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Studies in many educational settings show that motivation and anxiety are related to learning foreign languages
(FL). Acknowledging the relevance and multifaceted complexity of motivation and anxiety, the present study
aims to examine the relationships in the Ethiopian context where such research has not been conducted. To do so,
first, we needed to validate the L2 motivational self-system (L2MSS, Dornyei, 2009) and a new FL anxiety scale,
based on hypothesized relationships between the L2MSS (i.e., the ideal L2 self, ought to L2 self, and L2 learning
experience) and FL anxiety (both facilitative and debilitative). A total of 65 university students participated in
the research at an Ethiopian university. Questionnaires on L2MSS and facilitative/debilitative anxiety were used
to gather data. The data were analyzed using descriptive statistics, correlational analyses, and t-tests using SPSS
software Version 25. Total scale reliability for the L2MSS and FL anxiety instruments was 0.90 and 0.70,
respectively, higher than 0.6, suggesting adequate consistency for both constructs. The validity of the construct
was evaluated by several model fit indices including the comparative fit index (CFI), Tucker-Lewis’s index (TLI),
the goodness of fit index (GFI), and root mean square error of approximation (RMSEA). All fit indexes were above
0.90, except for RMSEA; RMSEA was below 0.05 revealing that the models were valid. Students rated their
L2MSS and FL anxiety moderate. The strongest significant relationship was found between students’ ideal L2 self
and their L2 learning experiences, whereas a weak but significant relationship was found between the latter and
debilitative anxiety. The paper discusses these outcomes and their implications for classrooms and further
research.

1. Introduction self, ought to L2 self, and learning experience) and L2 anxiety (facili-
tative and debilitative). We hope that by investigating the link between
the components of L2MSS and FL anxiety, language teachers and re-

searchers would be able to better understand the function of these two

Several individual variables have been widely researched in the field
of foreign language learning (FLL), as many key factors must be present

to allow students to learn a foreign language (FL) successfully. These
include long-term motivation and a high level of engagement as well as
low anxiety. Successful language learning is a complicated process in
which various elements interact in complex relationships and impact
students’ motivation and, conversely, increase or lower their level of
language learning anxiety. As a result, these constructs are essential
emotional aspects and critical variables in FLL as they are substantially
connected with FL performance (Dornyei, 2005).

So far, research has looked at the function of these two constructs at
the same time in contexts where English is a foreign language (EFL). In
the L2 motivational self-system framework, however, little research has
explored the relationship between different facets of the L2 self (ideal L2
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factors in the classroom. Such an inquiry may also provide credence to
Dornyei’s (2009, 2019) theory of the applicability of L2MSS in a new
multicultural setting where no previous study examined the link be-
tween L2 motivation and anxiety. The study employed a quantitative
research design to answer three research questions.

1. What are the students’ overall motivational orientations in learning
English?

2. How can their types and levels of anxiety in learning English be
characterized?

3. What is the relationship between L2 motivation and anxiety in this
young adult population?

E-mail addresses: merih.welay.welesilassie@edu.u-szeged.hu (M.W. Welesilassie), nikolov.marianne@pte.hu (M. Nikolov).

https://doi.org/10.1016/j.amper.2022.100089

Received 25 June 2022; Received in revised form 10 August 2022; Accepted 8 September 2022

Available online 28 September 2022

2215-0390/© 2022 The Authors. Published by Elsevier Ltd. This is an open access article under the CC BY-NC-ND license (http://creativecommons.org/licenses/by-

nec-nd/4.0/).


mailto:merih.welay.welesilassie@edu.u-szeged.hu
mailto:nikolov.marianne@pte.hu
www.sciencedirect.com/science/journal/22150390
https://www.elsevier.com/locate/amper
https://doi.org/10.1016/j.amper.2022.100089
https://doi.org/10.1016/j.amper.2022.100089
https://doi.org/10.1016/j.amper.2022.100089
http://crossmark.crossref.org/dialog/?doi=10.1016/j.amper.2022.100089&domain=pdf
http://creativecommons.org/licenses/by-nc-nd/4.0/
http://creativecommons.org/licenses/by-nc-nd/4.0/

M.W. Welesilassie and M. Nikolov
2. Literature review
2.1. L2 motivation

Learners’ motivation is one of the most elusive concepts in FLL
research, and its complexity and multi-faceted nature have often resul-
ted in conflicting findings in past studies (Dornyei and Ushioda, 2013).
Motivation is an internal drive that allows people to achieve specific
goals. As a result, FL. motivation refers to a "primary push to commence
FL learning, and subsequently, the driving force to sustain the long,
sometimes tedious learning process; indeed, all other components
involved in SLA require motivation to some extent" (Dornyei and Ryan,
2015, p. 72). Dornyei (2005), a leading second language acquisition
(SLA) scholar, divided L2 motivational research into three periods: the
socio-psychological period (1959-1990), the cognitive-situated period
(the 1990s), and the socio-dynamic period (from 2000 to the present).

In the socio-psychological period, Robert Gardner and his associates
conducted most of the significant studies. Their socio-educational
approach paved the way for L2 motivation research. Gardner (1985)
defined motivation as a behavior that is oriented toward achieving a
certain objective. Motivation determines why people work to reach
certain goals, how long they keep doing something, and how hard they
try (Gardner & Lambert, 1959 as cited in Dornyei and Ryan, 2015, p.75).
Gardner and Lambert (1959) identified two distinct orientations: inte-
grative and instrumental orientations. Integrativeness refers to learners’
desire to become fully integrated members of the target language
community and culture, whereas instrumentality refers to the functional
significance of learning the target language.

The second phase, during the 1990s, was marked by works that drew
on cognitive theories in educational psychology, with Self-
Determination Theory (SDT), the early work of Deci and Ryan (1985),
being a significant approach in this period. SDT’s core concept is that
individuals have natural impulses toward personal growth and vitality;
these are either fulfilled or dissatisfied by their surrounding environ-
ment. SDT targets three kinds of motivation: intrinsic motivation,
extrinsic motivation, and amotivation. These define the direction of
behavior and the reasons for a person’s engagement in action to reach a
goal. (1) Intrinsic motivation is concerned with the satisfaction in doing
a task itself rather than depending on any external pushing or pulling
pressure. (2) Extrinsic motivation is classified into four regulations:
external, introjection, identification, and integrated. (a) External regu-
lation, which is the least autonomous form of extrinsic drive, is moti-
vated by external pressures, such as rewards or punishments; (b)
introjected regulation refers to individuals’ motivation to engage in
tasks because of internal pressure (i.e., tension, guilt); (c) identified
regulation involves identifying a goal or regulation as personally
important, that one values so that one will perform it; (d) integrative
regulation, the most autonomous extrinsic motivation, includes
behavior that is completely integrated with the individual’s behavior,
aspirations, interests, and personality. Finally, (3) amotivation exists
when an individual lacks innate or extrinsic motivation or intention to
accomplish a certain goal (Deci and Ryan, 2000).

The third period characterized by Dornyei (2005), the current
socio-dynamic period, is marked by a focus on motivational change,
self-regulation, imagined (possible) selves, and the emergence of indi-
vidual motivation in sociocultural contexts (Mahmoodi and Yousefi,
2021; My, 2021). Most importantly, this period of motivational research
centered on motivational transformation, i.e., how self-identity and
motivation are linked. It is widely accepted that the theories of moti-
vation, particularly Gardner’s model, made significant contributions to
the development of L2 motivation research; however, it has since been
challenged by many researchers (for example, Dornyei, 2005, 2009)
who believe that the emphasis on integrativeness leads to a neglect of
the effects of the language learning environment (i.e., EFL contexts) and
learner differences. Dornyei (2009, 2019) proposed the L2 Motivational
Self System (L2MSS) to fill the shortcomings. The L2MSS aims to
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examine self-specific motivation in L2 learning (Dornyei and Ryan,
2015) and it is viewed as a reinterpretation of Gardner’s integrative
motive notion.

L2MSS comprises two major components: self and context (Dornyei,
2009). The selves are subdivided further into two parts: (a) the ideal L2
self represents all the attributes that a person would like to possess; and
(b) the ought-to L2 self consists of traits that people ought to possess to
avoid negative outcomes (Dornyei, 2009). According to Dornyei and
Ryan (2015), the L2MSS selves component was conceived using two
main theories: possible selves (Markus and Nurius, 1986) and
self-discrepancy theory (Higgins, 1987). As Markus and Nurius (1986)
saw it, people might become three types of selves: something they hope
to become (the possibility that they might become their future self),
something they dream of becoming (positive images of their future self),
and something they fear to become (negative images of their future
selves).

However, Higgins (1987) claimed that learners can have either a
promotional orientation or a prevention orientation. A person with
promotion-focused orientation cares about progress, growth, and
accomplishment and is aware of when good things happen. On the other
hand, a person with prevention-focused orientation cares about safety
and security and is aware of bad things happening. Based on this model,
students who have a stronger ideal L2 self will have a promotional
regulatory focus, as well as enjoy working towards positive outcomes.
Those with a greater ought-to L2 self tend to show a prevention regu-
latory orientation and feel obliged to avoid negative repercussions of not
coming up to expectations or not doing their duties (Dornyei, 2009).

Markus and Nurius (1986) and Higgins (1987) made valuable con-
tributions to the conceptualization of self in the L2MSS; Dornyei
modeled his "ideal" and "ought" selves after Higgins’ concept of
self-discrepancy. Another key component of L2MSS comprises L2
learning experience. Language learning experiences, which combine
past and current language learning experiences, are the basis for
analyzing how context, including the L2 teacher, the curriculum, peers,
the group, and the experience of success, affect the development of the
self (Dornyei, 2019).

Dornyei and Ushioda (2013) concluded that three primary factors
are responsible for motivating L2 learners: the learner’s self-perception
of being an L2 expert, external social pressure, and positive learning
experiences. L2 motivation research has been influenced by this theory,
which has changed the learner’s identification with an external refer-
ence group to identify with their self-concept. As a result, numerous
researchers in EFL environments (e.g., Papi, 2010; Papi and Teimouri,
2014; Taguchi et al., 2009; Teimouri, 2017) have accepted this theory as
their theoretical framework within which empirical investigations have
been undertaken. The present study aims to do so in a new context.

2.2. L2 anxiety

Anxiety is seen as the most common emotional element impeding L2
learning. Anxiety is a multi-faceted term; psychologists distinguished
trait anxiety and state anxiety, and depending on its impact, facilitative
vs. debilitative anxiety. Unsurprisingly, early research on anxiety and
achievement, as well as motivation yielded varied and perplexing
findings; scholars found that anxiety is not a simple, unitary entity that
can be readily defined into high or low levels (Horwitz, 2010). The trait
versus state anxiety category addresses the sustaining feature of anxiety:
a constant or occasional worry. Trait anxiety is a constant sense of being
nervous, whereas state anxiety is a transitory emotion that changes in
strength throughout time. The concept of facilitative vs. debilitative
anxiety refers to the degree to which anxiety impacts learning favorably
or unfavorably. Debilitating anxiety has been shown to have a detri-
mental effect on performance, whilst facilitating anxiety has been shown
to improve learners’ performance (Dornyei, 2005).
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2.3. Studies on the relationship between L2MSS and L2 anxiety

Since the development of the L2MSS by Dornyei (2009), research on
L2 selves has received a great deal of interest in the field of L2 moti-
vation. Researchers (Al-Shehri, 2009; Dornyei and Ushioda, 2009; Ryan,
2008; Taguchi et al., 2009) have attempted to validate the approach in
different learning scenarios and reported accepted Cronbach alphas
value. Many scholars (e.g., Dornyei, 2010; Dornyei and Ryan, 2015;
Papi, 2010; Papi & Teimouri; Taguchi et al., 2009) believe the L2MSS
framework may explain additional emotional variables such as L2 anx-
iety, beliefs, willingness to communicate, and achievement in a new
language. As a result, the system might be used to explain the interaction
of many affective variables.

Several studies have shown a link between L2 anxiety and student
motivation (e.g., Papi, 2010; Papi and Teimouri, 2014; Teimouri, 2017).
Papi (2010) studied 1,011 (473 female and 538 male) Iranian high
school students to test a theoretical model that included Dornyei’s
(2009) L2MSS, English anxiety, and intended effort to learn English.
Papi (2010) found that although the ideal L2 self and L2 learning
experience reduced students’ English anxiety, the ought-to L2-self
increased it. Because the ideal L2 self is linked to
instrumentality-promotion such as optimism and success, and the
ought-to L2 self is linked to instrumentality prevention such as fear
about undesirable consequences, this may increase students’ anxiety.

Papi and Teimouri (2014) explored the link between anxiety’s
facilitative and debilitative aspects to language learners’ motivational
orientations—prevention and promotion systems. The participants were
1,278 (623 females, 655 males) Iranian secondary school students. The
questionnaire scales were derived from Dornyei (2005) research in
Hungary and Taguchi et al. (2009) in Japan and China. Papi and Tei-
mouri (2014) claimed that anxiety motivates prevention-focused
learners to work harder to avoid undesirable consequences. However,
according to Higgins (1987) self-discrepancy theory, an individual with
a promotion-focused attitude is concerned about making progress,
growing as an individual, accomplishing goals, and being aware of
whether or not positive things occur. Therefore, the central idea is that
in case a learner’s real self does not correspond to their ideal self, then
they are more likely to feel ashamed and anxious about themselves
hence it is destructive to their drive.

Teimouri (2017) investigated the emotional experiences of L2 future
self-guides in Iran. The researcher used self-developed L2MSS items to
link students’ emotions to their L2 selves. Five hundred and four EFL
learners in Iran took part in the research by filling out a questionnaire.
L2 anxiety was shown to be linked to learners’ ought-to L2 selves, but
not to their ideal L2 selves. L2 anxiety matched the motivational
orientation of learners with a predominant prevention emphasis and
provided a facilitative function by keeping them sensitive to the exis-
tence of probable negative consequences.

Jiang and Papi (2021) looked at how chronic regulatory focus, L2
self-guides, L2 anxiety, and motivated behavior were linked in 161 EFL
students at a central university in China who filled out questionnaires.
The results showed that participants’ promotion focus (which was
concerned with successes and achievements) was significantly and
negatively associated with their L2 anxiety, but their prevention focus
(which was concerned with safety and duties) was unrelated to their L2
anxiety.

In conclusion, researchers have been unable to come to a consensus
on the precise nature of the link between anxiety and motivation in
learning a foreign language, even though studies tended to find positive
and negative correlations. Therefore, the results of the empirical in-
vestigations clearly indicated that more research is needed to clarify the
interplay between facilitative anxiety and debilitative anxiety. In addi-
tion, the temporal, dynamic, and domain-specific characteristics of
motivation may account for the disparate outcomes. The present
research used the constructs of anxiety known as facilitating anxiety and
debilitating anxiety and it utilized the three L2ZMMS known as ideal L2
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self, ought-to L2 self, and learning experience in a context where no
previous study has been conducted.

3. Method

This research sought to better understand the relationship between
students” L2MSS and anxiety in learning English. To answer this ques-
tion, the current study employed quantitative method research design
(Creswell, 2012; Mackey and Gass, 2016) to examine the connections
among these variables.

3.1. Educational context

The context is Ethiopia, one of the world’s oldest nations; it has never
been conquered by any English-speaking or another country, hence
English arrived late. Ethiopians were first introduced to foreign lan-
guage teaching in 1908. Since then, significant curricular and method-
ological improvements have been implemented. Until 1945, most
English instructors were foreigners from Europe, America, and Asia.
Early on, only a few schools taught French, Italian, and English (Gopal,
2013). Students begin formal education at the age of seven. After eight
years of primary school (first and second cycles), students go on to
regular secondary school for two years, followed by a preparatory sec-
ondary school for two more years. They begin learning English in the
first year of primary school, at age 7, and continue in 4-5 h per week
until they complete preparatory high school. After preparatory sec-
ondary school, students compete for admission to public universities,
where English is a major and common course. Therefore, the partici-
pants in this study were undergraduate English major students.

3.2. Participants

Participants in this study were undergraduate students majoring in
English. All undergraduates at a university were targeted for this
research. According to the information provided by the Department of
English language and literature, the total number of students enrolled in
the fall of 2021 was 97. They were all invited to complete a question-
naire. Out of 97 students, 32 refused to take part, while 65 others (males
18 and females 47) volunteered to do so. Their ages ranged from 19 to 23
(M = 21.55, SD = 1.28).

3.3. Instrument

The questionnaire used in the survey was designed and administered
along the standards established by Taguchi et al. (2009). Three sections
make up the questionnaire. In the first section, participants provided
their background information on their gender, age, semester, and year of
their studies. The second section comprised L2MSS items adapted from
Taguchi et al. (2009) to identify the participants’ perceived type and
level of motivation. The third part encompassed a self-developed FL
learning anxiety section.

The L2 motivational self-system (L2MSS) comprises three compo-
nents: ideal L2 self, ought to L2 self, and Language Learning Experience
(Dornyei, 2009). However, the original scale consisted of two sub-scales
(i.e., ideal L2 self and ought to L2 self). For the present study, an addi-
tional subscale for learning experience was added to measure students’
situation-specific motives and learning experiences in learning EFL.
Accordingly, items in the “ideal L2 self” and “ought to 12 self” were
adapted from the original Taguchi et al. (2009) scale. As for Learning
Experiences (LE), since Taguchi et al. (2009) did not specifically have
items on them, but they mixed them with other categories, we adapted
five items (1-5) from the work of Taguchi et al. (2009) related to
learners’ situation-specific motives and developed five additional items
(6-10) on immediate classroom experiences, English classes, English
learning, classroom activities, classmates, and learning materials.

The ideal L2 self is defined as the sign of the attributes that one would
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ideally like to possess (Dornyei, 2009). To investigate the measure, we
adapted ten items (e.g., “I can imagine myself living abroad and
communicating well with the locals in English™). The ought-to-L2 self
represents the imagined quality that an L2 learner should possess when
doing various tasks and commitments to avoid possible negative out-
comes. Ten items were adapted to measure the ought-to L2-self
construct (e.g., “Studying English is important to me because an
educated person should speak English”). The L2 learning experience
concerns “situation-specific motives related to the immediate learning
environment and experiences” (Dornyei, 2009, p. 29). Dornyei (2019)
further explained that the L2 Learning Experience is “the perceived
quality of the learner’s engagement with various aspects of the learning
process (i.e., the L2 teacher, the curriculum, the peer group, and the
experience of success)” (p. 20). Twelve items were used to assess
learning experience and situation (e.g., “The atmosphere of my English
classes is interesting”).

The third part of the questionnaire comprises items on facilitative
and debilitative anxiety. Three items were developed for tapping into
the debilitative anxiety construct to measure debilitating experiences of
FL anxiety (e.g., “When I'm nervous I'm less good at English™). Likewise,
three items were designed to measure the facilitative anxiety construct
to measure the facilitative experiences of foreign language classroom
anxiety (e.g., “When I'm a bit nervous my English is better”). Data were
collected using self-administered pencil-and-paper questionnaires. The
students rated the degree to which they agreed or disagreed with the
given statement on a six-point Likert scale (strongly disagree, disagree,
slightly disagree, slightly agree, agree, and strongly agree).

3.4. Reliability and validity

To check to what extent the adapted items from Dornyei’s (2009,
2019) L2MSS and the self-developed FL anxiety constructs elicited valid
and reliable data in this EFL context, internal consistency reliability and
confirmatory factor analysis analyses were conducted.

First, the KMO index was employed to guarantee a big enough
sample. The L2MSS and anxiety scales had KMO values of 0.90 and 0.66,
respectively, which were higher than the cut-off value of 0.6, indicating
that the dataset was eligible for factor analysis (Hair et al., 2006; Field,
2013; as cited in Huensch and Thompson, 2017, p. 426). Furthermore,
DeVellis (2003, as cited in Dornyei, 2010, p.56) suggested that the
normal sample size for factor analysis should be approximately 100
(£20). The pilot study’s sample size is 165, therefore, it is sufficient for
factor analysis. Next, the Cronbach Alpha was then calculated, and the
internal consistency of the L2MSS and FL anxiety items was assessed.
Generally, researchers (i.e., Dornyei, 2010; Taguchi et al., 2009) suggest
that a test’s Alpha must be at least 0.6 for it to be considered reliable.
The study used Cronbach’s alpha to construct two reliability analyses:
one for the scale and one for the sub-scale. As a result, the overall scale
reliability for the L2MSS and FL anxiety scales was determined to be 0.9
and 0.7, respectively, which were greater than 0.6, suggesting that the
items in both constructs had adequate consistency. Table 1 shows the
number of items as well as the Cronbach’s Alpha for the subscales.

The validity of the construct was evaluated by several criteria. Factor
loadings between 0.4 and 1 remained in the model, whereas factors that
loaded below 0.4 were discarded. From the ought to L2 variable, items 4
(—0.11) and 6 (0.00) were deleted. From the ideal L2-self variable, item
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number 17 (0.14), and from the Learning experience variable, item
number 27 (0.20) were also deleted for the same reason. The Chi-square
value was calculated by the formula X2/df, which is according to
Dornyei (2010) expected to be less than 3 to be acceptable. Accordingly,
the L2MSS scale’s Chi-square (667.118/461) was 1.45, and the FL
anxiety scale’s Chi-square (7.589/8) was 0.95. Taguchi et al. (2009)
selected an additional index below from among the variety of overall
model fit indices: comparative fit index (CFI), Tucker-Lewis’s index
(TLI), the goodness of fit index (GFI), and root mean square error of
approximation (RMSEA). For all except for the last one of these indices,
a value of > 0.90 is usually indicative of high fitness; for the last mea-
sure, RMSEA, a value less than 0.05 is good (Taguchi et al., 2009).
Accordingly, the GFI, TLI, CFI, and RMSEA scores of the L2MSS and FL
anxiety models, as shown in Table 2, revealed that the models were
valid.

3.5. Data collection procedure

First, three first-year English language and literature students (ages
20-23) and one university instructor (with 9 years of English teaching
experience) completed a small-scale pilot version of the questionnaire to
assess its appropriateness, simplicity, and usefulness. Due to the civil
war in the country, all data collection took place online. Data collection
and analysis for the first pilot research started on November 5, 2021 and
were completed on November 25, 2021. After collecting data from these
respondents, we considered what improvements the participants sug-
gested to the instruments. For example, translations of the items into
their native language, and items were replaced, removed, and modified.
For instance, the item "Studying English is important to me to gain the
approval of my peers, instructors, and family" is broken down into three
items, since each of the three factors — peers, teachers, and parents —
has a unique influence and need to be dealt with independently. In
addition, because this study was conducted in a foreign language
learning setting, terms such as “second language” were replaced with
“foreign language” (i.e., English). Finally, complex phrases and words
were paraphrased for clarity. After completing the first pilot study, the
second pilot study was undertaken with 165 students towards the end of
November 2022. The main purpose of the second pilot study was to
check to what extent the adapted items from Dornyei’s (2009, 2019)
L2MSS and the self-developed FL anxiety constructs elicit valid and
reliable data in the EFL context. Data collection for the main study began
on December 2 and ended on December 10, 2021. Sixty-five students
were participated in the main study. The department head and an En-
glish teacher helped recruit participants after getting detailed informa-
tion on the purpose of the study and how they could help collect data.
Participation in the survey was fully voluntary, and participants could
opt out at any moment. Volunteer students were requested to read the
information page, which emphasized the study’s aims, confidentiality,
and anonymity. After data collection, a thank-you letter was sent to all
students, the department head, and the teacher.

3.6. Procedures of data analysis

Data were organized and analyzed quantitatively (Creswell, 2012).
The statistical analyses were carried out with the help of a statistical
package for social sciences (SPSS) version 25. Descriptive (mean,

Table 1 Table 2

Subscales, number of items, and alpha. Fit indexes for the measurement models variables.
Subscales Number of Items Cronbach’s Alpha () Constructs GFL TLI CFI RMSEA
L2 Experience 12 .95 Ideal L2 Self .86 .88 .90 11
Ideal L2 Self 10 .89 Ought to L2 Self 91 .89 .96 .02
Out to L2 Self 10 71 Learning Experience .97 .96 .90 .07
Facilitative anxiety 3 .63 Facilitative anxiety .96 .90 91 .04
Debilitative anxiety 3 .80 Debilitative anxiety .90 91 .89 .05
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Standard Deviation) and inferential (Pearson Correlation Coefficient,
one-sample t-test) statistics were used to analyze the data. The validity
and reliability of the instruments were analyzed using AMOS software.
Participants were assigned a code and all names referenced in the data
were substituted with pseudonyms for specific purposes and ethical
issues.

3.7. Ethical considerations

Considering the current study’s use of human subjects, several
ethical issues were considered. The study was conducted following the
requirements of the University’s IRB Ethics Committee, which was
approved, and written permission was obtained to proceed (see
Appendix A). Furthermore, at the university where the study was con-
ducted, the participants were informed about the purpose and that
participation in the study was completely voluntary, and that they could
leave at any time (see appendix B). All the information gathered was
treated confidentially and anonymously.

4. Results and discussion

The data were first checked for missing data before statistical ana-
lyses were conducted. Two data elements were missing. The first was a
student who failed to include her semester grade in the demographic
data. Second, a student marked "3" (slightly disagree) on all the items. As
a result, both surveys were deleted, leaving a total of 65 participants’
datasets for further analysis. In the next sections, we present the findings
and discuss them along the three research questions (RQ).

RQ 1 What type and level of motivation did the students demonstrate
on the three scales?

To answer the first research question, descriptive statistics were used
to determine the students’ perceived levels and type of L2MSS.

As demonstrated in Table 3, the cumulative mean of all three com-
ponents of the L2MSS was moderate (M = 3.75, SD 0.68). On the ideal
L2-self measure, students’ mean was modest (M = 3.69). One of the most
potent motivational elements, according to Dornyei (2005), is the ideal
L2 self. The ideal L2 self was then utilized to evaluate a student’s future
self-image as a successful future L2 learner. It may be inferred that
students had a moderate level of motivation for seeing their future
self-images as capable of speaking English as native speakers. In the
study context, English is taught as a foreign language. Accordingly,
students typically do not believe that they would meet target language
speakers or have a native-like accent.

Students’ accounts based on the items related to their L2 learning
experience were ranked the lowest (M = 2.41) among the three com-
ponents of L2MSS. This contradicted the conclusions drawn by Subekti
(2018). According to Subekti (2018), the L2 learning experience was
rated first (M = 35.75) among the three components of L2MSS. Re-
searchers (e.g., Piniel and Csizér, 2013) contended that motivated stu-
dents must have had better learning experiences. Ushioda (2009)
likewise put the L2 learning experience front and center, stating that
learning experiences play a significant role in creating L2 motivation. To
put it another way, the more motivated a student is, the more favorably
they will perceive the learning experience. The learning experience
focused on how students felt about their current learning situation and

Table 3
Descriptive Statistics of Learners’ LZMSS.

Minimum Maximum Mean Std. Deviation
Ideal L2 Self 1.80 5.80 3.69 1.09
L2 Learning Experience 1.33 5.50 2.41 1.17
Ought-to L2 Self 4.50 5.90 5.16 .26

Total L2MSS 2.84 5.47 3.75 .68
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the extent to which they were satisfied with their L2 learning experi-
ences. An unpleasant classroom environment, insufficient teaching, and
learning facilities, time constraints for practicing pair and group works,
a high student-to-teacher ratio, classroom size, classroom activities,
inadequate school support, poor teaching methodology, negative atti-
tudes, and limited (or almost no) access to English users outside the
classroom could all contribute to this outcome, among other factors.
Among the three components of L2MSS, learners’ ought-to L2 self
(M = 5.16 SD = 0.26) was scored the highest. Ought-to L2 self refers to
the obligations or requirements that an individual should have to pre-
vent undesirable outcomes (Dornyei, 2009) The result was not consis-
tent with the findings reported by Subekti (2018) in Indonesia. In that
study, students who were motivated by the ought-to L2 self were the
least from the other components of L2MSS. The author concluded that
students did not see either their teachers’ or their peers’ acknowledg-
ment as a driving force to learn English. However, in the present study,
students acknowledged the importance of learning English to get
approval from the people surrounding them. This could be because
students see their teachers and peers as important factors in the teaching
and learning process and they care more about how they view them.

RQ 2 What level and type of anxiety did students demonstrate on the
two anxiety scales?

Descriptive statistics were employed to identify the students’
observed intensity and type of FL anxiety.

According to data in Table 4, on average, students reported experi-
encing a moderate level of anxiety (M = 3.58, SD.71). The mean of
debilitative anxiety (M = 4.16, SD = 1.37) was higher than the Mean of
facilitative anxiety (M = 3.00, SD = 0.42), which suggested that most of
the students suffered from anxiety that prevented them from learning.
This may be because of their socio-cultural background (i.e., ethnicity,
gender, religion, geographical location). It is widely believed that stu-
dents’ socio-cultural background affects their affective factors like
anxiety, motivation, and attitudes (Dornyei, 2005; Taguchi et al., 2009).
Accordingly, students’ low self-confidence, classroom participation, and
lack of English practice outside the classroom (Haile and Tilahun, 2019)
could contribute to this outcome. The finding of the present study that
students tended to experience debilitative anxiety is consistent with
previous findings. For example, Gerencheal (2016) reported that Ethi-
opian university students were most anxious when learning English. He
also reported that anxiety had a debilitative effect on students’
achievement. Using the Hungarian FLCAS (HFLCAS), which measures
debilitative effects, Toth (2009) also observed Hungarian university
students as a group felt somewhat nervous, although at a low level.

RQ 3 What were the relationships among the ideal L2 self, the ought-to
L2 self, Learning experience, facilitative and debilitative anxiety
in English?

Pearson correlation was performed to address the third research
question concerning the relationships between L2MSS (the ideal L2 self,
the ought-to L2 self, learning experience), anxiety (facilitative and
debilitative). The results are summarized in Table 5.

As can be seen in Table 5, the correlation analysis indicated signifi-
cant relationship between the ideal L2 self and the L2 learning experi-
ence (r = 0.616, p < 0.001). Of all the correlations in Table 5, this one is
the strongest one. This outcome matches Papi's (2010) results.

Table 4
Descriptive Statistics of Learners’ anxiety.

Minimum Maximum Mean Std. Deviation
Facilitative anxiety 2.33 4.33 3.00 42
Debilitative anxiety 1.00 5.67 4.16 1.37
Total score 1.67 5.00 3.58 71
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Table 5
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Correlation Analysis of the ideal L2 self, the ought-to L2 self, learning experience, facilitative and debilitative anxiety.

Ideal L2 self Learning Experience

Ought to L2 Self Facilitative Anxiety Debilitative Anxiety

Learning Experience .616" 1

Ought to L2 Self .023 —.018 1

Facilitative Anxiety —.007 .005 —.039 1

Debilitative Anxiety 125" 178" —.100 —.031 1
? p < 0.001.

b b <0.05.

According to Papi (2010)’s research, the Ideal L2 Self has a positive
relationship with the L2 learning experience of students. The result of
the present study implies that students who have a bright future
self-image as language users value their learning experiences more than
those who have a feeling of low ideal L2 self because they are unable to
see the value or purpose of their learning environment. To put it another
way, students with a strong ideal L2 self can see the importance of what
they accomplish in class, as they are aware that it will assist them in
achieving their future vision. Additionally, the impression students have
of themselves is greatly influenced by their prior educational experi-
ences. Students’ self-esteem and motivation can be significantly boosted
by experiences they perceive as pleasant or successful.

Moderate positive and statistically significant relationship was found
between the ideal L2 self and debilitating anxiety (r = 0.125, p < 0.05).
This finding lends empirical support to the hypothesis put forward by
Papi and Teimouri (2014) about the debilitative role of anxiety on stu-
dents’ motivation. Learners with a strong ideal L2-self have a predom-
inant promotional focus and are sensitive to the presence of positive
outcomes, the emotional state of joy best fits their motivational orien-
tation, and anxiety represents a misfit, having a debilitative effect on
their motivation (Papi and Teimouri, 2014). Nonetheless, there was no
significant relationship between ideal L2 self and facilitative anxiety (r
= —0.007, p > 0.05). The result might be due to promotion focused
(ideal L2 self) students who are concerned with advancement and
progress and sensitive to the presence of positive outcomes, anxiety
represents a misfit and thus is harmful to their motivation.

Although students’ learning experiences did not have a significant
relationship with facilitative anxiety (r = 0.005, p > 0.05), they did have
a significant positive relationship with debilitative anxiety (r = 0.178, p
< 0.05). The result indicated that as students’ learning experiences
increased, so did their debilitating anxiety. This outcome is not in line
with a previous study (i.e., Papi, 2010) that reported L2 learning ex-
periences to be negatively correlated with anxiety. The outcome was
surprising, as one would expect that learning experiences (e.g., the at-
mosphere of English class, watching English movies and TV, or engaging
in classroom activities) could have a positive relationship with facilita-
tive anxiety, and a negative relationship with debilitative anxiety.
Culturally, Ethiopian students are shy and do not interact much, ac-
cording to my learning and teaching experiences in tertiary education.
Having such cultural experiences might lead students to experience
worry even in a suitable learning environment.

The ought-to L2-self had no significant relationship with either
facilitative anxiety (r = —0.039, p > 0.05) or debilitative anxiety (r =
—0.10, p > 0.05). The ought to L2 incorporates motivational behavior
initiated by expectations, obligation, and avoidance of negative feelings.
The results matched Jiang and Papi’s (2021) argument that preventative
focus (ought to L2 self) is unrelated to L2 anxiety. However, they con-
tradicted the results reported by Papi (2010) and Teimouri (2017) who
claimed that the ought-to L2 self positively related to a higher level of
anxiety. The authors concluded that ought-to L2 self is linked to
instrumentality prevention such as fear about undesirable conse-
quences, which may cause anxiety in students. This result is not
confirmed in the Ethiopian context. This could be explained by the
research context and age differences, as the former study was conducted
with Iranian high school students, while the present study was

conducted at a university. Unlike in some other countries, there seems to
be no external pressure for students to use English. They, however,
might feel embarrassed when they must use English. Accordingly, the
fact that there was no relationship might be driven by such an
experience.

5. Conclusion, limitation, and pedagogical implications
5.1. Key findings

The results of this study, which focused on the relationship between
the L2MSS and L2 anxiety, revealed several interesting and unexpected
results. More specifically, the study aimed to characterize Ethiopian
student types and levels of anxiety and to investigate the relationships
among L2MSS and L2 anxiety.

First, students’ perceived levels of L2MSS were moderate (M = 3.75,
SD = 0.68). However, there was a significant variation in each compo-
nent of the L2MSS. The proportion of students who were motivated by
the learning experience was very low (M = 2.41, SD = 1.17). This give
the impression that the students were unhappy with both the method of
instruction and the environment in which it was delivered. In contrast,
students who were motivated by the ought to L2 were very high (M =
5.16, SD = 0.26), implying that students were driven to learn English for
practical reasons. The ideal L2-self, one of the most effective motivating
factors, was perceived at a moderate level (M = 3.69, SD = 1.09). It is
possible to deduce from the responses of the students that they had a
modest degree of motivation for picturing their future selves as being
capable of speaking English as fluently as native speakers.

Second, students reported experiencing a moderate level of anxiety
(M = 3.58, SD = 0.71). However, the mean of debilitative anxiety (M =
4.16, SD = 1.37) was higher than the mean of facilitative anxiety (M =
3.00, SD = 0.42), which suggested that students were suffering from
anxiety that prevented them from learning more efficiently. This
outcome makes it evident that these university students had a high level
of anxiety which most probably negatively affected their English lan-
guage learning.

Third, regarding the relationship among the variables, when
compared to the correlational findings of the present study, the corre-
lation analysis revealed that the most significant link existed between
the ideal L2 self and the L2 learning experience. It shows that students
who have a strong ideal L2 self participates in class more because they
are cognizant of themselves and the attitudes they reflect. Moderate
positive and statistically significant relationship was found between the
ideal L2 self and debilitating anxiety. There was no significant rela-
tionship between ideal L2 self and facilitative anxiety. The ought-to L2-
self had no significant relationship with either facilitative or debilitative
anxiety. Although the learning experience did not have a significant
relationship with facilitative anxiety, it did have a significant positive
relationship with debilitative anxiety.

5.2. Limitations and pedagogical implications

Among the three components of L2MSS, the students who were
motivated by the L2 learning experience were ranked the lowest (M =
2.41, SD = 1.17). The learning experience centered on how students felt
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about their current learning setting and how satisfied they were with
their L2 experience. However, the research design did not allow us to
collect data on what the students’ learning experiences were like, as this
study used a questionnaire with no open items. An additional limitation
concerns the fact that we gathered data from participants at a single
university. Therefore, the findings are limited to these participants and
cannot be generalized to other students. Further research should involve
more students at other institutions. The study used a questionnaire but
did collect data on students’ proficiency in English; therefore, it was not
possible to examine how students’ motivation and anxiety are related to
what level of English they can achieve over the years. Further research
should use data on English language proficiency and a longitudinal
design would be necessary to examine how these variables interact over
time.

As for the pedagogical implications, teachers should make the
classroom activities more motivating and engaging by integrating
contemporary teaching methods (i.e., ICT, games). The government
should also equip universities with the infrastructural equipment
necessary for teaching and learning. A good relationship and coopera-
tion among teachers, students, and parents are also important. The ideal
L2 self is a fundamental feature of the L2MSS. The ideal L2 self was
found to moderately motivate participants. Accordingly, it is important
to develop students’ visions about themselves as future language users
by, for example, designing scripted imagery (Magid, 2014) using im-
agery training strategies, and creating a motivational training program
(Mackay, 2014). The relationship between the ideal L2 self and the L2
learning experience has also provided insight into how to concentrate in
EFL sessions. Ideal L2 self represents an individual’s internalized desire
to acquire L2 proficiency. This desire is most often heightened by suc-
cessful or pleasurable learning experiences. Hence, teachers may work
to make the classroom more interesting and entertaining and help stu-
dents develop and sustain an ideal L2 self by providing clear teaching
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and learning goals and involving students in decision-making.

In terms of anxiety, it is crucial to highlight that although it is
generally perceived as a barrier to learning, it may help students learn by
positively affecting their behavior (Horwitz, 2010). Anxiety was re-
ported to be debilitating among the students in this research. This is
because most students fear their teachers and worry about what others
think about their performance (Gerencheal, 2016). Accordingly,
enhancing the learning experience by making the learning process more
relevant, rewarding, and enjoyable for students will most probably in-
crease their self-efficacy, which will reduce debilitative anxiety and
increase motivation. Alternatively, anxiety-reducing training would
help students increase the amount of energy they invest into learning
and that will make the process more enjoyable and their experiences
more rewarding. Moreover, lowering the levels of students’ FL anxiety is
crucial to improving their motivation in learning English and then
enhancing achievement. Students’ anxiety can be reduced if their
teachers create a supportive and relaxing learning environment. Several
additional techniques to handle anxiety can be used by setting clear and
measurable goals, encouraging moderate responsibilities, allowing
learners to practice the language with less than perfect performance,
encouraging students to incorporate music and games into their
learning, encouraging self and peer evaluation, providing rewards that
facilitate language use, giving activities that address diverse learning
outcomes, using communicative language teaching and information and
communication technology, and encouraging learners to acknowledge
symptoms of anxiety (Dewaele and MacIntyre, 2014).
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