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The L2 motivational self system:  
Differences among learners 

 
Due to globalization the English language has become the world's lingua 
franca and this has affected language policies. According to Graddol (2006), 
as an increasing number of countries have been implementing English as a 
mandatory subject in primary schools, English has come to be viewed as a 
basic educational skill. One of the areas of language research which has been 
influenced by these changes is second language (L2) motivation. Dörnyei 
(2005) has argued that research with regard to L2 motivation needs to adopt a 
two-tier approach, one for the study of English and another for the study of 
other languages. Dörnyei (2005, 2009) has suggested a new L2 motivation 
framework that takes into consideration the role of English as a world lan-
guage, namely, the L2 Motivational Self System (L2MSS). The L2MSS in-
cludes the concepts of possible selves and future self-guides, and is comprised 
of the ideal L2 self and ought-to L2 self, as well as aspects of instrumentality. 
The present study examined English language learning motivation among 
Croatian university students using this new framework (L2MSS) by taking in-
to consideration various learner differences. The results indicated that length 
of studying English did not significantly affect the motivational disposition of 
students; however, higher levels of L2 motivation, a stronger ideal L2 self, 
and pragmatic motives related to career success were found among students 
with higher grade levels. Differences were also found among fields of study 
with biotechnical students showing the lowest levels of L2 motivation. While 
controlling for grade levels, gender differences were found on various motiva-
tion variables, including higher levels of intended effort and pragmatic mo-
tives related to avoidance of negative outcomes among females, while males 
showed higher levels on the ideal L2 self scale.  
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1. Introduction 

In today’s globalized world language learning has become an important component 
of the educational process. Moreover, as a result of globalization, the English lan-
guage has become the world's lingua franca and this has affected language policies. 
Many countries, such as Chile, South Korea, Taiwan, Japan, and China, have 
changed their language policies and have introduced English into their curriculums. 
According to Graddol (2006), as an increasing number of countries have been im-
plementing English as a mandatory subject in primary schools, English has come to 
be viewed as a basic educational skill. One of the areas of language research which 
has been influenced by these changes is second language (L2) motivation. Dörnyei 
(2005) has suggested that as a result of English’s status as a global language, learn-
ers may be more motivated to learn it. Consequently, he has suggested that research 
with regard to L2 motivation needs to embrace a two-level approach, one for the 
study of English and another for the study of other languages (Dörnyei 2005; Dö-
rnyei & Ushioda 2011). Dörnyei further argues that the global status of English has 
resulted in the need to reconceptualise Gardners’ (1985) socioeducational model 
for researching L2 motivation, in particular, the integrative motive. Accordingly, he 
has introduced the L2 Motivational Self System (L2MSS) which is based on a 
‘self’ framework consisting of possible selves acting as future self-guides (Dörnyei 
2005). It may be assumed that learners will be motivated to learn English consider-
ing the status of global English. However, differences among learners may entail 
diverse levels of motivation in different contexts. The general aim of this study was 
to explore the motivational disposition of university students in the Croatian con-
text using the L2MSS framework and to focus on learner differences which may 
account for varying motivation levels.  

1.1. Context of the study 
According to Vilke (2007), Croatia has a long history of language learning, with 
French and German being part of the educational curriculum at the beginning of the 
20th century, and English being introduced in the middle of that century. Language 
learning, particularly English language learning, has continued to be an important 
part of elementary and high school curriculums. In 2006, the Croatian Ministry of 
Science, Education and Sport approved a curriculum for elementary schools (Nas-
tavni plan i program za osnovnu školu 2006: 79), which explicitly states the neces-
sity of learning at least two foreign languages in elementary schools. In particular, 
it stresses the importance of learning English at a young age and highlights the ad-
vantages that knowledge of English may bring, including educational benefits, as 
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well as future opportunities in the international job market. Learning English is also 
an obligatory subject in most Croatian high schools. At the university level, Eng-
lish studies have continued to be a popular choice among students. Moreover, en-
trance into the European Union and the introduction of the Bologna process to uni-
versities has been an additional impetus to continue language learning among non-
language university studies. For example, many Croatian non-language university 
studies have compulsory language classes in their programmes with English lan-
guage courses being the most common (Poljaković & Martinović 2009). However, 
according to Dörnyei (2005), even the highest quality curricula, teaching methods 
or even learner aptitude cannot override an important factor in L2 learner success, 
namely, L2 motivation. L2 motivation can be described as involving a learner’s 
choice of a particular action, the persistence in that action, and the amount of effort 
expended on it (Dörnyei 2001). Considering the emphasis on language learning in 
Croatia’s educational system, particularly English language learning, it is important 
to consider the role of L2 motivation among learners.  

1.2. Second language motivation research in Croatia 
Research that has been carried out in Croatia has focused on English language 
learning motivation mainly from the social psychological view with a particular 
emphasis on the importance of context. For example, in a study among elementary, 
high school, and adult learners, Mihaljević Djigunović (1997) found that the L2 
motivation of learners in Croatia was different from the L2 motivation of learners 
in other contexts. The results of the study showed three major types of L2 learning 
motivation, including pragmatic-communicative motivation, affective motivation, 
and integrative motivation; in addition, two types of demotivation were found in-
volving teaching setting and learning difficulties. Mihaljević Djigunović & 
Bagarić’s (2007) investigation focusing on a comparison of the motivation to learn 
English and German among Croatian elementary school and high school learners 
indicated higher motivation to learn English which researchers attributed to the 
greater amount of exposure to English in Croatian society, as well as its status as a 
global language. Balenović (2011) considered English learner motivation among 
working adults who were middle-aged in the context of globalization. Balenović 
suggested that learners’ belief in life-long learning formed the basis of their moti-
vation to learn English, along with the belief that Croatia’s entrance in the Europe-
an Union necessitated the need to learn English, as well as learners’ recognition of 
its global status. Using Mihaljević Djigunović’s motivation questionnaire (1998), 
Jakovac & Kamenov (2012) found correlations between motivation and learning 
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strategies and more motivation and use of learning strategies among successful 
learners. In addition, past learning experiences and motivation were also relevant 
factors among successful students in an English for Specific Purposes (ESP) uni-
versity program. Martinović & Poljaković (2010) found that motivation to learn 
English at university among non-language students was affiliated with positive atti-
tudes toward the teacher and evaluation methods, the English language and positive 
feelings toward English language learning. Pavičić Takač & Berka (2014) explored 
type of school environment as a contextual variable and the effect of gender and 
success in learning a foreign language among secondary school students. These au-
thors also used Mihaljević Djiugunović’s (1998) motivation questionnaire and 
found that the strongest types of motivation among students was communicative-
pragmatic motivation followed by affective motivation; moreover, type of school 
and learning success had an effect on L2 learning, and teacher setting was the most 
prominent demotivator. 

However, few studies in Croatia have focused on L2 motivation from the more 
recent L2 theoretical framework, namely, the L2MSS. Pavičić Takač & Bagarić 
Medve (2015) compared Mihaljević Djigunović’s questionnaire (1998) and a ques-
tionnaire based on Dörnyei’s L2MSS (2005). Both appear to entail different con-
ceptualisations of L2 motivation; nevertheless, the results show that both measure 
the same underlying construct, although it appears that Dörnyei’s concept showed a 
somewhat higher level of predictive power with regard to L2 learning success. 
Martinović (2013) has validated a L2MSS questionnaire in the Croatian context; 
nonetheless, more research is needed to test this framework. In addition, although 
numerous investigations have been conducted focusing on English language moti-
vation among university students, particularly in the Asian context (e.g., Chen et al. 
2005; Falout et al. 2009; Ryan 2009a, 2009b; Taguchi et al. 2009; Tseng & Schmitt 
2008), little research has been carried out focusing on this target learner group in 
Croatia, especially since the implementation of the Bologna process. 

2. Theoretical background 

In presenting the history of L2 motivation theory, Dörnyei (2005) distinguished 
three major phases: the social psychological period (1959-1990), the cognitive-
situated period (through the 1990s), and the process-oriented period (the beginning 
of this century). Currently, L2 motivation research theory is in the socio-dynamic 
phase. The first period was dominated by Gardner and Lambert’s research (1972) 
which focused on affective variables and aptitude on L2 achievement, as well as 
identification with the target language community. Gardners’ (1985) socio-
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educational model of L2 motivation was built around the integrative motive, which 
included the concept of integrativeness (integrative orientation, interest in foreign 
languages, attitudes towards the L2 community), attitudes towards the learning sit-
uation (attitudes or evaluations of the L2 teacher, and the L2 course), and motiva-
tion (desire to learn the L2, motivational intensity – effort, attitudes toward learn-
ing the L2). Structural equation modeling was used to test the model and the results 
indicated that integrativeness and attitudes toward the learning situation were ante-
cedents of motivation, while motivation had an effect on both language achieve-
ment and language proficiency (Gardner 1985). Numerous factor analytical studies 
in different contexts substantiated Gardner’s theory of the integrative motive and 
showed its importance in L2 motivation (Dörnyei 2001). Other influential L2 re-
search during this period included Richard Clément’s concept of linguistic self-
confidence (Clément 1980, 1986). 

Crookes & Schmidt (1991) were major researchers who instigated the cognitive-
situated period by their calls for a wider theoretical notion of L2 motivation. Many 
researchers endeavoured to expand the social approach by including concepts 
which were part of the new cognitive movement in motivation research in psychol-
ogy, including autonomy theory, self-determination theory, and attribution theory 
(Allwright 1990; Dickinson 1995; Dörnyei 1994; Noels et al. 2001; Ushioda 1996; 
Williams & Burden 1999). Some researchers explored the relationship between 
motivation and particular language learning tasks and behaviours in specific learn-
ing contexts (Julkunen 1989). There was also more attention put on learning con-
texts, that is, the effect of the classroom learning environment on L2 motivation 
(Dörnyei 1994; Williams & Burden 1997).  

Research on learner autonomy and motivational self-regulation, which entailed a 
focus on the connection between motivation and particular learner behaviours, 
along with research on classroom processes steered researchers toward considering 
the dynamic and changing nature of motivation. Williams & Burden’s (1997) L2 
motivation framework considered the temporal aspects of motivation and suggested 
that it be considered as a process on a continuum that involved various phases, such 
as reasons for doing something, deciding to do something, sustaining effort or per-
sisting. Ushioda (1998) found individual and intra-individual differences in a tem-
poral framework of students’ motivation. Dörnyei & Ottó (1998) proposed a pro-
cess model of L2 motivation which was a comprehensive process-oriented perspec-
tive of motivation that took into consideration motivational temporal changes.  

The process model of L2 motivation offered researchers a comprehensive 
framework that described various phases of motivation. Nevertheless, the complex 
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nature of classroom processes, the interfering effects of numerous learner goals, 
along with the problems connected with linear cause-effect relationships that are 
implied in the majority of motivational frameworks led researchers to consider oth-
er research perspectives such as the complex dynamic systems perspective. Chang-
es in L2 motivation research also emanated from a re-evaluation of Gardner’s con-
cept of integrativeness, particularly in foreign language learning contexts. 

2.1. The L2MS 
Gardner’s (1985) socio-educational model continued to be a strong influence in L2 
motivation research. However, growing research indicated that the integrative mo-
tive needed to be re-evaluated especially with regard to English language learning 
since English had become the world’s lingua franca. A major influence in the de-
velopment of the L2MSS was a longitudinal study led by Dörnyei and his col-
leagues (Csizér & Dörnyei 2005; Dörnyei et al. 2006). The study extended over a 
12-year period and encompassed over 13,000 Hungarian students. The results of 
structural equation modelling analysis indicated that integrativeness was a major 
factor in the motivational disposition of Hungarian learners and it mediated be-
tween all the other attitudinal/motivational variables and the criterion measure of 
intended effort. However, basic concepts of integrativeness, such as direct commu-
nication with members of the L2 community and integration with the L2 communi-
ty, was not possible for the majority of students since they were learning languages 
in a school setting in a foreign language context with no direct contact with the L2 
community. In addition, the results indicated that integrativeness was connected 
with pragmatic motives along with subjective attitudes toward the L2 community. 

In order to address these seemingly conflicting results, Csizér & Dörnyei (2005) 
proposed that integrativeness needed a broader interpretation. Taking into consid-
eration Gardner’s view of the concept of integrativeness, which entailed an emo-
tional identification with another cultural group, Csizér & Dörnyei (2005) suggest-
ed that rather than considering the concept as related to an actual or metaphorical 
integration into the L2 community, it may be perceived as identification process 
within an individual’s self concept. By means of the possible selves theoretical 
framework, the researchers argued that the concept of integrativeness could be con-
ceived of as the L2 representation of one’s ideal self. Namely, “if one’s ideal self is 
associated with the mastery of an L2, that is, if the person we would like to become 
is proficient in the L2, we can be described as having an integrative disposition” 
(Csizér & Dörnyei 2005: 29). In other words, the concept of integrativeness and in-
tegrative motivation could be interpreted as the Ideal L2 self. Moreover, pragmatic 
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motives or instrumentality can be related to one’s idealised image of being profes-
sionally successful, while positive attitudes toward the L2 community can be relat-
ed to one’s idealised L2 speaking self. 

Dörnyei (2005) argued that the re-interpretation of integrativeness as ideal L2 
self can help explain L2 motivation in different learning environments despite the 
fact that little or no contact with L2 speakers is possible, particularly in foreign 
language contexts where the L2 is primarily learned as a school subject. In addi-
tion, it can also describe motivation with regard to language globalization whereby 
the national cultural base of international languages, specifically World English, is 
being diminished and is being replaced by a global culture. Dörnyei (2005) sug-
gested that the ideal L2 self perspective provides a broad motivational framework 
which clarifies past motivational research data, but also augments traditional con-
ceptions of L2 motivation. 

The emergence of the L2MSS as a new L2 framework was influenced by several 
theories. In an effort to amalgamate the concepts of personal identity and integra-
tiveness, Dörnyei (2005) turned to self and motivation theories in psychology. Re-
cent developments in psychology, specifically self theories, endeavoured to consid-
er the dynamic nature of the self-system, which led theorists to connect self-
representation with behavioural characteristics. Dörnyei (2005) proposed Markus 
& Nurius’ (1986) theory of possible selves as a link between an individual’s self-
perceptions and future action. According to Markus & Nurius (1986), possible 
selves are comprised of an individual’s notion of what one might become, what one 
would like to become, and what one is afraid of becoming; consequently, they de-
note future self states. In addition, the concept of possible selves deals with unreal-
ised potential, and as a result refers to an individuals’ hopes, wishes, and fantasies. 
Basically this means that possible selves can be considered as ‘future self-guides’ 
which could describe the way an individual is prompted toward future action. 
Moreover, Higgins’ (1987, 1996) self-discrepancy theory, which proposes two 
types of possible selves, an ideal self and an ought self, also contributed to the new 
framework. This theory proposes that motivation involves the process of reducing 
the discrepancy between an individual’s actual self and ideal or ought selves. Ac-
cording to Higgins (1998), both ideal and ought selves can be considered desired 
end-states; however, ideal self-guides have a promotion focus which focus on 
hopes, aspirations, advancements, growth and accomplishments, while ought self-
guides have a prevention focus, which regulate the absence or presence of negative 
outcomes, and are concerned with safety, responsibilities, and obligations. 
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The L2MSS contains three major components, including the ideal L2 self, the 
ought-to L2 self, and L2 learning experience (Dörnyei 2005). The ideal L2 self is 
an image of oneself as a proficient L2 speaker. Motivation to learn an L2 will be 
the result of efforts to reduce the disparity between one’s actual and ideal self. 
Ought-to L2 self is comprised of beliefs a person has about what is expected of us 
and avoidance of negative outcomes. It is similar to Higgin’s ought self in the sense 
that it refers to external, extrinsic types of instrumental motives. This type of moti-
vation is related to a sense of duty, numerous obligations, or responsibilities. L2 
learning experience is related to motives concerned with the influence of classroom 
experiences, such as the teacher, curriculum, learner group, or experience of suc-
cess in the classroom. The first two elements are derived from possible selves theo-
ry, while the third element deals with the influence of the learning context which 
may affect L2 motivation. 

The results of the study carried out by Dörnyei and his colleagues (Csizér & Dö-
rnyei 2005; Dörnyei et al. 2006) showed that pragmatic motives played an im-
portant role in the motivation disposition of learners. Thus, instrumentality, which 
is based on motives related to the utilitarian value of language learning, is an sig-
nificant component of English language learning motivation. Taking into consider-
ation Higgins’ (1987, 1998) distinction between ideal/ought selves in which ideal 
self guides have a promotion focus based on an approaching desired end-state, 
while ought-to self guides have a prevention focus founded on an avoidance of a 
feared end-state, Dörnyei (2005) has suggested that instrumentality can be separat-
ed into two different categories. For example, motives related to increasing job 
success are instrumental motives that have a promotion focus and are part of the 
ideal L2 self; conversely, motives such as studying not to fail a course or avoidance 
of parental disappointment have a prevention focus and are related to the ought-to 
self. Instrumentality, consequently, can be divided into instrumentality-promotion 
and instrumentality-prevention, according to Dörnyei (2005). 

2.2. Motivational influences 
Motivation research has traditionally been viewed from the perspective of individ-
ual differences which are traits or characteristics that distinguish individuals from 
one another (Dörnyei & Ushioda 2011). In an effort to determine why some lan-
guage learners are more successful than others, researchers focusing on individual 
differences have studied the influence of language aptitude, motivation and person-
ality on L2 learning. Research from this psychological view of second language 
acquisition (SLA) has also shown that many other learner factors may influence L2 
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learning success. For example, learning and cognitive styles, language learning 
strategies, self-regulation, as well as anxiety, self-esteem, creativity, willingness to 
communicate, and learner beliefs can play a strong role in the process of L2 learn-
ing (Dörnyei 2005). Moreover, age and gender can be considered overarching fac-
tors which can affect L2 learning. There are several influences which can affect 
each of these individual difference variables. Within L2 motivation research, varia-
bles which may influence learners’ L2 motivation that have commonly been con-
sidered include, context (where the learners are from), age, length of studying the 
L2, gender, and achievement grades, to name only a few. This study will consider 
several of these influences in an attempt to discern differences in L2 motivation 
among non-language university students. 

3. Aim and method 

3.1. Aim 
Studies have found that many factors can influence L2 motivation, including the 
length of studying English, achievement levels, and gender. Field of study may also 
play a role. The general aim of this study was to investigate these factors in attempt 
to reveal differences in L2 motivation among non-language university majors, us-
ing the L2MSS framework. 

3.2. Research questions 
The following research questions will be investigated: 

1. Is there a relationship between components of the L2MSS and the criterion vari-
able (intended effort) with length of studying English and final English high 
school grades? 

2. What are the differences and the effect of field of study and gender on the moti-
vation of students after controlling for final English grades? 

3.3. Method 
3.3.1. Sample 

Non-English majors from the University of Zadar, in Croatia, participated in the 
study, including 543 first year students. The sample consisted of a total of 204 
males (37.6% of the total sample) and 339 females (62.4% of the total sample). 
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Students were taking an English course in their first year of studies. 

Students who completed the questionnaire were studying in various fields, in-
cluding: Biomedical and Health Sciences (6.8%), Biotechnical Sciences (5.9%), 
Humanities (23%), Social Sciences (46.2%), and Technical Sciences (17.9%). Spe-
cific areas of studies included: Nursing (Biomedical and Health Sciences); Ecolo-
gy, Agronomy, and Aquaculture (Biotechnical Sciences); Art History, Archaeolo-
gy, Classical Philology, Ethnology and Cultural Anthropology, History, Language 
Studies, Philosophy (Humanities); Economics, Geography, Information Sciences, 
Elementary School and Pre-School Teacher Training, Pedagogy, Psychology, So-
ciology, Tourism and Communication Sciences (Social Sciences); Maritime Stud-
ies (Technical Sciences). Students who had double majors were categorized into 
the area of study of their first major (A1). At the time of the study, English was an 
obligatory course in the first year for the majority of programmes with the excep-
tion of: Language studies (Croatian, French, German, Italian, etc.), Classical Phi-
lology, Pedagogy, and Sociology. In the Elementary School and Pre-School Teach-
er Training programme English was offered as an elective course in the first semes-
ter, while in the second and fourth semester it was an obligatory course. In addi-
tion, many programmes required English for four semesters, for example, Econom-
ics, Ethnology and Cultural Anthropology, Geography (Scientific Course), Infor-
mation Sciences, Maritime Studies, Psychology, and Nursing; while History single 
majors were required to take English for six semesters.  

Students had studied English before they enrolled in their university studies. The 
number of years of studying English ranged from 4 to 16 years. The average num-
ber of years of studying English was 10.3 (SD = 2.22). The average final grade in 
English in high school was 3.7 (SD = 0.93), on a scale of 1 to 5, with 5 being the 
highest grade. 

3.3.2. Instruments and procedures 

Data was gathered by means of a questionnaire. The first part introduced the pur-
pose of the study, basic instructions, and elicited background information. The sec-
ond part of the questionnaire measured motivational components of the L2MSS 
and intended effort which was the criterion variable. It consisted of five 6-point 
Likert rating scales adapted from the motivation questionnaire developed by 
Taguchi et al. (2009). The scales were subjected to factor analysis and showed 
good internal consistency. The scales that were used and their Cronbach alpha 
score include the following: Intended effort which consisted of 9 items (α = .83), 
Ideal L2 self had 10 items (α = .92), Ought-to L2 self contained 12 items (α = .87), 
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Instrumentality-promotion consisted of 13 items (α = .82), and Instrumentality-
prevention had 8 items (α = .80). The questionnaire was administered to students at 
the beginning of their first year of university studies during their regular English 
class. 

3.3.3. Data analysis 

In order to investigate the relationship between the criterion variable (intended ef-
fort), motivational variables (the L2MSS) with length of studying English and final 
English high school grades, correlation analyses were carried out. Differences 
among students regarding field of study, gender, and final grades as the controlling 
effect were analysed using a two-way analysis of covariance (ANCOVA). 

4. Results 

4.1. Correlations analysis 
Correlation analyses were carried out to investigate the relationship between com-
ponents of the L2MSS and length of studying English and final English high school 
grades. The results showed no significant correlations between intended effort and 
the motivation scales, and length of studying English. However, analysis of the 
Pearson’s coefficients indicated relationships among the motivation scales and 
English grades, as well as with intended effort. There was a moderate positive cor-
relation between final English high school grades and ideal L2 self (r = .42, 
p<0.01), and intended effort (r = .35, <0.01). Students who had higher English 
grades also had a stronger ideal L2 self, specifically, they had a stronger image of 
themselves as proficient speakers of English, which may suggest a stronger motiva-
tion to learn English. Moreover, students who had higher grade levels intended to 
exert more effort in learning English in the future. In addition, the results pointed to 
a weak positive relationship between English grades and instrumentality-promotion 
(r = .16, p<0.01). It seems that students with higher English grades were motivated 
to learn English for instrumental motives associated with job success. 

On the other hand, a weak negative correlation was found between English 
grades and ought-to L2 self (r = -.29, p<0.01) and between English grades and in-
strumentality-prevention (r = -.11, p<0.05). It would appear that students with 
higher grade levels were less motivated to learn English due to external factors re-
lated to pressure from significant others, like parental or peer pressure. In addition, 
fear of negative outcomes, such as bad grades, also played less of a role among 
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students with higher English grades. In short, the results of the correlation analyses 
indicated positive relationships between higher English grades and ideal L2 self, 
intended effort, and instrumentality-promotion. Conversely, negative relationships 
were found between higher English grades and ought-to L2 self, and instrumentali-
ty-prevention. The results of the correlational analyses are given in Table 1. 

Table 1. Correlations between intended effort, components of the L2MSS and length of 
studying English and final English high school grades – Pearson Correlation Coefficients 
(r) 

Variables Length of studying English grades 
Intended effort 0.00 0.35** 
Ideal L2 Self 0.08 0.42** 
Ought-to L2 Self -0.02 -0.15** 
Instru.-promotion -0.03 0.16** 
Instru.- prevention -0.05 -0.11** 

* p<0.05 **p<0.01 

4.2. Results of the two-way analysis of covariance (ANCOVA)  
In an effort to come to a better understanding of differences in the motivational var-
iables among students, comparison analyses were carried out which included field 
of study, gender and English grades. Specifically, a two-way analysis of covariance 
(ANCOVA) was used to determine the effect of field of study and gender on moti-
vation with English grades as the control variable. The results of the descriptive 
analyses for field of study and gender are given in Table 2. 

The results of the ANCOVA analysis showed that there was a significant effect 
of field of study on the intended effort variable, F(4, 521) = 3.237, p<0.05. Pair-
wise comparisons showed differences among biomedical science students (M = 
3.81, SD = .754) who intended to exert more effort in studying English compared 
to biotechnical science students (M = 3.19, SD = .855), while social science stu-
dents (M = 3.90, SD = .846) intended to exert more effort in comparison with both 
biotechnical and humanities students (M = 3.58, SD = .881). In addition, gender al-
so had a significant effect on the intended effort variable, F(1, 521 ) = 6.310, 
p<0.05. It would appear that females (M = 3.85, SD = .805) intended to exert more 
effort than males (M = 3.36, SD = .921). These effects are valid even after control-
ling for grade levels which were shown to be significant, F(1, 521) = 51.450, 
p<0.01. Students who had higher grade levels were more motivated as shown by 
Pearson’s r value (r= .35, p<0.01). However, with regard to the interaction between 
field of study and gender, the results indicate no significant difference, F(4, 521) = 
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0.53, p>0.05. This suggests that gender was not a factor in the differences among 
fields of study on the intended effort variable.  

In addition, a significant effect was found between field of study on the ideal L2 
self variable, F(4, 517) = 3.961, p<0.01.  
 

 



 
    

 146

Anna Martinović: 
The L2 motivational self system: Differences among learners 

It would appear that biotechnical science students (ecology and agriculture) (M = 
3.65, SD = 1.23) had the weakest ideal L2 self compared to all the other fields of 
study, including biomedical science (M = 4.29, SD = 1.09), humanities (M = 4.57, 
SD = .967), social science (M = 4.57, SD = .971) and technical science (M = 4.32, 
SD = .897) students suggesting that they were significantly less motivated to learn 
English. Gender also had a significant effect on ideal L2 self, (1, 517) = 6.787, 
p<0.01. The descriptive results show that males (M = 4.51, SD = .964) had a 
stronger ideal L2 self compared to females (M = 4.42, SD = 1.03). The covariate 
(grade levels) was significant, F(1, 517) = 98.039, p<0.01, indicating that these ef-
fects are valid after controlling for this factor. In other words, students with higher 
grade levels also had a stronger ideal L2 self (r= .42, p<0.01). Nevertheless, no sig-
nificant difference was found in the interaction between field of study and gender 
on this variable, F(4, 517) = .523, p>0.05. Gender did not play a significant role on 
students’ ideal L2 self when considering differences among fields of study. 

A significant effect was also found between field of study and ought-to L2 self, 
F(4, 509) = 3.358, p<0.05. Biotechnical science students (M = 2.54, SD = 1.01) had 
significantly lower average mean levels on the ought-to L2 self scale compared to 
humanities (M = 2.75, SD = .877), social science (M = 2.92, SD = .879), and tech-
nical science students (M = 3.03, SD = .810). Gender did not have a significant ef-
fect on the ought-to L2 self variable, F(1, 509) = 1.694, p>0.05. The covariate of 
grade levels was statistically significant, F(1, 509) = 12.695, p<0.01. The correla-
tions analysis indicated a negative relationship between ought-to L2 self and Eng-
lish grades indicating that students with higher grades levels had lower levels of 
motivation which were connected with external factors (r= -.29, p<0.01). Interest-
ingly, a significant difference was found in the interaction between field of study 
and gender on the ought-to L2 self variable, F(4, 509) = 2.458, p<0.05 with grades 
as the covariate. Considering the descriptive results (see Table 2) it could be seen 
that females have higher levels of ought-to L2 self compared to males if they are 
biomedical, biotechnical or technical students. On the other hand, the ought-to L2 
self is higher among males in the humanities and social science fields of studies 
compared to females. The interaction between field of study and gender are shown 
in Figure 1. 
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Figure1. Interaction effects of field of study and gender on the ought-to L2 self variable 
with final grades as the coviariate (1= biomedical students, 2= biotechnical students, 

3=humanities students, 4=social science students, 5=technical students). 

With respect to the instrumentality scales, field of study had a significant effect 
on instrumentality-promotion, F(1, 513) = 2.985, p<0.05. Biotechnical science stu-
dents (M = 3.89, SD = .727) had significantly lower scores on the instrumentality-
promotion scale compared to humanities (M = 4.28, SD = .723), social science (M 
= 4.40, SD = .731), and technical science (M = 4.28, SD = .701) students. Gender 
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did not have a significant effect on this variable, F(1, 513) = 1.651, p>0.05. The ef-
fect of English grades was significant, F(1, 513) = 9.481, p<0.05. The positive rela-
tionship between instrumentality-promotion and grade levels (r= .16, p<0.01) indi-
cates that the higher the grade levels the more students were motivated to learn 
English for motives related to job success. Moreover, there was no interaction be-
tween field of study and gender on instrumentality-promotion, F(4, 513) = 1.667, 
p>0.05 suggesting that gender was not a factor which might explain differences 
among field of study on this scale. 

Field of study did not have a significant effect on instrumentality-prevention, 
F(4, 522) = .931, p>0.05. However, gender had a significant effect on this scale, 
F(1, 522) = 8.199, p<0.05. Females (M = 3.95, SD = .964) were more motivated to 
learn English due to instrumental factors related to fear of negative outcomes com-
pared to males (M = 3.76, SD = .943). The effect of the covariate, English grades, 
was significant on instrumentality-prevention, F(1, 522) = 8.887, p<0.05. The 
negative correlation between grade levels and instrumentality-prevention (r= -.11, 
p<0.05) indicates that students with higher grade levels had lower levels of motiva-
tion related to instrumentality-prevention. Furthermore, there was no interaction 
between field of study and gender on instrumentality-prevention, F(4, 522) = 2.321, 
p<0.05 indicating that field of study was not a factor in explaining differences 
among gender on this scale. 

5. Discussion 

One of the differences that was expected to be found regarding the motivational 
variables and intended effort was the factor relating to length of studying English. 
The results showed no relationships between intended effort, ideal L2 self, ought-to 
L2 self, instrumentality-promotion, instrumentality-prevention and years of study-
ing English. However, with regard to final English grade levels, the results indicat-
ed several relationships. Specifically, significant positive relationships were shown 
between the ideal L2 self, intended effort, instrumentality-promotion and final Eng-
lish high school grades. In other words, students with higher English grades had a 
stronger ideal L2 self, intended to apply more effort in learning English at universi-
ty, and were more motivated to learn English for reasons related to job success. 
These results suggest higher motivation among students with higher achievement 
or proficiency levels. A number of early L2 motivation studies (Gardner 1985; 
Gardner 2010; Tremblay et al. 1995) have also demonstrated links between L2 mo-
tivation and achievement and proficiency levels. In educational contexts, Schunk et 
al. (2010) have argued that motivation can influence both learning and performance 
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outcomes. In the Croatian context, Mihaljević Djigunović (1998) found higher mo-
tivation among more successful learners as did Pavičić Takač & Berka (2014). The 
results of this study confirm a relationship between higher language achievement 
levels and aspects of the L2MSS, namely, a stronger ideal L2 self and higher levels 
of motivation associated with the instrumentality-promotion variable. Conversely, 
the results of the correlation analyses demonstrated a negative relationship between 
English grades and externally associated motives, that is, the ought-to L2 self and 
instrumentality-prevention. These results seem to imply that motivation associated 
with external motives play less of a role among students with higher achievement 
levels. In particular, it appears that students who were learning English to please 
their parents, to gain approval from their peers, or to avoid negative outcomes such 
as a receiving a bad grade were less efficacious English language learners. In short, 
these results imply that motivational factors that are more internally related, as op-
posed to externally, are better indicators of English language achievement. Internal-
ly motivated factors were also found to be a stronger influence on L2 learner be-
haviour compared to external factors in a study carried out by Noels et al. (2001). 
The results also confirm the studies conducted by Dörnyei and his colleagues 
(Csizér & Dörnyei 2005; Dörnyei et al. 2006) which showed the importance of 
pragmatic motives with a promotion focus as an important component of learners 
learning English in a foreign language context. 

Differences among fields of study were considered regarding students’ intended 
effort in learning English at university. It was found that biomedical (nursing) stu-
dents intended to exert more effort in learning English compared to biotechnical 
science (ecology and agriculture) students; in addition, intended effort was higher 
among social science students compared to biotechnical and humanities students. 
Variables that were considered which might have helped to explain these differ-
ences were gender and grade levels. Indeed, the results showed that gender was a 
significant factor on the intended effort scale even when controlling for the effects 
of grade levels. Accordingly, females showed higher levels of intended effort com-
pared to males indicating that they were more motivated to learn English. Numer-
ous studies have shown that females are more motivated to learn English compared 
to males (Dörnyei et al. 2006; Dörnyei & Clément 2001). Nevertheless, when the 
interaction between field of study and gender were analyzed, with grade levels act-
ing as a controlling variable, the results failed to show significant differences indi-
cating that gender cannot explain the differences among fields of study on the in-
tended effort variable. 

With regard to the ideal L2 self variable, the results indicated that biotechnical 
(ecology and agriculture) students displayed the weakest ideal L2 self in compari-
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son with all the other fields of study. Numerous studies have shown that the ideal 
L2 self is related to more intended effort. For example, the ideal L2 self had a 
strong effect on the criterion measure in the Japanese, Chines, and Iranian contexts 
(Taguchi et al. 2009), as well as the Hungarian context (Csizér & Kormos 2009). 
The results of a study carried out by Martinović (2014) in the Croatian context also 
showed strong correlations between ideal L2 self and intended effort. Thus, bio-
technical students appeared to be the least motivated students, that is, the least in-
trinsically motivated students. In particular, their self-concept was not linked to an 
image of themselves as proficient L2 speakers. The analyses focusing on gender 
showed that this independent variable had a significant effect on the ideal L2 self 
with males displaying higher levels compared to females with grades as the con-
trolling variable. This result is in contrast to many studies which have focused on 
gender and the L2MSS. Namely, in a study conducted by Ryan (2009b) in the Jap-
anese context, the results show higher scores among females on the ideal L2 self 
variable. In addition, Azarnoosh & Birjandi (2012) found higher means among fe-
males on the ideal L2 self variable in the Iranian context. The results of the present 
study showed higher L2 motivation (intended effort) among females and hence the 
lower levels of ideal L2 self seem somewhat contradictory considering the link be-
tween ideal L2 self and intended effort. The ideal L2 self is characterised as a pos-
sible self that entails a vision of oneself as a proficient L2 speaker. It is perhaps 
conceivable that males have more confidence in themselves as L2 users, or perhaps 
a more vivid vision, and hence have a stronger ideal L2 self. More follow-up quali-
tative analyses might help clarify this result. The findings also showed that gender 
was not a factor which might explain differences among fields of study on the ideal 
L2 self variable. 

It also appears that biotechnical students were not motivated to learn English 
based on extrinsic reasons as shown by the lower average means on the ought-to 
L2 self variable compared to other fields of study. Gender did not appear to have an 
effect on this variable, with grades as the controlling variable. What is more, the re-
sults showed a relationship between gender and field of study while controlling for 
grade levels on the ought-to L2 self scale. Biomedical (nursing), biotechnical 
(ecology and agriculture), and technical (maritime) female students had higher lev-
els on the ought-to L2 self variable than males, while the situation was reversed for 
the humanities and social science fields of studies whereby males showed higher 
levels than females. Boyatzis & Akrivou (2006) have argued that differences be-
tween the ideal L2 self and ought-to L2 self can be considered from the viewpoint 
of the internalization of external motives. Namely, each individual is affected to a 
certain extent by group norms and there is pressure to internalize extrinsic types of 
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motivation, such as our ought-to selves. Ideal L2 self can be considered as com-
posed of more internalised instrumental motives, while the ought-to L2 self con-
sists of less internalised and more extrinsic types of instrumental motives (Dörnyei 
2009). Thus, it may be conjectured that the differences among gender and field of 
study on the ought-to scale were the result of varying degrees of internalization of 
societal norms among students, that is, parental and peer influences, with regard to 
both gender and field of study.  

Regarding the instrumentality scales, the results showed that, once again, bio-
technical science students had the lowest scores on the instrumentality-promotion 
scale in comparison with all the other fields of study, except for biomedical stu-
dents suggesting that ecology and agricultural students were not motivated to learn 
English due to job success. The following are some examples of the statements on 
the instrumentality-promotion scale: “Studying English can be important to me be-
cause I think it will someday be useful in getting a good job”; “Studying English is 
important to me because with English I can work globally”; “Studying English is 
important because with a high level of English proficiency I will be able to make a 
lot of money”; “Studying English can be important to me because I think I’ll need 
it for further studies on my major,” and so on. Clearly, biotechnical students could 
not relate to these reasons for studying English. What is more, anecdotal evidence 
has suggested that ecology and agricultural students might not be motivated to 
learn English for career reasons because many of them plan to own their own farms 
and, as a result, they fail to see the need to learn it for their future career. Interest-
ingly, gender differences did not have an effect on this scale. Descriptive analysis 
on the total sample showed moderately high mean levels for both males and fe-
males on this scale suggesting that both genders valued the importance of English 
for their careers. In terms of the relationship between field of study and gender, 
with grades as the controlling factor, the effect was insignificant.  

On the other hand, field of study was not a significant difference on the instru-
mentality-prevention scale. Nevertheless, it appears that females were more moti-
vated than males to learn English due to a fear of negative outcomes, such as not 
passing a course or obtaining bad grades. Oyserman & Markus (1990) have argued 
that a possible self that is counterbalanced by a feared self will have a stronger mo-
tivational effect. In motivational psychology, focusing on the negative consequenc-
es of failing to achieve goals has been shown to be a strong basis for continued ef-
fort in engaging in an activity (Dörnyei 2001). This is confirmed by results of this 
study which showed higher levels of intended effort to learn English among fe-
males. The analysis focusing on the interaction between field of study and gender 
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while controlling for grade levels showed that this relationship was not significant.  

6. Conclusion 

The results of this study, which focused on the relationship between the L2MSS 
and learner differences, revealed several interesting results. Firstly, length of study-
ing English was not a significant factor in explaining differences in levels of L2 
motivation among non-language university majors. Most Croatian students begin 
learning English at a relatively young age as shown by the high average length of 
studying English and this could account for the lack of significance of this factor. 
Moreover, the findings showed that students with higher grade levels not only in-
tended to exert more effort in learning English, but also had a more internalised 
type of motivation (a stronger ideal L2 self) and more internalised instrumental 
motivation. This result substantiates the importance of the ideal L2 self in under-
standing L2 motivated learner behaviour as well as the close relationship with 
pragmatic motives that are related to future career success in the Croatian context. 

Furthermore, the results regarding field of study show that biotechnical students 
were the least motivated students showing lower motivation levels on almost all the 
components of the L2MSS. Although it was expected that gender or grade levels 
might have accounted for the difference in L2 motivation levels, the results re-
vealed that no interactions between field of study and gender, with grades as the 
controlling variable, were significant except for the ought-to L2 self variable. 
However, several fields of study showed differences on this scale, as well as varia-
tions among gender. A coherent explanation for these differences which has been 
suggested refers to the varying degrees of internalization of external motives 
among students regardless of field of study or gender. Accordingly, the low L2 mo-
tivation levels among biotechnical students may be due to insufficiently developed 
ideal L2 selves, and the lack of significance of learning English for their future jobs 
since many intended to have their own farms. In addition, controlling for the effect 
of English grades, the results pertaining to gender differences showed that females 
intended to exert more effort in learning English at university and this motivation 
was supported by motives related to fear of not being able to graduate and the pos-
sibility of obtaining bad grades at university. Surprisingly, males showed higher 
levels of ideal L2 self which suggests that they have a better vision of themselves 
as proficient users of English. 

The significance of the findings may point towards several implications for 
teaching. A basic element of the L2MSS is the learner’s vision of one’s self in a fu-
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ture state. Dörnyei (Dörnyei 2009; Dörnyei & Ushioda 2011) has suggested that 
learners can be encouraged to develop their ideal L2 self through the use of motiva-
tional strategies. According to Dörnyei (2009), the ideal L2 self can effectively mo-
tivate learners if the learner has a desired future self-image which is elaborate and 
vivid. Teachers can stimulate learners to create a language learning vision, that is, 
help them generate and maintain an ideal L2 self. Dörnyei (2009: 33) has stated 
that: “…igniting the vision involves, in effect, increasing the students’ mindfulness 
about the significance of ideal selves, guiding them through a number of possible 
selves that they have entertained in their minds in the past, and presenting powerful 
role models”. Moreover, this self-image needs to be clear and detailed enough in 
order for it to be an effective motivator. The use of the method of imagery en-
hancement involving techniques of creative or guided imagery may help encourage 
ideal L2 self images which will help to strengthen the learners’ vision (Dörnyei 
2009). By encouraging biotechnical students to develop these strategies, teachers 
could help them create a stronger ideal L2 self resulting in more motivated English 
language learners. In addition, females might also benefit from imagery enhance-
ment techniques which would support the development of a stronger ideal L2 self.  
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RAZLIKE MEĐU STUDENTIMA UNUTAR INOJEZIČNOG MOTIVACIJSKOG SUSTAVA 

POJMA O SEBI 
 
Zbog globalizacije engleski jezik je postao lingua franca svijeta što je utjecalo na jezičnu 
politiku. Prema Graddolu (2006), sve više zemalja postavljaju engleski kao obavezan pre-
dmet u osnovnim školama, tako da se engleski sve više smatra kao osnovna obrazovna vje-
ština. Ove promjene su utjecale na različita područja proučavanja jezika, a posebno na 
proučavanje inojezične motivacije. Dörnyei (2005) smatra da istraživanje inojezične moti-
vacije mora prihvatiti dvoslojni pristup, jedan za engleski jezik i drugi za ostale jezike. 
Dörnyei (2005, 2009) sugerira novi inojezični motivacijski okvir koji uzima u obzir ulogu 
engleskog jezika kao svjetskog jezika, tzv. 'inojezični motivacijski sustav pojmova o sebi' 
(engl. L2 Motivational Self System – L2MSS). Inojezični motivacijski sustav uključuje 
pojmove 'mogućih ja' (engl. possible selves) i 'budućih samovodiča' (engl. future self-
guides), te se sastoji od 'idealnog inojezičnog ja' (engl. ideal L2 self), i 'traženog inojezi-
čnog ja' (engl. ought-to L2 self) kao i od aspekata 'instrumentalnosti' (engl. instrumenta-
lity). Ovo istraživanje ispitivalo je motivaciju učenja engleskog jezika kod hrvatskih stu-
dentata te faktore koji bi mogli utjecati na razinu motivacije koristeći prethodno navedeni 
okvir (L2MSS). Rezultati su pokazali da duljina učenja engleskog jezika nije značajno utje-
cala na motivacijsku strukturu studenata. Međutim, veća razina inojezične motivacije, ide-
alnog inojezičnog ja i pragmatičnih motiva povezanih s karijernim uspjehom pronađeni su 
kod studenata višeg obrazovnog stupnja. Razlike su također pronađene među različitim po-
dručjima studija na način da su studenti biotehničkog usmjerenja imali najmanju razinu i-
nojezične motivacije. Pokazano je da postoje spolne razlike na nekoliko motivacijskih vari-
jabli, točnije, pronađena je veća razina uloženog napora i pragmatičnih motiva povezanih s 
izbjegavanjem negativnih posljedica među ženama, dok su muškarci pokazali veću razinu 
na skali idealnog inojezičnog ja čak i nakon kontrole prethodnog školskog uspjeha. 

Ključne riječi: inojezični motivacijski sustav pojmova o sebi; sveučilišni studenti; podru-
čja studija. 

 


