 

to achieve.  

Thinking about my ideal future specifically was the most difficult for 

me because I have never thought about it such deeply. For example, the 

smell, the sound and the feeling. So by specifically thinking my feeling 

for ah, my feeling to goals became bigger and specific. 

Transcript 5. Sakura’s interview comments 

 

To conclude, Sakura was able to develop a moderate degree of specificity in her vision 

of an Ideal L2 self. This specificity was aided by on the spot support from the teacher, 

comments from her peers and instructional scaffolds. Vivid details in the form of 

descriptive passages were not evident in terms of sounds and smells. However, towards the 

end of the course, Sakura had begun to include mentions about her feelings in learning 

situations, as well as times and locations. Gradually and through multiple revisions of 

different kinds, Sakura was able to develop a somewhat vivid, and specific image of her 

personally relevant Ideal L2 self.  

Ayuko’s final submission can be found below:  



96 

 

 

Figure 18. Ayuko’s future diary 

 Given the length of this submission and its use of future tense, it is clear that Ayuko 

was not wholly successful in creating a vivid and specific image of her future self engaged 

in the language learning process. While it is not a compelling narrative, it does successfully 

incorporate language learning obstacles such as failing to study from her vocabulary book 

when alone, as well as identifying a solution; studying with a friend who test her. A possible 

explanation for her lack of written detail may stem from her difficulty to convey what is in 

her mind to paper as evidenced by the following comments she made in the interview: 

Researcher Was it easier to write down a future, was it easier to draw a 

future or was it just easier to imagine in your head a future? 

Ayuko Ah, for me, draw was easier. 

Researcher Okay, cool. Any reason why drawing was easier? 

Ayuko Ah, about writing something, I have to think the think the things 

concrete 

Researcher Concretely? 

Ayuko Yes, concretely. So, it’s difficult for me. But just imagine in 

my brain is not so difficult.  
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 Transcript 6. Interview with Ayuko 

Difficulties with writing about one’s Ideal L2 self poses some concerns for the 

effectiveness of the intervention in teaching learners how to create a vivid and specific 

image of their Ideal L2 self. Firstly, as Ayuko hinted in her comments, the writing process 

requires individuals to have a clear and coherent understanding of their own thoughts, a 

task that is twice as cognitively strenuous when done in a second language. Secondly, it is 

often through written compositions that detailed imagery and powerful narratives can be 

constructed in a far more permeant manner than speech or mental imagery can provide. 

Visual compositions in the form of drawings or paintings could provide a similarly tangible 

product that could validate the author’s vision (Vye, 2016), however there are some 

limitations with art as tool for creating a motivating plan for future learning efforts. Chiefly, 

art is highly subjective and aspects such as sound, smell and emotions felt cannot be 

explicitly conveyed through visual imagery. For these reasons, written compositions were 

encouraged throughout the course. 

 To sum up Ayuko’s journey, it could be argued that she did not achieve the same 

degree of success that Sakura did in terms of specificity. Greater scaffolding for written 

compositions and individualised support may have been necessary for Ayuko to achieve 

the same level of detail as Sakura. Despite these issues however, Ayuko still appears to 
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have taken on the lessons learned throughout the programme and implemented her ‘Future 

diary’ persona as reported in the below transcript extract: 

Researcher So, have you tried to use any strategies to try and achieve those 

5 goals? Recently? 

Ayuko Ah yes. Recently. Yes, I think now, I want to achieve the five 

goals, through the strategy, that I learned in lessons.  

Researcher Could you give me an example of what strategies you use? 

Ayuko I have a goal that I want to remember more vocabularies and if I 

do it, by myself I may give it up before I remember all the words 

on the vocabulary book, so I think it’s better to do it with my 

friends and every week or so, I do the vocabulary test with them. 

So, I think, this will be the motivation to study English.  

 Transcript 7. Interview with Ayuko  

Without following up on the participants, it is difficult to determine if the 

visualisation activities and scaffolding had an enduring motivational effect. At the very 

least however, it appears that even visions of a future language self with moderate to limited 

specificity can have some motivational effect on language learners.   

4.3.3 Metacognitive processes, Imagination and the Intervention 

In terms of the L2 Motivational Self System-based intervention, the participants 

reported that they had not engaged in previous metacognitive monitoring; the evaluation of 

learning and the learning process (Winne & Hadwin, 1998). In other words, they had had 

no prior exposure to thinking about how and why they learned English. As such, they were 
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unfamiliar with the demands of the course in which they were expected at times to 

disengage themselves from their current selves and reflect objectively on their learning 

processes and motivations. The ability to monitor and take responsibility for one’s learning 

is not innate (Victori & Lockhart, 1995), rather metacognitive abilities need to be developed 

through consciousness-raising activities and learner training. It has been postulated that 

learners may feel uncomfortable when initially introduced to the consciousness-raising 

activities inherent in metacognitive strategies, and even reject the notion that they should 

be responsible for their own learning, however it has also been suggested that with an 

increased repertoire of strategies, learners begin to feel a sense of “expertise” in their 

learning (Victori & Lockhart, 1995). In line with Victori and Lockhart’s (1995) arguments, 

there is evidence of the participants feeling uncomfortable when initially confronted with 

metacognitive strategies. The withdrawal rate (25%) after the first lesson may well be an 

indicator of how uncomfortable it was for the learners. Furthermore, after initial contact 

with metacognitive strategies, it did not necessarily become easier. Ayuko’s comments 

below highlight the challenges learners face when introduced to unfamiliar learning 

processes.  

I have never thought about how I learn English from now and what is my 

goals about English studying so thinking about that was difficult and 

fresh. So, I think every part was difficult for me. (When asked to 
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clarify more) I think it’s because I haven’t thought before. I learn 

English, because I have to do that. But now it’s different so, it’s 

important now for me to think [about] what I want to do with English. 

But I haven’t thought about that, so I thought the class is so 

difficult.  

Transcript 8. Ayuko’s interview comments 

Despite the challenges, 67% of the participants reported activities based on the self-

barriers to be useful while all participants agreed that goal-setting was useful to their 

continued motivation and expressed some form of desire to continue utilising or learning 

more about effective strategies for learning.   

目 標
もくひょう

を達成
たっせい

するまでには色々
いろいろ

な障 害
しょうがい

があるが、それがどんな障 害
しょうがい

か明確
めいかく

にすることで、客 観 的
きゃくかんてき

に自分
じぶん

の弱 点
じゃくてん

を知り、考える
かんがえる

ことはできたので、と

てもよかった。まだ様々
さまざま

なストラテジーを知り
し り

、挑 戦
ちょうせん

してみたいと思った
お も っ た

。 

There were many obstacles in the way of achieving my goals, but it was 

good for me to think about my weaknesses objectively and clarify what 

kinds of obstacles were in my way. I think I want to learn more about 

the various strategies and challenges. 

Transcript 9. Kumiko’s feedback response 

While, the participants were by no mean bereft of language learning strategies, 

they appeared to have developed a heightened sense of ‘strategic investment’ (Brown, 

2007) in respect to their weaknesses and future goals. In other words, they had taken a 

proactive interest in strategy use relevant to their own learning processes and experiences. 
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Additionally, as part of their emerging understanding of metacognitive strategies, the 

participants, with varying degrees of success, were able to identify the benefits of 

objectively examining their language learning weaknesses and aligning their strategy usage 

with their Ideal L2 self trajectories. An example of this follows: 

 

Figure 19. Kumiko’s 5 goals 

In Figure 19 Kumiko’s 5 goal plan incorporates several elements. Firstly, she has 

identified an achievable end goal that is personally-relevant and related to her overall 

Ideal L2 self. Secondly, she identified four other goals that she perceives as being integral 

to her overall success. From comments made during the interview it is evident that 
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further training is required in goal-development for Kumiko to transfer her unvoiced 

desires into clearly outlined, and motivating goals. 

I want to speak English more fluently and I have visions and I have 

images that I can speak English fluently but to setting 5 goals is um, 

I have to, bring down my abstract images so setting goals was difficult.  

Transcript 10. Kumiko’s interview comments 

Had Kumiko had greater training, it is expected that she would have been able to 

compose a more detailed action plan with less difficulties. For example, rather than 

specifying the mark she truly desires, Kumiko has opted to simply state she will be satisfied 

with a ‘higher’ score in the TOEIC exam. Likewise, rather than identifying what kind of 

comment she wanted to make in class instead of using the vague term, `something`. 

Regardless, it is clear that Kumiko had considered her limitations and the benefits of 

overcoming those limitations in order to develop her personally-relevant goals.  

While none of the participants reported a sense of “expertise”, they did exhibit a 

growing understanding of metacognitive approaches to language learning and their Ideal 

L2 self.  

One significant concern that came out of the qualitative analysis was the potential 

negative effect metacognitive approaches could have when combined with imagination. 

The fear of the negative consequences may be a motivating factor (Higgins, 1987, 1998; 

Boyatzis & Akrivou, 2006; Hadfield & Dörnyei, 2013) however, as pointed out in Section 
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3.4.2 combining failure and imagination is a debated issue (Hadfield & Dörnyei, 2013). 

While the activities concerning negative consequences had mostly been dealt with 

cognitively, some bleed over occurred in which failure was contemplated in what should 

have been a positive visualisation of a future self.   

Kumiko’s ‘Future diary’ composition (Figure 20) outlines the beginning of 

successful strategy use, however, it ends with a degree of failure.  

Figure 20. Kumiko’s ‘Future diary’ 

While it could be argued that the participant has included a sense of realism in her 

visualisaion, it is still concerning as the task required Kumiko to step back and visualize 

herself as a successful learner, capitalising on her established strengths and allowing her to 
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test out possible futures safely. Since her possible future entertains the notion of failure 

despite the considerable efforts made, there is a possibility that her imagined future will 

only serve to reinforce feelings of frustration and futility. 

As seen, there were some challenges in understanding how and when to use their 

imaginative faculties. Despite this, some participants reported a gradual sense of familiarity 

with the imaginative processes itself.  

During the course, it was a little difficult to imagine but through 

every class, it [was] easier for me to imagine [the] future, future 

now. So it become easier. 

Transcript 11. Sakura’s interview comments 

Furthermore, several of the participants reported feelings of success associated with 

acting on the specific strategies they had outlined for themselves. In the final lesson, Kana 

had composed a ‘Future diary’ persona who employed the use of environmental factors 

(using a café and the train as a study space) and routine (completing a TOEIC pre-test after 

work, memorizing 20 words while on the train). During the interview, she revealed feeling 

proud of herself for utilizing the strategies she had decided upon. 

I was surprised also. Because that day I had also part time job. After 

I went to your course. I said [to] you, after part time job I will do 

study at a café-coffee shop so I went to the Starbucks near my house, 

near my room [and] during standing on the train, I used app. (When asked 

how she felt about her actions) Yes, I had praised me.  
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Transcript 12. Kana’s interview comments 

The surprise Kana displays at the beginning of her comments suggests that she may 

not had expected to feel motivated after the course which is encouraging when viewed in 

terms of its influence on the participant’s ability to think, plan and enact their language 

learning strategies. Kana’s praise of her own actions may lead to improved self-esteem and 

encourage a flow on effect in which she chooses to continue utilising metacognitive 

strategies to plan her learning trajectory. It is assumed that the more reflective Kana 

becomes, the more likely it is that she will identify the gaps between her current and Ideal 

L2 self. In turn, this should encourage her to enact a greater array of strategies to help her 

realise her Ideal L2 self. 

4.3.4 Intended Learning Efforts, L2 Self-confidence and the Intervention 

 The findings from the correlation analysis in Section 4.2.2 revealed that Intended 

learning effort is significant to the Ideal L2 self. As such, it is useful to explore the changes 

in the Intended learning effort and to what extent those changes were perhaps influenced 

by the intervention. This section will also explore the role L2 Self-confidence had in 

influencing an increase in intended motivated behaviours. The table below shows the inter-

correlations between the Ideal L2 self, L2 Self-confidence and Intended learning effort. As 

can be seen, the correlation between the Ideal L2 self and L2 Self-confidence is not 

significant, however there is a significant, albeit extremely weak correlation between Ideal 
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L2 self and Intended learning effort, suggesting that while the linguistic self-confidence of 

an individuals may not influence the Ideal L2 self directly, it may have an indirect influence 

via the Intended learning efforts. This connection will be discussed later in this section. 

Table 14. Inter-correlations for Ideal L2 self, Intended learning effort and L2 Self 

confidence 

 Ideal L2 self Intended learning effort 

Intended learning effort  .76** 1 

L2 Self confidence .14 .29* 

*Correlation significant at 0.05 level 

 ** Correlation significant at 0.01 level 

 The raw mean scores between the pre and post-test data show a .33 increase in the 

participants’ Intended learning effort. While not a significantly increase, it does suggest 

that an L2 Motivational Self System-based intervention of relatively short duration can 

yield some change in the participants’ intention to engage in motivated behaviours.  

 Table 15. Raw mean difference for Intended learning efforts and L2 Self confidence 

  M Difference 

Intended learning effort Pre  4.17  

 Post 4.50 .33 

L2 Self confidence Pre  4.50  

 Post 4.67 .17 

 A caution when looking at the increase in the L2 self-confidence needs to be issued. 

The items used for this variable were not negatively worded but related to a lack of L2 self-

confidence rather than the presence of linguistic self-confidence. Items included, Learning 

English is a difficult task for me, I always feel that other speak English better than I do and 

other similar phrasings that related to feelings of anxiety when using English. This increase 
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in anxieties regarding their English usage would usually be constructed as an undesirable 

by-product of an educational course, however, when looking at the qualitative data, two 

interesting trends arose. Firstly, the lack of L2 Self-confidence commonly derived from the 

act of comparing one’s own English abilities to the abilities of returnee students. This act 

of comparing seemed to result in fluctuations between two actions: avoidance or emulation. 

Secondly, the degree of self-efficacy perceived by the participant in relation to their 

English-language studies and abilities may not lessen as a result of intervention, but sharing 

and embracing one’s doubts and anxieties with fellow language learners can be motivating. 

Dörnyei (2010) argues that in the classroom environment, two interdependent yet 

broad contexts can be discerned: the “instructional context” and the “social context”. The 

instructional context relates to influential variables such as the teacher, curriculum, learning 

activities and teaching styles. Meanwhile, the social context deals with the interpersonal 

experiences that take place within the classroom. Both contexts contain a multitude of 

explicit and implicit attitudes which interact with the complex, dynamic processes of 

learning that takes place within learners. This discussion will begin firstly with the 

instructional context before looking at the social context in relation to L2 Self-confidence 

and Intended learning efforts.  
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Instructional Context and Intended learning efforts 

The intervention included three sessions that focused heavily on the potential 

future learning efforts for the participants. It was through these lessons that the participants 

conducted reality checks on their Ideal L2 self by evaluating the efforts need to achieve 

such an end state, and determining if it was realistic within six-month period. Additionally, 

they developed appropriate goals and strategies and visualised themselves successfully 

enacting those strategies. A summary the lessons and activities can be found below.   

Table 16. Summary of lessons which promoted future learning efforts 

L2. Reality Check L5. 5 Goals / Strategies  L6. Future Diary 

- Participants evaluated 

exemplar future selves to 

determine if the goals 

were achievable based 

on factors that included, 

future learning efforts.  

- Participants then 

conducted their own 

reality check. 

- Participants created five 

goals that they needed to 

work towards 

- Materials outlines 

strategies that could be 

utilised to achieve the 

previously discussed 

goals. 

(5)  Participants composed a 

diary entry written from 

the perspective of their 

future self detailing their 

learning efforts, the 

obstacles they encounter 

and the strategies used to 

overcome said obstacles. 

 The reality check is a crucial part of the L2 Motivational Self System course. As 

mentioned in Section 4.3.2, an Ideal L2 self that is too distant can lose its plausibility and 

thus the individual’s sense of control becomes limited. And so, the Ideal L2 self needs to 

be distant enough from the individual’s current self but achievable enough for them to be 

inspired to work hard for it (Dörnyei & Kubanyiova, 2014). Following practice activities 

where the participants read about and discussed an exemplar’s Ideal L2 self, and evaluated 

the exemplar’s goals, they were then asked to summarise in their group why a reality check 
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was useful in relation to their own motivation. The following transcript was taken from one 

group’s discussion.   

Kana: I thought if I understand the thing I can, easy to 

achieve or [which is] possible but more time [is] 

need[ed], I have more motivation to do because if the 

goal is close to me, I want to achieve goal. I think 

I will try to get the goal. So, I think to know the 

thing; [if] we can achieve or possible thing is 

important.  

Kumiko: Why? 

Kana: Because if we didn’t, don’t measurement to the 

thing we can do or no can do. I can like. I can [do] 

all things. 

Ayuko:  I agree with you. And so [with] a reality check we 

can know what I should do first. So first I learn to 

complete the category, is it achieve[able], 

achieve[with some time], and then possible but more 

long term and so yes, I can know the order, what I 

should do. So, this is so good for me. 

Kana: I agree with you 

Kumiko: Yes. 

Kana: If I know the order to what I have to do. Maybe I do.  

 Transcript 13. Group discussion between Kana, Kumiko and Ayuko  

regarding Reality checks.  

Kana’s comments suggest that classifying goals based on their achievability is 

useful for maintaining her motivation since knowing which goals are achievable will 

inspire her to, “try to get the goal”. When prompted to explain why the classification of 
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goals is important, she suggests that a lack of classification will lead her to believe that 

anything is possible. Unrealistic optimism or positivity as it is called in psychological 

research, is a real issue when considering the future, the consequences can range from a 

decline in motivation, self-esteem to a decline in physical wellbeing (Robins & Beer, as 

cited in Shepperd, Waters, Weinstein & Klein, 2015; Sweeny & Shepperd as cited in 

Shepperd et al., 2015). Unrealistic optimism is not always negative from the outset but 

rather, time-dependent. In the short-term, unrealistic optimism may lead to persistence 

towards a goal but in the long term, it could lead to failure due to a lack of planning and 

preparation. Ayuko in her comments builds on Kana’s ideas by suggesting that classifying 

goals allows her to develop an action plan that she can follow in her learning. The goals 

that make up an action plan are necessary for learners to channel their efforts because 

without productive tasks to work towards, their motivation will be wasted (Dörnyei & 

Kubanyiova, 2014). From the comments made by the participants, it is clear that the 

materials used in the intervention and the subsequent discussion resulted in the participants 

understanding the importance of evaluating one’s goals as the first step in maintaining 

motivated learning behaviours.  

 By putting their understanding into practice, the participants produced an action 

plan for the fifth lesson. The five goals produced were subjected to a second reality check 

during the lesson during which the teacher facilitated the discussion to ensure that the goals 
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were realistic and in line with the desired end-state. Later in the lesson, the participants 

discussed and selected strategies that were appropriate to their goals. This activity proved 

fruitful in the short term with the majority of the participants reporting having used the 

strategies they discussed in relation to their action plans in the two weeks after the 

intervention.  

I have a goal that I want to remember more vocabularies and if I do it, 

by myself, I may give it up before I remember all the words on the 

vocabulary book, so I think it’s better to do it with my friends. And 

every week or so, I do the vocabulary test with them. So, I think, this 

will be the motivation to study English. 

Transcript 14. Ayuko’s interview comments 

I rejected the offer to have lunch with my friends until the end of the 

Eiken. This is my strategy which I am using now. And in the next semester 

I want to use strategy that, making routine, to study English. As I 

mentioned in class, first of all, memorising the vocabulary and speaking 

loudly the sentences then understanding, so I want to try to, I want to 

try to make my own routine.  

Transcript 15. Sakura’s interview comments 
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Similarly, the ‘Future diary’ activity also inspired some motivated learning 

behaviours. In Kana’s case, her study efforts mirror the contents of her composition 

precisely. 

After the last class I went to the Starbucks to study. Really. I was 

surprised also. Because that day I had also part time job. After that, 

I went to your course. I said [to] you, after part time job I will do 

study at a café-coffee shop [and] so I went to the Starbucks near my 

house. During standing on the train, I used app. 

 Transcript 16. Kana’s interview comments 

However, not all participants were motivated to enact their action plans immediately. 

Nanami reported not having used any of the strategies in the two-week period after the 

intervention.  

After studying my university and I have a lot of homework and I don’t 

want to do that. At that time, it was lazy self and I think that I am 

sorry I didn’t think about that. 

Transcript 17. Nanami’s interview comments 

From Nanami’s comments, it is clear that possessing an action plan and strategies does 

not always guarantee immediate action. External obstacles such as time pressures, physical 

and mental exhaustion and other obligations also need to be considered when planning for 

future achievements, something that this intervention did not explore. Regardless of 

Nanami’s inaction during the two-week period, it appears that she was able to acknowledge 
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the self-barrier that contributed to her inaction. It could be that Nanami required more 

support to enact her action plan but at the very least, the intervention had provided her with 

the information she needed to become self-aware enough to identify the areas where 

strategies would assist.  

Social Context, L2 Self confidence and Intended learning efforts 

As mentioned previously, two common trends were analysed from the qualitative 

data in relation to L2 Self-confidence and Intended learning efforts.  

The first trend revealed that the participants lack of L2 self-confidence potentially 

derived from the act of comparing their English abilities to that of the returnee students in 

their university classrooms. Since the majority of the students were enrolled in the English 

Faculty at Sophia university, a university well known for its English programmes and high 

international student intake, the likelihood of encountering returnees, or even native 

speakers with excellent English abilities would indeed be rather likely. 

Secondly, success in high school English classes appeared to be a common 

denominator among the participants, with all of them reporting having experienced equal 

to or greater success as junior high and high school students in comparison to their cohort. 

In Sakura’s case, she also reported that having students who were learning at the same 
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speed as her was enjoyable. Once the participants entered university and began taking 

academic courses in English however, they lost their status as “top of the class”.  

Between native speaking teachers, the demands of the course and the presence of 

returnee students, it appears that the participants began to lose their linguistic self-

confidence.  

 

 

 

Table 18. Summary of L2 Self-confidence data between the participants’ high 

school and university experiences.  

 High school University 

Mineo Teacher encouraged him to aim for a 

renowned university based on his 

English abilities. 

Compares himself to his classmates for 

his inability to score high marks on the 

TOIEC exam like they do.  

Ayuko Was confident in her ability to pass the 

English exam for her preferred 

university. 

No comment made regarding her 

classmates. 

Kumiko Achieved high scores in English classes.  Couldn’t understand what other student 

so gave up joining in on the 

conversations. 

Sakura Good at speaking English compared to 

other students. 

Couldn’t speak as fluently as her 

classmates so she lost confidence. 

Kana Good at speaking and reading English 

compared to other students. 

Afraid of speaking in class since she 

perceives her classmates to be more 

proficient. 

Nanami Entered a high school which focused on 

English. Opted to take selective English 

course.  

No specific comment made about her 

abilities in high school.  

Unenrolled in a class after struggling to 

understand the exchanges between the 

teacher and the returnee student (who 

made up the majority of the class).  
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 The inadequacies felt by the participants due to the presence of the returnee 

students, resulted movements between two actions: avoidance or emulation.  

 Avoidance was reported on multiple occasions with the participants most frequently 

opting to remain silent during classroom discussion. 

Figure 21. Nanami’s self-barrier 

  The fear of making mistakes in front of more proficient speakers appears to be 

pronounced enough that it limits the utterances that the participants will make despite 

understanding that speaking practice is important to their continued learning. As shown in 

Table 18 above, the desire to avoid potentially embarrassing situations or situations in 

which the discrepancy is felt keenly, Nanami even went as far as to become unenrolled 

from a course.  

 Not all participants responded to the discrepancy with avoidance-motivated 

behaviours. Some felt that the differences between themselves and the returnees could be 

utilised as an opportunity to gain new knowledge.  
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I enjoy to speak with returnees because my best friend is my private 

English teacher. He is returnee. What I meant [is] that not that student 

studying English in Japan is bad. But talking with returnee will bring 

me to the various aspect? Perspective? For example, studying English, 

just studying. So, the other group, their experience of learning English 

is similar to me. They only just [studied in] high school for entering 

university. The point, what I can learn from them is smaller than that 

of returnee. 

Transcript 18. Mineo’s interview comments 

Additionally, the returnees occasionally acted as role models for the learners to 

aspire to. By viewing the returnees as reference points, some participants were able to 

clearly see the discrepancy between their current selves and versions of their Ideal L2 self. 

This then appeared to eventually inspire some of the participants to take on a new 

perspective which was more conducive to engendering motivated learning behaviours.  

Sakura: Originally, I could not speak English well, so my 

friends never heard I speak English. Then [at 

university] in English class, we always discuss 

about, discuss academic subjects. Basically, my 

friends have experience to study abroad for a long 

time, so many people speak English well better than 

me. So, for me I cannot speak English well 

comparing with others.  

Researcher: Do you feel some pressure there? Some pressure to 

do better or to be like your friends who speak 

better English? 
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Sakura: Yes 

Researcher: How strong would you say that need to speak like 

your friends is? Would you say that that motivates 

you or not particularly? 

Sakura: Ah, at the beginning of [university], in April and 

May. I felt so disappointed and so stressed. I 

thought I wanted to quit the lesson, but now 

gradually my motivation growed. So today, I want 

to speak English like others and more. So that 

experience makes me more, ah… 

Researcher: Motivated? More willing to study? More excited to 

learn English? 

Sakura: Ah, that one! [More excited to learn English]. 

Transcript 19. Sakura’s interview 

The contributing factor between choosing to avoid or emulate returnees may lie in 

the relationship between the learner and the returnee. Distant relationships such as those 

between new classmates may not engender the desire to emulate but rather the desire to 

avoid embarrassment. Meanwhile, once relationships have been formed and the learner no 

long feels threatened by the perceived judgement of the returnee students, then the desire 

to emulate their English abilities seems to increase. Developing the relationship between 

classmates, especially in new classrooms, may inspire learners to work harder to achieve 

their language goals.  
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Reducing the distance between the participants appears to have been achieved over 

the course of the intervention with the majority of the participants communicating an 

increase in motivation due to the shared airing of doubts and anxieties.   

I also meet many classmates, colleagues to study with me. I first heard 

their story. I realised that the person who were struggled with studying 

English is not only me. Many people studying English is struggle with 

goal with English. So, that fact which always motivate me to study 

English when I feel painful and am likely to give up studying English. 

 Transcript 20. Mineo’s interview comments  

Thinking about, thinking about the obstacles. The self barriers. 

Thinking about 5 years is usually what, I don’t want to see it. 

Especially the lazy self. But, by doing this with other people. I 

realised everyone have same feelings so I feel it’s not only my feeling, 

its common thing. So, I felt I really try to fulfil my goals by 

overcoming my obstacles. 

Transcript 21. Sakura’s interview comments 

In classrooms full of more proficient speakers, it can sometimes seem like language 

struggles belong to a single individual. By centering discussions around past learning 

experiences, self-barriers, hopes, fears and future aspirations, the intervention created an 

environment that gave the participants the opportunity to share their concerns and realise 

that they were not alone in their struggles.  
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Explaining the increased lack of L2 self confidence 

As mentioned earlier, the raw mean scores for L2 Self confidence increased slightly 

between the pre and post-test data. 

Table 19. Pre and Post-test data for L2 Self confidence 

  M Difference 

L2 Self confidence Pre  4.50  

 Post 4.67 .17 

 Considering the items were related to a lack of L2 Self confidence rather than the 

presence of linguistic self-confidence, this increase is confusing, especially given the 

seemingly positive impact of the intervention based on the participants’ written and verbal 

comments.  

The first explanation for the slight increase in lower L2 Self-confidence is that the 

intervention while spaced out over the course of five weeks, was too overwhelming. As 

mentioned in section 4.3.1, Instrumentality (Prevention) and the Intervention, a significant 

component of the course focused on the potential negative consequences of not engaging 

in motivated learning behaviours. This heavy focus on potential negative consequences, 

past failures, concerns for the future and appropriate strategies may have led to an increase 

in how difficult the language learning process was perceived by the participants. The 

perception of difficulties may have led to an increase in anxiety and thus an increase in the 

L2 Self-confidence scores.    
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A second explanation is that while the participants felt encouraged and motivated 

by the formation of an action plan and shared experience, the intervention still made them 

highly sensitive to the discrepancy between their current and desired future states; states 

that may be reflected in the returnees. The act of scaling back a desired future self to ensure 

that it is, “indeed possible and not the product of sheer fantasy” (Dörnyei & Kubanyiova, 

2014, p. 91) can be disheartening for some learners, especially those who are perhaps over-

optimistic about their language learning abilities or who are highly invested in their 

language success. The emotions that arise when realising that one’s Ideal L2 self may not 

be achievable in the near future may also be exacerbated by the continual presence of 

linguistically more capable returnees. Role models are highly encouraged with Markus and 

Nurius (1986, p. 954-5) suggesting that many of the possible selves created by individuals 

are direct products of comparisons made to other, more renown individuals. However, 

linguistic role models in the form of returnee students may not be the wisest choice. 

Undoubtedly, observational learning may take place where learners emulate the linguistic 

style and lexicon of another, but the modelled linguistic capabilities may not be attainable 

or relevant (Lockwood & Kunda as cited in Dörnyei & Kubanyiova, 2014). What this 

means is that a good number of returnees’ backgrounds are vastly different to those of the 

learners and, so it is harder to generate an image of their Ideal L2 self that is attainable 
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within a realistic time frame. The use of returnees as linguistic role models may increase 

the anxiety felt by the learners for the very reasons mentioned previously.  

A considerable amount of literature on language anxiety suggests that there is a 

negative correlation with L2 performance whereby the more anxious an individual 

becomes, the worse their performance becomes (MacIntyre, MacKinnon & Clément 2009). 

However, this is not always the case. Eysenck (1979) suggested that anxiety can facilitate 

performance by motivating behaviours and providing a focal point for performance. This 

tends to occur in routine contexts. On the other hand, complex tasks result in the opposite 

effect taking place. The increased attention on one’s own performance becomes a 

distraction since attention is divided between the task at hand and their self-evaluation. 

Should anxiety persist and performances continue to degrade then the individual will begin 

to contemplate escape; a process that serves to distract them further. While this may be the 

case for language performance, MacIntyre et al., (2009) state that the processes described 

above should be considered, “separate from the processes that motivate second language 

learning”. While the processes may be different, the end-states are remarkably similar, 

whereby an increase in anxiety and concern about one’s linguistic abilities was not 

detrimental to intended learning efforts but energising. Moderate levels of low L2 Self-

confidence appear to be required for the discrepancy to be felt between actual and future 

states. After all, according to the self-discrepancy theory (Higgins, 1987), the desire to 



122 

 

 

bridge the gap between these two states is what drives the learner to engage in further 

learning. The key however seems to be moderation. As with the desire to escape a language 

performance situation, intense levels of low L2 Self-confidence may propel learners to 

activate avoidance tactics which will not provide them with the opportunities to learn and 

grow. 

Overall, it appears that the intervention was successful in increasing the intended 

learning efforts of the participants despite also increasing some of their doubts. As 

suggested, the lower L2 Self confidence that the participants demonstrated at the end of the 

course may lead to motivated learning behaviours taking place as the acknowledgement of 

limitations is a prerequisite to developing an appropriate action plan and selecting learning 

strategies to achieve it. 

Chapter 5: Conclusions 

5.1 Summary of the Findings 

 Research question one aimed to identify the motivational variables that were most 

significant to the Ideal L2 self of Japanese university students who were engaged in some 

form of English study. The Pearson correlation coefficient was used to analyse data 

gathered (N=47) to reveal moderate significance with Intended learning efforts and weaker 

correlations to Attitudes to learning English, Instrumentality (Promotion) and Cultural 
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interest. Negative correlations were identified in Instrumentality (Prevention) and 

Ethnocentrism.  

 Section 4.2.2 concluded that an intention to engage in learning is a prerequisite for 

the formation of an Ideal L2 self. This motivation towards learning is influenced by an 

individual’s attitude towards the target language. Furthermore, since individuals frequently 

encounter the target language in the L2 classroom first, the classroom is a place where 

language teachers are able to make the greatest difference. 

 Section 4.2.3 showed that the regulation of personal goals to become a successful 

individual in terms of career, guides part of one’s vision of their Ideal L2 self. Comparisons 

and a discussion to other studies (Taguchi et al., 2009; Suzuki, 2011) suggested that 

promotion-motivated behaviours change as learners become more successful, leading to a 

decline in a promotion-focused Ideal L2 self.   

 Section 4.2.4 suggests that motivated learners may have a greater curiosity about 

the English-speaking world and therefore consumed more cultural products to gain greater 

knowledge about the speakers and language they are learning. Since cultural products in 

the modern age are often by-products of multiple cultural perspectives, it was argued that 

learners are not consuming products that are reflective a single target language 

community’s attitudes and beliefs but rather the attitudes and beliefs of a more international 

community.  
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 Research questions two and three were concerned with the changes in the learners’ 

Ideal L2 self that arose from participation in a L2 Motivational Self System-based 

intervention. Research question two dealt with the changes themselves while research 

question three explored how the intervention itself influenced the changes in the 

participants’ Ideal L2 self. The conclusions for the following sections were drawn from the 

Wilcoxon-Signed Rank test, the raw mean difference between pre and post-test results and 

an analysis of the qualitative data.  

 Considering the findings in Section 4.2 which showed Instrumentality (Prevention) 

was negatively correlated to the formation of an Ideal L2 self, it was essential to 

investigated the potential causes for the significant change in Instrumentality (Prevention) 

that resulted from the intervention in Section 4.3.1 An analysis of the qualitative data 

concluded that the overwhelming focus of the course on the potential negative 

consequences may have led to the significant influence the intervention had on 

Instrumentality (prevention). Despite this effect, an increase in Instrumentality 

(Prevention) based motives proved to motive learning and therefore it acted as a 

counterbalance to over-optimistic ideals.  

 Section 4.3.2 presented evidence to demonstrate that the participants were able to 

achieve a degree of specification in their visions of their Ideal L2 self due to scaffolding 

provided in the course materials and from the teacher. Greater support to learners who 
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struggled to visualise their Ideal L2 self in vivid, specific detail was required and formed 

the basis for a future research recommendation. The difficulties in envisioning a vivid, 

specific Ideal L2 self were also explored in the Section 4.3.3. 

 Section 4.3.3 explored the role of metacognition in the envisioning of an Ideal L2 

self and thus the success for L2 Motivational Self System-based interventions. From the 

data gathered, it was concluded that the participants had had no prior exposure to 

metacognitive thinking in relation to the language learning process. This lack of experience 

appeared to result in some difficulties in constructing a vivid and specific image of their 

personally desired L2 self. The lack of clarity in visions of their Ideal L2 self was limited 

to this study with other studies also reporting that Japanese students in universities 

struggled to clearly conceptualise images of an ideal self (Murray, 2011; Vye, 2016). 

 Section 4.3.4 showed that the intervention had resulted in a small increase in 

Intended learning efforts. It was concluded that this was due to the materials that required 

the participants to develop an Ideal L2 self that were realistic and attainable. By scaffolding 

the process to make their Ideal L2 self more attainable, the learners were then able to select 

appropriate learning strategies which they then implemented after the course in all cases 

bar one. The materials developed for the course and the subsequent scaffolding essentially 

provide a “package” for the introduction of the Ideal L2 self, a notion that was advocated 

by Dörnyei (2009a, p. 37). L2 Self-confidence or the lack thereof, was also linked to 
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Intended learning efforts through social context of the classroom. It was suggested that 

participants will engage in avoidance or emulation tactics when learning in the presence of 

returnees. Emulation appeared to occur when the learners had a pre-existing relationship 

with the returnee while avoidance tactics were utilised when there was no relationship 

present but comparisons between the learner and the returnees’ abilities were made. The 

social context of the classroom was shown to be significant to the learners’ confidence. 

Frequently, learners felt that they are alone in their language struggles and so classroom 

activities that focus on sharing negative learning experiences or doubts can bolster their 

linguistic self-confidence.  

 Overall, the intervention appeared to provide the participants with some tools to 

think introspectively about their own learning process and how to bridge the gap between 

their current and future L2 selves. Increased motivation was reported by the participants 

during the interview stage and the majority appeared to have acted upon their personally 

developed action plans. 

5.2 Pedagogical Implications 

This study has shown that L2 Motivational Self System-based interventions can 

affect changes in learners’ Ideal L2 self. An increased understanding of the L2 Motivational 
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Self System could have potential benefits on how learners view their learning journeys in 

relation to their own selves, and consequently how they regulate their language learning 

behaviours. Knowledge of the L2 Motivational Self System and how to present it to learners 

could assist educators in supporting their learners’ effort to meditate on the contextual and 

metacognitive processes related to their desire future L2 state. By doing so, educators will 

be supporting learners’ autonomous learning. 

At the material development level, educators need to incorporate teaching 

materials that balance the promotional motivation that regulate learners’ behaviours 

towards their desired state with materials that explore the negative consequences of not 

taking specific, goal-orientated actions. In learners who already exhibit positive attitudes 

to English learning, these reminders will help them to stay focused (Oyserman & Markus, 

2010; Dörnyei & Kubanyiova, 2014), while in less motivated learners, it can serve as a 

strong deterrent. A caveat to the inclusion of materials that present negative consequences, 

is that negative consequence can be emotionally charged and therefore should be presented 

through cognitive tasks rather than visualisation based materials in order not to tip the 

balance (Hadfield & Dörnyei, 2013; Magid, 2011; Dörnyei & Kubanyiova, 2014).   

At the classroom level, educators should engender supportive and open 

environments, in which learners are able to share their hopes, dreams, aspirations and fears 

with confidence regardless of their L2 linguistic abilities. Guided imagery activities 
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through mental visualisation activities may be difficult initially but with greater training 

than this study could offer, learners will be able to generate personally-relevant images of 

themselves. To support this, scaffolded writing activities or visual representations using art 

supplies could transform mental representations to tangible ones while alleviating linguistic 

fears (Vye, 2016). Tangible products create accountability and cement the vision in reality 

(Hadfield & Dörnyei, 2013; Dörnyei & Kubanyiova, 2014), and so new and innovative 

ways to strengthen the vividness of visions should be explored within the classroom. 

Likewise, the verbal sharing of past learning experiences, potential futures states, obstacles 

and strategies was shown to mould the learners’ Ideal L2 self into more specific visions 

while cultivating interpersonal connections between the learners.  

Additionally, educators should provide individualised guidance (Magid, 2011; 

Dörnyei & Kubanyiova, 2014) to ensure that learners’ Ideal L2 self is grounded, but distant 

enough from their current selves that effort is required to achieve the desired state. 

Individual guidance is also recommended to ensure that learner goals are in line with their 

desired futures as the metacognitive understanding needed to choose appropriate goals and 

strategies is not innate. Educators therefore should incorporate explicit learner training into 

L2 Motivational Self System-based interventions. By supporting learners’ metacognitive 

abilities, educators will essentially be training learners to be regulate their own learning in 

future contexts where the teacher is not present. 



129 

 

 

In line with the concept of metacognition training, educators may wish to utilise 

the frameworks such as the classroom-based social research framework (Norton, 2000) to 

enable their learners to systematically investigate their own experiences of learning, using 

the L2 and their evolving Ideal L2 self. By having learners become researchers into their 

own learning and sharing their observation with the class, educators and other learners’ will 

gain valuable insights into how current and futures identities are constructed.  

5.3 Limitations and Future Directions 

 The quantitative instrument employed in this study presented a key limitation that 

would benefit from further refinement. Firstly, the items used in the Instrumentality 

(Prevention) variable reflected a negative correlation to the Ideal L2 self which may 

mislead researchers into concluding that prevention-motivated behaviours do not 

contribute to one’s construction of their Ideal L2 self. A key finding of this study was that 

Instrumentality (Prevention) did have some role to play in the formation of the participants’ 

Ideal L2 self. To explore the relationship, future research may wish to develop a quantitative 

instrument that permits researchers to investigate the degree to which Instrumentality 

(Prevention) motives propel individuals towards their Ideal L2 self in more detail. 

Furthermore, the degree to which those prevention motives are subsumed into the Ideal L2 

self would also benefit from further empirical studies.  
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 Additional methodological limitations lie in the sample size and participant 

demographics. A larger sample of Japanese English learners from numerous educational 

fields would have provided the conclusions with greater generalisability. Furthermore, each 

of the participants in the intervention were from language-related faculties and could 

therefore be assumed to possess a higher level of motivation in comparison to their non-

language related cohorts. To add weight to the benefits of an L2 Motivational Self System-

based intervention, future studies may wish to gather participants whose motivation levels 

ranges from low to high to explore the applicability of the intervention to different groups 

of learners.  

 The length and time provided to the learners is a further limitation of this study. As 

several of the participants commented during their interviews, either longer sessions or a 

longer overall course would have been appreciated. To optimise the time learners, have to 

digest and construct their own understanding of the L2 Motivational Self System, it is 

recommended that future interventions are conducted over the course of a regular university 

term (15 weeks). By providing greater exposure to the system, it is hoped that learners will 

be able to develop highly specific versions of their Ideal L2 self and motivated learning 

behaviours can be tracked throughout the course.  

 While not a limitation of the methodology, issues became apparent throughout the 

course and during the interview stages. Specifically, it appears that Japanese university 
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students are not well versed in metacognitive learning nor introspection into their 

behaviours. This finding was most interesting with respect to future research directions.  

 Firstly, it brings into the question the role of metacognition in developing an 

elaborate, specific and vivid vision of an Ideal L2 self. Secondly, considering the 

intervention encouraged learners to support each other by sharing their thoughts and 

opinions, as well as vision, future researchers may wish to investigate how learners co-

construct motivation when applying metacognitive effort during the course. This particular 

research direction was initially presented by Ushioda (2016) but fits perfectly with what 

was observed during this study. Finally, in relation to material development, researchers 

may wish to explore how materials can be constructed to successfully scaffold and motivate 

learners to think effectively through their past learning experiences, goals, obstacles and 

desired end states.  

 The directions outlined here fill me with great anticipation for the future of language 

learning motivation research and personally, I can’t wait to sink my teeth into the resulting 

findings! 

5.4 Concluding remarks 

 The practical application of the L2 Motivational Self System to the language 

classroom context drew me to it originally. I expected the System to be an exciting 
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framework to employ with my students; fun, challenging and most importantly, applicable 

to their language learning journeys. These expectations were met and as a teacher, I have 

learned a lot about the people I teach language to. There is a lot more research to be 

conducted and refinements made to my own version of a L2 Motivational Self System-

based programme, but I know that this research study has provided me with insights and 

questions that will help me in my future; both as a practitioner and as a researcher.  
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Appendices 

Appendix 1.1. Motivational Factors Questionnaire (MFQ): Japanese Version 

英語学習動機づけに関するアンケート 

 

このアンケートは英語学者動機づけをよりよく理解するためのものです。Part 1, Part 2, Part 

3 の３つのパートがあります。それぞれの指示に従い、回答を記入してください。これはテ

ストではありませんので、「正解」も「不正解」もなく、名前を記入する必要もありませ

ん。他人がどう思うか、どうすべきかではなく自分の考えにあう選択肢を選んで回答してく

ださい。Please answer in terms of how well the statement describes YOU. Do not answer how you 

think you should be, or what other people do. Work as quickly as you can without being careless. 

CONSENT 

Your answers will be confidential. If you have questions or want a copy or summary of the study 

results: Contact the researcher.  

すべての回答は機密扱いにされます。何かわからないことや、この研究の概要や結果につい

て知りたい場合は、研究者に直接ご連絡ください。 
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Statement of Consent: I have read the above information, and have received answers to any 

questions. I affirm that I am 18 years of age or older. I consent to take part in the research study on 

language learning motivation.  

同意書：私は 18 歳以上で、本研究の目的や実施内容等を理解し、研究に参加します。 

 

Participant’s Signature                                             Date 

 

 

例１から６の番号の中からひとつを選んでお答えください。記入漏れのないようにお願いい

たします。 

 

全くそう 

思わない 

そう思わない あまりそう 

思わない 

ややそう思う そう思う 

 

非常に 

そう思う 

1 2 3 4 5 6 

 

(例) スキーがとても好きで、テニスがあまり好きではない人 

スキーはとても好き

だ。 

1 2 3 4 5 6 

テニスはとても好き

だ。 

1 2 3 4 5 6 

 

 

 

Part 1 

1. 英語が好きですか？ 1 2 3 4 5 6 

2. 英語圏の国は世界で重要な存在だと思いますか？ 1 2 3 4 5 6 

3. 英語圏の音楽（ポピュラーミュージック）がすきです

か？ 

1 2 3 4 5 6 

4. 英語圏の住んでいる人々が好きですか？ 1 2 3 4 5 6 

5. 英語を話す国の人たちと出会うことがすきですか？ 1 2 3 4 5 6 

6. 英語圏へ旅行するのは好きですか？ 1 2 3 4 5 6 

7. 英語を習うことは英語圏の人々の文化や芸術を知るため

に大切だと 

思いますか？ 

1 2 3 4 5 6 

8. ハリウッド映画が好きですか？ 1 2 3 4 5 6 

9. 英語の雑誌や、新聞、あるいは本は好きですか? 1 2 3 4 5 6 
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10. 英語圏の人々についてもっと知りたいですか？ 1 2 3 4 5 6 

11. 英語圏の国は先進国だと思いますか？ 1 2 3 4 5 6 

12. 英語のテレビ番組が好きですか？ 1 2 3 4 5 6 

 

 

Part 2 

13. 正直に言って自分は英語をマスターするために本当に

よく頑張っていると思う。 

1 2 3 4 5 6 

14. 英語を勉強しないと家族が残念に思うので、英語を勉

強しなければならない。 

1 2 3 4 5 6 

15. 勉強や仕事等で海外に長期間滞在したいと思っている

ので、英語を勉強して おくのは大切だ。  

1 2 3 4 5 6 

16. 習慣や価値観の異なる人はあまり信用できない。 1 2 3 4 5 6 

17. 英語の勉強をしなければいけない。そうしなければ、

将来仕事で成功 

できな いと思う。 

1 2 3 4 5 6 

18. 両親は英語を学校の科目として重要だと考えていな

い。 

1 2 3 4 5 6 

19. いつも英語の授業を楽しみにしている。 1 2 3 4 5 6 

20. 私が英語を学んでも学ばなくてもあまり気にする人は

いない。 

1 2 3 4 5 6 

21. 自分は異文化の価値観や習慣をあまり理解できない。 1 2 3 4 5 6 

22. 国際社会において、日本人は日本語や日本ぶんかを守

るべきだ。 

1 2 3 4 5 6 

23. 自分の周りには英語を勉強するのが時間の無駄だと思

っている人が多い。 

1 2 3 4 5 6 

24. 人前で英語を使うと日本人らしくなと思われる気がす

る。 

1 2 3 4 5 6 

25. 英語を学ぶことは本当に楽しい。 1 2 3 4 5 6 

26. 国際化が進むと日本語が失われる危険性がある。 1 2 3 4 5 6 

27. 自分の夢が叶ったら英語を効果的に使う自由に使える

ようになると思う。 

1 2 3 4 5 6 

28. 親しい友人が英語の勉強は大切だと思っているので、

英語の勉強をする。 

1 2 3 4 5 6 

29. 今の私の環境では英語がそんなにできなくてもかまわ

ない。 

1 2 3 4 5 6 

30. 英語の資格試験で低い点数を取ったり不合格になりた

くないので英語の 

勉強 は必要だ。  

1 2 3 4 5 6 

31. 他の言葉で書かれた新聞や雑誌などよめればいいなあ

と思うことがよく 

ある。 

1 2 3 4 5 6 

32. 国際化によりに日本文化が失われる危険性がある。 1 2 3 4 5 6 

33. 自分の人生において英語の学習は最も重要だ位置を占

めている。 

1 2 3 4 5 6 
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34. 英語を習得することは自分にとってむずかしい。 1 2 3 4 5 6 

35. 将来英語を使って仕事をしている自分をよく想像す

る。 

1 2 3 4 5 6 

36. 英語を勉強しておくといつか良い仕事を得るために役

立つと思うので、 

英語 の勉強は大切だ。  

1 2 3 4 5 6 

37. 今後さらに自分の専門について勉強をしていくために

は英語が必要になると 思うので、英語の勉強は大切

だ。  

1 2 3 4 5 6 

38. 英語はすすんで勉強している。 1 2 3 4 5 6 

39. 自分は異文化の価値観や習慣を尊重する。 1 2 3 4 5 6 

40. 私が英語を勉強することを周りの人々が期待している

ので、英語の勉強は必 要だ。  

1 2 3 4 5 6 

41. 自分は英語の習得には自信がある。 1 2 3 4 5 6 

42. 英語を話せる人のようになるだろうと思うようになっ

ている自分をよく想像する。 

1 2 3 4 5 6 

43. . 英語ができれば国際的に働くことができるので、英語

の勉強は大切だ。  

1 2 3 4 5 6 

44. もし英語の講座があれば将来的に受講したい。 1 2 3 4 5 6 

45. 自分私は誰かと英語で話す時にすぐ不安になる緊張す

るタイプだ。 

1 2 3 4 5 6 

46. 外国人の友達と英語で話しているのをよく思い浮かべ

る。 

1 2 3 4 5 6 

47. 学校で英語の授業がなかったらどこかほかに出向いて

英語を勉強する。 

1 2 3 4 5 6 

48. クラスメートは自分より英語がうまく話せるような気

がする。 

1 2 3 4 5 6 

49. ラジオで英語の曲を聴くときには注意深く聞いて歌詞

を理解しようとしているする。 

1 2 3 4 5 6 

50. 英語の単位をとらないと卒業ができないので、英語の

勉強を 

しなければならない。 

1 2 3 4 5 6 

51. 習慣や価値観の異なる人と協力して物事をするのは困

難だと思う。 

1 2 3 4 5 6 

52. 英語の習得のためによく努力する方だ。 1 2 3 4 5 6 

53. 将来昇進のために英語力は必要となるので英語の勉強

は大切だ。  

1 2 3 4 5 6 

54. 英語を勉強するのはとても面白い。 1 2 3 4 5 6 

55. 私は英語を話すときクラスメートが笑わないかと心配

になる。 

1 2 3 4 5 6 

56. 異文化の価値観や習慣にはあまり興味がない。 1 2 3 4 5 6 

57. 私は英語を学校の科目としては重要だと思っていな

い。 

1 2 3 4 5 6 

58. 英語のテレビ番組が見られるなら,いつも見るだろう。 1 2 3 4 5 6 

59. 外国に住み、英語で討論している自分を想像できる。  1 2 3 4 5 6 

60. 英語ができないと、出来の悪い学生と思われるので英

語の勉強は大切だ。  

1 2 3 4 5 6 
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Part 3 

次の項目のチェック(✓)を入れるか、空欄に回答を記入してお答えください。  

性別： □ 男性 □ 女性  

年齢： □ 18  □ 19  □ 20  □ 21  □ 22  □ 23  □ 24  □ その他：______________  

学年： □ １年生  □ ２年生  □ ３年生  □ ４年生  □ ５年生  □ その他：______________  

専攻： __________________________________________  

英語教員： 英語のネイティブの先生に習ったことがある、あるいは習っていますか？  

□はい         □ いいえ  

海外経験： 旅行や勉強など、少なくとも計３ヶ月以上英語圏に滞在したことがあります

か？   

□はい         □  いいえ  

英語力： あなたの現在の英語力について次の中から一つに印をつけてください。  

□ 中上級レベル以上—日常生活の一般的な事柄や専門的な事柄についての会話がで

き、講義や放送 の大意を理解できる。新聞などの高度な文章が読め、自分の考えを書く

ことができる。 

□中級レベル—日常生活の一般的な事柄に関する会話ができる。日常生活の一般的な

事柄に関する 文章が読め、簡単な文章を書くことができる。  

□初中級レベル—日常生活の身近な事柄についての会話ができる。日常生活の身近な

事柄について の文章が読め、簡単な手紙を書くことができる。  

□初級レベル—挨拶や人の紹介などの簡単な会話ができる。簡単な文章が読め、基礎

的な英語を用 いて簡単な文章を書くことができる。  

□基礎レベル—決まり文句を用いて簡単な挨拶ができる。簡単な文が読め、短い文章

の大意が理解 でき、基礎的な英語を用いて簡単な一文を書くことができる。 
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ご協力ありがとうございました！ 

Motivational Factors Questionnaire (MFQ): English Version 

 

Part 1 

 

1. Do you like English? 

2. Do you think that English-speaking countries have an important role in the world? 

3. Do you like the music of English-speaking countries? (pop music) 

4. Do you like the people who live in English-speaking countries? 

5. Do you like meeting people from English-speaking countries? 

6. Do you like to travel to English-speaking countries? 

7. How important do you think learning English is in order to learn more about the culture and art of its 

speakers? 

8. Do you like Hollywood films? 

9. Do you like English magazines, newspapers, or books? 

10. Would you like to know more about people from English-speaking countries? 

11. Do you think that English-speaking countries are advanced and developed nations? 

12. Do you like TV programmes made in English-speaking countries? 

 

 

Part 2 

 

13. I can honestly say I am really doing my best to learn English 

14. I have to study English, because, if I do not study it, I think my family will be disappointed with me. 

15. Studying English is important to me because I would like to spend a longer period living abroad (e.g., 

studying and working). 

16. I don’t trust people with different customs and values to myself 

17. I have to study English, otherwise, I think I cannot be successful in my future career. 

18. My parents do not consider English an important school subject 

19. I am always looking forward to my English classes 

20. Hardly anybody really cares whether I learn English or not. 

21. I find it difficult to understand the values and customs of other cultures 

22. As part of an international society, Japanese people must preserve the Japanese language and 

culture 

23. Most people around me tend to think that learning English is a waste of time 

24. Using English in front if people makes me feel like I will be thought of as less Japanese 

25. I really enjoy learning English 

26. As internationalization advances there is a danger of losing the Japanese language and culture 

27. If my dreams come true, I will use English effectively in the future. 

28. I study English because close friends of mine think it is important 

29. For the people where I live now, English doesn’t really matter that much 
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30. Studying English is necessary for me because I don’t want to get a poor score or fail mark in English 

proficiency tests.  

31. I often wish I could read newspapers and magazines in another language. 

32. As a result of internationalization, there is a danger that Japanese people may forget the importance 

of Japanese culture 

33. It is extremely important for me that I learn English 

34. Learning English is a difficult task for me.  

35. Whenever I think of my future career, I imagine myself being able to use English. 

36. I have to study English because I think it will be useful in getting a job. 

37. Studying is important for me because I’ll need it for further studies 

38. I am working hard at learning English 

39. I respect the values and customs of other cultures 

40. Learning English is necessary because people surrounding me expect me to do so. 

41. I am sure I will be able to learn English 

42. I can imagine myself as someone who is able to speak English 

43. Studying English is important to me because with English I can work globally. 

44. If an English course was offered in the future, I would like to take it 

45. I think I am the type who would feel anxious and ill at ease if I had to speak to someone in English 

46. I can imagine speaking English with international friends 

47. If English were not taught in school, I would try to go to English classes somewhere else 

48. I always feel that others speak English better than I do 

49. When I hear an English song on the radio, I listen carefully and try to understand all the words 

50. I have to learn English because without passing the English course I cannot graduate. 

51. I find it difficult to work together with people who have different customs and values 

52. I am the kind of person who makes great efforts to learn English 

53. Studying English is important to me because English proficiency is necessary for promotion in the 

future.  

54. I find learning English really interesting 

55. I worry that the other students will laugh at me when I speak English 

56. I have no interest in other culture’s values and customs 

57. I don’t think that English is an important school subject 

58. If I had access to English-speaking TV, I would try to watch it often 

59. I can imagine myself living overseas and having a discussion in English 

60. Studying English is important, because if I don’t have knowledge of English, I’ll be considered a weak 

learner 

 

Appendix 2.1. Interview Guide 

A LANGUAGE LEARNING EXPERIENCE 

How long have you been learning English? 

Would you say that you enjoy learning English? 

• Can you give reasons? (Why/ Why not?) 
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B SELF EVALUATION 

Prior to the course did you consider yourself a ‘good language learner’? Why? 

Did you opinion of your abilities change after the course? 

• Can you give reasons? (Why/ Why not?) 

C ATTITUDES TO ENGLISH 

What does English mean to you? 

What kind of images does English bring to mind for you? (either positive or negative) 

What does it mean to you to be a successful user (speaker) of English? 

D ATTITUDES TO SPEAKERS OF ENGLISH 

Is there a person/ or people who has/ have served as a role model for your language 

learning? 

When you imagine a competent speaker of English, what does he or she look like? 

How do you think people around you (friends, family, colleagues) would regard you if 

you were an expert user of English? 

E GOALS AND ORIENTATIONS 

Do you think that it is important for YOU to learn/master English? 

• Can you give reasons? (Why/ Why not?) 

Did you have clear learning goals prior to the course? Did this change at all as a result of the course? 

• Can you explain? 

How would a command of English enrich your life? 

E OBLIGATIONS AND NEED TO LEARN ENGLISH 

Is it necessary for YOU to learn English? 

• Can you give reasons? (Why/ Why not?) 

If you think that it is necessary to learn English, when did you first think so? 

• Can you give reasons? 

Have you ever felt any pressure to learn English? 

What do other people think about your learning English? 

What concerned you most about your English ability prior to the course and after? 

• Can you explain? 

F IDEAL ENGLISH SELF 

Can you imagine a clear situation when you are a successful speaker of English: 

• who would you be speaking to? 

• where would you be speaking? 

• what would you be using English for? 

G INSTRUCTION 

What specific activities helped you to think about your ideal future self? 

• Why were they helpful? 
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Did visualising a positive ideal future self help to motivate you to learn English? 

• Can you give reasons? (Why/ Why not?) 

What was the most difficult part of visualising a future self? 

• Can you give reasons? (Why?) 

Since the end of the course, have you used any of the strategies or activities? 

• Can you explain what and why/why not? 

Appendix. 3.1 Lesson Materials 

3.1.1. Lesson 1 materials: Developing your Ideal L2 self  

Group 1: Summer’s future self 

1. Read through the text. Choose a title for the text. 

 My successful career self 

 My successful tourist self 

 My global citizen self 

 My personally successful self 

 

 

 

2. Read again and choose () the statements that the writer of the text might say: 

 I want to speak English to communicate with people from different countries 

 English is the key to a successful career for me 

 I will enjoy my holiday more if I can speak the language 

 I want to understand a different culture 

Title:                                       
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 I want to earn a good salary and have an interesting job 

 I want to be able to chat a little to local people about simple things 

 I want to be able to understand TV and films in the language 

 I want to be able to read fluently without spelling words out 

 I want to be able to communicate everywhere when I travel 

 I want to feel a part of the society I live in 

 I want to discuss politics and social issues with many different people 

 I want to make friends with people from other countries 

 I want to have many opportunities in my job to travel overseas 

 

3. Pair up with someone from a different group. Imagine you are the writer of the text. Use your 

notes to tell the other person about your ‘vision’ of your future self.  

4. Using the paper provided. Draw an image of your current English self and your future English self. 

Include statements about what you want to achieve and what you can achieve.  

 

3.1.1.1. Additional Ideal L2 self exemplars 
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3.1.2. Lesson 2 materials: Reality Check  

[Jill’s ideal future Greek self] 

Task 1: Read the description of Jill’s ideal Greek self.  

Please know that Jill is studying Greek at evening classes – a single two-hour class per week. She 

began studying in September and plans to go to Greece in May.  

 

 

 

 

 

 

 

My imagined Future Self is on holiday in Greece. We have rented a car 

(managing all the paperwork in Greek) and are driving through a town 

in Greece and I can read all the street signs easily and fluently 

without spelling out the letters. We stop and park the car. I read 

the instructions on the meter and know how much to put in. I only 

have a note but I am able to ask someone for change for the meter. 

Next, we have to find the museum. The map is not clear so I ask a 

passerby for directions. Not only can she understand me – but I 

understand everything she says! We reach the museum and I buy a 

guidebook in Greek. I can read fluently and understand everything it 

tells me about the objects in the museum and their history. After the 

museum, we go for lunch in a little tavern. I can read the menu and 

order in Greek. When the meal comes, it is exactly what I thought I 

was ordering too! It’s hot in the afternoon so we go back to the 

villa for a rest and then down to the beach. I read the newspaper on 

the beach. 
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1a. Read through the description again. Circle any statements you think are unrealistic, given the 

time frame she has available. Draw a box around statements you think should be achievable. 

Underline statements you think will be possible but difficult to achieve. 

1c.  Discuss with your group, the statements you thought were unrealistic, achievable and possible 

but difficult to achieve. Justify your answers (Explain why you think it was unrealistic, achievable or 

possible but difficult to achieve). 

 Keep in mind that Jill will have studied Greek for 9 months by the time she goes on the holiday 

described above.  

1d. Look at ‘JILL’S REALITY CHECK’ on the next page and compare your answers to hers. If you 

disagree with any of the answers Jill gave, discuss with the group why you think disagreed.  

1d. [Jill’s Reality Check] 

 

 

On the way back I do the shopping for supper and can ask for what I 

want, identify the labels on the packets, understand how much it comes 

to and chat to the shopkeeper about where we come from and what I’m 

cooking for supper. In the evening, the landlady invites us in for a 

drink and I can chat to her easily and fluently. We talk about 

families, different customs in Greece and England and politics. I even 

make a joke! 
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Task 2: Look at your ideal future self and conduct your own reality check based on a 6 month period.  

Easy to achieve Possible, but more 

long-term 

Very hard to achieve Not really achievable 

(without much more 

time than I have) 

 

 

 

 

 

 

 

 

 

   

Appendix 3.1.3. Lesson 3: Obstacles to Learning 

[Past Learning Experiences] 

We have all had experiences inside and outside of the classroom that have resonated with us or 

which have deprived us of our motivation. Today, we will be exploring the ways that we hold 

ourselves back.  

TASK1: Match the self-barriers to the name list 

a. The unconfident 
self 

b. The weak-willed 
self 

c. The 
procrastinator self 

d. The lazy self 
 

e. The over-
committed self 

f. distracted self g. The stressed self h. The 
inefficient 
self 

i. The easily 
discouraged self 

j. The disorganized 
self 
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TASK2a: Identify 2 – 3 self-barriers that you see in yourself. Give a short example of how each of 

these self-barriers manifest in your day to day study habits. 

Self-Barrier Examples 

例：Lazy self 

 

 

 

I thought it would be interesting to learn more vocabulary by reading a Whisky 

blog (since I love whiskey and want to learn how to talk about whiskey). 

However, when I come across words I don’t know, I can’t be bothered to look up 

more than 3 or 4 words so in the end, I don’t really learn any new words.  
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TASK2b: Compare your answers with the rest of the group and discuss how often you come across 

these barriers and what you currently do to overcome them 

 

Appendix. 3.1.4. Lesson 4: ‘Future Self Guides’ 

[Future Self Guides] 

The purpose of this lesson is to raise your awareness of self-guides. The parts of yourself who guide 

you towards success or who put up barriers to prevent you from achieving success.  

Task 1: Read through the poem, underline any unknown words and discuss with your group the 

meaning of the poem. 
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Task 3: Think of a time in your life when two paths diverged. For example, a choice in studies, choice 

of career, job opportunity etc. Share your story with the group.  

 

Task 4: You are walking in the woods and have come to a fork in the path. You haven’t got a map, so 

you don’t know which path to take. You meet two people and ask them for advice.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

A: Guide 1 – Self Barrier 

You can see both paths – there is a level, smooth path that takes a nice, easy circular route 

through the forest.  You recommend that one…it involves very little effort and is very 

pleasant. Plus, you end up exactly where you started – so you know where you are: no 

effort, no danger of getting lost! 

 

Think up some more reasons for taking the easy path and for not taking the more difficult 

path.  

B: Guide 2 – Ideal Future Self 

You know both paths well. There is an easy one which isn’t really all that exciting – it 

takes you through the forest on a broad level track. It doesn’t really go anywhere new – 

you just see more trees and at the end you are right back where you started. The other 

path is really exciting, though more challenging – steep and rocky and a long hard slog 

but at the end you come out on a mountain top with some inspiring views.  

 

Think up some reasons for taking the more difficult path instead of the easier path.  

  

Reasons: 
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Appendix. 3.1.5. Lesson 5: Developing Strategies  

[Developing Strategies] 

The purpose of this lesson is to develop an understanding of strategies for overcoming barriers. 

Task 1: Read through the strategies and think about which headings it should go under using the 

mind-map on the back of this page.  

 

 

 

 

 

 

 

 

 

 

Reasons: 
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Appendix 2.1.6. Lesson 6: Envisioning the Future 

[Maintaining the vision] 

The purpose of this lesson is to develop and enrich your vision of your future English-speaking self. It 

is to help you to envision yourself learning, encountering obstacles and finding solutions.  

 

Task 1: Read the example of a ‘future diary’ 

A ‘future diary’ is a diary entry that takes place in the future. You can use ‘future diary’ writing 

exercises to help you think about future problems and to find solutions to them.  

Task 2: 

1. Choose a goal that you wrote down for your 5 goals.  

2. Write a ‘future diary’ entry. Include as much detail as you can, including, where, when, sounds, 

smells, problems you face, how you overcome the problem and how you feel. Be as realistic but 

positive as you can be. 

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________
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__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________ 

Share your ‘future diary’ entry with your group.  

 

 

 

EXAMPLE: 

I know I need to learn the terminology for giving grammar explanations but learning 

words isn’t really something I am good at. Still, if I don’t do it, I am going to struggle at 

work, especially when the students ask me questions. So this morning, I thought to 

myself, “I must do it!” And so, I decided to go to the Starbucks in Yotsuya to study. 

Coffee and the quiet chatter of people always helps me to focus. I think I like having 

other people around me because it makes me more conscious of what I am doing so I 

feel a greater pressure to focus on my studies. If I am at home, I know I can’t study well. 

The vocabulary list in front of me contained 25 words. They were all words for grammar, 

like 名詞、動詞 or 副詞. I noticed that the kanji at the end was the same so this made 

me feel like maybe learning the words wouldn’t be so difficult. While drinking my coffee, 

I wrote out the words 10 times each, repeating them in my head as a wrote. Then I read 

them aloud 10 times each. Finally, I covered the words up and tried to say a sentence 

using the word. It was a little difficult so I decided to write the sentence first and then I 

repeated that sentence a few times. Writing the sentences down was a lot easier so I 

began to feel more confident in my ability to use these words. I only studied for half an 

hour today but it made me feel like I was making solid effort in my studies.  
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