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Abstract

This thesis is concerned with the issue of motivational intensity and sustainability in
second language (L2) learning through investigating a recently-conceptualised
phenomenon theorised by Dornyei and colleagues (Dornyei, Ibrahim, & Muir, 2015;
Dornyei, Muir, & Ibrahim, 2014) and termed Directed Motivation Currents (DMCs).
The phenomenon is characterised by intensity of engagement, sustainability of effort,
and positive affect, in which individuals display highly motivated goal-governed
behaviour and achieve outcomes exceeding expectations set at the outset. DMCs are
postulated to represent the optimal form of long-term engagement.

The aims of this thesis were to investigate the DMCs in regard to their
theoretical justification and empirical validation. The initial chapters present the
argument for why the L2 motivation field needs a new motivational construct. It is
posited that although aspects of DMCs are discussed in many existing theories,
mainstream motivational psychology has not previously captured periods of
motivational surges people experience in pursuit of valued personal visions.
Accordingly, the main queries guiding this research were to examine what it was like to
experience a DMC and what the motivational sources of such motivational drives were.

Deploying a phenomenological method of data analysis, exploratory qualitative
in-depth interviews were conducted with a number of students who had experienced, or
were experiencing, a DMC, whether individually or as part of a group. In addition to
providing empirical validation for the DMC phenomenon, results revealed what
conditions édto a DMC, what a DMC-cycle entailed, and how DMCadnuse of a
salient structure. The findings suggested that developing a facilitative structure

immediately upon a DMC launch was key to the longevity of the current in part due to



the effect of behavioural routines and their role in ensuring continued engagement and
protecting it from competing temptations.

The findings also implied the central role of positive affect in altering the
perception of effort and rendering volitional self-control dispensable. As a result of
eudaimonic happiness and a sense of growth, the participants experienced positive
affect whereby effort was enjoyed and engagement was sustained until goal attainment.
However, what accounted for most of the positive affect was not the pleasure of
engagement itself or feelings associated with merely learning a second language.
Rather, happiness was due to the sense that one was going through a transformational
process in which one’s image and identity, level of operation and skills, as well asne’s
entire personal entity was being developed. This somewhat indirect link between
personal growth and happiness through L2 learning was seen as a new, promising, but
challenging area of research.

The results also revealed that DMCs could be experienced by groups of learners
and at various levels and timescales when combined energy was directed at a shared
goal. Furthermore, it was argued that group DMCs were the ultimate form of group
performance in large part due to their potential immunity from social loafing which
prevents groups from functioning at their highest capacity.

In summary, empirical evidence presented in this thesis suggested that long-term
motivational momentum in DMCs was the outcome of optimal aggregation of
motivational properties that jointly enabled individuals and groups to operate at their
highest levels and achieve outstanding results in a fast-track pathway towards goal
attainment. While in a DMC, due to the impact of positive affect and a functioning
structure, renewable motivational energytilised, which empowers long-term and

self-propelled engagement without the need for volitional self-regulatory measures.



Once applied in L2 settings, DMCs are argued to provide an exceptionally powerful

boost to languagedeners’ motivation and performance.
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Chapter 1: Introduction

1.1 Background
For a decade and since enrolling in the English department, | was constantly being
asked by people | knew from all walks of life about how to learn a second language, and
fast. | thought hard about this question then and also throughout my teaching career.
Yet, despite exploring through various second language (L2) learning theories, and
research on methodologies and learning strategies, | was not convinced that an
unequivocal anser existed, but that “it all dependsd! No one seemed impressed with
this solution. As | offered guidance on effective strategies backed by research, | came to
realisation about two major issuethat are likely to apply to the majority of L2
learning settings as well. First, no matter how empirically valid, the efficacy of learning
strategies is highly individual-specific. Second, the main problem that obstructs the L2
acquisition is not, or hardly, a methodological issue, but a psychological challenge. My
evidence for the latter was the large number of enthusiastic students on the first day of
many of the language courses for adults that | and other colleagues were teaching, only
to see a handful of students enduring as the courses progressed into the final stages.
From that experience, | learnt that despite the initial passion for learning an L2,
most learners suffer from a lack of motivation to maintain long-term engagement. One
reason might be related to their inability in setting specific and linguistically-defined
goals—versus the general aim of being proficiemthereby meaningful progress is
made visible. However, the underlying hurdle seems to be more complicated and
difficult to deal with. No matter how valuable one’s goal is, motivation might “suffer
unless ways are found to regulate it” (Ushioda, 2008, p. 26), meaning the need for the

deployment of volitional control strategies.



Yet, students, especially adult learners, do not seem to be short of knowledge on
self-control measures; they simply lack the ability or willingness to apply them on a
regular basis. What they need therefore is empowerment so that they can endorse and
own their learning and at the same time feel passionate abatgitis, they find it
enjoyable. Unfortunately, educational psychology and second language acquisition
(SLA) research have mainly dealt with enjoyment as a supplementary treatment, that is,
adding fun activities so thdiey “provide a break from focused study” (Tomlinson &
Masuhara, 2009, p. 646). In the L2 learning field, however, this view of enjoyment as a
break from learning-versus being at a centre of learning itse#f not encouraging
given the fact that learning an L2 needs motivational maintenance over a long period of
time.

Back in late 2012 when | was starting the PhD programme, | was
wholeheartedly interested in learning about L2 research on the link between motivation
and enjoyment such as intrinsic motivation and flow (Csikszentmihalyi, 1988), with an
eye on the state of the art research on teaching methodology and curriculum design.
Luckily, at the time, my supervisor, Zoltan Dérnyei, had been thinking about a new
motivational phenomenon, much similar to flow. That coincidence laid the way open
for me to take part, along with him and Christine Muir, in developing, theorising, and
terming what we later called the directed motivational current (DMC). To me, this was
both an answer to my long-awaited quest on a motivational apparatus | was personally
in dire need of, and also an exciting opportunity to lay the groundwork for not only a
novel motivational concept, but a promising line of research. Since then, | have proudly
been part of the pioneering research on the DMCs by co-authoring the very first
publication (Dérnyei, Muir, & Ibrahim, 2014) on the DMC theory, co-writing a

conceptual chapter on DMCs in reference to dynamic systems theory (Dornyei, Ibrahim,



& Muir, 2015), and contributing with empirical data to the first book on DMCs
(Doérnyei, Henry, & Muir, 2016). Moreover, | have recently published an empirical
study on positive emotionality in DMCs (Ibrahim, 2016). Below | briefly discuss what

the DMC theory is and why it matters.

1.2 Directed Motivational Currents

A DMC is a phenomenon in which one acquires and maintains a motivational surge
over an extended period of time. It can also happen in a group of individuals who share
a goal and make collective effort through motivational momentum which enables them
to achieve more than what they had expected. DMCs are characterised by goal-
directedness, motivational intensity, and self-propelled progress. Since DMCs feature
motivational levels above what people usually exhibit, they are unique in intensity and
perhaps less frequent in occurrence. However, it is likely that virtually every person has
experienced a DMC whether it be a strict diet or a passion to learn the Highway Code in
the hope of obtaining a driver’s licence. While a number of personal and contextual

factors may help initiate this drive, once it has started, a DMC maintains its
current/momentum somewhat steadily until the goal is achieved after which motivation
will go back to its normal, pre-DMC state. Therefore, being extraordinary in both

quality and sustainability, a DMC can transform individuals and groups from one state
and level of operation to another through increased productivity and unwavering

dedication (see Chapter 2 for a detailed overview).

1.3 Significance
Directed Motivational Current is a newly-framed phenomenon, and as such, its foremost

significance lies in its theorisation and introduction to the field. However, the mission of



this thesis is not to present DMCs as a phenomenon, but more ambitiously it aims to
tackle a range of theoretical and conceptual issues in the L2 motivation field such as
motivational sustainability, habitual and effortless learning, positive affect, motivational
autopilot, and others. All these matters have received little attention in the field and
therefore deserve detailed investigation. Since these issues are well embedded in why
and how DMCs occur, the study of the DMC construct can stand as a new line of L2
motivation research in its own right.

As one of the very first comprehensive empirical investigations on DMCs, this
thesis studies the phenomenon in depth and also as lived and experienced by a number
of individuals and groups. Although limited by time and space, this project examines all
the major components of the DMC theory. Nonetheless, in place of surveying what
happens in a DMC, it focuses on how and why it happens. In other words, rather than
reporting a few DMC cases, this thesis attempts to answer the question of how DMCs
empower individuals and groups to expambptimal level of motivational energy over
an extended period of time. In doing so, this project makes use of rich empirical data
collected from a variety of research participants from diverse ethnic and educational
backgrounds. Moreover, this research utilises a number of methods of investigation
such as retrospective in-depth qualitative interviews to gain rich and thick description of
the phenomenon, and longitudinal methods to study follow-up cases to unveil the
motivational and affective dynamics and unique trajectories of the participants. On the
whole, the study of DMCs has three unique theoretical, methodological and practical
implications: motivational sustainability, empirical predictability, and practical

applicability, respectively.



1.3.1 Sustained Motivation

Research on motivation has for the most part focused on what attitudes or motives
might increase the intensity of motivation. Motivational sustainability has received little
emphasis, although most motivation theorists have acknowledged the significance of
temporal aspects of motivation. A major motivation scholar, Bandura (1991), for
example, has defined motivation as “multidimensional phenomenon indexed in terms of
selection of pursuits from competing alternatives, intensity of effort, and persistence of
exertion” (p. 158). And according to goal-setting theory (Locke, 1996), goals “affect
performance by affecting the direction of action, the degree of effort exerted, and the
persistence of action” with persistence referring to “directed effort extended over time”

(p- 120). Whereas both these examples include persistence in their conceptualisation of
motivation, the issue of persistence in long-term engagement has remained
underdeveloped or at least one-dimensional; goal-setting theory, for example, has linked
persistence to the need for setting plans and strategies. In that sense, in order to account
for the issue of long-term motivation, the literature has mostly resorted to the concept of
selfregulation, defined as “the strategies that students use to regulate their cognition”

and “the use of resource management strategies that students use to control their

learning” (Pintrich, 1999, p. 459).

However, the DMC theory is offering an alternative to the need for self-
regulation and the resulting burden of self-control measures. Motivational maintenance
in DMCs is achieved through the activation of motivational autopilot through a self-
propelling structure in which regular engagement in DMC activities “becomes a smooth
and self-evident part of the process, such as with the same semi-automatic process of

brushing one’s teeth before going to bed” (Dérnyei et al., 2014, p. 14).



Specific to L2 learning, focus on sustained motivation has also been very limited
compared to other areas such as orientations (integrative or instrumental) and
motivational types (intrinsic or extrinsic). This is in part because motivation has been
conceptualised as a static state rather than a dynamic system liable to fluctuations over
time, especially in the process of learning an L2 which occurs over an extended period
of time (Dornyei, 2000). Whereas rare attempts have been made to view motivation as a
process (e.g. by Doérnyei & Ott6, 1998), the DMC builds on these models and extends
the paradigm so that, instead of focusing on linear motives across pre-actional, actional,
and post-actional stages, an extended period of engagement is seen as one motivational

journey fuelled by a specific vision and maintained through a unique structural pathway.

1.3.2 Resear ch predictability
The latest theorising assumes that motivation is a complex system and a result of
dynamic interactions of multilayer elements which also change over time. Motivation
can witness instability over a long term (Shoaib & Dérnyei, 2005), but also and more
dramatically wihin short periods such as a single lesson, and that is due to “constant
(re)appraisal and balancing of the various internal and external influences that the
individual is exposed to” (DOrnyei & Skehan, 2003, p. 617). As such, according to
dynamic systems theory (DST), there can never be replicability because the initial
conditions are always different for each circumstance, and therefore, repeated findings
cannot prove a certain outcome (Larsen-Freeman & Cameron, 2008). In such a chaotic
and complex interaction of systems, predictability and thus researchability becomes
almost impossible.

However, DMCs provide a powerful glimpse of predictability because once they

are launched, they can maintain their currents until the goal attainment (Dérnyei et al.,



2015). DMCs resist or reduce variability around stability to the minimum whereby its
effect is almost equalled to zero, and the possibility of a major future shift is not likely.
Hence, DMCs can reduce the size of changes or their effects to a minimum so they do
not influence the steadiness of the journey. For example, in a DMC, a change in
certainty might occur without haviragdeep influence on one’s overall confidence

(Mercer, 2011). DMCs can therefore be seen as regulators of variability and thus
producers of stability and predictability, even if temporal. And this very predictability

offers a window for systematic investigation (see Dérnyei et al., 2015 for detail).

1.3.3 Practical implementation
Perhaps the main contribution of the DMC theory lies in its practical significance. Once
in a DMC, an individual or group performs beyond the everyday motivational levels
and achieves a remarkable outcome within a shorter period of time than otherwise.
Therefore, whereas it may not substitute the motivational strategies L2 teachers are
already familiar with and have successfully utilised, a DMC can be seen as an
occasional treatment used to move inert students who are suffering from demotivation
or to enthuse already-motivated students to increase performance and productivity.
Although the issue of how to systematically induce a DMC in an individual or
group lies beyond the scope of this thesis, the practical aspects of DMCs have occupied
a central place in the current investigation. Therefore, the results have been presented in
two parts: two chapters on individual DMCs and one chapter on group DMCs.
Moreover, a separate sectiornthe discussion chapter has been devoted to the lessons

learnt from this thesis that can be used to generate DMCs.



1.4 Resear ch questions and organisation

As mentioned above, this thesis will not merely report a handful of DMC cases. Rather,
through analysing a number of individual and group DMCs, it explores the phenomenon
in detail to expand our understanding of how DMCs occur and how they dictate their
unique powerfulness. To do this, the empirical analysis will focus in part on the main
components of the DMC construct as theorised by Dérnyei and colleagues. Having said
that, the main approach that has guided this research is rather exploratory so that the
phenomenon is studied as lived and experienced by those who have gone through at
least one DMC. As such, the thesis aims to present a thorough account of DMCs in
regard to their components, features, and lifecycles.

The main research questions that guide this thesis are:

e Does the DMC occur as a motivational phenomenon as theorised by Dornyei
and colleagues?

¢ If so, what are the phenomenal properties of such an experience, and how does it
differ from other experiences?

In order to answer these rather general questions, each chapter attempts to
address a number of more specific queries which are ultimately necessary to reach an
informed and scrutinised judgement in reference to the questions above. Below are the
more-specific questions and the corresponding chapters that address them:

e Why does the L2 motivation field need a new motivational construct? In other

words, what are the theoretical justifications for the DMC? (Chapter 2)

e How does the DMC construct relate to the existing motivational theories?

(Chapter 3)

e How can we best empirically study the DMC phenomenon especially in the

context of this thesis? (Chapter 4)



e What is the lifecycle of a DMC like, and how does it sustain motivdtiona
intensity in the long term? (Chapter 5)
e What s it like to be in a DMC, and what are the affective properties of such an
experience? (Chapter 6)
e Can DMCs occur within groups? And how do group DMCs compare to
individual DMCs and other forms of group performance? (Chapter 7)
In all of these questis, the research focus is on the DMC’s properties that
make it a motivationally intense and sustained experience. It is my reasoning that the
combination of these two characteristics makes a DMC a unique experience and thus a
compelling new line of research. Although the chapters (5, 6, and 7) that present
empirical results contain discussion sections addressing the chapter-specific questions,
Chapter 8 combines the summary of the main findings and their interpretations and
implications. Whereas the empirical chapters focus on within-DMC issues, Chapter 8
discusses the main findings of this research in respect to our existing knowledge about
the DMCs, and the unique contribution of this thesis to both fields of L2 motivation and
educational psychology. To do so, the main findings are summarised and necessary

comparisons and references to the literature are made.



Chapter 2: From the Integrative to an Integrational Model of
L2 Motivation

2.1 Introduction

This chapter reviews in general terms the main theoretical trends that have dominated
the L2 motivation field from its rise to the most recent lines of thought. The aim is to
explain the major areas that the field has been focusing on and those it is still lacking
around which the central topic of this thesis lies. In doing so, not only do | illustrate the
position of the DMC as a new motivational construct, but | also, and perhaps more
importantly, answer the question of why the field is in need of incorporating and
building on a new line of research.

As | review the literature, it will become clear that the central issue with the L2
motivation field is not the scarceness of theories and models. On the contrary, it might
indeed be the abundance of such frameworks and often a tendency to broaden the
existing theories to include too many variables. This is however to be expected given
the complexity of motivation itself and its conceptualisation in a variety of disciplines
(Dornyei, 2001; Dornyei & Ushioda, 2011).

An initial example of this complexity is that scholars do not agree on a single,
linear definition of motivation. The term is probably defined and understood rather
differently by different people, and a major challenge of the mainstream psychology of
motivation has been the lack of consensus of how motivation is defined (Kleinginna &
Kleinginna, 1981), so much so that some psychologists have called for abandoning the
concept (Dewsbury, 1978) or replacing the term in the psychological databases (Walker
& Symons, 1997). The reason for this, as elucidated by Dérnyei and Ushioda (2011), is

that due to the complexity of motivation as “the potential range of influences on human
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behaviour” and a countless number of possible motives, no motivation theory has dared
to make an attempt “to offer a comprehensive and integrative account of all the main
types of possible motives” and that “devising an integrative ‘supertheory’ of motivation
will always remain an unrealistic desire” (p. 4).

Nevertheless, most scholars would agree that motivation is one of the most
prominent individual difference variables (Doérnyei, 2006) and as such a vital predictor
of behaviour and academic achievement (Abouserie, 1995; Pintrich, 1999; Wigfield &
Eccles, 2000) including learning another language (D6rnyei, 1994a, 2001; Noels,
Pelletier,Clément,& Vallerand, 2000; Skehan, 1991). Language teachers are intuitively
familiar with such belief inasmuch as they use‘thetivated’ and ‘successful’
adjectives synonymously for good language learners since for learning an L2, which is a
lengthy and mostly tedious process, “the learner’s enthusiasm, commitment and
persistence are key determinants of success or failure” (Dérnyei, 2010a, p. 74).

If we accept the notion that “without motivation, success will be hard to come
by” (Ushioda, 2008, p. 19), the fundamental question is, how does motivation, high or
low, predict language learning achievement? In other words, what is the mechanical
role of motivation in enhancing learning behaviour? To make the matter more specific
to the second language acquisition (SLA) field, it is important to raise that question in
relation to the peculiar role of motivation in learning a second language versus other
adchievement areas; that is, what is the unique contribution of L2 motivation to the SLA
field, and to what extent does the study of motivation account for explaining the
individual differences learners display while on the course of acquiring a new language?
To answer these queries, it is necessary to review the L2 motivation research in order to

not only understand what the major theories have been about, but also recognise what
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else needs to be included in the current and future research agenda of the scholars in the

field.

2.2 Rise of L2 motivation resear ch; integrative motivation

L2 motivation research is a relatively young field, as its actual emergence goes back to
about half a century ago with the works of Robert Gardner and Wallace Lambert who,
influenced by the English-French dichotomy of Canada, believed that a main drive
leading people to learn an L2 is the goal of integrating into the target ethno-linguistic
cultural community. In their seminal joint article at the Canadian Journal of
Psychology/Revue Canadienne de Psychologie, the two authors argued that besides the
“linguistic aptitude”, motivation and interest might also play a role in acquiring an L2,
because linguistic aptitude is liable to major variation from one situation to another
(Gardner& Lambert, 1959, p. 266). In that same article, the authors relied on the first
language (L1) acquisition research to make their claim about people’s desire in the

target culture:

We argue that an individual acquiring a second language adopts certain
behaviour patterns which are characteristic of another cultural group and
that his attitudes towards that group will at least partly determine his

success in learning the new language (Gar@neambert, 1959, p. 267).

Later, Gardner continued his research on his integrative motive propositions and
he and his associates in Canada conducted a number of studies resulting in Gardner’s
socio-educational model (Gardner, 1979, 1988) which is based on integrating a number

of variables thought to lead to L2 achievement. Gardner developed the
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Attitude/Motivation Test Battery (AMTB; Gardner, 1985) to measure four sets of

variables of the model (Masgoret & Gardner, 2003):

-Integrativeness, which includes attitudes toward the second language group, attitudes

toward the L2, and integrative motivation,

-Attitudes toward the learning situation, which mainly includes evaluation of the course

and of the teacher,

-Motivation, which refers to motivational intensity, attitudes toward learning the L2,

and desire to learn the L2, and

-Motivational orientations, which are integrative and instrumental orientations.
Gardner’s model assumes that both aptitude and motivation are the major

individual differences that predict L2 learning achievement and that attitudes and

motivation toward the L2 community are specific to L2 learning (versus other types of

learning) motivation; that is, “the nature of language acquisition may be such that

attitudes are implicated in achievement more than is true for other subatt are

(Gardner, 1985, p. 42). As such, in addition to the ability to learn the linguistic features

of the L2, learners need to “identify with members of another ethnolinguistic group and

to take on very subtle aspects of their behaviour, including their distinctive style of

speech and their language” (Gardner & Lambert, 1972, p. 135). In the model, which

outlined the first phase of L2 motivation labelled social-psychological (e.g. by Dornyei

& Ushioda, 2011), these social attitudes toward the L2 community paired with

educational attitudes such as attitudes toward the teacher and course constitute the two

sets of variables with attitudes toward learning the L2 and attitudes toward the L2

community being the subject of most focus and research of the initial phase of L2

motivation (Gardner, 1985).
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In further elaborating on his model, Gardner suggested that both attitudes toward
the learning situation and integrativeness indirectly predict L2 achievement through
predicting motivation (Masgoret & Gardner, 2003), and that motivational orientations
are only reasons for why learners want to learn an L2. Whether it is an integrative or
instrumental orientation one has, their relationship with L2 achievement is mediated by
motivation, as with integarativeness (Gardner, 2005).

Despite the pioneering and major influence of the socio-educational model and a
vast number of empirical studies by Gardner and his associates (mostly in Canada)
supporting the major variables of the model, it received criticism about its predictive
power and validity. Au, in 1988, for example, reviewed the model against the evidence
found in the literature up to that point and concluded that the hypothesis of the positive
relationship of the integrative motive with L2 achievement lacked generality.
Furthermore, Gardner’s notion that integratively-motivated learners might be more
active as they get involved in L2 learning behaviours beyond just the classroom
(Gardner, 1985) was based on weak evidence dtserious methodological
weakness” in the studies conducted about that hypothesis (Au, 1988, p. 91).

Other objections to the model were later presented in the form of its limitations.
Skehan (1991) for example, noted that Gardner’s contribution “has been of considerable
importance in the field of motivation (both for his findings and the methodological
standards he has set), but the conception of motivation involved is limited compared to
the range of possible influences that exist” (p. 280). Another voice came from Crookes
and Schmidt (1991) who argued that L2 motivation had been limited by too much
emphasis on attitudes and other social psychological aspects which would not “do full
justice to the way SL [second language] teachers have used the term motivation” (p.

469). They also noted that the model lacks “validity in that it is not well-grounded in the
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real world domain of the SL classroom, nor is it well-connected to other related
educational research...” (p. 470). Similarly, Dornyei (1994a) noted that even though
Gardner’s model included an educational dimension, the main focus was on “general
motivational components grounded in the social milieu rather than in the foreign
language classroom” (p. 273).

It is important to mention that the new L2 motivation researchers in the
beginning of the 1990s ditbt reject Gardner’s theory altogether. Dornyei (1996), for
example, makes the point that the new attempts were not to be interpreted as attacks on
Gardner’s theory, but were aimed to “broaden the scope of language learning
motivation and to increase the educational potential of the theory by focusing more on
motivation as reflected in students’ classroom learning behaviour” (p. 71). One of the
limitations of that scope was in relation to the location of the pioneering research (i.e.
Canada) which had a paramount impact on founding the original assumptions of the
integrativeness of French to the Anglo-Canadians. Howasére majority of L2
learning occurs perhaps in contexts where the motive of integrating into the L2 cultural
community has little relevance (Dornyei & Csizér, 2002), and in a globalised world
where both the tendency and need for learning English are in great part based on
functioning in this new globalised environment, “the desire to ‘integrate’ loses itS
explanatory power in many EFL contexts” (Lamb, 2004, p. 3; see also Ushioda &

Doérnyei, 2009.

As a result, researchers began calling for the expansion of the model. Oxford
and Shearin (1994), for example, called for expanding the current L2 motivation
research by considering new pathways and new variables that had not been considered
in Gardner’s traditional social psychological model (also see Oxford, 1996). The call for

reopening, broadening and considering new pathways gave rise to a new era in the field
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which marked a transitional age dubbed a motivational renaissance (Gardner &
Tremblay, 1994)the modern age (Gardner, 2010), and “the cognitive-situated period”

(Doérnyei & Ushioda, 2011).

2.3 Cognitive-situated period
The second phase which begins from early 1990s started in part as a result of the need
for a new research framework that was more compatible with the dominance of
cognitive psychology in mainstream motivational psychology and a desire to focus on
L2 learning in specific situated contexts. Despite presenting the new era of being a
move towards expansion, it was indeed a completely different, new line of L2 research;
that is, by then “the social psychological line of enquiry had perhaps run its course and
that new and alternative research perspectives were needed to revitalise and refocus the
L2 motivation field” (DOrnyei & Ushioda, 2011, p. 46). In addition to the limitation of
the attitudes speculation, the need for the refocus was also due to the realisation that L2
motivation needed to be directed at aligning concerns of both researchers and L2
teachers alike (Ushioda, 2008); theref this period is also called the “educational
shift” (Dornyei, 1998, p. 124).

This period’s works focused on two major directions: deploying themes from the
cognitive motivational psychology and adoptinthere situated analysis of motivation
in specifc learning contexts” (Dérnyei & Ushioda, 2011, p. 46). Thus, the period
witnessed a wide scope of research informed by goal and expectancy-value theories
(e.g. Tremblay & Gardner, 1995), need theories (e.g. Oxford & Shearin, 1994), self-
determination theory (e.g. Noels, 2001; Noels, Pelletier, Clément, & Vallerand, 2000),
attributional theories (e.g. Dornyei, 1990; Skehan, 1989; Ushioda, 1996), task-based

learning and motivation (e.g. Crookes & Gass, 1993; I&@yookes, 1992), and
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language learner autonomy (e.g. Allwright, 1990; Dam, 1995; Little, 1991), to mention
some of the dominant trends.

A major framework was presented by Ddornyei in 1994 which comprised three
levels: language level, learner level, and learning situation level. The integration of
these three levels was an attempt to include all the L2 motivation variables that research
had been focusing on thus far in a single and more comprehensive model. Therefore,
this framework included a list of components specific to each level, such as integrative
and instrumental motives, need for achievement and self-confidence, and a number of
situation level variables such as interest, satisfaction, relevance and other classroom-
related factors (Dornyei, 1994a). To Ddrnyei, a motivational framework needed to
incorporate and take into account all these levels jointly in order to reflect the multiple
layers of motivation as change at one level might affect the overall motivation.

A similar attempt to aggregate a large list of motivational variables in a single
framework was proposed by Williams and Burden (1997) who focused on both
individual-specific and social parameters. They listed the variables under two
categories: internal factors (such as intrinsic interest, value, and attitudes) and external
factors (such as the effect of significant others, environment, and the broader context).

In general, this era of L2 motivation was under the influence of and in response
to two main issues at the time: First, as new researchers criticisett&anmdodel, they
mainly did so in terms of its limitations and that led to attempts to build on and expand
Gardher’s model mainly through adding more motivational variables and lists (e.qg.
Dornyei, 1994a; Tremblay & Gardner, 1995). Secondly, as mentioned above, in order to
bring the field in parallel to the cognitive dominarmtehe mainstream motivational
psychology, more cognitive (such as goals, needs, and values) variables became the

agenda of the era’s research. As such, most of the works and models in these years
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centred on incorporating new motives (e.g. self-efficacy, goal salience) and
investigating and comparing among cognitive variables (e.g. intrinsic or extrinsic
goals). This trend then led to researching L2 motivation with regard to initial goals and
motives and goal values and expectations with very little focus on long-term
motivational maintenance. As a result, researchers continued to rely on large samples
and quantitative methods (e.g. Coleman, 1996; Dérnyei & Clément, 2001; Schmidt,
Boraie, & Kassabgy, 1996).

By this time, however, some L2 motivation scholars began realising that in the
guery for uncovering what might matter more than goals or attitudes, the motivation
theory needed to focus on the temporal aspects especially when the behaviour in
question is learning a second language which might entail a lengthy process rather than
simply setting up a goal or making a decision. This realisation was in part initiated by
research of that time on task-based methods in L2 teaching (e.g&L@Gngpkes, 1992;
Willis, 1996) and task motivation (Julkunen, 1989, 2001) which, in place of general
motives and goals, focused on motivation for engagement in the process of a single L2

learning task (Dornyei, 2002).

2.4 The process-oriented approach
Thus, the process-oriented phase was brought about from the notion that by now a new
perspective was required to capture the tempdealents of the L2 learners’
motivation as a dynamic process taking an extended period of time rather than a single
task. Major researchers behind this move were Ushioda (1996), Williams and Burden
(1997) and Dérnyei and Ott6 (1998).

A pioneer in introducing qualitative research into the L2 motivation field,

Ushioda (1998) conducted longitudinal research on Irish learners of French, which
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resulted in findings supporting the notion that motivation was influenced by L2-learning
experience as much-a®or even more se-by future goals. Based upon this new,

temporal conceptualisation, she called for “a more introspective type of research

approaf” to capture “motivational flux rather than stability” and “to explore qualitative
developments in motivational experience over time, as well as to identify the contextual
factors perceived to be in dynamic interplay with motivation” (Ushioda, 1996, p. 240-

1).

Two other scholars, Williams and Burden (1997), also displayed the process-
orientedness of motivation through presenting a model that included both initial motives
and maintenance motivation. They conceptualised motivation to be more than the initial
stages of motives and decisions to engage in L2 learning; in order for L2 learning to be
achieved, one needs to sustain the effort. Their model was a crucial step in seeing the
significance of not only triggering motivation but also keep-guarding it in the face of
temptations and obstacles.

These two attempts were then enhanced by a more mature and comprehensive
model presented by Dérnyei and Otto6 in 1998 who based their model on the works of
Heckhausen and Kuhl (1985), especially their theory of action control which takes into
account how goals are formed and how they are implemented. Dérnyei and Ottd’s
(1998) model focused on three sequential sets of motivational stages: preactional,
actional, and post-actional (see Chapter 3 for a more detailed account). What is
important to mention here is that, in both the theory of action control and the process-
oriented approach, the focus is on a “set of processes in charge of action maintenance,
that is, the active use of action control strategies to protect dynamic (i.e. ongoing)
behavioural intentions” (Dérnyei & Ott0, 1998, p. 46). Thus, motivation is

conceptualised as a process, which among others concerns self-regulatory strategies to
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maintain motivation over the course of learning an L2. Although it was a significantly
advanced model of L2 motivation thus far, the approach was undermined by the
limitation and the lack of “appropriate research methods and tools” to empirically build

and expand the model (Ddrnyei & Ushioda, 2011, p. 67). However, the approach was
helpful in expanding the already-existing line of L2 research on self-regulation and

motivational strategies (Oxford, 1990; Ushioda, 1998).

2.5 Moativational self-regulation

Research on self-regulation has been a dominant area in educational psychology for
over two decades (Schunk & Zimmerman, 1994). In simple terms, self-regulation refers
to the “students' use of various cognitive and metacognitive strategies to control and
regulatetheir learning” (Pintrich, 1999, p. 460). It aims at discovering the ways through
which “students become masters of their own learning processes” (Zimmerman, 2008,

p. 166). The rationale for self-regulation research is that the presence of intentions or
even desires cannot have much impact on motivating learners to achieve their goals
without “the capacity for exercising influence over their own motivation and behavior”
(Bandura, 1991b, p. 249).

Self-regulation theory seems to be capable of offering a concrete set of methods,
plans and mechanisms whereby learners are not only receivers of knowledge but
proactive participants and even owners of their own learning (Frese & Altmann, 1989).
This is achieved through not merely processes of goal-setting, strategy deployment, and
monitoring one’s progress and efficacy (Zimmerman, 2008), but also empowering the
learners to be able to manage and utilise their cognitive, motivational, and emotional
resources in the service of supporting their self-regulated learning (Bell & Kozlowski,

2008). As such, a self-regulation programme is considered a learner-centred approach
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(Alexander & Murphy, 1998) in which learners are empowered to control their own
learning. This empowerment bears more significance for adolescent and adult learners
who are more liable to suffer from low self-esteem and fluctuations in motivation
(Cleary & Zimmerman, 2004).

Self-regulation is in many ways considerably relevant to L2 motivation, because
L2 acquisition requires a relatively long period of time (in many cases, a number of
years), a great deal of time and effort, and the steady rise of cognitive capabilities to
deal with the rising challenges associated with acquiring advanced levels of linguistic
skills (Ushioda, 2008). Therefore, successful L2 learners are thought to be the ones who
learn to maintain their motivation and emotions (Hurd, 2008) as one’s motivation “will
suffer unless ways are found to regulate it” (Ushioda, 2008, p. 26). These ways are the
development and use of learning strategies which need to be consciously utilised along
the entire process until the achievement of the final goal.

Research on self-regulatory strategies has been conducted by a number of L2
motivation scholars in the 1970s (e.g. Naiman, Frohlich, Stern, & Todesco, 1978) and
the 1980s (e.g. Oxford, 1989; Rubin, 1981), but was fuelled in major part by the
educational shift in the 1990s (Ddornyei & Ushioda, 2011). For example, a book by
Dornyei (2001, p.135) praeges a “motivation-sensitive teaching practice” in which a
set of 35 motivational strategies are discussed to provide L2 learners with a supportive
and motivational environment, and then ways to generate initial motivation and
maintaining and protecting motivation are suggested. Furthermore, the book devotes a
chapter on strategies that L2 learners can be taught to acquire in order to have the
appraisal and positive self-evaluation skills. Another similar contribution is that of
Ushioda (2003) which centred on learner autonomy and positive thinking through using

teacher feedback to promote learner selireness, because “[f]ailure to recognize the
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self as agent in controlling thought and thus motivation can lead learners to become
trapped in negative patterns of thinking and self-perceptions, with detrimental
consequences for their motivation” (Ushioda, 2008, p. 27).

Despite the recognition of the importance of self-regulation for L2 learning,
research on L2 self-regulation is scarce (Ushioda, 2008), compared to research on
theoretical aspects of L2 motivation; that is, the focus has mainly been on motivation
rather than motivating (Dérnyei & Ushioda, 2011), a trend becoming more apparent in
the last decade. For example, we know little about the typical strategies good L2
learners usually use, and even if we do, we have minimum knowledge on how good
learners “choose the right strategy for the right occasion” (Skehan, 1991, p. 288).

Nonetheless, having little research is not the only problem facing self-regulation.
A serious challenge with self-regulation is that some learners cannot make use of
motivational strategies (Rheinberg, Volimeyer, & Rollet, 2000); that is, certain learners
lack the ability to remain on a task or continue their engagement, mainly because they
lack volitional control (Kuhl, 1987). Others might lose interest in the specific task at
hand as a result of individual differences on how they perceive the activity-related
incentives versus the final consequences of engagement (Schiefele, 1999). In order to
find solutions for these issues, some researchers focused on promoting motivational
aspects intrinsic to the task itself such as cultivating enjoyment in learning and skill
acquisition (Schmidt & Savage, 1994). Externally regulated motivation can be useful
for short-term goals only; therefore, learners need to be taught not only self-regulatory
strategies, but more importantly how they can internalise L2 learning goals so they can
maintain their motivation from within (Ushioda, 2008).

A significant question now is: Can self-regulation predict L2 motivation? There

might not be a simple answer to this question simply because of differences in
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perspective and judgement. However, whereas differences in opinion is more dominant
around which self-regulation models are more effective than others (e.g. Schunk &
Zimmerman, 1994) and how learners are trained to deploy individually-specific
strategies for their own learning, the clear message seems to be that “becoming an

active learner is a difficult and stressful process, demanding a lot of endurance, belief,
and selfeonfidence” (Simons & De Jong, 1992, p. 342). Research on self-regulation has
also been encountered with the caution that “optimism that teaching students’ various

learning strategies would lead to improved self-regulated learning has cooled with
mounting evidence that strategy use involves more thaekmewledge of a strategy”
(Zimmerman, 1990, p. 9).

It is therefore no surprise that in many cases and contexts, self-regulation simply
falls short of expectations (Baumeister, Heatherton, & Tice, 1994). According to
Baumeister and Heatherton (1996), seffulation fails due to people’s failure to abide
by the three main ingredients of self-regulation: setting standards/goals, self-monitoring,
and inability to bring about desired change. However, the failure to achieve the three
elements is caused by ongtlaree possible challenges: First, each person’s self-
regulatory strength is characterised by being a limited resource and therefore one is
unable to regulate all their behaviours and circumstances at once; second, people fail in
their self-regulation because it is difficult for them to act promptly and then manage
their attention; finally, people fail to place their awareness beyond the immediate

stimuli, that is, failure in delaying gratification.

2.6 From self-regulation to the L2 M otivational Self-System
In order to broaden the scope of L2 motivation research, Dornyei (2005) introduced a

new approach that links L2 motivation with tielf’, called the L2 Motivational Self

23



System (L2MSS). He argues that his new model offers a major reformation because it
incorporates both dominant ‘self” theories in mainstream psychology and all the
previous research conducted in the L2 motivation field thus far (Dornyei, 2009a).
Despite the fact that the main part of his model is attributed to a theory presented in
psychology in mid 1980s, Dornyei has argued that the L2ZMSS was the result of a
paradigmatic shift in which L2 motivation was being “radically reconceptualised and
retheorised” in the light of sociolinguistic and political changes of the first decade of
this century that brought a new reality of global identity, World English varieties, and
Global English (Ushioda & Doérnyei, 2009, p. 1) leading to the failure of the original
integrative model to explain L2 motivation (Lamb, 2084)espite some voices who
have argued that both the L2ZMSS and integrative motivation perspective are indeed
complementary to one another (Maclntyre, MacKinnon, & Clément, 2009). Also, the
L2MSS represents an unprecedented addition to self-regulation research in that it
operates in conjunction with and supports self-regulatory processes.

The model is built on the theory of possible selves by Markus and Nurius (1986)
who saw a future person’s self-concept to be the function of three current self-
knowledge aspects: what one might become, what one would like to become, and what
one is afraid of becoming. These future &akiwledge aspects in turn determine one’s
motivation, but also one’s desires and aspirations. In that sense, one’s current
motivation is believed to be the functionafe’s current cognitive processes in
imaginingone’s ‘self” and ‘identity’ in the future (Henry, 2010). As such, possible
selves operate as “future self-guides”, “reflecting a dynamic, forward-pointing
conception that can explain how someone is mdied the present toward the future”
(Dornyei, 2009a, p. 11). Accordingly, although people vary in the degree of vividness in

their possible selves (Oyserman & James, 2008), these future self guides represent all
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the hoped-for selves and feared selves in the mind of an individual (Murru & Ginis,
2010).

The idea of possible selves was based on an earlier theory developed by Higgins
(1987) according to which motivation is the effect of two future selves, which he called
ideal self and ought self; the former represents these attributes that an individual would
ideally like to possess in the future, and the latter includes the attributes that one thinks
oneought to have based on family or society’s opinions or norms (also see Higgins,

1998). Theréore, ideal self represents one’s hopes, wishes, fantasies, and aspirations,
whereas ought self represents one’s sense of social or moral responsibilities or
expectations.

In order to explain the motivational power and mechanism of the possible
selves, Higgins (1987) proposed the self-discrepancy theory which postulated that when
one sees and compares betweatis current and desired selves, one feels motivated to
reduce the discrepancy between the two selves and this will lead to motivated
behaviour. Whereas both ideal and ought self guides play a role in motivating
behaviour, their motivational functioning differs in that the ideal guides “have a
promotion focus, concerned with hopes, aspirations, advancements, growth and
accomplishments; whereas ought-gpiides have a prevention focus, regulating the
absence or presence of negative outcomes associated with failing to live up to various
responsibilities and obligations” (Dornyei & Ushioda, 2011, p. 83).

Doérnyei (2005) constructed his L2ZMSS on these two (ideal and ought) self
guides but also added a third component, L2 learning experience. In his model, ideal L2
selfis the “L2-specific facet” of a learner’s “ideal self”; ought-to L2 self represents
extrinsic reasons for learning an L2; and L2 learning experi&noeerns situated,

‘executive’ motives related to the immediate learning environment and experience (e.g.
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the impact of the teacher, the curriculum, the peer group or the experience of success)”

(Doérnyei & Ushioda, 2011, p. 86). The L2 learning experience was added to reflect and
include the research conducted during the educational shift of the 1990s which had
focused on classroom and task specific motivation. Also, the future self guide was seen
as not comprehensive enough as for a number ofaceks “initial motivation to learn

a language does not come from internally or externally generated self images but rather
from successful engagement with the actual language learning process, for example
because they discover that they are good at it” (DOrnyei & Ushioda, 2011, p. 86).

Even though the L2MSS was mainly triggered by the dissatisfaction with the
integrative model, it is fair to say that the L2ZMSS is in some ways an advanced
reconceptualisation of the integrative motivation. This is evident in the fadiZNEES
was in great part introduced into the field as a result of conducting a large scale,
longitudinal study on Hungarian L2 learners’ attitudes towards five languages (Dornyei
et al., 2006). In that study, the integrative variable “played a principal role in the extent
of a learner’s overall motivational disposition”, leading to the conclusion that “this
factor actually tapped into a broader dimension, the learner’s ‘ideal L2 self’, and thus
the link was created with L2 motivation and figtself guides” (Dornyei & Ushioda,

2011, p. 85-86). Later studies on the relationship between integrativeness and ideal L2
self “produced average correlation” between the two, “leaving no doubt that the two

concepts are closely related” and “instrumental motivation” can now be interpreted in

terms of “two distinct types, one relating to the Ideal L.2 Self, the other to the Ought-to

L2 Self” (Dornyei & Ushioda, 2011, p.87-88; see also Dornyei, 2009a).

On the other hand, despite the significant step of the L2ZMSS to include learning
experience as an additional element to the original self-discrepancy model, little

research has been conducted on its role either on its own or in relation to L2 ideal self
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(Thompson & Vasquez, 2015). The same is particularly true in regard to the ought-to
L2 self which “has been much less discussed and theorized” to an extent that it has

sometimes not been included in studies on L2MSS, and when included, it has not been
found to be effective enough in producing motivation. Since the ideal L2 self seems to
be the central and leading predictor of motivation and also the main component of the
L2MSS, this implies “both a need for a reexamination of the framework and the

possibility that different data sources drawn from different learning contexts affect
findings regarding motivation” (Thompson & Vasquez, 2015, p. 160).

Thus, the active and dominant component of the L2ZMSS is its ideal L2 self
element (Munezane, 2015), and despite some studies suggesting otherwise (e.g. Kim &
Kim, 2011), there has been enormous validation and support for the model in the last
decade (e.g. Csiz& Kormos, 2009S. Ryan, 2009; Taguchi, Magid, & Papi, 2009),
accounting for as high as 40 percent of the variance (Ddrnyei & Ushioda, 2011). Yet,
the important question is, how does the L2MSS lead to motivated behaviour? That is,
what is the mechanical functioning of the model in regard to initiating and sustaining
motivation? In what ways does it offer more than the previous models such as the
integrativeness and other cognitive models of the 1990s? Also, how do the future
desires, hopes, and aspirations (as theorised by Markus and Nurius, 1986) translate into
actual motivated action?

It has been postulated that the possible selves theory functions to increase
motivation by serving as “a source of behavioral standards against which current views
of the self are compared, and discrepancies between these two views are rectified
through behavior change” (Murru & Martin Ginis, 2010, p. 540). This desired
behavioural change, however, does not seem to happen automatically (Dérnyei, 2009a

Oyserman, Bybee, & Terry, 2006). Rather, possible selves can only motivate the
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individual through the process of setiulation; that is, “motivation is the conscious
striving to approach or avoid possible selves in order to achieve one’s inner-most
potential” (Macintyre et al., 2009, p. 46). Therefore, for possible selves to be powerful,

an individual needs to have his/her self-regulatory processes activated (Hoyle &
Sherrill, 2006; Murru & Martin Ginis, 2010). According to Oyserman and James
(2008), it is not sufficient for possible selves to be detailed, but they also need to be
associated with a set of strategies that can activateegelftion; therefore, “an

increase in self-regulatory efficacy is a viable mechanism by which possible selves
exert their influence on behavior” (Murru & Martin Ginis, 2010, p. 540).

Despite the strong link between possible selves and self-regulation, they differ in
the way they function at the process level. Self-regulation relies on cognitive and
metacognitive processes such as ge@lag and monitoring one’s progress against
standards or dteria (Pintrich, 1999). However, “possible selves are explicitly related to
a long-term developmental goal involving goal setting, volition (via adherence to
associated schemas), and goal achievement, but are larger than any one or combination
of these costructs” (Pizzolato, 2006, p. 58). In other words, possible selves are “self-
relevant, seldefining goals that provide incentive for action”, regulating behaviour
“through self-identification with the goals or the integration of the goals into the system
of self-determined goals” (Miller & Brickman, 2004, p. 14). Therefore, the concept of
future self guides does not equal the goal concept (Dérnyei, 2009a). On the contrary, the
most distinctive feature of possible selves is that unlike cognitide,ghey represent a
sensory element which transforms the cognitive processing of goals into experiential

realities (Dornyei, 2009a), that is, vision.
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2.6.1Vision

Dérnyei and Chan (2013) define vision as “the sensory experience of a future goal state,

or in other words, a personalized goal that the learner has made his/her own by adding
to it the imagined reality of the goal experience” (p. 454-55). Based on the L2MSS,

there are three main aspects of one’s future self that might impaene’s current

motivation and thus behaviour: image of what one might become, what one would like
to become, and what one is afraid of becoming. Although any desired future state might
generate vision, it is mainly when a future state is a personalised goal that the concept
of vision is mostly associated with. A vision of an ideal self is believed to be more
powerful than vision of an ought-to self as the former is the type of future self that has
the potential to energise the current motivation in prospect of a personally meaningful
and valuable goal.

Vision is based on the notion that our current engagement is influenced by how
we envision our ‘self” in the future, that is, future self. Once these imagery processes are
activated, one feels the discrepancies one notices between his/her current and a future
point (Higgins, 1987). In turn, these feelings lead the individual experiencing the vision
to not only imagine but almost experience the future state, and also experience
emotional reactions that might function as a motivating force (Pham & Taylor, 1999).

The mechanism by which vision or envisioning future states influences
behaviour has been broadly investigated in the sport psychology field. Although the
exact mechanism remains not fully clear, its effect is presumed to be through cognitive
or motivational factors leading to evoking response systems (Paivio, 1985). One
resulting impact seems to be that when people use mental imagery, they tend to spend

more time practicing tasks, set higher goals and more realistic self-expectations, adhere
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more to training programs, and generally display more persistence (Martin & Hall,
1995).

In Dérnyei’s (2009a) L2MSS, the inclusion of imagery is central, as it is “one of
the single most important factors within the domain of language learning: where there is
vision, there is way” (Dérnyei & Kubanyiova, 2014, p. 2). This inclusion and claim
about the power of vion comes from the belief that “the intensity of motivation is
partly dependent on the learners’ capability to generate mental imagery” (Dornyei &
Chan, 2013, p. 439). Its importance particularly lies in its assumed power not only to
generate a sense of self-discrepancy and thus initial motivation, bat atse@ of the
highest-order motivational forces, one that is particularly fitting to explain the long-
term, and often lifelong, process of mastering a second language” (Dornyei &
Kubanyiova, 2014, p.)4

However, in theorising vision in L2 motivation, there is consensus that neither
the L2ZMSS nor its envisioning element can mediate motivated behaviour in an
automatic manner (Dornyei 2009a; Oyserman et al., 2006), but rather through its effect
on activating self-regulation (D6rnyei 2009a; Murru & Martin Ginis, 2010). In turn, this
speculation has been seen as an advantage because il 2llmashers and educators
to “consciously” generate and nurture vision in their learners (Dornyei & Kubanyiova,
2014,p. 2). Therefore, a “vision-based approach” is not intended to replace or
“invalidate” previous L2 motivational models including self-regulatory strategies (p. 3).
On the other hand, it is also postulated that vision does not work for all learners
(Higgins, 1987; Ruvolo & Markus, 1992), and for the learners that it could potentially
be useful, “the intensity of motivation is partly dependent on the learners’ capability
(italics added) to generate mental imagery” (Dornyei & Chan, 2013, p. 439) and to

maintaina balance between hoped-for and feared selves (Oyserman & Markus, 1990).
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Hence, vision alone does not seem to be sufficient even for L2 learners that have the
capability to utilise it. Therefore, “future self-guides are only effective if they are
accompanied by a set of concrete action plans” and “the ideal self needs to come as part

of a ‘package’ consisting of an imagery component and a repertoire of appropriate

plans, scripts and salégulatory strategies” (Dornyei, 2009a, p. 37). For that reason,
Dornyei and colleagues (e.g. Dornyei & Kubanyiova, 2014, p. 13-14; Dornyei &
Ushioda, 2011) outlined a list of all the prerequisites and conditions for vision to be
empowering, including: having a future self-image whictsisticiently different’

from the current self; the selfaage needs to be “elaborate and vivig “plausiblé’, not
perceived as too “certairy’ or easy to reach, “in harmony” with the learner’s self-

concept; the vision needs accompanying “procedural strategs’; the vision is

“regularly activate® and the learner must also have a sense of “negative
consequencésf not reaching the future self-image.

Hence, despite the assumption of the unique motivational power of possible
selves and mental imagery and a rich body of empirical studies to support their
usefulness, in place of explaining the whole details of long-term motivation for learning
an L2, vision can provide a wider, more general framework of L2 motivation. This is
especially true in light of the most recent theorising of motivation as a complex,
dynamic and unpredictable process (De Bot & Larsen-Freeman, 2011). In that respect,

Doérnyei and Kubanyiova (2014) rightly explain that:

While the dayto-day realities of one’s L2 learning experience are the

function of multiple factors related to diverse aspects of the learning

environment or the learner’s personal life, the concept of vision offer a
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useful, broad lens to focus on the bigger picture, the overall persistence

that is necessary to lead one to ultimate language attainment (p. 4).

As such, vision can be a source of explaining an overall account of the L2
motivation for many learners. Yet, in order to understand a great deal of L2 learning, we
need a more comprehensive construct that can explain the long-term motivational
processes required for it. As discussed earlier, the integrative attitudes model may
provide us with some of the motivational orientations; the educational-shift era studies
of the 1990s can be helpful in understanding the cognitive and situated processes of
motivation; and the process-oriented approach is essential in how motivation is
regulated over a long period of time. The L2ZMSS with its envisioning element is also of
great value in this regard, yet still not sufficient to account for all the motivational
processes. Hence, we are faced with the challenge of putting together a more
comprehensive construct. For that, we have two choices which are in many ways
complementary to one another: First, the notion of vision accompanied by self-
regulation, which has been shown to be effective for many learners (Dérnyei &
Kubanyiova, 2014); second, since many students find the burden of self-regulation too
heavy to resist which leads to interruption and undermining of motivation in the long
run, we need a new motivational tool with properties of intensity and at the same time
endurance for a lengthy period. For that to happen, however, a motivational construct
needs to go beyond the pressure and fragileness of regulation and possess a self-

propelling, self-supporting, and thus almost effortless peculiarity.
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2.7 Directed Motivational Currents

The term “Directed Motivational Curreiit(DMC) refers to a motivational experience in
which one is engaged in intense activities triggered by and in pursuit of a personally
meaningful and valuable goal for which a salient, facilitative pathway is utilised. A

DMC can also be described as “an intense motivational drive which is capable of

stimulating and supporting long-term behaviours such as learning a foreign/second
language” (Dornyei et al., 2014, p. 9) and “a prolonged process of engagement in a

series of tasks which are rewarding primarily because they transport the individual
towards a highly valued end” (Dérnyei et al., 2015, p. 98). The notion of DMC first
originated from the personal experiences of the three authors behind the theory, Zoltan
Dornyei, Christine Muir and Zana Ibrahim, who had also identified similar observations
in other people around them. They then coined the term that, to them, best described the
novel phenomenon; ‘directed’ signifies the first component of DMCs, namely that
engagement is always directiesvard a specific goal; ‘motivational’ depicts the intense
motivational feature of the experienand ‘current’ is a metaphor suggesting the

similarities that exist between the sustained phenomenon and a strong current, such as
the Gulf Stream (Dornyei et al., 2014).

In two book chapters in which the phenomenon was first introduced (Dornyei et
al., 2014; Dornyei et al., 2015) and in an attempt to describe in general terms what the
DMC was, we provided the example of an overweight person who after a lengthy period
of inaction, will go on a diet in which his eating patterns change as he develops exercise
routines until he loses a great amount of weight in a relatively short time, and thus
achieves a remarkable result beyond his own expectation. An L2 example set forth by

Dornyei et al. (2015, p. 95) is:
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[W]hen someone decides to start learning a foreign language in
preparation for an extended foreign trip, and becomes embroiled in the
process to such an extent that she spends virtually all her free time
studying the langige... In an extreme case she might bore family and

friends rigid by talking of the trip and the language incessantly, may
dream of the journey at night and cannot help but rehearse the language
even while lying in bed. It is as if a new world had opened up for her
and, up until the journey, her pursuit of this newly found vision becomes

one of the most significant parts of her life.

These examples were instances of a pattern that Dornyei et al. (2014) noticed in
experiences which all shared a recurring el prototype; “a clearly visualised goal
combined with a concrete pathway of motivated action brings a new lease of life and
burst of passion to an otherwise dormant situation” (p. 10).

DMCs also occur within a group of individuals who display above average
motivational levels in their involvement in various contexts such as a shared project, a
competition, a charity campaign, or a joint performance. In educational settings, an
example of group DMCis students of a struggling school who will be inspired by a
new L2 teacher who provides them with an opportunity for autonomy and as a result,
“students are suddenly, if only for this period of time, able to work together at a
heightened level of intensityyen surpassing the targets originally set for them” as they
are “carried away with the achievement they are now imagining possible for
themselves” (Ddrnyei et al., 2014, p. 10). A group DMC can be particularly manifested
in a classroom project that wilgalvanise learners into sustained, glelised action”

(Henry, Davydenko, & Dérnyei, 2015, p. 330). A DMC might also occur within a single
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lesson when students are almost obsessed in a task to the point of wishing to stay

involved beyond the class time (Dornyei et al., 2014).

2.7.1 The DM C components

Despite the position of its theorists that “it is difficult to describe the phenomenon

precisely” (Dornyei et al., 2016, pix), the DMC has, right from the beginning, been
presented as an almost solid, clearly-defined and patent construct with distinctive
features and the assumption that almost everyone has experienced a DMC and can
recognise it (Henry et al., 2015). The theorists behind the concept also believe that
despite variations in the form, duration, and even intensity of the drive, all DMCs have

three major core components in common without which it may not be dubbed a DMC.

2.7.1.1 Goal-orientedness

The first and a fundamental characteristic of any DMC experience is its goal-
orientedness, as is the case with a current. Hence, without having a clear final end state,
any motivational experience does not fit into the DMC criteria. A DMC is always
“directional”, leading the person experiencing it toward a “specific” and “clearly-

defined” end goal (Do6rnyei et al., 2014, p. 13). The importance of this “most salient

feature of a DMC?” lies in its regulating power to “provide cohesion for one’s efforts and
help focus energy on final goal achievement” (Dérnyei et al., 2015, p. 99). A DMC goal

is believed to have “a gravitational effect on motivational energy, systematically
channelling behaviour toward activities perceived as enhancing the likelihood of goal
attanment and away from other, unrelated activities that compete for the learner’s time”
(Henry et al., 2015, p. 331)herefore, either having or setting a goal is a “prerequisite”

for any DMC because in such a powerful motivational drive, one’s energy needs to be
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rightly invested; however, this does not happen when action is “random” or “spread
across different trajectories” (Doérnyei et al., 2014, p. 13).

Simply having a goal however is not sufficient to generate an intense
motivational drive, nor is any goal capable of giving rise to DMCs. First, based on the
research findings of the goal-setting theory (Locke. 1996), in order for a goal to be
motivating and lead to the highest level of performance and commitment, it has to be
both specific and difficult, and the person must perceive the goal to be important and
also obtainable. However, for a DMC to occur, these conditions of a goal are not
enough, Doérnyei et al. (2016) argue. DMC goals need to feature three other
requirements: they have to be accompanied by vision; they need to be self-concordant;

and they need to be split into smaller, proximal units.

2.7.1.1.1Vision

Vision is central to any DMC experience, and given the unique motivational power of
DMCs, it is unlikely for a DMC to maintain its strength without the vision element

(Muir & Dornyei, 2013). No matter how valuable a goal is, it remains an abstract and
cognitive construct, whereas a vision provides a “strong sensory elemémnind therefore

it is “a goal that the learner has made his/her own by adding to it the imagined reality of
the actual goal experience” (Dornyei et al., 2014, p. 13). Therefore, vision is “a key

factor” to DMCs because the “peculiar intensity of a DMC cannot be achieved without
the addition of this visionary qual” (Henry et al., 2015, p. 331). As suchwe might

assume that the intensity and frequency of this envisioning element has a direct link to

whether or not a motivational experience is considered a DMC.
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2.7.1.1.2 Self-concordant goal
As stated earlieg@nordinary goal is unlikely to be enough to give rise to a powerful
motivational drive; rather, a viable goal has to be accompanied by a sensory element or
vision. However, for the vision to be powerful enough to trigger a DMC, one needs to
internalise tht vision which means the engagement has to be “a fully autonomous
decision” (Dornyei et al., 2014, p. 15).

Autonomy is related to one’s endorsement of a goal as personal, and motivation
is positively associated with actions that lead to a personal goal (Pervin, 1989).
However, “not all personal goals are truly ‘persondlin the sense of being integrated
with a core volitioal sense” (Sheldon & Elliot, 1998, p. 546). Sheldon and Elliot
(1998) suggest that the reason we abandon our apparently personalised goals is that we
assume that these self-generated goals reflect our autonomy whereéasteveally
generated intentions can feel just as authoritaastarnal rules and constraints” (p.
546) when “the person feels coerced by his or her own internal processes” (p. 547).
Therefore, for goal setting to energise initial as well as continued motivation, the goal
needs to béself-concordarif which refergo goals that are in harmony with one’s
enduring and authentic personal values and natural interests and as such one feels true
ownership of the goal (Sheldon & Elliot, 1998, 1999).

Dornyei et al. (2016) explain that in addition to this central commonality
between DMCs and the theory of self-concordant goals as described above, DMCs also
share another notion with Sheldon and Elliot’s model which is in regard to the
pleasurableness of goal striving. Sheldon and Elliot (1999, p. 484) state that “in our
model the key distinction is not whether the goal is pleasurable but rather the person
feels ownership as he or she pursues the goal”. This is also the case in (and a major

distinction of) a DMC where enjoyment comes from the sense that one is “acting and
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behaving in ways that are identityngruent” and therefore “even activities which are
demanding, stressful, irksome, repetitive, or even just outright boring can nevertheless
be willingly entered into and can generate intense feelings of welling” (Dérnyei et al.,

2016, p. 49). Furthermore, Henry et al. (2015) postulate that a DMC goal is one that
represents an integral part of one’s “core identity” and becomes “chronically accessible

in working cognition” (p. 331).

2.7.1.1.3 Proximal subgoals
A third dimension of a DMC goal is its breakdown into smaller units called proximal
goals (Latham & Seijts, 1999). Research on the impact of having proximal subgoals is
not thoroughly consistent, but it is postulated that setting subgoals versus having one
distal goal may lead to self-efficacy and task persistence (Stock & Cervone, 1990), and
enhanced control over behaviour (Bandura & Simon, 1977). Therefore, in addition to
future distal goals, a system of subgoals are also necessary “to guide action toward the
attainment of those valued future goals” (Miller & Brickman, 2004, p. 15).

The ability of setting subgoals is a “defining feature” of any DMC experience,
and whereas not everyone will manage to set and implement a system of proximal
subgoals, those in a DMC can successfully utilise this instrument (Dornyei et al., 2016).
And as they do this, “a vision/self-concordant goal functions as a steering mechanism in
the setting of subgoals™ and “the attainment of these proximal targets serves to bolster

and reinforcehe overall vision/goal” (p. 52).

2.7.1.2 Salient facilitative structure
A second major dimension or component of a DMC is its unique structure; that is, a

clear pathway from its emergence to its end. A DMC usually has a clear starting point
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which is obvious to the individual experiencing the DMC. This beginning is however a
process which Dérnyei et al. (2014) have named the launch, in its analogous similarities

with a spacecratft:

At the genesis of each occurrence of a DMC there must be a clear
starting point which can unmistakably be identified as the beginning of
the process; that is, a DMC never simply drifts into being but rather is
triggered by something specific. Consider how important the launch of a
spacecraft is: the moment of take-off is a crucial phase of the overall
journey as it determines the trajectory, movement, sustainability and of
course the final destination. For a successful DMC journey, an elaborate
launch system is equally necessary, where all prerequisite conditions are
precisely calibrated, since the launch will determine the longevity and

strength of the resulting current (p. 14).

Thus, for a DMC to occur, a number of prerequisite conditions need to be
present. hese conditions are “a combination of contextual, personal and time factors”
but they need to “come together in a unique and highly productive manner” (DOrnyei et
al., 2015, p. 98). In addition to these prerequisites, there needs ppherful
triggering stimulus. Examples of these triggering stimelian opportunity for action
(e.g. an event or a race), a piece of new information (e.g. an offer from the local gym),
or a specific call (e.g. a campaign call or the setting of a school assignment)” (p. 99).
A DMC’s launch is also similar to an oceanic current’s geographical starting
point which “transports the various marine life-forms caught up in its flow along its

predefined pathways” (Dornyei et al., 2016, p. 58). That is, the launch can determine
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not only the intensity of the DMC experience, but also and more importantly, the
subsequent pathway for the entire DMéhaviour. For that reason, “the successful
launch of a DMC arguably constitutes half the battle in the experience of such
motivational currents” (p. 58).

Whereas the exact nature of the launch can take various forms such as upward
spiral in which motivation and energy increases as one goes forward, or plateauing
spiral which starts with a burst of energy but slows down gradually (Ddrnyei et al.,
2014), once the DMC has launched, there needs to be a “distinctive structure” to
facilitate the progress of motivated action; that méansadequately tailored pathway,
allowing the individual to envisage a clear route to success” (Dornyei et al., 2015, p.

100). In addition to the launch process described above, this tailored pathway includes
three other elements that altogether servémetely a framework for progress” but

they also become “instrumental in generating and maintaining a great deal of the energy
involved in fuelling action” (Dornyei et al., 2015, p. 100). In other words, not only does

the structuré’provide an accommodating framework which tightly channels the process
toward the finish line, but it also plays an active role in keeping the current flowing”

(Dornyei et al., 2016, p. 80). These three procedural elements are behavioural routines,

subgoals and progress checks and affirmative feedback.

2.7.1.2.1 Behavioural routines

A powerful and elaborate DMC launch is central not dalgetting up the initial

motivational surge, but more importantly to the continuation in the subsequent stages of
the process, a mechanism which Dornyei et al. (2014) dubbed “motivational autopilot”,

through which “the initial momentum rules out the necessity for a motivational

40



intervention each and every time a new step within the sequence is to be carried out” (p.
14).

When the current gets started and going, an individual does not feel the pressure
of practicing self-discipline or utilising constant self-regulatory strategies to maintain
motivation and involvement (Dornyei et al., 2016). Nevertheless, for that to happen,
merely an effective launch is not sufficient, but a self-renewing stream of motivational
process is required which is the function of a “unique makeup” or “an optimal aggregate
of several motivational properties” (Dornyei et al., 2016, p. 80). One way of obtaining
that autopilot state is through the establishment of a number of behavioural routines
which will become an integral part of the DMC experience.

Dornyei et al. (2014) conceptualised the function of the behavioural routines to
be directly linkedd the “initial set-up”, a process comparable to domino pieces which
“will all fall one after another from a single push because they are all part of the same
chain” (p. 14). In that sense, these routines are performed by the individual in the DMC
“without exercising volitional control” and once practiced for a period into the DMC
experience, they become established undertakings and not doing them “would seem
odd, and potentially even lead to feelings of dissatisfaction or guilt” (Dornyei et al.,

2015, p. 10). Once these DMC routines are established, they become “semi-automatic”
similar to brushing one’s teeth every night (Dérnyei et al, 2014, p. 14).

Yet, a vital issue concerns the validity of this seemingly automated and thus
effortless form of engagement and whether this happens on a continuous basis
throughout the DMC. Dérnyei et al. (2016) rely in part on research on nonconscious
motivation which provides support for the proposition that “human behavior is
influenced by processes that are not fully undascious volitional control” which

may then lead people to “automatically prepare for goal-directed action and to block out
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potential interference from other temptations” (Doérnyei et al., 2016, p. 85). They also

believe that as a result of the presence of unconscious self-regulation, people
experiencing DMCs develop a sense of visionary single-mindedigds means “in a

DMC there are such high levels of commitment to a certain goal/vision that it becomes
pervasive and the resulting behaviors habitualized, thus effectively ruling out other

opportunities for action” (Dérnyei et al., 2016, p. 86).

2.7.1.2.2 Subgoals and progr ess checks
Another structural component by which DMCs facilitate continuous engagement is the
presence and utilisation of subgoals (Schutz & Lanehart, 1994). Dérnyei et al. (2014)
speculate that despite the presence of a valuable final goal and vision, a successful
DMC makes use of proximal goals or targets because “goals are not only outcomes to
shoot for but also standarblg which to evaluate one’s performance and provide a
definition of success” (Ddornyei et al., 2014, p. 18). Subgoals operate in favour of
directing behaviour through channelling motivational energy, and once each subgoal is
obtained, one feels more motivated because one sees his/her progress which then leads
to continuous engagement; for example, students find the urgency to pass an exam to be
of more priority than the ultimate goal of learning and mastering an L2 (Dornyei et al.,
2016).

In addition to being tools to break the DMC pathway into smaller steps,
subgoals also work as a mechanism for checking one’s progress. Similar to one’s diet
when each logtound confirms the effectiveness of that particular regimen, “a DMC
also requires that the person caught up in it should feel that he/she is on track toward
achieving their goal” (Dornyei et al., 2016, p. 88). In this sense, subgoals help

individuals experiencing a DMC to not only rely on a set of short-term targets to
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maintain their motivation, but also monitor whether they are on the right track and the

effectiveness of their utilised structure as a whole.

2.7.1.2.3 Affirmative feedback

Dornyei et al. (2014) believe that positive feedback is needed because indivinasals
only continue in a DMC if they have a clear and ongoing perception that they are on
track towards achieving their vision” (p. 15); therefore, feedback that does not affirm
progress will not be useful.

Affirmative feedback in DMCs can come from external sources (e.g. teacher) or
it can be solicited by the individual experiencing the DMC (Henry et al., 2015). Yet,
since a DMC is an entirely personal engagement brought about as a result of “a fully
autonomous decision” and characterised by a sense of complete ownership (Doérnyei et
al., 2014, p. 15), it is reasonable to assume that external feedback may become effective
only if it is accepted by the individual experiencing the DMC as relevant; therefore,
negative feedback is likely to be ignored.

Thus, even when feedback is provided by a teacher or peer, the main goal of
feedback in DMCs is to measure progress, that is, to let one feel and taste the result of
one’s effort wherebygoal attainment will “feel real and achievable” (Dérnyei et al.,

2016, p. 93). Positiveeédback “fuels subsequent efforts” in a DMC and therefore ‘it is
reasonable to assume that adding regular feedback points to the structure will intensify

the current” (Dornyei et al., 2014, p. 15).

2.7.1.3 Positive emotionality
Being in a DMC is also unique in terms of the feelings associated with being highly

motivated and productive. Individuals experience an elevated emotional state which is
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necessary to support the sustainability of the current and also to combat feelings of
frustration, apathy and boredom.

Positive emotional loading is an important component of any DMC experience
because without supportive affect, long-term engagement might not resist the negative
emotions associated with self-control. The source of this positive emotionality however
is the realisation that one is making meaningful progress towards a highly personalised
goal, and as further sub-goals along the way are obtained, more enjoyment and
satisfaction is experienced. This supportive affect is evident throughout the whole DMC
period but is more apparent when progress is being made and short-term targets are
completed which leads to further excitement (Dornyei et al., 2015; Henry et al., 2015).

It is important to emphasise that this state of happiness is not due to the intrinsic
nature of the activity itself as is the case with practising a hobby or experiencing flow
(Csikszentmihalyi, 1988). Rather, it originates from the sense of making progress
toward a valuable vision in thetfire; that is, “the enjoyment is projected from the
overall emotional loading of the target vision; it is as if each step along the way
reproduces- or becomes permeated wittsome of the joy linked to the overall
journey” (Dérnyei et al.,2015, p. 101).

Dornyei et al. (2016) believe that the underlying reason for enjoyment in DMCs
is related to the eudaimonic happiness (Waterman, 1993) which, unlike hedonic
pleasure, is experienced when one is engaged in activities leading to “the development
of one’s skills and talents, the advancement of one’s purposes in living, or both”

(Waterman, 1993, p. 679). As a result, one will no longer need to experience boredom
or a sense of frustration to engage in DMC activities; “because they are perceived as
being conducive to the accomplishment of the higher purpose, they are thus seen as

congruent with one’s deep-seated values” (Dornyei et al., 2015, p. 101).
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2.7.2 Empirical validation

Although the DMC phenomenon is probably not frequently experienced, Dornyei and
colleagues suggest that the majority of people have either experienced first-hand or
noticed DMCs in close people around them, and there are countless cases of DMCs on
the Internet (Dornyei et al., 2016). However, there has so far been one published,
pioneering empirical study on DMCs conducted by Henry, Davydenko and Dornyei
(2015) who looked for DMCs among migrant L2 learners to Sweden.

Henry et al. (2015) recruited three participants out of 21 targeted learners and
interviewed them about their Swedish learning experience. As the aim of their study
was to validate DMC experiences, they utilised the main components of the DMC
construct to inform their qualitative investigation. The results of that study revealed that
the three L2 learners had experienced periods of motivational surges conceptualised as
the DMC phenomengmand that the women’s “motivated behaviour is characterised by
features similar to those outlined by Dornyei and colleagues, namely the presence of a
salient facilitative structure, the generation of positive emotionality, and the direction of
motivated behaviour towards longim identityinvestment goals” (Henry et al., 2015,

p. 329).

Despite finding support for the major constituents of the DMC, Henry et al.’s
(2015) study did not identifyexplicitly defined” long-term goals or visions. However,
the authors attributed this tthe special situations” of the participants: As newly-
arrived migrants to Sweden, the participants’ motivational experiences were aimed at
integrating into the host community and system, which in itsptésented “a highly
self-concordant goal and adealised identity as powerful as any” (Henry et al., 2015, p.

342).
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The findings of these three and many other DMC cases have also been presented

in a new book on DMCs by Dérnyei et al. (2016).

2.7.3 DMC’s distinctive features

Though there might be a certain degree of uncertainty around the exact operation of the
phenomenon especially because of yet very little empirical investigation, in their
depiction of DMCs, Dornyei and colleagues distinguish DMCs from other motivational
phenomena which might share major similarities. DMCs have been postulated to be
curious, special and unique experiences (Ddornyei et al. 2015, p. 95) characterised by “a
particularly intensive state of focused productivity which allows us to achieve a great
deal, often much more than we would have believed possible at the outset” (Dornyei et

al., 2016, p. ix) Thus, the first distinguishing property of a DMC is “functioning at a

heightened state of productivity” and motivational intensity that is “over and above”

normal levels (Dornyei et al., 2015, p. 97). In this sense, DMCs are not equal to the high

motivation of a good learner:

A DMC is qualitatively different from the ongoing motivation of a good
student, due to the fact that it is a relatively shert, highly intense

burst of motivational energy along a specific pathway towards a clearly
defined goal: it is over and on top of the steady motivation any student

will exhibit throughout the year (Dornyei et al. 2014, p. 12).

As can be concluded from the above, a DMC is a unique experience in at least
two important aspects: First, it is more intense than regular motivational levels. This

means that a DMC’s intensity is measured intrapersonally, that is, against the
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motivational general trajectory of the person experiencing the DMC. As such, a person
can be said to be in a DMC even if his/her motivational intensity is similar or even less
than other classmates for example, as long as it is above and beyond their own
motivational norm. Second, as a result of the first point, a DMC is always a finite
undertaking with clear starting and ending points, which can take several weeks, months
or even years. Based on that, a DMC is usually easy to identify by the person

experiencing it and even others as explained by Dornyei et al. (2014):

[A] DMC is a unique drive which is so identifiable that those around the
person in the flow are able to recognise a significant change in him/her to
the point where, for a short period of time, it becomes a prominent

feature of thendividual’s identity (p. 12).

It is therefore not possible for anyone to be in a constant DMC. Since a DMC
consumes an extraordinary amount of motivational energy, it can only continue for a
relatively short period of time. Therefore, a DMC’s end is directly linked to the
achievement of the DMC goal/vision after which motivation returns to its pre-DMC
state. The possibility of very long DMCs is also unlikely because one might run out of
motivational or even physical resour@sDMCs will impact individuals insomuch that
they will “disrupt the daily routine of their lives and temporarily alter their identity and

priorities” (Dornyei et al., 2014, p. 12).

2.7.3.1 Thecurrentin DMCs
An additional and perhaps more important distinctive feature of a BM€Eself-

propelling property (Henry et al., 2015), which does not seem to be found in other
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prominent forms of engagement such as flow or intrinsic motivation. Similar to natural
oceanic currents, a DMC might not occur easily or frequently, but once it is “initiated, it

can transport an individual forward towards a goal at a startling velocity, not unlike the
Gulf Stream or the East Australian Current (the latter vividly portrayed in the animated
film Finding Nemo as an oceanic ‘superhighway’)” (Dornyei et al., 2015, p. 97). From
theterm itself, ‘directed motivational current, a DMC is an intense motivational

undertaking which takes an individual from one point to another for a period of time
during which continued engagement is achieved without the necessity of using self-
regulatory volition control. Therefore, once it has started, sustained engagement until
the final goal attainment is almost always predictable (Dérnyei et al., 2015); the power
of the motivational current is thought to be stronger than the competing temptations and
distractions along the way.

This self-propelling structure is what makes a DMC unique compared to other
forms of long-term motivational engagement (Dornyei et al., 2015, 2016; Henry et al.,
2015). Hence, DMCs are not only an additional type of long-term motivation, but
perhapsamore superior form of it, especially in comparison to self-control (Kanfer &
Karoly, 1972), or self-regulatierwhich is traditionally and widely believed amongst
motivation researchers to be the main method of sustaining long-term motivation
(Bandura, 1991a; Kuyper, Van der Werf, & Lubbers, 2000; Ushioda, 2008). The main
question thems how does the DMC provide sustainability without the hassles and
burden of self-regulatory or self-control processes (Baumeister & Heatherton, 1996)?

To answer this question, we need to go back to the original conceptualisation of
the DMC concept. In the directed motivational current, both directed and motivational
adjectives are mainly descriptive of the current. The uniqueness of the DMC then lies in

its integration of “a significant personal goal” with “an appropriate pathway of action”
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and that combination results in “a match that actually works to amplify the energy
released by the goal” leading to the individuals experiencing a DMC being carried
forward “seemingly effortlessly toward their target” (Dornyei et al. 2016, p. 20).

Déornyei et al. (2015) explain that being in this effortless current is the function of “the
combination of a clear vision and a matching action structure, the latter involving a
powerful launch and subsequerdagl onward progression” (p. 98; see also Muir &
Dornyei, 2013). Thus, this integration of both vision and structure is responsible for
making a DMC self-propelling.

Starting with the role of vision and as discussed earlier, vision is central because
it combines a cognitive goal with “an element of fantasy”, that is, “imagining different
versions and contexts of L2 interaction” (Dornyei et al. 2016, p. 46). Vision can provide
a sense of direction to a DMC experience, but it also plays an important role in

maintaining ongoing motivation throughout the DMC journey:

Images of future selves affect the things people do and are drawn to, as
well as those they ignore or avoid; they also affect energy, focus, and
commitment to ongoing tasks, thus providing the power and energy to

generate and continually propel a DMC (Ddrnyei et al. 2016, p. 46).

The mechanism by which vision plays this role in sustaining intense
motivation is further explained by Dornyei et al. (2016) in terms of two main
conditions: the future mental image needs to be chronically accessible in the self-
concept, and it needs to be frequently activated. When the latter occurs, that is, when
one frequently activates their future images, the future goal becomes a “perceived

reality” which refers to “the imagined experience of having reached the desired
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future goalstate” (Dérnyei et al. 2016, p. 47). As a result, these future states not only
become frequently accessible, but they “form, in effect, a part of who the individual
actually is in the presen{Dornyei et al. 2016, p. 47).

In addition to vision, a salient structure is required both to provide go
directed behaviour with an accompanying framework and also to keep the current
flowing (Henry et al., 2015; Muir & Dornyei, 2013). This structure is unique and a
perfectmatch to one’s peculiar DMC. A DMC structure is the result of a process
called the launch which is specific to an individs@krsonal circumstances.

However, the importance of the launch is not only in generating the experience, but
also in determining its “trajectory, movement, sustainability and of course the final
destination” (Ddrnyei et al., 2014, p. 14). Hence, the launch helps the DMC to
achieve its “motivational autopilot” property, which means that “the initial

momentum rules out the necessity for a motivational intervention each and every
time a new step within the sequenceibe carried out” (Dornyei et al., 2014, p. 14).

However, as the vision needs frequent activation throughout the DMC
experience, a salient structure also needs contimestuggering in order to re-
channel energy toward the DMC vision when interruptions occur (Ddrnyei et al.,
2016). Based on this need for re-triggering, a DMC can maintain its current through
the combination of a “unique makeup” or “optimal aggregate of several motivational
properties” (Dornyei et al., 2016, p. 80). These optimal factors are proximal
subgoals, affirmative feedback, and more importantly behavioural routines.

Although it might take a while for an individual to develop recurring routines
in a DMC, once established they have the power to eliminate the necessity for
exercising volitional control; that is, motivated behaviour is executed without

motivational processing as “they form part of the structure” (Dornyei et al., 2016, p.
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83). As such, expending conscious effort is no longer required for continued
engagement in DMC tasks; an individual can almost unconsciously execute

automatized behavioural routines.

2.7.3.2 Nonconscious self-regulation
To Dérnyei and colleagues (e.g. Dornyei et al., 2016), the latest findings of
nonconscious selfegulation research is consistent with the DMC’s power to make
behaviour execution an automated undertaking in the form of habits. This is, they argue,
mainly the impact of chronically-accessible visions which remain active in the self-
concept and thus “cause automatic perceptual biases in how a person interprets his/her
environment” (Dornyei et al., 2016, p. 85). In that respect, DMC habits are not only
performed automatically, but they are also protected by a visionary single-mindedness
layer which safeguards the DMC from competing goals and distractions. As a result,
engagement in DMC tasks becomes analogous to brushing one’s teeth before going to
bed (Dornyei et al., 2014).

As noticed, in conceptualising unconscious motivation within the DMC (which
Is central to understanding the most distinctive feature of the phenomenon), DMCs are
always linked to the presence of a strong visionary element. However, since envisioning
may not fully explain the intensity of a DMC, Dérnyei and colleagues (e.g. Muir &
Dornyei, 2013) offer the notion that a matching structure is also needed to support the
vision. However, the conceptualisation that a DMC is essentially a combination of
vision and a structure (Dornyei & Muir, 2013) does not seem to be explaining fully why
a DMC is indeed a unique phenomenon in terms of its effortless and self-propelling
features. We have seen in a previous section that vision works through generating self-

regulatory strategies; yet, this does not necessarily produce any self-propelling
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properties to motivated behaviour, even when these self-regulatory strategies are
developed into habits (Rothman, Baldwin, Hertel, & Fuglestad, 2011). Therefore, there
is yet another element that may offer additional explanatory insight as to how currents
maintain their energy in DMCs. This element is the effect of positive aftbet third

main constituent of a DMC (Dérnyei et al., 2014, 2016; Henry et al., 2015).

It is an almost established certainty that for any goal to be motivating, the
outcome of achieving the goal needs to be valuable (Wigfield & Eccles, 2000).
However, people do not necessarily engage in goal-oriented behaviour simply because
its outcome is worthwhile, and when they do, they need conscious self-regulation,
including using mental imagery. Therefore, in addition to its perceived value, a
cognitive goal needs to be emotionally rewarding to activate nonconscious motivation
(Papies & Aarts, 2010). Research has shown that in order for goal-directed behaviour to
be performed unconsciously, there needs to be a systematic presence of stimuli
indicating that engagement is worth-pursuing, desirable and emotionally rewarding.

Thus, upon repeated occurrence of positive affect as a result of a stimulus, that
stimulus is then processed “quickly and without the need for conscious awareness”

(Papies & Aarts, 2010, p. 128). Hence, in addition to vision, positive affect (which can
also be the outcome of envisioning; Macintyre & Gregersen, 2012) plays a significant
role in generating supportive emotions which will function to motivate engagement
(Ibrahim, 2016). The uniqueness, rarity, and infrequency of DMC experiences in one’s

life can perhaps also be interpreted in light of the presence of positive affect: When
people can no longer associate a task with positive emotions (such as excitement and
joy), they lose the unconscious motivational tendency to engage in thataadk

therefore they once again need conscious, mostly cognitive, self-regulatory strategies to

motivate themselves. As such, we can distinguish between two types of habitual
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behaviour: one is executed with excitement and joy (as in DMCs), and the other is
perceived as repetitive, tedious, and perhaps boring (as in self-control). This
conceptualisation of positive affect and motivational autopilot needs empirical support

and is a fundamental research query of this thesis.

2.7.4 Final piece of the puzzle?
The theorists behind the DMC notion emphasised that the main impetus for proposing a
new construct to L2 motivation was a general lack of a solid theoretical radejust
in L2 but also in mainstream motivatierio explain the process of long-term
motivation (DoOrnyei et al., 2014, 2016; Henry et al., 2015). Whereas the main emphasis
had been on cognitive aspects of setting goals or the value of reaching a goal, the
addition of the vision element was a crucial step forward in explaining what takes place
between goal setting and goal attainment. Therefore, the aim of research on the role of
vision was incited “by the search for higher-order factors which could explain the
sustained motivation that is required for remaining committed to long-term learning
processes, such as the mastering ofAhn(Ddrnyei et al., 2016, p. 22).

Vision however needs a supportive procedural structure for its effective
motivational functioning which togetherand in a uniquely perfect matekcan
generate long-term motivational phenomena such as DMCs. However and as we have
seen earlier, even a perfect match between vision and structure might as well be a form
of self-regulation; however, once engagement is supported by unconscious motivational
tendencies, learning becomes effortless, sustainable and predictable (Papies & Aarts,
2010.

Dornyei et al. (2016) suggest that the concept of DMCs is the final piece in the

puzzle of putting together a construct that includes all the parameters of the long-term
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motivational processes. However, since DMCs are not believed to be frequent
occurrences, they postulate that understanding DMCs is a fundamental, and perhaps
initial, step in understanding most of the long-term motivational phenomena, including
those that share many components with DMCs but are not quite the same. Therefore,
they distinguish between DMC proper (Dornyei et al., 2014) or fully-fledged DMCs
with DMC-like phenomena (Dérnyei et al., 2016).

Thus, deeper understanding of all the parameters and processes of long-term
motivational processes (including DMCs and DMC-like phenomena) marks the
beginning of not only a final missing piece in the puzzle, but rather and perhaps more
importantly, a new line of research that aims to investigate a series of areas that
motivation research has been lacking. In the light of this, we should probably expect
research that considers more than one phenomenon (such as DMCs) and extend to
multitude of complex temporal processes. Yet, in this respect, research might need to be
informed by all the prospective as well as previous models of L2 motivation. The
integrative attitudes model might provide a valuable basis for implicit and unconscious
attitudes and habits; the process-oriented approach is essential for understanding long-
term motivation as a temporal process and self-regulation; the situated-cognitive
research can be of considerable significance in understanding goal-oriented and future-
directed long-term motivation; and vision is a major dimensional tool for explaining
long-term motivational tendencies, including positive affect.

After more than six decades of L2 motivation research, the field has come a long
way and is set to expand much further insofar as it might indeed not be a completely
positive development, as Dornyei and Ryan (2015) predict: “this diversification and
expansion also pose the risk that motivation researchers will no longer speak the

same language and that the emerging methodological multilingualism might introduce a
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degree of fragmentation” (p. 102). The notion of DMCs might nevertheless be a

precious opportunity so that different aspects of the current L2 motivation research

come together and settle around a number of aspects shared among them especially with
regard to the centrality of long-term properties of L2 motivation.

In that respect, the DMC and long-term motivation research can provide a
bringing-together, common ground with all the lines of thought sharing the aim of L2
motivation research: to understand “the driving force to sustain the long [italics added]
and often tedious learning process” (Dornyei, 1998, p. 117). The research agenda of this
thesis is therefore one of the rare attempts in the L2 motivation field to investigate not
only just the DMC phenomenon per se, but through that, what constitutes long-term
motivation and how motivation is sustained in the lengthy path of acquiring a second
language and in the face of the too many obstacles and temptations. With this ambitious
goal in mind, this thesis first makes the necessary link between DMCs and existing
motivation theories, and then presents empirical research on how learners experience
and maintain long-term motivation. In doing so, emphasis will be put on the major
components of the DMC construct as a basis for other long-term motivational processes
and phenomena as experienced by L2 individuals and groups of learners in the

classroom.
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Chapter 3: DM C Aspectsin the Motivation Literature

3.1 Introduction

DMC is a novel concept both in the L2 motivation field and mainstream psychology.
Nonetheless, aspects of the construct have been discussed and conceptualised in many
motivation theories. Therefore, although the phenomenon itself as an intense, yet long-
term form of goal-governed engagement has never captured the radar of motivation
researchers (Henry et al., 2015), the DMC can be seen as the unique integration of a
number of well-researched and validated motivational properties. Yet, any existing
theory alone seems incapable of explaining the DMC experience. Dornyei et al. (2014)
believe that the lack of focus on temporal aspects of motivation is the main reason for

such an inability:

An insufficient focus on the time aspect in this regard is able to explain
the fact that it is not possible for a single mainstream motivation theory
to subsume this news construct, whereby the channelling of such
dispositions into a specific process with a specific structure is able to

hugely amplify the motivational energy released (p. 17).

So we can understand the DMC phenomenon from a theoretical perspective, it is
necessary to resort to the motivation theories that have focused on aspects of the DMC.
To do so, in this chapter, | review some of these theories that, | believe, share and
provide significant support for tHeMC’s fundamental characteristics and mechanisms
whereby it dictates its effect. | first present a brief overview and the main components

of each theory, followed by its applications in the L2 motivation literature, and then its
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implications for the DMC. Also, for each theohydiscuss the potential limitations and
why the theory in question is only partially related to the DMCs. In doing so, aspects of
theories which provide most relevance to, or share considerable similarities with the

DMC have been given priory in length and detail.

3.2 Goal setting theory

3.2.1 History and main features

Goal setting theory was developed as a theory of motivation under the broader umbrella
of cognitive psychology, and as a more realistic approach than other theories’ ambitious

claim to offer a comprehensive account of the entire motivational system (Locke, Shaw,
Saari, & Latham, 1981). It is based on the notion that human action is aimed at a
purpose (goal); although virtually all living organisms direct their actions towards a

goal, human beings have the ability to reason which empowers them to conceptualise
goals and volitionally act to attain them through selected means (Latham & Locke,
1991). The theory is attributed to the American psychologist Edwin Locke who started
researching and writing on the theory in the mid 1960s and published a seminal work in
1968, and along with another prominent name associated with the theory, Gary Latham,
drew conclusions from hundreds of both field and laboratory studies of their own and
many other authors. The two later published two well-known books in 1984 and 1990
summarising the core findings and depicting the major areas of the goal setting theory,
with the 1990 book being the most complete account of the theory (Locke & Latham,
1984, 1990; Locke, 1996; Lunenburg, 2011). Goal setting is one of the most researched
theories that by 1996, there had been over 500 studies on it (Locke, 1996). The scope of
interest in goal setting theory research has been in both academic and organizational

domains (Locke et al., 1981; Mento, Steel, & Karren, 1987; T. A. Ryan, 1970).
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The theory attempts to explain the effect of motivation based on the question of
why some people outperform others of the same ability and knowledge. From the goal
setting theory’s perspective, differences in goals will result in differences in
performance because goals motivate action (Latham & Locke, 1991). About ninety
percent of field and laboratory studies confirmed the causal relationship between goal
setting and performance. Differences in ability and knowledge, however, have to be
borne in mind because making mistakes due to the lack of knowledge and inabilities
will make the linear relationship of goal setting variable and performance unrealistic
(Locke et al., 1981).

According to the theory, there are two major goal attributes: content and
intensity, and two main attributes of content studied are specificity and difficulty (Locke,
1996; Locke et al., 1981). As for goal difficulty, despite studies predicting otherwise,
numerous studies have found that more difficult goals resulted in greater achievement,
with 84% of studies supporting the hypothesis (Locke et al., 1981; Locke & Latham,
1990; Mento et al., 1987). Individuals with even extremely high goals that were never
or rarely attained performed better than subjects who had easy goals (Hammer &
Harnett, 1974; Locke et al., 1981).

The second constituent of content is goal specificity or clarity. Goal setting
theory assumes that more specific and explicit goals lead to better performance, and
specificity is obtained through quantification and enumeration (Locke, 1996). A goal
that is both hard and specific is linked to a higher performance than easy or unclear
goals such as ‘do your best’, or no goals, with 96% of studies supporting the hypothesis
(Locke et al., 1981; Mento et al., 1987). The two assumptions mentioned (goal
difficulty/goal specificity) encompass the core findings of the goal setting theory (Locke

& Latham, 1990, 2005).
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In spite of all the above, it is noteworthy to mention that goals can affect
motivation while they are challenging, but still attainable. When goals are no longer
realistic and go beyond the limit of one’s ability, setting higher goals is not thought to
be beneficial (Locke & Latham, 1990), and might even be harmful because commitment
suffers (Erez & Zidon, 1984). In a recent study on video-gaming training, researchers
found that initial unrealistic goals have a negative effect on later performance (Brusso &
Orvis, 2013). However, Miles and Clenney (2012) conducted two studies and concluded
that in negotiation contexts, goals that are more difficult than just challenging, yet
attainable, lead to an increase in performance.

The positive linear relationship between goal difficulty and performance is
reversed to negative when goals are rejected by the individual. In a study on 140
technicians and engineers, Erez and Zidon (1984) found that goal acceptance is
necessary for goal difficulty to be effective. As for participation in the goal setting
process, in contrast to the previous proposed beliefs of its influence on goal
commitment, it was later found not to have been based on a sound scientific basis
(Locke & Latham 2005).

Goals supposedly influence performance through four mechanisms (Locke et al.,
1981):

1. Goals direct attention and action toward the right goal through avoiding
attention to be directed at irrelevant goals that might waste time.

2. Harder goals motivate people to make more effort, both physical and mental.

3. Goals lead to sustainable persistence over an extended period of time until the
desired goal is achieved.

4. Goals indirectly urge people to improve their skills and develop strategies such

as planning and training.
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Related to persistence, deadlines are assumed to promote performance because
they serve to control time and add the motivational effect of goals leading people to
make extra effort. However, unrealistic deadlines especially with complex tasks
negatively affect the outcome quality (Lunenburg, 2011).

The fourth point mentioned above is associated with another assumption in the
theory that, tasks that are simple and straightforward are more beneficial than complex
tasks, because people may not have the skills required to perform well in them, although
there is the possibility of acquiring the necessary knowledge through skill development
(Locke & Latham, 2005).

In a number of studies on the role of goal setting on satisfaction, it has been
confirmed that improved performance resulted from goal setting has a considerable
effect on reported satisfaction. In support of Ilgen and Hamstra’s (1972) assumption that
“satisfaction with one’s performance is a function of the difference between actual
performance and performance goals”, Hammer and Harnett (1974, p. 217) conducted a
study and provided evidence in support of the relationship between performance and
satisfaction in a competitively structured task. Because goals arédoatbmes to
attain and standards for judging one’s accomplishments”, engagement in goal-directed
behaviour and goal achievement brings satisfaction (Locke & Latham 2005, p. 129).
This finding has been concluded from earlier studies; in a number of studies, Locke,
Cartledge and Knerr (1970), for example, showed that “satisfaction with performance is
a function of the degree to which one’s performance achieves one’s desired goal” (p.

152).
The underlying mechanism by which goals lead to satisfaction is the relationship
between values and emotions; positive emotions are the consequence of conditions that

further one’s values. In goal setting theory, one’s goals and thus performances are
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considered to be one’s values; therefore, achieving goals leads to positive emotionality
and satisfaction, whereas failure leads to dissatisfaction. Moreover, “goals can also be
used to enhance task interest, reduce boredom, and promote goal clarity” (Locke, 1996,
p. 122).

An important area of goal setting theory is the distinction between two types of
goal setting, proximal and distal goal setting. Historically, despite some inconsistency
(Latham & Locke, 1991), there has been strong evidence showing a positive
relationship between proximal goals and motivation. Bandura and Schunk (1981), for
example, had conducted a study involving 40 middle-class children who had low
arithmetic skills. They found that through the assignment of proximal subgoals, the
children displayed more interest, achieved mastery, and raised their self-efficacy, while
distal goals had no such effects. In their seminal paper, Stock and Cervone (1990)
researched the self-regulatory influence of proximal subgoals, and concluded that these
goals impact motivation in four ways (Latham & Locke, 1991): Proximal subgoals
increase one’s self-efficacy to carry out the assigned task because seeing the task in
smaller and shorter terms makes it seem more doable; achieving a subgoal increases
self-confidence that one is capable of performing the task; subgoals hejzoplt’s
positive self-evaluation; and subgoals lead to an increased level of persistence.

Moreover, significantly, subgoals can be highly influential because they can
serve as feedback that one is making meaningful progress toward the distal goal.
Latham and Seijts (1999) conducted a study on young adults who were asked and paid
to make toys; while participants who were told to “do your best” made more money
than participants with only a distal goal, those who were given proximal goals in
addition to a distal goal earned substantially larger amohmtshe “do your best”

group. The authors explained this effect in terms of the role of proximal goals on self-
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efficacy but also because, unlike setting a distal goal only, subgoals “provided clear
markers of progress for the participants” (p. 426). This knowledge of progress in turn is
necessary so one knows whether what one is doing is leading to the distal goal

achievement (Latham & Locke, 2007).

3.2.2 Goal settingtheory and L2 motivation

Little emphasis has been put on goal setting theory in the L2 literature and classrooms
(Doérnyei, 2003; Oxford & Shearin, 1994). In a study on 75 students taking a French
course and aimed at detecting the variables that could mediate the relation between
language attitude and motivation, Tremblay and Gardner (1995) found that specific
goals and frequent referencitigthem increases students’ motivation through

increasing the level of intensity, persistence, and attention. They also concluded that
students are likely to set specific language learning goals if they hold positive language
attitudes. On the other hand, Oxford and Shearin (1994) report research that goal setting
behaviour is directly influenced by individual differences of learning styles; for

example, extroverted L2 learners are more inclined to communicative goals while
introverted learners set analytical and cognitive goals. Moreover, these learning styles
can be substantially different across cultures; Arabic and Hispanic L2 learners are more
respondent to communicative and social goals compared to Japanese and Korean

students (Oxford, Holloway, & Horton-Murillo, 1992).

3.2.3 Implicationsfor the DMC
Some elements of goal setting theory can explain part of the motivational surge noticed
in DMCs. First, the DMC is completely goal-governed as goals trifpgezlevated

motivation and shape the entire process throughout. Goal setting theory provides a
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meaningful account for the mechanism by which goals affect performance such as
focused direction and effort, persistence, and strategy development. Second, positive
emotionality found in DMCs has been described in goal setting theory and attributed to
one’s values. Third, the role of feedback is highlighted in goal setting theory which is

also an important element of DMCs. Fourth, satisfaction is not the outcome of
engagement itself but the result of successful progress made towards goals. Fifth, and
perhaps most importantly, the theory’s proximal goal setting has direct implications for
the use of subgoals in DMCs; despite the necessity of a distal goal, a DMC makes use

of frequent proximal goal setting (Dornyei et al., 2014).

3.2.4 Potential limitations
There is evidence (Hollenbeck & Klein, 1987) against the theory suggesting that, at
times, goal setting does not yield, and when it does, the effect is not always equal in
size; the effect of goal setting is entirely conditional on a number of other variables, and
the results can be considerably inconsistent. Austin and Bobko (1985) also illustrate the
theory’s shortcomings especially that it has mainly depended on short-term laboratory
vs. field studies. This issue (i.e. the overlooked role of time), according to Fried and
Slowik (2004), poses a significant weakness of the theory in the face of complexity and
dynamism, and thus “the contribution of goal-setting theory has not been fully realised
because ofht failure to systematically incorporate the dynamic role of time” (p. 404).

In reference to the theory’s theoretical link to the DMC, | believe goal setting
theory’s support to the DMC is limited for the following reasons:

e Through adopting selfficacy, goal setting theory assumes that the “person
does not have to believe that total success is possible..., as long as they believe

that partial success or progress toward the goal...is meaningful” (Locke 1996, p.
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119). In DMCs, however, the individual is fully confident that the goal
attainment is completely viable (Dornyei et al., 2014).

e Goal setting theory does not extend to provide a detailed explanation of why
people abandon their strife towards a goal even when it is high and valuable to
them. What it offers is the concept of goal commitment in relation to goal
difficulty; high commitment is thought to be achieved when the goal is specific
and difficult, and the person is convinced the goal is important and attainable
(Locke, 1996). However, in spite of relatively little research on goal
commitment (Hollenbeck & Klein, 1987), it is unclear how goal setting theory
accounts for a motivational surge in a person at a certain time/context, and the
lack of it at other times even in the presence of all the goal commitment
conditions.

e Goal setting theory offers little in regard to a motivational framework or
structure. In a DMC, however, a recognizable structure is a significant

constituent in the entire process.

3.3 Flow theory

3.3.1 History and main features

The pioneering researcher behind flow theory is Mihaly Csikszentmihalyi who started
studying the effect of intrinsic motivation on a group of artists who painted with full
concentration and interest. He then described the theory in his first major work, Beyond
Boredom and Anxiety (Csikszentmihalyi, 1975). The artists showed a great deal of
enthusiasm and interest while absorbed in their painting for which they were not
expecting any extrinsic rewards and even the finished product was of little value.

Unconvinced by the psychologists’ notion of “sublimation” or the best social expression
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of true desires, Csikszentmihalyi suggested that the quality of subjective experience was
what led the artists to engage in for-itself-intrinsicallyarding tasks; i.e., “the

rewards of painting came from painting itself” (Csikszentmihalyi, 1988, p. 4). He called

this phenomenon the flow experience originating from an earlier term, autotelic
experience: (auto= self) and (telos=goal), applying to an activity that is rewarding per
se, not because of the final product or external reward (Nakamura & Csikszentmihalyi,
2002).

Flow has also been referred to as optimal experience marked by focused
concentration, full engagement, intrinsic motivation, control over task at hand, and
enjoyment. Such experiences are also greatly linked to a better quality of life to such an
extent that even people with disabilities or poor health conditions can use them for
improved coping strategies and positive changes in personality and social relationships
(Fave, Massimini, & Bassi, 2011).

In order for an experience to be called flow, there have to be seven
characteristics which Csikszentmihalyi (1975, p. 38-48; Csikszentmihalyi, 1990) named

elements of flow:

1. “merging of action and awareness”: when individuals are in flow, their full
attention is all directed to the activity and how they could go through the steps of
the task. That complete concentration on their actions makes them not pay
attention to ‘awareness’ itself;

2. “acentering of attention on a limited stimulus field”’: the person in flow must
disregard all other distracting stimuli from the outside and direct all his/her

attention to the present time;
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3. “self-forgetfulness”: the person in flow is so busy with the demands of the task
that there will not be any room for “self-ish considerations” or for the “ego” to
have any presence;

4. “not worrying about the possibility of lack of control”: while in flow, everything
seems to be under the control and this helps the person to be able to cope with
emergent challenges in the process, even if they represent real dangers as
happens to rock climbers;

5. “coherent, noncontradictory demands for action” and “clear, unambiguous
feedback to a person’s actions™: in flow, goals are clear and provide exact points
for one to strive for because they are “logically ordered” and mastering each step
serves as clear feedback that one is making meaningful progress;

6. “autotelic”: flow activities are performed for the sake of themselves; “there is no
possible reason for climbing except the climbing itself”;

7. losing track of time; traditional measurement of time is no longer applicable.
Time usually goes faster or sometimes slower than actual, but this disregard for
the clock time seems to add to the enjoyment of flow.

A fundamental distinction of the flow experiences with other (e.g. entertaining)
experiences lies in enjoyment. Flow is always associated with a feeling of enjoyment
which is originated from inside as opposed to the prominent outside norms defining
happiness such as material gains or securities provided by others, that is, pleasure.
Pleasure is actions that humans perform in order to gratify genetically biological
programmes such as material gains, eating and sexuality. However, enjoyment, as
uniquely related to the ongoing moment when one is doing the activity at the present
time without any temporal links to the past or the future, is a rare experience that occurs

as a result of a psychological processedalbmplexification, which is the “process by
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which states of consciousness seek increasingly greater opportunities for action”

(Massimini, Csikszentmihalyi, & Fave, 1988, p. 63). When we are faced with situations
where skills and challenges witness a competing balance, we are provided opportunities
for action that make us fully involved without feelings of anxiety or boredarnen

the task is too difficult (beyond one’s abilities), it leads to anxiety, and when it is too

easy, it brings boredom. As one is making progress in performing the task and going up
through the next steps (e. g. in rock climbing), one encounters new challenges that force
him/her to use all his/her skills and resources to cope with the mounting demand.
Nevertheless, since it is extremely difficult for anyone to continuously maintain or
measure a balance between skills and challenges, this balance in flow is in effect
perceived—not actual. Therefore, it is up to the person’s ability to maintain a state of

flow through “cognitive techniques”, for instance (Csikszentmihalyi, 1975, p. 53).

Therefore, no single activity guarantees the occurrence of flow even if it provides a

great number of repeated gradual challenges, because if the person’s skills do not match

the level of challenges, it will not be enjoyable. Strategies such as mediation as found in
yoga can equip us with helpful techniques to confront challenges in a smarter way to
maintain our ability on the task demands (Csikszentmihalyi, 1988).

However, other subsequent studies showed that keeping a balance between skills
and demands alone does not provide opportunity for flow to occur; both the skills and
challenges are to be higher than average. This is considered a modification to the
original thought in that enjoyment can only be achieved when skills and challenges are
above the average level (Massimini et al., 1988).

The theorists of flow believe that whether one is able to create a state of flow
largely depends oone’s personality traits, that is, as a matter of individual difference.

It had been speculated that autotelic personality is in part a result of inborn individual
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differences (Csikszentmihalyi, 1988), genetic chemical imbalances referred to as
attentional disorders (Csikszentmihalyi, 1990), childhood experiences in school and
family environments where “complex family environments” provide opportunities for
“high-challenge, higlskill situations” (Nakamura & Csikszentmihalyi, 2002, p. 99).

On the other hand, to maintain quality experience of flow, there have to be clear
goals or sub-goals to which all resources are consumed to accomplish.
Accomplishments are in turn used as immediate clear feedback for the next stages.
However, the final achievement is not the aim of engagement; it is only a means and
usually used for thpurpose of structuring. In Csikszentmihalyi’s (1975) words,

“ideally, flow is the result of pure involvement, without any consideration about results.
In practice, however, most people need some inducement to participate in flow
activities, at least at tHeeginning, before they learn to be sensitive to intrinsic rewards”
(p. 42).

Since its emergence, flow has been applied in many disciplines and contexts, for
example: working women (Allison & Duncan, 1988), writing (Larson, 1988), online
games (Hsu & Lu, 2004), ocean cruising (Macbeth, 1988), web browsing (Novak &
Hoffman, 1997; Skadberg & Kimmel, 2004), family context (Rathunde, 1988), online
learning (Shin, 2006), athletes’ performance (Stavrou, Zervas, Karteroliotis, & Jackson,

2007); and in different cultural contexts, for example: Korean immigrants (Han, 1988)

and Japanese motorcycle gangs (Sato, 1988).

3.3.2 Flow and L2 motivation
Flow theory has rarely been applied in the L2 settings. In a pioneering study, Joy Egbert
(2004) conducted a field study involving 13 secondary school Spanish learners

performing language tasks on seven separate occasions. The findings suggested the
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occurraice of flow and that, more importantly, teachers could “theoretically” facilitate
flow in L2 learners through assigning tasks that lead to flow (p. 513).

Despite the lack of ample flow research in the L2 literature, studies of flow in
education settingaiggest that students’ engagement in learning tasks can be increased
when they believe that the challenge presented and their skills are high and compatible,
teaching is relevant, and they possess control over the learning environment (Shernoff,
Csikszentmihalyi, Schneider, & Shernoff, 2003). The study by Shernoff et al. (2003),
which included 526 high school students, concluded that the students “were also more
engaged in individual and group work versus listening to lectures, watching videos, or

taking exans” (p. 158).

3.3.3 Implicationsfor the DMC
Generally speaking, flow is very close to the DMC because they share the basic
characteristic through which they are recognized and distinguished from other
motivational phenomena: A motivational surge for a period of time which is
characterized by directed concentration, full engagement, high interest, and goal
orientatior—with variations as discussed below. An important aspect of flow that can
also be significant in DMCs is the balance between the challenge of the task and the
individual’s skills. This, in both cases, leads to gradual progression represented in
subgoals and smaller steps toward the final goal, a process constantly informed and
maintained by immediate feedback. Other similarities are strong positive emotionality,
enjoyment (although in different terms), perception of control, and resistance to outside
influences or distractions.

The conditions that can set up a flow are almost always identical; mainly the

balance of demand and ability, opportunity for action, clear task goals, sense of control,
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and positive feedback. This conceptualisation can also inform the DMC that it can occur
when certain time and contextual parameters come together and trigger a directed

motivational surge.

3.3.4 Potential limitations
In spite of the similarities mentioned, flow theory can only be related to DMCs in a
limited number of characteristics, with major differences as follows:

1. Flow theory is concerned with short-term tasks such as painting, reading, music,
etc., or a series of short-term repeated identical episodes, while DMCs continue
for a long period such as a few weeks, month or even years.

2. A DMC is an entirely goal-oriented motivational surge, while in flow the goal is
important only to provide a clear structure. When studying a group of artists,
Csikszentmihalyi (1988) noticed that “it was quite typical for an artist to lose all
interest in the painting he had spent so much time and effort working on as soon
as it was finished” (p. 3). A DMC is mainly triggered by a personalised goal or
vision which also plays a main role in its sustainability.

3. Flow is involvement in a task that is rewarding in itself (autotelic), but a DMC is
concerned with engagement which leads to reaching a goal that is of more
importance than the enjoyment stemming from just practicing the activity.

4. The scope of the flow premise is mostly with individuals who enjoy engagement
in particular activities that they find personally interesting, for example one’s
extreme love for painting or playing chess. These activities are mostly
personally selected and triggered by previous experiences. However, a DMC is

triggered by an internalised goal for which learning an L2 is necessary.
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5. Unlike flow, DMCs are not the function of personality trait factors. A recent
conceptualisation of motivation rejects the traditional view of individual
differences and sees them rather as changing, dynamic, interrelated, and
extremely sensitive to the environmental factors (Dérnyei, 2009b), and even in
flow states there is a merging integration of cognitive and motivational factors

that need to be present throughout the entire experience (Dbérnyei, 2010b).

3.4 Dynamic systemstheory
3.4.1 History and main features
Dynamic Systems Theory (DST) first emerged as a theory of change to explain
mathematical, biological, and other natural phenomena in the sixties of the previous
century (Lowie, 2012). DST is related to three other theories, Complex Theory,
Emergintism, and Chaos Theory (Dérnyei, 2009b) that have been developed in different
domains. However, they all share at least one fundamental principle which is that linear
cause-effect relationships cannot be taken for granted. Diane Larsen-Freeman was the
first to introduce the theory to the applied linguistics in 1997 through an article in the
Applied Linguisticsjournal titled, ‘Chaos/Complexity Science and Second Language
Acquisitior’. Through that and other works (e.g. a study on five Chinese students), she
presented DST as anahative to the previous thinking on the pretext that “a structural
theory of static competence does not easily lend itself to explanations of developmental
change” (Larsen-Freeman, 2006, p. 614). The theory has recently received a great
attention from applied linguists including motivation researchers (e.g. Dérnyei, Henry,
& Maclintyre, 2015; Dérnyei & Ushioda, 2011).

A system is called dynamic or complex if it consists of at least two components

that are interconnected to each other and are changing over time (Dérnyei, 2011).
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According to DST, the components or agents of a system are heterogeneous and always
reacting within themselves in an always-changing manner making the outcome
behaviour almost always unpredictable.

Dynamism, as one of the main features of any dynamic system, becomes an
integral part of the system as it occurs constantly and as a result of continuous
interactions with the outside surrounding (context) and within the multitude elements
within the system itself. Moreover, such systems are usually nested in other complex
systems in which change is happening throughout and at all levels and timescales
(Larsen-Freeman & Cameron 2008). The change in a dynamic system, however, is non-
linear, in the sense that change is not proportional to the size of the input. A small
perturbation at a particular point in time might have a huge impact whereas a large input
at another point may not produce any considerable change. This phenomenon is called
The Butterfly Effect, originally a meteorological term, which emphasizes the sensitivity
of a system to the initial state: for example, word recognition skills in the native
language might affect word recognition in the L2, or a middle-ear infection in childhood
might negatively affect L2 acquisition in adulthood (De Bot, Lowie, & Verspoor, 2007).
Non-linearity is considered a dramatic rejection of the cause-effect relationship
prominent in earlier theories, and it implies that the outcome behaviour of a system is
never predictable in advance.

The constant flux apparent in dynamic systems also causes the outcome
behaviour to show a great deal of variability. However, unlike traditional perspectives
which consider variability as noise “unwanted by-product of data, DST
acknowledges variation and views it‘@strinsic property of the developmental
process” without necessarily attributing it to any cause. This is called “free variability”

which is a natural outcome of growth (Van Dijik, Verspoor, & Lowie 2011, p. 55 & 83).
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While variability brought about by continuous change is emergent from the
fluctuating interactions among various elements and agents both inside a dynamic
system and the system’s interaction with other systems and context, dynamic systems
tend to reach a rather stable state which is called attractor state. This is due to a
fundamental capacity of any open system called self-organization, which means that
everything in a dynamic system changes over time until it gets attracted into a preferred
stable, but not predictable, state. The emergent stability is not caused by any particular
variable, and the new features of the system do not represent the sum of the parts in that
the new behaviour of the system could not have been predicted from its encompassing
elements (Mason, 2008). In contrast to preferred states (attractor states), the trajectory
of a complex dynamic system can also have dispreferred states called repeller states.
Although attractor states are considered temporary, depending on their strength, energy
is needed to take a system out from one state to another. As such, in L2 development,

there has to be a minimum amount of energy to maintain growth (De Bot et al., 2007).

3.4.2 DST and L2 motivation

From a DST perspective, L2 motivation can no longer be considered as a fixed variable,
but rather as a complex system within the subsystem of the L2 learner and context,
whose trajectory is always shifting due to the ever-changing interactions within its own
components and in response and adaptation to the outside influences of many other
systems that are also complex and dynamic. The relationship between these complex
systems in which motivation is also nested is called “co-adaptation” which refers to “a

kind of mutual causality, in which change in one system leads to change in another

Sygem connected to it, and this mutual influencing continues over time” (Larsen-
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Freeman & Cameron, 2008, p. 233). Dornyei and Skehan (2003) describe the dynamic

nature of motivation as follows:

During the lengthy process of mastering certain subject matters,
motivation does not remain constant, but is associated with a
dynamically changing and evolving mental process, characterized by
constant (re) appraisal and balancing of the various internal and external

influences that the individual is exposed to (p. 617).

Having considered an inevitable shift from his process-oriented model, Dérnyei
came to the belief that the cause-effect relationships model to motivation cannot do full
justice to the complexity of L2 motivation (Dornyei, 2009b). Applying the principles of
DST to L2 motivation, Dornyei (2009b) reshaped the traditional view of motivaton
depicted within the framework of individual differences (IBsyhich were thought to
be stable traits that could be generalised across different contexts and times. Instead, he
argued that motivation should now be studied “taking a systemic approach by
identifying higher-order motivation conglomerates that also include cognitive and
affective factors and which act as wholes” (Dornyei, 2011, p. 92). According to this
model, the dynamic cognitive, emotional and motivational sub-systems (components of
the human mind) are interacting with one another and the temporal environment to give
rise to stable and thus researchable attractor states. The role of the researcher, then, is
“to find the level of analysis that captures the right combination of these three

ingredients in a given situation” (Doérnyei, 2011, p. 98).
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3.4.3 Implicationsfor the DMC
DST can be a useful tool to explain part of what happens in a DMC. The temporal
elevated level of motivation prominent in DMCs could be considered a period of
stability emergent from the self-organizational reciprocal interactions of a multitude of
components. Hence, the stability brought about by DMCs is a phase transition from
low-level or no motivation to a high-level motivation which lasts for a finite period of
time before moving to another phase. In the chaotic and unpredictable motivational
trajectory, the DMC serves to a large extent as a regulator of the motivational syste
for a specific period of time (Ddrnyei et al., 2015).

Another DST property that can be used as a tool to explain what happens while a
DMC is in progress is that systems always change so the current state is directly linked
to the previous state (De Bot et al., 2007). In a DMC, the individual usually goes
through attempts to accomplish a number of sub-goals which in return pave the way for
the next sub-goal. Mastering one step serves as feedback to keep the motivation high for
the next upcoming steps (Raynor, 1969).

The DST’s view that no particular cause is behind any effect (Larsen-Freeman
& Cameron, 2008) but a combination of a multitude of variables interact over time to
jointly produce a pattern can also be applied in the case of DMCs; DMCs are thought to
occur from the combination of a number of time and contextual factors (Dérnyei et al.,
2014, 2015).

Furthermore, the notion of temporal predictability in DMCs is compatible with
DST. A DMC, however, can be viewed as a regulator of an otherwise completely
unpredicted path of motivation; it has the potential to override complexity and chaos.

This has significant research implications as, in the chaotic world of complexity, the
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DMC offers a predictable, stable, and therefore empirically researchable alternative

(Dornyei et al., 2015).

3.4.4 Potential limitations

Despite the compatibility, DMCs are conceptualised on the notion of predictability
which does not follow the DST’s main premise. According to the DMC, the unique
coincidence of personal and contextual factors prepare the ground for an almost always
predictable path of intense motivation. This intensity is also protected by a powerful
vision, a facilitative structure and positive emotional loading (Dornyei et al., 2016).

This unique makeup obtains a regulatory vigour that can push aside distractions arising
from system fluctuations. However, empirical research is required to further assert this
argument.

On the other hand and more generally speaking, although Larsen-Freeman and
Cameron (2008) are confident that DST is more than just a metaphor and sooner or later
it finds its way to be an established norm of thinking, there are many ambiguities
around the theory. Since the origin of the DST goes back to natural sciences (especially
mathematics), its applicability in the social sciences especially in L2 motivatibich
can be highly implicit and its effect is usually formulated in abstract terms and in
relation to other human functioning such as affect and cogriti®mighly
accompanied by scepticism. As a consequence, much conceptual and terminological
confusions remain to be tackled such as attractor, attractor state, initial state, and
others. On initial conditions in the L2 learning, De Bot et al. (2007), for example, state
that since “many SLA studies are cross-sectional and can therefore not give sufficient
insight in the blur of interacting factors affecting the acquisition process, it is very

difficult if not impossible to determine the effect of initial conditions on L2
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development” (p. 15). The theory is also relatively new to the field and much empirical
data is needed to vigorously and convincingly establish itself.

Another problematic area of DS7at least for now-is in its researchability.
There are still shortcomings in regard to established methods and templates (Dérnyei,
2009b). While one of the methodologies suggested for DST research is computer
modelling (Larsen-Freeman & Cameron, 2008), artificial networks can never be
compared to the real human experiments, and at best they serve only as a way to
enhance our understanding (Meara, 2004; De Bot et al., 2007). Furthermore, there are
still “too few specific details about emergent processegarticularly with regard to
SLA—to evaluate their explanatory power” (Dérnyei, 2009b, p. 116). Thus, we can use
DST as an additional tool without disregarding the previous established norms of
thinking and research. It is therefore useful to summarise the limitations of DST in
Ionin’s (2007) words that DST’s contributions “are at this point largely hypothetical”
and thus much of DST “is devoted to critiquing existing approaches to SLA without
offering a tangible alternative. More importantly, some of these critiques appear to be

empirically inaccurate” (p. 27).

3.5 Theory of planned behaviour

3.5.1 History and main features

The theory of planned behaviour (TPB) is an extended version of the theory of reasoned
action (TRA) which was developed by Martin Fishbein and Icek Ajzen in 1975 (Ajzen,
1991, Fishbein & Ajzen, 1975}although its research program goes back to two

decades earlier (i. e. the 1950s; Ajzen & Fishbein, 198@inly as a method to

predict but also explain the human behaviour. The TRA emerged as a response to the

dominant thinking of the time that general attitudes and personality traits failed to
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accuately predict human behaviour especially in specific situations. Wicker (1969), for
example, had showed that there was little evidence to support stable attitudes and called
on researchers to specify their conceptions of attitudes. Similarly, Mischel (1969) had
challenged the conventional thinking of personality as stable and broad individual
differences.

As from the name, the theory of reasoned action assumes that people make
decisions rationally and “make systematic use of the information available to them”

(Ajzen & Fishbein, 1980, p. 5}not based on unconscious or automatic drives or
desires. The main element underlying the TRA is the concept of behavioural intention
which is presumably the determinant of most of human actions (Ajzen, 1985).
Intentions determine how hard one is ready to try and how much effort one invests to
perform a certain behaviour because they “are assumed to capture the motivational

factors thainfluence a behaviour” (Azjen, 1991, p. 181). However, since intentions do

not provide reasons for why people do what they do and is only used for general
predictability of behaviour, in order to understand them, the theorists attempted to
determine the underlying factors behind intentions.

Behavioural intentions are thus determined by two main factors: attitudes
towards the behaviour and subjective norms. Attitudes refer to the personal positive and
negative evaluation of the behaviour, and subjective norms are perceptions of the
pressure put on the individual by the society and important others (Ajzen, 1985).
However, in an attempt to account for the very determinants of these attitudes and
subjective norms, the TRA presented the role of beliefs; an individual holds specific
beliefs about any particular behaviour based on the salient information he/she attends to
at a particular moment. Thus, behavioural beliefs affect attitudes towards the behaviour

and normative beliefs determine the subjective norms (Azjen, 1991).
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Since its emergence, many empirical studies have been conducted to test and
confirm the validity of the TRA. In a study on mothers’ intentions in regard to how they
fed their babies and their actual actions in six weeks following delivery, Manstead,
Proffitt and Smart (1983) provided empirical support for the TRA. Earlier, the theory
was applied in a number of domains such as: predicting and understanding women’s
occupational orientations (Sperber, Fishbein, & Ajzen, 1980), consumer behaviour
(Fishbein & Ajzen, 1980), voting in American elections (Fishbein, Ajzen, & Hinkle,
1980), and changing the behaviour of alcoholics (Fishbein, Ajzen, & McArdle, 1980).
Confirmatory findings were also presented in studies on the practice of testicular self-
examination (Brubaker & Wickersham, 1990), understanding and promoting AIDS-
preventative behaviour (Fisher, Fisher, & Rye, 1995), and moral behaviour (Vallerand,
Deshaies, Cuerrier, Pelletier, & Mongeau, 1992).

Nevertheless, the TRA encountered major limitations that pushed its theorists to
put forward important modifications. Intentions can predict behaviour only if they
remain stable from the time they exist to the time of action. However, intentions are
subject to change from the effect of a number of factors, such as time and individual
differences. People naturally tend to change their minds with the passage of time, as a
result of new events and new information leading to changes in their salient beliefs,
changes in confidence and commitment toward the behaviour, and also due to
differences in personality. Moreover, the TRA seemed to apply limitedly to only
behaviours that were under the individual’s volitional control. Many types of behaviour
such as losing weight, learning a second language and maintaining high motivation for
an extended period as in DMCs, however, are not fully under volitional control, because
they are subject to the influences of internal factors like individual differences, having

the right amount of information and abilities, will power, emotions, and external factors
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such as time and opportunity and assistance from others. Because of these limitations
and that in many caseé$yehavioural intentions will often be better predictors of
attempted than actual behaviduatheory of planned behaviour (TPB) was suggested
(Ajzen, 1985, p. 30).

In addition to adopting attitudes and subjective norms, the most significant
element of the TPB is the perceived behavioural control (PBC) which is based on the
belief that one possesses the required skills and opportunity to paréemtain
behaviour through his/her control over all the internal and external obstacles that make
merely having intentions insufficient to carry out the behaviour. PBC is assumed to
have a direct influence on behaviour and an indirect influence on behaviour through
intentions; the direct influence occurs when the individual does not have full volitional
control over the behaviour, and when the perception of control is accurate (Madden,
Ellen, & Ajzen, 1992). When realistic, PBC can serve as a substitute to the actual
control over the behaviour (Ajzen, 1991). The concept of the PBC is derived from
Bandura’s (1978) self-efficacy construct; behaviour is affected by the degree of
confidence people have in their ability to carry it out, and thus their choice of actions,
effort, and emotional resources are properly used (Ajzen, 1991). From the above, the
TPB is now the combination of three elements (attitudes, subjective norms, and self-
efficacy) and each of them has a unique contribution to predicting and understanding
behaviour (De Vries, Dijkstra, & Kuhlman, 1988).

Ajzen and Madden (1986) conducted the first complete study of the TPB
through researching students’ class attendance. They showed that, in addition to attitude
and subjective norm, perception of control can improve the prediction of behaviour and
increase motivation. However, the effect of PBC was only valid when the behaviour

(getting A from a course) was only partially under volitional control, and the perception
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was accurate based on feedback provided. Also, supporting an earlier study on the TPB
and weight loss (Schifter & Ajzen, 1985), no significant interaction was found between
the main variables (i.e. intentions and PBC). The lack of interactions led Ajzen (1991)

to anticipate a direct link between PBC with the target behaviour as opposed to the
effect through intentions (Armitage & Conner, 2001).

Subsequent studies also tested and provided general support for the modified
version specifically with the inclusion of the PBC and control beliefs: for example,
comparative studies between TRA and TPB by Madden et al. (1992), intention to quit
smoking (Hu & Lanese, 1998), improving training outcomes (Santhanam, 2002),
intentions to attend a sport event (Cunningl@&Kwon, 2003), investigating the
determinants of recycling behaviour (Tonglet, Phillips, & Read, 2004), physical activity
intentions (Duncan, Rivis, & Jordan, 2012), and more recently, why people are coming
back to the Facebook (Al-Debei, Al-Lozi, & Papazafeiropoulou, 2013). Some of these
studies have argued for modifications to the original approach, such as a distinction
between different kinds of attitudes (evaluation and effect; Ajzen & Timko, 1986), and
the inclusion of additional variables like moral norms (for example in a study on

predicting dishonest actions; Beck & Ajzen, 1991).

3.5.2TPB and L2 motivation

No specific research has encompassed the motivational effect of the TPB on L2 learning
(to the best of my knowledge). However, the very first L2 motivation model, the social
psychological approach presented by Gardner and Lambert (1959) considered the
leamer’s attitude toward the L2 community as the main motivating incentive to study a

second language. In the later models of the perspective, it was assumed that language

attitude had direct impact on goal salience, valence, and self-efficacy (Tremblay &
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Gardner, 1995). The revised model was presented upon L2 motivation researchers’ call

for exploring mainstream psychology theories that could inform L2 motivation (e.g.
Dornyei, 1994b, Oxford & Shearin, 1994). In the Willingness to Communicate (WTC)
approach, which assumed that attitude toward the language learning and support from
the social environment could motivate people to communicate in the target language
(Maclntyre, Baker, Clément, & Conrod, 2001), the TPB’s main elements have been
incorporated; behawural intentions can indicate L2 learners’ willingness to

communicate once opportunity is available, and their willingness is usually only

partially under their volitional control (Maclntyre, Dornyei, Clément, & Noels, 1998).

3.5.3 Implicationsfor the DMC

The theory of planned behaviour can inform the DMC phenomenon in many ways.
Firstly, the correlation between outcome value and salient beliefs presented through
expectancy-value model is also present in DMCs; individuals experiencing DMCs
believe that the outcome of the attempt (goal) is valuable, and that belief influences their
attitude toward the behaviour. In terms of application, in preparing L2 learners to
experience DMCs, it is crucial to start with changing any negative attitudes through
modifying salient beliefs. Moreover, there is also a possibility to influence the

individual’s attitudes through influencing the attitudes of important others (subjective

norm).

The element of perception of control can also provide significant implicabons
DMCs. In most DMC cases, the behaviour of interest is probably at least partially
beyond one’s volitional control; this is especially true in 1.2 learning which is largely
dependent on a variety of factors that might be extremely hard to fall thededrner’s

full volitional (i.e. actual) control. As for the second condition of the effectiveness of
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PBC, the perception of control can be made as accurate and realistic as possible through
the use of feedback about the progress (Ajzen & Madden, 1986).

Another area of importance is the notion of spontaneous intentions. Ajzen
(2005) partially supports the idea that some behaviours tend to become habitual routines
with repeated occurrence. While he reports limited support for the perception that in
stable contexts, behaviours seem to be conducted automatically without conscious
intentions, he suggests that “rather than coming under the control of stimulus cues,
routine behaviours may be controlled by behavioural intentions that are spontaneously
activatel in the familiar context” (p.115). Similarly, in a DMC, one no longer requires

the activation of cognition for engagement.

3.5.4 Potential limitations

Nevertheless, the theory of planned behaviour is not without its own critics. In a meta-
analysis by Armitage and Conner (2001), it is argued that the supporting studies of the
TPB are based on a limited data set, analyse data from samples more than once, do not
provide reliability statistics, and are the studies are dealt with as equivalent. Moreover,
the role of subjective norm as an influential variable has been questioned.

More generally, though the TPB provides some useful conceptual framework for
the DMC based on research findings, it does not provide details on the exact reasons for
why PBC can have a direct effect on behaviour, what represents actual control and how
to assess it (Ajzen, 2005), and how exactly feedback can influence accurate perception
of control. Moreover, the intention-behaviour prediction seems to be more valid with

short term activities (Ajzen, 1985).
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3.6 Self-deter mination theory

3.6.1 History and main features

The self-determination theory (SDT) is based on the main assumption that, human
beings are naturaliyunless hindered by the social environmeattive, curious with a
great passion for learning and self-regulation, and spontaneously self-motivated to
develop and grow (Ryan & Deci, 2000b). This tendency toward learning is intrinsic,
and not due to any external rewards or gains (Deci, Koestner, & Ryan, 1999). The fact
that many people cannot seem to strive for growth and excellence is not due to some
genetic biological differences, but mostly because of challenges posed by the social
environment. This view can also explain individual differences, because some
individuals can be active and motivated in certain selected contexts or situations but
passive in other circumstances (Ryan & Deci, 2000b).

SDT was first developed from research on the impact of extrinsic rewards on
intrinsic motivation (Deci, 1971). In two laboratory and one field studies divided into
three periods, the intrinsic motivation of some college students was tested by paying
them to do what they intrinsically liked, and this led to a reduction in their motivation.
Since then, tens of similar studies have been designed, conducted, and affirmed a
similar theoretical hypothesis; Deci et al.’s (1999) meta-analysis, for example, reports
128 of such studies. The underlying explanation for the effect of intrinsic motivation
has been based on and interpreted in terms of humans’ natural tendency toward or need
for self-determination and autonomy (Deci & Ryan, 2008). In turn, this innate need is
either supported or hindered by the social environment, and any external factors (such
as reward, threat, punishment, competition) that undermine this need will in turn
undermine the intrinsic motivation; any tangible or sgiidreward that is “expected”

and its “receipt required engaging in the activity” decreases intrinsic motivation (Ryan
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& Deci, 2002, p. 11). However, in Deci’s (1971) studies, for example, verbal
reinforcement and positive feedback increased intrinsic motivation, and unexpected
rewards had no negative impact on intrinsic motivation (Deci et al., 1999). The SDT’s
account for intrinsic-extrinsic dichotomy is based on an earlier concept by Richard
DeCharms called the perceived locus of causality which assumes that in intrinsic
motivation people perceive the locus of their initiation and regulation to be originated
from their own selves, whereas in extrinsic motivation it is conceived as imposed by
external sources (Ryan & Deci, 2002).

The fundamental principle of DST is the notion of basic needs. These basic
needs are necessary in order for human beings to thrive. However, they are not specific
to any specific setting but universal across cultures and developmental stages (Ryan &
Deci, 2002). The theory is then based on three main needs (Deci & Ryan, 2000b; Ryan
& Deci, 2002):

o Need for Competencé is the feeling of being effective in one’s interactions

with the social environment and finding and experiencing opportunities to

display ad express one’s capacities.

e Need for Autonomyit is the feeling of ownership or agency of one’s behaviour.

The concept of autonomy from DST’s perspective does not mean independence

or individualism; it refers to the endorsement of a behaviour out of interest and

integrated value, and an endorsed behaviour represents experience as “an

expression of the self” (Ryan & Deci, 2002, p. 8). Furthermore, when

autonomous, individuals might act dependently or independently, alone or with

others as long as they maintain a feeling of volition, and collectivistic

orientations (versus individualism) might indeed enhance autonomy (Deci &

Ryan, 2000).
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Need for Relatedness: it is the feeling of relatedness to the social community and
a sense of belonging. Unlike competence and autonomy, the need for relatedness
has received less support, leading Deci and Ryan (2000) to suggest that
relatedness is of a more distal importance.

Since its emergence in 1970s, SDT evolved in the following three decades in the

form of a number omini-theories, each related to a specific phenomenon, yet they all

share the three basic psychological needs mentioned above. These mini theories are

(Ryan & Deci, 2002):

SDT

Cognitive evaluation theory is concerned with effects of social contexts on
peoplés intrinsic motivation.

Organismic integration theory deals with internalisation and integration of
values.

Causality orientations theory is mainly concerned with individual differences in
human being’s tendencies to associate with the social environment.

Basic needs theory focuses on the more general link between motivation and
goals to health and well-being.

The focus on intrinsic motivation is prominent throughout all claims made by

. However, since much of what people do, especially in educational settings, tend

to be originated, regulated, and administered by external forces, the room for

intrinsically motivated behaviours remains limited. Therefore, an important relevant

area of SDT is its Organismic Integration Theory which is applied to behaviours that

are not intrinsic per se. Hence, in dealing with extrinsic motivation, SDT distinguished

between four types of extrinsic motivation (Pintrich & Schunk, 2002; Ryan & Deci,

2000a):
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» External Regulation: motivation is to meet an external reward or an imposed
behaviour to which the person does not have any internal interest but
experiences a feeling of being controlled.

» |ntrojected regulation: motivation to perform an action not from interest but
to avoid shame, guilt, or anxiety (i.e. controlled by pressure).

» [dentification: the individual identifies with the significance of an activity
and accepts it, because its value has personal meaning or importance.

» |ntegrated Regulation: this occurs when people have fully identified with the
behaviour whichs assimilated to the individual’s self. Behaviour is fully in
line with one’s values and needs; therefore, it is the closest to intrinsic
motivation, even though engagement is not intrinsically motivated but
triggered by an expected valued outcome.

SDT attempts to transfer extrinsically-motivated behaviours to more self-
determined and autonomous types such as those seen in identification, and then to
integrated regulation. The process by which SDT makes such transformation is called
internalisation, defingas a “natural tendency to strive to integrate (or take into one’s
self) socially-valuedegulations that are initially perceived as being external” (Koestner
& Losier, 2002, p. 101). Internalisation is triggered by the perception that the activity or
the goal in question is valuable or meaningful (Koestner & Losier, 2002). The question
is then, how does value help individuals to internalise goals?

Ryan and Deci (2000b) believe that the source of internalisation and integration
comes from goals that are valued, encouraged, or modelled by important others. This
notion however relates the source of value in part to other people’s appraisal of
behaviour. On the other hand, while Kasser (2002) assumes SDT can be enriched by

adding the value perspective to it because this incorporates a cognitive/affective element
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that helps in accounting for the “enduring personality functioning” (p. 125), he proposes

six value prepositions that can be integrated to the SDT implications. What is

potentially related to the discussion here is that, values are stemmed from the self and
derived from needs. Therefore, motivation to carry out extrinsic behaviours suffers
unless the extrinsic values behind them are internalised, and those extrinsic values have
to be made related to the individual’s needs for autonomy, competence and relatedness.

Nevertheless, internalised behaviours also need to be accompanied by an
effective blueprint and self-regulation. According to Koestner and Losier (2002), in
order to do well in achieving a goal and at the same time enjoy the process, one has to
exercise self-regulation strategies that concentrate on the immediate task and the long-
term benefits (future goal}i.e. both intrinsic motivation and identification. Therefore,
they believe that even completely intrinsic behaviours need internalisation in order to be
goal-oriented and follow a developmental path. As such, even if one is interested in, for
example, learning an L2 for its own sake, one still needs to follow a practice and
training prograrmefor learning.

Also, SDT distinguishes between different levels of self-regulation; high level
self-regulated actions are characterised by a feeling of volition, willingness and
endorsement without any outside pressure, whereas low level self-regulation is
motivated by pressure from others and external factors. Interpersonal and
developmental environments considerably determine the level of self-regulation
strategies people use (Deci, Ryan, & Williams, 1996).

In addition to intrinsic and extrinsic motivation, people might experience a third
type of motivation called amotivation, characterised by the lack of motivation to act
(Ryan & Deci, 2002). However, the distinction between intrinsic and extrinsic

motivation, and amotivation may not always be that straightforward. Therefore, in order
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to identify and direct people’s motivation, Vallerand and Ratelle (2002) propose three
levels of generality:
e The global level (stable personality types);
e The contextual level (motivation in different domains such as educational,
organizational, etc.);
e The situational level (motivation at a specific time).
All these levels have to be taken into account while examining andndli’s

motivation so that specific measures can be prescribed.

3.6.2 SDT and L2 motivation
The pioneering researcher who tested the principles of SDT in L2 motivation was
Kimberly A. Noels, although the role of interest and intrinsic motivation in the L2
literature had been discussed before in the works of Brown (1990) and Dornyei (1994a),
for example. In an initial attempt to investigate the validity of a scale of intrinsic and
extrinsic motivation for L2 acquisition, Noels and colleagues studied university students
learning French as an L2, and the results confirmed that first, L2 motivation can be
assessed by the SDT’s scales of amotivation, internal and external motivation. Second,
intrinsically motivated students were more comfortable, persistent, and less anxious.
Moreover, they found that among the four L2 motivation orientations system of
Clément and Kruidenier (1983), the Instrumental orientation correlated with External
Regulation, while Travel, Friendship, and Knowledge orientations correlated with
intrinsic motivation (Noels, Pelletier, Clément, & Vallerand, 2000).

Noels et al.’s (2000) model was extended by adding a new dimension which is
the role of the immediate classroom environment (Wu, 2003); a study involving young

Chinese learners of English suggested that providing choice in material, method, and
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evaluation, and strategy training leading to perceived autonomy were crucial for L2
intrinsic motivation. Furthermore, the quasperimental study found that “predictable
learning environment, moderately challenging tasks, necessary instructional support,
and evaluation that emphasised self-improvement and attributed success or failure to
controllable variables were effective ways to enhance young learners’ self-perceptions

of L2 competence” (Wu, 2003, p. 501).

3.6.3 Implicationsfor the DMC

A DMC is entirely self-governed and the individual owns the whole process; however,
certain time and contextual factors foster its emergence and sustainability (Dornyei et
al., 2015) SDT’s conceptualisation of the role of social environment can be used to
explain some of these contextual factors. For SDT, internalisation is possible when the
social surrounding provides important psychological nutrients to satisfy the needs for
autonomy, competence and relatedness (Koestner & Losier, 2002). Thus, we might
assume that in an environment which does not offer the opportunity for experiences that

reflect those needs, a DMC cannot be expected to occur.

3.6.4 Potential limitations

Some theoretical criticism of SDT comes from the view that excess freedom and choice
for self-determination as evident in many of the modern domains of our lives is in fact
harmful (Schwartz, 2000); it can bring a sense of overwhelming and dissatisfaction and
even depression. As in respect to DMCs, it is not clear if internalisation of extrinsic
goals always leads to motivated behaviour; although a DMC needs a personally

valuable goal, merely a goal does not necessarily generate a DMC. Furthermore,
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whereas SDT proposes the need for self-regulation, a DMC relies on self-propelling

engagement (Doérnyei et al., 2014).

3.7 Futuretime per spective

3.7.1 History and main features

While the theory of time perspective (Zimbardo & Boyd, 1999) involves a number of
interrelated issues, my coverage here encompasses only what is related to motivation;
how the temporal sense of time can help learners reinforce and sustain their motivation.
Time perspectivéTP) simply refers to people’s understanding of their psychological

time (Kauffman & Husman, 2004) and “emerges from cognitive processes partitioning

human experience into past, present, and future temporal frames” (Zimbardo & Boyd,

1999, p. 1271). TP is not limited to only the future’s influence on shaping the present

but dso the past’s; in fact, many earlier motivation theories restricted the influence of

the past experiences on the present motivation. However, it might be credulous to
assume that the current behaviour is merely due to the built-up experiences of the past.
Despite the past, human behaviour is considerably associated with an aim towards the
future (Nuttin, 1964). Future time perspective (FTP; Nuttin, 1964; Zimbardo & Boyd,
1999) emphasises the role of future utilisation in changing motivation and self-
regulation. Although the role of future on the current motivation has been studied in
other theories such as future possible selves, expectancy-value and many social-
cognitive theories, the available research is not quite well coordinated, and thus the best
accaunt for the cognitive and affective effect of future conceptualisation is discussed
within the FTP theory (Kauffman & Husman, 2004). FTP can generally be defined as
“the present anticipation of future goals” (Simons, Vansteenkiste Lens, & Lacante,

2004, p. 122).
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Nuttin (1964) was one of the pioneering advocates of FTP who associated FTP
with basic cognitive properties that distinguish humans from other animals who are
mostly concerned with the here and now. Many researchers and theorists of FTP agree
that future-orientation is a function of individual differences (e.g. Zimbardo & Boyd,
1999; Simons et al., 2004) in that some individuals are able to link their current
behaviour with its future implications while others seem to be less possessive of this
trait. People who tend to delay their gratification and expect results in the future can be
classified as “top-down” while others who prefer the present are “bottom-up”

(Zimbardo & Boyd, 1999). However, Nurmi (1991) described future-orientation in
terms of a cultural and family background influence; individuals learn to be more
future-oriented from the nurture provided in the family environments. This view,
according to Nurmi, is more in line with modern psychological thinking, as opposed to
the notion of individual differences which places little emphasis on the role of
environment and emotions.

Many motivation theories have to some extent ignored the importance of future
and focused on the present dimension of the behaviour; flow and self-determination
theories, for example, assume that intrinsic motivation is by far more fruitful than
extrinsic reasons, implying an emphasis on the enjoyment and the quality time spent on
learning tasks. However, learning tasks are not always based on intrinsic motives, and
despite being tedious, one must still perform them. FTP can serve as a motivational
force in generating interest and persistence in learners to engage in uninteresting yet
essential activities (Kauffman & Husman, 2004).

Previous conceptualisations of FTP (e.g. Nuttin, 1964) linked the origin of FTP
to the concept of need that pushes the individual to believe that something is needed

which can be represented in a goal. Later, Ladousse (1982) expanded the concept of
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need further to become want instead. According to this perception, need represents a
general inclination while want is a stronger stage in which one carries out behaviour
towardthe goal. Moreover, while “need” can initiate motivation, the “want” tendency is

the actual motivational power that maintains motivation and keeps an interactional
balance between the individual and the future goal.

In an attempt to integrate the cognitive theories of motivation to FTP, De Volder
and Lens (1982) conducted a study involving 251 high school students to measure the
link between academic achievement and FTP. The findings affirmed that students
performed better (both in displaying higher persistence and achieving higher grades)
when they (a) attached a higher valence to distant future goals and (b) gave higher value
to what they were currently doing (studying) as an instrument to reaching the future
goal. Thus, a distinction was made between two aspects of FTS (Shell & Husman,
2001): cognitive (high value of current attempt as a means to reach future goal), and
dynamic (high valence to distant future goal). Cognitively, it is assumed that FTP helps
people to conceive the distant future as being nearer. As a result, this makes them more
resistant and motivated to engage in the current activities leading to that goal. However,
when the future goal is too far or too near, FTP is expected to have no motivational
influence (Simons et. al., 2004).

The dynamic aspect has also been referred to as utility value, instrumentality, or
connectedness and is subdivided into two dimensions and four types (Shell & Husman,
2001; Simons, Dewitte, & Lens, 2000; Simons et al., 2004):

First dimension: whether the skills needed for current activity is also useful for future
task performance; for example, whether learning an aspect of the L2 is useful to be a

good L2 speaker, or it is just a compulsory subject.
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Second dimension: this concerns the reasons behind engagement in the task and the
types of regulations, and this includes four types of instrumentality:
1. Low utility-extrinsically regulated: the current task is extrinsically motivated,
for example, studying for a reward or grades not because it is useful for future.
2. Low utility-internally regulated: future goal is not directly related to the current
behaviour which is intrinsically motivating in itself; for example, learning an L2
for a sense of personal fulfilment.
3. High utility-externally regulated: working for future goals for external rewards;
for example, learning an L2 to get a good job in the future.
4. High utility-internally regulated: working for future goals that are internally
regulated; for example, studying to become a successful L2 user in the future.

Based on their empirical studies, Simons et al. (2000 & 2004) concluded that (a)
individuals who perceived their current behaviour as an important instrument for now
and their future goals are more motivated, and (b) internally regulated learners are more
task-oriented as opposed to performance-oriented and show a greater degree of
persistence than externally regulated learners.

Support for FTP’s impact on motivation is backed by a number of empirical
studies. In addition to the study by De Volder and Lens (1982) mentioned earlier, Lens
and Decruyenaer@991) examined high school students’ motivation in relation to the
usefulness of studying for life in general, and found a linear relationship between the
two. Zimbardo and Boyd (1999) reached the conclusion that failure is not related to
intelligence deficiencies but the lack of FTP in contexts where goal setting and delay of
gratification are required. More recently, Husman, McCann and Crowson (2000) tested
the relationship between volitional strategies and the perception of instrumentality, and

concluded that the two are growing in time and that the use of volitional strategies can
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enhance the role of instrumentality on motivation and thus achievement. In a study on
the links between FTP and students’ learning, Peetsma and van der Veen (2011) found a
positive influence of the FTP on academic achievement through investing more effort in
learning. On the impaeif FTP’s valence and instrumentality (dynamic and cognitive

aspects) on students’ career decisions, Walker and Tracey (2012) found a positive
association between students’ ascribing value of current behaviour to self-confidence

and motivation while no such a relationship was found between valence and motivation.
They attributed the latter finding to theadents’ lack of understanding of the realities of

the skills required to reach valuable future goals.

Despite the general role of FTP on motivation, the content of future goal
(intrinsic or extrinsic) has recently received great attention which refers to applying
SDT’s main claims to FTP. Subjects have been studied in terms of future intrinsic goal
(personal development) and future extrinsic goal (external gains); results confirmed the
positive link between the greater influence of future intrinsic goals on performance,
persistence and overall achievement, and that focusing on a future extrinsic goal might
undermine people’s motivation and performance at the current time (Simons et al.,

2004). However, it is possible that initially extrinsic goals can be internalised and the
person will begin to intrinsically enjoy the current activities leading to future goals. This
happens when the person becomes conscious of the personal consequences of the
current tasks, and thus the focus shifts from being totally on the present performance
and its immediate outcome to a task-orientation and delayed final evaluation. In the
long term, this might even reverse the extrinsic task into intrinsic, from boring to

interesting (Sansone, Weir, Harpster, & Morgan, 1992; Simons et. al., 2000).
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3.7.2FTP and L2 motivation

To the best of my knowledge, there has not been any direct application of the FTP
views on L2 motivation. However, it has been applied in educational settings. For
example, it has been noticed that some students perceive the instrumentality of practical
courses more than theoretical lessons (Creten, Lens, & Simons, 2001); therefore,
teaching students of the importance of perceived instrumentality has been advocated.
However, the perceived instrumentality alone might not be sufficient. In a study
involving learners of French (Creten et al., 2001), learners did not perform well despite
their appreciation of being able to speak French in the future. This implies the need for

the presence of other measures such as effective teaching methods and course content.

3.7.3 Implicationsfor the DMC
The main element of FTP that can be used to explain why people maintain a
motivational surge during a DMC is the concept of instrumentality. While what one
currently does might not be of any intrinsic interest, while experiencing a DMC, one
performs tasks leading to a final goal with great enthusiasm. This is explained in terms
of his/her acknowledgment of the fact that the current activities lead to a future state
worth investing the time and effort. Nonetheless, whether the motivation to perform
current tasks becomes fully intrinsic (as claimed by FTP) requires further investigation
in the DMC context which mostly receives motivational power from a personalised goal
or vision (Dornyei et al., 2016).

A significant area of FTP research, that can inform DMCs, has focused on the
importance of subgoals in making instrumentality more effective. Miller and Brickman
(2004) suggested a model of motivation and self-regulation that incorporates a system

of proximal subgoals because subgoals or proximal tasks “that are perceived as
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instrumental to reaching personally-valued future goals have greater overall incentive
value and meaning than proximal tasks lacking this instrumental relationship, and their
impact on task engagement is correspondingly greater” (p., 9). This also suggests the

need for clearly defining subgoals to capture their instrumentality value. This element is
strongly related to the notion that DMCs can be maintained through a number of

proximal subgoals leading to the future goal.

3.7.4 Potential limitations
FTP’s main contribution is its stress on an awareness of the utility value of current
behaviours for future. While this view has significant implications for the current
motivation, this perspective is not exceptionally novel. After all, the link between
present and future is reflected in and is at the heart of almost all goal theories, which for
long postulated that future states cannot automatically motivate the present actions
unless they are represented cognitively in the present (Bandura, 2001). Expectancy-
value theory has also emphasised that current behaviours can be motivated in the
prospect of a valuable outcome resulted from a future state (Oxford & Shearin, 1994;
Wigfield, 1994).

As for theDMCs, FTP’s benefits might be restricted to cases in which L2
learners feel that what they engage in now is of little use for their future as proficient L2
users, as when they need to study theoretical aspects of the target language. However,
this perception may not be dominant in L2 learning vs. other theoretical school subjects
(Creten et al., 2011). Moreover, as seen in Cretely£{2011) study, the perception of
instrumentality might nevertheless not lead to increased motivation while other relevant

factors are not supportive.
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3.8 Theories of self-imagery and vision
As vision was discussed in some detail in Chapter 2 and to avoid repetition, | will only

refer to unmentioned aspects.

3.8.1 History and main features

The concepts of mental imagery and vision have become particularly prominent since
the 1980s in almost all areas of psychology (Taylor, Pham, Rivkin, & Armot, 1998; van
der Helm, 2009). The introduction of dual coding theory by Allan Paivio which was
based on explaining behaviour in terms of verbal and imagery representations (Clark &
Paivio, 1991) paved the way for such prominence, especially in the field of sports
psychology. Vision can be defined as using images especially ones imagined to occur in
the future, or an image that exists in people’s imagination (Taylor et al., 1998). Mental
imageryis the psychological term used to describe people’s use of envisioning a future

state, especially a future self-image (Dornyei, 2014).

Similar to FTP mentioned earlier, mental imagery and vision are concerned with
directing current experiences toward a future goal. Vision, however, is different from a
goal; a goal is a cognitive construct which can be defined as a desired end, whereas a
vision is a desired future associated with a tangible, sensory image in the imagination of
the person (Dérnyei & Kubanyiova, 2014). Thus, the individual sees himself or herself
in the moment achieving the goal. This sensory element is believed to add a
considerable motivational power to an abstract goal. Therefore, two individuals with the
same goal might experience different levels of motivation depending on their utilisation
of mental imagery (Vasquez & Buehler, 2007).

How does mental imagery motivate behaviour? Imagining future goals might

affect our motivation by increasing our likelihood estimates, our ability to stick to
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behaviours leading to that future, our preferences in regard to the goal-leading tasks,
and how successful we will be at those tasks, and all that occurs because some
predictions of a future goal might indeed serve as a commitment (Johnson & Sherman,
1990). These are thought to be the function of the outcome of self-knowledge, which is
one’s ideas of what one might become, what one would like to become, and what one is
afraidof becoming (Markus & Nurius, 1986). Through being conscious of one’s

discrepancy, one tends to strive in order to fill in the gap betaeesn current actual

selves and the selves one vasto bring about (Higgins, 1987). Hence, we can discuss
vision and mental imagery in terms of people’s motivation to change; in fact, a theory

of vision can be labelled a theory of change (van der Helm, 2009). The mechanism that
vision influences motivation is through the inspiration that transformation (from actual
to ideal/ought-to) is possible.

However, according to van der Helm (2009), in order to be motivational, three
mandatory elements of vision are to be present: future, ideal, and deliberate change.
Any possible or likely self is not vision; the future self in vision is the preferred self
which is the selected one among many potential others. On the other hand, the desire for
a deliberate change in one’s future is more powerful and explicit in vision than in any
other future theories. This desire for change is expressed in explicit verbal statements or
imageswhich are able to initiate, direct and sustain people’s motivation.

Thus, vision is important because it is considered one of the highest-order forces
influencing motivation, for both short and long-term goals (Ddrnyei & Kubanyiova,
2014). The influence of vision and mental imagery on motivation has also been
discussed in terms of a number of more specific mechanisms (Taylor et al., 1998);
mental stimulations help people see the future goals as real, specific and concrete; they

motivate people to set a working problem-solving plan; they evoke strong supporting
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emotions towards goals (adding affect to dry cognitive goals); and finally they provoke
self-regulatory actions leading to the future goal. Therefore, vision is powerful when it
does not remain as imagining and fantasising future states, but mobilises the individual

to act on achieving them (Levin, 2000).

3.8.2Vision and L2 motivation
In Dornyei’s (2005, 2009a) L2ZMSS (see Chapter 2), three elements have been
proposed: ldeal L2 Self (LRarner’s wishes for an ideal self based on his/her preferred
future states), Ought-to L2 Self (I&arner’s attitudes that he/she must possess certain
attributes to meet the expectations of others), and L2 Learning Experience (motives
related to specific learning situations). As discussed in Chapter 2, the third element was
added to the original model of Higgins (1987).
Dornyei and Kubanyiova (2014) describe the long-term motivational power of
vision in L2 learning in terms of six sequential components:
e Creating the vision: helping students to specify their visions of what type of L2
user they wish to be in the future.
e Strengthening the vision: helping students to frame their visions to be as specific
and clear as possible.
e Substantiating the vision: ensuring that visions are based on realistic
expectations.
e Transforming the vision into action: starting engagement in actions leading to
the vision.
e Keeping the vision alive: activating the vision via regular remindeitsstays

alive and receives adequate attention.
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e Counterbalancing the vision: reminding oneself of the consequences of not
achieving the vision.
In the last few years, a number of studies have been conducted specifically on
the effect of mental imagery use on L2 motivation. Al-SHel2009) pilot study with
200 participants found that visual learners are more capable of developing an ideal L2
self. In a study that examined auditory as well as visual strategies, Kim and Kim (2011)
examined the relation between the ideal L2 self and visualization and auditory styles,
and found a positive correlation. Dérnyei and Chan (2014) conducted a study on 172
Chinese students and affirmed the significance of both visual and auditory imagery in
the development of learners’ future self-identities. Additional support for mental
imagery and the L2ZMSS has also been reported in studies by Csizér and Lukacs (2010),

Papi (2010), Papi and Teimouri (2012), and Magid and Chan (2012), among others.

3.8.3 Implicationsfor the DMC
Since the DMC is a rare and exceptionally powerful motivational phenomenon, having
merely a cognitive goal alone might not be sufficient to set up a motivational current.
Therefore, it is postulated (Ddrnyei et al., 2014) that a vision is an integral part of any
DMC (Muir & Dérnyei, 2013). However, the role of vision is important not only for
triggering the initial motivation but also for regulating and maintaining it throughout the
path (Dérnyei et al., 2016).

On the other hand, studying the concept of self has significant relevance to the
DMC construct. A DMC goal is thought to be highly personalised and valuable.
Therefore, we might associate the DMC goal with the ideal L2 self, and see it as a
mature personal vision (van der Helm, 2009). Moreover, in a DMC, one’s self is

thought to be strongly linked to one’s goal in that the goal becomes integrated with
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one’s self-awareness, which then directs one’s emotions, behaviour, and self-regulation
(Leary, 2007).

An important area of the theory’s relevance to the DMC is the matter of positive
emotionality. Positive emotionality is in part generated due to anticipated and
anticipatory emotions brought by envisioning (Macintyre & Gregersen, 2012).
Additionally, Sheldon and Lyubomirsky (2006) found that visualising one’s best
possible selves was the most beneficial exercise to increase and maintain positive mood

which seems to play a great role in motivating the DMC behaviour (Ibrahim, 2016).

3.8.4 Potential limitations

Not all mental imageries are beneficial. Some types of mental imageries might
negatively affect motivation as in the case of positive fantasies (Vasquez & Buehler
2007), which include “idealized images of desired events that are experienced positively
regardless of their likelihood of occurrence” (p. 1393). This fantasy might substitute

actual motivation to achieve the future goal by experiencing it positively in the present.
This is an actual danger, especially that there has been little attempt to deal with it.

In a similar vein, vision cannot maintain its motivational power if all the focus is
on the goal with no concrete plans to achieve it. Taylor et al. (1998), for example,
distinguish between two types of mental stimulation, process-oriented and outcome-
oriented. While the process-oriented type is beneficial as it includes setting a future goal
and then mentally rehearsing the steps required to achieve it, the outcome approach,
however, is concerned with focusing on the outcome of a goal by envisioning that one is
already in the position of reaching the goal. The latter is viewed as detrimental as
without a detailed plan consisting of specific behavioural actions, it is questionable

whether vision receives enough motivational stamina to promote change.
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3.9 Process-oriented approachesto motivation

3.9.1 History and main features

Most of the motivation theories have traditionally taken a reductionist apprdhahis

to take a variable and attempt to use it as a paradigm to account for a large proportion of
human behaviour (Dérnyei & Otto, 1998). These theories have been limited in
describing the temporal organization of motivation (i.e. as it occurs in time; Dornyei, &
Ushioda, 2011). As a result, they mainly linked motivation with general personality
traits and motives and explained goal-oriented behaviourits tefi““cold-blooded
information processing” (Heckhausen & Dweck, 1998, p. 1). One example of these
prominent theories is the achievement motivation (Atkinson, 1957) which was
developed to “explain how the motive to achieve and the motive to avoid failure

influence behaviour in any situation where performance is evaluated against some
standard of excellence” (p. 371).

Having been aware of the main limitation of the achievement theory in
distinguishing between effects of distant future goals and the immediate outcome of the
current activity leading to that goal, Rayr{1969) outlined an elaborate modification to
the original theory by presenting a contingent path or step-path theory of action (Raynor
& Entin, 1983; Raynor & Rubin, 1971), which can be considered as of the initial
attempts to depict a process-oriented approach to motivation (Dornyei et. al., 2014).

According to the contingent path theory, a path to a future goal consists of a
number of tasks and their outcomes, considered together as steps, and the order of the
steps are determined by the individual’s knowledge of which steps lead to which
outcomes (Raynor & Entin, 1983). Success in the future goal is contingent to success in

immediate activity (current step) and failure in the current activity prohibits
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advancement in the path toward the next stepsiftireyone’s motivation is in part
determined by how one is doing in the current task, its probabilities of success, and its
instrumental value. On the other hand, a noncontingent path is one in which future
orientation does not have any impact on current motivation because one believes that
what one does now has no influence on future success or failure (Raynor, 1969).
Raynor (1981) explains this instrumentality in terms of sources of value and
psychological career; a person is conceptualised in terms of (before, at the time, after)
the contingent steps. After the completion of a step, the individual strives to maintain
the value brought by the past success to feel good about oneself at the moment and also
as a means to accomplish future steps. By so doing, one is pursuing a psychological
career “where the outcomes of opportunities for action serve as a means of self-identity”
(Raynor, 1982, p. 220). Thus the immediate activity is motivated by the combination of
value resulted from previous outcome (named valence) and positive association of

success to the self (self-esteem).

3.9.2 Process-oriented approaches and L2 motivation

In the L2 motivation research, a process-oriented approach emerged in the 1990s by
works of Williams and Burden and Ushioda who saw the importance of the temporal
structure of motivation (Dornyei & Ushioda, 2011). However, following Heckhausen

and Kuhl’s action control theory, Dornyei and Ott6 (1998) developed the most

comprehensive process model of L2 motivation. It encompasses two dimensions, action
sequence and motivational influence. The action sequence includes the series of
intentions made from hopes and desires, which are then represented in goals and then

actions to achieve the goals, followed by evaluation. Dérnyei and Otté have divided the
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action sequence into three major phases (Dornyei & Ott6, 1998; Dérnyei & Ushioda,

2011):

Preactional pase: this resembles the “choice motivation” which includes

decision making processes from goal setting (from hopes, desires, and
opportunities) into intention formation (a step further from goal as it also implies
goal commitment) and then initiation of intention enactment (involving action
plans).

Actional phase: this stage is concerned with the implementation of decisions and
plans (executive motivation) put forward at the preactional phase. This phase
includes three main processes: subtask generation and implementation, an
ongoing appraisal process, and action control process (self-regulatory strategies
to sustain motivation).

Post-actional phase: this refers to the stage where the goal has been achieved,
abandoned or interrupted. The learner is going through a reflective evaluation of
the goal, and makes comparison between what was planned for and what
actually occurred so lessons can be learned for future endeavours.

This model of L2 motivation was later backed by a study conducted by

MacIntyre, MacMaster and Baker (2001) who tested the overlap of a list of motivation

scales; action motivation derived from the theory was considered an independent factor

along with two other factors, self-confidence and attitudinal motivation.

3.9.3 Implicationsfor the DMC

In reference to the DMC, this model can have significant explanatory implications as it

depicts the goal-attainment endeavour in a rather comprehensive account. Instead of

focusing on the role of goals alone, it explains the steps along the entire process.
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Therefore, the model can be applied specifically to explain the issue of motivational
sustainability that characterises DMCs.

This approach to motivation can provide theoretical and practical implications
for DMCs. Theoretically, it helps explain how a DMC makes use of a series of
interrelated steps whose completion determines subsequent success. On a practical
level, the approach can guide any DMC inducing programme so that a comprehensive

plan of action is tailored based on a logical sequencing method.

3.9.4 Potential limitations
It is true that the process-oriented approach studies motivation as a dynamic process,
but it is still based on the traditional cause-effect relationship which is less in line with
the new theorising of motivation as a complex and non-linear phenomenon. Therefore,
the approach was described as questionable as “such a patchwork of interwoven cause-
effect relationships would not do the complexity of the motivation system justice”
(Dornyei, 2009b, p. 196).

On the other hand, this model is mainly based on the assumption that motivation
needs to be protected through the use of volitional control strategies. However,
motivational momentum in DMCs is primarily maintained through a self-propelling

structure that rules out the need for volitional control (Dornyei et al., 2014, 2016).

3.10 Conclusion

In this chapter, | surveyed eight major theories of motivation through presenting each
theory’s main components and propositions. In so doing, the focus has been on areas

that | postulated share theoretical and conceptual support for the DMC as a new

construct. | started with goal setting theory because the goal element in the DMC has a

106



considerable significance both in setting up the motivational drive and also maintaining
motivation throughout the DMC cycle. The second section provided a summary of flow
experiences which share several features with DMCs such as motivational intensity and
the experience of optimal levels of performance and productivity. Yet, | displayed the
differences between the two phenomena: whereas the focus of flow is on short-term,
single episode experiences, DMCs are long-term engagement with salient final goals,
and the two also differ in how enjoyment is perceived.

Dynamic systems theory was discussed in a relative detail because of its recency
and growing popularity especially in the L2 motivation field. While it can provide a
meaningful account for the temporal stability withessed in DMQgastargued that
is of limited use—conceptually and empiricaly+in part due to inadequate research
tools and ambiguity in some of its major components such as attractor states and the
role of human agency. A general summary of the theory of planned behaviour and its
relation to the DMCs was then presented. Perceived behavioural control, which was
subsequently added to the theory, was found to be of particular interest to DMCs
especially in regard to one’s perception about the feasibility of goal-directed activity. In
addition to the control belief, the concept of internalisation in self-determination theory
was found to support the notion of goal endorsement and goal value which are
processes people in DMCs are believed to utilise.

Despite the role of intrinsic motivation as theorised in SDT, the goal-
orientedness feature of DMCs can be explained in light of both future time perspective
and theories of imagery and vision, as discussed in detail. Reviewing these two theories
suggested that goal-orientedness in DMCs imply a number of accompanying
motivational processes (such as perceived instrumentality and positive emotionality)

that might explain part of the intense and sustained motivation experienced in DMCs. In
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that respect, the process-oriented approaches to motivation were seen as especially
relevant in accounting for the temporal aspects of the DMC phenomenon as the
integration of both the process and outcome.

The main argument of this chapter has been that whereas aspects of DMCs are
evident in many mainstream motivation theories, none of the existing models are
individually capable of explaining the DMC experience. Therefore, in addition to being
a new motivational phenomenon, the DMC can also be appraised as a theory which

integrates salient aspects of the motivation literature in a unified construct.
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Chapter 4. Methodology

4.1. Introduction

Directed motivational current is a newly-conceptualised phenomenon both in
mainstream psychology and L2 motivation literature. As such, the initial stages of DMC
research intuitivelgoncern understanding the phenomenon in its depth through
investigating its main features, different aspects, and its motivational properties and
sources. Accordingly, this research programme adopted an exploratory approach
through studying a number of DMC cases to find common patterns amongst them. In
order to obtain rich and detailed data of the DMC phenomenon by a number of
individuals and groups who experienced or were involved in at least one ®MC,
gualitative research methodology (Silverman, 2013) was seen as most appropriate to
achieve the aims and answer the research questions of this thesis. A qualitative research
paradigm was seen as particularly useful to obtain thick and exhaustive descriptions of
the phenomenon of interest, especially with regard to a newly conceptualised construct
for which reaching empirical understanding and discoieegsential (Streubert, 2011).

In addition to their propriety for allowing for the emergence of the elusive aspects of the
phenomenon in question, qualitative methods also provide research participants the

opportunity to shape the empirical world from their perspectives (Duffy, 1987).

4.2 Epistemological consider ations

Along with its appropriateness as an investigative tool, the choice of qualitative
methods for this research was also based upon a number of epistemological
considerations. From a theoretical perspective, motivation does not merely equal

variables which can be measured quantitatively such as “effort expended to achieve the
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goal, desire to achieve the goal and attitudes toward the activity involved in achieving
the goal” (Gardner, 1985, p. 51). It is also the outcome of an individual’s thinking
patterns and his/her goal appraisal and his/her personal reasons for engagement. In this
respect, Ushioda (2001) explains that “motivation may be defined not in terms of
observable and measurable activity, but rather in terms of what patterns of thinking and
belief underlie such activity and shape students’ engagement in the learning process” (p.
96).

Drawing on the concept of effective motivation by Ames (1986), Ushioda (2001,
p. 97) further illustrates the conceptualisation of motivation within a qualitative
perspective in which “goal-directed activity refers to the content of students’ thoughts.”
Therefore, the use of a qualitative method “is not simply a question of rthodology”
but it is also due to “the nature of its theoretical focus and empirical purpose” (Ushioda,
2011, p. 96). Hence, as a qualitative construct, effective or positive motivation “is more
than the demonstration of effortful activity or even time spent on a task: It is reflected in
how students think about themselves, the task, and their performance” (Ames, 1986, p.
236).

Based on this understanding, the research interest here is not merely in the
degree of effort displayed in a DMC, but equally, or perhaps more importantly,
extends to what an individual experiencing a DMC thinks of the experience, how he/she
appraises his/her nature and quality of engagement, and what the DMC phenomenon
means to him/her as an L2 learner. This is particularly important in the context of
DMCs as unigue motivational experiences and for the purpose of this investigation.
This thesis does not intend to merely report a number of DMC cases as an intense
motivational phenomenon, but also and more importantly, it aims to investigate how

individuals experiencing a DMC depict their experiences, their personal opinions and
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sentiments, and what they think of themselves and their performance. As Ames (1986)

points out, within a qualitative paradigm, the empirical focus of investigation is not on

how we can get students more motivated, instead we ask
guestions such as, why students process or attend to different
sources of information, why certain goals are valued over others,
what metacognitive processes are used, and how students
evaluate and attribute their performance in different

achievement contexts (p. 237).

4.3 Sampling

The recruitment aim of this thesis was to find and study a number of DMC cases, both
individual and group DMCs. The main initial challenge was to capture actual DMC
experiences in participants who would not have any knowledge of the concept. Yet, in
order to maintain validity and avoid the risk of leading participants to fit their narratives
to what the researcher wanted, no details of what a DMC entailed was given to potential
participants—although enough information about the research was provided. To tackle

this issue, the recruitment process was divided into two stages.

4.3.1 Stage One

In the first stage and in January of 2014, | made a one-month visit to my home country
(Iragi Kurdistan) and asked friends to survey anyone they knew who would reflect back
on their L2 experiences for any periods of extraordinarily intense engagement. Adult
individuals were especially targeted on the assumption that they had experienced

motivational surges in their L2 learning trajectories in prospect of gaining employment,
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scholarships, or other valuable opportunities. | also asked language teachers and
educators for a similar experience in their students. Upon receiving responses about the
occurrence of such an intense involvement and consent to participate, audio structured
interviews were conducted with 24 individuals who reported such an experience in
learning an L2, and 1 teacher and a school principal.

A month later, a similar recruiting procedure was applied at a British university,
where | asked some postgraduate students for such experiences, whether as L2 learners
or in their students. Meanwhile, contact was made electronically (via email and social
media) with further voluntary participants who were asked for participation if they had
had such an experience. In all these contacts, potential participants were asked to report
experiences of intense involvement in L2 learning. A number of participants were asked
to make such experiences explicit by drawing their motivational trajectories on a graph

(Henry et al., 2015).

4.3.2 Stage Two

Once all the responses were collected, | began a screening procedure to assess whether
the narratives were DMC or DMC-like cases. The criteria used to make this judgement
were based on the theoretical foundations outlined by Dérnyei et al. (2014, 2015),
focusing on experiences described as uniquely intense. A number of cases were rejected
that did not meet the DMC criteria. Consequently, a total number of 17 individual and 6
group cases were identified to be potential DMCs. Whereas some respondents provided
enough information needed for this thesis’ focus, the respondents who had not discussed
their use of a structure or did not explain their emotionality in detail were contacted
(where possible) to clarify those aspects; they were asked to either take part in a second

round of interviews or answer questions electronically (email or social media).
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However, in the entire process of data collection, some cases were left out because the
respondents were not available for a second round of interview, or contact was not
possible. As a result, although some particigamicounts were classified as DMCs,

their data were not used for two analysis chapters (i.e. 6 and 7); for example, a DMC
case whose participant described their feelings in general terms such as “I was feeling

great” but did not go into details, was not considered for the positive emotionality

chapter of this thesis (i.e. Chapter 6). As such, the corpus comprised data taken from

participants interviewed once, and other participants interviewed twice or thrice.

4.3.3 Longitudinal cases

Along with the data collected in a retrospective manrtlat is, asking participants to
reflect back on experiences in the paan additional element of data collection was
utilised: longitudinal cases. As DMCs are believed to be long-term currents, it is
necessary to incorporate a longitudinal aspect in studying them (Ruspini, 2004}, and
is difficult to imagine a dynamic systems study that does not have a prominent
longitudinal aspect” (Dérnyei, 2007, p. 242). Moreover, since our focus is on DMCs as
they happen in L2 learning contexts, the lack of a systematic integration of temporal
aspects can be problematic (Ortega & Iberri-Shea, 2005).

Through personal contact, a number of MA and PhD students at a British
university were invited to take part in the study. Around ten voluntary students came
forward to participate, who were all interviewed about their studies and their
motivational levels. A general assessment of the initial interviews revealed that a
number of them were not witnessing any motivational surges towards their academic
studies, and were therefore excluded. The respondents who seemed to be exceptionally

motivated were invited to attend further interviews that lasted from December 2013
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until August of 2014. Throughout these periodic intervigtuge of the participants
(Helen, Mateen, and Adam) were judged as proper DMCs and three of them (Carla,

Ezhder, and Julia) were not (see below for details on the participants).

4.4 The participants

In order to maximise the chances of studying different DMC cases, a variety of learner
populations were targeted. A number of individuals were recruited to retrospectively
narrate their DMC experiences and these cases were classified as individual DMCs. A
number of postgraduate students were also studied longitudinally to investigate the
temporal aspects of motivational and affective dynamics, i.e. follow-up cases. And to
study DMCs in groups, a number of teachers were asked to discuss group DMCs in
their students, and one school principal was interviewed about a school DMC. The
group DMC dataset was also enriched with two group DMC cases that involved

interviews with the teacher and a number of students.

4.4.1 Individual DM C cases

Nine cases were considered to be proper DMCs on which the individuals provided
sufficient information. Although data from all of these cases were analysed, two
participants’ account of emotionality were judged to be not making any new

contribution. As such, of the nine cases, data from 7 of them will be presented in
Chapter 6—~which concerns positive emotionality in DMCs. Below is a brief overview
of each participant’s background (e.g. gender, age at the time of interview, and ethnic

background) and a short account of their DMCs.

Alan: male, 28, Middle-eastern
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When I interviewed Alan, he was living in London with his German wife whom she had
met and married in Kurdistan 6 years before. After their marriage in 2008, Alan went to
the German Embassy in Syria to apply for a sponsorship visa to join his wife in
Germany. He was told however that he needed to pass a proficiency German test to
gualify. Shocked by the news, he immediately decided to take on learning German
through attending a course and studying at his hotel room. After what was described as
the most intense learning period taking up to 90% of his time, Alan successfully passed
the test one month earlier than scheduled by the course provider. | interviewed Alan via

phone and in Kurdish.

Ali: male, 33, Middle-eastern

After working for local institutes for a number of years, Ali was aiming at gaining
employment with international organisations in Kurdistan. At a job interview, however,
he was unable to answer the questions in English which left him extremely frustrated,
shocked and embarrassed. On the way out from the interview room, one of the staff
urged him to improve his English. This failed interview and the statement incited an
urgent and unprecedented sense of need, desire and willingness in him to improve his
English. He then immediately started a two-year journey during which learning English
became his number one priority and his almost “everything”, and family, friends and

even his fiancé continuously felt that dramatic change in him and his lifestyle. Through
constant progress in learning, he finally got a job at an international organisation in his
city. Ali told me that he always wished to go through the same experience. | first
interviewed him facde-face in Kurdistan, and after a few months through Skype, both

times in Kurdish.
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Omed: male, 37, Middle-eastern

| interviewed Omed twice about his lengthy and intense L2 learning experiende-face-
face and in Kurdish. Upon graduation from his university majoring in Farsi, Omed was
interested in working for international organisations, and after an internship, he was
given a managerial role by his employer who opened a new branch in Omed’s native

city of Erbil, Kurdistan. Since the language used was mainly English, Omed started
improving his English through stories, translation, and correspondence. Although it was
a career-related need, Omed attributed the intense experience to his strong passion for

learning English to develop his life-long skills.

Kardo: male, 23, Middle-eastern

Kardo experienced an intense current when he entered a university whose instruction
was in English. In that new environment, Kardo felt intimated by the fear of being
embarrassed for not being able to speak in English as his classmates appeared to be.
Therefore, he decided to prove to his teachers and class that his English skills were
superior to others’. In the next two years, he developed an unpresented impetus for

learning throughout which he spent virtually all his time practicing English through
reading and listening to English media and materials. | came to contact with Kardo
through a friend and communicated to him via email correspondence. The impact of his
DMC was still apparent on Kardo in that he answered my questions in English

displaying impressive writing skills.

Louise: female, 26, Eurasian
While still an MA student at her home country of Russia, Louise was interested in

changing career from English literature to ancient texts written in Old Norse. Upon a
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visit to her husband who was studying in the UK, she met with a potential PhD
supervisor. Motivated by the prospect of receiving a scholarship and joining her
husband, she spent almost three months studying Old Norse which she described as “the

most intense in studying languages”. In that period, she used flashcards and took them
wherever she went. | interviewed Louise twice and in English when she was at the final

stages of her PhD in the UK.

Sahar: female, 26, Middle-eastern

Sahar’s DMC started after she started university and met a few friends who shared the
interest of watching Japanese anime and learning about the Japanese pop culture,
although she had previously had this passion. Sahar attributed her DMC to this group
formation and described it as a “group experience” in addition toits individualistic
properties; her case was included in all the three analysis chapters as it was both an
individual and a group DMC. At the time of interview, she was a PhD student at a
British university. She was interviewed fateface, in English and in three separate

sessions.

Suzan: female, 27, Middle-eastern

Suzan experienced an L2 DMC when she was about 16/17 years old, triggered by a
strong outburst of anger when she was unable to understand her older brother and uncle
who were speaking in English, and who further irritated her by s&jong] who

doesn’t understand, doesn’t deserve to know.” This incident gave rise to her almost two-

year motivational journg which she described as not only intense, but also “the

happiest days” in which, not satisfied with her school’s English lessons, she started

learning on her own, mainly through watching TV shows late at night to develop her
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listening skills. At the time of interview, Suzan was a PhD student at a British

university. She was interviewed twice, faoeface and in English.

Kawa: male, 29, Middle-eastern

Kawa had been out of school for a number of years, and as a result he always felt
inferior when others used English in his presence. He used to “hate” the language

although he always perceived the importance of it. Once and by accident, he came
across somevritten materials in English and found it “not too difficult” upon reading it.

That triggered his two-year motivational journey in which he developed the routine of
studying late at night. | contacted Kawa and obtained his answers via correspondence

through social media in which he wrote in Kurdish.

Shirin: female, 27, Middle-eastern

As a top student from her university in Kurdistan, Shirin graduated and obtained a
college reader position. However, she had always wanted to improve her English skills
for her teaching and research career. Although she had tried numerously, she did not
believe studying English in her home country would be useful. Once she received the
news of winning a government scholarship to study in the UK, her intense motivational
current started although she was still in Kurdistan. The intense learning experience
continued for a few months before travelling and while she was in the UK studying
towardsa master’s degree. | sent questions about her experience to Shirin via email and

received the answers in Kurdish.
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4.4.2 Group DM C cases

The data analysed and presented in Chapter 7 on group DMCs were collected from four
sets of participantdn addition to Sahar’s case, three L2 teachers were interviewed

about a group DMC they had identified in their students during their teaching. Data
were collected about two DMC cases that occurred during a weekend booster activity
about which 3 students from the two groups and their teacher were interviewed or wrote
about their experiences (see below). A school principal was also interviewed about a

school DMC.

4.4.2.1ThreeL2teachers
Although more than three teachers were interviewed, the other cases were not identified

to be group DMCs. All the data were collected in 2014.

Jason

An emeritus American professor who had taught me in my MA studies, Jason
immediately recalled a unique group of students who had featured collective
motivational momentum in a class he had taught while he was an L2 teacher in Thailand
in 1980. After he provided a short summery of the case, | sent him a number of follow-
up questions about that class and their experience. All the correspondences were mad

through social media.

Sophie
Originally from East Asia, Sophie was a fellow PhD researcher when | approached and
asked her about a possible DMC case she might have noticed in her teaching. The group

DMC she was interviewed about had occurred just about two years earlier (i.e. 2012)
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when Sophie was teaching adult learners at a British university. Within two months, |
conducted three fade-face interviews with her, in which she discussed the experience

and reflected on her own perception about teaching while teaching the course.

Alia

Also a fellow PhD student, Alia discussed a group DMC case occurred in 2011 in one
of her classswhile she was a recent graduate teaching English to university students in
her home of Saudi Arabia. In a single faodace interview, she narrated the

experience and provided her insight into the possible reasons for the occurrence of the

DMC.

4.4.2.2 The Booster weekend proj ect
Two group DMC cases were collected about a project called the booster weekend
project presented to students who were taking a pre-sessional course to prepare them
for MA studies at a British university. The duration of the course was six weeks
(from beginning of July until mid-August, 2014), and this booster project was
assigned to them a week after the start of the course. The course had about a hundred
students but the two groups reported here were both from the same class that had 12
students; each group consisted of 6 members.

The groups were given information about the project on a Friday so they
could prepare a PowerPoifR) presentation and poster(®-4) days; they had to
prepare Saturday, Sunday and Monday (whicha@mnk holiday) and present their
PP on Tuesday in front of the whole course students, teachers and course managers.
Each group was given a case study on a particular business topic and they needed to

use a business tool to analyse their case, and their presentation was to be assessed
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according to four criteria: content, delivery of presentation, language, and teamwork.
The group booster activity would account for 20% of their total course mark, and all
members of each group would receive the same, collective mark. The pedagogical
purpose of the activity was to boost the students’ motivation through grouping them
to undertake a specific presentation and poster project.

The dataset comprised two telephone semi-unstructured interviews and two
structured written accounts as follows:
-Leila: one of course tutors who was teaching the class under study; interviewed over
the phone.
-Sami: student leader of group A; interviewed over the phone.
-Tom: student leader of group B; provided answers to via email.
-Huan: student member of group B; provided answers via email.

All the interviews were conducted, and the written accounts were obtained in
English; the interviews were transcribed and merged with the written accounts for an

inductive analysis.

4.4.2.3 School DMC

The data for this DMC case was collected from the school principal who pravided
summary of the experience and answered a number of questions in a 30-minute

interview. Although the principal offered to find other participants who were involved

in the case such as teachers and even students, this was not feasible; | was on a short trip
to my home country where the participants lived. Since the aim of this aspect of

research was to explore the likelihood of group DMCs happening in an extended setting
such as a whole school, further data collection was not considered necessary. The

interview with Safeen was conducted faodace and in Kurdish.
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4.4.3 Follow-up cases
Below | briefly discuss the follow-up cases including those that did not turn to be a

DMC and the possible reasons for why they were not viewed as DMCs.

Helen: MA student, female, 25, Asian

Helen was recruited based on reporting intense motivation and interest while an MA
student at a British university. Unsatisfied with her teaching skills, she had made a
personal decision to upgrade herself through an MA in applied linguistics. Through a
number of regular face-face interviews (held in English), she considered her time
studying towards an MA asunique experience because she was involved in what she
personally valued and regarded meaningful. After determining the occurrence of a
proper DMC, | invited Helen to participate in a two-week period study to follow on

fluctuations in her motivation and emotionality including using a chart (see below).

Adam: PhD student, male, 31, Middle-eastern

Adanrts DMC started when he received the “exciting” news that he could study towards

a PhD in the UK and under a supervisor of his choice. He attributed his motivational
surge to the fact that he was now developing skills that would make him what he
wanted to be, i.e. a successful researcher. Through a mobile application, Adam had
developed a functioning structure that allowed him to check daily progress and maintain
commitment. Along with Helen, Adam was invited to take part in my specific focus on
emotionality and affective change while in a DMC. All the interviews with him were

conducted facée-face and in English.
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Ezhder: MA student, 28, male, Middle-eastern

As one of the MA students whom | interviewed a number of times within a few months,
Ezhder was initially motivated-or that is what he thoughtmainly because he

ambitiously wanted to make considerable changes to his ownisatidleagues’

teaching practice in Kurdistan. He was studying towards an MA in English in the UK

on a scholarship and was eager to develop research skills. Yet, after two interviews and
a few months into his MA, he admitted that his motivational intensity had suffered in
great part because he was unable to incorporate studying into his lifestyle (see Chapter
5). As a result, although he was initially seen as a proper candidate, Ezhder was the
example of a DMC failure. All the interviews with him were conducted fedaece and

in English.

Carla: MA student, female, 29, South American

Similar to Ezhder, Carla was an example of a DMC failure because her initial intense
motivation only continued for a short while. Carla was a part-time student and a full-
time teacher whose only aim in doing an MA was to learn the theoretical fundamentals
of teaching. This personal goal had made her feel passionate about her studies.
Although Carla was still interested to do well when I last interviewed her (after a few
months into her MA), the lack of an effective structure with study rastomatch her

busy life led to her decreased motivation. All the interviews werettataee and in

English.

Julia: MA student, female, 25, European
Although Julia was and remained a motivated student throughout a series of my

interviews with her, she was nonetheless not a DMC case. From a holistic analysis of
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the interviews, | learnt that her time during her MA was not particularly unique
compared to her other life periods. She seemed to bevags “good student” who
utilised highly successful self-regulatory strategies. All the interviews were conducted

faceto-face and in English.

Mateen: PhD student, male, 33, Middle-eastern

Mateen was a PhD student at a British university on a scholarship from Irag. He seemed
to be highly motivated and passionate about his studies. | interviewed him twice in
which he discussed how he had maintained his intense motivation, and his studies and
research had been a main priority despite leading a busy family life. Although he was
willing to take part in further follow-up interviews, he was unavailable within a
reasonable timeframe due to being busy with his research and family commitments. The

interviews were conducted fateface and in English.

4.5 Data collection tools

In general, three different data collection tools were used as discussed below:

4.5.1 In-depth interviews

As the most frequently-used technique in applied linguistics (Block, 2000) which is also
deployed in almost ninety percent of social sciences research (Holstein & Gubrium,
1995), the in-depth interview was utilised to collect most of the data, based on the
perception that it can be an effective data gathering tool (Gillham, 2000) especially in
regard to studying motivational experiences (Silverman, 2013). While the efficacy of
interviews lies in large part in the researcher’s skills, the interview method is especially

useful to solicit in-depth accounts of a phenomenon from participants who are given the
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opportunity to judge which areas of the phenomenon they wish to focus most (Barbour,
2003). In that sense, participants are not led by the researcher to select from limited
guestionnaire items as in surveys which aim to measure the links between various
variables. In qualitative interviews, both the interviewer and the interviewee share
attempts to produce meaning concerning a certain topic or phenomenon (Esterberg,
2002). Thereforethe interview process is “a way of writing the world, a way of
bringing the world into play” which is “a simulacrum, a perfectly miniature and
coherent world in its own right” (Denzin, 2001, p. 25).

Although structured interviews were conducted at the early stages of
recruitment, unstructured interviews were mostly used. The interviewees were asked to
describe and narrate their experiences in their own choosing. The participants who were
invited to take part in the second or third rounds of interviews were asked more specific
guestions such as particular aspects of their structural and emotional experiences. In the
unstructured interviews, the researcher made frequent use of probing especially because
that was considered to be helpful to release anxiety or stress associated with being
interviewed. More importantly, as the participants did not have a conceptual basis to
embed their experiences in, the use of unstructured interviews was viewed as
particularly useful in enabling the participantsliscuss “experienced but not

necessarily previously reflectea-thought processes” (Henry, 2011, p. 244).

4.5.2 Written accounts

Since a number of participants were not available for direct or interactive interviews
(faceto-face or via phone or Skype), they were given the option to provide a written
account or protocol describing their experience in detail (Finlay, 2011). This data

gathering tool can be used to collect unsolicited descriptive narratives from participants
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who have experienced the phenomenon in question. As recommended by Van Manen
(1990), the participants are advised to avoid reporting causal explanations or personal
opinions about why a certain event happened. Rather, they are encouraged to describe

their feelings and reflections while living through the experience.

4.5.3 Emotionality charts

Part of the data presented in Chapter 6 (see below) was collected through charts given to
two participants (Helen and Adam) to draw their affective states. The charts were used
to measure their emotionality for a two-week period and while in a typical single study
session. A decision about the two-week timeframe was made based on these reasons:
since moods can be affective states that stay with an individual from hours to several
days (Scherer, 2005), it is necessary to utilise a timeframe that well captures the
participants’ moods. Secondly, since one’s mood fluctuates as a result of situational and
environmental factors (Watson, 2000), a two week timeframe is thought to identify
these fluctuations leading to generating a more comprehensive picture. Furthermore,
interviewing the participants a few times during a two week period might be helpful in
obtaining data about emotions experienced in recent engagement sessions and about
different mood episodes.

The two week timeframe during which the two participants, Helen and Adam,
were interviewed was from August 2nd to August 13th of 2014. This period was
intentionally selected because Helen was at the final stage of her MA studies at the time
which meant that she needed to work independently to produce her dissertation; she was
believed to be both autonomous and not under the influence of any coursework or
regular contact with tutors and classmates. Adam was also studying almost

independenthespecially as it was during the summén the second year of his PhD
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in applied linguistics. As such both autonomy and a sense of ownenshigh
characterise DMCs-were believed to be in effect

Over this two week period, they were both interviewed three times each and
asked questions about how they felt each day along with a number of other questions
about their general feelings. Moreover, in each of the interview sessions, they were
asked to chart their affective state and rate their emotionality from (-100 to 100) with -
100 being the highest in negative emotionality and 100 the highest in positive
emotionality (see padge23 for an example). The participants were asked to rate their
affective state in general and while engaged in their latest study seshiemse, two
charts were produced for each participant.

Questions were also asked about whether they had encamégiative
emotions, how long they lasted for, and what they did in response. The participants
were specifically asked about any occurrences of frustration, lack of interest, or
boredom. The reason for concentrating on these emotions was to get as much detail as
possible about their affective states while in the process versus just focusing on some
other achievement emotions such as sadness or pride which are mainly associated with

the outcome (Pekrun, Goetz, Daniels, Stupnisky, & Perry, 2010).

4.6 Data analysis

In total, a corpus of 103,281 words was transcribed. All the interviews were transcribed
verbatim. The interviews conducted and the written accounts obtained in Kurdish were
then translated into English by the researcher. Despite the advantage of being a Kurdish
native and thus grasping the cross-cultural meanings, to avoid issues with translation of
data, the researcher later went through the English versions and checked their accuracy

against the recordings.
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4.6.1 Phenomenology
A phenomenological approach was deployed for the data analysis in order to capture the
“universal essence” and meaning of the phenomenon in question as lived and
experienced by the participants (Creswell, 2007, p. 58). This method was seen as
particularly useful in understanding DMCs as a new phenomenon and with regard to
what the participants experienced and how and why they experienced them (Moustakas,
1994). A modified (a combination of descriptive and hermeneutic-interpyetive
approach as described by Colaizzi (1978) and Moustakas (1994) was used as below:
1. First, all the interviews and written accounts were merged together and both
individual transcriptions and the whole data-set were read several times to obtain
a general feel for it. At this stage, all the data were manually coded leading to an
initial codes manual.
2. Then, the researcher went through the entire data-set and extracted a non-
overlapping list of the significant phrases and statements, treating them as of
equal worth (Table 4.2). The criteria used for selecting these statements were: a
statement needed to be around a DMC experience (e.g. not giving a general
opinion on how to best learn an L2); ahtiad to provide a newnot repeated-
piece of information. However, all the similar codes with variations, slight or
prominent, were fully considered.
3. Formulated meanings, that is, interpretive meanings, were produced for each
statement.
4. Clusters of themes (Colaizzi, 1978) were developed from the combination of
similar formulated meanings. Each theme cluster represented and included all the

formulated meanings naturally associated with a group of meanings. In
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developing cluster of themes, the researcher made efforts to “stay as true to the
phenomenon as possible” and to “bracket™ his presuppositions about the
phenomenon (Hycner, 1985, p. 287).

5. Independent themes were produced from similar theme clusters (see Table 4.3;
for more detail on this approach see Sanders, 2003). All the initial manual codes
developed earlier were categorised under each theme to measure their frequency

and account for variations.

Significant statements Formulated meanings

1.Suzan:

8.-S0 you were not very interested in

showing or telling people that ‘I am Participant feared people might ridicule
using TV for learning’? her for saying she relied on TV to learn

+No, because they said, | thought that L2 and was an excuse for watching mo
they would say that to watch more TV TV.

[laughter], so as an excuse for watchin

TV not learning. So, this is why I didn’t

tell them the way | use it, for learning

English.

17. So even sometimes especially,

especially yeah at the beginning of the Despite exhausting times, participant
academic yeah it was actually very kept her L2 learning routines.
exhausting because you know, changit

time changing school, it is, but | was

yeah, | have this routine for actually ye

for two years, almost two years yeah.

Table 4.1: Examples of how raw data wer e developed into formulated meanings.

6. In parallel to this process of developing the raw data into common patterns and
themes, a descriptive account was produced for each participant’s narrative
reflecting “what” happened (i.e. textual description) and “how” the experience

happened (i.e. structural description). Both of these descriptions were combined
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in a single composite description reflecting the “essence” of the experience

(Creswell, 2007, p. 159). These descriptive texts were used throughout the data
analysis mentioned above to better unded the “wholeness” of each

participant’s narrative and in drawing interpretive conclusions about their
experiences.

Although a descriptive phenomenological approach was primarily used
especially at the data collection stages which the participants were asked to
describe and narratethe final stage of the analysis included elements of
interpretive phenomenology. The researcher reflected on the descriptive analysis
“trying to make sense of the participants trying to make sense of their world.”

This process was mainly guided by these two questions: “What is the person

trying to achieve here?” and “Do I have a sense of something going on here that

maybe the participants themselves are less aware of?”” (Smith & Osborn, 2008, p.

53).
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Formulated meanings

Themeclusters Emer gent themes

-Time spent with family was seen as
unproductive because nothing useful was
achieved $uzan. 27)

-Participant wished she could continue on
her writing despite being physically tired
(Helen. 34).

-Participant ensured she maintained her
study routines whatever the circumstances
were Guzan. 18).

-Participant thought about Japanese learni
while engaged in other daily tasi&abar.
9.

-Engagement was not seen as extra effort.
forceful self-regulation, but rather a total
immersion [ouise. 3).

-Participant wished to study without any
external pressurdlrdo. 8).

-Occurrences of deep concentration, and
immersion Gahar. 10).

-Participant felt she was getting better at
English just by watching TV and movies at
her free times which was not perceived as
that much of extra effortuzan. 12).

-Learning L2 was seen as fun and not as
tiring hard work Ehirin. 18).

-other life
engagements as
barriers

-Desiretoward
engagement despite
physical exhaustion.

CONSTANT
-no use of self- TENDENCY TO
control ENGAGEMENT

-engagement as
personal time

-flow

-studying as not
homework

Table 4.2: Example of how formulated meanings wer e developed into theme-clusters and
themes.

The entire data analysis was an iterative process and analysis was initiated at the

early stages of data collection. In the analysis, the theme clusters and themes were

worked through and re-examined numerous times to achieve scrutiny and scientific
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rigour (Fereday & Muir-Cochrane, 2008; Finlay, 2012). Therefore, close attention was
paid to ensure that the final themes represent what was dominant in the data, so the final
presentation describes the bulk of the data rather than deliberately selecting extracts to
support specific claims (Joffe, 2004). The analysis was conducted in an inductive
(bottom-up) approach allowing the opportunity for reaching data-driven findings. As
such, close attention was patrticularly paid to covering all the areas of the dataset which
were thought to be relevant or to contribute to th@gipants’ experiences and thus the
phenomenon. In presenting the findings, rather than generating statements that
explicitly described a motivational state, attempts were made to develop themes that
would best reflect the data and hence explain why the participants experienced what

they reported they did throughout their DMCs.

4.6.2 Validity

This thesis utilised a number of strategies to achieve validity. First, during the data
collection, participants were given the example of an overweight person going through a
regimen for a while in pursuit of losing weight and, instead of being given too much
detail on the theoretical components of DMCs, they were asked to describe how they
experienced their long-term engagement and what their feelings were like throughout.
They were mainly asked to describe and narrate their experiences. As mentioned above,
in addition to descriptive accounts as narrated by the participants, the analysis utilised a
hermeneutic approach which produced scrutinised interpretations of the experiences
rather than relying extensily on the participants’ perceived reasons for their

experiences. Additionally, in consonance with the phenomenolagigalach’s

“validity check” measures (Hycner, 1985, p. 291), once the textual and structural

descriptions were produced for each particisanarrative, 4 participants—who were
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available—were given written summaries (i.e. vignettes) and some of the emergent

themes to check whether they reflected an accurate account of their experiences.

Ali - Summary

A recent graduate social worker working for a small local agency rediiste
his advanced social skills deserve to be utilised at a better working enviro
where he could develop and grow. With the help of friends, he prepareg
in English and applies to international organisations working in his city
eventually receives a job interview. Not expecting to be the case, he wo
asked questions in English at the interview, but he cannot answer. This
him shocked, embarrassed and speechless. One the way out, one of t
interviewerswho knew him before tells him: ‘| know you, improve you
English to have a better chance’.

This situation and the statement incite an urgent and unprecedented ser
need, desire and willingness in him to learn English. He then immediatel
decides to search for any resources available to achieve this dear goal,

and uses all sorts of learning tools, changes his habits from searching in
mother tongue into English on the internet, and starts listening to Englisk
programmes on radio and TV, approaching foreigners to communicate W
them in English, going to religious establishments other than his own to
practice English, and even befriending mostly those people who can hel
learn English more.

For a period of time, learning English becomes his nhumber one priority a
almost “everything”, and family, friends and even his fiancé continuously feel
that dramatic change in him and his lifestyle. Meanwhile, he makes co
progress and checks that through people’s feedback on his development which

induces a feeling of “awarded a big prize” and “pride”. He would then exploit

every friends meeting to dominate the discussion and talk abou
achievement as “a hero who’s just come back from an adventure.” This period

continues almost spontaneously because studying and learning English i
seen as “homework to get down to it at home”, but a dominant undertaking

occupying his life at work “searching and reading in English”, on the road

“listening to radio in English” and at home “watching documentaries in

English”. This engagement only peters out when he attends a job interview at

an internarial organisation, but this time communicates confidently in Er
and gets the job. To him this was “one 0f the nicest stages” of his life, and after
this period, he has not been able to go through the same experience de
extreme longing for it. He continues to practice some of the habitsgeegirig
to English on radio) but is not experiencing a similar drive any longer.

Table 4.3: Example of a vignette returned to a participant to check its validity.
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4.7 Ethical consideration

Following ethical guidelines for conducting researschecessary to protect individuals,
communities and environments from harm (Israel & Hay, 2006). While any researcher
has to adhere to the ethical considerations, qualitative research bears an extra layer of
responsibility due to more potential risks on the participants (Richards & Schwartz,
2002).

Prior to beginning the data collection, an ethics application was made to and
approval was obtained from the University of Nottingham’s Research Ethics
Committee. An interview protocol was used for all the data collection contacts that
included a brief introduction to the research, the study objectives and the potential
interview questions. All the participants signed (before all the interview sessions) an
informed consent form which explained that participation was voluntagnslated
copied of the consent forms were provided when needed. The participants were advised
that their involvement and their recorded responses were merely used for research
purposes.

The issue of confidentiality was taken seriously. Even though sensitive personal
topics were avoided as much as possible, all the participants were assured that their
identities and any clue referring to or leading to the recognition of their identities would
under no circumstances be shared, revealed, or made available to anybody. The
participants were also told that they were free in their responses and they were under no
obligation to reply to a particular question, or continue until the end. Nicknames were

used both in the analysis stage and in the reporting of the findings.
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Chapter 5: Salient Facilitative Structure: DMC’s Key to
Sustained Engagement

5.1 Introduction

The results of the empirical analysis will be presented in this and the next two chapters.
As discussed in Chapter 4, although the participants were asked to describe their
experiences in detail, the analysis centred on three principal areas of interest: the DMC
structure, positive emotionality, and group DMCs. Despite this categorisation, attempts
are made so that the empirical results are presented in relation to an exhaustive
depiction of what it is like to be in a DMC (as an individual and a group), whether and
how motivational intensity and sustainability are experienced, and what motivational
processes and properties distinguish a DMC from other phenomena and constructs.
Throughout the analysis and the presentation of the findings, a balance has therefore
been strived to maintain between presuppositions of what might be significant and
patterns emerged from the inductive analysis.

Based on this approach, each chapter starts with a set of research questions
influenced and shaped by the analyses process. The results are then presented in the
form of themes and subthemes in relation to the broader research questions. Due to
limitation of space, the findings are supported by single examples from the dataset.
However, attempts are made to provide longer quotes to keep the context. In all the
three chapters, the results are further interpreted in relation to the research questions in a
separate discussion section, followed by a short conclusion. In presenting the findings,
emphasis (underlining) has been added by the researcher, and quotations of the
participants (which are reproduced verbatim and essentially uncorrected) are numbered

(e.g. Suzan, Q 5.1 etc.) for ease of cross-referencing.
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5.1.1 TheDMC structure

A DMC can be called the outcome of an ideal match between a personalised goal/vision
and a salient facilitative structure (see Chapter 2). While much has been known about
the significance of a goal, the main research contribution of the DMC concept is
probably the understanding of how a unique structural pathway amplifies the
mativational energy of vision and the investigation of the reciprocal relationship

between a goal/vision and an accompanying structure in ongoing, process-oriented, and
long-term motivational engagement. Raising awareness of this relationship in turn is
vital for understanding not only the essence of the DMC construct, but also how L2
teachers can offer their learners an almost complete toolbox they need in order to
sustain a steady level of motivated behaviour over the lengthy course of mastering a
second or foreign language.

Dornyei et al. (2016) believe that the notion of the DMC represents a
development of the vision construct in that both concepts share the ultimate goal of
explaining long-term motivational processes. DMCs, however, are characteriged by
number of unique motivational properties that cannot be explained by goal, vision or
any other existing motivational model. The most important of these properties are the
DMC'’s unique and robust motivational energy that prevails over a relatively long
period of time. Part of what makes DMCs unique then is their structural component:
“Not only does their prominent structure provide an accompanying framework which
tightly channels the process toward the finish line, but it also plays an active role in
keeping the current flowing” (Dornyei et al., 2016, p. 80). Furthermore, a DMC’s
structure ensures a steady level of motivational energy without the need for volitional

control; that is, engagement in DCM behaviour becomes spontaneous, automatic and
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thus effortless, as no self-regulatory measures will be required to sustain engagement

(Dornyei et al., 2014, 2015; Henry et al., 2015).

5.2 Resear ch questions

As discussed in detail in Chapter 2, a major component of the DMC construct is its
structure by which the power of an individual’s goal or vision is directed “along a

tightly structured course to create a prolonged flow of motivational impetus, thereby
sustaining the fire of the initial vision-led surge for weeks, months and, in extreme

cases, even years” (DoOrnyei et al., 2016, p. xAAs such, the significance of a DMC

structure is in its function to provide direction and a framework for effort and also in
ensuring sustainable engagement over the period required to achieve the goal. A salient
structure is then a main mechanism by which DMCs become unique experiences in
terms of intense but also sustained motivational energy.

This chapter seeks to inquire about a number of principal queries in regard to
what the participants utilised as a structure, what the key structural components of their
experiences were, and if and how the structures provided pathways for stakityg
progress towards an L2 goal without the need for constant self-regulation. More

specifically, six research questions were formulated from the data analysis:

1. How does a DMC start? How does a DMC conte being?

2. When does one decide on choosing a particular structure?

3. Whatis used as a DMC structure?

4. What criteria does one consider in adopting a DMC structure?

5. How does a DMC structure help to maintain motivation over a DMC

course?
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6. How does a DMC end?

The research agenda that informed the data collection and data analysis stages of
this chapter was not restricted to the presupposed theoretical assumptions underpinning
the DMC construct; that is, despite the fact that the participants were asked questions to
describe the structural mechanisms they deployed in their DMC experiences, the
interview protocols were left open to any arising questions and areas of interest, and
attempts were made to analyse the data thoroughly without omitting significant codes or

themes.

5.3 Results

All the participants were initially asked to discuss what mechanisms or plans they used
for their learning, and those who were available for a second or third round of
interviews were asked further questions about their learning structure. The
phenomenological analysis of the responses generated 19 themes reflecting what was
dominant in the data. As discussed in detail in Chapter 4, an inductive approach was
utilised so the initial coding and analysis were conducted with minimum possible
consideration of the earlier theoretical conceptualisations (e.g. Dérnyei et al., 2014,
2015). As a result, these themes represent the most significant aspects in the data in
relation to the structural components of the participaxperiences. Below, | present
these themes under the six facets/stages of the DMC structure informed by the six

research questions.
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5.3.1 TheDMC launch
In regard to the circumstances prior to and around the time of the DMCs, the analysis

identified four major themes and a number of sub-themes.

5311 THEME 1. CLEAR STARTING POINT

All the nine participants clearly remembered when their experiences started. They were
asked the question (What made your experience start?), and all of them provided an
answer not only about the time but also the detailed circumstances before, and around
the time, their experiences started. The starting points were described in relation to
specific events or occasions. Table 5.1 displays the exact occasions marking each of the

participants’ starting points.
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Participant When their DMCs started

1. Ali On the same day when he attended and failed in a job intervie\
2. Omed When he was assigned to be the branch manager in his home

3. Alan When he went to the German embassy in Syria and was told a
the new German proficiency requirement

4. Kardo When he started his college studies in English and found himse
less proficient than his classmates

5. Kawa The moment he read a piece of writing in English and realized
was able to understand the content

6. Sahar When she started university and met a number of friends who \
interested in Japanese

7. Suzan  The moment she heard her brother and uncle speak in English
refused to translate what they were talking about, and said “who
doesn’t know, doesn’t deserve to know”

8. Shirin When she received the news of obtaining a study-abroad
scholarship

9. Louise  When she realised she could study for a PhD that involved the
Norse language

Table5.1: Participants’ DMC starting points

53.1.2THEME 2: THE DMC TRIGGER

As well as a clear starting point, all the participants discussed a specific event in
reference to what made their experience start. None of the participants’ experiences

were drifted into being from a sudden decision, but wereperceived by the
participants to be-caused by a particular incident or as a consequence of a specific

triggering stimulus. These triggers were one or more of the following:

5.3.1.2.1 Emergent opportunity

Four participants referred to a newly-arising opportunity which played the main role in

setting up their DMC experiences. Shortly after graduation from university, Omed, for
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example, was appointed as a new branch manager for which he needed to develop his
communication skills in the L2. To him, this was a valuable opportunity after he had
secured and successfully completed a competitive internship.’SIRIMC was

triggered when she became aware and obtained a fully-funded scholarship to an
English-speaking country. To her, this was a sudden anddielieve opportunity so

she could improve her English skills because she had held the belief that she was unable

to achieve this dream in her own country:

Learning and improving English was my biggest objective, even
more important that obtaining the MSc... It was a dream come

true, because earlier | would see studying in the UK as almost
impossible due to difficulty in obtaining a visa, high tuition fees,
travelling and other factors. However, this opportunity suddenly
became available. (Shirin, Q 5.1)

5.3.1.2.2 Sense of frustration/failure

Two of the DMC cases were triggered by negative emotionality stemming from a
failure or a negative statement. Ali’s DMC was triggered immediately after he attended

a job interview in which he was unable to answer the questions in English. As a result,
Ali came out from the interview “shocked and humiliated, feelings that made him

realise his poor L2 skills and the need for improvement and positive change, as he

recalls:

Ali: ... After hello, they started speaking in English, which I

never thought would be the case. | was getting dizzy as they
were speaking. | used my broken English and said a few words
like, ‘wait, I am not good’, I can do it in Kurdish only... They

looked at each other, apparently saying it was not possible, and
| got it.

Interviewer: So the interview ended?

Ali: It ended right there... I still remember this very well, and

think it happened yesterday. | came out from the building,
shocked, and couldn’t even focus on what the person at the
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reception, whom | knew, said to me. | was in a weird
situation... (Ali, Q 5.1)

The effect of this event was dramatic. He further recalls his reactions and thoughts

immediately after the failed interview and while in his car going home:

The impact was huge... When I put my hands on the steering
wheel, I said to myself, ‘Ali, you have to move just like this car’,
and ‘you can’t stop where you are’... This is different than
before; I was not really into English before and I didn’t care
much about it. So this was my turning point. (Ali, Q 5.2)

As can be concluded, Ali was most affected by his affective reactions to his inability to
use the L2 and what interviewers told him rather than the event itself. In that respect,
the failed interview served as an opportunity for him to reflect and realise his
inadequacy.

Suzan’s experience was also triggered by a negative emotional reaction to a
statement by her brother and uncle. Although she was younger in age (a teenager at the
time), she found their statement about her L2 understanding skills to be humiliating and

demeaning, which aroused a sense of anger:

We were a family group, where my uncles and my brother speak
in English so no one can understand them. | asked them to
translate, and they said ‘the one who doesn’t understand, he

doesn'’t deserve to know what we are talking about’... | became

very angry and | had to do something about it. (Suzan, Q 5.1)

5.3.1.2.3 Sense of awakening

In addition to experiencing negative emotionality, both Ali and Suzan also experienced
a sense of realisation and awakening. They both discussed their feelings after the events
and also the statements made about their inadequacy. In turn, they thought about and

consideedthe directions they needed to take and the consequences of not taking action.
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When Ali was unable to proceed with the job interview in English, he was asked to
leave, and despite the feeling of failure, the event made him contemplate why this

happened and what went wrong:

I remember it very well, he [Ahmed, one of the interviewers] put
his hand over my shoulder, and said to me, ‘I know you, and

that you have good experience and skills. Improve your English
to have more opportunities’... 1 went into my car and waited,
thinking of Ahmed’s speech... Ali, you can’t go any further if

vou don’t improve your English. I realised [ would remain in the
same circle without English. (Ali, Q 5.3)

A similar trigger was identified with Kardo when he realised he was less
proficient in English than his classmates upon being admitted to a university that

instructed in English:

| got accepted anyway [to the university]. | was feeling very shy
and nervous during my class times. | saw most of the students
speaking in English, | figured out, later, is very weak English,
but for me it was native English. (Kardo, Q 5.1)

Kardo felt insecure in his new environment mainly because of the perception that his
classmates were proficient English speakers. Given that this event occurred at the early
days of his four-year-long university life, Kardo felt a sense of awakening about his L2
status and a strong need for improving his English. Later, Kardo discussed how he
mainly focused on developing his speaking abilities, among other skills, as his intense

experience was triggered by becoming conscious of his lack of communication skills in

the L2.
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5.3.1.2.4 New information

One participant’s DMC was in large part triggered by receiving a piece of information

which made him enrol in an L2 learning course. Upon his marriage to his German wife
who was visiting Kurdistan where Alan was from, Alan later went to Syria to apply for
a visa to join his wife. He was however advised of a new regulation “that required
sponsorship applicants to know German before granting them & Aislsough

unexpected and even “shocking, it did not take long for Alan to make a resolution to

stay in Syria and study towards a German A-Level certificate required for the visa.

5.3.1.2.5 Meeting friends who shared passion

Although Sahar had long had an interest in learning Japanese so she could understand
Japanese anime as she was not satisfied with the dubbed versions, her intense learning
experience was only triggered when she entered the university and met a few friends

who shared a similar passion for Japanese culture and movies:

So | met a few people who were really interested in Japanese
animation and movies, drama and everything that was to do

with Japan. So because of my friends, then | was kind of drawn
into it as well. And we started making our own group. We took

on Japanese names; we started trying to learn the language; we
watched Japanese films together, watched Japanese animations
together... (Sahar, Q 5.1)

As a native of Saudi Arabia where making contact with Japanese speakers was almost
impossible, Sahar found the environment in which she met people with whom she used
Japanese which now seemed to be a living language. The above extract also suggests
that the generation of Sahar’s DMC had a social component in that Sahar and her

friends formed a friendship circle centred on learning and using Japanese insofar as they

adopted Japanese names and engaged in learning activities together.

144



53.1.3THEME 3: DMC CONDITIONS

Despite that all the DMC cases were triggered by specific events and triggering stimuli,
the analysis identified a number of conditions that seemed to be necessary prior to the
DMCs in order for the above-mentioned triggers to be effective. Below | discuss these

conditions and the interplay between the DMC conditions and triggers.

5.3.1.3.1 Goaldambitions

Prior to their DMCs, all the participants had some kind of goals or future wishes they
hoped to reach, related to their potential DMCs and which had important implications
for making them prepared for their DMCs. Although many of them had a pre-interest in
learning/improving their DMC-L2s, the pre-DMC goals were mainly ambitions for
personal and developmental growdtather than learning an L2 in its own right. As

such, these gaols were mostly general dreams and desires for a better future state such
as being successful at one’s career or being able to do something in life which one

always wanted to. Table 5.2 illustrates plagticipants’ goals/ambitions prior to their

DMCs. As seen, these goals were not in regard to acquiring a certain level of L2
proficiency for its own sake; most of the participants wished to achieve goals for which
learning an L2 was perceived as necessary.

All the participants had goals that not only did they consider valuable and
significant, but their attainment seemed to have great influence on their personal lives.
However, despite the fact that all the participants had a goal-oriented background,
simply having a goal did not lead any of them to experience a DMC or a DMC-like
motivational surge. That only happened once a triggering stimulus became available

which set up their DMCs. Evidence backing the claim that goals did not lead to
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motivated behaviour is apparent from all the DMC cases in which the participants had

had the general goals for a relatively long period before their DMCs started.

Participant Pre-trigger goal

1. Ali to work at environment with more opportunities for personal
growth

2. Omed to gain employment at international organisations

3. Alan to gain sponsorship visa and immigrate to Germany to live witl
wife

4. Kardo to be successful in studying at an English-taught university
5. Kawa to prove to oneself and others of his skills

6. Sahar to fulfil personal desire in knowing about Japanese culture
7. Suzan to prove her skills to family members

8. Shirin  to gain working level skills in L2 needed for career purposes

9. Louise to be able to choose different career path studying old
Scandinavian literature

Table 5.2: Participants’ pre-trigger goals/ambitions

However, when the participants encountered a triggering stimulus, their goals
changed from general to specific, from non-L2 to L2-related, and from abstract to
tangible (see Table 5.3). This shift seemed to be necessary so they could direct their
energy toward a clearly defined end point. Furthermore, having a specific goal helped
some of the participants to form a sensory re-construction of their goals, i.e. changing a

goal into vision.
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Participant Post-trigger goal

1. Ali to pass a job interview in English with an international
organisation successfully

2. Omed toimprove L2 comprehension skills to perform work
correspondence tasks

3. Alan to reach an L2 proficiency required to pass sponsorship visa
4. Kardo to prove to university tutors of his L2 skills

5. Kawa toreach a certain level of L2 speaking and understanding

6. Sahar to be able to understand media in L2

7. Suzan to understand spoken conversation in L2

8. Shirin  to pass L2 test required to study MA in L2 and gain academi
level L2 proficiency

9. Louise to be able to read and understand old written texts in L2

Table 5.3: Participants’ DMC goals

5.3.1.3.2 Perceived control/feasibility

The second condition that was identified in the analysis was the perception that one had
the capacity to participate in and complete all the activities leading to the
accomplishment of the DMC goal, and that the challenge posed by the goal was
reasonably @mpatible with one’s perceived abilities. This condition was pinpointed

when a few participants discussed their pre-DMC disbelief they held about the goal
feasibility. Shirin for example had previously wanted and made attempts to improve her
English skills, but had not been successful, mainly because she had the perception that

her home country was not an appropriate environment for learning:
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In fact, | for long wanted to improve my language skills, but was
unable to do so... Previously, even though | wanted to learn
English, I didn’t know how or didn’t believe that making an

effort on my own would be useful. (Shirin, Q 5.2)

Therefore, a main objective behind applying for a government scholarship to study
abroad was to find the mechanism through whichcsbll improve her English skills:

“When | applied to this scholarship, it was very important to me to go to an English-

speaking country especially the UK” (Shirin, Q 5.3)

In addition to ensuring that one believedir’s own abilities to engage in and
successfully overcome the challenges of the goal, the analysis also identified the need
for the perception that the tasks leading to goal attainment were reasonably
accomplishable. For example, although he previously felt the significance of learning
English, Kawa was avoiding it mainly because of his perceived fears in the language.
However, once he realised English was not “too difficult” or “that complicated”, his
two year old DMC started and a random event leading to this realisation functioned as a

triggering stimulus:

... So, what happened was I came across some written material

in English, a story, and once | read a bit of it, | realised it was
not too difficult to me or that complicated. | felt | was not too
bad at it.... (Kawa, Q 5.1)

In both of the cases mentioned above, the lack of confidence in one’s own
abilities and perception of goal/task feasibility were overcome only when a strong
triggering stimulus became available. As such, the pre-existing fear and reluctance
immediately disappeared as the triggers functioned to alter the perception of inability.
Despite that a sense of control was only acquired after a DMC trigger, the data

suggested that the pre-DMC fear and sense of inability were largely pere@inddot
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real. Although Shirin had previously held the belief of inappropriateness of her home-
country environment, she indeed started her intense learning while still in Kurdistan
that is, before making the trip to the UK. Similarly, the story that chakged’s

perception and triggered his DMC was written in a simple-enough language for him to
understand; this indicates that he was previously unfamiliar with the degrees of the L2
difficulty to make an informed assessment of both his ability and the challenge of the
L2.

It is important to mention that none of the participants, including those who
suddenly acquired a sense of control/feasibility, perceived the DMC goal/tasks to be too
easy, but reasonably challenging. For example, when Alan was advised of the new
German proficiency requirement, he found it “shocking’ and even “sad news and as a
native and resident of Iragi Kurdistan, he was not initially ready for this and had second
thoughts about taking a preparatory course in Syria. However, when he gained the
confidence that achieving the required L2 score fdéBcult but feasiblé&, he decided
to stay in Syria and thus his intense experience started, although he still had doubts if he

was up to the challenge:

At the beginning, | found it difficult and challenging. However,
for any goal, if you know the duration and when it ends, it would
be easier and you try harder for.itVhen we first started, it

was very difficult because the language was entirely new to me.
But the teachers’ method of explaining was rather comforting.
(Alan, Q 5.1)

A closer look at this excerpt reveals that even when Alan was enrolled in the course, he
still did not see a balance between his capacities and the new language. Yet, the

perception that the duration required to study German and pass a proficiency test is only
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a few months and the comfort provided by his teacher’s method created a sense of

feasibility.

5.3.2 Developing a DM C structure
Once a DMC has started, one is believed to develop a salient structure that plays a
central role in keeping the initial motivational momentum going through the various
stages of the path to goal attainment (Dornyei et al., 2015). Learning about when
individuals make a decision about their structure and what they use as a structure is
important not only for understanding the early stages of a DMC, but also how a DMC
might be engineered. Thus, the questions that guided this section were in regard to two
issues: First, when does one decide on a DMC structure? Does a DMC launch
automatically generate a structural pathway? Is it around the time of the DMC launch
that a DMC structure is being produced and finalised or does the development of that
structure involve a relatively longer period to be established? These questions are
answered through Theme 4 and 5 below.

Second, as each of the participants used a different structural pathway te achiev
their DMC goal, a significant line of inquiry was around how one decided on one form
of structure versus another. More specifically, what did the participants use as their

DMC structure? Themes 6, 7 and 8 address these questions.

53.21THEME 4: URGE TO DEVELOP A DMC STRUCTURE

In all the DMC cases, once the DMC launch had occurred, the participant felt an urge to
find a matching structure so their passion would be translated into motivated behaviour.

As discussed in the previous section on the DMC launch, when Ali attended and failed
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in a job interview, his image of himself with an improved level of the L2 provided an

almost immediate urge in him to find a matching structure:

... I said to myself, ‘Ali, you have to move just like this car’, and
‘You can’t stop where you are’. My whole mind was occupied
with what | should do, and how I should do it. (Ali, Q 5.4)

As is clear from his account, two things happened almost spontaneously: he developed a
clear goal/vision, and thought hard about how to fulfil this vision through the available
resources. Therefore, whereas the launch did not automatically include a set of plans
and mechanisms for action, it created a powerful urge in him to embark on a plan of

action.

5.3.22THEME 5: NO TRIAL-AND-ERROR STRATEGY

For 8 of the 9 participants, a decision on the structural choice was made almost
immediately after their DMCs started (i.e. after the launch). None (except for one case
which | will discuss below) of the participants seemed to be searching extensively for
the best possible structure or method of learning. For a number of them, they already
had an existing structure which they embraced immediately. For others who used a new
structure, they seemed to have taken advantage of what was available in the immediate
surrounding, rather than searching for a best possible plan.

Louise used vocabulary flashcards right from the beginning until the end of her

DMC period, mainly because she was well familiar with the use of flashcards before:

So | carried those small pieces of paper everywhere with words,
because | saw that vocabulary is very important when you are
trying to learn a language very quickly [and] because flashcards
were always part of my life. (Louise, Q 5.1)
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Thus, she used the vocabulary flashcards due to the availability and her familiarity with
the use of flashcards. Furthermore, she held the belief that using these flashcards were
an effective tool to learn a second language’s vocabulary.

Not only did the participants make a structural choice soon after their DMCs
were launched, but they also opted out of the process of searching for a best possible
method. After Omed’s DMC started, he immediately decided to use English stories
because they were easily available to him. Yet, he did not spend time looking for a

“scientific’ method or taking an English course from an accredited institution:

1 probably didn’t have a concrete scientific plan to say ‘I need
to finish this beginner course in that period, and then to
intermediate and so on’... I didn’t know anything about
standard scientific methods. So | started with purchasing
English books, readg English articles.... (Omed, Q 5.1)

Not only did Omed not know about “standard scientific methodse did not make any
attempts to learn about them either. Rather, as he wanted to rely on himself, he took the
initiative on his own and developed a structure.

The one participant who reported conducting some initial research to find a best
method for his learning was Kardo; however, even his case does not imply a deviation
from the dominant theme of “no trial and error strategy”. First, Kardo’s DMC started
when he began his post-secondary studies at a university that instructed in English, and
he found himself of less ability than his classmates. However, there was another

additional element to this:

... In one of her [a lecturer’s] classes, | put an idea forward
upon the most powerful method to learn English. We argued in
class very much, but apparently we disagreed both in each
ideas... She believed that grammar is a prerequisite for
Learning! But I, however, completely disagreed with her. |
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believe that English is just like a soccer game... He [the learner]
has to do something instantly (Kardo, Q 5.2)

As he started asipparently heated argument with his tutor about the “most powerful
method to learn EngliShhe naturally experienced a sense of stimulation and pressure
to prove himself right. For that reason, he started searching for that method he

considered to be the best:

[T]hey thought that | am just a beginner and how can beginner-
student shows the influential method to learn English! ... |

surfed on internet very much until | found a guy called AJ.
Hoge effortlessenglish.copm.. | said yeassss now | found it

with all of heart. (Kardo, Q 5.3)

Secondly, even though he seemed to have believed that what he had found was
the best method, his DMC structure did not completely rely on that method. Rather, he
spent most of his time reading and writing in addition to listening to podcasts which did
not seem to be part of the A. J. Hoge’s method (mentioned in the quote above).

Therefore, in Kardo’s case, it seemed clear that the main reason for searching for a best
method was to challenge his English instructor, rather than to empower his own DMC,
and, once he endorsed this method, he only used it to support his personal DMC

structure.

5.3.23THEME 6: BECOMING CONSCIOUS OF AND USING EXISTING
RESOURCES

The data suggested that once the participants had a clear sense of where gy want
reach, they initially explored resources immediately accessible to them. In many cases,

these resources were already available to them but, as they mentioned, either they did
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not clearly know if they had existed or they did not have confidence in their
effectiveness.

When Omed was appointed as a branch manager, he now had a clear vision of
the L2 proficiency he wanted to achieve and this pushed him to make use of the

available resources:

... So I started with purchasing English books, reading English
articles. There were a few English newspapers available at the
market at the time. So | wanted to try different texts, to
understand them and then translate them. (Omed, Q 5.2)

As such, he mainly relied on newspaper articles and short story texts because he was
able to easily find them. Instead of taking English courses or consulting an L2
professional, he made the decision to use English texts which suited his L2 goal well
(being able to understand texts written in English).

Similarly, after the DMC launch, Ali became conscious of the resources that he

did not know they had previously existed:

[l n my local organisation, we had some foreign partners...

Before that interview event, | was hiding from those foreigners
and never wanted to speak with them... So the first step was to

get benefit the resources available to me which I didn't feel they
existed before. (Ali, Q 5.5)

Hence, Ali’s first step was to make a behavioural change after a shift in perception
about the need for approaching foreigners, who were now seen as a valuable resource
for learning English. Here, the shift in the motivational avoidance to motivational

approach is clearly evidenced in his experience.
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5324 THEME 7: ADOPTING NEW RESOURCES

Six of the participants used new sets of resources as the main part of their DMC
structure-by new, | refer to mechanisms, plans and methods which were not already
available to the participants and those they had not used before, whether for learning or
other purposes. These new resources were then adopted and incorporated into their
lifestyle in order to achieve the DMC goal.

Kardo, for example, used a variety of new resources such as listening to English
broadcasts, reading novels and articles, and practising writing in English, which were all
new practices he adopted after his DMC had started. Kawa also relied on reading stories
and practising the new vocabulary in them, something he had never done before. For
Alan, however, even though he used an entirely newly-adopted structural pathway, he
exploited the unique structural circumstances that suddenly became available to him. He
went to the German embassy in Syria to apply for a marriage-sponsorship visa but was
advised of a newly-applied rule of German proficiency. Even though he never expected
to be asked for such a language requirement, he immediately decided to turn the
challenge into a golden opportunity and create an effective structure from the new

circumstances: He enrolled in a German course and studied in his hotel room.

53.25THEME 8: INSTITUTIONALISED STRUCTURE AS SECONDARY

Some of the participants reported taking a language course or enrolment in an academic
institution as either their main DMC structure or as support to their personal structure.
This kind of structural utilisation was, in the process of analysis, called institutionalised
structure because the individual, intentionally or otherwise, usually had little control

over the details of the structure. The analysis focused on patterns of relationships

between being involved in an institution and the DMC experience.
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4 of the 9 participants used or were involveéd one form or anotherin
enrolment in an institution during their DMCs. Regardless of when their
institutionalised engagement began, the entire data collected from the 4 cases suggested
that formal enrolment had no effect on generating a DMC; that is, all the DMCs were
triggered mainly by an event, and based on a personal goal/vision, rather than by
triggers coming from an institution targeting their motivation. Moreover, although some
of them utilised what institutions offered to them, such as benefiting frosehbel’s
English subject (e.g. Suzan), none of the participants seemed to rely exclusively on the
structure provided by an L2 learning or academic institution.

When Alan was advised of the availability of a language centre which seemed to
provide free German courses, he almost immediately joined the course. Although he
attributed a great deal of his outstanding result to the course he took, his holistic account
of the entire experience provided further insight into the efficacy of his personalised
structure. First, the German course seemed to be grammar-focused as he described and
had the objective of preparing visa applicants for a formal test. However, even though
he passed the German test within the specified period, his achievement was mainly in
communicative skills terms as he was later praisetiile settled in Germany-for his
understanding/speaking skills. Secondly, while in Syria, he would only spend four hours
a day at the language centre. Other times, he was studying in his hotel room and

chatting on the Internet with his wife in German:

Alan: Other than the course, | had some German learning books
that | had taken with me and was studying them there. | was

using TV, and would sometime go to internet cafes and chatted

with my wife. She was helping me with the language...

Interviewer: And what else other than TV and chatting?
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Alan: | would sometimes go to the embassy and bore them. |
would go in there and used whatever words | had learned with
them. (Alan, Q 5.2)

As such, he also relied on a few German learning books, German TV, and even going to
the German embassy. Also, besides studying in his hotel room, he was taking study

notes when going out, making his learning times to be more than twelve hours a day:

Interviewer: How many hours did you devote to learning
German?

Alan: Including everything, | think | would dedicate up to twelve
hours every day, maybe more. The course hours were from 9 to
1. Then | would study while in the hotel. (Alan, Q 5.3)

Taken all these structural components together, it seems that Alan exploited the
time he spent in Syria well in the service of learning German. His structure included a
number of components and the institutional enrolment was only one compenent
perhaps a supplementary one. Therefore, it is clear that Alan used the institutionalised

structure as part, and in support of his personally-adopted DMC structure.

5.3.3Criteriaused in selectinga DM C structure
After identifying when the participants adopted their DMC structure and what they
made use of, it is necessary to understand what criteria they used for their structural
choice. Thus, the question guiding this section of analysis was: What makes an
individual experiencing a DMC decide on a kind of structure irrespective of the
availability or the lack of necessary resources?

The data of all the DMC cases suggested that the selection of a DMC structure
was primarily made based on two main criteria: the structure needed to be personally-

appropriate and goal-appropriate. However, before discussing these two criteria, a
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dominant pattern emerged that seemed to explain what influenced the participants’

choices most.

5331 THEME 9: REJECTING OTHERS’ ADVICE

A number of participants spoke about instances in which they deliberately rejected
others’ advice on how to proceed about or what to use for their learning. Ali for

example did not accept a friend’s suggestion to install a dictionary application on his

phone:

... Linsisted very much not to install a dictionary on my phone...
a friend who is now in Australia told me to purchase that
dictionary, but I rejected... because | wanted to depend on
myself. So | would not be depending on a dictionary for
anvthirg I didn’t know. (Ali, Q 5.6)

It seems that Ali’s friend who suggested the idea of a phone dictionary had been ahead

of him in terms of language skills and was therefore in the position to recommend

methods that had worked for him or her. However, Ali did not accept the idea, not

because he saw little use in that method, but because he wanted to rely on himself.
Similarly, when Omed was offered a managerial position at his organisation

which requied him to develop his English skills, he did not bother with taking an

English learning course because he wanted to rely on himself: “/ didn 't want to take

English courses, but wanted to rely on myself. So | began with purchasing $tories.

(Omed, Q 5.3)

The participants felt confident in making a decision about their structural choice,
and this was a dominant theme also for the participants who were engaged in learning
through institutions which mostly offered standard structural requirements or

recommendations. Kardo, for example, was unable to make sense of the number of
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hours set as standard for reading in the L2: “That period, there was a day that | was
reading 10-13 hour whereas we were told from our instructors that the reading hour is

7 hour per week which was thoroughly meaningless t6 (Kardo, Q 5.4) Thus, not

only did he reject his instructors’ advice, but he also found their recommendation

meaningless.

5.3.3.2THEME 10: PERSONALLY APPROPRIATE
The data analysis identified that the most dominant underlying factor for all the
participants was whether or not one kind of structure suited their personal
circumstances. | have previously discussed how the participants made use of existing
resources; yet, the individuals did not seem to utilise all the resources immediately
available to them. Similarly, when they reached out to new resources, they were rather
selective in their choices.

The major reason that Suzan relied on watching TV for improving her
understanding skills in English was that she always liked movies. As she was previously
watching English TV on a daily basis, she did not see relying on TV as a big change to

her personal circumstances:

Suzan: Actually | was watching TV since | was, English
programs, since | was, maybe ten years.oldvas using, | was
watching TV aimless, without any, pointless, I just, to make the
time, yeah... to pass time only, but then when | use it for

learning, | was focused, more focused, especially because | read
the subtitle, so when the conversation, actually they repeated
the, some TV shows, so | watched the second ermmm
Interviewer: Episode?

Suzan: Yeah. (Suzan, Q 5.2)

As such, watching TV in English had been an established part of her lifestyle
long before her DMC experience. Therefore, despite making changes in the way she

159



watched TV during her DMC period to direct it towards her learning goal, using TV as
her DMC structure was not seen as incorporating a new and burdensome commitment to
her life. She also explained that watching TV was mainly specified to times when she

had finished her daily tasks and Hagb times: “/f was my free time... S0 the two hours

for movie in the evening was my special time, relaxing tirt®uzan, Q 5.3)

The issue that some of the participants only used free time to study for their
DMC goal was one factor in making the DMC structure more personally befitting.
Some other participants discussed this appropriateness in terms of incorporating their
DMC engagement successfully into their daily schedule. For Kawa, for example,
studying late at night was an effective structural element that worked well with his busy

schedule:

... L had a special schedule which was the main thing... So, I

would usually get home at around 8 or 9 and after dinner and
spending time with family and watching some TV, | would go to
my room and get down to my study or my timély family were

all asleep and there were no attractions. (Kawa, Q 5.2)

5.3.33THEME 11: GOAL-APPROPRIATE

The second important determinant of selecting a certain type of DMC structure was
ensuring that the structure suited the participant’s DMC goal. As discussed earlier,

whereas the participants did not seem to undertake extensive research to select a
specific kind of structure, their selection of structure was nevertheless never random. If
we go back to Suzan’s story, her reliance on TV shows was not merely because of the
availability and suitability of that structure, but perhaps more importantly, because it
was probably the best available choice to serve her DMC-dwahg able to

understand spoken English. Louise’s use of vocabulary flashcards was also in part due

to their aptness to achieve her DMC goal in addition to their carryout suitability:
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... I saw that vocabulary is very important when you are trying
to learn a language very quickly. And even when | was at a
party like with my friends or going somewhere, | was just
looking at those flashcards all the time. (Louise, Q 5.2)

It is worth noting here that Louise was learning Old Norse which is no longer spoken,
and as such, when she is referring to “a languag® it is probably her belief on learning
that particular language. As such, her belief on what was best to learn a language

reflected her assumption about the best way to achieve her DMC goal.

5.3.4 DMC structure and maintaining motivation

So far, the focus has been on the initial stages of a DMC occurrence, that is, the DMC
launch and the immediate decisions the participants made following the launch. In the
sections below, | will present the analysis that covers the subsequent stages of a DMC
process. If by now we understand how a DMC starts and why one uses one type of
structure versus other types, it is time, and perhaps more important, to investigate how
individuals experiencing a DMC manage to maintain their heightened motivation and
motivated behaviour for an extended period of time. Five themes were finalised in this

regard.

5.341THEME 12: DEVELOPING BEHAVIOURAL ROUTINES

Even though most of the participants were not directly asked whether they had
developed learning routines while in their DMCs, many of them discussed the issue at
some point in their narratives, especially in the context of their DMC structure. By
going through the dataset for codes related to routines in the participants’ experiences, it

was found that the majority of them did develop routines related to their DMCs. Despite
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identifying behavioural routines as a dominant theme in the data, the analysis found
variations in what was considered as routines, how they were developed, and how they
were carried out.

When the participants were asked about the structure or method they used for
their learning, they all mentioned a set of activities they engaged in on a regular basis.
That is, instead of doing anything and anytime to improve their language, they rather
relied on an almost systematic set of recurring learning behaviour.

In Suzan’s experience for example, the presence of learning routines was very
clear. However, whereas she relied mainly on the routine of watching TV shows for her

learning, other types of learning engagement did not become established routines:

Interviewer:So let’s talk about the structure. You used TV,

movies and what else did youe®s

Suzan: Newspaper, but not much, because maybe even in three
or four months, | can find one issue, but basically TV. |
sometimes asked my teacher if | pronounce the words that |
don’t know the exact meaning in Arabic...

Interviewer:_Did you buy dictionaries and books?

Suzan: Yeah we have them, but as | said, my major problemis
spelling. So even if I try to search for a specific word, | was not
lucky in finding the exact meaning. (Suzan, Q 5.4)

Suzan had the routine of watching a TV show for fifteen minutes and then a movie
every night. However, as seen in the extract, she never developed routines with other
resources she sometimes used such as newspapers and dictionaries. For newspapers, she
was unable to obtain them frequently and this lack of availability was the factor we
know that prohibited reading newspapers from becoming a routine. As for dictionaries,
even though they were available to her, she did not find them particularly useful.

The participants were selective in what types of resources and learning

behaviours they adopted and practiced on a regular basis. In doing so, they chose the
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learning behaviours that both helped them to reach their DMC goal and also suited their
schedules and lifestylekalready mentioned Kawa’s story whose work/school schedule

was crucial in enabling the establishment/execution of his study routines, as he narrates:

... It was a daily thing and | would not be happy going to bed
without studying. Sometimes, | would fall asleep while
studying... If I was extremely tired or had to go out with friends,
| would not study or study very littl&uz I didn 't feel good on

those days. (Kawa, Q 5.3)

He clearly had study routines that he would engage in on a daily basis. His routines
were developed in accordance with his busy daily schedule; however, his busy lifestyle
did not pose a major risk on his routine engagement. Thus, on the one hand, he managed
to use the busy schedule in the service of his learning as he saw the late evening study
“a good tim& because his “family were all asleep and there were no attractions

the other hand, feeling “good’ about engagement played an underlying role in keeping

his routines unchanged in the face of attractions. When he was “extremely tired or had

to go out with friend§ he would then not engage in his daily routines, but in return felt
unhappy about it. Therefore, it seemed that satisfaction derived from engagement would
intervene whenever there was a competing, mostly external, distractor to the DMC
routines.

Despite developing established DMC routines, the participants did report facing
difficulties in maintaining continual engagement in their routines and therefore they
sometimes had to safeguard them. Suzan, for example, in a number of circumstances,
reported her dedication and commitment to maintaining her TV routine engagement,

and at times she made all the effort to fight any interruptions to her routine:

| stuck to that routine, so | have to watch it whatever the
circumstance was, even sometimes like bring my homework in

163



front of the TV so my father and mom don’t say anything
because I am studying, but I don't, actually I am watching the
TV. (Suzan, Q 5.5)

This suggests that Suzan found engagement in her learning routines to be so rewarding
insomuch as she was doing everything in her power to avoid external interruptions.
Thus, engagement was a personally preferred choice.

A significant advantage of developing DMC routines seemed to be related to
empowering longerm motivation. | discussed above how Suzan made all the attempt to
maintain engagement in her TV routines even when the external pressure was high.
This seemed to be true at times when engagement in these routines was too exhausting

for her:

Actually sometimes | just fall asleep before the beginning of the
movie but still waiting, but because I just want to learn this
conversation, maybe | need it someday. | thought it is important,
So yeah, it was exhausting. (Suzan, Q 5.6)

In the excerpt above, Suzan mentions the difficulties that she faced. Yet, the
exhaustion she reports did not pose an actual risk to cause any interruption in her
routines. At those times, it seems that, her driving force to continue watching the
movies and fight sleepiness and tiredness was not the enjoyment from the engagement
itself; rather, it was the fact that watching TV was now an established routine in her life.
As a result, skipping those routines was interpreted as not making progress towards her
goal. She theffere continued her engagement because she felt she would “need it
someday as “it was importarit for her goal. Therefore, it seemed that developing
established DMC routines was vital for keeping the motivational tendency intact, even

at times when the going was tough.
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534.2THEME 13: ESTABLISHING BEHAVIOURAL ROUTINES

There existed variation in regard to when (at what stage into their DMCs) the
participants felt they had turned their learning activities into habitual routines. However,
the variation was mainly due to whether an individual had made use of existing or new
resources as discussed in an earlier section. First, the participants who relied on existing
resources as their salient DMC structure seemed to be capable of developing and
establishing learning routines relatively soon after their DMCs had started. Suzan for
example seemed to have had the advantage of having the TV watching an established
routine long before her DMC. Although it was previously never a learning routine, the
fact that she had used to be watching TV in the L2 was helpful in making an almost
straightforward transition.

The data also suggested that a number of participants made changes to some pre-
DMC personal habits in the service of the DMC experience. Ali, for example, discussed
how he changed his habit of searching for material at work from doing it in Arabic into

English after his DMC has started:

At work, as | said, if | needed to search on a topic, | would not
do in Arabic.. | would go to an English one, even though | knew
it was taking me more time, and more effort, but | would do it

anyways. (Ali, Q 5.7)

There is a clear indication here that as a result of this change in habits, Ali accepted the
extra effort associated with the modifications. Suzan also accepted to stay awake late to
watch the TV episodes for a second time.

As for the other participants who did not rely primarily on existing resources or
pre-established routines, they tended to develop their new learning routines a while after
and into their DMC exgriences. When Sahar’s DMC started as a result of meeting a

group of classmates who were interested to learn Japanese, they together developed
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weekly meeting routine to discuss their passion for Japanese and share their

experiences. However, this took them a few months to become an established routine:

Interviewer: Were these routines developed from beginning or
throughout the experience?

Sahar;_Later | think, because at first it was just random phrases
picked up from anime, and not a fixed time just whenever we
chatted... (Sahar, Q 5.2)

As such, whereas the participants who utilised pre-existing routines as part of
their DMC structure picked up those routines almost immediately, the process of routine
establishment for the other participants took a relatively long period of time to become

an integrated part of their lifestyle.

5.34.3THEME 14: INTENSE MENTAL/AFFECTIVE PREOCCUPATION

Despite the emergence of behavioural routines as a dominant theme, the data revealed
that engagementor thinking about the DMC-was not always restricted to specific

times. The analysis also identified that, for most of the participants, learning did not
depend on a single activity such as reading in the L2. Table 5.4 illustrates that the
participants made use of a combination of learning rescutakisough some of them
utilised a main studying method. The participants also varied in how much time they

devoted to the L2 learning on a daily basis.
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Participant Main learning method How much time spent
(DMC structure) daily on learning
1. Ali used radio and TV programmes, read L around 3-6 hrs
materials, spoke to foreigners in L2,
attended learning sessions

2. Omed read and translated L2 stories & around 4-6 hrs
newspapers, used email correspondenc
L2

3. Alan attended L2 preparatory course, studiec close to 10 hrs

and read L2 textbooks, watched TV in L

4. Kardo read, watched and listened to L2 materi over 10 hrs
attended university course in L2, spoke
people in L2

5. Kawa  studied stories and other material in L2 2-3 hrs

6. Sahar watched L2 anime and other L2 materia 1-3 hrs

studied with a group of friends

7. Suzan watched TV shows and movies in L2 around 3-4 hrs

8. Shirin  studied at an L2 learning centre, read about 6-8 hrs
papers and watched TV in L2

9. Louise used vocabulary flashcards and read 1-5 hrs
poetry in L2

Table5.4: Participants’ structure and daily time spent on learning

As can be noticed from Table 5.4, while a number of participants did spend a
relatively high number of hours on their learning, for at least some of them the number
was low (e.g. 1 hour), and for a number of participants the average was around 2 to 3
hours a day. Nevertheless, a more holist analysis of the dataset indicated that the
number of hours spent on learning might have had little relevance to the motivational

intensity of the DMCs.
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An example on the extreme side of this table was Kardo who, on some days,
spent 13 hours studying English and reported his daily engagement in L2 learning as

follows:

... Describing my routine in this two years, it would be speaking
in English, dreaming in English, eating in English, reading in
English, watching English televisions... all those are a great

part of my life that time. (Kardo, Q 5.5)

It is clear that learning had become a considerably major, if not the most significant,
part of his daily occupation. However, it is important to note that this preoccupation was
not always restricted to studying the L2, but also and perhaps more importantly a

mental/affective obsession

Honestly, | was listening to English podcast8 ksurs a day...
Beside this, | was reading interesting novels, articles, surfing on
YouTube watching motivational and inspirational videos made
me on cloud 9 and | was enjoying every second of my life that
time. (Kardo, Q 5.6)

Apparently, watching “motivational and inspirational videdsn the Internet was not
aimed at learning any aspects of the target language. Rather, it signifies his mental and
emotional involvement in his DMC and an expression of his exciterassalso
reflected in his feeling of enjoyment in his “every secontof his life.

Kardo’s experience was a typical example of a DMC displaying intensity of
cognitive, physical and emotional engagement. Engagement in DMC behaviour had
become the norm and exceeded his and others’ expectations.

As for the participants who did not spend as much time on learning, their
experiences were still recognised for being intense, overwhelming and obsessive. First,

it is necessary to point out that the participants who spent less time on learning were
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virtually too busy to devote more time to studying. Louise, for example, whose DMC
occurred in a single summer, was meanwhile busy with a number of other

responsibilities, and was only able to engage in the L2 learning in her free times:

Well | had to do a lot of other things. First of all | had to
graduate from my home university and finish my dissertation...
But | used my free time for that, so whenever | was alone in my
room... (Louise, Q 5.3)

Despite the relatively little amount of time she devoted to learning, she nevertheless
though of learning Old Norse “all the timé& and “even in the backgroufid“Well, to tell

the truth, 1 was not really pushing myself. Well, when you think about something all the

time... and I think that is what helped me to do it all the time” (Louise, Q 5.4) As such,
because she was mentally and emotionally preoccupied with her L2 learning, she did
not perceive engagement in learning as being homework performed at and for a certain
time a day.

Similarly, Sahar’s preoccupation with Japanese was mentally and emotionally
intense despite the fact that she spent relatively little dimiearning: “[I]t was

definitely something that was constantly on my minceven during lectures... or

sometimes day dreaming about learning Japanese and speaking it frequiently

(Sahar, Q 5.3) Since she was at the university at the time majoring in English (not
Japanese), she was only able to engage in Japanese learning in her free time. However,
and despite the relatively short time she devoted to Japanese, she considered learning

Japanese as the “title” of her life chapter during those two years: “[I]t feels like that is

kind of the title of my life if | put my life in chapters §@Sahar, Q 5.4)

Thus, these examples suggested that all the DMCs were considered as intense.

However, this intensity of engagement was not measured by the number of bours th
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participants had spent on learning, but by the degree of mental, emotional as well as

cognitive and physical preoccupation with their DMCs.

5344 THEME 15: PROXIMAL TARGETS

The majority of the participants used a structure that provided opportunities for dividing
the tasks into short-term targets, and hence effort was mostly directed towards a
closer—not a final—goal. This in turn was especially useful in achieving a sense of
direction towards a tangible objective when the final goal was hardly linguistically
definable. The majority of the participants aimed for reaching a certain level of L2
proficiency without being knowledgeable of what the exact terms of that proficiency
meant. This was even more so for the participants who did not take any institutionalised
course or did not rely on any external competency standards.

Suzan, for example, wanted to be able to understand spoken English, which was
a clearly-defined goal, but was unable to define the exact level of competency this goal

entailed. Therefore, she rather aimed for learning as many words as possible:

Interviewer:Did you set yourself any goals...?

Suzani4t that stage I didn’t have clear goals but | need to like, |

have to know, | just need to know unlimited wardsus there is
opportunity to see how progressed | was like, sometimes using
untranslated movies, sometimes when we go to hospital, because
all the staff using English language, | was like feeling victory or
succeed when | heard them speak, and | know what they are

saying. (Suzan, Q 5.7)

As can be noticed, instead of standardised or regular subgoals to aim for, Suzan used the
available resources to check her progress; she used “untranslated movi€sand settings
where people used the L2 whereby she asdé®s L2 level against their speaking in

the L2. A clear advantage was that these progress checks appeared as real or authentic
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contexts where the L2 was being used by native speakers in the movies, or medical staff
who used the L2 in everyday situations. As a result, in these circumstances she felt
victorious and happy with her progress.

The participants varied in regard to what they used as subgoals, whether they
relied on a set of concrete subgoals, or how frequently these subgoals were used.
Therefore, they differed in the degree of whether their use of subgoals was structured.
However, they all had a mechanism in place to check their intermittent progress.

Suzan also benefitted from incorporating other progress evaluation mechanisms
into her learning routine. When | asked her if watching TV differed during her

experience from before, checking progress was a main difference:

... L was testing myself and getting the feedback from watching
the second time of, because they presented, showed twice during
the week, so the first time as studying, the second time testing
what | learned to make sure that | know what this word without
seeing its translation... | was, examine myself. (Suzan, Q 5.8)

Although setting these short-term targets or points of evaluation seemed to have been
more systematic, Suzan found the randomly-occurring opportunities for assessing her
progress against the real-world L2 use more powerful in generating a sense of success.
However, the incorporation of progress checks into her daily DMC activity seemed
more effective in providing immediate feedback.

The latter was also identified with other participants as an efficient tool of
gaining awareness of how one was progressing. Shirin, for example, discussed how she
added her own way of setting subgoals to make her progress more personally
administered and assessed. She was setting herself a daily target of learning five
vocabulary items, and then increasing the level of difficulty to reach twelve words per

day at some point:
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| was initially learning 5 words a dayl was also testing myself
randomly on the words | had learned in that week. This is one,
on the other hand, when | was listening to people or on TV or
radio, and when | would know the meaning of these words, |
would know that I had learnt them... but later, instead of 5 a

day, | was able to keep 12 words in my memory. (Shirin, Q 5.4)

Thus, she started with setting herself manageable targets and gradually changed it to
more difficult, but still accomplishable short-term objectives. Furthermore, she was
using daily as well as weekly subgoals or points of assessment; however, she appeared
to have practiced her weekly test more systematically so that she would have a clear
picture of her roadmap in mind. Additionally, similar to Suzan’s case, Shirin also made

use of assessing her progress through the non-systematic method of checking her
newly-learnt vocabulary against authentic sources of the L2 use on TV and radio.

The other participants seemed to be following an even less-strict mechanism in
this regard. A number of participants, Ali, Omed, Louise, Sahar and Suzan, for
example, started their DMCs mainly in pursuit of improving L2 communicative skills,
for which setting short-term targets was a challenge especially with access to limited
resources. However, they all had one practice in common which was the use of
translation. The underlying reason for using translation seemed to be related to
producing a way to set tangible short-term units to direct their effort towards and
measure their progress against. To Louise, for example, besides the vocabulary
flashcards she used, reading was more enjoyable because it allowed her to translate

some of the L.2 content: ... I think reading was the most enjoyable thing for me,

because | got the vocabulary and the basic grammar, so | could translate some of the

phrases, some of the stanZg&.ouise, Q 5.5)
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In summary, all the participants made use of some type of proximal goal setting
method, whether or not their DMC structure provided it. These subgoals were shorter
targets or units of study which the participants focused on, more so than their distal
goals. In return, these proximal subgoals provided an effective way of measuring
progress and evaluation of improvement. Once the participants completed these steps,
they felt their effort was leading to tangible achievement, which generated a sense of

success and thus happiness in them.

5.345THEME 16: SOLICITED FEEDBACK

The use of feedback emerged as a major theme although the individuals varied in how
and where they procured feedback. For many of the participants, feedback was not
readily available as they did not follow a systematic method of learning such as taking a
course or using a language textbook. However, they still actively sought feedback,
which the analysis labelled solicited feedback.

Ali, for example, who did not take any courses but developed his own DMC
structure, seemed to have greatly recognised the value of feedback. He therefore
integrated feedback into his entire experience both to confirm progress and maintain his
momentum. However, with the lack of systematic or institutionalised feedback, he used
a variety of other feedback sources. For example, he discussed how he was so
proactively seeking affirmative feedback thatuliésed his ability to read people’s

eyes:“...I would see the effect of this when | was talking to others in English and |

could see in their eyes that they see a change in me, a change in my skills towards

better” (Ali, Q 5.8)
Although all the participants followed a personalised and independent structure,

no participant reported seeking feedback from others aimed at confirming specific
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linguistic aspects of their progress. They mainly relied on subgoals they had set for
themselves and their own methods of self-evaluation. Therefore, in all the DMC cases,
the participants reported positive feedback only (i.e. feedback affirming progress). It is
important to note that the participants sought perceived progress, not actual; none of
them reported taking regular systematic L2 tests while in their DMCs. What seemed to
be central was feedback signalling and confirming that they were on the right track
towards their DMC goals. These signals were in turn interpreted positively leading to

positive emotionality, as in the case of Ali:

... Just a sentence about my English was enough to arouse this
enjoyment. For example, a friend of mine once told me that
when he heard me using the word ‘minority’, he was content

that my English was good enough. This was a like big certificate
for me. (Ali, Q 5.9)

Ali later discussed how he gained the courage to speak in English at work
meetings and that led him to interpret his newly-acquired abilities as a sign of positive

progress, which brought him a great sense of pride:

... And in the evenings, when we would gather with friends, |

would talk about these situationsyu know like a hero who'’s

just come back from an adventure... | mean, in these gatherings,
| would lead the discussion and talk about my achievement. (Al,
Q 5.10)

Similarly, although Kardo was studying at a university where English was used,
instead of relying extensively on his instructors’ formal method of delivering feedback,
he chose to supplement the university’s grading system with a personally-developed
mechanism. He found his ability to speak to others in the L2 a more authentic source of

positive feedback than the escalating grades he had received:
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I was very joyful ... because | saw my grades very high at the
university and | was talking to all my lecturers and instructors
and people in English! | was feeling wow | can fully understand
them and they can fully understand me. (Kardo, Q 5.7)

5.3.5DMC closure

This section addresses the issue of the final stages of the DMC cases studied. It focuses
on how the DMCs ended and how the DMC structures followed helped the participants
reach their final destination. Although originally not part of the research agenda of this
thesis, the analysis included the final stages of the DMCs and considered whether the
participants continued to make use of their structures once their DMCs had ended.

Three main themes were finalised on the ending stages of the DMCs.

535.1THEME 17: STRUCTURE ASDETERMINANT OF DMC SUCCESS

All the nine participants studied in this chapter achieved their DMC goals. However,
here | mention two non-DME&-in that the intense currents did not continue until goal
attainment—cases to illustrate the significance of a structure in making any long-term
engagement a DMC. | followed both Ezhder and Carla (see Chapter 4) as they were
engaged in formal academic studies (MA at a British university) in order to investigate
potential DMC cases as they were happening. They both displayed high motivational
levels at the beginning of their studies and initial stages of my data collection. However,
after a few periodic interviews within a few months, they were unable to maintain their
initial motivational surges. Based on their attributions and a general assessment of their
interview data, it seemed that their major difficulty was their lack of an established,

functioning and personally-endorsed structure.
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When I first interviewed Ezhder, he talked about his high motivation and deep
interest in his studies, but was unable to explain the structural components of his
experience. When | interviewed him again after a few months into his MA, he was still
undecided what structural pathway he needed to adopt, and his attempts to develop

study routines did not seem to have worked:

Ezhder:... | planned with a friend to go to a restaurant, to walk
in the morning, and then get some fresh air and come back, and
turn over everything and start working, and it really worked for
mebecause it was very productive...

Interviewer: Did you do that on a daily basis?

Ezhder: On a daily basis. Every day in the morning, wake up,
walk to the restaurant...

Interviewer:_Why did you stop it then?

Ezhder._There were some issues related to that. If | everyday go
a restaurant, it costs for me (Ezhder, Q 5.1)

Even though his plan of going to a restaurant seemed to be effective for a while, it failed
in the long run because it did not suit his personal circumstances (not affording to eat
out every day). However, when he changed his plan to go to the library earlier, he again

faced the issue of not being satisfied with the available snacks:

... Inthe library... you will just only focus. But there was an
issue, in studying in the library there is the issue of eating.
Eating is an issuéou can't eat... we will not be satisfied with
these small snack or [laughter]. (Ezhder, Q 5. 2)

Clearly, after his previous plans were not effective, Ezhder had not yet
developed a structural plan, but was in the process of refining and reconsidering new
plans. Therefore, despite that he was at the final stages of his second semester, he felt
forced to rely on self-control to maintain his engagement and as a result he felt anxious

and bored:
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Interviewer: ... [D]o you feel bored, do you feel anxious or
things like that?

Ezhder:_Yeah, exactlYhere are times you get bored... there
are some distractiongou can 't focus, you get tired, so you feel
bored, anxious, and you're not sure.... (Ezhder, Q 5.3)

Similarly, when I first interviewed Carla, who was also studying towards an MA

in applied linguistics, she seemed to be very motivated and determined to study for a

degree in her favourite field. And at a later interview when she was at the middle of her

second semester, she was taking two modules and was struggling with at least one of

| am, for both modules | must say, | am not reading as muth as
should be reading. For the model that | am not interestéd in,
am not reading, hardly anything, and, but, | am again very busy
with work this semester as well. So | find it very hard to
organise myself, not necessarily motivate myself, but organise
myself on what | should be doing first and things like thafst
semester | managed to do it, a little bit, not as much as | wanted
to do... This semester I am just, | am full of paperwork and the

two days that | had set for the masters, just seem to be taken
over by paperwork for work, my job, and | seem to be very tired
in the evenings, so | am not very productive in the evening any
more. (Carla, Q 5.1)

At that point of time, it was obvious that she was struggling with her original plan of

devoting two days for her MA studies, although she still had a clear goal and

willingness to achieve her MA. Her original plan seemed to have been somewhat

effective in the first semester, but was clearly not helpful in providing her with a smooth

pathway and a set of established study routines.
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5.352THEME 18: VARIOUSPATTERNS OF DMC CLOSURE

All the DMC cases lost their motivational intensity at some point. A number of trends
were identified as to when the DMCs practically ended. Although Sahar was involved

in learning the L2 for the entire four years in university, she only considered the first

two years to be intense (i.e. DMC). Her motivational intensity faded almost gradually
because of two main reasons. First, the DMC goal was no longer valued as before; since
she was majoring in English literature, she found little utility in devoting much time to

an L2 she might not need to use in the future:

... [1]t just became more difficult to find time for it really. So it
was a matter of like academic work versus trying to learn a new
language that wasn’t part of my degree and that probably made

it more difficult. (Sahar, Q 5.5)

Although seemingly less determinant in why Sahar no longer continued in the
same intensity, the second reason was that since her entire experience was based on

learning with a group, once the other members discontinued, she also lost interest:

... because a lot of my friends who started out with me left SO

they didn’t continue with me and it’s hard to have like as much
motivation when you are on your own, so it kinda died out after
that. (Sahar, Q 5.6)

A second trend was that the motivational intensity gradually ebbed once the

DMC goal was achieved, as was the case with Ali:

Ali: I was shortlisted and I did really well in the interview and
got accepted. then felt I've reached a good level, like a curve.
Interviewer: So after getting the job, your motivation slowly
reduced?

Ali: Exactly, but the decline was not sharp and straight. (Ali, Q
5.11)
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The third pattern which was identified with only one participant was the
extension of the DMC cycle beyond the origingllganed goal. Suzan’s initial goal
was to be able to understand her brother and uncle who spoke in English. Suzan was

able to reach this level in about six months, but her DMC lasted for nearly two years:

Interviewer: How long did it take you to be able to understand
them?

Suzan: Actually not much, after six months of focused learhing,
understand them.... (Suzan, Q 5.9)

Yet, Suzan’s intense motivational journey continued despite achieving the goal
in the first six monthsSuzan’s ultimate goal was to show to her family members that
she was also capable of understanding spoken English; therefore, her DMC goal was
primarily to prove herself rather than reaching a specific linguistic proficiency per se. In
the process of her DMC, however, her goal was slightly modified from proving to her
family to prove to her class at school or even anyone of her age, and that then became

the new DMC goal:

... L was so focused that | need to learn better than anyone
else.. | feel that | am strong, | am satisfied. You know when |
am learning English 1 am better than my uncle actualyr /
feel | need more, | deserve more because | am better than
anyone else in my age. (Suzan, Q 5.10)

As such, her modified DMC goal was then to become better than others of her age,
especially her classmates who admired her skills in English and asked her for help with

translation.
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5.3.5.3 THEME 19: AD HOC STRUCTURE
A number of participants reported continued interest in learning and even practice
beyond the DMC period. However, adopting the same structure seemed to be no longer
effective in promoting intense motivational engagement.

Ali, for example, still kept some of the DMC routines even after his DMC, but

in a less-intense motivational mode:

Even now, when | go to work in the morning, | listen to a radio
show in English... I don't say, it is every day now, but most of

the days | listen to them So it is like if I haven't listened to

them for a while, | feel I am missing something, like for example,
if you haven't eaten that kind of food, you crave it, like that.

(Ali, Q 5.12)

Despite this continued practice, simply listening to the radio while going to work did
not seem to create a new DMC-like experience. First, he only continued the DMC
practice that was easy to follewthat did not require much effort. Secondly, although
he mentioned that he was planning to repeat the previous experience in the near future
because he needed to improve his L2 further, this continued practice of listening to the
radio in the L2 was more of an affective reconnection with his DMC than an actual
DMC.

Somewhat similarly, when Suzan entered the university and at one point
intended to go through a similar experience for a different goal (being competent in her

linguistics classes in university), she found little use in her watching-TV structure:

... I started when I was at my second year in college... So, |
returned to my habits, but itasn 't that efficient. It wasn'’t like

the first time it happened with me... | tried to get back to the
movies, but I couldn't find the source of information I need
because we study like, more linguistics, parts and it is not like
general English, more academic. (Suzan, Q 5.11)
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Thus, both Ali’s and Suzan’s post-DMC practice of the same structure used
while in their DMCs yielded no benefits let alone helping them to go through a DMC
anew. Whereas simply having a valuable goal (in case of Ali) did not result in a

matching structureSuzan’s old structure no longer fitted her new goal.

5.4 Discussion

The aim of this chapter was to investigate whether the participants systematically used a
set of learning methods as part of their intense experiences, how they made use of
learning resources, and if and how their DMC structures played any role in inducing and
maintaining the intense motivational energy that characterises DMCs. Although the
DMCs had occurred long before the interviews (see Chapter 4), the participants
discussed the structural aspects of their experiences in clear and consistent narratives
and relatively enough detail. This implies that a facilitative structure is indeed a
prominent component of the DMC construct providing support for earlier
conceptualisatiamof the DMC structure as a salient constituent of the DMC (e.qg.

Dornyei et al., 2014, 2015). This chapter can also be considered an expansion of a
previous empirical work (Henry et al., 2015) in presenting a comprehensive account of

the \arious stages of the DMC’s lifecycle.

5.4.1 How doesa DM C comeinto being?

All the DMC cases studied and presented in this chapter had clear starting and ending
points which validates the occurrence of an intense and sustainable motivational
experience as an independent and valid psychological phenomenon. All the participants

associated the birth of their DMCs with certain personal circumstances and even more
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S0 with a specific event supporting theino that a “DMC never simply drifts into

being but rather is triggered by something specific” (Dornyei et al., 2014, p. 14). The

data contained examples of inducing triggers, such as receiving new information and
opportunities, negative emotions resulting from unpleasant situations or events leading
to a sense of awakening, or meeting friends sharing an L2 learning goal. Nevertheless,
the findings suggested that the power of a trigger remains dependent on a set of pre-
existing conditions which, although not sufficient to give rise to a DMC, pave the
ground for a potential trigger to be effective. These conditions were having a general
goal or personal aspirations, the perception of goal feasibility and one’s own control

over the tasks needed to reach that goal. Despite that Dornyei et al. (2016) also list the
condition of“openness to the DMC experieiige terms of a number of personality

trait conditions, the current findings did not directly support this hypothesis. This in turn
can be positive for DMC-generating programmes as the exclusion of these personality
trait conditions means that almost any learner can experience a DMC, regardless of
inherent personality attributes.

The findings suggested that once a powerful trigger comes into effect, there
occurs an almost dramatic unison between the availability of the right trigger and the
fulfilment of all the DMC conditions. It was apparent that in most of the cases, the
individuals had a general goal for a relatively long period before their DMCs started;
however, simply having a goal did not lead any of them to experience a DMC, or a
DMC-like motivational surge. Furthermore, when the participants encountered with a
triggering stimulus, their goal changed from general to specific, from non-L2 to L2-
related, and from abstract to a clearly-defined one. This implies that whereas merely
being conscious of the value and necessity of a goal does not lead to the emergence of a

DMC, an inducing trigger plays a central role in maturing a general aspiration into a-
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linguistically-specified end point. The underlying mechanism behind this necessary
change seems to be through providing an individual with the ability to reconstruct their
goal and turn it into a vision (Dérnyei & Kubanyiova, 2014) so that an individual could
direct his/her energy toward a clearly-envisaged end point.

On the other hand, in order for an individual to experience a DMC, s/he needs to
hold the belief that s/he has the capacity to participate in and complete all the activities
leading to the goal accomplishment. Acquiring the perception of a challenge-skill
balance was found to be necessargrambalance leads to the appraisal of the goal as
either too easy or too challenging; whereas the former leads to boredom and loss of
interest, the latter obstructs a sense of perceived control and progress (Csikszentmihalyi,
1988). Maintaining this balance has also been proven to have a positive effect on the

guality of experience (Moneta & Csikszentmihalyi, 1996).

5.4.2 From intention to action

Once a DMC was launched, the participants experienced more than simply a sense of
arousal; immediately after the launch, the participants felt a compelling urge to find a
matching structure to embark on a plan of action so their passion was translated into
motivated behaviour. Therefore, what characterises a DMC launch is its ability to
exceed excitement and fantasy and generate a plan for action. Although decisions about
these plans were made spontaneously, the findings suggested that an immediate
endorsement of a structure was necessary so the initial motivational burst would remain
intact in the face of upcoming distractions. The failure of the two potential DMC cases
(Ezhder and Carla) are examples of not only the crucial role of structure in DMCs, but
also that without developing a personalised, functioning structure immediately or

shortly after the DMC launch, a DMC'’s sustainability might always be at stake, and
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constant switching and trying different plans do not seem to be effective. From a
theoretical perspective, delaying the establishment of such a personalised structure will
probably only work against the constant release of energy and a clear sense of progress
without which a DMC will eventually suffer despite possessing the other components
such as goal/vision and positive emotional loading. Although a successful launch
probably represents “half the battle” (DOrnyei et al., 2016, p. $& what is needed for a

DMC, it might nevertheless not guarantee a continued DMC without a proper

embracement of a functioning structure.

5.4.2.1 Self-generated structure

The participants used a variety of existing and new resources as their DMC structure.
Yet, none of them based their selection on extensive consideration of what might be the
best possible structure, and (no-trial-and-error) emerged as a main theme. On the
contrary, being doubtful or reluctant to endorse a salient structure seemed to hinder the
steady progress of the motivated behaviour. Perhaps a lengthy exploration of what
might be the best functioning structure can cause a considerable waste of energy and
focus to the extent that it could lead to the DMC failure. In both Ezhder and Carla’s

cases, they clearly failed to make a smooth and rapid transition to a hyper-drive with
established sets of learning routines.

As a result of a hasty endorsement of a structure, the participants discussed how
they made their choices without seeking help from others. Although some of them
considered their structural choice to be a weakness, the analysis found that these
immediate decisions had no negative impact on the subsequent stages of their DMCs.
This suggests that a DMC structure is not the utilisation of the prawbeast L2
learning strategies. Thus, rather than providing support for any universal learning

strategies, the DMCs make use of resources that meet two fundamental requirements: t

o
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be personally-appropriate and goal-appropriate. As such, rather than utilising the most
effective and backed-byesearch strategies, a DMC structure benefits from any, yet not
random set of resources as long as they suit an individual’s personal circumstances and

match one’s learning goal.

5.4.2.2 Personalised structure

A number of themes (such as rejecting othe#dsice and personally-appropriate
resourcesimply findings which can tell us a great deal not only about the DMC
structure, but the DMC phenomenon as a whole. Although a good student might make
use of and seek all the resources availablepdh&ipants reported rejecting others’

advice, including those who were seen as more component in the L2. Taking an L2
course was not purposely utilised by any of the participants, and even the participants
who were enrolled in an educational or L2 learning programme did not make use of the
expertise or learning methods these institutions had offered to them. Furthermore, one
participant (Kardo) even ridiculed the number of hours his university had recommended
for students to devote to reading. These fipslindicate the participants’ strong desire

for and commitment to self-reliance and autonomy in choosing how they wanted to
proceed with their own learning. This approach was also utilised in all the structural
aspects of the participants’ experiences, Such as in using own standards to interpret
progress and obtain affirmative feedback. These trends might suggest an important
characterisation of the DMCs which is the dominance of centring oneself at the
foreground. Since the entire DMC experience is based on a personalised vision or a self-
concordant goal (Sheldon & Elliot, 1999), one seems to strive to protect the experience

from losing this individualistic property.
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5.4.3 DM C structure and motivational maintenance

A significant research query this chapter aimed for was to understand how a salient
DMC structure might facilitate long-term motivation. First, the results revealed that not
only did the participants deploy a salient structure, but they also combined all their
learning activities within this structure. In that sense, learning did not seem to rely on
any and every learning method or material. As a result, a salient structure helped the
participants to channel their energy into their DMC goal which in turn reduced the
danger of distraction or fear of failure. Gaining a sense of confideroe’s structure

was perhaps a main way whereby the participants were able to focus on their effort and
progress without much concern over whether their method of learning was effective or

not.

5.4.3.1 Thedichotomy of behavioural routines and mental/affective obsession

The efficiency of a DMC structure seemed to rely in large part on whether one was
capable of reaching a finalised and mature formula relatively soon after one’s DMC had
launched. This was probably because failure to develop a functioning structure would
lead to failure in developing a set of behavioural routines through which learning
activities would be performed on automatic pilot (Logan, 1988) and the constant need
for volitional self-regulation would consequently be eliminated. Yet, the findings
suggested that motivational sustainability was the function of both behavioural routines

as well as the participants’ mental/affective connection to their DMCs.

5.4.3.1.1 Behavioural routines

Regular engagement in a set of DMC activities seemed to be daraiahintaining

motivation especially for those participants who were leading a busy life, in the
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presence of external pressure, or when one was physically exhausted. The findings
support three processes through which behavioural routines might help to maintain
motivation and engagement. First, DMC routines help an individual to perceive their
engagement as systematic; that is, by following a set of routines, one becomes confident
that his/her DMC structure provides him/her with the framework necessary to reach
his/her goal. Second, by following these routines, one rules out the necessity of
continuously searching for additional learning resources and that saves his/her energy
and assembles his/her focus. Third, these behavioural routines provide oae with
unique opportunity to see his/her progress and receive affirmative feedback about
his/her movement and sustainability. Evidence for the latter point was the patticip

use of subgoals and their seeking of affirmative feedback, which together made

engagement easier to manage and progress simpler to mark (Henry et al., 2015).

5.4.3.1.2 Affective obsession

As the findings illustrated, the participants varied in how much time they had devoted to
learning; yet, all the experiences were considered as uniquely intense, mainly because
the intensity of engagement was perceived and interpreted in light of its status as one’s

most preferred or valued engagemeavident from engagement in learniimgone’s

free times (also see Chapter 6). As a result, the participants were preoccupied with their
experiences beyond the times and contexts of engagement in DMC routines. As
reported in Theme 14, regardless of how much time one spent on L2 learning, the DMC
engagement was an-always-present preoccupation. As will be discussed in Chapter 6,
although DMC engagement was not always taking the participants’ greatest times, the
participants were mentally and affectively consumed by their DMCs even at times when

they were involved in other daily activities.
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This preoccupation seemed vital for supporting the continuation of DMC
routines and also for altering the perception of effort. Relatedly, stutdying’s free
times was a dominant practice among the participants suggesting that engagement in a
DMC is not seen as homework: Engagement is probably too emotionally satisfying and
meaningful insomuch as one prefers to maintain a strong and constant sense of
relatedness. In a DMC, the perception of engagement changes from a task one needs to
do to a task one wishes to do. As a result, effort loses its traditional connotation and
therefore self-regulatory measures become unnecessary; hereby one might invest the

maximum amount of effort towards learning.

5.4.4 DMC closure and non-univer sality of structure

The cases studied indicate that once fully developed and matured, a DMC structure has
paramount effects on the efficacy of a DMC, and is in large part determinant in
predicting its success or failure. All the participants who utilised a personalised and
functioning structure managed to sustain motivational intensity until they reached their
goals—except Ezhder and Carla who failed to adopt a structure with established
routines. Although various forms of DMC ending were identified, motivational loss was
an inevitable result which implies the finiteness of DMCs.

A number of participants made attempts to make use of, or aimlessly continue
practising their DMC routines after their DMCs were over; yet, this engagement did not
produce an intense motivational experience. This has significant empirical value as it
provides evidence for an important conceptual claim about the DMC theory: a DMC is
an integration of a number of factors which altogether help an individual to reach an
optimal level of motivational intensity and performance (Ddrnyei et al., 2014, 2015,

2016). Therefore, merely utilising a structure used while one was experiencing a DMC
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does not lead to a DMC. Despite its facilitative power in launching and maintaining a
DMC, a salient structure represents only one factor needed for a DMC to generate its

exceptional surge of motivational energy.

5.5 Conclusion
The findings presented in this chapter provided empirical support for the salient
structure as a major constituent of any DMC. They also displayed the crucial role of a
functioning structure in inducing a DMC and maintaining its cycle; it does that
primarily through directing and channelling behaviour and effort within a clearly-
defined pathway that includes effective mechanisms for setting short-term targets and
measuring progress. Moreover, a salient structure helps to maintain motivation through
providing regular occasions for task engagement which, upon repeated occurrences,
become established behavioural routines. Therefore, rather than focusing on how to
proceed with learning, task performance acquires properties of automatic pilot for
which exercising volitional control is no longer required.

Regardless of whether this structure makes use of universally-recognised or
empiricallyproven strategies, it needs to accommodate one’s daily schedule and
lifestyle and be appropriate for the specific DMC goal. Therefore, although a number of
general principles govern the operation of the DMC structure, the efficacy of each
structure is dependent in large part on the specific objective of each DMC and the

individual’s personal circumstances.
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Chapter 6. Positive Emaotionality in DM Cs. By-product or

M otivational Force?

6.1 Introduction
This chapter is concerned with the issue of positive emotionality in DMCs which
constitutes one of three major components of the construct. According to Dérnyei et al.
(2015, p. 101), “a DMC is characterised by a clear perception of progress towards a
desired target, with the resulting sense of fulfilment leading to positive emotionality
associated with the process.” The experience of positive emotionality in a DMC is
different from the intrinsic joy of engagement per se; rather, it is based upon the
prospect of goal attainment (Dornyei et al., 2014). Therefore, whether the task at hand is
intrinsically pleasurable or not has little impact on one’s reasons for engagement. Once
part of a DMC, even an otherwise boring task such as memorising the Highway Code
can become enjoyable due to “the feeling that one is doing something useful and
meaningful that takes one towards their goal endows it with a unique sense of
excitement and fulfilment” (Dérnyei et al., 2014, p. 16).

This chapter presents empirical results of what it is emotionally like to be in a
DMC; understanding this experience might also offer insight into the relationship of
positive affect with motivated behaviour. Generally speaking, the issue of positive
emotionality has received little research attention in the L2 motivation field, in part
because the effect of positive emotion on learning behaviour is largely underdeveloped
in other disciplines, including motivatiahpsychology (Fredrickson, 1998; Macintyre
& Gregersen, 2012). From this perspective, studying positive emotionality within the

DMC framework can be considerably useful both for understanding the affective
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properties of DMCs, and also in relation to establishing the link between positive affect

and motivated behaviour.

6.2 Resear ch questions
The main agenda of this chapter is therefore based on three lines of inquiry informed by
three main research questions:
1. How is emotionality experienced in DMCs?
2. What characterises positive affect in DMCs?
3. How was positive emotional loading experienced in relation to learning
behaviour?

In order to understand how emotionality functions, and how and whether it
affects motivation and thus behaviour in DMCs, we first need to understand how
emotionality is experienced in DMC experiences. Thus, the first and foremost question
this chapter attempts to answer is: what are the affective properties that characterise
DMC? It is hoped that by answering this question, we can not only obtain descriptive
knowledge about what it is emotionally like to be in a DMC, but more importantly,
learn if these emotional experiences are different from other forms and other times of
engagement; that is, is emotionally experientially different while in a DMC compared to
other times and while involved in other forms of engagement? Between these two steps,
it is also necessary to identify the peculiarity of positive affect of DMCs as opposed to

positive affect in generathence the second research question.

6.3 Results
As discussed in detail in Chapter 4, the data comprising the analysis of this chapter were

collected from two sets of participants. The first included interviews and written
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accounts from seven participants (Table 6.1) who discussed their emotionality while in
a DMC that they had experienced before (i.e. retrospectively), while the second set was
made up of two participants who were interviewed three times within a two-week

timeframe while they were in a DMC.

Participant Gender Agewhen Ageat How long DM C goal
experienced  thetime their DMC
DMC of lasted
interview
Suzan Female 16-18 26 1.5-2 To prove to brother an
years uncle that she could
also understand L2.
Sahar Female 18-20 25 About 2 To understand media
years content in L2.
Shirin Female 25-27 27 About2  To use L2 for researct
years and teaching career.
Omed Male 28-33 37 About 5 To use L2 for work-

years related communication

Ali Male 29-31 34 About 1.5 To be successful at jol
years interviews in L2.
Kardo Male 18-20 23 About 2 To prove that he is
years talented in L2 use.
Louise Female 23 26 3 months To prepare for studying
a post-graduate degre
involving L2.

Table 6.1: Background overview of the participants

In addition to facde-face interviews, the participants in the second group
(Table 6.2) also drew a developmental chart assessing their moods in the previous few
days and also their affect in a typical study session in a two-week period (see Chapter

4).
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Participant Gender Ageattime  Howlong DMC goal

of data intoDMC
collection
Helen Female 27 10 months  To upgrade teaching skills
in “meaningful” field of
choice.
Adam Male 31 2.5 years To acquire research skills

to better pursue an
academic career.

Table 6.2: Background overview of thefollow-up participants

The data collected from all the 9 participants were then combined and analysed
deploying a phenomenological approach which resulted in 8 themes and a number of
subthemes. In the data analysis process and producing themes, rather than generating
statements that explicitly expressed an emotion or affective state, attempts were made to
develop themes that could best reflect the data and hence explain why the participants

experienced the emotionality they reported they did.

6.3.1 The experience of emotionality in the DMC

The first line of inquiry guiding this chapter was how emotionality (both positive and
negative) is experienced while one is in a DMC and what it is emotionally like to
experience a DMC. The analysis of both interview data and developmental cha

identified 3 themes and a number of subthemes.

6.3.1.1 THEME 1: POSITIVE AFFECT

Throughout all the codes and formulated meanings related to emotionality in the
analysis, positive affect emerged as the most dominant theme and was reported by all

the participants. The participants used a variety of terms to describe their feelings while
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in their DMCs such as “happy, “enjoyablé&, and “excited’, and their entire experience
as‘““‘good’, “positive’, “pleasurable and also enjoyahléamazing, and“interesting.

Among the statements used to describe their atigirticipant referred to her feeling

as “hard to describiebecause it was “more than happine$¢Suzan, Q 6.1 & 2), and
another participarthought he had experienced “a paradise-living feelirig(KardoQ

6.1). However, three main types of positive affect were identified as common among all

or most of the participants, as below.

6.3.1.1.1 Enjoyment/happiness

Enjoyment was reported by all the nine participants. The analysis identified enjoyment
at two main levels: the overall DMC experience (including the mood level), and during

engagement in single tasks (emotions level).

6.3.1.1.1.1 Overall experience level

The participants described the overall DMC periods as enjoyable experiences. Helen,
for example, thought that “life is in general good(Q 6.1) and Adam rated his overall
experience as “generally positivé’. (Q 6.1) A number of reasons were identified¢o b
contributing to this feeling of positivity and enjoyment. To Adam, the source of his
enjoyment was that he was making meaningful progress towards approaching his goal:
“l am achieving goals now toward the end of the second year, finished some projects,

starting new projects, new developments. So it is exciting day by day, it is getting

exciting. It’s the major feeling now.” (Q 6.2) Similarly, Shirin felt happy because she
had found the opportunity and means to obtain a life-long dream of improving her

English skills:
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During [that] time | had the suitable location and mechanism
which | had long been waiting for. It was a dream come true,
because earlier | would see studying in the UK as almost
impossible due to difficulty in obtaining a visa, high tuition fees,
travelling and other factors. However, this opportunity suddenly
became available and realised my dream. (Shirin, Q 6.1)

In addition to making progress towards a valuable goal, overall happiness was
due to an altered perception in regard to three main aspects: altered perception toward
the L2, toward oneself, and toward life in general. Shirin felt happy that she had a
changed view toward the L2 while in her DM@t also created self-confidence in me

that what appeared to be so difficult and challenging, | was about to achieve it almost

easily. And it made me feel that this thing was not impossi&hirin, Q. 6.2)

Ali had acquired a new perception about his personal ability as a result of his
DMC andthat led to happiness and further motivational tendency: “So to be honest, this

feeling of being capable made me push even further, to continue learning on a daily

basis, and at the same time feel great abduiAti, Q 6.1) Moreover and as a result of
this transformation in perception about L2 learning and their abilities, the participants

felt happy about the changes occurring in their entire life, as Ali further explained:

| felt a rapid change was occurring to my life, and a positive one.
The change was towards being better, so a positive one. When
people were talking about the need for growth and developiment,
actually felt that growth in that one or one and a half years period.
| could see that development in myself. | could see that on a daily
bass.... (Ali, Q 6.2)

As can be seen from these extracts above, these changes in perception had led to
changes in the participants’ motivational tendencies. Due to experiencing a sense of

change in his abilities and his life after his DMC, Ali for example felt more encouraged
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to expend more effort and “feel great about’it he seemed to have had an increased
tendency towards continued engagement.

To many of them, the DMC experience led to not only more hopes in their life
and future, but also a sense of direction and meaning. Adam for example described the
DMC he was in as areye-opening experience and even a mechanism whereby his life
guestionsnade more sense: “[ W]hen this wave started, things started to make much

more sense. | could see how my future, life is going or shouldg@dam, Q 6.3) He

also acquired a sense of purpose which made his quality of life better. Therefore, he
thought he ws to choose this engagement regardless of his financial status: ““... SO even

if [ was so rich that I didn’t have to work, 1'd still do this.” (Adam, Q 6.4

6.3.1.1.1.2 Task level

At the single task level, the analysis revealed that enjoyment was the dominant type of
affect as all the participants reported experientimgost of the time while engaged in

DMC tasks. However, the participants varied in the source of this enjoyment. In many
cases, enjoyment was due to the sense that engagement was leading to the DMC goal.
To Omed, for example, reading stories in the L2 “was not to kill my time, but had a goal
which was being able to use Engligbmed, Q 6.1); however, it seemed that he would

also find pleasure in the stories: “The stories were themselves pleasurable and also

enjoyable because | was improving my languag@@emed, Q 6.2)
For Helen, regardless of her intrinsic interest in the material, she found
engagement in single tasks enjoyable becauwsgeuld lead to her DMC goal. As a

result, even challenging tasks were experienced as interesting without causing boredom:

It is all interesting because it contributes to the end, of the end
goal, even if it is something that is really dry like for example | am
not a big fan of statisticg, is a massive challenge for me, but
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because it contributes to the end godo there is still the interest
there. You know what | mean, even if it is difficult, because | see it
as a tool, a means to the outcome end. When you talk about
boredom, there is no boredom as well, because right now the topic
that | am doing is really interesting to me even if it is difficult or
challenging, | am not bored by it. (Helen, Q 6.2)

In addition to Omed, intrinsic interest in the L2 tasks was also reported by three
other participants, Suzan, Sahar and Louise. Suzan had a pre-existing interest in
watching TV shows in English prior to her DMC; however, once in her DMC, she
changed her habit from watching TV randomly and for pleasure into watching specific

shows withspecific focus on learning certain aspects of the L2

... Lalways like watching English movies or episode shows, but I
was doing it for pleasure... [Before] it depended on the type of
movie they showbut... [after the DMC] | took it like_compulsory
thing to do, and | was focused on episodes where there is
translation... [Previously] If | missed episode®esn 't matter
before, sometimes | turned on the Bdlause I'm bored, but after
the DMC, nal couldn’t miss one single episode, and I was testing
myself and getting the feedback from watching the second
time....(Suzan, Q 6.3)

It is clear from her account that she differed in how she engaged in watching TV;
previously, it did not matter if she had missed a show or what type of TV programme
she watched, whereas while in a DMC she ensured she watched the episodes that
improved her communicative skills, and she watched the same episodes-twice
motivated primarily by the goal of learning versus intrinsic enjoyment.

Sahar also discussed how engagement in L2 tasks was perceived as interesting
and fun times. Yet, it seemed that this was in part the result of her intrinsic interest in

the Japanese language and culture. Therefore, she found engagement as “interesting
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past timé& and a “hobby’ initially, but later and as she encountered more challenging

parts of the L2, her engagement became more goal-driven:

... At the beginning it was very much very interesting past time very
interesting spending my time on something | enjoy, but | think as |
progressed then | had to learn more difficult things that time

it felt like a chore. hut it was quite exciting to learn new words

every time... (Sahar, Q 6.1)

Although she continued her engagement despite becoming challenging, for the most
part she found engagement to be both intrinsically enjoyablatdhe same time

leading to her DMC goal of learning the L2: “it was kind of as a hobby and a past time

but at the same time improving myself so, it was it was an interesting time for me yeah.

(Sahar, Q 6.2)

Similarly, Louise’s DMC was based on learning Old Norse mainly because she
was interested in reading literature produced in that language. Therefore, engagement
was both intrinsically pleasurable and learning as the samesitearning to

understand poetry in Old Norse was both a mechanism and a goal:

| think it was completely hedonistic aesthetic pleasure like when
you understand some part of a peétke... much better than the
translation, and you think about those bright images that are about
it and_you feel happy because you are a part of it, because this is a
part of your life. (Louise, Q 6.1)

Some participants experienced repeated episodes of flow (see Theme 6). For all
the participants, engagement in DMC activities seemed to be one of the most, or the
most, enjoyable undertaking compared to other daily involvements. For many of them,

engagement in L2 learning was the first priority, not necessarily in terms of urgency,
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but mainly in how they affectively rated the L2 engagement, as evident from this

excerpt from Helen:

Interviewer: Would you not rather think about something else other
than your study?

Helen: What else is there to think about? Right now that interests
me nothing really.... (Helen, Q 6.3)

As a result of this unprecedented level of @ffe preoccupation, Helen’s life had
changed from what used to be normal. She discussed how she now lost interest in many

social occasions and even dayday activities:

| have turned down two movie invitations, | have turned down a
barbeque, a picnic, | have turned down shopping, you know
things like that, I don’t even go to the shop [laughter] to fill my
fridge. (Helen, Q 6.4)

6.3.1.1.2 Satisfaction

In addition to enjoyment and happiness, the majority of the participants referred to a
strong feeling of satisfaction while in their DMCs. Bing satisfied emerged as a
dominant emotional pattern reported mainly to describe the whole experience as evident

from this example by Suzan:

[T]his two years was from the happiest days in whole my life
actually, I am, when | think about it, | think | relate it to
satisfaction because | am satisfied with what | am doing and
succeeding in what I am doing/ thought I was lucky at that
period, then I am not lucky again [laughterBut as I said the
experience, yeah, it was very, very yeah, enlightenment
experience, | was yeah. (Suzan, Q 6.4)
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Suzan’s satisfaction was not only with what she was engaged in (learning an L2), but
rather with herself and her life in that period; as a result, she felt she was succeeding in
whatever she was doing.

A major part of this satisfaction was due to acquiring an image that one wanted
to have. In addition to proving her abilities to her brother and uncle, Suzan also wanted

to be “superiof’ to her classmates, and her DMC provided that feeling:

Actually it was mixed feelings, mostly | am satisfied with what
I'm doing._It makes me feel that | am superior of my friends, or
better than them. Yeah so that led to creating feeling of
satisfaction, happiness... 1 feel that I understand things no one
understands it. So it makes me special in some ways. (Suzan, Q
6.5)

Thus, contentment was not specific to the times the participants were engaged in
L2 learning activiies, nor because of learning an L2 only. This is evident from this

extract by Kardo:

Honestly, | was listening to English podcasts 5-8 hours a day. It
looks a bit of hyperbole, but this is a reality. Beside this, | was
reading interesting novels, articles surfing on YouTube watching
motivational and inspirational videos made me on cloud nine and |
was enjoying every second of my life that time. (Kardo, Q 6.2)

From Kardo’s description, it is clear that in addition to spending time on learning

specific L2 skills, Kardo also watché&chotivational and inspirational videdshich

did not seem to be part of the linguistic aspects of the L2 learning, but perhaps one way
of making sense of his unexpected, “crazy’ transformation which seemed somewhat of

a“hyperbol& to him.
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6.3.1.1.3 Pride

One of the positive emotions that 5 of the participants explicitly reported in their
experiences was pride; however, there were variations in the form and context of
experiencing it. As a result of making considerable progress in his learning, Ali felt
particularly proud of his achievement and sought out any opportunity to exhibit this

feeling:

So during that two years, | would see some friends every now and
then, [and] | would also focus on my experience with them, which
was very nice, because | would be proud of it.... When we would
gather with friends, | would talk about these situations, you know
like a hero who's just come back from an adventure.... (Ali, Q 6.3)

Suzan also reported frequent experiences of pride, as clear from this example:

Suzan: [T]he class was about sixty girls, and when the teacher
came in front of my desk and explained to me, and leave all the
whole classas if I am the only one in the world, that’s how [ felt.
Interviewer: The only one in the world?

Suzan: Yeah, | am the only one, yeah, no one beside me, no one
behind me. | am the only one in the class, and in myself, in the
whole world. | am very proud of what | achieved. (Suzan, Q 6.6)

Two participants, however, reported experiencing pride in the imagined future.
Shirin imagined how proud she would be once her DMC goal was obtained: “And it
made me be more optimistic in life, because | would go home with something that |
would be proud of.(Q 6.3) Sahar talked about this imagined feeling of happiness and

pride more vividly:

| imagined that | would be very happy once | mastered the
language and can read untranslated manga on my own. | would
have considered finishing a whole chapter without a dictionary to
be an accomplishment, and I didn’t need any prizes or accolades to
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be proud of what | learned, just being able to read and understand
media would be really great for me. (Sahar, Q 6.3)

6.3.1.2 THEME 2. EMOTIONAL FLUCTUATIONS

Although enjoyment seemed to be the dominant affective state for all the participants
while in their DMCs, affect was not unchanging throughout. The majority of the
participants referred to some instances of fluctuations in their emotionality. Since the
emotionality charts were particularly utilised to collect data on these fluctuations, |
report the results through the charts and in regard to fluctuations in moods (several

days) and in daily emotional fluctuations (single sessions).

6.3.1.2.1 Mood-leve fluctuations

Helen described the whole DMC period (her MA studies) as being positive with regular

fluctuations but little negative affect:

... [T]here are some periods of my time here that were definitely
more happy than some others.... But if you were to just look at the
past maybe about one month or so that | am working on my
dissertation, their is more constant in a sense that it doesn’t spike

as much, but it doesn’t defer much from.... It doesn’t go too far

from that mean of happiness, you know what | mean? (Helen, Q
6.5)

It seemed that her fluctuations in affect occurred while she was taking her MA courses
and attending classes, whereas her emotionality was settled around positivity in her
independent dissertation writing stage.

At the time of interview (3 interviews within 2 weeks), despite variations, she
was maintaining positive emotiongti “Some days are better, some days are a little bit

more difficult, but overall they are still pretty much constarit(Helen, Q 6.6) As

such, she rated her emotionality level on the developmental chart as around +80 to over
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+90 on average which suggested exceptionally high levels of positive emotionality (see
Figure 6.1 below). One possible reason for this rating was that she was engaged in

autonomous writing tasks that allowed for making “tangiblé’ progress:

Interviewer: Why are you happy?
Helen:!/ think it’s got a lot to do with the satisfaction that | get
from my work. So, that is what makes me happy. (Helen, Q 6.7)
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Figure 6.1: Helen’s general affective state over 14 days

203



Although Adam seemed to be experiencing a somewhat similar kind of trend, he
differed from Helen in how he drew his emotionality on the chart. In general, he felt he
was experiencingexcitement on a daily basis as he was making progress in his studies
as discussed above (Q 6.2). Nevertheless, having neutral or low-mood days was a
consistent, although not frequent, pattern in his experience. When | asked him if he had
any low-mood days, he described how he felt bored when he needed to spend many
hours in collecting data for his studies, especially when data collection spanned
extended periods or if it involved hours of waiting: “Well, sometimes | just get bored if |

am collecting data... for example I was collecting data for three or four months in a

row... something not really academiest like technicality....” (Adam, Q 6.5) Adam

perceived data collection as not “academit progress but a “technicality core he
needed to do, and based on this judgement he rated three days in the two weeks period

as neutral or low in mood (see Figure 6.2).
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Figure 6.2: Adam’s general affective state over 14 days

For him, judging on whether he had a positive or negative day depended on his
perceived achievement in measurable tefissterday, Sunday, was 5.25 hours. So |

give myself 90% of satisfaction, because | feel | achieved sométivxaam, Q 6.6

When he was studying for less than three hours, he would feel less positive compared to

three hours or more.

6.3.1.2.2 Emotion-level fluctuations

For Helen, enjoyment was usually the norm while engaged in a typical study session.

However, moments of negative emotionality did occur. She drew on the emotionality
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chart that she would feel frustrated when she faced a challenge only to be followed by a

sudden hike in positive affect once she found a solution (see Figure 6.3).
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Figure 6.3: Helen’s typical affective state in a single learning session

Adam stated that he would usually spend around seven consecutive (with short

breaks in between) hours a day on learning. In drawing his single-session emotionality

chart, Adam rated his sessions to be mostly positive with instances of frustration in

between especially when he would not make progress due to, for example, not finding

the right sources of a citation. Moreover, he stated that he would normally start his

sessions with a sense of hesitation because he wanted to ensure he selected the right

project to work on for the whole day: “I will engage in a big thing” because “you now

you will be investing quite a bit of time and effort.” (Adam, Q 6.7; see Figure 6.4)
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Figure 6.4: Adam’s typical affective state in a single session

Once he overcame the initial hesitation, Adam would engage in intense study

sessions: “Once you get into it, you just forget about everything and spend hours and

hours and hours working on’itAdam, Q 6.8) As a result, not only would his sessions
end with a sense of satisfaction, but he also experienced a sense of achievement and
productivity: “I have high productivity, reasonably high... several hours, five, six hours

a day... This is pure productivity, not standing tirmig€Adam, Q 6.9)

6.3.1.2.3 Factors causing fluctuations

Throughout the dataset, three main factors were identified to have a direct influence on

the participants’ affective states: sense of progress, positive feedback, and vision.
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6.3.1.2.3.1 Progress

Progress emerged as the most dominant factor in the analysis in generating feelings of
either happiness or frustration. The participants reported increased feelings of happiness
when they were making progress, either through their own sense of actual learning
taking place, or through accomplishing tangible task-level goals.

Three of the participants interviewed retrospectively felt that time spent with
family was not as productive, and therefore they preferred studying. However, the
underlying reason was that they saw other engagements including time spent with
family and friends as barriers to their progress in learning. As discussed above, Suzan
preferred her L2 learning to spending time with family, but she also considered learning
through movies to be of a higher quality and more effective than through the English
subject lesson at school, because she perceived that little learning was taking place with
the latter.

On the other hand, the feeling of not making progress was the major reason for
theparticipants’ reported negative emotions. Sahar, for example, felt frustrated because
she could not find enough time to invest in her L2 learning, and Suzan felt bored when
the films she was watching did not contain much conversation as she did not find them

useful for her communicative improvement goal:

Interview: Did you ever feel bored while...?
Suzan: | feel bored only when ithg&ls* movies about dogs, and
there is_no much conversatian(Suzan, Q 6.7)

Similarly, Louise reported negative emotiangonnection with two

circumstances:

... [W]ell Lreally enjoyed going out with my friends; | took my
flashcards with me, so if we were sitting somewhere in the evening,
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1'd be reading my flashcards, but | still enjoyed talking to them.

But when we had those you know family meetings or something and
I’'m usually at them anyway, and I was just mad at them, like they

were _interrupting my studies. And sometimes | was reading
something secretly [laughter]. (Louise, Q 6.2)

To Louise, going out with friends was still enjoyable because it did not represent a
barrier to her L2 progress as she continued reading her flashcards in their company,
whereas family gatherings were perceived as an obstacle to her learning. Secondly, she
reported frustration when the difficulty level of the material increased, which was also

seen as a major barrier to her progress:

Interviewer: Did you ever feel bored, frustrated?

Louise: Yeah, especially with theoretical grammar and all those
paradigms I always feel I can’t remember them, it was_too much
information. (Louise, Q 6.3)

In terms of the trajectory of affect in a single session, similar to flow
experiences, progress seemed to be necessary to maintain a balance between the
challenge posed by the task amd’s skills. Helen, for example, discussed how she
enjoyed the challenges due to the prospect of making progress, or “the process of
cracking the codg(Q 6.8), and once she overcame the challenge of the task, she would

feel content and happy: “... And so the underlying feeling is enjoyment, and of course,

when | solve the problem or | find a way out, then there is the satisfa@dtiteien, Q

6.9)

It is important to mention here that the participants’ affect was influenced by the
perception of progress; therefore, it seemed to be necessary that they had a mechanism
to measure this progress. The participants discussed the role of progress in terms of

tangibility and measurability, as clear in this dialogue with Helen:
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Interviewer: Whydon 't you make progress, is it because of

external..?

Helen: Sometimes it is really difficult to make progress in,
measurable progress, like 0 words today, and at the end of the day
2000 words, like this kind of measurable progresg&e when 1

read a paper, | gain knowledge, that is actually progress, but
because that doesn’t translate into a measurable one like 5000

words or something, then | see that, that is a challenge in itself.
(Helen, Q 6.10)

6.3.1.2.3.2 Positive feedback

Not only did the participants feel happy when a sense of progress was perceived, but
they also actively sought affirmative feedback signalling progress, as made clear by
(Ali, Q 5.8) mentioned in Chapter 5.

To Adam positive feedback was seen as the “primary’ factor in determining his

affect throughout the whole DMC experience: “... I think the primary reason [for

positive affect] is that the positive feedback | get that my work is gddam, Q 6.10)

Also, at the task level, Adampositive feeling would usually go up when he would
achieve tangible results: “... So when | write the one or two paragraph at the end of the

day, | feel | have made achievement. Therefore, my satisfaction goes up towards the

end?” (Adam, Q 6.11; see Figure 6.4)

6.3.1.2.3.3 Vision

Visualising the moment of achieving the DMC goal had powerful, but varying effects

on inducing and increasing enjoyment. Six participants reported moments of visualizing
the time of achieving their goals, although they displayed disparities in terms of the
exact envisioning and what they envisioned. Examples of clear and tangible

visualisationwere provided by Suzan, Sahar, and Helen, as in this example: “Sometimes
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1 imagine that I’'m at the University of Cambridge.... | was imagining myself going

abroad, studying, majoring in science but in English countSyzan, Q 6.8)

In Helen’s case, envisioning was also vivid and included both visualised and
auditory aspects. To her, imagining the moment of reaching her DMG@@aght “a
huge sense of satisfactiort... So I actually saw myself standing there and putting the

two copies in there ancould hear the sound of it falling ‘boom’. And that was what |

was looking for to se&(Helen, Q 6.11)
Sometimes, visualisation was associated with experiencing positive affect in the

imagined future:l imagined that | would be very happy once | mastered the language

and can read an untranslated manga on my’q#ahar, Q 6.4)

Not all participants, however, discussed using visualisation. Two participants
discussed experiencing vision without providing further details. Another participant
talked about deliberately avoiding visualising as a method of emotional self-regulation:

“Well maybe it is just a psychological trait, just own trait that I don’t really like

imagining the future because | know it was going to be different ampflaguise, Q

6.4)

6.3.1.3THEME 3: MOMENTARY NEGATIVE EMOTIONS

In order to get a thorough description of their experiences and accomplish rigour, |
asked most of the participants if they had moments of frustration or any other negative
feelings or low moods. Incidents of being upset or frustrated were then expressed by a
number of participants. However, they were all limited to reactions to events or
temporal states rather than a general long-lasting affective state; that is, they were
mainly at the emotions/task level rather than long-term mood or overall experience

level.
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None of the participants spoke about negative affect spontaneously, but only
after being probed to report any. When | asked Helen to discuss instances of boredom
(i.e. avoiding engagement), she denied experiencing boredom; rather, she said she

would only avoid engagement once she was physically and mentally exhausted:

Interviewer: Do you feel bored at all?

Helen:/ am not bored... right now the topic that | am doing is
really interesting to me even if it is difficult or challenging, | am
not bored by it.

Interviewer: So when does this happen?

Helen: It happens when physically, mentally | am just exhausted,
that I cannot do even if  want to, I can’t do any more. I know

myself. (Helen, Q 6.12)

However, she did report moments of frustration (although positive frustration
to her) when the challenge of the task was greater than her skills: “... I is a

frustration that stems from the challenge, and because the challenge is right now is

bigger than my ability. So, there is the frustration in myself not imdite...”

(Helen, Q 6.1BIt seemed that the challenge of the task would result in frustration,
but not the tendency towards avoidance (i.e. boredom).

Adam also spoke about frustration when he was unable to find resources; yet,
similar to Helen, he would still find a way to overcome the challenge as engagement
would be seen as necessary for making progress towards the DMC goal: “... So there

are some frustrations during this, but | find a way to overcome and just go on to

reach my goafl.(Adam, Q 6.12)

In all the instances of negative emotionality reported, the participants considered
them to be minor which would not lead to cessation of engagement. As exemplified by
(Adam Q 6.12), the participants seemed to have acquired the ability to overcome these

negative emotions due to making a link between continued engagement and goal
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attainment. When | asked Suzan if engagement was ever boring because she needed to
stay awake to watch her episodes for the second time, she only discussed physical
exhaustion; yet, she maintained engagement in these situations because she believed

that engagement was necessary and “important’ (See Suzan, Q 5.6, in Chapter 5).

6.3.2 Characteristics of positive affect in DMCs
The analysis revealed that positive affect in a DMC was experientially different from
positive affect in general (i.e. during most other times and forms of engagement). The

two themes below explain this peculiarity.

6.3.2.1 THEME 4: UNIQUE POSITIVE AFFECT

The participants reported experiencing unique feelings while in their DMCs. In
response to the interview question asking them to describe their feelings during the
DMC period, the participants reported positive affect and mostly compaie®W¥e

experiences to other times in order to demonstrate this uniqueness:

Interviewer: How was your feeling inside?

Suzan: Actually, when | remember these days, these days | thought
that, even kan 't describe it because | never felt that feeling again.
(Suzan, Q 6.9)

One main reason for this unique kind of positive emotionality was the
perception of being productiveversus feeling joyful, for example. Ali, for example,
whose intense motivational experience was triggered by a failed interview, described

his newly-acquired capacity as being unprecedented:

| was feeling happy but also that | have an outstanding ability,
honestly. This feeling of outstanding capabilityomething I can’t
really understand what it is. When | say outstanding, | mean it is
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above your regular human abilitySo 7 mean I was much better
than any time before. (Ali, Q 6.4)

To Omed, the positive affect he experienced while in his DMC was qualitatively
different from other experiences of positivity. He used the word “passiofi to indicate

this uniqueness:

Omed: It had occupied a major part of my life. | am actually a
graduate of the Farsi department, but my English is much better ...
My passion for English was so powerful that | am now better in
English than my own major [Farsi].

Interviewer: What do you mean by passion? Was it a hobby?
Omed:No it was not a hobby ... [It was] a goal for which you make
a lot of effort Hobby doesn 't need any effort... Mine was passion
which requires effort and also changes your life. (Omed, Q 6.3)

The happiness Omed mentions here is clearly different from both the intrinsic
enjoyment and the joy of merely making progress towangigyaal. This was
happiness due to engagement in a life-changing undertaking that had great future
implications. Therefore, his motivation for learning English was seen as superior to
that for Farsi; whereas the latter was an academic requirement, the former had

personal meanings and therefore occupied a major part of his life.

6.3.2.2 THEME 5. UNREMITTING, SUBDUED HAPPINESS

In general, the positive affect mostly experienced while in a DMC was qualitatively
different from the common usage of happiness. As described above, satisfaction was
a main theme in the dataset and although the participants experienced momentary
positive emotions of joy and excitement, the dominant form of happiness was rather

in reference to positive mood or happiness all or most of the-timoé while
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engaged in a learning session only. As such, a deeper form of happiness was
experienced that went beyond instances of short-lived emotions.
Although Helen reported positive affect especially as a result of envisioning

her final goal, it was mainly constant satisfaction rather than momentary excitement:

Interviewer: OK, does this envisioning bring any sort of enjoyment
while working? Or excitement?

Helen: It is not excitement, it is satisfaction, it is there always at the
back of my head, but it is not something that | will consciously go
and dig around my brain to go and find it, you know. It is there at
the back of my head, | know it is there, it is present. (Helen, Q
6.14)

Here, it is clear that Helen felt happy beyond the times of task engagement and due
to reasons beyond simply adding words to her dissertation. As a result, she had the

sense that her happiness is incomparable to the overt joy of socialising or laughter:

[1]t [her happiness] is not the kind of laughter and joy kind of like
you would_at a barbeque or a party. But it is kind of more, how do |
say it, it more, I don’t really wanna use this word, but a more

subdued kind of happiness. It is not one that you express loudly or
publicly, but it is something that you know is there, and it just fuels
you to move on and on and on. It is like you are not really aware of
your heartbeat, are you, or you are breathing, it is unconscious in
a sense... It is the same for me when it comes to work, not the kind

of happiness, like oh I am happy, you know, but it is very, | am
aware that it is there, but at the same tihaly: 't have to make too
much of an effort to make it known. (Helen, Q 6.15)

As this form of happiness seemed to be unique or probably unprecedented,
the participants found it difficult to share it with others. Helen further explained how
people might have thought she was insane if she had told them she was happy about

“typing words:
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Interviewer:Don'’t you have the feeling to share your happiness?
Helen:! don’t think people can understand it. It is kind of difficult

to explain it... So I don’t share it. It is not something that I feel [

can share... they Just think | am insane, like why would | be so
happy to finish typing words when they have got bigger issues in
life you know [laughter], like taking care of their kids, paying bills,
making sure that there is dinner on the table, and ah. So,zl don
think | can really share it. (Helen, Q 6.16)

As a result, the individuals experiencing a DMC felt their priorities and
feelings were uniquely dissimilar to the majority of people around them, as Sahar

reflected

[1]t felt like other people were focused more on their future their
getting married or perhaps they already are married and they are
focusing on their children and they 're talking about their husband

and things like that, whereas we were more focused on looking at
Japanese and thinking Japanese and maybe dressing like Japanese
people, so it we didn’t look down on them but we did realise we

were quite different because of our hobby and because of this bond
we have really. (Sahar, Q 6.5)

Perhaps as a consequence of experiencing this unusual form of happiness, the
participants made attempts to make sense of their experience. To do so, the
participants developed an unceasing affective connection to their DMCs (see Chapter
5). Although the participants varied in how much time they had spent on learning,
they seemed to maintain a conscious mental relationship with their DMCs. Kardo,
for example, reported spending time on “motivational and inspirational videband
Ali narrated how he discussed his positive feelings and progress at gatherings with

friends.
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6.3.3 The experience of positive emotionality in relation to motivated

behaviour

Positive affect had a cleanpact on the participants’ thoughts and appraisals. The
participants sometimes discussed their experience of positive emotionality in
conjunction with certain motivational tendencies. In addition to feeling happy about
their experiences, they reported their desires to continue involvement in L2 tasks and
maintain their engagement in goal-directed behaviours. As a result of positive
emotionality they experienced, the participants felt motivated towards further
engagement in part so as to experience further positive affect. The themes below
illustrate the main experiential mechanisms whereby positive affect influenced

motivated behaviour in the DMCs studied.

6.3.3.1 THEME 6: CONSTANT TENDENCY TOWARDS ENGAGEMENT

All the participants expressed a strong desire towards engagement in DMC activities,
and as discussed earlier and in Chapter 5, this tendency was an always-present
mental and affective orientation. The participants reported their inclination towards
engagement in large part due to the prospect of experiencing positive affect upon
making meaningful progress; as a result, more engagement was interpreted as the
potential for more positive affect. The analysis identified the following aspects as the
mechanisms by which positive emotionality led or contributed to increased tendency

towards engagement.

6.3.3.1.1 DMC asthe most preferred engagement

The participants seemed to have developed a strong emotional link to their DMCs

insomuch that they preferred DMC engagement to other undertakings. Helen for
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example discussed how she was obsessed with her studies and wished to devote more

time to studying, sometimes leading to physical exhaustion:

When | am not working, | feel that | should work. | wanna go back

to work, even when | am physically, some days it is not funny, it is

not really not funny, but I am so tired, | am absolutely drained, but
even then my brain won't stop. You know, it won’t allow me to

sleep. (Helen, Q 6.17)

Here, it seemed that Helen’s preoccupation was beyond the requirements of the task
(finishing her MA dissertation). Moreover, she reported rejecting social events and
invitations such as invitations to movies, barbeques, and picnics (see Helen, Q 6.4
above).

As discussed above, Louise also preferred studying to social events which she
thought were disruptive to her studying. Similarly, Suzan, who used TV shows to
improve her L2 skills, stated that she preferred studying to spending time with family

as the latter was seen as “unproductivé:

Actually, sometimes when | was sitting with my family | organized
for that night what I'll do, what I'll watch, sometimes | feel the time

| spend with my family is not that productive, we just sitting,
chatting, nothing exciting, nothing actually useful. (Suzan, Q 6.10)

Therefore, she reported persistent attempts to ensure her continued engagement in

the face of external obstacles from family:

[S]o | have to watch it whatever the circumstance was, even
sometimes like bring my homework in front of the TV so my father
and mom don’t say anything because I am studying, but I don't,

actually I am watching the TV. They can’t understand that I watch
it for learning.They didn’t believe me actually. (Suzan, Q 6.11)
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Since engagement in DMC behaviour was perceived as emotionally
satisfying, the participants strived to continue this engagement and its resulting
positive affect in three main ways. First, the participants developed usual occurrences
of engagement through regular routines (see Chapter 5). Noticeably, the DMC
routines were all practised on a daily basis which suggested a tendency towards
frequent engagement. None of the participants reported an extended break from their
DMC routines except for Suzan who ceased her TV watching habit for a week while
in her DMC and during final school exams. However, although this break seemed to
be beyond her control, she experienced negative emotionality as a result of the

interruption:

Suzan: | have like, a clear routines there, because as | told you, |
watched TV, so every time they present or my show start, it is a
daily routine, sometimes | skips exams, studying for exams, for the
show, so yeah.

Interviewer: So did you skip studying for the exam for the show or
did you skip the show for studying?

Suzan: No, | only once | missed the show, when it was a final exam,
you know the high school, the last year in high school where the
guestions come from the ministry?

Interviewer: Uha

Suzan: That week | just, was the first time, | skipped the show and
actually | cried, because | want to, because it is like, like praying, |
have to watch itgs if I don’t have another choice. But then for

normal study and you know normal monthly exams, | just delay the
start of my study until | finish the show. (Suzan, Q 6.12)

Second, as discussed in Theme 5, the participants maintained an unceasing
affective link to their DMCs even while they were not physically engaged in learning

activities (i.e. in the background) as evident from this statement by Sahar:

[1]t was definitely something that was constantly on my mind so
even during lectures | would find myself scribbling in the margins
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of the page like in Japanese and | tried to write notes or sometimes
day dreaming about learning Japanese and speaking it frequently,
but I think it was just me being fascinated about it that like during
that period of my life. (Sahar, Q 6.6)

The third way that was used by many participants was studying itinfree
This strategy was especially used by the participants who were too occupied to
integrate their DMC routines to their daily lifestyle. Louise, who was too busy with

other ongoing commitments, made use of her free time to study Old Norse:

Well | had to do a lot of other things... | had to graduate from my
home univesity and finish my dissertation... But | used my free
time for that, so whenever | was alone in my room. Previously |
used that time watching movies, to read some random books,
maybe just some comic books, to skype with my friends, but |
reduced that and the things is | really wanted that, | was
interested... [S0] | virtually gave all my free time to that. (Louise,

Q 6.5)

It seemed that utilising free time was useful in two major ways: first, in
helping the participants to maintain regular engagement despite tight schedules.
Sahar, who was a university student majoring in English, was unable to have a
salientschedule for learning Japanese and used her free time instead: “So | didn't

have ‘Japanese hour at 4:0€ort of thing, but studying while having free times and

more like ‘vay finished my assignments, Japanese time’, or something like that.(Q

6.7) Second, it was effective in generating the perception that engagement was not
homework. Suzan, for example, considered learnéngua’ because it was

conducted in her free time:

It was my free time... It was my time, because it was study from
morning till afternoon, then | have to do work at home, then | have
to study, teach my brothers and sisters. So the two hours for movie
in the evening was my special time, relaxing timéhis is what |
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liked, because this is what | liked about this period because | am
watching TV, having fun and learning. (Suzan, Q 6.13)

As a result, the participants thought that learning was taking place without the need

for too much self-constraint or effort, as clear from this conversation with Suzan:

Suzan:... | find myself get more than what | paid, you understand
what | am saying? Yeah, | just having fun watching TV and at the
same time | am learning English, so.

Interviewer:When you say, I am getting more than what I 've paid,

can you elaborate? In Arabic, if you want.

Suzan: Yeah, because | watch TV, it is fun, it is enjoyable, it is free
time, and at the same time, | am getting better in school, in English
module, and also | am having this satisfaction of being superior
than my brother, what main motivation that | learned from TV,
because, because actually studying is difficult, but when it is done
by for example by TV, watching movies, it is fun and learning at the
same time. (Suzan, Q 6.14)

6.3.3.1.2 Personal, me-time

In addition to performing DMC tasks in their free times, the participants believed
that engagement was in main part about oneself and therefore the most enjoyable
engagement. Sahar consideleaning Japanese as “time for myself: “When time
allowed I think, so it was like | go to for free time and as soon as like the more

important things are out the way then | could just have that time for myself and

learn” (Q 6.8)
In all the cases, the participants had developed a personal association with
their DMCs. Suzan for example considered her DMC time as her personal time:

“Actually it was my time. | feel that is for me only. It is like my leisure time or free

time, yeah (Q 6.15) Moreover, engagement was seen as originated from one’s own

decision rather than to meet any external expectations, as Suzan further explained:
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It is a special because it is meant something to me, because | am
doing it for myself not for anyone, because when I go to school, |
go to get a degree, to get a job maybe, to satisfy my family, to, you
know this stuff, but when | am doing, | am doing it for myself not

for my parent, my family, anything. | thought that maybe if | learn
English at that way, maybe when | travel someday alone by myself,
these dreams. So | thought yeah it is for myself. (Suzan, Q 6.16)

As clear fronthe excerpt, she found in the DMC behaviour more than succeeding in
school or learning an L2; it was aimed at gaining life-long capacities and fulfilling
personal future dreams. To Suzan, engagement was emotionally rewarding insofar as

it meant having fun, learning, and dreaming

[W]hen | watching, watch these kinds of movies, all the actors was
hero, have great dreams, they chase their dreams, so why not. So it
was like my private time, when | learn, first to have fun, then learn,
then dream, actually, | was dreaming during watching the shows
[laughter] (Suzan, Q 6.7

Consequently, positive affect resulting from perceiving engagement as about
one’s personal goals and benefits seemed to have led to motivation from within, as

evident from this comparison Kardo put forth:

I can, now, differ between dhperiod’s feeling and now that I am

taking a Petroleum Engineering classes. Now, it is something
mandatory, you ought to study and pass, but during my holistic
learning of English, no one could oblige me to study or to get ready
because | was staying ready for everything all the times. (Kardo, Q
6.3)

6.3.3.1.3 Flow

Many of the participants reported repeated occurrences of flow as discussed above.
As a result, in addition to the belief that engagement was necessary to make progress

towards a DMC goal, undertaking DMC activities had sometimes become enjoyable
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for its own sake. Sahar for example described how engagement in L2 learning

sessions was her “me-time” in which she would immerse herself in the L2:

[1]t was kind of like my personal me-time so it would be just time
for me _to focus on one thing and | could just shut my door in my
room and just really immerse myself in the language and try to
learn it. (Sahar, Q 6.9)

As this seemed to have become a consistent pattern throughout her DMC, engagement
in the L2 task was seen not only as enjoyable, but, as Sahar ‘daeht for myself

and “Japanese was something that would keep me happy even if | was doivinsglo

therefore, she “never got depressed when doing JapahéSghar, Q 6.10)
Helen also described her study sessions as being “too long’ in which she would

lose track of time and even her surrounding environment:

... 1 do too long sessions of wark! start and I don’t stop until
something tells me | have to stop in a way or something disruptive
like for example if | am at a cafe | have to stop when they close or
they kick me out. (Helen, Q 6.18)

Although she stated that she was still conscious of her surrounding, she would not be

interested in anything but her task at hand: “| am not interested in what is going on

around me. | am only interested in what | am doing with my comfutdelen, Q 6.19)

Adam also reported some characteristics of flow in his typical study sessions.
For example, when | asked him about his perception of time, he believed that time was

going by too quickly:

Interviewer: Do you think time is going too fast or too slow?
Adant Too fast. Just too fast, | cannot keep up with it. Too fast.
(Adam, Q 6.13)
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Regardless of whether the task at hand was intrinsically interesting, some of the
participants had developed an emotional link to the media and materials they used for
their learning as discussed above (Theme 1). As such, intrinsic enjoyment and a sense
of progress/learning seemed to have functioned jointly to make engagement emotionally
rewarding. Consequently, engagement was looked forward to as from this exgmple b

Suzan:

[Alctually | was waiting, | was holding my watch, waiting because
1 just want to start the beginning so [ wouldn’t miss the scene as 1

am waiting to the lesson, as if I'm school and waiting to the whistle
of the yeah, the lesson yeah. (Suzan, Q 6.18)

6.3.3.2THEME 7: ALTERING THE EXPERIENCE OF NEGATIVE AFFECT

As reported earlier, negative affect was experienced by a number of participants. Yet,
the dataset did not contain any instances of DMC interruption due to negative affect
such as anxiety or fear.

When Louise reported boredom due to increased levels of difficulties of the task,
she did not lose her general motivation towards engagemerjtjt was more like |
was thinking | was stupid [laughterhat didn’t make me happy, but of course |

continued. | thought | just switch to something easier for NgW6.6) As such, instead

of avoiding engagement, she changed course and chose to study less-challenging
aspects of the L2. From the extract above, it is evident that Louise was unhappy;
however, she attributed the reason to her own incompetence (being stupid) compared to
the task challenge.

The analysis identified a common pattern of an altered way of experiencing
negative affect. When | asked Helen if she was experiencing any negative emotions,
Helen (similar to Louise) associated the experience of frustration to her own lack of

ability, rather than the task or the process of learning:
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Interviewer: Do you get any types of negative emotions at all? If
yes, which of them?

Helen: If yes, it would be frustration, but it is not a negative
frustration if you know what | mean, it is more like a positive kind

of frustration. It is a frustration that stems from the challenge, and
because the challenge is right now is bigger than my ability. So,
there is the frustration in myself not in the task. So | feel frustrated
with myself for not understanding something and then as a result of
not understanding, | cannot do what | need to do. But | am not
frustrated because of the task. So yeah, that is (Helen, Q 6.20).

These two examples above illustrate how the participants experienced negative
affect differently through making an altered interpretation. Therefore, instead of
discontinuing and avoidance, they chose to continue in the hope of making progress in
their learning and thus reducing the gap between their perceived skill levels and the

challenges of the task at hand.

6.3.3.3THEME 8: REGULATION OF EMOTIONAL SYSTEM

The analysis of the entire dataset found a consistent pattern of the regulation of
emotionality. To reach this conclusion, rather than listing all the codes related to affect,
the analysis utilised a holistic approach to reach a synthesised understanding. It seemed
that during their DMCs, the participants’ emotionality operated differently compared to

other pre and post-DMC times. As discussed earlier, the participants had developed a
uniquely strong affective connection to their DMCs to the extent that this emotional link
remained active during and beyond the times of task engagement. As such, their
feelings towards making progress in their DMCs contributed to their entire emotional

system. This regulation was achieved through a number of mechanisms as below.
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6.3.3.3.1 Dominance of positive affect

Experiencing positive affect outweighed that of negative affect. The participants
reported a considerable amount of positive affect over little negative-afi@civhich
the participants were solicited (not spontaneously) to report any. Whereas positive
affect was reported in relation to making progress in goal-directed behaviour, a sense of
learning and change, and the entire DMC process, negative affect was restricted to
specific contexts or situations and manifested in the form of momentary, short-lived
emotions. Therefore, positivity was seen as the norm which in turn contributed to
maintaining a motivational approach tendency towards constant and continued
engagement.

The emotionality charts displayed in Theme 2 clearly suggested this dominance.
In commenting on her developmental chart, Helen described her emotionality to centre

on positivity despite variations:

There is a sense of satisfaction. So it is still mostly positive. Some
days are a little bit more challenging but they do not go far fromit,
you know._The underlying mood is still one that happy, still one
that is satisfactory, and it is still pretty much content. (Helen, Q
6.21)

It seemed that positivity was more dominant when the emotional system was considered
as a whole, in the form of long-lasting moods which functioned in the background and
dominated the whole emotionality. Therefore, regardless of how one felt momentarily
or while engaged in single learning tasks, the underlying happiness remained mostly

unvarying: “[It is] not a kind of happy where like you know | jump of joy kind of happy,

but a more quiet temper sort of happinégdelen, Q 6.22)
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6.3.3.3.2 DMC as determinant of affect

Progress in DMC activities seemed to determine whether one felt positive or negative in
general. When | asked both Helen and Adam about their affective states especially in
the last few days preceding the interviews, they both based their appraisal on their
performancen the DMC tasks. Helen for example associated her happiness to
satisfaction from her studies, as clear from (Helen, Q 6.7) mentioned above.

Adam discussed his emotionality based on a similar criterion, that is,

achievement in his DMC activities:

[W]hate makes feel positive or negative is the achievement | have
had in the past few days/n the evening, I look back and think

about my achievement on that day. If | have worked a sufficient
amount of hours, | feel satisfied. If not, maybe upset. (Adam,
6.14)

This appraisateemed to be an ongoing process of assessing one’s affect in
relation to one’s achievement in the immediate tasks; that is, one’s emotionality was
primarily influenced by how one was doing in one’s DMC. In the light of this
perception, engagement in DMC behaviour implied the prospect of experiencing
positive affect. As a result, the anticipation of potential positive affect seemed to have
urged the participants to maintain engagement which occurred through a number of
processes as below.

First, the participants associated engagement with productivity and that brought
happiness to them. To Louise, the main reason why she wished to go through a similar

experience was the quality of being productive and thus happy:

Interviewer: Would you wish to repeat that experience, maybe not
with language, but with any other stuff?

Louise: Oh absolutely, because it makes you happy, you know. So
you are really productive, but what | like about it is more the
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process than the result. You feel everything has a meaning when
you are doing something. And when you are just simply working,
you wonder what is it about and in such periods you don’t have this
guestion, you are just burning with that. And I really like this
feeling. (Louise, Q 6.7)

Also, and as mentioned earlier, Suzan preferred DMC engagement to spending
time with family because the latter was not perceived as productive, whereas she said:

“I like spending time like that [i.e. DMC task] because it is productiV€Q. 6.19)

Second, since a considerable amount of positive emotionality originated from
the perception of meaningful progress, the participants strived to ensure that actual
learning was taking place rather than merely completing the steps of the pathway. For
example, Sahar associated her positive feelings during her DMC with her motivation for

learning rather than simply obtaining a degree:

| do definitely miss the passion | had during that period bedause
was driven solely by interest to learn this, whereas like everything
else 1 do in school or in my Masters and PhD is towards getting an
academic degree. (Sahar, Q 6.11)

Third, since DMC engagement was associated with a sense of deep happiness,
the participants made attempts to make engagement both frequent and sustainable. As
discussed in Chapter 5 and above, this goal was achieved in part through incorporating
DMC routines and maximising engagement time. In addition to regular occasions for
engagement, the participants also changed their daily habits so they were performed in

the L2, as Ali said: “Actually, | was so into it that | had changed my everything into

English, so not just as homework to get to it at homé&, ([@@6.5) Therefore,
engagement was less seen as tedious homework, and restricting learning to specific

hours sounded meaningless as Kardo explained:
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| would love to point out that listening to English podcasts, reading
novds and articles, writing essays... were not only became a daily
mundane, they became a part of me, part of my life, or to be more
precise, the all things in my life. That period, there was a day that |
was reading 10-13 hour whereas we were told from our instructors
that the reading hour is 7 hour per week which was thoroughly
meaningless to me. (Kardo, Q 6.4)

6.3.3.3.3 Reducing occurrences of negative emotions

As a result of being affectively preoccupied with the vision of learning and making
meaningful progress towards a valuable goal, the participants seemed to feel happy
beyond the DMC frame: they seemed to be happy about their life as a whole. In addition
to creating a positive mood, the DMCs increased the occurrences of positive emotions
and reduced the instances of negative emotiangart through experiencing them
differently, and in part by restricting them to specific and momentary situations.
Furthermore, it seemed that engagement in DMC behaviour reduced the impact of
negative emotions caused by dayday circumstances. Sahar, for example, explained

how learning Japanese would make her happy even during low-mood moments:

Japanese was something that would keep me happy even if | was
down so I guess during when you were younger you'd get your ups

and downs or you get depressed some days but | never got
depressed when | was doing Japanese, so that was the difference
for me. (Sahar, Q 6.12)

6.4 Discussion

The three main research questions that guided the research presented in this chapter
were how emotionality is experienced in DMCs, what characterises positive
emotionality in DMCs, and whether and how positive emotionality impacts behaviour.
This latter issue is of extreme significanreand in many ways the conclusion of the

first two. Despite that emotions have long been thought to be “processes which arouse,
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Sustain, and direct activity” (Leeper, 1948, p. 17), the nature of the relationship between
positive emotion and motivation has rarely clearly been theasigkethe “motivational
properties of emotion have been severely underestimated in the language learning
literature” (Maclntyre, 2002, p. 61). As the state of affairs has not changed much

recently, the study presented in this chapter can then be seen as one of the first attempts
to make that link.

All the participants reported a considerable amount of positive emotionality
compared to very little negative affect, which might lead us to generally conceptualise
DMCs as happy and enjoyable experiences. For the participants who recalled their
DMC experiences lorg-mostly, several yearsafter their occurrence, it is possible
that the participants were at least partially under the effect of remembering self
(Kahneman, 2011; versus experiencing)seffiich assumes that people’s judgement of
a particular experience is greatly influenced by how the peak or end of that event was
experienced. Nevertheless, with this limitation from this potential bias in mind, it is
important to note that all the participants narrated their stories with zealousness and
pride and most of them shared their strong and often explicit desire to go through the
same experiences again. On the other hand, the two participants who were interviewed a
few times over a two-week period while in their DMCs reported predominant positive
affect in most days and single-study sessions; as observed from the developmental
charts, the tendency towards positive affect was evident.

Nonetheless, in addition to this dominance, the experience of positive affect was
qualitatively different from experiencing positive emotions at most other times. In
describing their DMCs as unique, the participants in large part made this judgment in
affective terms. In this regard, they particularly emphasised experiencing subdued

happiness, long-lasting positive mood, and satisfaction. The findings suggested that the
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underlying reasons behind these emotional patterns were based on two different, yet
complementary appraisals: making tangible progress towards a personally valuable
DMC goal, and a perception of productivity, skill acquisition, and personal
development. These two processes seemed to have given rise to two types of positive
emotionality: anticipatory positive emotions (current experience of an emotion because
of an event in the future; Baumgartner, Pieters, & Bagozzi, 2008) in respect of an
important future goal, and eudaimonic happiness in regard to a sense of self-
actualisation and growth (Ryan & Deci, 2001). Whereas the former led to short-lived
emotions of excitement and joy, the latter was associated with unremitting long-term

positive mood and satisfaction.

6.4.1 Vision, eudemonia, and motivated behaviour

Despite a strong dominance of positive emotionality in DMCs, the exact mechanism by
which DMCs make use of positive emotionality is far from being straightforward.
Nonetheless, the findings provide strong evidence for the impact of positive
emotionality on motivated behaviour. Whereas this impact was more apparent when the
participants harnessed the power of envisioning their future, the role of eudaimonic
happiness seemed to be less immediately visible but more paramount in engendering a
long-lasting motivational tendency towards engagement.

Positive affect was in part the result of making progress towards a final DMC
goal, and was experienced in response to signs of tangible progress and positive
feedback. However, the perception of progress towards a cognitive DMC goal needed to
be accompanied and supported by envisioning (Dérnyei, & Chan, 2013; Dérnyei &
Kubanyiova, 2014) to yield empowering positive emotions. Envisioning a final goal

generated positive affect, especially short-lived emotions of excitement and joy that
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seemed to have a strong, although temporary, motivational effect. Theoretically, these
emotions are generated as a result of the formation of possible future selves (Macintyre
& Gregersen, 20D2vhich represent a learner’s perceptions of what they would like to

become, what they might become, and what they are afraid of becoming (Dornyei,
2009a; Markus & Nurius, 1986). The motivational effect of envisioning is thought to be
the result of théarnessing power of imagining one’s ideal L2 self (Dérnyei, 20093).

The findings presented in this chapter are thus consistent with what Macintyre and
Gregersen (2012) have recently proposed‘tithatmotivational force behind possible

future selves stermis large part from anticipatory and anticipated emotions” (p. 199).

Along with positive emotions resulting from goal-oriented progress, the findings
suggested that not all positive affect was due to a final goal or vision. Eudaimonic
happiness seemed to be another source and the reason behind most of the positive
affect. The findings suggested that happiness was experienced in part due to the
engagement itself such as finding the materials enjoyable, satisfaction with what one
was doing, pride, and flow. Moreover, a sense of productivity and actual learning
pushed the participants to develop a strong tendency toward constant engagement.
Therefore, the finding that DMC engagement was preferable to spending time with
family and friends or even to relaxingrthg one’s free time comes as no surprise;
whereas the latter was thought to bring hedonic pleasure and joy, DMC engagement
was perceived as being about acquiring new skills and discovering and developing
one’s potential (Waterman, 1993).

Motivated behaviour seemed to have been resulted from the combination of both
of these forms of positive affect. The increased and unremitting tendency toward
engagement was generated by both the joy of making progress towards a valuable goal

and the prospect of experiencing happiness in the here-and-now. Therefore,
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experiencing positive affect was seen as both a mechanism serving to signal meaningful
progression and also an end it itself. For example, the participants reported repeated
occurrences of flow; yet, happiness in flow was different from how happiness is
described in flow theory (Csikszentmihalyi, 1988). In a DMC-flow, goal-orientedness
plays a central role, versus a mechanical purpose as in flow theory; the participants
associated their happiness with, and measured their progress against making progress
towards a final DMC goal. At the same time, progress was considered as meaningful
when a sense of actual learning and productivity was perceived, rather than merely
completing the steps of the task at hand as in flow theory.

While in a DMC, the findings revealed that one’s entire affective system is
regulated and centred on positivity, and this influences the motivational system. This
regulation was achieved through a number of processes. First, through the dominance of
positive affect, instances of positive emotions increased and negative emotions
decreased. The ratio of experiencing positive to negative emotions has motivational
implications; Fredrickson and Losada (2005) have found that flourishing individuals
(i.e. those who “live within an optimal range of human functioning”, p. 678) have a
general ratio of 3-11 positive emotions to each negative emotion.

Second, this regulation empowered the participants to experience negative affect
differently and thus reduce its disruptive effect. For example, some of the participants
interpreted their lack of progress as a sign of not making enough effort and reported
experiencing frustration as a result; however, instead of avoiding engagement, they
expended more effort to fill the gap so they could overcome the negative feeling (or
perhaps guilt) and experience positivity again. The participants seemed to have acquired
the ability to interpret frustration in the interest of their DMCs, consistent with some

research thdtit is the way a person interprets a situatiemather than the situation
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itsel—that gives rise to one enioi rather than another emotion” (Siemer, Mauss, &
Gross, 2007, p. 592)

Third, the dominance and frequent experiences of positive affect seemed to have
enabled the participants to enhance their durable personal resources (Fredrickson, 2001,
200). According to Fredrickson’s broaden-and-build theory (Fredrickson, 2001),
positive emotions “broaderpeople’s momentary thought-action repertoires, which in
turn serves to build their enduring personal resources, ranging from physical and
intellectual resources to social and psychological rescu¢pe318). The notion of
broadening-and-building personal resources seems to partially account for the
mechanism by which DMCs make use of positive affect to produce their motivational
stamina. Fredrickson (2001) proposes that certain positive emotions broaden one’s
thought-action repertoire. Among these emotions, interest produces the urge to explore
and develop self; contentment generates the urge to savour life events and incorporate
them into new self and world views; and pride urges people to share their achievements.
The occurrence of these emotions and their resulting tendencies in the data such as the
constant tendency to develop one’s potential, having newly-acquired perspectives
toward self, the L2 and life, and strong desire to share personal achievements seem to
indicate the “durable” impact of positive emotion on long-term engagement in DMC
experiences. While the reported outstanding stamina to engage in L2 learning activities
can be considered as the broadening power of physical resources, the tendency to
remain involved in a task despite its challenges, is an example of expanding
psychological resources to fight negative emotions such as boredom, lack of interest,

and anxiety.
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6.5 Conclusion

Positive emotion is the dominant form of affect while one is in a DMC which comes
from two main sources: making meaningful progress toward a valuable DMC vision,
and a sense of productivity, learning, and personal development and growth. These two
sources generate increased occurrences of short-lived positive emotions of excitement
and joy, flow, but also and more importantly, long-lasting positive mood and subdued
happiness. Combined together, they lead to the regulation of one’s entire affective

system through which engagement in learning activities and feeling happy about it
becomes the norm, reflecting the human tendency towards optimal psychological
functioning. In addition to supporting long-term personal resources, this affective
regulation gives rise to the dominance of positive affect whereby the disruptive effect of
negative affect is minimised and a constant tendency towards engagement is

maintained.
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Chapter 7. Group DMCs. The Maturest Form of Group

Perfor mance

7.1 Introduction

As argued in the previous chapters, DMCs are intense motivational surges capable of
turning an otherwise inert or struggling individual into a highly productive and
functioning agent. Yet, once applied in the [.2 field, the construct’s applicability

remains limited because most L2 learners are students engaged in L2 processes in
group-based environments, such as classrooms. Therefore, it is ultimately necessary to
investigate the occurrence of the phenomenon within groups of learners. Nevertheless,
the scope of this inquiry must not be limited to whether a group DMC occurs; it should
extend to the major characteristics of such experiences, and how group DMCs differ
from individual DMCs. More importantly, it is essential to understand how the concept
of group DMCs can be a new contribution to the research on group performance. From
a practical perspective, it is of considerable significance to investigate whether group
DMCs can help L2 teachers and how they can be utilised in actual classroom settings.
As such, the empirical study presented in this chapter aims at offering a theoretical
justification for the validity and necessity of the DMC concept in groups, as well as

proposing pedagogical applications of DMCs in L2 teaching settings.

7.2 Resear ch questions
As part of the DMC theorisation, Dérnyei et al. (2014) have argued that DMCs can
be experienced by a group of individuals such as a class or even an entire school. As

such, similar to individual DMCs, group DMCs have the potential to be used as a
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supplementary motivational boost in support of the motivational techniques language
teachers already use in their teaching.

In order to validate and further explore these conceptual claims, this chapter
seeks to empirically study group DMCs. To do so, the data analysis was guided by
five research questions:

1. What are the major phenomenal characteristics of group DMCs?
2. What are the experiential properties that contribute to the efficacy of group

DMCs?

3. How do group DMCs differ from individual DMCs?
4. What are the timescales and group size levels at which group DMCs can
occur?

5. What are the pedagogical implications of group DMCs?

7.3 Results

The results presented in this chapter comprise data collected on 7 group DMC cases,
and from 4 teachers (Alia, Jason, Leila, and Sophie) who recognised and
remembered at least one group DMC in their students, a school principal (Safeen)
who perceived that his entire school of 350 students experienced a group DMC, and
also from 4 students (Huan, Sahar, Sami, and Tom) who experienced a group DMC
along other group members (see Table 6.1; also see Chapter 4 for more information

on the participants).
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DMC Case Data source No of group DMC
membersand Level
of students
1. Sahar and Sahar (student who together with 4 5, University
classmates classmates experienced a group DMC (Undergrad)
involving learning Japanese).
2. Jason’s Jason (L2 teacher who taught English 20, University
Thai class to a class in Thailand who (Undergrad)
experienced a group DMC).
3. Sophie’s Sophie (L2 teacher who taught 5, Pre-sessional

project group
students of 5

4. Alia’s
class

5. Booster
weekend
activity —
Group A

6. Booster
weekend
activity —
Group B

7.Safeen’s
evening
school

academic presentation to 2 classes
from which a group experienced a
DMC).

Alia (L2 teacher who taught academic
writing to a class in Saudi Arabia who
experienced a group DMC).

Leila (L2 tutor who taught English to
a class from which group A
experienced a group DMC) and Sami
(student and member in group A).

Leila (L2 tutor who taught English to
a class from which group B
experienced a group DMC) and Huan
and Tom (group members in group
B).

Safeen (an evening school principal
in Kurdistan whose entire school
experienced a group DMC).

course (preparation
for MA in the UK)

20-25, University
(Undergrad)

6, Pre-sessional
course (preparation
for MA in the UK

6, Pre-sessional
course (preparation
for MA in the UK)

350, High school

Table 7.1: Overview of thegroup DM C cases and those interviewed for each

case

The dataset comprising this chapter was rich and comprehensive because it

contained data from teachers about DMC cases in their students (i.e. an outsider’s

perspective), students who were members of group DMCs (e.g. Sahar), and also a

combination of both teachers and group members involved in the same DMC cases
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(e.g. Leila and 3 of her students). In that respect, limitations posed by biasedness or a
lack of accuracy due to soliciting data from only one person was addressed.
Moreover, since many of the DMC cases were collected long after their occurrences
and in order to reduce the impact of the remembering self (see Chapters 4 and 6),
data from Cases 5 and 6 (i.e. L&ilstudents) were collected after a relatively short
period (within 2 months) from the DMC occurrences (see Chapter 4). Data collected
about these two cases (Cases 5 and 6) and the school DMC case (Case 7) were
particularly useful to gain valuable information about DMCs occurring within a short
timeframe (34 days) and DMCs occurring to a large number of group members (350
students).

Apart from initial coding and producing textual and structural descriptions
(see Chapter 4) for each group DMC case, all the data were combined together for
analysis. An iterative phenomenological data analysis focusing on reporting what
happened and how it happened with regard to the specific research questions
mentioned above identified 14 themes and a number of subthemes. In doing so, both

patterns common among various cases and unique threads were taken into account.

7.3.1 Characteristics of group DMCs

The first area of inquiry was identifying the main characteristic features of a typical
group DMC. This section also aimed at learning about the most defining
fundamentals of the phenomenon when experienced by a group of learners, versus

individual DMCs. Two main themes were identified.
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7311 THEME 1: CONSPICUOUSMOTIVATIONAL TURN

All the group DMC cases considered shared a dominant characteristic by which the
participants mostly recalled the experiences: a pronounced turn in the motivational
level of the groups. This feature was also noticed at the recruitment stage and made
the data collection process easier as the participants almost immediately resonated
with the motivational momentum as a main element of tiralteir students’

experiences. Jason for example still remembered such an instance in his students

after 30 years from its occurrence:

| can recall a class of Thai university students, a group of 20
students, who went beyond their own expectations through
motivational momentum. This example takes me backto 1980
when | taught at a [Thai] University, but | always remember that
class with fondness and amazement. (Jason, Q 7.1)

Not only did the DMC groups witness a motivational shift, but they also had
a low motivational level prior to their DMCs. Alia, for example, who started teaching
English writing to a class of second-year Arabic-speaking university students,

remembered the class as being initially not motivated:

Well, at the beginning, they didn’t seem that motivated actually
to put in a lot of effort in their work. And this was apparent from
their first assignment... because they were used to it in their first

year.... (Alia, Q 7.1)

In addition to their low motivation, the students also had lower expectations as “they
were used to it ”; therefore, being asked to produce academic long writing was
considered a new trial. However, by endhefsemester, Alia’s class performed

beyond their expectations: “... like a lot of them were really surprised actually at

their first marks, becauseeihdidn 't expect to do as well.” (Alia, Q 7.2)
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In a similar vein, Sophie, who taught two classes that included several project
groups, was easily able to detect a DMC group who had made a dramatic shift in

motivation: “| remember this particular group, because they just stood out among

the others. | remember this was a very dynamic and supportive g(8ophie, Q
7.1) Yet, the group members were initially unmotivated, unwilling, and unsure why

they needed to conduct a project:

At the beginning, they were not really sure, they didn’t really

want to do this sort of thing, like what is this? And they
struggled a bit. | could see from first two sessions. | really had
to motivate them (Sophie, Q 7.2)

7.31.2THEME 2: OVER AND ABOVE NORMAL MOTIVATIONAL LEVELS

After their DMCs started, all the groups displayed motivational levels greater than
before and after the DMC timeframes. Students in the booster weekend project, for
example, were seen as more motivated during the project in comparison to their
normal motivational levels before the activity. Tom (Q 7.1) for example described

the experience as “a really great experience and unforgettable mefmorg Sami

recalled the experience as “the_most time of being motivated for a project, for a

project, only for a projettand “the best time of working on a school projeahd
therefore “the experience was overall amazing and enriching and satisfying, and also
a new experience for mig.Sami, Q 7.1, 2, 3)

Noticeably, in their assessment, the group members meant their group (not
their individual) motivation; that is, they described their experience as unique
compard to their previous or later group work as evident from Sami’s emphasis “for
a project only. However, it seemed that members of both groups A and B performed
better than when they were working individually or in groups while in the normal

classroom setting, as their tutor Leila narrates:
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Seeing them in class normally they need a lot of guidance with
any kind of task... they needed prompting But in just about

two days, they produced a massive amount of work that showed
that their motivational level was very high... they spent pretty
much every minute of that weekend working..._and they worked
much harder and the quality of work was higher. (Leila, Q 7.1)

Although there were more than one reason for their intense motivational level
in that activity which | discuss below, one reason provided by Huan (Q. 7.1) was the
enjoyment of working in a group: “staying with each other is much more fun than

spending time aloné.

7.3.2 The launch of the group DMC
The analysis of the initial circumstances of the group DMCs identified patterns
different from what characterised the DMC launch in individual DMC cases

discussed in Chapter 5. Theme 3 and its subthemes below summarise these findings.

7321 THEME 3: SLUGGISH DMC LAUNCH

Unlike individual DMCs (see Chapter 5), the group DMCs did not have a dramatic
and immediate launch. The groups seemed to require both a period of time and the
fulfilment of a number of conditions before entering a DMC. The analysis of the
dataset identified a number of conditions that needed to be met before a group made

a transfer into a DMC.

7.3.2.1.1 Perception of value

Sophie explained that the group of her students who experienced a DMC did not

immediately become motivated, mainly due to a lack of belief in the utility value and
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usefulness of the project assigned to them. Sophie also narrated how one student,
who happened to be older than the rest and the only male in the group, was not
convinced why they needed to do the task and that was a major barrigr]he

German guy already had a PhD. I don’t know why he was sitting there. So he was

kind of the group leader, but he was a bit demotivaiediidn 't want to do this, like

why.” (Sophie, Q 7.3)

Although recognising the value of a project seemed to be a challenge with
those groups that were assigned a group task (versus of their own accord), the groups
or their teachers used a humber of strategies to achieve the perception of value. For
Sophie who was teaching academic presentation to L2 learners and gave the students
projects that did not necessarily include explicit L2 acquisition aspects, she initially
explained the value of acquiring academic presentation skills fetuthents’ future

careers:

So | would be telling them actually whatever jobs that you
have.. even I was telling them that when you talk to your boss

in a lift, that's a bit like a small talks that you do, which are not
public speakingbut conversation and that’s still presentation in
a sense. So they had the motivation. (Sophie, Q 7.4)

Alia, however, made use of a rather negative technique to awaken the

students of the dire consequences of not improving their writing skills:

Well, after their first assignment, | did a group feedback
exercise, where | took of the worst assignments bAgic and
basically discussed what was wrong with the essays in front of
the whole class... So it was basically a kind of shock tactic that |
tried to use to make them feel motivated to work, because their
degrees were on the line here. (Alia, Q 7.3)
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7.3.2.1.2 Endorsement of task

In addition to realising the value of the activities, the groups needed to understand
the activities’ relevance to them and then accept and endorse them as personally
meaningful. In Sophie’s group of five students, finding and agreeing on a topic

which all the members found to be interesting and meaningful was a prerequisite for

a potential group DMC:

[T]hey were struggling, they were still looking for a topic, and
then they found a topic which they liked. It was about
Facebook... s0, they could relate, they liked the topic, and they
knew that people would find it exciting they found something
important and meaningful to talk about. (Sophie, Q 7.5)

Here, not only did they individually seem to have liked the topic, but they also
thought that the topic would be interesting to their potential audience, and this

seemed to have also contributed to their endorsement and then motivational turn.

7.3.2.1.3 Consensus

Whether or not all members of a group intrinsically liked a topic, reaching consensus
was identified as an important factor in helping the groups embrace their projects.
Sophie discussed how the DMC group became more functional and enthusiastic once

they reached a final decision about what topic to choose for their presentation:

They were getting to know one another. It was all new to them.
But as soon as they got more of an idea of what they had to do,
so they could understand, they feel that they were in control, and
then they found a topic. | remember, some people had stronger

opinions... (Sophie, Q 7.6)

244



Reaching consensus seemed to be motivating in making them united, giving them a
clear idea of what they needed to work towards, what the expectations would be, and
thus providing the group with a sense of perceived control and group confidence.
The motivational impact of reaching consensus can be seen if we compare
how this group selected their topic versus how other groups did so. Sophie noticed
how the DMC group differed from other groups who did not go through disputes or

group negotiations over their topic:

... [T]hey did spent quite a lot of time looking for a topic that
they liked.So that’s something a little bit different than other
groups, because | also remember some other groups, this one
particular group that just chose something, something that
suggested. | gave them some examples and they just pick
something upmd said ‘ok we work on this’. (Sophie, Q 7.7)

Thus, two kinds of group consensus were identified: the first kind was when
the group members accepted (almost randomly) a topic suggested by their teacher,
and the DMC group that reached consensus through worked-out compromise.
Importantly, the motivational effect of this variation seemed to have remained
beyond the initial stages of a group’s life. Sophie continues narrating how the group
who had not endorsed their topic did not display motivation in part because they did
not enjoy it, whereas the DMC group members were able to find enjoyment in their

topic and attracted the whole class’s interest:

... And at the end they didn’t really like it. Theydidn't really

enjoy it, because it was something that | gave as an example, not
something they really thought about hard enough for them to
grow into that topic. (Sophie, Q 7.8)
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7.3.3 The experience of efficacy

All the DMC groups achieved outstanding results exceeding their and others’ initial
expectations. However, the analysis found that heightened and sustained motivation
was probably rendered by a number of factors that facilitated the dynamics of group
performance, and a group DMC became possible and successful in part because of
facilitative contextual factors and sometimes unique opportunities for success. The

themes below present the main parameters the analysis identified.

7.3.3.1THEME 4: COLLECTIVE GROUP GOAL AND CLEAR EXPECTATIONS

In all the DMC cases, engagement was aimed at a final group goal that featured both
clarity and value. For example, although it was new to the students, the booster
project had a number of properties that helped the groups to form a clearly-defined
goal towards which they channelled their effort. This was achieved first by providing
them with a clear set of expectations and necessary guidelines of what exactly they
needed to produce. In addition to spending about one hour at the beginning of the
task for clarification of assessment criteria, the tutor reported that some of the
members contacted her during the weekend mainly in regard to how they needed to
produce the final PowerPoint and poster. They were to be assessed on the project
content, language (including grammar and vocabulary), delivery, and team-work
skills.

The fact that the groups had a pre-defined goal and clear expectations seemed

to be useful in directing their collective, focused energy towards the target, and this

helped them to be motivated, as L&{a7.2) explains: “... they had a clear task.
That wasmportant because if they didn’t know what they were doing, they couldn’t

have done it. Knowing what was required from them also helped them with
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planning and allocating the roles, as she further explains: “[T]they had to choose a
group leader and allocate the roles for everybody, so roles for IT and for research...

and | think that helped them with motivation because they knew exactly what they

were doing: (Leila, Q 7.3)

Although both groups A and B (i.e. Cases 5 and 6) distributed the roles
among the group members, they all expected that they would be assessed collectively
and that made them all contribute to their collective effort, as Tom (Q 7.2) noted:

“Our group members were assessed togethedidn 't do my role in a team, our

team got lower marks. In other words, not me but d&lerefore, having a shared

final aim motivated them and also helped them to develop stronger relationships and
work collectively, as Huan stated: “To finish task we have to stay together and have

more chance to know each other... Everybody have the same aim to win the prize so

we are all motivated.” (Q 7.2)

In addition to including clear standards of assessment, the project was seen as
relevant to the students with the potential to develop real-life skills. The project was
intended to develop the students’ content information about a business case, their L2
skills, their team-working and presentation skills. Being such a multidimensional, the
project attracted the students’ interest. Sami for example attributed his intense

motivation to his perception of value in regard to these skills:

... Lalways learnt about team-working skills, and all of those
skills... This time | had to apply them in the right manner or |
wouldn’t do good at team-working. So it gave me the
opportunity to apply whatever skills | had, in any ways | wanted.
(Sami, Q 7.4)

Also, the project was designed so it could maintain a balance between its

challenges and the students’ skills. Huan for example said that the “difficulty of this
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task is appropriate(Q 7.3); this balance brought a sense of collective joy and

confidence based upon their perceived progress: “It was really hard, tired. But we

enjoyed that moment... Every member felt that we made great thing and had

confidence’ (Huan, Q 7.4) Although challenging, the project allowed for generating

interest and creativity as Huan (Q 7.5) reported: “The process to create poster is

interesting and utilising creativity, is fun especially when you have a good idea.

7.3.32THEME 5 AUTONOMY

In all the cases, autonomy emerged as one of the most dominant themes in the
dataset, not only as descriptive of the group DMCs, but also a major reason for their
success. For example, in Jason’s case of a Thai class, the students were provided

with a unique possibility for autonomy that seemed to be rare in the Thai educational
system of the 1980s. Therefore, Jason encouraged the students to seize the

opportunity and the autonomy that unexpectedly became available to them:

... Then, at the request to me from the class, we stopped doing

the required curriculum. Instead they wanted to write, produce,
direct, and film their own short movies. They divided into
groups and took on different tasks to do this. (Jason, Q 7.2)

Jason’s class had a unique opportunity to be different, to be free from the required
curriculum, and to be able to do what they chose to do. They therefore exploited the
autonomy to work independently and in smaller groups of their choosing towards
their goal.

In the booster activity, once the groups were provided with details of the
activity and its assessment criteria, they were left to work on their own, as Leila (Q

7.4) explains: “So they had to work together on their own with no help from us really
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apart from the initial, first half an hour of guidance... So it was quite autonomous in
that way”

This sense of autonomy helped the students to feel that they own the project
and thus to exert effort to produce an “appealing final outcome, as Huan (Q 7.6)

said: “My interest is designing the poster_to make it more appealing. It is something

you have genius freedom to do what you walrit

Autonomy also helped the groups to depend on their members and make use
of their skills. In return, the group members seemed to have been motivated by this
opportunity for autonomy as it gave them the possibility to test and display their

personal skills, as Sami (Q 7.5) reflected: “I felt more cleverer let’s say, because

actually | was given the opportunity to do whatever | want.

7.3.3.3THEME 6: INSPIRING GROUP LEADER

In the majority of the group DMC cases, the motivational role of a charismatic and
inspiring group leader emerged as a dominant theme. In Jason’s class of Thai

students, for example, a group leader played a central role in motivating the whole

class:

One student was central. She was very charismatic and certainly
got students to interact in English. But, I think she did this by
letting the class know the textbook was a little boring. | recall

that she even yawned in class. Perhaps her laughter also
prompted students to relax more. (Jason, Q 7.3)

Although none of the groups were assigned a group leader externally (e.g. by
teacher), certain characteristics were identified in helping an individual member to

acquire the leadership role, most importantly age, as Jason explains:
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She was a year or more older than the other students... Like in

many university settings in Asia, age plays a part in how people
behave. Older people become class leaders in some ways by
default. (Jason, Q 7.4)

Despite the significance given to older individuals in the Thai cultural norms,
maturity was also a factor in selecting a leader among the other group DMCs.
Furthermore, having more academic credentials was essential in helping the only
student with a PhD in Sophie’s group to become a naturally-occurring leader.
However,Sophie’s group members were initially struggling in part because their
group leader was still unconvinced of the value of the project. However, once he
endorsed the project, he seemed to have pushed the whole group into a powerful

DMC:

[H]e didn’t really want to sit there... So I could see it from his
face what he was thinking, literally. But after the first two
sessions, | think | gained his respect, like kind of. (Sophie, Q
7.9)

As can be seen from the extract above, motivating one student who naturally
appeared as the group leader was a major factor in not only helping him integrate
into the group, but more importantly to embrace the project and then help motivate
the whole group.

In the booster activity, the groups were asked to choose their own leaders
who were in charge of managing the groups and representing them in the final
presentations. In these two groups, having a group leader seemed to be important in
organising them, in ensuring that they maintained a steady level of motivation, and

that they all contributed to the project, as Tom explained his leadership role:
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[ checked time, each member’s task and progress of our job.
Being a leader itself made me more involved in that projéct
took full responsibility of our project. Not to fail the project, |
checked everything in my group. And when someone task was
beyond or below my expectation, | helped that member and
reallocated our tasks to do our project efficienty.7(3)

As such, the group leader was a central element in directing the group energy,
checking their progress and ensuring efficiency. Noticeably, being a leader itself was
motivating for Tom as it made him feel more responsible.

For group A, Sami was tHeader who saw his role as the “think-tank’ of the
group providing guidance and checking their progress: “every time they would face a

problem | would be there and give them the soluti@®ami, Q 7.6)

In the booster project, age was also a major criterion for becoming a group
leader, but also experience and gender. Tom for example was naturally seen as a
group leader due to his age and experience, as((ila&d) narrates: “There was a

guy, and the rest were youngeThey called him uncle... He was experienced. He

was the only one doing an MBA and had work experience and’ #sffor Sami,

despite that he was the only Middle-Eastern and the rest were East-Asians, he
thought he had beote a leader as he was the only male member and that made him
a natural candidate to be the group leader. However, he seemed to have assigned
some of his roles to another official leader he nominated; given the differences in
cultural background and gender, he probably did not feel comfortable contacting all

the other members, especially because they had not known each other well before:

That [being the only male] made me a leader and | would make
all the decisions, and we had an official leader, | assigned a
leader for the team who would sometimes talk to each one and
combine the ideas. (Sami, Q 7.7)
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7.3.34THEME 7: SUPPORTIVE TEACHER

Except for Sahar and her classmates (Case 1) who pursued their L2 learning
independent from any institutionalised regulation or support, the unique role of
cooperative teachers across all the DMC cases was appaldmugh the role of
teacher was not originally a central part of the research agenda. In the cases narrated
by the teachers, the data indicated that the teachers seemed to have played an unusual
role while their students were experiencing a group BM@usual was defined in
the coding manual as divergence from how L2 teachers typically perform their roles.
In addition to and perhaps as a result of the autonomy the groups enjoyed (as
discussed above), the teachers performed their roles mainly as a consultant or
facilitator, rather than a controller or regulator.

In Jason’s class, the students first abandoned their required curriculum to the
projects the students wanted to do as groups, and Jason then described his role as a

consultant: “l acted as a consultant to each group and answered their questions

usually only when they asked me, although | did make suggestions from time to

time.” (Jason, Q 7.5) Playing this role seemed to be helpful in a number of ways: it
helped the students to gain autonomy so they could decide what L2 aspects they
wanted to improve-for example, they focused on communicative skills rather than
what the national curriculum required; it allowed a role for the teacher to provide
guidance and suggestions to the students as the students did not always have enough
technical knowledge on their own; and as such, it made the students feel assured that
they had access to the support theydaé€l'hese aspects are clearer from Jason’s

account:

| was a facilitator. My job was to make using English easier for
them. To do this, we established that | structured the tasks, but
wanted them to have input into the procesBiey were bored
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with the textbook and wanted to do something else. | facilitated
the process and asked them for ideas... they also wanted to do

other things using English and that's when the one student
suggested they put on one-fact plays. | facilitated the task by
asking them questions, such as what kinds of things do they need
to do to put on a play? They answered: write a script, select a
director, audition for roles, create a set... Someone then

suggested to the class that we film the play&ason, Q 7.6)

As can be deduced from the extract above, in their group DMC, the students were
active participants and owners of their own learning, and many of the activities were
suggested by the students although they made use of their teacher for guidance and
ideas for new activities. This excerpt also suggests that the entire class functioned
smoothly and close, sincere, and trustful relationships were developed between the
teacher and the students. That in turn helped the students feel comfortable,
unthreatened, active, and then happy in that environment. The entire process of such
an alteration of the teacher’s and students’ roles took consecutive steps, becoming

more spontaneous and efficient as they progressed further.

One possible reason for this supportive teacher role was that the teachers
showed commitment in their teaching. For both Alia and Sophie, the group DMC
experiences occurred in the first years of their teaching career, and their enthusiasm
might have been an influential parameter. Jason was also a recent graduate in 1980
(time of the DMC event), and his willingness to travel and teach in a foreign country
might have stemmed from his passion for teaching English.

In the course of the student DMCs, at least one teacher reported what the
analysis identified to be a teacher DMC. When Sophie started teaching an English
presentation course to adult learners, she was already motivated, but as one of the
groups performed beyond her expectations and became a DMC, her motivation also

increased: “| was alreadyuite interested in teaching... But as the group becomes
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more motivated, I also... | got excitedas well....” (Sophie, Q 7.10) As a result,
Sophie found the impetus to prepare more materials for this motivated group and

even invited them to a church that shewatgending: “... [T]hey are really keen to

learn, so | am preparing more for them. So, also | remember taking two of them

[to] discussion groups that are held in church(Sophie, Q 7.11)

As the DMC group expended much effort and differed from the rest of the
students not only in their motivation and interest, but also in how they responded to
the group project, the DMC group aimed for learning and acquiring the skills the
project intended to teachrather than focusing on grades. This assessment from

Sophie also contributed to her motivation as a teacher:

I really enjoy it... partly, a lot really because of this particular
group really, truly, because they were so good... I know that
other groups are not as great... but | somehow could get over
those and not focus on tha but this particular group is slightly
different. They are not just focusing on the grades, they just
want to do well. (Sophie, Q 7.12)

Because of having such a group, Sophie was led to not focus on otlser not-
motivated groups of students and thus to not lose interest in teaching them.
Furthermore, Sophie’s perception about teaching seemed to have slightly
altered as a result. Teaching was now seen as fun and not merely a form of
employment, and therefore she looked forward to times diiiga “I remember

going to work and thinking to myself, | am not doing this for manéyum just really

looking forward to teaching because it is fufsophie, Q 7.13)

In return, it seemed that the students that 