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This study replicates research by Taguchi, Magid, and Papi (2009) regarding the L2
motivational self system, a framework for understanding second language learning
motivation in terms of how learners view themselves as users of the second language
(Dornyei, 2005). The study was of 922 students at a national university in Japan who
completed a questionnaire measuring 10 different L2 motivational and attitudinal
factors. Correlation analyses and structural equation modeling (SEM) of the data
supported the validity of the L2 motivational self system as a culture-independent
explanation of the factors comprising L2 motivation. The differences that emerged
in the strengths of relationships between factors for our sample compared to the
Japanese sample in Taguchi et al. are postulated to be mainly due to differences
between the two samples in their socioeconomic background and educational
context.
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of possible selves posited by Markus and Nurius (1986) in conjunction

with prior theories of L2 motivation in second language learning and
comprises three key concepts (Dérnyei, 2005, 2009a, 2009b, 2010; Doérnyei
& Ushioda, 2011):

T he L2 motivational self system evolved from the theory in psychology

1. the ideal L2 self, or how learners envision themselves ideally
using the L2 in the future;

2. theought-to L2 self, or the type of L2 user they believe they need
to become in order to meet others’ expectations while avoiding
negative outcomes;

3. L2 learning experience, or attitudes toward the learning
environment and experiences with all stakeholders, including
achievements (and lack thereof) in that environment.

The L2 motivational self system is an attempt to address issues with Gard-
ner’s (1985) integrative model of L2 motivation, which posited that L2 moti-
vation primarily derives from two factors: (a) learners’ attitudes toward the
language learning situation and (b) their integrativeness, or their interest
in learning another language for the purpose of becoming “closer psycho-
logically to the other language community” (Gardner, 2001, p. 12). Gardner
(1985) mainly studied learners who were in relatively close proximity to
substantial L2 communities (e.g., learners of French in regions of Canada
outside of French-speaking Québec). Researchers did not expect this model
to fit learners in regions where no substantial L2 community exists (e.g.,
learners of English in Hungary). However, Dérnyei and Csizér (2002) found
that integrativeness appeared to be a primary factor in explaining the L2
motivation of Hungarian learners of English who had little contact with any
community of English speakers. In other words, it appeared that the desire
to become psychologically closer to an English-speaking community seemed
to be a significant motivational factor for learners who had little contact
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with any community of English speakers. Dérnyei and Csizér concluded that
the questionnaire items they used to measure integrativeness had actually
measured something else: namely, the ideal L2 self. This realization marked
the beginning of research into the L2 motivational self system framework as
a replacement for previous models of L2 motivation.

The L2 Self System in the Japanese University Context

In Japan, extensive research has been conducted at the tertiary level related
to the L2 motivational self system, investigating the L2 learning experience
and the ideal L2 self together with international posture (Aubrey, 2014;
Aubrey & Nowlan, 2013; Munezane, 2013; Yashima, 2009, 2013). Additional
promising studies on L2 motivation in Japan measure slightly different
constructs, including the positive L2 self (Lake, 2013), possible selves
(Apple, Falout, & Hill, 2013), and the micro ideal selves and macro ideal
selves (Ueki & Takeuchi, 2013).

Ryan (2009) conducted a nationwide survey in Japan of 2,397 English
learners in order to empirically test the concept of the L2 motivational
self system suggested by Csizér and Doérnyei (2005) and Dornyei, Csizér,
and Nemeth (2006) in Japan. Ryan’s findings paralleled those of Dornyei’s,
indicating that the ideal L2 self better explained his sample’s L2 motivation
than integrativeness. Specifically, having an affinity for the language and
culture of a particular local English-speaking community contributed less to
these students’ L2 motivation than the desire to see themselves as active in
a more global English-speaking community (Ryan, 2009).

At a practical level, educators have explored ways to apply the L2
motivational self system to help learners improve their English abilities
through a variety of research practices. Falout (2013) provided suggestions
for classroom applications of the L2 motivational self system, Kaneko (2012)
presented qualitative research on the system through narrative case studies
of university science majors, and Irie and Brewster (2013) described similar
qualitative research involving liberal arts majors.

Taguchi, Magid, and Papi (2009) conducted a pivotal study on Dérnyei’s
(2005) tripartite L2 motivational self system in which they sought to
empirically determine the generalizability of the system across varied
cultural contexts in Asia by comparing the motivational characteristics of
learners of English in Japan, China, and Iran. Their study had three main
objectives.



8 JALT Journal, 42.1 « May 2020

Objective 1. Test the Viability of the Ideal L2 Self as a Replacement for
Integrativeness

The researchers first explored whether integrativeness might be a key
component of L2 motivation in countries lacking a prominent L2 community
with which learners could be integrated. Despite the lack of major L2
communities in Iran, China, and Japan, integrativeness strongly predicted
the preference for and effort to learn the L2 in those countries, thus
confirming the need to replace integrativeness with a construct that could
better explain motivation for these contexts. The analysis revealed that the
ideal L2 self more strongly predicted preference for and effort to learn the L2
than integrativeness for the three Asian contexts. These findings suggested
that the ideal L2 self may be an appropriate replacement for integrativeness.

Objective 2. Test for Two Distinct Types of Instrumentality

A series of research conducted by Doérnyei and his colleagues (e.g., Dérnyei
etal., 2006) derived from the work of Higgins’s (1987, 1998) found that “the
immediate antecedents of this latent variable [i.e., integrativeness] were
attitudes toward L2 speakers/community and instrumentality” (Dornyei,
2005, p. 102). Instrumentality can further be divided into two subconstructs
(Dornyei, 2005):

e promotional instrumentality, which emphasizes the benefits of
learning the L2, and

e preventional instrumentality, which emphasizes the disadvan-
tages of failing to learn the L2.

Dornyei posited that because the ideal self is concerned with what a
learner wishes to achieve, it should be closely related to promotional instru-
mentality. Conversely, the ought-to L2 self should correlate more with pre-
ventional instrumentality because it is concerned with what one is obligated
to achieve to avoid negative consequences.

Taguchi et al. (2009) found that promotional instrumentality indeed
correlated significantly with the ideal L2 self and not with the ought-to
L2 self. However, although preventional instrumentality correlated more
strongly with the ought-to L2 self as predicted, promotional instrumentality
also significantly correlated with the construct, indicating that the
instrumentalities may not be as distinct as the theory presumed.
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Objective 3. Test the Validity of Dérnyei’s L2 Motivational Self System
Across Cultures

The entire tripartite model, consisting of the ideal L2 self, the ought-to L2
self, and the L2 learning experience, was empirically tested for the first time.
Taguchi et al. (2009) hypothesized, based on the work of Dérnyei (2005),
that the ideal L2 self would directly affect the criterion measures and indi-
rectly influence them via its effect on attitudes toward language learning.
Meanwhile, the ought-to L2 self would directly affect the criterion measures
but would not influence the other two components of the framework. Ad-
ditionally, promotional and preventional instrumentalities, family influence,
and attitudes to the L2 culture and community were included as antecedent
factors in the model. Structural equation modeling (SEM) confirmed that
the patterns of causal relationships between the components of the frame-
work and the criterion measures were valid across contexts, although the
strength of the relationships varied depending on the country. The research-
ers largely attributed the variation to differences between the cultures from
which their samples were drawn.

The Importance of Replicating Taguchi et al. (2009)

Replication research in the social sciences as a methodological approachis an
accepted and valuable practice for comparing results with the original study
(Porte & McManus, 2019), and as the research by Taguchi etal. (2009) is one
of the earliest large-scale empirical studies on the L2 motivational system,
we believe it warrants replication. Traditionally though, several barriers
have limited the number of published replication studies in the social
sciences, the foremost being the view of replication research as second tier
or not original (Porte, 2013). Many studies in Japan have sought to expand
on the original L2 motivational self system model by incorporating unique
constructs (Apple et al., 2013; Aubrey, 2014; Aubrey & Nowlan, 2013; Lake,
2013; Munezane, 2013; Ueki & Takeuchi, 2013; Yashima, 2009, 2013). These
studies are valuable in broadening our understanding of L2 motivation and
can also be considered what Porte (2013) refers to as conceptual replication
studies, in which the main underlying concept in the research remains the
same. However, because we view the study by Taguchi et al. as foundational
to research into the L2 motivational system, we saw value in replicating it
as closely as possible. Also, given the ongoing replication crisis in the social
sciences, the old view of replication studies as unoriginal is being replaced
by the desire for greater diligence in verifying the claims of seminal research
in our field (Porte & McManus, 2019). Our aim, therefore, is not to point out
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the potential limitations of Taguchi et al., but rather to investigate for further
evidence of the validity of their model, while simultaneously uncovering
insights from any differences that emerge between our findings and theirs
(Porte & McManus, 2019).

Research Questions

The present study partially replicates the previously described study by
Taguchi et al. (2009; hereinafter, Taguchi et al.). We address three questions,
which parallel the above three objectives of Taguchi et al.:

RQ1. Does the ideal L2 self have a stronger relationship with learners’
preference for and effort to learn the L2 than integrativeness?

RQ2. Are there two distinct types of instrumentality? If yes, how are
they related, and how do they relate with the ideal L2 self and the
ought-to L2 self?

RQ3. Does Ddrnyei’s (2005) tripartite model explain the overall
relationships between attitudinal and motivational factors
comprising our participants’ L2 motivation?

Additionally, we consider the differences in the strengths of relationships
between factors for our sample compared to the samples of Taguchi et al.
and postulate possible explanations for those differences.

Method

Participants and Procedure

This study was conducted in 2013 and involved first-year students in a test
preparation course taught by 12 different teachers at a national public uni-
versity in Japan. The teachers administered a questionnaire to students at
the end of the academic year, allowing them approximately 10 minutes in
which to complete it. Of the 1,114 students who initially registered for the
course, 926 attended class and completed the volunteer questionnaire for
this study. Of these 926 students, four students failed to respond to 25 per-
cent of the questionnaire items and were therefore omitted from the study,
leaving a total study sample of N = 922 (617 males and 305 females). The
breakdown of majors was approximately 20 percent economics, 11 percent
liberal arts, 28 percent education, 12 percent science, and 29 percent engi-
neering. All but 13 (1.4 percent) of the students were non-English majors.
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Instruments

For this study, the same 67 questionnaire items as the questionnaire
Taguchi et al. developed for their Japanese participants (the full Japanese
version is available in Dornyei, 2010) were employed with one alteration:
Our survey requested the participants’ alphanumeric student identification
code in place of asking their major with a note that responding to this
item was optional. This change allowed us to obtain participants’ actual
(in addition to perceived) English proficiencies by enabling access to their
official Test of English for International Communication (TOEIC) scores
from tests taken just before beginning the course and once again upon
finishing. Prior to filling out the survey, a separate form was administered
to obtain participants’ signed consent to our using their survey and course
performance data, which included their TOEIC scores (in the case that they
provided their student identification codes on the survey), for this research.
The form made it clear that participation in the study was voluntary and
would have no effect on their grade or standing in the course.

In addition to participant background information, the items on the
questionnaire measured 10 different motivational and attitudinal factors.
The items included both question and statement types employing a
6-point Likert scale, with “not at all” on the left and “very much” on the
right. The Appendix displays the factors, an example item for each factor,
and the Cronbach alpha internal consistency reliability coefficients for
each item set for both the Japanese participants in Taguchi et al. (2009)
and our participants. As shown, there is little difference in the reliability
measurements of the items for the two groups of participants, except in the
case of attitudes to the L2 community.

Note that a careful inspection of the item numbers for each factor in Tagu-
chietal. (p. 75) reveals that only 42 of the total 67 items were used to collect
data on the factors. The remaining 25 items were intended to measure other
components related to motivation such as fear of assimilation and ethnocen-
trism. Although these items are not mentioned further in Taguchi et al., they
assisted in assessing the validity of the main measures that were employed
in the analyses (Taguchi, 2010). Also, note that Taguchi et al. included only
29 of the 42 items developed to collect data on factors in their structural
model for their Japanese sample (see p. 83). As detailed in Taguchi et al,,
the other items were dropped during the measurement model stage of their
analysis prior to the creation and testing of their structural model because
a valid relationship could not be demonstrated between those items and
the attitudinal and/or motivational factors they were supposed to measure.
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Therefore, we also excluded that data from our model as well as omitting
from our study the previously mentioned 25 items measuring other com-
ponents.

Analysis

To investigate whether the findings of Taguchi et al. were replicable in the
Japanese university context, we followed the same procedures they employed
and compared our results to theirs. First, we investigated the relationship
between integrativeness and the criterion measures. English proficiency as
measured by TOEIC scores was included as a secondary criterion measure.
Next, we examined the correlations between integrativeness and the ideal
L2 self for evidence that the two might be equated. We then investigated
correlations to determine if there were two distinct types of instrumentality
that corresponded to the two types of self in the L2 motivational self system.
Finally, we employed SEM using Amos (Version 21; Arbuckle, 2012) to
assess the validity of Taguchi et al's model of Dérnyei’s (2005) tripartite L2
self system. In particular, we were concerned with the model for Japanese
university learners. We addressed missing data in the same way as Taguchi
et al. by utilizing the expectation-maximization algorithm.

Results

Correlation Analyses

First, we compared the correlations between the ideal L2 self and integra-
tiveness for both studies. Table 1 shows a significant correlation between
the ideal L2 self and integrativeness, which is comparable to those found by
Taguchi et al., particularly for their non-Japanese samples.

Table 1. A Comparison of Correlations Found Between the Ideal L2 Self
and Integrativeness

Study Japan China Iran

Taguchi et al. (2009) .59 51 .53
(1,534) (1,328) (2,029)

Present study .50 - -

(922)
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Congruent with the findings of Taguchi et al, the criterion measures
correlated significantly with both integrativeness and the ideal L2 selfin the
present study. Table 2 further shows that the criterion measures are more
strongly correlated with the ideal L2 self than with integrativeness.

Table 2. A Comparison of Correlations Found Between the Criterion
Measures and the Ideal L2 Self and Integrativeness Respectively

Study Construct Japan China Iran

Taguchi etal. (2009) Ideal L2 self .68 .55 .61
Integrativeness .64 .52 .58

Present study Ideal L2 self .60 - -
Integrativeness 51 - -

Note. All correlations are significant at the p <.01 level.

The data revealed that, although both integrativeness and the ideal L2
self correlated significantly with learners’ English proficiency as measured
by averaged pre- and post-TOEIC scores for the 437 participants who
volunteered to identify themselves, the correlation was stronger with the
ideal L2 self, r = .24, p <.001, than with integrativeness, r = .15, p = .002.
Although these correlations are both rather weak, it is important to note
that participants’ own self-assessments of their proficiency had only a
slightly higher correlation with their ideal L2 self, r = .28, p <.001, and with
integrativeness, r=.20,p <.001. Meanwhile, neither self-assessed proficiency
nor proficiency as measured by the TOEIC correlated significantly with the
ought-to self, r=.05, p =.297 and r = -.02, p = .677 respectively.

Next, we examined the relationships between ideal L2 selves and ought-
to L2 selves, promotional instrumentality, and preventional instrumentality.
Our results are displayed in Table 3 and those of Taguchi et al. are presented
in Table 4. Comparing the findings of the two studies, we see that, in both
cases, instrumentality promotion correlated more highly with the ideal
L2 self than with the ought-to L2 self, and instrumentality prevention
correlated more highly with the ought-to L2 self than with the ideal L2 self.
The difference between our findings and Taguchi et al’s findings lies in the
near equal correlations between the two instrumentalities and the ought-to
L2 self, whereas theory predicts that preventional instrumentality should
have a stronger relationship with the ought-to L2 self than promotional
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instrumentality. This finding parallels the results for the Chinese and Iranian
samples in Taguchi et al.

Table 3. Relationships Between Instrumentalities and Ideal L2 and
Ought-to L2 Selves

Construct Ideal L2 self Ought-to L2 self Promotional
instrumentality

Ought-to L2 self 35 - -

Promotional 56 35%* -

instrumentality

Preventional .08* 37%* A4T7**

instrumentality

*p <.05, two-tailed. **p < .01, two-tailed.

Table 4. Relationships Between Instrumentalities in Taguchi et al.
(2009)

Construct Ideal L2 self Ought-to L2 self Promotional
instrumentality

Japan China Iran Japan China Iran Japan China Iran
Ought-to L2 self .14** .07* .26** - - - - - _

Promotional B60*F 46%* 63%F 27** 46%F 44*F - - -
instrumentality

Preventional -05 -13*¢ .00 .45% .68** 62%* 31** 26%* .20**
instrumentality

Note. Adapted from “The L2 Motivational System Among Japanese, Chinese, and
Iranian Learners of English: A Comparative Study,” by T. Taguchi, M. Magid, & M. Papi,
in Z. Dornyei and E. Ushioda (Eds), Motivation, Language Identity and the L2 Self (p.
79), 2009, Multilingual Matters (https://doi.org/10.21832/9781847691293-005).
Copyright 2009 by Tatsuya Taguchi, Michael Magid, and Mostafa Papi. Reprinted
with permission.

Structural Equation Modeling Analysis

The validity of the L2 motivational self system and related attitudinal and
motivational factors was evaluated by applying it to the data from our
sample and examining the path coefficients and goodness-of-fit measures.
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To do this, we tested a structural model identical to the one Taguchi et al.
developed for their Japanese students (see Figure 1 for their original model).
As did their model, our model (see Figure 2) combines attitudes to the L2
community and cultural interest into a single variable, moving one of the
scales used for the ought-to L2 self over to be included in a family influence
variable. The model includes the ideal L2 self, ought-to L2 self, attitudes to
learning English, and the criterion measures as latent variables.

Attitudes to 0.53 .80 075

0817 L2 culture and 0.53 Ideal L2
community self

061/ 067

)
ey
€sd) 072 0.75 €
) Criterion
065 Q)

v23 0.53

@ V60 nstrumentality

(preventional)
@

0.68\ 0.44

Family - Ought-to L2
0.78 influence 0.68 self
07 776 Lo 074 056

Figure 1. Taguchi et al’s (2009) original model of the L2 self system with
standardized estimates for their Japanese university student sample. Paths
indicate hypothesized causal relationships. e = error variance; res = residual;
v =variable (questionnaire item). From “The L2 Motivational System Among
Japanese, Chinese, and Iranian Learners of English: A Comparative Study,”
by T. Taguchi, M. Magid, & M. Papi, in Z. Dornyei and E. Ushioda (Eds),
Motivation, Language Identity and the L2 Self (p. 83), 2009, Multilingual
Matters  (https://doi.org/10.21832/9781847691293-005).  Copyright
2009 by Tatsuya Taguchi, Michael Magid, and Mostafa Papi. Reprinted with
permission.
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Figure 2. Our model of the L2 motivational self system derived by applying
the original model for Japanese students by Taguchi et al. (2009) to our sam-
ple with standardized estimates. Paths indicate hypothesized causal rela-
tionships and their strengths. e = error variance; res = residual covariance; v
= variable (questionnaire item). N = 922. All path coefficients are significant
atp <.001.%?(360) = 1551.40, p <.001, GFI =.893; CFI =.905; RMSEA = .06.

With the exception of the removal of the error covariances between e6
and e64 and between e44 and e46 due to their nonsignificance, our model
is structured the same as the original model for Japanese students by Tagu-
chi et al. All paths were significant at the p <.001 level, with an expectedly
large chi-square of x?(360) = 1551.40, p < .001. GFI, CFI, and RMSEA values
(-89, .91, and .06 respectively) further indicated the model’s goodness of
fit. Although the GFI is lower than hoped for, the CFI and RMSEA are both
within traditionally acceptable ranges (Hooper, Coughlan, & Mullen, 2008).
Itis possible that by altering the paths or dropping items, we could have pro-
duced more favorable goodness-of-fit indices, but our aim was to replicate
the model of Taguchi et al. rather than to produce a new model. Therefore,
we have refrained from such alterations.
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Figure 3 shows how, overall, coefficients of the model matched those ob-
tained by Taguchi et al. One notable difference was that the ought-to L2 self
had a stronger direct influence on the criterion measures than the ideal L2
self. The next section discusses this and other differences further.

Attitudes to
L2 culture and
community

0.54 | 0.53/0.37/0.46

Ideal
L2 self

0.46 | 0.67/0.46 / 0.45 0.15]0.27/0.44/0.31

0.14 | 0.28 /0.45 / 0.46

Instrumentality
(promotional)

0.64]0.76/0.47/0.71

Attitudes to
learning English

Criterion
measures

0.48]0.34/0.13/0.17

0.67 | 0.60/0.30/0.57

Instrumentality
(preventional)

0.27 10.54/0.23/0.39

0.2410.17/0.20/0.12

Ought-to

0.240.44/0.66/0.53
L2 self

0.74 | 0.50/0.64 / 0.59

Family
influence

Our Sample | Previous Study Samples: Japan / China / Iran

Figure 3. Comparing coefficients in our study to those of Taguchi et al.
(2009). Adapted from “The L2 Motivational System Among Japanese, Chi-
nese, and Iranian Learners of English: A Comparative Study,” by T. Taguchi,
M. Magid, & M. Papi, in Z. Dornyei and E. Ushioda (Eds), Motivation, Language
Identity and the L2 Self (p. 86), 2009, Multilingual Matters (https://doi.
org/10.21832/9781847691293-005). Copyright 2009 by Tatsuya Taguchi,
Michael Magid, and Mostafa Papi. Reprinted with permission.

Discussion
Findings in Support of the Tripartite Model of L2 Motivation

In our study, we first sought to determine whether the ideal L2 self is a more
effective construct than integrativeness for explaining L2 motivation in di-
verse contexts. As explained in the introduction, integrativeness should not
play a role in determining learner motivation in a country such as Japan,
because there is no substantial subpopulation of English-as-a-first-language
users with which a learner could hope to integrate. However, as in Taguchi
etal. and Dornyei et al. (2006), the higher our Japanese participants’ motiva-
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tion was, the more apparent integrativeness they seemed to possess. Also,
as in Taguchi et al.,, our sample’s apparent integrativeness was highly corre-
lated with the ideal L2 self, and the ideal L2 self correlated more highly with
learners’ preference for and effort to learn English than did integrativeness.
This result paralleled our additional finding that the ideal L2 self was a better
predictor of L2 proficiency as measured by the TOEIC than integrativeness.

At the same time, the lack of a significant correlation between the ought-
to self and both self-assessed proficiency and proficiency as measured by
the TOEIC shows that the ought-to self is not a predictor of L2 learning
achievement. This is relatively unsurprising as the ought-to self primarily
derives from the perceived expectations of a learner’s family and society.
Although the influence of the ought-to self may increase as a learner fails
to achieve expected learning outcomes, implying a negative correlation, the
ought-to self should neither increase nor decrease as a learner achieves
at or above the expected level of learning. This explanation is supported
by a significant negative correlation that emerged between TOEIC scores
and the ought-to self for only the lower performing half of those in our
sample whose scores were available (n = 219), r = -.15, p = .026, whereas
the correlation for the upper half (n = 218) remained insignificant at r =
.02, p =.803. Thus, despite our finding that the ought-to self had a stronger
influence on the criterion measures than the ideal L2 self for our sample,
no consistent overall relationship emerged between the ought-to self and
actual L2 proficiency.

The rather surprising weakness of the correlation—between the TOEIC
scores and the ideal L2 self as well as between self-assessed proficiency and
the ideal L2 self—may suggest that motivation is not as strong a predictor
of proficiency as many would assume. Vandergrift (2005) obtained similarly
weak correlations when measuring the relationship between motivation
and L2 listening proficiency: The strongest and only significant correlation
was -.30 with amotivation (correlations with intrinsic and extrinsic motiva-
tion were .12 and .16 respectively). Upon reflection, though, we note that
the relationship between proficiency and motivation may not always be a
positive one, nor must it always be motivation that affects proficiency. The
reverse is also possible. Someone who achieves a high proficiency test score,
for example, may become complacent with their L2 ability and consequently
experience a drop in their motivation. Meanwhile, another learner might be
motivated by a low test score to do better the next time. Alternatively, the
student who gets the high score might become more motivated having seen



Hughes, Vye, & Ray 19

their efforts pay off on the test, while the student who got the low score
might see it as evidence that, no matter how hard they try, they can never get
better at the L2. Given this complex dynamic, the weak positive correlation
between the ideal L2 self and TOEIC score is less surprising. Regardless, we
concur with Taguchi et al. that the ideal L2 self is a more conceptually sound
and empirically powerful construct than integrativeness for explaining L2
motivation.

Similar to Taguchi et al., we found that the ideal L2 self was strongly
related to promotional instrumentality, but had no significant relationship
with preventional instrumentality. Likewise, the ought-to L2 self was
more strongly related with preventional instrumentality than it was with
promotional. However; the findings for our participants differed from Taguchi
et al. in that the correlation between promotional instrumentality and the
ought-to L2 self—though lower than that of preventional instrumentality
and the ought-to L2 self—was nearly equal.

Taguchi et al’s Chinese and Iranian samples also had relatively higher
correlations between promotional instrumentality and the ought-to L2 self.
Taguchi et al. attributed these to socioeconomic factors in their countries—
specifically to higher family pressure to advance their careers compared to
their Japanese counterparts. Due to this pressure, the responses of these
two groups to career-related instrumentality promotion items reflected
their families’ interests as much as their own (i.e., reflecting their ought-to
L2 self). A similar explanation may be applied to the Japanese sample in this
study. Family influence played an even more central role in determining our
participants’ L2 motivation than it did for the Chinese sample of Taguchi et
al. for whom family influence was the strongest.

The overall model of L2 motivation tested by Taguchi et al. proved valid
for our sample as well. We found that L2 motivation, perceived promotional
instrumentality of the L2, and learners’ attitudes toward the L2 culture
influenced their ideal L2 self. Their ideal L2 self, in turn, had a direct effect
on their preference for and effort to learn the L2 while indirectly influencing
attitudes toward learning the L2. Concurrently, family influence and the
perceived preventional instrumentality of the L2 affected learners’ ought-
to L2 self. The learners’ ought-to L2 self had a direct effect on preference
for and effort to learn the L2. Also, echoing the findings of Taguchi et al.
regarding their Japanese sample and in contrast with their Iranian and
Chinese samples, our participants’ attitudes toward the L2 culture had
a much stronger impact on their ideal L2 self than did the promotional
instrumentality of the L2. We also found that, similar to their Japanese and
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Iranian samples, our sample exhibited disproportionate indirect influence
of the ideal L2 self on the preference for and effort to learn the L2.

Exploring Differences in the Model

The findings of the current study regarding the overall tripartite model corre-
spond to those of Taguchi et al. with three notable differences in the strength
of relations between factors. The first has already been discussed: that is,
the relatively strong correlation between promotional instrumentality and
the ought-to L2 self, which was more similar to the non-Japanese samples of
Taguchi et al. than it was to their Japanese sample. Second, the influence of
family on the ought-to L2 self exceeded that of any of the samples in the study
by Taguchi et al. and was disproportionately stronger than the influence of
preventional instrumentality. Third, unlike any of the samples in Taguchi et
al,, the influence of the ought-to L2 self on the preference for and effort to
learn English surpassed the direct influence of the ideal L2 self. The present
sample’s socioeconomic background and the type of English course they were
enrolled in may help to explain these differences.

Considering differences in institutional context may provide insights into
the disproportionate influence of the family as well as that of the ought-to
L2 self. Whereas Taguchi et al. involved eight universities, six of which were
private (see Taguchi, 2010), our study was conducted at a single public
university. Public universities in Japan are more affordable and generally
more competitive than private universities. The combination of affordability
and competitiveness of the university in our study makes it reasonable to
assume that, compared to the sample of Taguchi et al., a larger portion of
students in our sample were from families with modest incomes who were
encouraged to study long hours for a better chance of entering the university.
Irie and Brewster (2013) found that such family influences due to economic
pressures coincided with a university student’s inability to envision a robust
ideal self. Overall, similar to the Chinese and Iranian samples of Taguchi et
al,, the students in our sample are more likely to see the promotional aspects
of learning English as a means of helping them fulfill obligations to their
family, which in turn impacts their ought-to L2 self.

The type of English course in which the participants were enrolled, as
well as the proportion of participants majoring in English in our study,
also differed from Taguchi et al.. The students in their sample took various
English courses, including compulsory and elective, general, and content-
based (Taguchi, personal communication, October 12, 2019). Conversely, all
of our participants experienced a compulsory English course that focused
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mainly on developing business-related test-taking skills as opposed to actual
language proficiency or knowledge of content. Furthermore, approximately
21% of Taguchi et al’s sample were English majors; in our study they were
less than two percent. Ueki and Takeuchi (2013) found that ideal L2 self
influence on motivated behavior was stronger for English majors compared
to non-English majors, while the ought-to L2 self influence was stronger
for non-English majors than for those who majored in English. Students
majoring in English are more likely to see learning the language as career-
oriented and identity-affirming behavior, whereas non-English majors
are less likely to be able to connect learning the L2 with career goals or a
positive future self-image. This is especially so in the case of our sample,
whose English course content was largely unrelated to their fields of study,
making it more difficult for them to envision how they might ideally use the
L2 in the future. This may have diminished their sense of ideal L2 self and
thereby weakened its influence on their preference for and effort to learn
the L2. The findings of several studies support this explanation, providing
evidence for the demotivating influence of nonrelevant EFL content (Edsall
& Saito, 2012; Falout, Elwood, & Hood, 2009; Kikuchi, 2009, 2013; Kikuchi &
Browne, 2009; Sakai & Kikuchi, 2009).

Given that the three samples in the study by Taguchi et al. were each from
a different culture, it is understandable that the researchers attributed the
differences in strengths between motivational factors in their samples to
differences in culture. However, we found that, with regard to the strengths
of relations between certain factors in the model, our sample had more in
common with the non-Japanese samples of Taguchi et al. than with their
Japanese sample. Therefore, we hypothesize that other differences such as
in the socioeconomic and educational context may also play an important
role in determining the specific strengths of relationships between factors.
Further research is needed to determine whether this hypothesis is
empirically supported.

Practical Implications

Our study adds to the growing evidence that the L2 motivational self system
applies to learners across cultures. Our findings also suggest that curricular
variation may lead to differences in the strengths of relations between
factors within that system. Therefore, it is worthwhile to consider how the
framework can inform our teaching practice and how we may be able to
positively influence our students’ motivational dynamics through making
proactive changes to their educational context.
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The ideal L2 self, as well as the ought-to L2 self, significantly influence
preference for and effort to learn the language. Thus, finding ways to help
learners develop, clarify, and strengthen these L2 selves should lead to an
increase in their motivation. Based on our findings, one way to strengthen
learners’ L2 selves might be to revise their English curriculum to align more
with their projected career paths, for example, introducing or increasing
content-based English courses in core subjects of their majors.

Another approach involves the direct application of the L2 motivational
self system in the language classroom. Dérnyei (2009b) and Mackay (2014)
provided general guidelines for how students can develop and realize their
L2 selves. They described a process by which students envision, clarify, and
strengthen both their ideal L2 self and ought-to L2 self while setting and
working toward goals that are in line with those selves. Meanwhile, Hadfield
and Dornyei (2013) offered explicit techniques for developing students’ L2
selves. These techniques employ classroom activities in which students use
mental imagery to develop their vision of what kind of person they would
like to become. Arnold, Puchta, and Rinvolucri (2007) provided activities
that, though not always targeting the development of the L2 selves, seek
to strengthen learners’ ability to envision possible selves. Magid and Chan
(2012) and Murray (2011) found that learners strengthened their visions
of their L2 selves with such techniques as imagery, goal setting, and self-
regulation. Dérnyei and Kubanyiova (2014) offered practical imagery tools
for teachers to strengthen learners’ sense of their ideal L2 selves thatinclude
the guided use of journals, virtual platforms, group learning visions, reality
checklists, and mapping out plans for success. Dérnyei and Kubanyiova also
addressed the motivational needs of teachers through vision techniques
that contribute to the overall motivational strength and resolve of the
stakeholders in the language classroom.

Conclusion

In this study, we sought to further confirm the generalizability of the L2 mo-
tivational self system through partially replicating the research of Taguchi et
al. (2009) and to explore any differences between their samples and ours.
Specifically, we investigated, first, whether the ideal L2 self is a better pre-
dictor of L2 motivation than integrativeness, and second, whether there are
two distinct types of instrumentality corresponding to the two types of the
L2 self (Dornyei, 2005). Third, we investigated whether the tripartite model
of Taguchi et al. sufficiently explains the relationships between motivational
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and attitudinal factors that comprised our participants’ L2 motivation. Fi-
nally, we explored the differences that emerged in the strengths of relations
between motivational factors for our sample compared to those of Taguchi
etal.

Our results support the findings of Taguchi et al. that integrativeness
among EFL populations may be the ideal L2 self imperfectly measured. The
ideal L2 self, although correlated with integrativeness, is a more accurate
and theoretically sound predictor of L2 motivation than integrativeness.
The ideal L2 self also has a higher correlation with both perceived and
actual proficiency than integrativeness, although these correlations are
weaker than expected. Meanwhile, promotional instrumentality has a
strong relationship with the ideal L2 self, whereas the relationship between
preventional instrumentality and the ideal L2 self is comparatively weak.
These findings, combined with the results of our SEM analysis, indicate that
the tripartite model of L2 motivation used by Taguchi et al. also sufficiently
describes our sample.

Though our findings provide overall support for Taguchi et al’s model,
differences emerged in the strength of the relationships between certain
factors in the model. Foremost was the ought-to L2 self’s stronger direct
influence on preference for and effort to learn the L2 compared with that of
the ideal L2 self. Additionally, family influence more strongly contributed to
the ought-to L2 selfthanitdid for any of Taguchi etal.’s samples. Furthermore,
the relatively strong correlation between promotional instrumentality and
the ought-to L2 self more closely resembled the earlier study’s Chinese
and Iranian samples than its Japanese sample. We posit that differences in
socioeconomic background and educational context between our sample
and the Japanese sample in the previous study explain these differences,
but further research is necessary before this explanation can be accepted
or rejected.

To conclude, our study provides evidence supporting the explanatory
power of the tripartite model of the L2 motivational self originally tested by
Taguchi et al. Overall, the framework of the L2 motivational self appears to
provide a robust and culture-independent explanation of the factors com-
prising L2 motivation and their interrelationships. Finally, the differences
we found suggest the limitations of culture-based explanations for varia-
tions between samples, opening the door for further research into the role
of other contextual factors in the L2 motivational self system.
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Appendix
Questionnaire Factors, Example Items, and Cronbach’s Alpha Coefficients
Factor name Example item o (Taguchi o (Present
etal. 2009)  study)
Criterion [ am working hard at learning .83 .78
measures English.
Ideal L2 self I can imagine myself living .89 .81
abroad and having a discussion
in English.
Ought-to L2 self Learning English is necessary .76 .80

because people surrounding me
expect me to do so.

Family influence My parents encourage me to .83 .81
study English.
Promotional Studying English is important .82 .79

instrumentality for me because with English |
can work globally.

Preventional [ have to learn English because .73 72
instrumentality ~without passing the English
course [ cannot graduate.

Attitudes to [ really enjoy learning English. .90 .85
learning English

Cultural interest Do you like the music of 77 .79
English-speaking countries (e.g.
pop music)?

Attitudesto L2 Do you like the people who live .86 .67
Community in English-speaking countries?
integrativeness How much would you like to .64 .56

become similar to the people
who speak English?




