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ABSTRACT

In this study I investigated foreign language learners’ Willingness to
Communicate, frequency of L2 communication, and eight individual difference
variables hypothesized to influence them: L2 learning anxiety, L2 learning motivation,
integrativeness, international posture, ought-to L2 self, ideal L2 self, L2 linguistic selfconfidence, and valuing of global English. Based on the concept of possible selves
(Markus & Nurius, 1986), Dörnyei (2005) proposed the concept of the ideal L2 self:
an idealized self-image involving future linguistic proficiency and professional
success through mastery of an L2. In this study, Dörnyei’s (2005) hypothesis that
Willingness to Communicate is primarily determined by linguistic self-confidence and
the ideal L2 self is tested using a structural equation model. A second purpose of this
study, tested by comparing alternative structural equation models, was to confirm
whether students’ self-reported Willingness to Communicate best predicts foreign
language use in the classroom. In addition, gender differences in L2 WTC and the
ideal L2 self, and the effects of visualization and goal-setting activities on the
enhancement of Willingness to Communicate were investigated using multivariate
statistical techniques.
A total of 662 Japanese university students participated in the study, 373 as
core participants and 289 for cross validation. A model was hypothesized based on the
WTC model (MacIntyre, 1994), the socioeducational model (Gardner, 1985), and the
concept of the L2 Motivational Self System (Dörnyei, 2005), and tested using
questionnaire data collected at the beginning of the university semester. The
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hypothesized model showed marginal fit to the data (CFI = .902, RMSEA = .081). The
path from ideal L2 self to L2 WTC, tested for the first time in this study, was the most
substantial predictor of L2 WTC in the model with a path weight of .51. It was also
confirmed that self-reported estimates of WTC directly predicted observed L2 use in
the classroom, while Motivation and Ideal L2 Self did not. A model specifying a direct
path from WTC to L2 Use and indirect paths via WTC for Motivation and Ideal L2
Self showed good fit to the data (CFI = .962; RMSEA = .083). Regarding gender
differences, female participants scored higher than males in both L2 WTC and Ideal
L2 Self. Concerning whether L2 WTC can be enhanced by classroom tasks such as
visualization and goal-setting, the results suggested that the visualization treatment
alone was not effective in enhancing learners’ L2 WTC over the non-treatment group.
The increase in learners’ L2 WTC was significantly greater for the When visualization
and goal-setting group compared with the visualization group and the non-treatment
group.
The first implication of this study is that considering the strong impact of ideal
L2 self on L2 WTC, there is significant potential for enhancing L2 WTC by applying
motivational strategies that enhance or develop second language learners’ ideal L2 self.
Second, considering the importance of L2 output for developing communicative
proficiency, the finding that self-reported L2 WTC predicted actual L2 use in the
classroom lends additional credence to such motivational approaches. That finding
also supports the validity of other studies that have relied on self-report for measures
of L2 WTC. A third implication is that because females generally exhibited higher
measures for L2 WTC and Ideal L2 Self, gender diversity is preferable to promote
v

active classroom communication. Finally, for researchers and practitioners interested
in designing activities to enhance learners’ L2 WTC, connecting the proximal goals in
the class to future distal goals (Miller & Brickman, 2004) could be an important aspect
for the success of the activities.
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CHAPTER 1
INTRODUCTION

Genesis
At one of the universities where I am currently teaching, the students are
science majors studying areas such as information technology, system engineering,
electrical engineering, artificial intelligence, and quantum mechanics. The majority of
these students are quiet in class even though they are able to express many interesting
ideas in writing. In this context, my challenge as their teacher has been to create a
situation in which the students are more willing to communicate when speaking
English.
At the other university where I am teaching, the students are generally
interested in traveling abroad. From my talks with the students, I have the impression
that they are interested in integrating into mainstream English culture, partly because
the university was originally founded by American missionaries and there are many
American teachers at the university. In one of the classes, nearly half of the students
have lived overseas, showing a high degree of confidence in speaking English in
classes. On the other hand, some of the students who have only lived in Japan but who
have similar TOEFL scores as the students who lived overseas appear anxious,
particularly at the beginning of the semester. They wondered whether they could
perform well in the class, especially when listening and speaking. There is sometimes
tension between these two groups of students, when they work in groups. The students
who have lived overseas sometimes dominate the group discussions with their high
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levels of spoken fluency, while the other students sit quietly and fail to find
opportunities to talk. In another class, the class atmosphere is friendly and the students
smile frequently, but many of them seem to feel peer pressure not to stand out and
sometimes choose not to talk for this reason, even though they have interesting
opinions. In these classes with their various group dynamics, it has been my challenge
to create a situation where all the students feel willing to communicate, and
comfortable expressing themselves freely as this is the key to further enhancing their
communicative abilities in English.

The Background of the Issue: Globalization, Communicative Ability, and
Willingness to Communicate
As the world is undergoing rapid globalization, the challenges people face
today are becoming increasingly complex. Issues such as energy, resources, food,
population, the environment, terrorism, pandemics, technological development, and
ethics, are intricately intertwined. In these circumstances, it is essential for people to
share their knowledge to address these issues, and this increasingly requires a working
knowledge of English. English has played and will continue to play a central role in
uniting people with different mother tongues, allowing them to communicate, develop
greater mutual understanding, and solve global problems cooperatively. As young
people will take the stewardship of this planet, it is essential that they acquire
communicative English skills so that they can advance their chosen fields and
contribute to the betterment of the world.

2

According to Tanikawa (2011), the number of Japanese students studying
abroad in 2008 showed an 11 percent decrease compared to 2007 and 20 percent
decrease compared to 2004; and this downward trajectory has been continuing.
Tanikawa (2011) quoted comments by Professor Ogi at Hosei University that “young
Japanese are increasingly becoming unwilling and ill-prepared to take on new
challenges,” being content in affluent, comfortable Japan. According to Dujarric and
Honjo (2009), there are 39 Korean students, and just 5 Japanese students in the
undergraduate program at Harvard University. Graduate and undergraduate combined,
during the 10-year period between 1999 and 2009, the number of Japanese students
studying at Harvard had declined from 151 to 101, by contrast the number of Chinese
students had increased from 227 to 463 and the number of South Korean students had
increased from 183 to 315 (Ono & Joo, 2010). Although the reasons for the decline are
unknown, the introduction of new TOEFL IBT, with newly introduced speaking
section, might have made it more difficult for Japanese students to obtain sufficiently
high scores to be admitted to universities with high English standards. Whatever the
reasons are, this trend of fewer Japanese university students studying abroad stands in
contrast to the overall trend toward increasing globalization.
For the past two decades, the Japanese Ministry of Education Culture, Sports,
Science and Technology (MEXT) has been eager to enhance students’ communicative
skills, which it still calls “inadequate” (p. 1). A strategic plan to cultivate “Japanese
With English Abilities” (Japanese Ministry of Education, Culture, Sports, Science and
Technology, 2002) specifically aims at drastically improving the English
communicative skills of Japanese youth to meet the future economic and social needs
3

associated with increasing globalization. Building on this strategic plan, MEXT issued
an Action Plan to Cultivate Japanese with English Abilities (2003) to establish a
system for cultivating Japanese with English abilities. On the first page of the plan, the
Ministry laments the status quo of Japanese people’s communicative abilities as
follows:
…due to the lack of sufficient ability, many Japanese are restricted in their
exchanges with foreigners and their ideas or opinions are not evaluated
appropriately. It is also necessary for Japanese to develop their ability to
clearly express their own opinions in Japanese first in order to learn English (p.
1).
This action plan states that developing Japanese with English abilities is an extremely
important issue for the future generations in Japan and for the future of Japan as a
leading nation in this globalizing world.
In this situation, fostering greater willingness to communicate and
communication abilities are particularly relevant for young Japanese students, as this
will permit them to feel more comfortable, confident, and willing to share their ideas
and opinions with people around the world. In English as a Foreign Language (EFL)
contexts, such as Japan, students are exposed to limited amounts of English outside of
the foreign language classroom. Therefore, classroom interaction is an integral,
primary source for students to enhance their willingness to communicate, and
communicative abilities. At the same time, like other countries in the world, Japan is
rapidly globalizing in many spheres of life. More and more non-Japanese are living in
Japan and some Japanese companies have recently announced that they have adopted
English as the official language in their organizations. Therefore, enhancing students’
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willingness to communicate, which is the antecedent to actual initiation of
communication, is beneficial for their future, even in the case of students who will
spend most of their lives in Japan.

Globalization, Integrativeness, and Ideal L2 Self
Gardner and Lambert’s (1972) construct of integrativeness concerns L2
learners’ self-concept, such as their psychological identification with the foreign
language, the target language community, and the values associated with the L2
community. However, as globalization progresses, English has become a lingua franca
(Crystal, 2003; Widdowson, 1994) for the people of different mother tongues to
communicate, and as such, the English language as a lingua franca has increasingly
become independent of its native speakers and their cultural background (SkutnabbKangas, 2000).
As dominance of English as the global language continues, the relevance and
validity of integrativeness have been questioned by several researchers. Relatively
recent studies in EFL contexts have indicated that distinguishing between integrative
and instrumental motivation to acquire English is sometimes difficult (Kimura, Nakata,
& Okamura, 2001; Lamb, 2004). Warden and Lin (2000) reported a lack of
integrativeness among Taiwanese EFL learners, and Yashima (2000) found that the
country-specific integrativeness items on her questionnaire were perceived as the least
important reasons to study English among Japanese university learners. Under this
circumstance, a World English Identity (Dörnyei, 2005, p. 97) is plausibly more
relevant in EFL contexts than Gardner’s notion of integrativeness.
5

Although Gardner’s notion of integrativeness has been shown to be a powerful
predictor of motivation and achievement in language learning in numerous studies, the
relevance of integrativeness in explaining learner’s motivation to learn English has
been questioned in recent studies conducted in EFL context (Kimura, Nakata, &
Okamura, 2001; Lamb, 2004). To meet this challenge, a new model, the L2
Motivational Self System, was proposed by Dörnyei (2005). The three main
components of the L2 Motivational Self System are the ideal L2 self, the ought-to L2
self, and the L2 learning experience. The ideal L2 self concerns learners’ imagined
future self in which they are competent in English and have achieved a degree of
professional success. Dörnyei has related the ideal L2 self to WTC by hypothesizing
that L2 WTC is primarily the result of linguistic self-confidence and the ideal L2 self
(p. 210). The ideal L2 self is particularly relevant in the Japanese EFL context, where
students currently have few opportunities to use English outside the classroom, there is
no significant group of native English speakers to integrate with, and therefore, there
is no pressing need to use English.
Researchers have shown that visualization can be a powerful motivator, and an
effective measure to bridge classrooms to the larger world (Marcus, 2006). Therefore,
with carefully designed visualization activities, even in a classroom with only
Japanese classmates, students can potentially imagine that they are members of the
larger global community where people frequently communicate using English. Testing
Dörnyei’s hypothesis that L2 WTC is the interplay of linguistic self-confidence and
the ideal L2 self is worthwhile because it potentially illuminates the causes of
willingness to communicate in EFL classes.
6

Statement of the Problem
The first problem addressed in this study is that although relationships among
WTC and various cognitive and affective constructs have been explored using
structural equation modeling, no researchers have tested the comprehensive structural
relationships among a full range of relevant variables that include WTC, frequency of
communication anxiety, motivation, integrativeness, international posture, ought-to L2
self, ideal L2 self, L2 linguistic self-confidence, and valuing of global English.
Moreover, Dörnyei’s (2005) hypothesis that linguistic self-confidence and the ideal L2
self positively influence L2 WTC, though having drawn much positive attention,
remains untested.
Second, individual difference variables included in the previous studies of
WTC using structural equation modeling, have been measured only by self-reported
questionnaire items. Because self-reported data can be subject to a number of biases
(e.g., self-flattery), objective measures examining whether self-reported L2 WTC
predicts actual L2 classroom use should be obtained and be integrated in quantitative
studies.
Third, gender differences in L2 WTC have not been tested in the EFL contexts,
though in French immersion settings, some researchers have examined the effect of
gender on WTC in empirical studies (Baker & MacIntyre, 2000; MacIntyre, Baker
Clément & Donovan, 2002). The concept of the ideal L2 self, being relatively new,
there is just one research examining whether gender differences exist on the scores of
the ideal L2 self (Ryan, 2009).
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Fourth, most previous quantitative studies on WTC in EFL settings have been
cross-sectional and have not focused on the development of WTC. Some longitudinal
studies in EFL, FSL, and French immersion settings have been conducted to examine
whether learners’ WTC can be enhanced in the classroom (MacIntyre, Baker, Clément
& Donovan, 2003; Okayama, Nakanishi, Kuwabara & Sasaki, 2006; Sick, 2001;
Yashima & Zenuk-Nishide, 2008); however, no clear results showing that WTC can
be enhanced in instructed language classes have been produced in EFL settings.
Fifth, most of the previous studies on WTC have been either quantitative or
qualitative. Both methodologies have their own limitations; therefore, a more holistic
picture of L2 WTC cannot be presented without combining these two methods in a
mixed-methods study.

Purposes and Significance of the Study
The primary purpose of this study is to examine the structural relationships
among variables that affect Willingness to Communicate (WTC) and frequency of
communication in the L2 in Japanese university EFL classrooms: anxiety, motivation,
integrativeness, international posture, ought-to L2 self, ideal L2 self, L2 linguistic selfconfidence, and valuing of global English. This purpose also includes investigating
Dörnyei’s (2005) hypothesis that the interplay of linguistic self-confidence and the
ideal L2 self positively influence L2 WTC. Support for this hypothesis would suggest
that learners’ L2 WTC can be enhanced through fostering students’ self-confidence
and ideal L2 selves.
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The second purpose of the study is to investigate the degree to which learners’
WTC predicts actual L2 use in the classroom. In communicative language classes,
student engagement in communicative activities is essential. The success of this
engagement largely relies on learners’ WTC and their actual engagement in
communicative tasks and activities. Higher WTC is generally associated with higher
L2 use. However, whether higher WTC leads to higher L2 use or not has not been
tested in a quantitative study. Therefore, this study aspires to make a contribution to
the existing WTC literature through adding an objective measure to the study of WTC.
The third purpose concerns investigating gender differences in L2 WTC and
the ideal L2 self. Traditionally, learning a foreign language has been perceived as
feminine (Clark & Trafford, 1995; Ryan, 2009). In line with this common perception
of foreign languages as feminine subjects, previous researchers in French immersion
settings have reported more positive attitudes and higher WTC among female learners
(Baker & MacIntyre, 2000; MacIntyre et al., 2002). Through testing whether gender
differences exist in EFL learners’ L2 WTC and the ideal L2 self, I aim to shed light on
an unstudied dimension of L2 WTC.
The fourth purpose is to explore the development of WTC longitudinally by
examining whether L2 WTC can be enhanced over one academic semester. In
exploring the development of WTC, the relative effects of visualization and goal
setting on enhancing WTC in an EFL setting is tested. Higher levels of L2 WTC are
widely believed to lead to more frequent use of the L2 both inside and outside the
foreign language classroom; but this supposition is in need of empirical support.
Positive results would be an encouraging contribution to the field. The positive results
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of both visualization and goal setting will contribute to the field through suggesting
concrete measures that can be used to enhance WTC. If visualization and/or goal
setting are found to enhance WTC, instructors will have concrete measures they can
apply in the classroom. Positive results for visualization and goal setting would also
add another beneficial application of self-regulation in language learning to develop
autonomous learners.

The Audience for the Study
The first audience of this study is second language researchers. The structural
relationships among individual difference variables that affect willingness to
communicate and frequency of communication in the L2 in Japanese university EFL
classrooms can provide new insights into the exploration of learners’ L2 WTC in EFL
settings in the globalizing world, where the nature of L2 identities and motivation in
language learning is changing. Second, the exploration of the degree to which learners’
self-reported WTC predicts L2 use is of theoretical and practical interest to researchers,
because it is currently unclear whether self-reported L2 WTC is a significant predictor
of actual classroom communication. Third, the examination of differences in male and
female learners’ L2 WTC and the ideal L2 self is of interest to researchers because no
investigations of gender differences in L2 WTC in an EFL context have been reported,
and there is just one existing investigation of gender differences in the ideal L2 self
(Ryan, 2009). Fourth, the development of L2 WTC and the relative effects of
visualization and goal setting are also of interest to researchers because they add new
aspects to the existing literature.
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The second audience for the study is foreign language teachers, involved in the
development of foreign language speaking abilities. The relative effectiveness of
visualization and goal setting activities are potentially of interest to practitioners
looking for concrete ways to enhance students’ L2 WTC, which is believed to lead to
higher frequency of communication. Gender differences in L2 WTC should also be of
particular interest to practitioners looking for effective ways to maximize participation
in communicative tasks in pairs and groups.
The results of this study would be of interest to the policy makers in the MEXT,
who are striving to reform the current educational framework and present new ways to
enhance Japanese students’ communicative abilities so that Japanese citizens can meet
the challenges in this globalizing world. For example, the developmental aspects of
WTC as well as the concrete measures of visualization activities and goal setting
activities to enhance L2 WTC, could be promoted by policy makers, to administrators
and to practitioners as one way to enhance learners’ L2 WTC.

Delimitations
The first delimitation of this study is that the results might not be generalizable
to other EFL contexts in Japan and elsewhere because the participants in this study are
Japanese students studying at two competitive universities in the Tokyo metropolitan
area. Their general cognitive ability, academic level, motivation to learn English, and
their overall English proficiency are higher than average, and these factors might
separate them from many other students in Japan in important ways.
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The second delimitation is that the potential benefits of this study, including
the pedagogical implications, might not be generalizable to other educational contexts
in Japan and elsewhere because of the metropolitan setting of the universities in this
study. The metropolitan Tokyo area is the primary hub of international business in
Japan, and as such, the majority of the students’ parents are likely professionals with
high expectations for their children to learn English. There are more non-Japanese in
the Tokyo metropolitan area than in other parts of Japan, so learners in that area are
potentially more aware of the effects of globalization than in other parts of Japan, and
they might have had more opportunities to encounter people from different cultural
and language backgrounds. Being in such a sociocultural environment, learners in
metropolitan areas might be more globally oriented with higher motivation to study
English and an expectation of getting a job in a multinational company and an
international organization.

The Organization of the Study
In Chapter 2, I review the literature directly related to this study, starting with
an overview of the foundational works of the WTC literature and moving on to major
recent studies. I then review the literature related to the central construct of this study,
the ideal L2 self and review studies on visualization, self-regulation and goal setting.
At the end of the chapter I present gaps in the literature, the purposes of the study, and
the research questions. In Chapter 3, I describe the participants, instrumentation,
procedures, and the analyses used in the study. In Chapter 4, I present the results of the
preliminary analyses in which questionnaire data were analyzed using both factor
12

analysis and the Rasch measurement model to validate WTC instrument and
individual differences instruments. Following the preliminary analyses, I report the
quantitative results in Chapter 5 and discuss the key findings in Chapter 6. In the final
chapter, I conclude the study with limitations and possible directions for future
research.
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CHAPTER 2
REVIEW OF THE LITERATURE

In this chapter, I review the foundational works in WTC and move on to recent
studies in search of new models of WTC. I then review the literature related to the
central construct of this study, the ideal L2 self, followed by a review of representative
studies on self-regulation and goal setting. I end the chapter by identifying the gaps in
the literature, describing the major purposes of the study, and stating the research
questions that guide the study.

Willingness to Communicate:
A Trait-Like Predisposition or a Situational Construct
The concept of Willingness to Communicate (WTC) originally emerged from
the concept of unwillingness to communicate in the L1 communication field (Burgoon,
1976; Burgoon & Hale, 1983; McCroskey, McCroskey, Richmond, & Teven, 2010).
Based on Burgoon’s (1976) conceptualization of unwillingness to communicate,
McCroskey and Baer (1985) proposed the construct Willingness to Communicate,
which is defined as the probability of initiating conversation when given an
opportunity, suggesting that communication apprehension, shyness, and introversion
affect WTC (McCroskey, 1977, 1992; McCroskey, & Richmond, 1991).
Building on previous studies of both unwillingness to communicate (Burgoon,
1976, Burgoon & Hale, 1983) and willingness to communicate (McCroskey, 1992;
McCroskey, & Richmond, 1987, 1991), which have been regarded as the opposite
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sides of the same coin (MacIntyre, 1994), MacIntyre presented his initial L1 WTC
model, testing a causal model made up of six constructs that were hypothesized to be
determinants of L1 WTC: anomie, alienation, self-esteem, introversion,
communication anxiety, and perceived communication competence. In MacIntyre’s
model, communication apprehension and perceived communication competence
directly predicted WTC. Combining MacIntyre’s model with Gardner’s (1985) socioeducational model of language learning, MacIntyre and Charos (1996) presented the
hybrid L2 WTC model in which perceived competence, anxiety, and opportunity for
contact with L2 speakers were significant predictors of L2 WTC in a French as a
second language context in Canada.
In 1998, MacIntyre, Clément, Dörnyei, and Noels extended the trait-like
conceptualization of WTC (McCroskey & Baer, 1985), integrating more situational
aspects of WTC and presented a new perspective, defining L2 WTC as “readiness to
enter into discourse at a particular time with a specific person or persons, using a L2”
(p. 547). The variables hypothesized to influence WTC are shown in the heuristic
pyramid model in Figure 1. In the model, the authors identified a range of cognitive,
affective, and situational variables that potentially influence L2 WTC. This constituted
an attempt to integrate three typically discrete approaches of inquiry in L2 research:
linguistic, psychological, and communicative approaches.
This heuristic model suggests that L2 WTC is a synthesis of psychological,
social, and linguistic factors, influenced by multiple external and internal factors that
are logically and empirically related to learners’ willingness to communicate. Starting
at the bottom of the pyramid, the enduring characteristic, personality (Box 12, layer
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VI), has been shown to be channeled through more immediate variables to influence
L2 WTC. For example, in an empirical study, MacIntyre and Charos (1996) found that
each of the Big Five personality traits (Goldberg, 1992), extraversion, agreeableness,
conscientiousness, emotional stability and openness, contributed to motivation and L2
WTC though their effects were mostly indirect; for example, emotional stability
predicted integrativeness (a part of intergroup climate: Box 11, layer VI) and
intergroup attitudes (Box 8, Layer V), which, in turn, predicted motivation (a part of
interpersonal motivation: Box 5, layer IV), and intergroup motivation (Box 8, Layer
V). In this way, both horizontal and vertical relationships among the factors presented
in this pyramid are based on both theory and empirical studies.

Figure 1. Schematic representation of the variables influencing WTC.
From “Conceptualizaing Willingness to Communicate in L2: A Situated Model of
Confidence and affiliation,” proposed by MacIntyre, P., Clément, R., Dörnyei, Z., &
Noels, K. (1998). Modern Language Journal, 82, 547.
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Intergroup climate implies that a positive attitude toward the L2 community
and ethnic group leads to willingness to interact with that group (Gardner, 1985).
These attitudes are formed and affected, first, by parental behavior (Gardner, 1985)
among younger children, and later by the influence of the media and the learners’
peers (MacIntyre et al., 1998). Social situation in Layer V corresponds to the various
situations that can act as constraints on the pleasantness of communication, such as the
participants, the setting, the purpose, and the topic.
Regarding competence and confidence, communicative competence (Layer V)
refers to general language proficiency, while self-confidence (Layer IV) concerns the
learners’ overall belief concerning their ability to communicate effectively, and state
communicative self-confidence (Layer III), an immediate precursor of WTC,
corresponds to the situation specific feeling that one is capable of communicating
effectively. In this way, the definitions of the terms competence and confidence are
gradually narrowed from general situations to specific situations, as we move from the
lower part of the pyramid toward the top. Another immediate precursor of WTC is
desire to communicate with a specific person (Layer III), which is influenced by
interpersonal and intergroup motivations in Layer IV. Learners’ degree of willingness
to communicate (Layer II) is most strongly affected by communicative self-confidence
and desire to communicate with a specific person (Layer III), which are supported by
more distal, enduring properties of the persons or the environment described in Layers
IV, V, and VI. A high degree of WTC implies the intention to engage in conversation
and discourse (Communication Behavior: L2 use, Layer I) when the opportunity arises.
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MacIntyre, Clément, Dörnyei, and Noels (1998) stated that willingness and
intention to act significantly predicts behavior based on the theory of planned behavior
(Ajzen, 1988, 2005), which suggests that the intention to engage in an action and the
person’s control over their behavior are the two most immediate antecedents of
behavior, as graphically represented in Figure 2. Subjective norms arise from people’s
belief that significant others expect them to engage in certain actions, which leads to
their motivation to comply with their expectations. Attitudes toward the behavior are
based on beliefs about the consequences of the behavior and the wish to experience
those consequences, whereas perceived behavioral control arises from an individual’s
perceived difficulty of engaging in the specific behavior (Ajzen, 1988). Therefore, the
greater the perceived behavioral control and the more agreeable the attitude toward
behavior and the subjective norm, the more likely individuals will engage in the
activity when the opportunity arises. Within Ajzen’s (1998) framework, which lies at
the heart of MacIntyre et al.’s (1998) pyramid model, are individuals who have control
over their willingness and intention to initiate conversation and act rationally to
achieve their goals.
For MacIntyre et al. (1998), WTC strongly implies the probability that learners
enter into discourse in authentic communicative interactions, an act that is assumed to
eventually lead to higher proficiency. Therefore, the authors argued that the ultimate
objective for L2 learning should be to enhance willingness to communicate in an L2,
going so far as to call a program that falls short of generating willingness to initiate
talk, a “failed program” (p. 547).
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Figure 2. Theory of planned behavior (Copyright 2006 Icek Ajzen).

In summary, the conceptualization of WTC has been extended from a simple
trait-like predisposition to a more comprehensive variable, integrating situational
variations, with both enduring and transient influences. As shown in the heuristic
pyramid model (MacIntyre et al., 1998), the examination of L2 WTC provides an
opportunity to bring together linguistic, communicative, and social psychological
approaches to the L2 research paradigm. WTC generates a driving force within
learners to look for opportunities to use the target language. Willingness and intention
to communicate can strongly lead to actual communication behavior (Ajzen, 1988),
which ultimately should leads to higher oral proficiency. Therefore, it has been argued
that the ultimate objective of L2 learning instruction should be to enhance L2 WTC. In
this study, whether or not L2 WTC can be enhanced over one academic semester is
tested.
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Structural Equation Models of WTC
MacIntyre (1994) tested his initial WTC model using path analysis (Figure 3).
MacIntyre suggested that WTC is caused by a combination of communication
apprehension, which has its roots in introversion and self-esteem, and perceived
competence, which has its roots in introversion and anomie. Combining MacIntyre’s
(1994) model with Gardner’s (1985) socio-educational model of language learning,
MacIntyre and Charos (1996) presented a hybrid model of L2 WTC in which
statistically significant paths from perceived competence, anxiety, and opportunity for
contact with L2 speakers to L2 WTC were identified. In addition, paths from L2 WTC,
perceived L2 communication competence and language learning motivation were
found to significantly affect the frequency of communication. Based on this hybrid
model, researchers have examined the relationships among various predictors of L2
WTC (Hashimoto, 2002; Yashima, 2002, Yashima, Zenuk-Nishide & Shimizu, 2004).

Figure 3. Portion of MacIntyre’s (1994) willingness to communicate model.

Elwood (2011) replicated the MacIntyre and Charos’ (1996), Yashima’s
(2002), and Yashima et al.’s (2004) models with 252 Japanese university EFL learners.
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The author reported that the Yashima (2002) and Yashima et al. (2004) models were
robust.
Elwood (2011) made three modifications to Yashima’s (2002) model: Items on
interest in foreign affairs and interest in international vocation were deleted and both
motivation and L2 WTC were entered as measured variables instead of latent variables.
After adding a data driven path from international posture to L2 anxiety, paths from
international posture to L2 WTC, confidence to L2 WTC, international posture to
motivation, motivation to confidence, and proficiency to confidence were found to be
significant, replicating Yashima’s original model (Figure 4).

Figure 4. Elwood’s (2011) WTC model-1. Respecified original model of L2
communication with standardized estimates. Numerical values list the value from the
current first and the value from Yashima (2002) parenthetically. Path coefficients were
significant at p < .01. χ2 (15) = 27.759, p = .023, CFI = .980, RMSEA = .058, 90% C.I.
= .021-.092.
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In replicating Yashima et al.’s (2004) model, Elwood (2011) made four
modifications to the original model: Items on interest in foreign affairs and interest in
international vocation were deleted and motivation, frequency of communication and
L2 WTC were entered as measured variables instead of latent variables. After adding
the data driven path from international posture to L2 Anxiety, paths from international
posture to L2 WTC, confidence to L2 WTC, international posture to motivation,
motivation to confidence, and international posture to frequency of communication
and L2 WTC to frequency of communication were found to be significant, replicating
Yashima et al.’s (2004) model (Figure 5).

Figure 5. Elwood’s (2011) WTC model-2. Results of SEM: Respecified revised model
of L2 communication with standardized estimates. Numerical values indicate that
path coefficients were significant at p < .01. χ2 = 29.754, p < .01, CFI = .970, RMSEA
= .089, 90% C.I. = .053-.126.
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In contrast to the positive findings for Yashima’s (2002) and Yashima et al.’s
(2004) models, MacIntyre and Charos’ (1996) model showed marginal fit to the data.
In Elwood’s (2011) study (Figure 6), MacIntyre and Charos’ original model was
slightly modified; replacing the variable Context with English Experience. Twelve
paths: Openness to Experience to Perceived L2 Competence, Perceived L2
Competence to L2 WTC, L2 WTC to L2 Communication Frequency, Extroversion to
L2 Anxiety, English Experience to L2 Communication Frequency, Diligence to
Attitudes, Attitudes to Motivation, Anxiety to Perceived L2 Competence, Anxiety to
Integrativeness, Integrativeness to Motivation, Integrativeness to Attitudes, Motivation
to L2 Communication Frequency, were significant, whereas five paths, English
Experience to WTC, Anxiety to WTC, Agreeableness to WTC, Emotional Stability to
Integrativeness, Perceived L2 Competence to L2 Communication Frequency, were
non-significant. Two data-driven paths were also found: Emotional Stability to
Motivation and Extroversion to L2 Communication Frequency. However, fit indexes
showed that the model fit the data rather poorly. Among the five paths that existed in
MacIntyre and Charos’ (1996) model but were found to be non-significant in this
study, Elwood commented on two paths. First, he stated that the absence of significant
path from Anxiety to WTC was unexpected. Second, he suggested that the reason for
the absence of significant path from Agreeableness to L2 WTC could be “a product of
a chance characteristic in the data” (p. 316).
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Figure 6. Elwood’s (2011) WTC model-3. Standardized solution of the revised pathanalytic model using communicative anxiety: Personality, attitudes, and affect as
predictors of foreign language communication. Adapted from “Personality, Attitudes,
and Affect as Predictors of Second Language Communication,” by P. D. MacIntyre
and C. Charos, 1996, Journal of Language and Social Psychology, 15(1), p. 12.
Copyright 1996 by Journal of Language and Social Psychology. Adapted and
reprinted with permission. Numerical values indicate that path coefficients were
significant at p < .01. χ2 = 76.396, p < .01, CFI = .926, RMSEA = .075, 90% C.I.
= .053-.095.

In summary, various WTC models have been tested based on MacIntyre and
Charos’ (1996) L2 WTC model. However, Dörnyei’s (2005) hypothesis that the ideal
L2 self together with linguistic self-confidence predicts WTC has not been tested, a
question that is addressed in this study.

Willingness to Communicate and Affective Variables
Studies have been conducted to determine the relationships among a number of
variables affecting WTC. Among various individual differences variables, anxiety and
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self-perceived communicative competence, have been found to be the immediate
antecedents of L2 WTC, whether they are conceptualized separately (Hashimoto,
2002; MacIntyre & Charos, 1996) or defined as one combined construct (Clément,
Baker, & MacIntyre, 2003; Yashima, 2002). Motivation and attitudes conceptualized
within the framework of social psychological model have also been found to be
closely tied to L2 WTC. Other stable, individual difference variables such as age and
gender have also been found to have a close relationship with L2 WTC.

Anxiety and Self-Perceived Communicative Competence
As noted above, lower anxiety and increased communicative confidence
enhance learners’ willingness to communicate. However, the interrelationship between
anxiety and perceived communicative competence and their contributions to WTC is
complex and can vary across situations (MacIntyre et al., 1998). In French as a second
language context, MacIntyre and Charos (1996) found that perceived competence (β
=.24) and anxiety (β= -.24) equally predicted L2 WTC using a path model with 62
adult Anglophone students who were taking an introductory conversational French
course. In contrast, in an EFL setting in Japan, Elwood (2011) found that anxiety
predicted WTC through communicative confidence. In Baker and MacIntyre’s (2000)
study, perceived competence was found to be a strong correlate (r = .72) of L2 WTC
among 124 lower proficiency high school French non-immersion learners, whereas
perceived competence had a non-significant correlation (r = .17) with L2 WTC among
71 higher proficiency high school immersion learners of French. Among these
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immersion learners, anxiety was found to be a moderately strong correlate (r = -.44)
of L2 WTC.
Similarly, in MacIntyre, Baker, Clément, and Donovan’s (2003) study,
multiple regression analyses were performed to examine whether L2 perceived
competence and L2 communication apprehension predict L2 WTC differently among
French as second language learners and learners who experienced immersion
programs. It was found that L2 perceived competence showed a high regression
coefficient (β= .61), explaining about 37% of the variance of L2 WTC among 32
university FSL (non-immersion) learners in Canada, whereas the coefficient for L2
communication apprehension was not significant (β=.14). On the other hand, among
27 university learners who had previously experienced the immersion program (full
immersion group and summer immersion group combined), it was found that L2
communicative anxiety was a significant predictor (β= -.56 ), explaining about 31%
of the variance in L2 WTC, whereas the coefficient for L2 perceived competence was
not significant (β＝.11). The authors pointed out their small sample sizes for both
groups as the limitation of the study. Additionally, the authors found nonsignificant
differences in communication anxiety among the three groups (non-immersion,
summer immersion, and full immersion), ascribing the cognitive demands learners
experienced in the classroom as the possible reasons for the lack of significant
differences. The authors stated that communication demands are higher in immersion
classes than in FSL classes and if teachers challenge students to facilitate learning, the
learners are constantly put into situations that exceed their speaking ability, which
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might create discomfort and anxiety, as speaking has been found as the most anxietyprovoking modality in L2 communication (Horwitz, Horwitz, & Cope, 1986; Koch &
Terrell, 1991; MacIntyre & Gardner, 1991, 1994).
In previous studies, anxiety and self-perceived confidence have been
conceptualized both as separate factors and as a single factor. In MacIntyre and
Charos’ (1996) L2 WTC model, perceived competence and communication anxiety
were conceptualized as two separate factors, independently influencing WTC, whereas
in Clément’s model (Clément & Kruidenier, 1985), L2 perceived communicative
competence and a lack of L2 communication anxiety were conceptualized as one
factor. Following Clément (1985), Yashima (2002) defined the combination of L2
perceived communicative competence and a lack of L2 communication anxiety as
self-perceived communication confidence, and found self-perceived communication
confidence as the strongest predictor (β= .68) of L2 WTC among 297 Japanese
university students. Similarly, Yashima et al. (2004) found that self-perceived
communicative competence was the strongest predictor of L2 WTC among 166
Japanese high school students (β= .59). More recently, Peng and Woodrow (2010)
found that communication confidence, which they defined as the combination of
communication anxiety and perceived communication competence, was the most
powerful predictor (β= .69) of L2 WTC among 330 Chinese university students.
Previous research has overwhelmingly shown that anxiety and self-perceived
confidence, whether they are treated separately or conceptualized as one factor, are the
most powerful and immediate predictors of L2 WTC.
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Motivation
L2 motivational processes clearly play an important role among the variables
that facilitate L2 communication (Clément & Gardner, 2001), though motivation is
more closely associated with language learning and achievement than with
communication itself. According to Gardner’s (1985) socio-educational model of
second language acquisition, two fundamental attributes, integrativeness and attitudes
toward the learning situation, emerge from the learners’ sociocultural milieu.
Integrative motives are embodied by three principal elements: integrative orientation,
attitudes toward L2 community, and interest in foreign languages. Attitudes toward the
learning situation is measured by the evaluation of the L2 course and the L2 teacher.
Integrativeness and attitudes toward the learning situation influence motivation, which
consists of motivational intensity, the desire to learn the L2, and attitudes toward
learning the L2. Truly motivated learners possess all the above characteristics
(Gardner, 1985) and these three components can be conceptualized separately or
combined as a single index (Gardner & MacIntyre, 1993). As shown in MacIntyre et
al.’s (1998) heuristic pyramid model, while motivation is hypothesized to play a
substantial role in setting up the situation for L2 communication, the effect of
motivation is predicted to be mediated through more immediate antecedents of WTC
such as anxiety and perceived competence (MacIntyre et al., 2002). Though
researchers have reported positive correlations between attitudes and motivation and
L2 WTC (Baker & MacIntyre, 2000; MacIntyre et al., 2002), the relationship has been
hypothesized to be indirect, because anxiety can override the more distal impact of
motivation.
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Yashima’s (2002) structural equation modeling study indicated the existence of
a data driven path (β= .41) from L2 learning motivation to L2 communication
confidence, which was composed of communication anxiety and perceived
communication competence. Therefore, motivation indirectly predicted L2 WTC
through L2 communication confidence (β= .68), as predicted by MacIntyre et al.
(2003). This finding has been replicated in more recent studies. For example, Yashima
et al. (2004) found that motivation predicted communication confidence (β= .43),
which in turn predicted L2 WTC (β= .59), and in Penn and Woodrow’s study (2010),
motivation predicted communication confidence (β= .38), which in turn predicted L2
WTC (β= .69).

International Posture
In the Japanese EFL context, Yashima (2002) proposed a new construct,
international posture, to capture the symbolic meaning of English for Japanese
learners, and to replace the notion of integrativeness in Gardner’s socioeducational
model, reflecting the fact that researchers have questioned the applicability of
integrativeness to EFL contexts. International posture includes concepts such as
interest in foreign affairs, willingness to work overseas, and readiness to interact with
international friends. More specifically, international posture consists of four
subcomponents. The first subcomponent is approach-avoidance tendency, the
tendency either to approach or to avoid interaction with non-Japanese in Japan, which
was measured with items adopted from Gudykunst’s (1991) study and Kim’s (1991)
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study. The second subcomponent is international friendship orientation, which was
measured with items based on Yashima’s (2000) study. The third is interest in
international vocation/activities, which was measured with items based on Tanaka,
Kohyama, and Fujiwara (1991) study and Yashima’s (1999, 2000) studies. The last
subcomponent is interest in foreign affairs, which was measured with items taken from
Kitagawa and Minoura’s (1991) study. The results of Yashima’s (2002) study
indicated that international posture predicted L2 WTC (β= .22) and L2 motivation
(β= .79), which in turn, predicted L2 proficiency (β= .41) and as mentioned above, a
data driven path was found from motivation to L2 communication confidence (β
= .41). The results were partially replicated in Yashima et al. (2004), in which
international posture was found to directly influence motivation (β= .73), L2 WTC
(β= .27), and frequency of communication (β= .45).

Age and Gender
Among the inherently stable individual differences variables, age, gender, and
personality have been tested in empirical studies on WTC. In French immersion
settings, MacIntyre et al. (2003) found significant effects for both age and gender on
WTC among 268 junior high school students. For example, female grade 9 learners
showed significantly higher L1 and L2 WTC than male grade 9 learners. Moreover,
while no significant changes in either WTC or Anxiety were found among male
learners across three grades, female grade 9 learners showed significantly higher WTC
and lower anxiety than grade 7 learners. The authors referred to maturation patterns in
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developmental psychology for a partial explanation of the findings: The average onset
of puberty is earlier for girls than boys (grades 7-8 for girls and grade 9 for boys).
Consequently, grade 9 female students might have passed the phase of puberty, when
anxiety is most provoked, thus, possibly making them more willing to talk and less
anxious about communication.
Baker and MacIntyre (2000) examined gender differences among 195
immersion and nonimmersion students. The authors found similar positive attitudes
toward an L2 (French) among the female immersion, the female nonimmersion, and
the male immersion students, while the male nonimmersion students showed a less
positive attitude toward learning French. Among the reasons for studying French, it
was found that the male immersion students showed the highest job-related orientation,
whereas the female nonimmersion students showed the highest knowledge, personal
achievement, and, travel orientation. The authors commented that there has been wide
criticism of studies on gender differences in educational settings and that the
predictions drawn from the results should be regarded as tenuous (Bowd, McDougall,
& Yewchuk, 1994).
Donovan and MacIntyre (2004) examined age and gender differences in WTC,
communication apprehension, and self-perceived communication competence using
three age cohorts drawn from junior high school (90 males, 177 females), high school
(85 males, 106 females) and university (68 males, 215 females). Authors found that
junior high female students had higher WTC than their male counterparts. However,
among high school and university participants, no significant gender differences in
WTC were found, although females showed a downward trend in WTC from junior
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high school to university. Female university students showed higher communication
apprehension and lower self-perceived competence compared to their male
counterparts. In addition, it was found that communication apprehension was a
significant predictor of WTC among female students. Among male students, selfperceived competence emerged as a significant predictor of WTC across three age
cohorts. The authors commented that the higher communication apprehension and
lower self-perceived competence found among university female students might lead
to gender differences in WTC, which could be disadvantageous for women. The
authors mentioned the narrow sample population among junior high learners (i.e.,
French immersion students) as a limitation of the study and commented that the
gender differences were due to a cohort effect rather than age.
Among cross-cultural comparison studies, Hsu (2007) investigated the
differential impact of gender on differences in communication orientations
(communication apprehension, WTC, Self-perceived communicative competence,
argumentativeness, and depth of self-disclosure) between Taiwanese (n = 311) and
American (n = 304) undergraduates studying in Taiwan. Hsu examined the crosscultural differences in communication orientation and found that Taiwanese had
higher levels of communication apprehension, lower levels of willing to communicate,
lower levels of self-perceived communicative competence, lower levels of
argumentativeness, and higher levels of self-disclosure than Americans. The author
concluded that the results could be explained by cultural differences between the two
groups of participants. In collectivistic cultures such as Taiwan, people are more likely
to emphasize harmony and duties to the in-groups than members of individualistic
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cultures, which might lead to a lower level of WTC and argumentativeness. In contrast,
individualistic cultures emphasize the needs, views, and goals of individual members;
such characteristics are associated with higher levels of WTC and argumentativeness.
Moreover, people in collectivist cultures tend to become sensitive to evaluations by
others than people in individualistic cultures (Kim, 2004). Hence, members of
collectivist cultures might develop a higher level of apprehension for evaluation by
others, which would lead to lower levels of self-perceived competence.
Regarding the differential impact of gender on communication orientations, the
results of Hsu’s study suggested that gender differences had a larger impact on
communication orientation among American participants than Taiwanese. American
female participants reported significantly higher WTC, self-perceived communication
competence and depth of self-disclosure than male participants. In contrast,
differences between Taiwanese females and males were smaller compared to
Americans. According to Hsu, the findings imply that gender differences in
communication are largely culturally determined and vary from culture to culture,
because if biological factors determine gender differences in communication, as
suggested in the nature/nurture debate (Beaty & McCroskey, 2000; Condit, 2000),
similar findings would be obtained in different cultures.
Lin and Rancer (2003) investigated apprehension about intercultural
communication, ethnocentrism, and intercultural willingness to communicate among
324 Americans studying at a Midwestern state university (137 male and 187 female).
The results of the study suggested that female students scored significantly higher than
their male counterparts on intercultural willingness to communicate and significantly
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lower than male students on both intercultural communication apprehension and
ethnocentrism. The effect size of the analysis of intercultural willingness to
communicate was moderate and the effect size of the analyses of apprehension and
ethnocentrism was small. The authors commented that previous studies on gender
differences have produced conflicting results and that the relatively small magnitude
of gender differences on communication variables reflects the complex nature of
communication.
In an Iranian EFL context, Alemi et al. (2013) examined the effects of
individual differences, including age and gender, on WTC among 201 male and 230
female participants, whose ages ranged from 15 to 56. Though the female participants
reported slightly higher WTC, the results suggested that there were no significant
gender differences in terms of WTC. Regarding the effect of learners’ age on WTC,
the participants were divided into three age groups. The oldest group reported slightly
higher WTC, but the results showed no significant effect of age on WTC. In a Chinese
EFL context, Jing (2013) explored gender difference in English majors’ WTC inside
the classroom. Though the mean score of the female participants was slightly higher
than that of the male participants, no significant gender difference for WTC inside the
classroom was found.
Integrating the theory of multiple intelligences (MI) into a WTC study,
Mohammadzadeh et al. (2012) examined the relationship between the learners’ MI
profile and WTC and explored whether the link between learners’ MI profile and
WTC is affected by gender. The results suggested that linguistic, musical, and
interpersonal intelligences correlated positively with WTC. The results indicated that
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the relationship between MI and WTC was stronger for the male participants. The
authors commented that the absence of previous studies on the interrelationship
between WTC and MI theory makes it difficult to speculate on the reasons for their
findings.
In summary, among various individual differences variables, self-perceived
communicative confidence and anxiety, whether treated separately or conceptualized
as one factor, have overwhelmingly been shown to be the most immediate antecedents
of L2 WTC. Motivation and attitudes within the theoretical framework of the social
psychological approach have also been shown to have close relationship with L2 WTC.
In EFL contexts, international posture was found to have a direct impact on motivation
and L2 WTC and motivation was found to have an indirect impact on L2 WTC. In this
study, these findings were integrated when constructing the structural model.
All in all, studies on the effects of age and gender on WTC have produced
conflicting results. On the one hand, age and gender have been shown to significantly
impact learners’ WTC, whereas in other studies, age and gender have been found to
have no significant effect on WTC. To summarize, in immersion settings, a significant
impact of gender on WTC has been reported among junior high students but not
among high school or university students. Cross-culturally, the effect of gender on
communication has been found to be greater in North American contexts than in Asian
contexts. In EFL contexts in Iran and China, gender was not found to have a
significant impact on WTC. There are only two studies on gender differences in WTC
in EFL contexts, and there are no studies of the effect of gender on WTC in the
Japanese EFL context. Therefore, gender differences in WTC in the Japanese EFL
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context is worth exploring. Previous studies in Asian EFL contexts have not shown a
significant impact of gender on WTC. However, based on observations and teaching
experience, in this study, it is hypothesized that female students have higher WTC
than their male counterparts.

In Search of the Sociodynamic Nature of Willingness to Communicate
Studies have been conducted to explore the sociodynamic (Dörnyei & Kormos,
2000) nature of WTC, which involves the dynamic situational emergence of WTC
during pedagogical tasks in social settings in classroom contexts. Groups as powerful
dynamic social units have been found to develop an internal idiosyncratic structure
that strongly affects each individual’s performance and productivity (Forsyth, 2010).
In this sense, exploring the sociodynamic aspect of learners’ psychological factors is
particularly relevant in current communicative teaching methodologies involving
dyads and small groups (Dörnyei & Kormos, 2000).
The effects of a number of cognitive, affective, and social variables on oral
task performance in both the L1 and L2 were examined by Dörnyei and Kormos
(2000) with 46 Hungarian students in two Budapest secondary schools. L1 WTC was
measured with the instrument developed by McCroskey and Richmond (1991);
however, the reason for using L1 WTC scores instead of L2 WTC scores to examine
the correlations between variables including L2 oral tasks was not mentioned. The
authors found that among high task-attitude learners, self-confidence, L1 WTC, need
for achievement, and social status had significant positive correlations with
performance on an L2 oral task, measured by the amount of speech produced by the
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learners (i.e., the number of words and number of turns). On the other hand, in the oral
L1 task, a number of motivational variables correlated negatively with both the
number of words and number of turns, suggesting that less motivated learners with
less L2 self-confidence and less positive attitudes toward the English course produced
significantly more speech. The authors formulated the speculative hypothesis that in
doing the L2 task, the students adopted a “learning mode” (p. 293), and the
psychological state created by the challenge of communicating with limited linguistic
resources overrode the interpersonal relationships among the students. The authors
suggested that the relatively small number of participants and the lack of qualitative
criterion measures for oral performance were the primary limitations of the study.
The interplay of trait-like WTC and situational WTC was investigated by Cao
and Philp (2006) with eight international students studying in an intensive English
program at a university-based private language school in New Zealand for four weeks,
through observations, interviews, and questionnaires. The researchers examined the
consistency between each learner’s self-reported WTC and their classroom behavior.
Spearman rank-order correlation coefficient was employed to examine the
relationships between self-reported WTC and classroom oral behavior in three
interactional contexts: dyads, small groups, and whole class. The results indicated no
significant correlation between self-reported WTC (i.e., trait WTC) and oral behavior
(i.e., state WTC) demonstrated during pair work, group work, and whole class
interactions. In addition, the participants stated that their in-class behavior was
influenced by a number of factors, such as group size, familiarity with interlocutors,
interlocutor’s participation, familiarity with the topics under discussion, self37

confidence, the medium of communication, and cultural background. The authors
commented that the discrepancy between self-reported WTC and in class oral behavior
supports MacIntyre, Clément, and Conrod’s (2001) acknowledgement of the
difference between “thinking about communicating in the L2” and “actually doing it”
(p. 377); thus, the results raised questions concerning the validity of self-reported
WTC questionnaire results as a measure of state WTC. The authors recommended that
foreign language teachers nurture a positive class atmosphere and choose topics and
materials that are appealing to learners, as these pedagogical strategies can enhance
communication behavior in the classroom. The authors pointed out that the small
sample size and the relatively short span of the study as the primary limitations.
An investigation of the dynamic emergence and fluctuation of situational WTC
was conducted by Kang (2005) with four male Korean university students in an ESL
conversation partner program in the United States. The author combined semistructured interviews, video and audio recordings of the learners’ use of English, and
stimulated recall sessions. Kang reported that L2 WTC emerged from three mutually
interacting psychological states of (a) excitement; a feeling of exaltation about the act
of speaking, (b) responsibility; a feeling of duty to understand and deliver a message,
and (c) security; being free from fears concerning L2 communication. Each of these
states was co-constructed by interacting situational factors such as topic, the
interlocutors, and conversational context.
Conceptualizing changes in WTC as part of a dynamic social system, momentto-moment fluctuations in WTC were explored by MacIntyre and Legatto (2010) with
six female university students in French immersion program in Canada. The learners
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produced self-ratings of changes in their WTC as they watched a recorded video of
them engaging in communication tasks. A research assistant, who participated as an
interlocutor, viewed the video and wrote a report describing the affective reactions of
the participants. Searching for vocabulary was a key factor affecting fluctuations in
WTC. Patterns of fluctuations associated with the topics were consistent across
participants. For example, dynamic WTC ratings declined for certain topics such as
education. It was also found that WTC at each moment was partially dependent on the
previous moment. The authors commented that the dynamic method revealed
remarkable fluctuations in WTC over the few minutes; such a finding cannot be
provided using a single score for WTC.
MacIntyre, Burns, and Jessie (2011) employed a focused essay technique to
explore the influence of interlocutors on learners’ WTC as a socially constructed
dynamic dialogic process. The participants were 100 junior high school students in a
French immersion program where all core subjects such as science, mathematics, and
social studies were taught in French. The participants described the situations where
they felt most willing to communicate (241 entries) and least willing to communicate
(179 entries) in their essays. The prominent context reported by the students was
communicating with the teacher and peers, where perceived competence, autonomy,
and relatedness were identified as major issues. Students reported that they felt both
most willing to communicate and least willing to communicate when speaking French
to their peers in the classroom. For example, students felt willing to communicate
when they were autonomously assisting other students, and when they felt competent
and needed, whereas they felt least willing to communicate when they made mistakes,
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felt silly, and lost confidence. Thus, the study revealed that there was no major
difference between situations in which the learners felt most or least willing to
communicate, implying that subtle features and changes in the context lead learners to
either speak or remain silent.
In summary, previous studies on the sociodynamic nature of WTC, which
involves the dynamic situational emergence of WTC during pedagogical tasks in
social settings, have shown several interesting results. First, in the study conducted in
Hungary, a positive correlation between WTC and L2 oral performance was found
among high-task attitude learners but not among low-task attitude learners. Second, no
significant correlation between self-reported WTC and oral behavior was found
among international students in New Zealand. Third, the dynamic emergence of WTC
was observed from the psychological states of excitement, responsibility, and security
among Korean students. Fourth, the exploration of moment-to-moment fluctuations in
WTC using a dynamic method revealed fluctuations in WTC over the course of only a
few minutes. Fifth, the use of a focused essay technique revealed that whether learners
speak or remain silent depends upon subtle features and changes in the context. In
contemporary communicative language pedagogy involving dyads and small groups,
exploring the sociodynamic aspect of learners’ WTC is particularly relevant. Building
on previous studies, the issue of whether learners’ WTC turns into actual
communication behavior in the classroom is addressed in this study.
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Willingness to Communicate and Language Instruction
Whether language instruction can promote WTC in learners or not has been
explored by several researchers. Differences in WTC between immersion and nonimmersion students were explored by MacIntyre, Baker, Clément, and Donovan
(2003) among 57 university learners of French (11 previous full immersion students,
14 previous summer immersion students, and 32 FSL students). The results indicated
that the full immersion experience was associated with higher WTC compared with
the FSL experience (F = 6.31, p < .001). The immersion program, which provided
greater opportunities to learn the language than the non-immersion programs, led
students to higher WTC, higher perceived competence, and higher frequency of
communication. The authors commented that the positive effect of previous French
immersion experiences on increasing WTC is pedagogically encouraging for
advocates of immersion programs.
No clear findings regarding the enhancement of L2 WTC have been reported
in EFL settings. Sick (2001) found that 248 Japanese high school students’ willingness
to communicate did not change significantly after a year of instruction. The classes
were team-taught with a native teacher playing the primary role, and they involved a
large number of communicative activities. Similarly, Okayama, Nakanishi, Kawabata,
and Sasaki (2006) used the questionnaire developed by Sick and Nagasaki (2000) and
found a null result with 83 Japanese first-year university students after a one-semester
English course. Yashima and Zenuk-Nishide (2008) investigated the effects of study
abroad and stay-home learning contexts in two kinds of classes on TOEFL scores,
international posture, L2 WTC, and frequency of communication in L2. The
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participants were 165 Japanese high school students studying global issues over the
course of two and half years. The study-abroad group showed a non-significant gain in
L2 WTC, whereas the stay-home groups displayed a non-significant decrease in L2
WTC. The authors concluded that the initial WTC scores of the study-abroad groups
were higher than the WTC scores of the stay-home groups and the gap still remained
after two and half years. The authors commented that in order to explore the
developmental nature of WTC, scales that capture situated WTC might be necessary
because McCroskey’s (1992) WTC scale, which was used in this study, partly
captures trait-like WTC.
In summary, the developmental nature of WTC has been explored in both
immersion settings and in EFL settings. However, research has shown no clear finding
regarding the enhancement of L2 WTC in instructed EFL classrooms, a topic that is
explored in this study.

Communication and Operationalization of Communication in L2 Research
Language is used for various purposes, such as verbal thinking, self-expression,
and creative thinking (Yano, 2003). However, the essential purpose of using language
is to communicate. Communication, whose original meaning in Latin is sharing, is the
exchange of thoughts, feeling, and messages both in verbal forms (i.e., speaking and
writing), and non-verbal forms (e.g., gestures, eye contact, and sign language).
Communication is a universal human activity but at the same time, each person
communicates in ways in both L1 and L2 communication.
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Authentic L2 communication is referred to as a complex system of the
interplay of relevant psychological, linguistic, and communicative variables
(MacIntyre et al., 1998). In L2 classrooms, teachers across the world have encountered
situations where students with excellent linguistic competence are reluctant to engage
in L2 communication, whereas students with minimal linguistic capacity actively
engage in L2 communication whenever the opportunity arises.
Chomsky (1965) distinguished between grammatical competence and
performance, the former being linguistic knowledge and the latter being actual
language use, or communication, in a particular context. Hymes (1972) introduced a
more extensive conceptualization of communicative competence, integrating it with a
sociolinguistic aspect. Eight years later, two L2 researchers, Canale and Swain (1980),
divided communicative competence into four categories: grammatical competence
(i.e., the acquisition of lexical items and syntactic rules), sociolinguistic competence
(i.e., knowledge of socio-cultural conventions and speech acts), discourse competence
(i.e., knowledge of coherence and cohesion), and strategic competence (i.e.,
knowledge of strategies to compensate for communication breakdowns). These
conceptions, however, refer to the appropriateness of the language produced, or the
degree to which communication was successful as opposed to the effort made to
communicate or the amount of language actually produced.
MacIntyre et al. (1998) defined communication behavior (L2 use) in broad
terms, including activities such as “speaking up in class, reading L2 newspapers,
watching L2 television, or utilizing an L2 on the job” (p. 547), and called it L2 use in
their heuristic pyramid model. Therefore, L2 use can be oral performance, writing
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performance, reading performance, and listening performance. MacIntyre et al.’s
conception of L2 communication thus seems to emphasize the effort or amount of
language produced, as opposed to whether a native would view the efforts as correct
or appropriate. In the heuristic pyramid model, L2 use is situated at the top, just above
WTC. Therefore, the line dividing WTC and L2 use is the point where the person is
about to start communicating in an L2.
Researchers have operationalized communication behaviors in different ways
and have used different terms to describe them. For example, Dörnyei & Kormos
(2000) used the term oral performance and in their study, oral performance was
operationalized as the amount of speech, measured by the number of words learners
produced during pedagogical tasks and the number of turns they took. In Cao and
Philp’s (2006) study, communication behavior was operationalized by observations,
interviews, and questionnaires. In Kang’s (2005) study, communication behavior was
operationalized by structured interviews and video and audio recordings of the
learners’ L2 use. In Kang’s (2005) study, data for communication behavior were
collected using semi-structured interviews, video recordings and audio recordings of
the learners’ communication behavior, and simulated recalls based on the video
recordings. Using qualitative procedures, the emergence of communication was
operationalized by identifying and categorizing the recurrent factors found in the data.
In MacIntyre and Charos’ (1996) WTC study, L2 communication frequency
was operationalized by measuring the average percentage of time respondents
communicated in each type of situation (self-report). Twelve items were adapted from
the perceived competence scale by McCroskey, Richmond, and McCroskey (1987).
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An example item is talk with an acquaintance. Similarly, Yashima et al. (2004)
operationalized frequency of communication by measuring how frequently
respondents volunteered to communicate both inside and outside the classroom. The
items were adapted from MacIntyre and Charos (1996) and Clement and Kruidenier
(1985).
In summary, communicative competence refers to learners’ overall proficiency
that enables them to communicate effectively. Frequency of communication refers to
how frequently learners voluntarily communicate, which in previous studies has been
measured with self-report survey items, as well as tallies taken from tape-recordings,
video-recordings, or direct observations. In this study, learners’ frequency of
communication was measured with self-reported questionnaire items. Amount of
communication (L2 use) can include both frequency of communication and the
number of words produced, or it can be indicated as the number of words produced. In
this study, the amount of communication (L2 use) was operationalized as the number
of words participants produced during discussions in order to add an objective
measure to WTC model. The reason number of turns was not included is discussed in
the Methods chapter.

Possible Selves, Imagination, and Ideal L2 Self
Possible Selves and Self-Discrepancy Theory
The concept of possible selves includes the cognitive components of hope, fear,
goals, and threats, and represents individuals’ ideas of “what they might become, what
they would like to become and, what they are afraid of becoming” (Markus & Nurius
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1986, p. 954). As such, the concept links cognition and motivation (Markus & Nurius,
1986). Markus and Nurius (1986) introduced the concept as follows:
An individual’s repertoire of possible selves can be viewed as the cognitive
manifestation of enduring goals, aspirations, motives, fears, and threats.
Possible selves provide the specific self-relevant form, meaning, organization,
and direction to these dynamics. As such, they provide the essential link
between the self-concept and motivations. (p. 954)
Markus and Nurius’ concept of possible selves concerns people’s conception of yet-tobe realized potential, drawing on hopes, wishes, and fantasies. Therefore, possible
selves, imagined self-identities, play the role of “future self-guides” (Dörnyei, 2009, p.
11) and present a forward-looking, dynamic notion that potentially explains how
people move forward from their present state toward the future. The impact of the
interplay of current self-identities and future self-identities on intentional behavior is
at the heart of this movement (Yowell, 2000). Markus (2006) summarized:
Our excitement with the notion of possible selves had multiple sources.
Focusing on possible selves gave us license to speculate about the remarkable
power of imagination in human life. We also had room to think about the
importance of the self-structure as a dynamic interpretive matrix for thought,
feeling, and action, and to begin to theorize about the role of sociocultural
contexts in behavior. (Markus, 2006, p. xi)
Eliciting future possible selves conceptually evokes two mental actions, planning for
the future and creating fantasy through imagination (Segal, 2006).
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Markus and Nurius’ (1986) concept of possible selves is based on a number of
sources in psychology that have conceptualized self-concept extending through time.
For example, James (1910) wrote about “potential social Me,” distinguishing it from
the “immediate present Me” and the “Me of the past” (p. 46). Freud (1925) used the
term ego ideal to refer to the child’s perception of parents’ moral expectations. Rogers
(1951) proposed that the individual’s self-concept relied on the discrepancy between
the ideal self and the actual self. Tory Higgins (Higgins, 1987; Higgins, Klein &
Strauman, 1985) introduced self-discrepancy theory, whose main components are
ideal self and ought self. The ideal self represents one’s own vision, hopes, and
aspirations, while the ought self represents someone else’s wishes and sense of
obligations that people believe they ought to possess. Higgins’ self-discrepancy theory
suggests that people become motivated and initiate self-regulatory strategies to reduce
the discrepancy between their current self and the aspired ideal behavioral standard.
Higgins (1998) postulated that ideal self-guides represent a promotion focus that is
concerned with hopes, goals, aspirations, and accomplishments, whereas ought selfguides represent a prevention focus that is concerned with responsibilities, obligations,
and feared end-states, emphasizing the motivational distinctions between the two.
Higgins (1987) also mentioned that there can be both conformity and discrepancy
between one’s ideal self and ought self. In a similar vein, Boyatzis and Akrivou (2006)
argued that ideal self does not necessarily represent one’s genuine aspirations, but
could be the modified version of one’s ideal future-self through the internalization of
the ought self. Most people try to conform to the norms of the group to which they
belong, to a certain extent because humans are social beings. As a result, an
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individual’s genuine dreams can be adjusted through integrating and internalizing the
group norms to differing degrees.
Studies based on self-determination theory (Deci & Ryan, 1985) have also
demonstrated that external motives can be transformed into internal motives (i.e., from
external regulation to introjected regulation, identified regulation, and integrated
regulation). External regulation is the least autonomous type of extrinsic motivation
that is based on the need to satisfy an external demand, whereas introjected regulation
involves external motives that are partially internalized into the self but not identified
as part of the self. Identified regulation involves a conscious valuing and acceptance of
external motives and goals as personally important. On the most autonomous side of
extrinsic regulation, closest to the intrinsic regulation, is integrated regulation, which
is a form of extrinsic motivation involving the integration of external motives into a
personally endorsed self system (Deci & Ryan, 1985). External regulation and
introjected regulation are plausibly linked to the ought self, while identified regulation
and integrated regulation are likely linked to the ideal self, although the boundaries
between each form of regulation and self concept are not clear (Dörnyei, 2009).
Within the framework of the L2 Motivational Self System, the evolving nature of
motivation corresponds with the elaboration of the ideal L2 self, a detailed picture of
desired future self-identity, and the internalization of the ought-to L2 self, that is, how
individuals integrate expectations from significant others into their future identities
(Dörnyei, 2009).
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Imagination, Visualization, and Possible Selves
Imagination and motivation have been referred to as inseparable since ancient
Greece. For Aristotle, there was no thinking or desiring without imagination (Modell,
2003). Aristotle believed that the mental imagery created in the soul functions as the
primal motivator to trigger human action and that when the mental imagery of a
desired object existed in the imagination, the human soul was moved in the same way
as when something to be desired materially existed (McMahon, 1973).
After 2,300 years, contemporary cognitive psychology and cognitive
neuroscience researcher define mental imagery in a similar way as Aristotle. For
example, Kosslyn et al. (2002) defined it as “the ability to represent perceptual states
in the absence of the appropriate sensory input” (p. 342). Mental imagery serves as a
surrogate for perceptions. For example, visualizing an aversive object can cause the
same increase in skin conductance as when one actually sees the object. People might
only visualize an object and incorrectly remember that they have actually seen it.
These examples are unsurprising, considering that neuroimaging research shows that
visual perception and visual mental imagery activate about two thirds of the same
areas in the brain (Kosslyn, Thompson, Kim, Rauch, & Alpert, 1996; Kosslyn,
Thompson, & Ganis, 2006).
Visualization involves creating a clear image of something one wishes to
manifest, and continuing to focus on the image until it becomes reality (Gawain, 2002).
Among adult learners, visualizing possible selves has been found to have
transformational power on adult learners through effective mentoring in a supportive
and collaborative environment (Fletcher, 2007), and visualization is beneficial for
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restoring health, improving memory, and overcoming anxiety (Whiteley, 1997).
Visualization as a powerful motivating force and an effective performance enhancer
has been well documented in sport psychology (Cumming & Ste-Marie, 2001; Gregg
& Hall, 2006). In educational settings and in psychotherapy, Markus and Nurius’
(1986) concept of possible selves has offered a number of ways for possible selves
interventions and empirical research, in which participants visualized their possible
selves and enhanced motivation, academic achievement, school persistence, career
expectations, self-esteem and developed identity (Markus, 2006).

Possible Selves and the Ideal L2 Self
The concept of possible selves offers a versatile self-mechanism, representing
one’s future-self, and involving images, goals, and aspirations. Thus, possible selves
are viewed as the force that drives individuals to make an effort to move toward the
visualized, hoped-for self, through linking the self and action, which creates a
powerful interface between personality and motivation.
Similarly, Wenger (1998) wrote as follows, describing the concept of
imagination: “My use of the concept of imagination refers to a process of expanding
our self by transcending our time and space and creating new images of the world and
ourselves. Imagination in this sense is looking at an apple seed and seeing a tree. It is
playing scales on a piano, and envisioning a concert hall” (p. 176). Dörnyei (2005)
suggested that when possible selves are more elaborated and vivid, they offer more
effective motivational resources. Previous research has shown that desired possible
selves combined with feared possible selves provide a stronger motivational force than
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either desired possible selves or feared possible selves alone (Oyserman, Bybee, Terry,
& Hart-Hohnson, 2004). In this study, the concept of feared possible selves was not
integrated into the treatments because it was judged that feared possible selves, which
ignite negative feelings and fear of possible punishment or negative outcomes in the
future life, were not suitable for this project.
Based on the concept of possible selves, Dörnyei (2005) proposed the
conception of ideal L2 self. The ideal L2 self is the idealized L2 speaking self,
involving both linguistic proficiency and professional success. If a learner’s ideal self
includes the concept of L2 proficiency, the ideal L2 self can be an effective motivator
to study the target language. Dörnyei (2005) stated that integrativeness can be
conceptualized as the “L2 specific facet of one’s ideal self” (p. 102) in that the more
positive the attitude toward L2 speakers is, the more attractive the idealized L2 self is.
The ideal L2 self represents all the incentives for mastering an L2. For instance, if
some people wish to be professionally successful; their instrumental motives, which
are linked to the enhancement of a professional career, are logically related to the ideal
L2 self (Dörnyei, 2009). Instrumentality, from the perspective of the self, can be
linked to either the ideal self, which represents a promotion focus, or the ought self,
which represents a prevention focus (Higgins, 1998), depending on to the extent to
which extrinsic motives are internalized. Combining the two complementary aspects
of the ideal language self; integrativeness as the L2 specific aspects of one’s ideal self
and instrumentality from the perspectives of the self, Dörnyei (2005) proposed the
concept, the ideal L2 self, claiming that integrativeness should be “re-labeled” (p. 103)
as the ideal L2 self.
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In summary, possible selves is based on a number of psychological theories,
including Tory Higgins’ self-discrepancy theory, whose main components are ideal
self and ought to self. Self-discrepancy theory suggests that people become motivated
and initiate self-regulatory strategies to reduce the discrepancy between their current
self and the ideal behavioral standard. Therefore, possible selves are referred to as
self-guides for the future. Possible selves involve senses and images, approximating
their actual experience; therefore, imagination has a prominent place in possible-selves
psychology. Based on conceptions of possible selves in the field of psychology,
Dörnyei (2005) proposed the conception of ideal L2 self, which is the central construct
in this study.

Motivation in a Globalizing World and L2 Motivational Self System
Changing Nature of Learners’ Motivation
Gardner’s (1999) construct of integrativeness captures “willingness or
affective ability to take on characteristics of the other cultural group” (p. 15). It is
defined as “favorable attitudes toward the other language community and individual
members of that community,” “an interest in becoming closer to the group for the
purpose of communication and interaction,” and “interest in foreign languages”
(Gardner, 1999, p. 15). Thus, integrativeness involves aspects of L2 learners’ selfconcept, such as psychological identification with the language itself, the target
language community, and the values associated with the L2 community.
However, as globalization progresses, English has become a lingua franca
(Crystal, 2003; Widdowson, 1994); therefore, the English language has become
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independent of its native speakers and their cultural background (Skutnabb-Kangas,
2000). In this situation, Dörnyei (2005) suggested that in EFL contexts, “World
English Identities” (p. 98) are more relevant than Gardner’s concept of integrativeness
research, which involves L2 learners’ identification with native speakers of the L2.
Previous studies conducted in EFL contexts indicated that distinguishing
between integrativeness and instrumentality is difficult in the case of the English
language (Kimura et al., 2001; Lamb, 2004). The lack of integrativeness among
Taiwanese EFL learners was suggested by Warden and Lin (2000) based on the
finding that all three survey items pertained to integrativeness (i.e., social contacts,
social prestige, and understanding books, magazines, and movies) did not load clearly
on either of the two factors, past/present orientation and future orientation (p. 543).
Moreover, Yashima (2000) found that two country-specific survey items on
integrativeness (e.g., to think and behave like Americans/British) were perceived as
the least important reasons to study English among eight items.
Regarding the language learners’ identity in the changing social world, Norton
(1995) proposed the notion of investment rather than motivation to capture the
historically and socially constructed complex relationships among power, identity, and
language learning, suggesting that learners invest in a second language hoping to
acquire a range of symbolic and material capital, commensurate with their investment.
Taking a poststructuralist view, Norton conceived of foreign language learners as
having a complex social identity, which is “constantly changing across time and space”
(Norton, 2000, p. 11). Similarly, Pavlenko (2002) developed this poststructuralist view
of identity and motivation as complex and multiple in this globalizing world, where
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half of the population are bilingual or multilingual, and they belong to the multiple
social, cultural, and ethnic communities. More recently, Coetzee-Van Rooy (2006)
critiqued the concept of integrativeness as simplex (p. 439), referring to its underlying
assumption that acquiring a second language results in establishing a new simple
identity as a speaker of the L2, denying the multidimensional aspects of identities as a
multilingual speaker. These conceptualizations of identities as complex,
multidimensional, and evolving across space and time in this globalizing world,
provide the theoretical soil for the ideal L2 self (Dörnyei, 2005), which is one of the
main components of L2 Motivational Self System.

L2 Motivational Self System
In an attempt to meet the challenge of changing nature of learners’ motivation
in the globalizing world, Dörnyei (2005) proposed the L2 Motivational Self System,
whose main components are the ideal L2 self, the ought-to L2 self, and the L2 learning
experience. The ideal L2 self is the idealized L2-speaking self, belonging to the global
imagined community, “with personal agreeableness and professional success”
(Dörnyei, 2005, p. 103). Different dimensions of globalization such as the political,
economic, ecological, cultural, and ideological dimensions, are intricately intertwined
and people undergo changes in their identities as the world is being globalized (Steger,
2009). As the psychological consequence of globalization, many people are
developing a bicultural identity (Arnett, 2002), which is the combination of their local
identity, rooted in their local culture, and a global identity, which stems from a sense
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of belonging to the worldwide culture, which is characterized by particular practices,
styles, music, movies, and information.
Dörnyei (2005) suggested that Norton’s (2001) concept of imagined
community, which refers to a desired community that exists in learners’ imagination,
extending beyond the walls of the classroom, is applicable to imagined global
communities and the global identities language learners develop as they learn English.
The individual’s global identity contributes to success in learning World English,
which is becoming a prominent subarea in education in this globalized world (Dörnyei,
2005). In this sense, whether one is motivated to learn English or not is increasingly
becoming what Dörnyei (2005, p. 118) calls a “personality issue,” in the sense that
investment in acquiring the target language is also “an investment in a learners’ own
identity” (Norton, 2000, p. 11).
Conceptualizing L2 motivation from the perspective of a self provides
instructors with ways to enhance student motivation by encouraging their images of
their future possible ideal language selves. In foreign language classrooms, novel
motivational practices can be designed by focusing on the learners’ vision of
themselves (Murphy, 1998). Empirical studies have demonstrated that learners can
develop a detailed, academically focused possible self in a school setting. For example,
Oyserman, Terry, and Bybee (2002) reported better school attendance, more bonding
to the school, more concern about doing well, and more plausible strategies to attain
their possible selves, after possible selves intervention, which involved a small group
learning paradigm to develop their future vision. Oyserman, Brickman, and Rhodes
(2007) also found that school-based, possible self-focused interventions, which
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included activities to link proximal possible selves to more distal possible selves,
moderated the undermining effect of low parent school involvement.
In sum, conceptualizations of second language learners’ identity and
motivation to learn English have become complex and multidimensional, as they are
seen as evolving across time and space in a globalizing world. In order to meet the
challenge of changing nature of learners’ motivation, Dörnyei (2005) proposed L2
Motivational Self System, whose central construct is ideal L2 self. Previous research
has shown various positive effects of possible-selves interventions in educational
settings, in which participants visualized desired future possible selves. In this study,
visualization activities were used to encourage Japanese university students to
visualize ideal future selves.

Integrativeness and the Ideal L2 Self
As mentioned above, the ideal L2 self has been proposed to replace the
concept of integrativeness in EFL contexts and a number of studies have been
conducted to test the validity of the Motivational Self System (Dörnyei, 2005).
However, the integrativeness construct has continued to act as a powerful predictor of
motivation and correlates of language choice in recent empirical studies. For example,
in an empirical study using structural equation modeling with foreign language
learners in Hungary, only integrativeness was a direct predictor of language choice
among 8,593 teenage learners (Csizér & Dörnyei, 2005). In Csizér and Kormos’
(2009) study using structural equation modeling, the ideal L2 self was a significant
predictor of motivated learning behavior among both 202 high school students (β
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= .37) and 230 college and university students (β= .49); however, in Csizér and
Kormos’ (2009) study, 20 items measuring integrativeness were included as part of the
ideal L2 self construct.
Recently, Gardner (2006) stated that the socio-educational model still provides
a solid research paradigm and is applicable to both second and foreign language
learning contexts, based on studies conducted in Croatia, Poland, Romania, and Spain.
Gardner (2009) found consistently high correlations between integrativeness and
grades among English learners in Croatia, Poland, Romania, Spain, Brazil, and Japan.
MacIntyre et al. (2009) suggested that integrativeness and the ideal selves are
complementary concepts, and they warned of the danger of losing the “conceptual
baby” (integrativeness), as the social political dimension of language learning is
“drained away as the bathwater,” by replacing integrativeness with the ideal self (p.
45).
In recent studies conducted in EFL settings, integrativeness has been found to
be a strong correlate of motivation; however, among the integrativeness items, the
country-specific items and items concerning assimilation to a native community do not
show a strong correlation to motivation. For example, in Ryan’s (2009) study with
2,397 Japanese high school and university learners, the author divided integrativeness
items into attitudes toward people in English speaking countries in general and
attitudes toward the American based English-speaking community and correlated each
of them separately with learning effort in English. He found that attitudes toward the
English speaking community in general correlated more highly (r = .51) with learning
effort than the country-specific English-speaking community (r = .31), suggesting that
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the concept of English-speaking community that does not include a nation-specific
aspect is a stronger motivating factor than the one that includes a nation-specific
aspect among English learners in Japan.
In a recent empirical study among Japanese, Chinese, and Iranian learners of
English by Taguchi, Magid, and Papi (2009), the Pearson correlation coefficients
between integrativeness and motivation were .64 (Japan), .52 (China), and .58 (Iran),
respectively. In their final structural equation models, items concerning assimilation,
such as, “How much would you like to become similar to the people who speak
English?” were excluded from the analysis in the modification process to improve
goodness-of fit presumably because the assimilation items showed low loadings on the
factor. Structural equation models were tested without these items for the Japanese,
Chinese, and Iranian models. Only the items concerning cultural interest and attitudes
toward the L2 community were included as measures of the construct, Attitudes to L2
culture and community. This construct directly predicted the ideal self in all three
contexts (Japanese: β = .53; Chinese: β= .37; Iranian: β= .46). At the same time,
Taguchi et al.’s models clearly showed that the ideal self and integrativeness are
separate constructs.
These findings imply that the concept of integrativeness might need
modification but that it is too early to get rid of the elements of integrativeness all
together from models of language learning and communication. At least, attitude
toward English speaking countries (non-country specific), culture, and people should
find a place in L2 motivational models as the backbone of motivation to study foreign
languages and to communicate in an L2. In fact, according to Gardner (2010), the
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concept of integrativeness has never included the meaning of integration into an L2
community. Gardner (2010) wrote:
Moreover, from the point of view of the socio-educational model,
integrativeness has never meant “to integrate” into the other community. And I
know in all our investigations, I never met a student who was learning the
second language in order to integrate into the other community. This particular
interpretation was made by other researchers who were reading meaning into
the concept. (p. 223)
Gardner (2010) further stated that it seems “particularly problematic” (p. 223) if the
measures of the re-labeled, reinterpreted concept (i.e., the ideal L2 self) are different
from the measures designed for the original concept (i.e., integrativeness). Although
the concept of ideal L2 self was proposed to replace integrativeness, there seems to be
a clear distinction between the two concepts both theoretically and empirically. The
essential conceptual difference seems to lie in the fact that integrativeness concerns
the learners’ attitude and affect in relating to the people and culture of the L2
community, whereas the ideal L2 self does not concern relating to people, but is the
personal, imagined, idealized, proficient L2 self, which can be mutually fostered
among non-native peers within EFL classrooms.
Gender differences in the ideal L2 self have started to receive attention. Ryan
(2009) found that female students scored significantly higher for both ideal L2 self and
integrativeness than their male counterparts among 2,397 Japanese high school and
university students. Additionally, the similar performances between the ideal L2 self
and integrativeness were found across academic status categories (i.e., secondary,
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university non-English majors, and university English majors). Having found that the
ideal L2 self behaves consistently with the established construct integrativeness, the
author argued that integrativeness is simply “one local manifestation” (p. 137) of the
much broader concept the ideal L2 self.
To summarize, in recent studies conducted in EFL contexts, although the
integrativeness construct has been shown to be a strong correlate of motivation, grades,
and language choices, country-specific integrativeness items and items concerning
assimilation to a native language community have appeared to weakly predict attitudes
to learn the foreign language. Therefore, in this study, only non-country specific items
measuring attitude toward the L2 community were used.

Ideal L2 Self and WTC
Both theoretical assumptions and empirical studies provide the basis for
Dörnyei’s (2005) hypothesis that the ideal L2 self together with linguistic selfconfidence predicts WTC. In Yashima et al.’s (2004) empirical study using structural
equation modeling, a direct path from international posture to WTC (β= .27) and a
path from international posture to frequency of communication (β= .45) were found.
Dörnyei (2005) suggested that international posture and the ideal L2 self are related
because both involve readiness to go overseas and work with international
counterparts with a non-ethnocentric attitude. Yashima et al. (2004) asked whether
learners with a clearer vision of ideal-English-using selves (p. 143) would make more
effort to develop WTC. These ideas formed the basis for hypothesizing of L2 WTC as
the interplay of the ideal L2 self and linguistic self-confidence. In an empirical study,
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Yashima (2009) reported the interrelationship between international posture and the
idea L2 self (β= .50) based on the result of a confirmatory factor analysis among 191
Japanese high school students. Previous studies provide the theoretical empirical soil
for Dörnyei’s (2005) hypothesis, which is tested for the first time in this study.

Volitional Process, Self-Regulation and Self-Regulated Learning
Moments of Decision as Volitional Process
Volition (i.e., will power) is the key to revealing how WTC is enacted in the
moment-to-moment decision of choosing to speak or not (MacIntyre, 2007). As
mentioned above, WTC is defined as the probability of initiating conversation when
given an opportunity. Psychological models of motivation and L2 learning often
conceptualize a learner’s past and future as embedded in the present psychological
state (MacIntyre, 2007). In the same way, learners’ cognitive, affective, and social past,
present, and the future are all crystallized in the single moment of deciding whether to
talk or not. Therefore, any factors in the pyramid (MacIntyre et al., 1998) can affect a
learner’s communicative behavior at a particular time. MacIntyre (2007)
conceptualized the moment of choice of whether to talk or not as a volitional process
(feely chosen).
This process can be better understood by considering classic social psychology.
In Lewin’s (1951) Field Theory in classic Gestalt psychology, the energy and direction
that lead to action are described as two kinds of forces: driving forces (energy directed
toward achieving a goal) and restraining forces (energy directed toward impeding the
achievement of the goal), which are working toward opposite goals. When a learner
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with fragile WTC is given an opportunity to talk at a specific moment, these opposing
forces at the cognitive, affective, and interpersonal levels compete within the learner at
the moment of decision. When the driving force wins, the learner speaks up. When the
restraining forces win, the learner remains silent. Quoting James (1890), MacIntyre
(2007) described the moment of decision as a volitional action, changing the condition
of wish into will, and suggests that future researchers should investigate the restraining
forces learners experience to ‘unlock the secrets’ of the decision-making moment.

Volition, Self-Regulation, and Regulation of Motivation
Volition is important for maintaining the intension to pursue goals (Corno,
2001). Hence volitional processes have been referred to as crossing the Rubicon
(Corno, 1993). Regulation of motivation can be defined as an individual’s purposeful
act to initiate, maintain, or supplement, willingness to work toward a specific goal or
accomplish a particular task, through consciously controlling the processes that form
the willingness (Wolters, 2003). Both volition and the regulation of motivation
concern how learners cope with disruptions in pursuing goal-directed behaviors.
Researchers have often used volition as a synonym for self-regulation. Although there
are theoretical variations in defining the terms, according to Wolters, volition is
analogous to the broader concept of self-regulation, encompassing both the regulation
of motivation and regulation of cognition, whereas the regulation of motivation can be
conceptualized as the learners’ use of motivational control strategies, including goalsetting, interest enhancement, and emotion management. The relationship among these
concepts is graphically represented in Figure 7.
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GS
RM
SR/V

Figure 7. Theoretical definition of self-regulation (Wolters, 2003). SR = SelfRegulation; V = Volition; RM = Regulation of Motivation; GS = Goal Setting.

Self-Regulated Learning
Self-regulated learning refers to individuals’ active behaviors in learning,
including goal setting, time management, task strategies, environment structuring, and
help-seeking (Barnard-Brak & Lan, 2010). Research has indicated that when students
study to achieve a specific goal, they become more autonomous and effective (Pintrich,
2000). These self-regulatory strategies and skills have been referred to as being
utilized in both learning and social interactions (Boekaerts & Cascallar, 2006). The
notion of self-regulated learning, which is realized through both the skill and the will
of individual learners (Woolfolk, Winne, & Perry, 2000), partly explains differences in
achievement, and provides a means to improving achievement (Schunk, 2001).
Self-regulated learning holds that individuals regard themselves as agents who
make choices and act on their choices (Martin, 2004). Self-regulated learning skills,
including goal setting, function as the interaction of behavioral, personal, and
environmental factors, in the form of triadic reciprocal causation (Bandura, 1986;
Schunk, 2001b; Zimmerman, 1994). Learners develop self-regulated learning skills
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and strategies through a circular, iterative process of adjusting their self-regulated
learning skills as they interact with personal, behavioral, and environmental factors.
Zimmerman (1998) proposed a three-phase model for the theory of the development
of self-regulated learning skills. The first phase, forethought phase, consists of the
processes preceding the learning performance, such as goal-setting and intrinsic
motivation to perform the task. The second phase, performance control, concerns the
processes occurring during the learning performances, such as affect, attention, and
monitoring. The final phase, self-reflection, refers to individuals’ self-evaluation of
their effort and outcomes, followed by adjustment and implementation of the first and
second phase; forethought and performance control in the next learning step. This
cyclical model is graphically represented in Figure 8.

Self-reflection:
Self-evaluation

Forethought:
goal setting

Performance
Control:
learning
process
Figure 8. Development of self-regulated learning: Three-phase model by Zimmerman
(1998).
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In summary, volitional processes and the regulation of motivation are
important for coping with the restraining forces that operate when learners engage in
goal-directed behaviors. Therefore, volitional processes are a key to specifying how
the moment-to-moment decision of whether to talk or not is enacted. In self-regulated
learning, individuals are agents who make choices and act on their choices. In this
study, integrating Zimmerman’s (1998) three-phase model (forethought, performance
control, and self-reflection) for developing self-regulated learning skills, treatments for
the visualization plus goal-setting group were prepared so that the participants would
first set speaking goals, then pursue their goal-directed behavior to speak up using
their will (volition), and finally evaluate their own performance.

Goal Setting
Goals enhance self-regulation through directing attention, energizing, affecting
persistence, self-efficacy, and self-evaluations of progress (Locke & Latham, 2002;
Schunk, 2001b). Goal setting, which is one of the most thoroughly researched areas in
motivation (Latham & Locke, 1991; Locke, 1991; Locke, Latham, Smith, Wood, &
Bandura, 1991; Locke, Shaw, Saari, & Latham, 1981; Seijts, Latham, Tasa, & Latham,
2004; Shunk, 2005; Winters & Latham, 1996), explains individual variations in
performance, according to the individual’s commitment to goals: high commitment
leads to better performance than low commitment (Locke & Latham, 1991). Goal
setting has been found to improve task performance through enhancing individuals’
efforts, attention, and persistence. Specific goals have been shown to lead to higher
task performance than vague ones (Locke et al., 1981). Important distinctions have
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also been made regarding the difference between setting learning goals and
performance goals. It has been found that learning goals are beneficial to task
performance when an individual has not acquired the skills for completing the task or
perceives the task to be difficult, whereas performance goals are beneficial for task
performance when an individual possesses skills or knowledge necessary to complete
the task (Seijts et al., 2004). When individuals are sure that the goal is important and
attainable, they are more likely to be highly committed to their goals (Locke, 1996;
Locke & Latham, 2002).
A large number of studies have shown positive effects of goal-setting on
academic achievement, task performance, and well-being. For example, statistically
significant differences in academic achievement (e.g., GPA) have been found
according to the participants’ self-regulated learning profile, which included goal
setting, in latent class analyses (Barnard-Bark & Lan, 2010). Performance goals were
positively related with self-efficacy in writing skills (Pajares, Britner, & Valiante,
2000) and a high performance goal was associated with fewer off-task behaviors
(Putwain & Daniels, 2010). Future-oriented self-regulatory behavior, through realistic
goal setting, is predictive of well-being, suggesting that researchers should focus on
the field of goal setting when designing interventions to promote proactive coping;
“process through which one prepares for potential future stressors” (p. 139) (Sohl &
Moyer, 2009). Psychologists are currently interested in how individuals’ perceptions
of their personal visions of the future, including goals, affect their present motivation,
through perceiving the proximal goals as instruments to achieve their distal goals
(Miller & Brickman, 2004; Simons, Vansteenkiste, Lens, & Lacante, 2004). This
66

future dimension of motivation plays an important part in motivational theories of
foreign language learning.
Synthesizing a number of theories and research in motivational psychology
and goal-setting, Dörnyei and Otto (1998) presented a comprehensive process model
of L2 motivation, conceptualizing motivation as dynamically evolving in time as
learners pursue goals. The model consists of three phases: a preactional phase, actional
phase, and postactional phase. These are intended to capture the initiation and
enactment of motivated behavior. In the preactional phase, initial hopes and wishes are
turned into goals, then, to intention, which leads to eventual actions (actional phase)
and the accomplishment of the goals, then, the whole process is submitted to an
evaluation phase. In this model, learners’ visions, wishes, and hopes are embodied as
goals in engaging in assigned tasks in the classroom. Individual goal setting enables
learners to have autonomous control over their own learning (Jones & Jones, 2009).
In summary, studies have shown a number of positive effects of goal-setting in
academic settings. These effects include enhancing individual effort, attention,
persistence, performance, academic achievement, and well-being. In this study, recent
findings from goal-setting research were integrated into the treatments. For example,
specific and achievable goals have been found to lead students to higher task
performance. Therefore, students were instructed to set SMART (specific,
measureable, achievable, relevant, and time-bound) goals. Reflecting the current
attention among psychologists on the effect of individuals’ personal visions of their
future on their present motivation, goal-setting treatments were prepared so that the
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participants would view the proximal goals they set in the classroom as an instrument
to achieve distal future goals.

Gaps in the Literature
Although the relationships among WTC and various cognitive and affective
variables have been explored, no researchers have tested the comprehensive structural
relationships among a full range of relevant variables that include L2 WTC, frequency
of communication, anxiety, motivation, integrativeness, international posture, ought-to
L2 self, ideal L2 self, L2 linguistic self-confidence, and valuing of global English.
Moreover, Dörnyei’s (2005) hypothesis that linguistic self-confidence and the ideal L2
self positively influence L2 WTC, though having drawn much positive attention,
remains untested. The structural model tested in this study is the most comprehensive
WTC model to date. Two constructs, ideal L2 self and the newly proposed construct
valuing of global English, are tested for the first time in a WTC model in this study.
The new model combines MacIntyre and Charos’ (1996) hybrid model, which is a
combination of MacIntyre’s (1994) model, Gardner’s (1985) socio-educational model,
and Dörnyei’s (2005) Motivational Self System.
Second, previous quantitative studies on WTC using structural equation
modeling included individual difference variables measured only by self-reported
questionnaire items. Objective measures of whether self-reported L2 WTC predicts
actual L2 use in the classroom have not been integrated into quantitative studies.
Dörnyei and Kormos (2000) found that the quantity of L2 use was positively
correlated with self-reported L1 WTC, self-confidence, and need for achievement, and
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social status among high task-attitude learners, though in an L1 task, a number of
motivational variables correlated negatively with oral task performance. Cao and Philp
(2006) reported no significant correlation between self-reported L2 WTC and oral
behavior among eight international students in New Zealand.
Third, several gaps related to gender differences exist in the literature. In the
EFL context, no research has been conducted examining whether gender differences
exist in L2 WTC, though in an immersion and second language context, MacIntyre et
al. (2002) found that female learners in grade 9 showed significantly higher WTC in
both L1 and L2 WTC than male learners in grade 9. There is just one existing
quantitative study on gender differences and the ideal L2 self. Ryan (2009) found that
female learners scored higher on the ideal L2 self than their male counterparts.
Therefore, it is worthwhile to examine whether Ryan’s (2009) results can be replicated
quantitatively.
Fourth, as the bulk of the previous quantitative research on WTC in EFL
contexts has been cross-sectional, there has been inadequate focus on the
developmental nature of WTC. Although some longitudinal studies have been
conducted in EFL settings (Okayama et al., 2006; Sick, 2001; Yashima & ZenukNishide, 2008), no clear findings concerning developing WTC in instructed
classrooms have been reported.
Fifth, although, numerous studies have shown positive effects for visualization
and goal-setting, academic achievement, task performance, and well-being (BarnardBark, 2010; Pajares et al., 2000; Sohl & Moyer, 2009), the effect of either
visualization or goal-setting on WTC has not been explored. Eliciting future possible
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selves evokes planning for the future (Segal, 2006), as the impact of the interplay of
current self-identities and future self-identities on intentional behavior is at the heart of
the movement (Yowell, 2000) to make changes in current motivation and behavior.

Purposes of the Study
There are four aims in this study. First, this study examines the structural
relationships among variables hypothesized to affect Willingness to Communicate and
frequency of communication in the L2 in a Japanese university context: L2 learning
anxiety, L2 learning motivation, integrativeness, international posture, the ought-to L2
self, the ideal L2 self, linguistic self-confidence, and valuing of global English. At the
same time Dörnyei’s (2005) hypothesis that L2 WTC is primarily determined by
linguistic self-confidence and the ideal L2 self is tested in the model. The support for
this hypothesis would suggest that through fostering students’ linguistic selfconfidence and ideal L2 selves, learners’ L2 WTC can be enhanced.
The second aim is to examine whether self-reported L2 WTC predicts actual
L2 use in the classroom, which was operationalized as the number of words produced.
This study aspires to add an objective measure to the study of WTC through testing if
learners’ WTC predicts their L2 use in the classroom. Through adding an objective
measure to the study of WTC, this study aspires to make a contribution to the existing
WTC literature.
The third aim is to explore gender differences in L2 WTC and the ideal L2 self.
Through testing whether gender differences exist in EFL learners’ L2 WTC and the
ideal L2 self, this study aspires to shed light on an unstudied dimension of L2 WTC.
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Fourth, the study is designed to explore whether L2 WTC can be enhanced in
an EFL context over one academic semester. The relative effects of visualization and
goal setting on fostering WTC in EFL setting are tested in exploring the
developmental aspects of WTC. Positive results concerning the developmental aspect
of L2 WTC would be an encouraging contribution to the field. The positive results of
both visualization and goal setting can make a contribution to the field by suggesting
concrete approaches to enhancing WTC.

Research Questions
1. What are the structural relationships among ought-to L2 self, integrativeness,
valuing global English, international posture, L2 learning motivation, L2 linguistic
self-confidence, L2 learning anxiety, ideal L2 self, L2 WTC, and self-reported
frequency of communication?
2. What are the structural relationships among L2 learning motivation, ideal L2 self,
L2 WTC, and observed L2 use (word count) in the classroom?
3. To what degree do WTC and ideal L2 self differ for male and female students in an
EFL context?
4. Does WTC remain stable over short periods of instruction, or can it be enhanced by
treatments such as visualization and goal-setting?
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CHAPTER 3
METHODS

In this chapter I describe the methodology used in the study. First, I present an
overview of the design of the study. Following this, I describe the participants and the
instruments. Next, I explain the data collection procedures and how the data were
analyzed. Finally, two hypothesized structural models for research questions 1 and 2
are presented.

Design Overview
This study is a quantitative/qualitative mixed-methods study, examining the
structural relationships between L2 WTC and a range of other ID variables and the
effects on L2 WTC of two instructional treatments. The instructional study features a
pre-test post-test quasi-experimental design. In the instrumentation section, I describe
the L2 WTC instruments and those measuring the other selected relevant ID variables,
and the materials used in the instructional experiment. In the procedures section, I
describe how the surveys and interviews were conducted and how the data were
analyzed to answer the research questions.
A sequential explanatory mixed methods design, which consists of two distinct
phases, was used in this study (Creswell & Plano Clark, 2011; Creswell, Plano Clark,
Gutmann, & Hanson, 2003). In this design, the quantitative data are collected first and
analyzed; then, the qualitative data are collected and analyzed in order to explain and
complement the quantitative results. In this study, the quantitative numeric data helped
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identify the structural relationships among variables affecting the learners’ psychology
in language learning and communication. Then, a qualitative approach was applied to
elaborate on why certain psychological factors, tested and identified in the first phase,
were significant predictors of motivational factors, other affective factors, and the
learners’ willingness to communicate. Thus, the results provided by the quantitative
data and analyses, and the general psychological model they supported, were refined
by the participants’ qualitative personal views.

Participants
A total of 373 university students taking EFL courses in Japan took part as
core participants in the study. They were from two universities in the Tokyo area,
majoring in science and human arts subjects. Of the 373 participants, there were 129
freshmen (34.6%) and 244 sophomores (65.4%), with ages ranging from 18 to 23.
Male participants (n = 216, 57.9%) outnumbered female participants (n = 157, 42.1%).
A demographic questionnaire (Appendix A) asked about the participants’ school year,
age, major, gender, English test scores (e.g., TOEFL), and experiences of staying
overseas.
The participants from the first institution were 100 second-year science majors
with basic to intermediate proficiency. They were majoring in information technology,
electronic engineering, systems engineering, quantum mechanics, mechanical
engineering, and intelligent systems. Most of the participants were second-year
students (n = 94, 94%), with a few third-year students (n = 4, 4%) and fourth-year
students (n = 2, 2%). Their ages were 19 (n = 65, 65%), 20 (n = 28, 28%), 21 (n = 3,
73

3%), and 22 (n = 2, 2%); two participants (2%) did not provide their age. Male
participants (n = 93, 93%) outnumbered female participants (n = 7, 7%). Only 12
participants (12%) had previous experience staying overseas, in six countries with the
duration of the stay ranging from three weeks to 5.4 years.
The institution where the first group of participants is studying is a scienceoriented university with a student body of about 4,000 students. The university aspires
to contribute to a sustainable future through being a world leader in cutting-edge
science and technology and aims at educating researchers and engineers with strong
ethical values, leadership skills, creativity, and communication ability. It was selected
for the 21st Century Center of Excellence Program sponsored by the Ministry of
Education Culture, Sports, Science and Technology. The students show a keen interest
in science, cutting-edge technology, and IT related areas. Many students, mainly
graduate students, present their research and innovative technology at international
conferences. According to the university homepage, some of them receive
international awards each year. In fact, one of the graduates has been a strong
candidate for a Nobel Prize in Physics, for his innovative discoveries in
nanotechnology.
Students are required to take two English courses during the first year and one
English course during the second year. Afterwards, English courses are offered as
elective courses in their third and fourth years. The course in question in this study,
Academic English for Second Year Students, met once a week for 90 minutes.
The participants from the second institution were 273 first-year and secondyear human-arts majors with basic to advanced proficiency. They were majoring in
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international economics, politics, and intercultural communication. Among a total of
273 participants, there were 120 first-year students (44.0%) and 153 (56.0%) secondyear students. Their age distribution was as follows: 18 (n = 74, 27.1%), 19 (n = 120,
44%), 20 (n = 62, 22.7%), 21 (n = 13, 4.8%), 22 (n = 1, 0.4%), and 23 (n = 3, 1%).
There were 150 female participants (54.9%) and 123 male participants (45.1%). One
hundred and four participants (38.1%) had previous experiences of staying overseas,
in 16 different countries with the stay ranging from 2 weeks to 13 years.
Nine more students took the survey, totaling 382 participants; however, they
were dropped from the analysis because of the following reasons. Five students were
international students from Korea, one Japanese student spent 17 years overseas, and
three students had a parent who is a native speaker of English. Their educational
experiences, attitudes and psychology of learning English were expected to be quite
different from the Japanese students in this study; therefore, their data were deleted
from the analysis.
The institution where the second group of participants is studying is a
humanities oriented university with a student body of about 20,000. The university
aims to nurture persons with the wisdom and strength to solve problems with global
perspectives.
The university is well known for English education in general and students are
required to take six English courses during the first year and four English courses
during the second year. The students were streamed into three groups based on a
TOEFL test they took when they entered the university. The courses were called
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Broadcast Media, Print Media, Global Issues, Current Events, English Seminar, and
Academic English.
In order to cross validate the structural equation model (Research question 1),
additional data were collected from 289 participants taking EFL courses at universities
in the Tokyo metropolitan area at seven different institutions, including the liberal
arts-oriented university described above. Efforts were made to collect additional data
from a wide range of institutions, hensachi (standard deviation in academic abilities)
ranged from 44 (toward the low end) to 78 (the highest end). Hensachi scores are
percentile scores, commonly known as t-scores, which represent how a given score
relates to the score of the population, through indicating the distance between a given
score and the mean in standard deviation units. Hensachi scores are calculated and
published by large cram school chains such as Kawai Juku, using data from nationally
administered mock university entrance examinations these companies provide.
University hensachi scores provide a useful and generally accurate indicator of how a
university is situated in terms of the difficulty of entering it. Hence, it is often used to
show the ranking of universities in Japan; higher scores are associated with greater
prestige. Female participants (n = 154, 53.3%) outnumbered male participants (n =
135, 46.7%). They were majoring in English literature, engineering, physics, law,
economics, international economics and politics, pharmacology and medicine. Sixtythree participants (21.8%) had previous experience staying overseas in a total of five
different countries; the length of the stays ranged from two weeks to seven years.
In order to examine the effect of the visualization treatment and the
visualization plus goal-setting treatment, participants for the non-treatment group were
76

recruited from the same content-based courses of the second institution mentioned
above. Neither the visualization nor goal-setting treatment was introduced for the nontreatment group, otherwise, the similar content-based lessons were offered with
approximately the same amount of communicative activities. Two native speaker
teachers and one near-native English speaker who is Japanese taught the classes. Of
the 75 participants in the non-treatment group, there were 26 first-year students
(34.7 %) and 49 (65.3%) second-year students. Their ages ranged from 18 to 21. There
were 36 female participants (48%) and 39 male participants (52%). Of the 75
participants, 32 participants failed to fill in their names either for the pre-test or the
post-test, therefore, data from a total of 43 participants from the non-treatment group
were analyzed for this study.

Instrumentation
A series of instruments were used to explore learners’ attitudes and affects in
language learning and communication. Most of the instruments used in this study had
been used to gather data in different language learning contexts and been published;
however, in order to make the best effort to make the instruments reliable and
parsimonious enough for the Japanese students in this study, a set of questionnaires
was piloted to 160 Japanese EFL learners, prior to the study. The following is the list
of instruments included in this study: willingness to communicate, ideal L2 self, L2
learning motivation, international posture, L2 learning anxiety, L2 linguistic selfconfidence, frequency of L2 communication in and outside the classroom, ought-to L2
self, integrativeness, and valuing of global English. The full Japanese questionnaire is
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in Appendix A, and its English translation is in Appendix B. The Cronbach alphas
reported in the parentheses were calculated using the data from the participants in this
study.
Before distributing the questionnaires, I asked students to sign the consent
form in which I explained that (a) participation was voluntary, (b) they were free to
ask questions, (c) they were free to withdraw at any time (d) some participants would
be interviewed (e) some parts of the classroom discussion would be tape recorded (f)
all information they provide would be treated as confidential and they would be
anonymous, and (g) the results of their participation would not affect their course
grade at all, in addition to explaining the purposes of the study. The Japanese consent
form is shown in Appendix C and its English translation in Appendix D.

Willingness to Communicate in English Questionnaire
Twenty items were taken from Sick and Nagasaka’s (2000) WTC scales and
modified to measure to what degree students are willing to communicate both inside
and outside the classroom (α= .93). Sick and Nagasaka’s (2000) scale consists of 13
items measuring in-class speaking, 14 items measuring out-of-class speaking, 6 items
measuring in-class writing, and 8 items measuring out-of-class writing. Items on
writing were eliminated because the focus of this study is on speaking. Of the 13 items
on in-class speaking, the number of items was reduced to 10 by eliminating the items
that were generally regarded as irrelevant to the content of the classroom activities in
universities, (e.g., Tell your partner five words that begin with “s”) and eight items
were modified to match the classroom context. Of the 14 items measuring out-of-class
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speaking, 10 items were chosen by eliminating the items whose context Japanese
students are unlikely to encounter. Seven items were modified to match the context;
for example, the original item, Make a speech to a sports team visiting the high school
from the USA was modified as Make a speech as a representative of your school to a
group of students from abroad. Sick and Nagasaka’s (2000) questionnaire also
measures three psychological dimensions in communication: confidence, tension, and
willingness using a 10-point Likert scale. In this study, only one dimension,
willingness, was included, and it was measured using a four-point Likert scale (0 =
Would rather avoid; 1 = Slightly willing to; 2 = Willing to; 3 = Very much willing to)
to make the questionnaire items easier to answer.
In most previous WTC studies, (e.g., Hashimoto, 2002; Yashima, 2000,
Yashima et al., 2004), the WTC scale published by McCroskey (1992) was used. This
scale consists of 20 items measured by the probability (between 0% and 100%)
respondents would choose to communicate in four communication contexts; talking in
dyads, talking in small groups, talking in meetings, and public speaking, to three types
of interlocutors, friends, acquaintances, and strangers. Of the 20 items, 12 items are
part of the scale, and 8 items are filler items. Although McCroskey’s (1992) scale is
cited as a scale with a high construct and predictive validity, the items are written in
general terms (e.g., Present a talk to a group of strangers); therefore, I adopted Sick
and Nagasaka’s (2000) scale, which consists of more specific items, as the basis for
the WTC questionnaire.
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Individual Differences Questionnaires
Fifty-three items on individual differences were prepared based on a number of
previous studies to measure learners’ affect and attitude in language learning. Sixpoint Likert scales (1 = Strongly disagree; 2 = Disagree; 3 = Slightly disagree; 4 =
Partly agree; 5 = Agree; 6 = Strongly agree) were used for all nine constructs. The
items of each scale appear as Appendix E and their English translations as Appendix F.

Ideal L2 self. Ideal L2 self is the key theoretical construct of this study used to
explore the imaginary, visionary aspect of the learners, bridging their university
English classes to their future careers. Six items on the ideal L2 self variable were
taken from Ryan’s (2009) study and modified to match the university context. Ryan’s
items are intended to measure learners’ future visions of themselves as competent
users of English (e.g., If my dreams come true, I will use English effectively in the
future.) In this study, the Japanese equivalent for imagine (想像する) was used in all
the 6 items so unidimensionality of the construct would be expected to be higher (e.g.,
I sometimes imagine myself working with people from various countries using
English) (Cronbach’s α= .90). Scores of all the relevant questionnaire items were
aggregated to specify each measured variable. In the structural equation model, the
latent variable ideal L2 self was specified by two observed variables consisting of
proficiency-related ideal self and career-relate ideal self.

L2 learning motivation. Six items designed to measure motivation were taken
from Gardner and Lambert (1972), Dörnyei (1990), and Yashima et al. (2004) and
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modified for use in this study. For example, the double-barreled item After I graduate
from college, I will continue to study English and try to improve was modified as I
think I’ll continue studying English after graduating from university. The respondents
were asked to assess to what degree each statement accords with their state of mind
(α= .81). In the structural equation model, the latent variable L2 learning motivation
was specified by two observed variables consisting of items designed to measure
intrinsic motivation and the importance of learning English.

International posture. Thirteen items were taken from Yashima et al.’s (2004)
study and modified. (α= .86). Of the 13 items, 4 items measured inclination to
approach international students. Nine items assessed interest in international careers
and activities. Negatively worded items were re-worded as positively worded items;
for example, the item I’d rather avoid the kind of work that sends me overseas
frequently was modified to I would like to have the kind of work that sends me
overseas frequently. Three items assessed interest in news and events overseas. The
double-barreled item I often read and watch news about foreign countries, was
separated into two items. In the structural equation model, the latent variable
international posture was specified as a latent variable, conceptualized as a two-factor
structure: intergroup approach and interest in foreign affairs and international vocation.
Both intergroup approach and interest in foreign affairs and international vocation
were specified by two observed variables. The latent variable intergroup approach was
specified by two observed variables: interest in becoming friends with international
students in Japan and interest in talking to international friends using English. The
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latent variable interest in foreign affairs and international vocation was specified by
two observed variables: interest in foreign affairs and interest in international vocation.

L2 learning anxiety. Five items measuring anxiety were taken and modified
from MacIntyre and Gardner (1994), Horwitz et al. (1986), and Ryan (2009). In
Ryan’s (2009) study, items were prepared to adequately address the Japanese context;
however, the reliability of the anxiety construct was not reported in the study.
Therefore, other previous studies were referred to in order to collect the best items.
Some of the items were re-worded to match the Japanese EFL context. Negatively
worded items were modified as positively worded items. For example, an item in
MacIntyre and Gardner’s (1994) study I am not bothered by someone speaking quickly
in French, was modified as I feel nervous when I hear someone speaking quickly in
English. Variations in core verbs were reduced so the items would be conceptualized
as one construct by the respondents. Ryan’s (2009) item, I would feel uneasy speaking
English with a native speaker, was modified as I would feel nervous speaking English
with a native speaker (α= .76). In the structural equation model, the latent variable L2
learning anxiety was specified by two observed variables: speaking anxiety and
listening and general anxiety.

L2 linguistic self-confidence. Five items measuring linguistic self-confidence
were adopted and modified from McCroskey and Richmond (1987), Dörnyei and
Ushioda (2001), and Ryan (2009). Items with negative expressions were modified into
positive expressions so the items would sound straightforward and there would be no
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need to reverse-code them. For example, Ryan’s (2009) item Learning a foreign
language is a difficult task for me, was modified as, I think I have talents in mastering
foreign languages (α= .85). In the structural equation model, the latent variable L2
linguistic self-confidence was specified by two observed variables: intrinsic
confidence and confidence relative to others.

Frequency of L2 communication. Six items were taken from Yashima et al.
(2004) and modified to match the context and to make the items more straightforward
and easier to respond to. For example, Yashima et al.’s (2004) item, I volunteered to
answer or ask questions in class, was divided into two items: I volunteered to answer
questions in class, and, I volunteered to ask questions in class (α= .85). In the
structural equation model, the latent variable frequency of L2 communication was
specified by two observed variables consisting of items regarding communication in
groups and in pairs, and items concerning frequency of communication on an
individual basis. When the questionnaire was administered at the beginning of the
semester, the participants were instructed to base their answers on their experiences in
previous semesters.

Ought-to L2 self. Ought-to L2 self represents learners’ perceptions of the
importance of learning English from the perspective of significant others including
parents and people they respect. Six items on ought-to-L2 self were taken from
Taguchi, Magid, and Papi (2009), Ryan (2009) and Csizér and Kormos’ (2009) studies.
In Taguchi et al.’s (2009) study, some items were not included for the final structural
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modeling for the Japanese context. Csizér and Kormos’ study was conducted in
Hungary, and Ryan’s study had only the items on parental expectations. Therefore, all
three studies were referred to in order to prepare the best items for the Japanese
university context. An example is, My parents believe that I must study English to be
an educated person. Items that were both easy to endorse and difficult to endorse were
selected, with a view toward creating a normal distribution on the variable. No
modifications were made (α= .83). In the structural equation model, the latent variable
ought-to L2 self was specified by two observed variables: expectations from parents
and expectations from peers and people they respect.

Integrativeness. Four items were taken and modified from Dörnyei and
Ushioda (2001), Taguchi et al. (2009), and Ryan (2009). The results of the pilot
questionnaire showed that items such as I have a favorable impression towards people
in the U.S., and I have a favorable impression towards people in England, loaded on
two separate factors; therefore, instead of using the name of the countries, the wording
“English speaking countries,” was used so the responses would represent learners’
favorable impressions and interest toward English speaking countries in general. Items
representing learners’ wish to be assimilated into mainstream English culture, such as
I would like to become similar to the people in England, were not included, reflecting
the general trend among EFL learners’ attitudes revealed in the recent research in this
globalizing world (Yashima, 2000) (α= .80). In the structural equation model, the
latent variable integrativeness was specified by two variables: favorable impression
toward people in the L2 community and interest in the L2 community.
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Valuing of global English. Three items were prepared to measure how much
learners value English as a common language for people of different mother tongues
to communicate. An example item is I think it is important that people in the world
communicate in English to solve the global problems. This construct was introduced in
this study to represent the evolving concept of English from the language of English
speaking countries, to the language of all the people on the planet to exchange ideas
and communicate for mutual understanding (α= .63). In the structural equation model,
the latent factor valuing of global English was specified by two observed variables:
awareness of English as a Lingua Franca and the role of English as the common
language to tackle global problems.

Willingness to Communicate in English Questionnaire 2
An open-ended questionnaire (Appendix G) was prepared to qualitatively
explore learners’ willingness to communicate in depth. The questions were written in
both English and Japanese, and students had a choice of answering in either language.
Pseudonyms were used to identify individual students.

Solicited Feedback on the Critical/Creative Thinking Project
An open-ended questionnaire (Appendix H) was prepared to qualitatively
explore the effect of visualization during the discussions and projects with the rubric
‘Please comment freely on the critical/creative thinking project involving
visualization.’ The critical/creative thinking project was a part of the visualization
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activity, which is explained in below in the instructional treatment section. The
questions were written in both English and Japanese, and students had a choice of
answering in either language. Pseudonyms were used to identify individual students.

Interview Protocol
Because the purpose of the qualitative phase was to explain the results
obtained in the quantitative phase, I wanted to explore why certain variables predict
other psychological factors by adding the participants’ voices. The protocol for the
semi-structured interview included the following five open-ended questions:
1. Please describe your first encounter with English.
2. What do you think are the roles of English?
3. What did you think of the tasks involving visualization?
4. In what situations do you feel willing to communicate in English in English
classes?
5. In what situations do you feel not willing to communicate in English in English
classes?
As this is a sequential explanatory mixed-methods study, interview items were written
to gather qualitative data that would explain why certain psychological constructs
predict other constructs in the structural equation model. In this study, three paths
were tested for the first time; the path from ought-to L2 self to integrativeness, the
path from valuing of global English to L2 learning motivation, and the path from the
ideal L2 self to L2 WTC. The first interview question, Please describe your first
encounter with English, was chosen to provide support for the path from ought-to L2
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self to integrativeness. Ought-to L2 self is a socially constructed self, integrating the
expectations from significant others, including parents and people learners respect. It
was believed that students’ comments to this question would include episodes of how
they shared L2 culture and how favorable impressions of the L2 community have been
nurtured, as positive attitudes toward the L2 community are formed and affected
initially by parental behavior (Gardner, 1985). The second interview question, What
do you think are the roles of English, was selected to further investigate the path from
valuing of global English to L2 learning experience. It was expected that students’
comments would suggest that the role of English as an international language
encourages them to study English. The third interview question, What did you think of
the tasks involving visualization, was chosen to provide qualitative data concerning the
path from the ideal L2 self to L2 WTC. It was expected that students’ comments
would suggest that visualizing themselves as future specialists in the field would lead
them to higher WTC.
Participation in the interview was voluntary and the participants were informed
that the interview would be audio recorded and transcribed. Students were interviewed
in the classroom or in the lounge, depending on the availability of the lounge, after the
classes. The answers were recorded verbatim.

Procedures
Quantitative Procedures
The 73-item questionnaire (Willingness to Communicate/Individual
Differences Questionnaire Japanese Version: Appendix A) was administered at the
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beginning of the spring semester in April, 2010. It took the participants about 12
minutes to complete the questionnaire. The same questionnaire was administered at
the end of the spring semester in July, 2010. The same questionnaire was administered
to new students at the beginning of the fall semester 2010, and at the end of the fall
semester 2010. Then in the academic year 2011, the same procedures were taken.
Thus, data collection procedures continued over two academic years.
The participants’ oral performance data were collected three times during the
semester when participants were engaged in tasks and group discussions. An audio
recording machine (VoiceTreck) was distributed to each group, and group discussions
were recorded for approximately 10 minutes each time. The number of words each
student produced during each discussion was counted.
I asked the participants to say their names before expressing their opinions so I
would be able to identify individuals. Typically, the interview participants started
talking as follows: “I’m Miki, I think…..” I could identify individual students most of
the time; however, in some cases, when students forgot to say their names, or when
two or more students talked simultaneously, it was impossible to identify the voice of
the speaker. These cases were treated as missing data. Contractions such as can’t and
isn’t and reductions such as wanna were treated as one word. Reduplications, such as
yes, yes or very very, were treated as two words. Fillers such as um:: and ah:: and
laughter were not counted as words. When the students said their names, these data
were not counted as words. I initially counted the frequency of turns each student took
during each discussion as well; however, in most cases, the students created turntaking systems in which everyone in the group took approximately the same number
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of turns. For this reason, the preliminary analyses showed that there was little variance
in the number of turns taken, and thus there was no correlation between frequency of
turns and L2 WTC. Consequently, I decided to measure L2 Use by tallying the
number of words each student produced in each discussion. A sample transcript of a
student discussion on whaling is provided below to illustrate how words were counted.
All names are pseudonyms.

Sample transcript:===============================================
1: Mai: Actually, my father owns a whale meat restaurant. Have you seen
2: the store called xxxxx, in xxxx, next to xxxx?
3: Group members: Ah::: yeah. (Laughter : Ahahaha)
4: Mai: My dad works there,
5: Group members: Ah:::: Laughter (Ahahahha)
6: Mai: So, yeah:: (pause) but, but it doesn’t mean, you know, I’m
7: supporting the idea of whaling, so what do you think about it?
8: Kimie: Maybe, I’ve never eaten whale meat, ah:: I think Japan should
9: continue whaling (pause) because it’s culture, so um:: it is often said that
10: Japanese use the whale, um, (pause) practically. For example, they eat meat,
11: they use oil from the whales, um, maybe, they use whales’ bones
12: for something. So, umm:: I think um whaling is not so bad thing.
13: Yuki: I also think Japanese continue to hunt whale because um mm::
14: (pause) we kill pigs and cows and we eat beef, I can’t see the difference between
15: them so (laughter), it’s OK to hunt whales, too.
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16: Jyun: Ah:: I think this is very difficult problem, but like even though
17: other countries say we should stop hunting whales to protect whales,
18: but you know I never eat um:: whale meat and maybe not many people
19: in our age, our generation, have never um::, eaten whale meat so I don’t
20: think it’s really endangered animals so and um:: I don’t think it’s a big
21: problem.
22: Ryu: I’m Ryu. I think it’s difficult to determine whether we should stop
23: whaling, um:: it’s because many people, many people, say that we
24: should stop whaling, um::, if we stop whaling, it has big influence on economy,
25: or our tradition so it’s difficult to determine.

In the above sample transcript, Mai produced 46 words, including two contractions
and no reductions or reduplications. The name and the location of the restaurant she
mentioned were not transcribed so that she would remain anonymous. In the third line,
group members said “yeah,” and laughed, but I unable to determine whether every
group member said “yeah,” so this word was not counted. Kimie’s produced 53 words,
including contractions and no reductions or reduplications. Yuki produced 31 words,
including two contractions and no reductions or reduplications. Jyun produced 62
words, including four contractions and no reductions or reduplications. Ryu produced
41 words, including two contractions and no reductions or reduplications. I did not
transcribe the recordings, but rather listened, counted words, and then rechecked each
recording to confirm the count.
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Table 1. Word Count for the Sample Transcript
Standard
Student
words
Contractions
Reductions
Mai
40
2
0
Kimie
51
2
0
Yuki
29
2
0
Jyun
58
4
0
Ryu
39
2
0

Reduplications
0
0
0
0
0

Total
words
42
53
31
62
41

The study was originally planned to observe students’ attitude and behavior to
communicate, while students were engaging in discussions and tasks. During the
spring semester 2010, I started observing students’ attitude and behavior to
communicate (i.e., enthusiasm in joining the discussion, frequency in communication,
meaningful contribution to discussion, and off-task behaviors). However, due to
relatively large class sizes and the lack of research assistants, it was impossible to
teach and to collect accurate data at the same time. Therefore, the students’ oral data
were collected from the fall semester 2010 onwards from 315 students.

Qualitative Procedures
For the qualitative data analysis, I administered questionnaires with openended questions (Appendix G) toward the end of the semester to explore in what
situations the students felt most willing to communicate and take the opportunity to
speak and in what situations they did not feel willing to communicate.
The open-ended questionnaire (Appendix H) was administered at the scienceoriented university only because of logistic factors. It was administered toward the end
of the semester by asking the students to comment freely on the creative thinking
project involving visualization.
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I recorded my impressions of the student reactions in a teaching journal in
English five times so that I could integrate my observations with the analysis of
students’ willingness to communicate, for the triangulation of the data.
During class, I sometimes made notes while students were working in groups
concerning in what situations the students engaged in discussions enthusiastically, and
in what situations they had difficulty keeping the conversations going.
To complement the qualitative data collected during the main study and to
further explore willingness to communicate, a purposeful sampling of individuals was
planned. Based on the results of the first quantitative phase, six participants, among
whom two participants represented the low WTC group, two participants represented
the mid WTC group and two participants represented the high WTC group, were
planned to be selected for analysis. However, the low WTC learners did not want to
participate in the interview, and because participation was voluntary, their wish was
acknowledged. As a consequence, three participants from the mid WTC group and
three participants from the high WTC group were interviewed.

Instructional Treatment
The following instructional treatments, involving visualization and goal-setting,
were given to the participants, according to the institution and the treatment group
they belonged to. These instructional treatments were given in the regular class time,
in addition to the regular content-based English instruction.
Efforts were made to eliminate the direct impact of language instruction on
students’ situation-specific WTC because the purpose of the study was to test the
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impact of visualization and goal-setting on enhancing WTC. Therefore, no instructions
were given and no activities were introduced concerning the survey-items on WTC
outside the classroom. No instructions were given and no activities were introduced,
concerning the survey-items on WTC inside the classroom, except for the fact that the
students in all the classes did presentations based on their research in front of the class
toward the end of the semester. The approximate time line of the instructional
treatment is presented in Table 2.

Quasi-Experimental Groups
Visualization and goal-setting activities were designed to help the students
relate their university English classes with their future careers. The visualization only
group engaged in a series of visualization activities that directed them to visualize
themselves as proficient English speakers using English in a future, global workplace.
The visualization plus goal-setting group completed an additional set of activities
directing them to set long-term and short-term goals. The goal-setting activities
required approximately 40-45 minutes of additional class time, divided across three
classes during weeks 4, 5, and 6 of the semester. During this time, the visualization
only groups spent additional time on the content portion of the lessons.
The same visualization and the visualization plus goal-setting treatments used
at the science-oriented University (University A) were also administered with the
humanities majors at University B. The content of the lessons and the news segments,
however, differed slightly between the two majors so that the participants could more
appropriately visualize their likely futures. The following section provides a summary
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of the visualization and goal-setting treatments used at the two universities, noting any
differences in content. Table 2 summarizes the time devoted to the treatments and
class content for the two experimental groups at both universities. This overview is
followed by a more detailed description of the specific visualization activities,
followed by a similar description of the goal-setting activities.

Quasi Experimental Group 1 (Visualization treatment group)
Week 2. In Week 2, the participants at both universities completed the same
visualization activities. As an introduction to the concept of visualization, the students
watched a five-minute segment from the film Harry Potter. Harry Potter was chosen
because the main characters in the film are about the same age as the participants, and
they are the generation that grew up with the Harry Potter series from elementary
school through university.
In the scene, one of the main characters, Ron, gets very nervous before a game
of Quidditch. At the breakfast table, he drinks a beverage from his cup and a friend
suggested that Harry had put some magical potion into his cup. Believing that he had
drunk the magic liquid, Ron became confident, and because of his great performance,
his team won the match. The point is that Harry had not put any magic potion in Ron’s
cup; Ron only believed he had. Thus, it was not the magic potion but the belief in it
that transformed Ron’s anxiety into confidence, which in turn led to his exceptional
performance. Thus, the scene depicts the transformative power of visualization.
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Table 2. Timeline of the Instructional Treatment
Week
1

Visualization group
Content-based lesson

Visualization plus goal-setting group
Content-based lesson

2

Introduction to visualization
Content-based lesson

Introduction to visualization
Content-based lesson

3

Visualization activity
Content-based lesson

Visualization activity
Content-based lesson

4

Content-based lesson
(Visualization)

Introduction to goal-setting
Content-based lesson
(Visualization)

5

Content-based lesson
(Visualization)

Goal-setting activity
Content-based lesson
(Visualization)

6

Content-based lesson
(Visualization)

Goal-setting activity
Content-based lesson
(Visualization plus goal-setting)

7

Content-based lesson
(Visualization)

Content-based lesson
(Visualization plus goal-setting)

8

Content-based lesson
(Visualization)

Content-based lesson
(Visualization plus goal-setting)

9

Content-based lesson
(Visualization)

Content-based lesson
(Visualization plus goal-setting)

10

Research in the computer
room

Research in the computer room

11

Content-based lesson
(Visualization)

Content-based lesson
(Visualization plus goal-setting)

12

Presentation
(Visualization)

Presentation
(Visualization plus goal-setting)

13

Presentation
(Visualization)

Presentation
(Visualization plus goal-setting)

14

Presentation
(Visualization)

Presentation
(Visualization plus goal-setting)

I explained that this is an example of how our performance changes through
believing and visualizing. In addition, I introduced some examples of the positive
effects of visualization, including some examples of Olympic athletes.
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Next, I asked the students to close their eyes and I read the passage in the
visualization for learning activity (Whiteley, 1997; Appendix I) so the students could
experience how our brain cannot distinguish between what we visualize and what we
actually experience. I then further explained that we can purposely visualize, take hold
of the unconscious mind, create positive psychology, and improve our performance.
From their facial expressions, the students seemed to have understood the message.
I then asked the students to visualize their ideal future selves with their desired
proficiency in English, and to share their visions in groups of 4 to 5. At home, students
drew pictures of a scene where they self-actualize in their career in 15 to 20 years
(Appendix I), and wrote a short essay describing the scene.

Week 3. At the beginning of the next class, students presented their future ideal
selves in groups of 4 to 5, and some students volunteered to present their future
visions in front of the class showing their pictures on the screen. The same activity
was also completed by the participants at University B.

Week 4-Week 9 and Week 11. The content-based lessons were designed so
learners could imagine that they belonged to the wider world of the global community,
going beyond the four walls of the classroom so they could bridge their English
classes with their future. While engaging in tasks and projects, students visualized
themselves as future specialists in their field. For University A, the science-oriented
school, that meant becoming scientists, engineers, researchers, or academics.
Humanities majors at University B visualized themselves as policy makers, academics,
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government officials, workers at international organizations such as the U.N.,
researchers, or economists. Both groups discussed controversial global issues such as
environmental problems, human rights, international conflicts and technological issues,
employing their critical thinking skills to generate creative ideas for solving these
global problems. For example, after studying news segments on robots and A.I.,
science majors considered some global problems we are facing, such as aging
populations, food shortages, and the environment. They visualized themselves as
future scientists and engineers, created robots in groups of 4 or 5 to offer solutions to
problems, did poster or PowerPoint presentations of their dream robots to the class,
and further discussed the issue. Example worksheets can be found in Appendices J &
K.
The critical and creative thinking project was part of the visualization
treatment that was designed to help the students bridge their English classes to their
future careers. For example, after studying a news segment on the environment and
climate change, the science majors visualized themselves as future specialists in their
fields and employed critical thinking skills to generate and present creative ideas for
the sustainability of humanity (see Appendix L for an example worksheet). I
encouraged students to generate unique ideas and to respond with expressions such as
“How interesting!” when one of their group members expressed an idea. I quoted
Einstein’s famous saying: “If at first the idea is not absurd, then there is no hope for it,”
and encouraged them to express their ideas, even though it might sound absurd to
other people. From their facial expressions, it seemed that they understood the
message and they seemed to enjoy the discussions. In the presentations, various
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interesting ideas came up such as an Euglena town filled with oxygen, and placing a
solar panel in space to cover the ozone hole and generate electricity.
The humanities majors, on the other hand, discussed global issues such as
environmental problems, human rights, international conflicts and technological
issues,. For example, after studying the news segments and newspaper articles on
territorial issues between Japan and China, international politics and economics majors
visualized themselves as future policy makers, discussed the issue, and presented their
ideas to solve the issue (see Appendix M for an example worksheet). Similarly, after
studying news segments on the explosion of the Fukushima nuclear power plant in
Japan in March 2011, international politics and economics majors visualized
themselves as future policy makers, discussed the issue, and generated ideas on how to
cope with the issue (see Appendix N for an example worksheet).
Week 10. The computer room was reserved, guidelines for the final
presentations were given, and students in groups of four or five chose a topic of their
interest, chose a subtopic for each member, and planned a coherent presentation. Then
students individually and collaboratively researched their topic and subtopics. The
procedure was the same for both University A and University B.

Week 12-Week 14. The same procedure was followed at both universities.
Students in groups of four or five did PowerPoint presentations on their chosen topics.
For the presentation sessions, I asked both the presenters and the audience to visualize
themselves as participants at an international conference. Presenters visualized
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themselves as specialists on their topic, presenting their research to other professionals
in their fields.

Quasi Experimental Group 2 (Visualization + Goal-Setting group)
In addition to visualization, the visualization plus goal-setting groups also did a
set of goal-setting activities. The goal setting activities were the same for both the
science majors at University A and the humanities majors at University B. Time spent
on goal-setting activities was limited to 15 minutes per class so that both groups would
have approximately the same amount of time for content activities such as group
discussions. The Visualization only groups did not have additional course content;
instead, they spent approximately 20% more time on the content portions of the class
in weeks 4, 5, and 6. Therefore, the amount of time spent on the activities such as
group discussions, which always came after studying the content, were approximately
the same for the Visualization treatment group and the Visualization plus goal-setting
treatment group. The goal-setting activities were designed so students could, first, set
their life goals, and then gradually narrow them down to their goals for this semester.
(see Appendix O for an example goal setting booklet).

Week 4. As an introduction to the goal-setting activity, I used an 8 minute
segment of a part of the Disney film, Aladdin. I chose the scene where the main
character, Aladdin, came across the lamp in a cave, met the Genie and made his wish.
Students in groups of 4 or 5 imagined that they came across an ancient lamp, and
thought about what they might want to wish for. Then, quoting Ellis (1998) and Tracy
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(2003), I explained how we all have a Genie in our mind that can make our wishes
come true, through setting goals and making an effort to achieve our goals with our
own strong will. Additionally, I introduced a study in psychology showing that setting
goals earlier in life leads to success in life (Tracy, 2003). Students seemed to have
gotten the message, and started brainstorming the big picture of what they wanted to
achieve in their lifetime. They shared their ideas in groups, and some students
volunteered to present their goals in front of the class.

Weeks 5-6. In weeks 4 and 5, the students narrowed down their lifetime goals
to goals for the next 20 years, their goals for this year, and goals for this semester and
shared their ideas in groups. Then students thought about how leaning English fits into
their goals, and identified the English skills they will need to help achieve their goals.
Students then thought about how proficiency in speaking English would help them
achieve their goals. Part of the activities was done in the classroom and students
completed their goal worksheets at home (see Appendix O for an example worksheet).

Weeks 7-9 and Weeks 11-14. Students in the goal-setting groups set their
SMART (specific, measureable, achievable and relevant) speaking goals, in each class,
and kept a record of whether they achieved their goals. Some examples of speaking
goals that students set were: I’m going to speak up at least twice during the group
discussion; I’m going to use gestures when I talk; I’m going to speak up at least once
in the class discussion. An example goal sheet can be seen in Appendix P.
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Analytical Procedures
In this section, I first present an overview of the analytical techniques used in
this study. Then, I explain how the quantitative data were analyzed, and next, I explain
the analysis for the qualitative data.

The Rasch Model
George Rasch (1960) developed an approach to psychometric measurement in
which researchers in human sciences should compare their data against a mathematical
framework provided by the Rasch model. The following is a straightforward
enunciation of the principle: A person having a greater ability than another person
should have a greater probability of solving any item of the type in question, and
similarly, the first item being more difficult than the second item means that for any
person the probability of solving the second item is greater than solving the first item
(Rasch, 1960). When respondents fill in a psychometric scale, two sources of
information are provided. One is how the participants respond to the items, which are
then used in factor analysis and reliability studies. The other is how the respondents
score on the psychometric scales. Rasch analysis uses both sources of information in
analyzing the scales. In the Rasch model, ordinal scores are transformed into interval
scales, using a unit of probability, the logit, in order to create simultaneous conjoint
measurement of both the persons and the items. The probabilistic estimation of the
relationship between item difficulty and person ability is modeled as a latent trait. In
the Rasch model, item difficulty and person ability are located along the same
continuum in logits or log odds (Bond & Fox, 2007).
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Item Difficulty and Person Ability in Likert Scales. The calculation of item
difficulty is based on the proportion of respondents who answered correctly
(dichotomous data), which is transformed into the log odds probability. Person ability
is calculated based on the percentage of items they answered correctly. The Rasch
model suggests that the probability of getting a correct answer on an item is obtained
through calculating the difference between a person’s ability and the item difficulty.
The data can be compared with what the model expects based on calculated person
ability and item difficulty. As a general statement, the probability of answering a given
item correctly can be mathematically expressed as follows:
Pni (x = 1) = f(Bn – Di)
Where Pn = probability
x = any given score
1 = a correct response
This formula expresses the probability of person n (Pn) getting a score (x) of 1 on an
item (i) as a function (f) of the difference between a person’s ability (Bn) and an item’s
difficulty (Di).
The application of the Rasch analysis to polytomous data, such as Likert scales
(Likert, 1932), is a little more complex because each survey item has several difficulty
estimates along a series of thresholds, which mark the boundaries between Likert
categories.
As an extension of the dichotomous model, the rating scale model is estimated
with the following equation:
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Pni1 (x =1/Bn, Di, F1)
Where Pni1 is the probability of person n choosing category 1 over category 0 on any
given item (i), Bn is the person ability, Di is the difficulty of the entire item and F1 is
the difficulty of the first threshold. Through Rasch analysis, it is revealed that the
items carry different relative value in the construct under investigation. The Rasch
rating scale model, developed by David Andrich (1978) treats Likert scale data with
more mathematical justification than the traditional approach, through transforming
the endorsements of the ordered Likert categories into interval scales based on the
empirical evidence (Bond & Fox, 2007).

Reliability, Separation Indexes, and Residuals. The Rasch model provides
indices to help researchers determine whether there is enough spread among both
persons and items along the continuum. The person separation reliability estimates
how well the persons can be differentiated on the measured variable. That is, it
estimates the replicability of person ordering if the same group of persons complete
another set of items of the same difficulty purported to measure the same construct.
The replicability of person ordering (Rp) can be mathematically expressed as follows:


Rp = 


Where Rp = person reliability
SDp = total person variability
SAp = the amount of variance that is reproducible with the Rasch model
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The person separation index (Gp) is an alternative index for estimating the
spread of persons on the measured variable. It can be mathematically expressed as
follows:
Gp =





Where Gp = person reliability
SEp = average measurement error
SAp = adjusted person standard deviation
The item reliability index estimates the replicability of item placements if the same set
of items were given to a similar sample of persons of the same ability. The item
reliability is mathematically estimated in the same way as for persons, with person
variance being substituted for item variance. Both the person reliability index and the
item reliability index are analogous to Cronbach’s alpha and are bounded by 0 and 1
(Bond & Fox, 2007). The criterion for adequate item and person measurement
reliability for this study was .81, as suggested by Fisher (2007).
In the Rasch model the item separation estimates the spread or separation of
items on the measured variable and the person separation estimates the spread or
separation of persons on the measured variable. A higher value gives more confidence
in the ability of the test in defining a hierarchy of items and persons along the
measured variable. A value above 2.00 is recommended (Fisher, 2007).
The difference between the observed response value and the expected response
is the response residual. Residual values outside of .75 are regarded as unexpected
(Bond & Fox, 2007). To calculate fit statistics, each raw residual is standardized.
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Fit Statistics. The Rasch model, being a rigorous mathematical framework of
the theoretical relationship between all persons and all items along a single latent
continuum, a perfect fit of the data to the model would be highly unlikely. However, it
is useful for researchers in human sciences to identify the items and persons’
responses that deviate more than the model expects. Chi-square fit statistics and infit
and outfit mean square statistics are used to judge how well the empirical data meet
the requirements of the Rasch model (Bond & Fox, 2007). The outfit statistic is the
unweighted average of the sum of squared standardized residual variance. Outfit
MNSQ statistics are expressed mathematically as follows:
Outfit =

∑ 

Zni = standardized residuals variance across persons and items
On the other hand, the infit statistic is a weighted standardized residual, in
which unexpected responses close to an item’s or a person’s measure receive more
impact. Infit MNSQ statistics are expressed mathematically as follows:
infit =

∑ 
∑

Where Zni = standardized residuals variance across persons and items
Wni = individual variance
Outfit ZSTD and Infit ZSTD are standardized versions of Outfit MNSQ and Infit
MNSQ, respectively. Both outfit and infit statistics are reported as mean squares and
range from 0 to positive infinity. The criteria adopted for this study were infit and
outfit mean squares of .5 to 1.50, as suggested by Linacre (2010).
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Rasch Factor Analysis and Principal Components Analysis of Rasch
Residuals. Theoretically, the Rasch approach to measurement requires that measures
should be unidimensional, though many would claim that all attempts to summarize
data are the product of compromise; even a single-item test might tap into more than
one latent trait (Bond & Fox, 2007). Nonetheless, given the knowledge that fit indexes
can be inadequate for detecting multidimensionality, a principal components analysis
of Rasch residuals (PCA) was adopted to detect extraneous dimensions in the data.
PCA identifies any common variance among the data that remains unexplained after
the primary Rasch measure. If the variance explained by the Rasch measures is above
50% and the first residual contrast explains less than 10% of the variance or has an
eigenvalue less than 3.0, the construct is considered fundamentally unidimensional
(Fischer, 2007; Linacre, 2010).
In examining and identifying extra dimensions, I regarded the possible new
dimensions as provisional (Linacre, 1998, p. 268), following the pragmatic approach
that identified dimensions should serve to solve ‘practical problems’ (Bond & Fox,
2007, p. 258) and should be based on researchers’ hypotheses and theory for the
purpose of understanding complex human psychology.
The criteria for unidimensionality adopted in this study are summarized in Table 3
below, following Fisher (2007) and Linacre (2010). In adopting these criteria for
assessing dimensionality, priorities were placed on fit statistics, variance explained by
measures, and variance explained by the first contrast. If removing items substantially
decreased overall reliability, which could be the case with scales constructed from a
small number of items, they were retained if they met the fit criteria.
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Table 3. Quality Criteria for Unidimensionality
Criteria
Item and person reliability
Item and person separation
Infit and outfit mean square
Disattenuated correlation between sub-groups
Variance explained by measures
Variance explained by first contrast

Critical value
Above .81
Above 2.00
.50-1.50
Above .80
Above 50%
Less than 10% or eigenvalue <
3.0

Rasch Likert scale category functioning analysis. In this study, a 4-point
Likert scale (0 = Would rather avoid, 1 = Slightly willing to, 2 = Willing to, 3 = Very
much willing to) was utilized for Willing to Communicate in English questionnaire
and a 6-point Likert scale (1 = Strongly disagree, 2 = Disagree, 3 = Slightly disagree,
4 = Slightly agree, 5 = Agree, 6 = Strongly agree) was utilized for the individual
differences questionnaires.
In order to verify and optimize the effectiveness of the rating scales, the
following criteria (Linacre, 2002) were applied.
1. There are at least 10 observations of each category.
2. The average measures increase monotonically with rating scale categories.
3. Outfit mean squares of each step is less than 2.0.
4. Step calibrations advance with the rating scale category
5. Step difficulties advance at least 1.4 logits and less than 5.0 logits.
6. The probability curve of each category has its distinct peak.
However, regarding criterion 5, the following criteria (Wolfe & Smith, 2007a; Wolfe
& Smith, 2007b) were applied: above 5.00 CHIPs (1.1 logits) for the 4-point rating
scale, above 3.69 CHIPs (.81 logits) for 5-point rating scale, and above 2.68 CHIPs
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(.59 logits) for 6-point rating scale. In cases where the criteria listed above were not
met, the Likert scale categories were combined until the criteria were met.

CHIPs scales. The Logit scale, which shows ability and affect in both positive
and negative values, is sometimes transformed to a CHIPs scale so the person
measures or item calibrations are centered around a positive mean of 50 using the
following formula:
X = 50 + 4.55 L
where X = the transformed measure in CHIPs
L = the Rasch measures in logits
CHIPs scales are easier to understand for non-technical readers because they eliminate
negative numbers from the person and item measures. In this study, all logit scales
were transformed into reader-friendly CHIPs scales.

Structural Equation Modeling
General Purpose. Structural equation modeling (SEM), often referred to as
causal analysis, analysis of covariance structures, or causal modeling, is a statistical
technique for testing and estimating a set of relationships between, one or more
independent variables and one or more dependent variables. Both continuous and
discreet variables can be used (Ullman, 2007). Independent variables and dependent
variables can be either measured variables or latent factors. When the phenomena
under investigation are multidimensional and complex, SEM is the only statistical
measure that allows simultaneous and complete tests of all the relationships among
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observed variables and latent factors. SEM is used to test a theoretical hypothesis
about potential relationships among factors and variables; therefore, SEM is a
confirmatory statistical technique rather than exploratory. In SEM, first, a model is
specified; second, parameters for the model are estimated; then fit of the model is
evaluated, and then the model is modified (Ullman, 2007, p. 679).

Sample Size and Assumptions. Sample sizes between 100 and 200 are
considered “medium, and sample sizes exceeding 200 cases are considered large
enough for SEM analysis (Klein, 2005).
SEM techniques assume multivariate normality. Multivariate normality
assumes the normal distribution of each variable as well as all linear combinations of
the variables. Both univariate and multivariate outliers should be screened and
skewness and kurtosis of the measured variables should be examined. A univariate
outlier is a case with an extreme score on one variable and multivariate outlier is a
case with a strange combination of values on multiple variables (Tabachnick & Fidell,
2007, p. 73). Potential outliers are cases with standardized scores exceeding 3.29. In
addition to the examination of z-scores, graphical methods such as histograms, box
plots, and normal probability plots are helpful in detecting outliers. Linear
relationships among pairs of measured variables can be assessed through examination
of scatterplots.
Multicollinearity exists when intercorrelations among some variables are very
high. When multicollinearity exists between variables, it is difficult to assess the
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importance of individual variables. Determinant of the covariance matrix is helpful in
examining multicollinearity and singularity (Ullman, 2007, p. 683).
Diagnostics of residuals are provided by SEM programs. The residuals should
be centered around zero, and the frequency distribution of the residual covariances
should be symmetrical.

Statistical Indexes of Model Fit. From among dozens of model fit indexes
available in the SEM literature, the following indexes are recommended when the
results of the SEM analyses are reported (Boomsma, 2000; Kline, 2005; McDonald &
Ho, 2002): (a) the model chi-square, (b) the Steiger-Lind root mean square error of
approximation with its 90% confidence interval (RMSEA), (c) the Bentler
comparative fit index (CFI), and (d) the standardized root mean square residual
(SRMR).
The model chi-square, the most basic and traditional fit statistic, expresses the
discrepancy between the hypothesized model and the data, based on the null
hypothesis that there is no significant difference between the predicted covariances
and the observed covariances. The problem with solely depending on the chi-square as
a fit statistic is that it is sensitive to the size of correlations and sample size. Larger
correlations generally lead to larger Chi-square, and larger sample size, which is
required in SEM, can lead to rejection of the model, even when the discrepancies
between the hypothesized and observed covariances are slight. In order to reduce the
sensitivity of Chi-square to sample size, it is recommended that the Chi-square value
be divided by the degrees of freedom, which results in the normed chi-square (NC).
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The values of the NC of 2.0, and 3.0 to 5.0 have been recommended, though there is
no clear consensus on the maximum acceptable value of NC (Klein, 2005). In this
study, with a relatively large sample, the chi-square divided by the degrees of freedom
(normed chi-square) of less than 4.0 was adopted as the cutoff point.
The Root Mean Square Error of Approximation (RMSEA) is based on the
assumption that the researcher’s hypothesized model in the sample population does
not fit the data perfectly but is rather an approximation of the reality. It is referred to
as a parsimony-adjusted index because its formula corrects for model complexity. In
general, RMSEA values of equal to or less than .05 are regarded as excellent, values
between .05 and .08 suggest acceptable fit, values between .08 and 0.10 indicate
mediocre fit, and values equal to or greater than 1.0 indicates a poor fit (Byrne, 2006;
Garson, 2006; Kline, 2005; MacCallum et al, 1996). Other researchers have suggested
that even when the model adequately describes the covariance matrix in the sample
population, RMSEA values greater than .08 might be obtained (Chen, Curran, Bollen,
Kirby, & Paxton, 2008), therefore, in this study, the relatively lenient criterion of
RMSEA less than .08 was adopted to avoid Type II error.
The comparative fit index (CFI) assesses the relative improvement in the fit of
the hypothesized model compared to the independence model, which assumes zero
covariances among variables, or saturated model, which allows observed variables to
freely covary. As a rule of thumb, for CFI and other incremental indexes, such as
Bentler-Bonett normed fit index (NFI) and the non-normed fit index (NNFI), values
greater than .90 indicate a reasonably good fit (Hu & Bentler, 1999). In this study, CFI
of above .90 was adopted as the critical value.
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The standardized Root Mean Square Residual (SRMR) assesses the overall
difference between the predicted and the observed covariance residuals. Generally,
SRMR values less than .10 are regarded as reasonably good (Klein, 2005). In this
study the critical value of SRMR less than .10 was adopted.
The criteria for model fit statistics adopted in this study are summarized in
Table 4.

Table 4. Criteria for Model Fit in Structural Equation Modeling
Fit index
Critical value
Normed Chi-square
< 4.0
RMSEA
< .08
CFI
> .90
SRMR
< .10

Evaluation and Model Modification. Three strategies are suggested
(Jöreskog, Sörbom, 1996) in model evaluation and specification: (a) a strictly
confirmatory, single priori-model is tested; (b) an initial hypothesized model is tested
and modified if necessary until the model adequately fits to the data (model
generation); (c) alternative models are specified and evaluated. Taking the complexity
of human psychology in language learning into consideration, the second approach
(model generation) was adopted in this study because the strictly confirmative strategy
is extremely restrictive, as it requires the researcher to assess the model in an isolated
way, leaving no room for applying resources in case the model does not match the
data well enough (MacCallum & Austin, 2000).
The results of the analysis should be evaluated as the feedback to the
theoretical hypothesis that lead to the construction of the original model, keeping a
fragile balance between the theoretical consideration and statistical interpretation of
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the estimated model of the sample population (Boomsma, 2000). Though statistical
information is helpful in model modification, relying purely on data-driven decisions
is indefensible (Kaplan, 1991). In the case of applying model specifications, I took the
stance that postulated modifications are justifiable primarily from a theoretical
viewpoint. Therefore, specifications were not applied when the effect of the datadriven path was minimal and did not contribute to the enhancement of current theory.

Quantitative Analyses
Reliability and Validity. Testing reliability and validity of the instruments is
important for examining the precision of the measurement procedure for the purpose
of decreasing measurement problems. In this study, the Rasch analysis is used for
validating the constructs of the questionnaire items.

Research question 1: Structural relationships among variables. In order to
answer the first research question, a hypothesized structural equation model was
constructed and analysis was performed to examine the structural relationships among
ought-to L2 self, integrativeness, valuing global English, international posture, L2
learning motivation, L2 linguistic self-confidence, L2 learning anxiety, ideal L2 self,
L2 WTC, and frequency of L2 communication.

Research question 2: Structural relationships among variables including
actual L2 use. To answer the second research questions, structural equation modeling

113

was constructed and analysis was performed to examine the structural relationships
among L2 learning motivation, ideal L2 self, L2 WTC, and L2 use in the classroom.

Research question 3: Gender differences in L2 WTC and the ideal L2 self:
MANOVA. To answer the third research question, a multivariate analysis of variance
was conducted to determine the effect of gender on the two dependent variables, WTC
and the ideal L2 self measures. As a follow-up to the MANOVA, a discriminant
analysis was conducted to examine whether male and female participants could be
correctly classified into these two groups based on their measures on the two
predictors.

Research question 4: Enhancement of WTC among participants through
treatments such as the visualization and the visualization plus goal-setting:
ANCOVA. To answer the fourth research question, one-way analysis of covariance
was conducted to evaluate the effect of treatments on changes in WTC scores in the
visualization group and the plus goal-setting group. The independent variable, the
treatment, included three levels: non-treatment, visualization treatment and
visualization plus goal-setting treatment. The dependent variable was the WTC scores
collected at the end of the semester (post-test) and the covariate was the WTC scores
collected at the beginning of the semester (pre-test) before the treatment.
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Qualitative Analyses
For the qualitative data analyses, I reiteratively listened to and read the
transcribed student interviews, read students’ comments to open questions, field notes,
and journals. Then I compared and categorized the data to find the recurring words
and salient features among the various comments.

Hypothesized Structural Equation Model-1 (Research Question1)
Based on the results of previous WTC studies (Hashimoto, 2002; MacIntyre et
al., 1998; Yashima, 2002; Yashima et al., 2004) and Dörnyei’s (2005) Motivational
Self System, a hypothesized structural model was constructed integrating ten
variables: ought-to L2 self, integrativeness, valuing of global English, international
posture, L2 learning motivation, L2 linguistic self-confidence, L2 learning anxiety,
ideal L2 self, L2 WTC, and frequency of L2 communication, as shown in Figure 9.

Hypothesized path 1 (HP1). In previous studies, parental encouragement and
expectations and expectations from significant others other than parents (ought-to L2
self) have often been treated separately; however, results show some weaknesses of
treating them separately especially when participants are older. For example, in Csizér
and Kormo’s (2009) study, parental encouragement and ought-to L2 self were
conceptualized as two separate constructs. In their final structural equation modeling,
for university students, parental encouragement had a non-significant path toward
international posture (β= .02, ns) and weak loading (β= .18) toward knowledge
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Figure 9. Hypothesized Model of WTC in English in the Japanese EFL Context.

orientation. In addition, the path from ought-to L2 self to ideal L2 self was nonsignificant (β= .07, ns). Moreover, the path coefficient from parental encouragement to
ought-to L2 self was higher in the model for university students than for high school
students (β= .83 vs. β= .66). Therefore, it could be assumed that parental expectations
and expectations from people other than parents tend to merge, as the learners become
older. Participants in this study are all university students; therefore, both parental
expectations and expectations from people other than parents are conceptualized as
one construct, the ought-to L2 self.
116

A direct path was hypothesized from the ought-to-L2 self toward
integrativeness. This path is tested for the first time in this study. The reasoning
behind the path is that socially constructed ought-to L2 self, reflecting the historical,
political, and cultural environments of the learners, leads learners to a generally
favorable attitude and interest toward English speaking countries and people. Through
inheriting a positive impression toward English speaking communities from their
parents’ generation, who spent their youth during the cold war period, and through
sharing cultural aspects such as English music and films with their peers, the learners’
social environment leads them to a favorable attitude toward the English speaking
community.

HP2. A path from integrativeness to valuing of global English was proposed,
based on the hypothesis that attitude toward the L2 community and interest in people
and culture in the L2 community affect the formation of the concept of valuing
English as a global language. It is logical to assume that the learners’ interest in
English starts from various sources, including English music and films, and gradually
they extend to the wider English speaking population and then to the whole of
humanity to communicate and understand each other.

HP3. A path from integrativeness to international posture was hypothesized
based on the assumption that higher favorable attitude toward the L2 community leads
to a higher interest in international affairs, careers and people from abroad.

117

HP4. A path from valuing of global English to motivation was hypothesized,
assuming that the more aware the learner is of the significance of English as a global
language, the more motivated the learner is likely to be to study English. It seems
logical to assume this way, because if the learners have high awareness of the
importance of English as an international language for people in the world to
understand each other, they will have more reasons to learn it, finding more value and
meanings for its actual use.

HP5. A path from international posture to motivation was hypothesized relying
on the results of previous studies (Yashima, 2002, Yashima et al., 2004), assuming
that the learners with higher interest in international affairs, vocation and people from
abroad are more motivated to study English.

HP6. A path from international posture to the ideal L2 self was hypothesized
based on a recent study (Yashima, 2009), which found the interrelationship between
international posture and the ideal L2 self (β= .50), based on the result of a
confirmatory factor analysis among 191 Japanese high school students. Building on
this result, combined with the results of previous studies (Yashima, 2002; Yashima et
al., 2004), which found international posture to be a significant predictor of L2 WTC,
the ideal L2 self was hypothesized between international posture and L2 WTC in this
study. It was assumed that those who are more interested in foreign affairs and careers,
imagine more of the day when they will be able to use English effectively in their
future careers and lives.
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HP7. A path from motivation to linguistic self-confidence was hypothesized,
following previous studies (Peng & Woodrow, 2010; Yashima, 2002; Yashima et al.,
2004). It was assumed that higher motivation leads to higher self-confidence, which in
turn predicts WTC.

HP8. A path from motivation to the ideal L2 self was hypothesized based on the
fact that recent studies have reported positive correlations between the ideal L2 self
and motivation (Al-Shehri, 2009; Ryan, 2009), and found the ideal self to be a
predictor of motivated behavior, using structural equation modeling (Csizer & Kormos,
2009; Taguchi et al., 2009). A hypothesized path from motivation to the ideal L2 self
in this study implies that higher motivation leads to more visualization and as learners
engage in tasks. Motivated behavior was defined as the perceived importance of
learning the target language, and desire to learn the language (Csizer & Kormos, 2009;
Taguchi et al., 2009). Therefore, the construct called motivated behavior in previous
studies, and L2 learning motivation in this study, which is defined by importance of
learning English and intrinsic motivation, are closely related. Hence, the results of the
previous studies support the hypothesized path from motivation to ideal L2 self in this
study. The hypothesized path from motivation to ideal L2 self in this study implies
that higher motivation leads to more visualization, as learners engage in tasks.
Previous studies have shown that ideal L2 self predicts motivated behavior; however,
in this classroom model, the path from motivation to ideal L2 self was hypothesized as
a reciprocal dynamic relationship between the two constructs.
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HP9. Following previous empirical studies (Hashimoto, 2002; MacIntyre, 1994;
MacIntyre & Charos, 1996), a negative path from anxiety to linguistic self-confidence
was proposed. It is logical to assume that more anxiety leads to less confidence,
whereas if one is less anxious about communicating in an L2, he or she is more likely
to be confident in communicating in an L2.

HP10. The ideal L2 self and L2 linguistic self-confidence were speculated to
have a close relationship to L2 WTC, following Dörnyei’s (2005) hypothesis that the
interplay of the ideal L2 self and linguistic self-confidence results in L2 WTC. The
reasoning behind the path from the ideal L2 self to L2 WTC, which is tested for the
first time in this study, was that the learners who imagine more of their self-actualizing
future selves using English as proficient speakers, are more willing to communicate in
an L2. It is reasonable to hypothesize that if learners imagine their ideal selves as
proficient in English in their future careers, they would likely to be willing and active
in actually trying to communicate with people using English.

HP11. The direct path from linguistic self-confidence to WTC was
hypothesized based on Dörnyei’s (2005) hypothesis and previous studies (Hashimoto,
2002; Peng & Woodrow, 2010; Yashima, 2002; Yashima et al., 2004). Those who
have higher linguistic self-confidence were expected to be more willing to
communicate in English. Accordingly, a direct path from the ideal L2 self to WTC and
a direct path from linguistic self-confidence to WTC were hypothesized. These two
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paths (HP10 and HP11) test Dörnyei’s (2005) hypothesis that L2 WTC is the result of
the interplay of linguistic self-confidence and the ideal L2 self.

HP12. A direct path from L2 WTC to frequency of communication was
proposed, following previous studies (Hashimoto, 2002; Yashima et al., 2004). It is
logical to hypothesize that those who are more willing to communicate use English
more frequently.
A path from ideal L2 self to frequency of L2 communication was not
hypothesized because it was assumed that learners’ future vision of their ideal self
would be expressed in frequency of L2 communication, and that the effect would be
channeled indirectly through willingness to communicate.

Hypothesized Structural Equation Model-2 (Research Question 2)
Based on the results of previous WTC studies (Hashimoto, 2002; MacIntyre et
al., 1998; Yashima, 2002; Yashima et al., 2004) and Dörnyei’s (2005) Motivational
Self System, a hypothesized structural model (Figure 10) was constructed integrating
four variables: L2 learning motivation, ideal L2 self, L2 WTC, and L2 use. It was
hypothesized that L2 WTC would directly predict observed L2 use, whereas L2
learning motivation and ideal L2 self would indirectly predict observed L2 use
through WTC.

Hypothesized path 1 (HP1). A path from motivation to ideal L2 self was
hypothesized based on recent studies that have reported positive correlations between
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the ideal L2 self and motivation (Al-Shehri, 2009; Ryan, 2009), and that found the
ideal self to be a predictor of motivated behavior, using structural equation modeling
(Csizer & Kormos, 2009; Taguchi et al., 2009). A hypothesized path from motivation
to the ideal L2 self in this study implies that higher motivation leads to more
visualization as learners engage in tasks and discussions.

HP2. The reasoning behind the path from ideal L2 self to L2 WTC was that
learners who imagine more of their self-actualizing future selves using English
proficiently are more willing to communicate in an L2.

HP3. Based on the assumptions drawn from previous research (MacIntyre et al.,
1998; Yashima et al., 2004), it was hypothesized that self-reported WTC would
predict actual L2 use in the classroom.
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Figure 10. Hypothesized model of L2 Use in English in Japanese EFL context.
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CHAPTER 4
PRELIMINARY ANALYSES

In this chapter, I report the results of the preliminary analyses. The first step
concerned validating the WTC instrument using exploratory factor analysis (EFA) to
examine the empirical constructs found in the data. As the second step of the
validation process, the Rasch rating scale model was applied to examine the
hypothesized variables. In the third step, results from EFA and Rasch analysis were
compared to select the items to retain in the subsequent structural equation modeling
analysis. These same procedures were then used to validate the individual differences
instruments. In deciding which items were to be retained for the subsequent analysis
using SEM, the results of both the factor analysis and the Rasch analyses were taken
into consideration. When changes were made to the hypothesized subscales based on
loadings from the EFA, Rasch analysis was conducted again in order to confirm that
the final set of items defining a variable fit the Rasch model sufficiently.

Validation of WTC Questionnaire
Rationale for Applying Exploratory Factor Analysis
Generally, it is believed that exploratory factor analysis (EFA) is appropriate
for scale development, while confirmatory factor analysis (CFA) is appropriate when
researchers have a well-developed theoretical foundation for hypothesized patterns of
loadings of the survey items (Hurley et al., 1997). Therefore, a strong theory is needed
to analyze data using CFA (William, 1995). Some researchers believe that CFA has
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been over-applied and that reviewers might be requiring CFA where EFA would be
more appropriate (Branick, 1995). EFA is generally considered more appropriate than
CFA in scale development because EFA shows how well the items load on the nonhypothesized factors (Kelloway, 1995), whereas CFA does not provide this
information. In this study, out of the ten hypothesized constructs, one construct,
valuing of global English, was a newly introduced construct with newly written items.
Two constructs, ideal L2 self and ought-to L2 self, were relatively new constructs.
Moreover, the construct ought-to L2 self has not always functioned well in previous
studies, showing weak loadings and non-significant paths to other constructs.
Therefore, in this study, EFA was applied in order to explore the relationships between
survey items and the hypothesized factors, including the examination of how well the
items load on the non-hypothesized factors, for possible transferring of the items to the
other construct.

Data Screening and Assumption
Tabachnick and Fidell (2007) suggested that the following six conditions be
met in factor analysis: (a) large sample size over 300; (b) factorability of R (c)
normality and linearity of variables (d) absence of singularity or extreme
multicollinearity (e) absence of outliners among cases (f) absence of outliers among
variables. Outliers among cases and outliers among variables are closely examined in
the subsequent Rasch analysis; therefore, the assumptions (a), (b), (c) and (d) were
examined prior to conducting the factor analysis.
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Of 373 participants, four participants did not fill in 17 to 36 items out of 53
items in the individual differences questionnaire; therefore, these four participants
were deleted from the analysis. Consequently, data from 369 participants were
analyzed for this study. After deleting these data, there was one missing data point in
the WTC data: .001% of the total 7,460 data points in the data set. The mean raw score
for the item was substituted for the missing data because the percentage was well
below the recommended criteria of 5% (Tabachnick & Fidell, 2007). The sample size
of 369 falls into the category of good to very good. The Kaiser-Myer-Olkin measure
of sampling adequacy was .92, which is considered superb (Field, 2005), supporting
the factorability of R. Normality was then examined using SPSS. Skewness values
ranged from -.91 to 1.0 and no item showed skewness value of greater than 2.00.
Therefore, the assumption of normality for items was confirmed. The Pearson productmoment correlation matrix of all items was examined to check for multicollinearity
and singularity. The correlations ranged from .20 to.75 and all the correlations were
below .90, which is the threshold criterion for a problematic level of multicollinearity
and singularity (Tabachnick & Fidell, 2007). This result also confirmed the absence of
singularity, the near perfect correlation of variables.

Results of Factor Analysis
Factor analysis was conducted using maximum likelihood factor extraction
with promax rotation with Keiser normalization to confirm the existence of two
factors hypothesized in the WTC questionnaire. Two factors accounted for 52.3% of
the total variance. Maximum likelihood factoring is especially useful for confirmatory
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factor analysis (Tabachnick & Fidell, 2007, p. 633). In extracting factors, item
loadings of no less than .40 and a minimum eigenvalue of 1.0 were applied. In the
initial unrotated solution, 3 factors were found with eigenvalues over 1.0. However,
the adequacy of the two-factor extraction was supported by the scree test and only one
item loaded above .40 on the third factor. Thus, the hypothesized two-factor solution
was provisionally accepted. The factor correlation for the two factors was .59,
suggesting that two factors share about 34.8% variance, which warrants oblique
rotation (Tabachnick & Fidell, 2007).
The pattern matrix of the item loadings is shown in Table 5. One item intended
to measure WTC outside the classroom (WTCOUT15: Make a speech as a
representative of your school to a group of university students visiting from abroad)
loaded on the WTC inside the classroom factor. The reason could be that the context
of this item is inside the school, though outside the classroom. However, this item was
retained as a WTC outside the classroom because its loading on the WTC outside the
classroom factor was above .30 as well. One item intended to measure WTC inside the
classroom (WTCIN17: Tell your English teacher that you need a handout when you
were absent) loaded on the WTC outside the classroom factor. The reason is unclear,
but the item was tentatively retained on the hypothesized scale, Although students
could conceivably come to a teachers office to ask for a handout, the situation
normally occurs inside the classroom. Two items intended to measure WTC inside the
classroom (WTCIN4: Ask the meaning of a word to the teacher and WTCIN1: Tell the
teacher that TV news was too fast) failed to load above .40 on either of the two factors,
but were tentatively retained on the hypothesized construct: WTC inside the
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classroom. As mentioned earlier, the initial unrotated solution extracted three factors
but only item, WTCIN4 (Ask the meaning of a word to the teacher), loaded above .40
on Factor 3. Therefore, it was concluded that conceptualizing WTC as two factors, as
hypothesized, was appropriate for this data. Based on the hypothetical constructs
intended to be measured by the WTC questionnaire, the two factors were labeled
WTC inside the classroom and WTC outside the classroom. Reliability of the
subscales was estimated with all items as hypothesized. Cronbach’s alpha for Factors
1 and 2 were .89 and .89, respectively. Both were above .70 and deemed adequate for
further analyses.

Table 5. Pattern Matrix of 20 WTC Questionnaire items
Factor
1
2
.78
WTCOUT6
-.11
.77
WTCOUT12
-.04
.76
WTCOUT10
.08
.73
WTCOUT7
-.14
.70
.07
WTCOUT9
.69
WTCOUT13
.01
.63
WTCOUT3
.02
.56
WTCOUT16
.12
.51
.03
WTCOUT19
.46
WTCIN17
.11
WTCIN4
.26
.13
.92
WTCIN5
-.14
.86
WTCIN11
-.05
.84
WTCIN20
-.07
.81
WTCIN8
.01
.78
WTCIN18
.04
.47
WTCIN2
.16
.42
WTCOUT15
.32
.40
WTCIN14
.37
WTCIN1
.25
.32

Communalities
.52
.53
.68
.49
.60
.47
.48
.47
.37
.34
.24
.70
.69
.67
.70
.66
.39
.55
.50
.35

Note. Numbers in bold indicate correlations of .40 and above. Factor 1 = WTC outside the
classroom; Factor 2 = WTC inside the classroom. Factor 1 has an eigenvalue of 8.35 and
accounts for 41.74% of the variance; Factor 2 has an eigenvalue of 2.17 and accounts for
10.84% of the variance.
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Rasch Rating Scale Functions: WTC Inside the Classroom
To examine the construct validity of each instrument of the WTC questionnaire,
the Rasch measurement model (Rasch, 1969) was applied using WINSTEPS version
3.68.2 (Linacre & Wright, 2009). First, the Likert scale performance was evaluated by
examining the category functioning for the 10 items on WTC inside the classroom
construct. As shown in Table 6, the criterion of a minimum 10 observations of each
category was met, as the lowest category frequency was 558 (category 3). Average
measures advance monotonically with category; advancing from -13.57 to 13.62 from
category 0 to category 3. The outfit mean square statistics for all categories, ranged
from .90 to 1.14, and were well below the 2.0 criterion. The threshold calibrations
increase with the rating scale category; advancing from -8.05 to 8.12 and the smallest
gap between the category 1 and category 2 (7.25 CHIPs) was above the required 5.00
CHIPSs for the 4-point rating scale. The probability curve was examined. It was found
that each category was the most probable observation at some point as shown in
Figure 11.

Table 6. Category Structure Functioning for L2WTC Inside the Classroom
Infit
Outfit
Structure
Count (%)
MNSQ
MNSQ
calibration
0 Would rather avoid
763 (21)
1.00
1.07
None
1 Slightly willing to
1,216 (33)
.95
.97
-8.05
2 Willing to
1,111 (30)
.89
.90
-0.8
3 Very much willing to
558 (15)
1.15
1.14
8.12
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Category
measure
(-13.57)
-4.34
4.31
(13.62)

Figure 11. Rating Scale performance of WTC Inside the Classroom measured on a 4point Likert scale.

Rasch Analysis of Item Fit and Rasch PCA of Item Residuals: WTC Inside the
Classroom
The ten items hypothesized to measure Willingness to Communicate in
English inside the classroom were next analyzed using the Rasch model. First, a PCA
of the Rasch residuals was conducted. The Rasch model explained 54.3% of the
variance (eigenvalue = 11.9), and the first contrast explained 11.3% of the variance
(eigenvalue = 2.5). The criteria for determining unidimensionality was 50% of the
variance explained by the Rasch model and a first contrast with either 10% or less
variance explained or an eigenvalue of less than 3.0. Point-measure correlations for all
items were positive, ranging from .48 to .80. Item separation was 10.12 (above 2.0),
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and person separation was 2.34. The item reliability was .99 and the person reliability
was .85. Therefore, item reliability, item separation, variance and the first residual all
met the criteria for unidimensionality.
However, as shown in Table 7, the infit mean square and the outfit mean
square statistic for WTCIN4 (Ask the meaning of a word to your English teacher) was
above 1.50; the infit mean square was 1.68 and the outfit mean square was 2.25. A
possible reason is that the item WTCIN4 might have been perceived as irrelevant or
even embarrassing by some participants because students usually check the meaning
of words on their own using their electronic dictionaries or smart phones.

Table 7. Rasch Item Fit Statistics for L2 WTC Inside the Classroom

Item
WTCIN20
WTCIN11
WTCIN5
WTCIN18
WTCIN8
WTCIN2
WTCIN1
WTCIN14
WTCIN4
WTCIN17
M
SD

Measure
56.7
54.7
52.2
51.7
51.0
48.2
48.1
47.8
47.2
42.4
50.0
3.9

SE
.4
.4
.4
.4
.4
.4
.4
.4
.3
.4
.4
.0

Infit
MNSQ
.78
.78
.77
.66
.68
1.11
1.21
.93
1.68
1.39
1.00
.32

Infit
ZSTD
-3.2
-3.3
-3.6
-3.5
-5.2
1.6
2.8
-1.0
8.2
4.7
-.5
4.4

Outfit
MNSQ
.68
.69
.79
.69
.64
1.18
1.26
.91
2.25
1.41
1.05
.48

Outfit
ZSTD
-3.5
3.7
-2.9
-5.6
-4.7
2.4
3.3
-1.2
9.9
3.2
-.3
4.7

Ptmeasure
correlation
.74
.75
.76
.80
.79
.63
.61
.70
.48
.54

Unexpected responses for this item were examined, and it was found that 15
persons, approximately 4%, made highly unexpected responses. Item WTCIN4 was
therefore deleted, and Rasch analysis conducted again. After deleting item WTCIN4,
the infit and outfit mean squares of item WTCIN17 (Tell your English teacher that
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you need a handout when you were absent) increased to 1.65 and1.74, respectively.
The possible reason is that some students regarded this item as a matter of necessity
rather than willingness because students need handouts from previous week if they
were absent. Unexpected responses for this item were examined, and it was found that
16 persons, approximately 4%, made unexpected responses. WTCIN17 was thus
deleted and Rasch analysis conducted again. In the third analysis, the fit statistics for
WTCIN1 (Tell your English teacher that you could not understand the English TV
news because it was too fast) increased to infit 1.59 and outfit 1.67. A possible reason
is that some students perceived it to be an embarrassment to tell a teacher that he or
she could not understand the English TV news. Unexpected responses for this item
were examined, and it was found that 21 persons, approximately 6% of the total
number of participants, made unexpected responses. Item WTCIN1 was deleted, and
the Rasch analysis was conducted again. As shown in Table 8, after deleting WTCIN1,
the fit statistics fell within the acceptable range, with the highest infit mean square of
1.48, although the outfit mean square of 1.57 for item WTCIN2 (Talk about what you
did during the summer vacation for two minutes to your pair-work partner) was still
slightly above the criterion for this study. However, this item was retained for
subsequent analyses because it is one of three items referring to a vacation. The other
two are talking about a vacation to the group and in front of the class. Item WTCIN2
was the second easiest item to endorse and positive endorsements were largely
expected. In this situation, the fit statistics, especially outfit, could be strongly affected
by a relatively small number of unexpected responses. Therefore, this item was
tentatively kept for subsequent analyses.
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In order to further explore whether the three items referring to communication
with teachers (WTCIN1, WTCIN4 and WTCIN17) are measuring the same construct
as the other items on WTC inside the classroom, a correlation coefficient was
calculated using person ability estimates of these three items and person ability
estimates of the remaining seven WTC inside the classroom items. The resulting
correlation coefficient was relatively low at .63. Therefore, it was concluded that these
three items form a separate construct from the rest of the items on WTC inside the
classroom.

Table 8. Rasch Item Fit Statistics for L2 WTC Inside the Classroom Measure After
Deleting Items WTCIN1, WTCIN4, and WTCIN17
PtInfit
Infit
Outfit
Outfit
measure
Item
Measure
SE
MNSQ
ZSTD
MNSQ
ZSTD
correlation
WTCIN20
57.1
.4
.82
-2.4
.66
-2.4
.78
WTCIN11
54.3
.4
.81
-2.6
.71
-2.5
.80
WTCIN5
50.6
.4
.84
-2.3
.86
-1.7
.82
WTCIN18
49.9
.4
.78
-3.1
.75
-3.5
.84
WTCIN8
48.9
.4
.78
-3.1
.79
-2.8
.84
WTCIN2
44.9
.4
1.48
5.9
1.57
6.6
.68
44.4
.4
1.39
4.9
1.43
5.1
.70
WTCIN14
M
50.0
.4
.99
-.4
.97
-.2
SD
4.3
.0
.29
3.7
.34
3.9

In the factor analysis, one item intended to measure WTC outside the
classroom construct, item WTCOUT15 (Make a speech as a representative of your
school to a group of university students visiting from abroad), failed to load on the
WTC outside the classroom factor and loaded on the WTC inside the classroom factor.
In order to investigate the possibility that WTCOUT15 could more appropriately be
considered an inside the classroom item, WTCOUT15 was tentatively grouped with
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the WTC inside items and an analysis conducted. However, WTCOUT15 showed
misfit and the outfit of 1.60. Moreover, the infit of WTCIN2 was impacted, increasing
the infit mean square from 1.48 to 1.57. It was therefore decided to leave this item as a
WTC outside the classroom item.
Figure 12 presents the item-person map for WTC inside the classroom,
graphically displaying the relationships between item difficulty estimates and person
ability estimates. The CHIP scale Rasch measures range from 20 to 80 with an item
mean of 50. Participants are on the left side of the map, represented by number signs
(#) and periods (.). Each # stands for 3 persons and each period stands for one person.
Items measuring WTC inside the classroom are shown on the right side of the map.
Items are placed according to their endorsement difficulty estimates and persons are
placed according to their ability estimates along the vertical line at the center. A
comparison of the mean for item endorsability difficulty (M = 50.0, SD = 4.3) and the
person ability mean (M = 46.1, SD = 3.4) indicates that the items on the whole were
slightly above the average ability of the participants. The most difficult to endorse
item was WTCIN20 (Talk about the summer vacation in front of the class for two
minutes), with a difficulty measure = 57.1. It makes sense because talking to a large
group of people is usually a daunting task for students. The easiest item to endorse
was WTCIN14 (Answer questions from your English teacher about your hobby), with
a difficulty measure = 44.4).
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Figure 12. Item-person map of WTC Inside the Classroom. Each # represents three
persons. Each . represents one person. M stands for mean. S stands for one
standard deviation from the mean. T stands for two standard deviations from the
mean.

Generally, the item-person map for WTC inside the classroom shows that
items on the whole were targeted moderately well for the participants. As can be seen
in the map, the variability in person ability is much greater than variability in item
difficulty. For future development of these WTC scales, some easier items are needed
to more reliably separate the persons. As shown in the figure, the size of the audience
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(pair-group-class) parallels the difficulty of the items, which matched a priori
hypothesis. group-class) parallels the difficulty of the items, which matched the a
priori hypothesis.

Rasch Rating Scale Functions: WTC Outside the Classroom
First, the Likert scale performance was evaluated by examining the category
functioning for the 10 items on the WTC outside the classroom variable. As shown in
Table 9, the criterion of a minimum of 10 observations of each category was met, as
the lowest category frequency was 569 (category 1). Average measures advance
monotonically with category, advancing from -13.08 to 12.77 through categories 0 to
3. The outfit mean square statistics for all categories, ranging from .97 to 1.06, were
below the 2.0 criterion. The threshold calibrations increase with the rating scale
category; advancing from -7.56 to 7.11 and the smallest gap, between category 3 and 4
(6.66 CHIPs), was above the required criterion of 6.37 CHIPSs. The probability curve
was also examined. As shown in Figure 13, it was found that each category was the
most probable observation at some point.

Table 9. Category Structure Functioning for L2 WTC Outside the Classroom
Infit
Outfit
Structure
Category
Count (%)
MNSQ
MNSQ
calibration
measure
0 Would rather avoid
569 (16)
1.04
1.06
None
(-13.08)
1 Slightly willing to
1009 (28)
.96
1.01
-7.56
-3.92
2 Willing to
1084 (30)
.95
.97
.45
4.10
3 Very much willing to
973 (27)
1.01
1.04
7.11
(12.77)
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Figure 13. Rating scale performance of WTC Outside the Classroom measure on a 4point Likert scale.

Rasch Analysis of Item Fit and Rasch PCA of Item Residuals: WTC Outside the
Classroom
Ten items hypothesized to measure Willingness to Communicate in English
outside the classroom were next analyzed using the Rasch model. First, a PCA of
Rasch residuals was conducted. The Rasch model explained 60.0% of the variance
(eigenvalue = 15.0), and the first contrast explained 6.7% of the variance (eigenvalue
= 1.7), indicating no evidence of secondary dimensions. Point-measure correlations
for all the items were all positive, with coefficients ranging from .64 to .75. Item
separation was 11.64 (above 2.0), and person separation was 2.48. The item reliability
was .99 and the person reliability was .86.
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As shown in Table 10, both infit and outfit mean square of the items were all
within the criteria of 0.5 to 1.5; with the infit and outfit mean square statistics ranging
from .72 to 1.45. All ten items had strong positive point measure coefficients ranging
from .64 to .80. Therefore, item reliability, item separation, variance, the first residual
and fit statistics all met the criteria for unidimensionality.

Table 10. Rasch Item Fit Statistics for L2 WTC Outside the Classroom

Item
Measure
WTCOUT15
59.6
WTCOUT16
53.6
WTCOUT10
52.6
WTCOUT9
52.0
WTCOUT19
50.3
WTCOUT6
48.6
WTCOUT3
48.4
WTCOUT12
45.6
45.2
WTCOUT13
WTCOUT7
44.0
M
50.0
SD
3.9

SE
.4
.4
.3
.4
.4
.4
.4
.4
.4
.4
.4
.0

Infit
MNSQ
1.13
1.05
.72
.92
1.36
.93
1.06
.84
.92
1.02
1.00
.32

Infit
ZSTD
1.6
.7
-4.4
-1.1
4.5
-1.0
.8
-2.4
-1.0
.2
-.5
4.4

Outfit
MNSQ
1.10
1.05
.72
.90
1.45
.95
1.08
.86
1.01
1.07
1.05
.48

Outfit
ZSTD
.9
.7
-4.0
-1.2
5.1
-.5
1.0
-1.8
.1
.6
-.3
4.7

Ptmeasure
correlation
.69
.69
.80
.75
.71
.72
.68
.72
.68
.64

Figure 14 presents the item-person map for the WTC outside the classroom
construct. A comparison of the mean for item endorsability difficulty (M = 50.0, SD =
3.9) and the person ability mean (M = 52.3, SD = 2.4) indicates that the items on the
whole were slightly below the average ability of the participants. The most difficult to
endorse item was WTCOUT15 (Make a speech as a representative of your school to a
group of university students visiting from abroad, difficulty measure = 59.6). It makes
sense because talking to a large group of people as a representative is usually a
daunting task for students. The easiest item to endorse was WTCOUT7 (Tell a
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foreigner that he/she has just dropped a purse, difficulty measure = 44.0). It is logical
because people can communicate quite naturally combined with non-verbal behavior
in these situations.

-------------------------------------------------------------------------------Students with more
| More difficult to endorse items
WTC
+
|
|
|
|
|
70
# +
|
|
.### T|
### |
### |
60
#### + WTCOUT15: Make a speech as a representative of your school
.## S|T
.######## |
.####### |S
########## | WTCOUT16: Call a hotel to reserve a room
######### M| WTCOUT10: Invite a friend to a party (Phone) WTCOUT9: Tour guide
|
around Tokyo
50
.### +M WTCOUT19: Say 'Hi' to a student from abroad
.########## | WTCOUT3: Ask where a student is from
WTC6: Help a foreigner at
|
a cashier
.####### | WTCOUT12: Give directions to a foreigner
.####### S|S WTCOUT13: Call your host family to express gratitude
.#### | WTCOUT7: Tell a foreigner that he/she has just dropped a purse
.## |T
40
. +
. T|
# |
. |
|
|
30
+
Students with less | Less difficult to endorse items
WTC
|
--------------------------------------------------------------------------------

Figure 14. Item-person map for WTC Outside the Classroom. Each # represents four
persons. Each . represents one person. M stands for mean. S stands for one standard
deviation from the mean. T stands for two standard deviations from the mean.

Comparison of the Rasch Analysis and Factor Analysis
The Rasch PCA analysis and SPSS factor analysis showed a similar picture of
the hypothesized WTC construct. A summary of a comparison of the two analyses is
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presented in Table 11. The Pearson correlation coefficient of Rasch person ability
estimates for WTC inside and WTC outside was .60.

Table 11. A Comparison of WTC Constructs Identified by Rasch Analysis and Factor
Analysis
Factor analysis:
items loading on
Rasch PCA: Items
Construct
Initial hypothesis
factor
loading on factor
WTC inside
WTCIN items
WTCIN items
WTCIN items
1, 2, 4, 5, 8, 11, 14, 2, 5, 8, 11, 14, 15,
2, 5, 8, 11, 14, 18,
17, 18, 20
18, 20
20
WTC outside

WTCOUT items
3, 6, 7, 9, 10, 12,
13, 15, 16, 19

WTCOUT items
3, 6, 7, 9, 10, 12,
13, 16, 17, 19

WTCOUT items
3, 6, 7, 9, 10, 12,
13, 15, 16, 19

WTC inside. The Rasch PCA and SPSS factor analyses were in accordance
for seven items of the hypothesized WTC inside the classroom construct. Both the
SPSS factor analysis and the initial Rasch PCA identified WTCIN1 (Tell your English
teacher that you could not understand the English TV news because it was too fast),
WTCIN4 (Ask a meaning of a word to your English teacher) and WTCIN17 (Tell your
English teacher that you need a handout when you were absent) as problematic items.
These items might have been conceptualized by learners as compulsory tasks and
requests and were thus not directly affected by WTC. Consequently, these items were
deleted from subsequent analyses. Among the items on communication with teachers,
only the item on authentic communication, WTCIN14 (Answer questions from your
English teacher about your hobby), was retained for subsequent analyses.
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WTC outside. In the SPSS factor analysis, one item intended to measure WTC
outside the classroom, item WTCOUT15 (Make a speech as a representative of your
school to a group of university students visiting from abroad), failed to load on the
WTC outside the classroom factor and loaded instead on the WTC inside the
classroom factor. However, in the Rasch PCA this item had a high point-measure
correlation (.69) and fit well, with an infit mean square statistic of 1.13. Moreover,
when WTCOUT15 was tentatively included as part of the WTC inside variable, it fit
poorly and distorted the fit of other items composing the variable. Therefore, this item
was retained as a part of the WTC outside the classroom subscale. All the other items
hypothesized to measure WTC outside the classroom were identified as such in factor
analysis. The Rasch residual PCA identified all items intended to measure WTC
outside the classroom as fitting the construct. Thus, the validity of WTC construct is
supported by the similar results of the Rasch PCA and SPSS factor analyses.

Validation of Individual Differences Questionnaire
SPSS Factor Analysis
There were three missing data points (0.002% of the total 19,557 data points in
the data set (369 cases x 53 items). The mean raw scores for each item were
substituted for missing data as the percentage was well below the recommended
criteria of 5% (Tabachnick & Fidell, 2007). The sample size of 369 falls into the
category of good to very good. The Kaiser-Myer-Olkin measure of sampling adequacy
was .93, which is considered superb (Field, 2005), supporting the factorability of R.
Normality was examined using SPSS. Skewness value ranged from -1.17 to .86 and no
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item showed a skewness value of greater than 2.00. The Pearson product-moment
correlation matrix of all items was examined to check for multicollinearity and
singularity. All the correlations were below .90, which is the threshold criterion for the
problematic level of multicollinearity and singularity (Tabachnick & Fidell, 2007).
Factor analysis was conducted using maximum likelihood factor extraction with
promax rotation and Keiser normalization to examine the existence of nine factors
hypothesized in the individual differences questionnaire. Maximum likelihood
factoring is especially useful for confirmatory factor analysis (Tabachnick & Fidell,
2007, p. 633). The criteria for extracting factors were item loadings of no less than .40
and a minimum eigenvalue of 1.0. Adequacy of the extraction was confirmed by the
scree test, and a nine-factor solution was selected as hypothesized. As shown in Table
12, five out of eight factor correlations were above .50, suggesting that more than 25%
overlap exists among the factors, warranting oblique rotation (Tabachnick & Fidell,
2007).
The nine factors accounted for a total variance of 61.1%. However, of 53 items, 15
items failed to load onto their hypothesized factors above the .40 criterion and 2 items
showed complex loadings on two factors. Four items intended to measure international
posture friend orientation (IP2, IP4, IP46, and IP47) loaded onto the integrativeness
factor. Two items intended to measure integrativeness (IG30 and IG53) failed to load
above the .40 criterion. One item intended to measure ideal L2 self (IS50) loaded onto
international posture. Two items intended to measure international posture (IP23 &
IP28) failed to load above the .40 criterion. One item intended to measure ought-to L2
self (OS22) loaded on the valuing of global English factor and one item intended to
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measure ought-to L2 self (OS40) failed to load above the .40 criterion. One item
intended to measure confidence (CON16) failed to load above the .40 criterion. One
item intended to measure ideal L2 self (IS19) fell slightly short of the .40 criterion.
Two items intended to measure motivation (MOT37 and MOT39) failed to load above
the .40 criterion. One item intended to measure confidence (CON21) showed complex
negative loading to the anxiety factor and one item intended to measure ought-to L2
self (OS11) showed complex loading to valuing of global English.

Table 12. Factor Correlation Matrix of the Individual Differences Questionnaire
Factor
1
2
3
4
5
6
7
8
9
1. IG
—
2. IP
.65
—
3. FC
.40
.53
—
4. ANX
.10
.01
-.27
—
5. CON
.29
.35
.27
.03
—
6. OS
.52
.58
.60
-.23
.27
—
7. GE
.56
.51
.31
.29
.32
.40
—
8. MOT
.64
.69
.45
.01
.28
.62
.53
—
9. IS
.53
.52
.40
-.04
.06
.64
.46
.45
—
Note. IG = Integrativeness; IP = International Posture; FC = L2 Frequency of Communication;
ANX = L2 Learning Anxiety; CON = L2 Linguistic Self-Confidence; OS = Ought-to L2 Self; GE
= Valuing of Global English; MOT = L2 Learning Motivation; IS = Ideal L2 Self.

The factor correlation matrix is presented in Table 13.
Table 13. Pattern Matrix of 53 Items on the Individual Differences Questionnaire

IG49
IP2
IP46
IP47
IG43
IG53
IG30
IP42
IP18
IP13
IP35

1
.96
.91
.90
.88
.43
.36
.27
-.02
.28
.04
-.02

2
.01
-.10
.07
-.03
.29
.01
.10
.82
.75
.74
.54

3
-.03
.05
.12
-.07
-.12
-.18
-.06
.04
-.05
-.12
-.03

Factor
4
-.03
-.10
-.01
.02
.01
.07
-.02
.0
.05
.01
-.11
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5
-.02
.07
.02
.04
-.05
.17
.05
.02
-.20
-.04
.01

6
.09
-.10
.09
-.03
.04
.27
.15
-.16
-.09
.01
.06

7
-.03
-.10
-.12
-.07
.11
.24
-.07
.06
-.04
-.06
.11

8
-.01
.01
-.03
-.05
.04
-.07
.01
-.11
-.12
.12
-.06

9
-.01
.10
-.01
-.05
.09
-.03
.10
-.00
-.07
-.04
.17

.52
IS50
-.12
.06
.04
.12
.02
-.12
.29
-.02
.48
IP51
.05
.07
-.01
.24
.12
-.21
-.01
.07
.43
IP14
.01
.05
.06
-.03
.07
.10
.12
.01
IP41
-.82
.34
-.12
-.04
-.01
.01
.03
.21
.06
IP28
.25
.34
-.12
-.04
-.01
.01
.03
.21
.11
.85
FC36
-.10
-.07
-.06
-.00
-.09
.07
.07
-.02
.84
FC7
.01
-.01
-.06
-.04
-.08
.05
-.08
-.03
.72
FC26
.02
-.07
.13
-.10
.05
.02
-.04
.04
.56
FC31
-.00
.04
-.08
.11
.06
-.11
.14
-.03
.52
FC3
.18
.03
.13
-.06
.14
-.02
-.08
.04
.41
FC33
.08
.06
-.14
.11
.14
-.04
.00
-.09
IP23
.09
.08
.21
-.06
.13
.01
.07
.00
.15
.83
ANX25
-.12
-.18
-.00
.03
.16
-.05
-.08
.05
.72
ANX5
.08
-.08
.02
.02
-.04
-.07
-.08
.07
.66
ANX17
-.08
.06
-.01
-.01
-.04
.04
-.05
-.08
.55
ANX20
-.07
.06
-.04
.18
.03
-.15
.17
-.06
-.52
CON21
.04
.13
.03
.05
.40
-.01
-.06
-.08
.50
ANX15
.06
.19
.04
.14
-.34
.03
.03
-.06
.79
OS29
-.07
-.03
-.07
.04
.01
-.01
-.03
.09
.74
OS52
.13
-.01
-.03
.09
.04
-.01
-.12
.08
.48
OS48
.18
.11
.16
.18
-.09
.12
.12
-.04
.92
CON24
.01
.03
-.02
-.05
.01
.03
-.16
.03
.78
CON10
-.02
-.07
.04
-.17
-.00
-.05
.06
-.05
.68
CON44
.02
.09
.08
-.02
.09
-.08
.02
.06
CON16
-.14
.23
.19
.03
-.09
.32
.15
-.00
.14
.66
OS22
-.03
-.12
-.09
-.13
.28
.01
.04
-.08
.62
GE8
.18
-.17
.11
-.04
-.02
-.09
.05
-.08
.54
GE38
.10
.27
.03
.02
-.11
-.11
-.06
.14
.46
GE32
-.02
-.06
-.02
-.0
.23
.10
.05
.20
.44
OS11
-.10
-.08
-.06
-.07
.42
.00
.15
.02
OS40
-.05
.14
.04
.09
.31
.06
.34
.02
-.07
MOT37
-.15
.10
.30
.03
-.07
.03
.31
-.10
.13
.83
IS12
.18
-.10
-.10
-.05
-.03
-.10
.05
.16
.62
IS9
.21
.08
.09
-.14
-.03
-.12
.01
.07
.61
IS34
.16
.12
.02
.02
-.08
.05
-.04
.05
.40
IS45
.29
.01
.04
.19
-.10
.25
.07
-.09
IS19
.16
.08
.09
.18
-.14
.33
.05
.38
-.16
.68
MOT6
.11
.12
-.02
.00
.11
-.05
-.06
.13
.49
MOT27
.12
.08
.07
-.01
.03
.03
-.01
.11
.40
MOT1
.27
-.06
-.06
.03
-.12
.34
.09
-.02
MOT39
.30
-.10
.08
.07
.11
-.04
.20
.20
.32
Note. IG = Integrativeness; IP = International Posture; FC = L2 Frequency of Communication;
ANX = L2 Learning Anxiety; CON = L2 Linguistic Self-Confidence; OS = Ought-to L2 Self; GE
= Valuing of Global English; MOT = L2 Learning Motivation; IS = Ideal L2 Self.

Rasch Scale Function and Rasch PCA of Item Residuals
Ideal L2 Self. First, the Likert scale performance was evaluated by examining
the category functioning for the 6 items on the ideal L2 self construct. The criterion of
a minimum of 10 observations of each category was met, as the lowest category
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frequency was 199 (category 1). Average measures advanced monotonically with
category, advancing from -9.0 to 11.5 from category 1 to category 6. The outfit mean
square statistics for all categories, ranging from .80 to 1.41, were well below the 2.0
criterion. The threshold calibrations increased with the rating scale category,
advancing from -9.98 to 9.94. However, the smallest gap between category 3 and
category 4 (2.17 CHIPs) was below the required criterion 2.68 CHIPSs for the 6-point
rating scale. The probability curves were examined and each probability curve was
peaked, although category 3 showed a rather small peak. Therefore, category 2 and 3
were combined. After combining categories 2 and 3, the category thresholds were all
above 3.69 CHIPs as shown in Table 14. Moreover, each probability curve had a
distinct peak, as shown in Figure 15. Thus, all the six criteria were met and the 5-point
Likert scale was regarded as optimal for the ideal L2 self variable.

Table 14. Category Structure Functioning for Ideal L2 Self After Combining
Categories
Infit
Outfit
Structure
Count (%)
MNSQ
MNSQ
calibration
1 Strongly disagree
199 (9)
1.45
1.22
None
2 Disagree
714 (33)
.88
.88
-15.58
564 (26)
.83
.79
-1.03
3 Slightly agree
4 Agree
396 (18)
.97
.98
5.48
5 Strongly agree
286 (13)
1.01
1.08
11.13
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Category
measure
(-20.72)
-8.51
1.80
8.78
(16.94)

Figure 15. Rating scale performance of Ideal L2 Self 5-point Likert scale.

Next, a PCA of the Rasch residuals was conducted for the six items
hypothesized to measure ideal L2 self. The Rasch model explained 67.8% of the
variance (eigenvalue = 12.7), and the first contrast explained 8.7% of the variance
(eigenvalue = 1.6). The criteria for determining unidimensionality was 50% of the
variance explained by the Rasch model and a first contrast with either less than10% of
variance explained or an eigenvalue of less than 3.0; therefore, the criteria for variance
explained by measures and variance explained by the first contrast were met. As
shown in Table 15, the point-measure correlations for all the items were positive;
therefore, no negative polarity was found. All items showed relatively strong
correlations, ranging from .65 to .84. Item separation was 9.39 and person separation
was 2.50. The item reliability was .99 and the person reliability was .86; therefore, the
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criteria for separation and reliability were good to excellent. However, both the infit
and outfit statistics for item IS50 (I sometimes imagine myself presenting my research
at an international conference using English) were above the criterion of 1.50. The
responses of 20 persons (about 5% of the N-size) were listed as unexpected responses.
Therefore, item IS50 was tentatively removed.

Table 15. Rasch Item Fit Statistics for Ideal L2 Self

Item
IS50
IS19
IS34
IS45
IS9
IS12
M
SD

Measure
56.5
52.3
49.6
48.5
47.3
45.7
50.0
3.6

SE
.4
.4
.3
.3
.3
.3
.4
.0

Infit
MNSQ
1.69
.96
.78
.85
.94
.79
1.00
.32

Infit
ZSTD
7.3
-.5
-3.1
-2.1
-.8
-3.0
-.3
3.6

Outfit
MNSQ
1.51
.92
.84
.85
.92
.83
.97
.28

Outfit
ZSTD
5.4
-1.1
-3.2
-1.9
-.9
-2.1
-.6
3.1

Ptmeasure
correlation
.65
.80
.84
.82
.82
.83

As shown in Table 16, when a separate analysis was run without item IS50, all
the fit statistics fell below the 1.50 criterion. As mentioned above, priorities were
placed on fit statistics, variance explained by the Rasch measures, and variance
explained by the first contrast. All the criteria for unidimensionality were met after
deleting IS50. However, item separation, person separation, item reliability person
reliability, and the unexplained variance in the first contrast all decreased somewhat.
Moreover, as shown in Table 16, item IS50 was by far the most difficult item to
endorse, distancing itself by more than 4 points from the second most difficult item. In
this situation, the fit statistics could be strongly affected by a relatively small number
of unexpected responses. In addition, this item is highly relevant in the classroom
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especially when students present their research, visualizing themselves as someone
specializing in their field. Therefore, this item was tentatively kept as an item
contributing to the ideal self construct for subsequent analyses.

Table 16. Rasch Item Fit Statistics for Ideal L2 Self After Deleting Item IS50

Item
IS19
IS34
IS9
IS45
IS12
M
SD

Measure
54.4
51.1
49.8
48.3
46.3
50.0
2.7

SE
.4
.4
.4
.4
.4
.4
.0

Infit
MNSQ
1.10
.85
1.06
1.06
.87
1.00
.13

Infit
ZSTD
1.3
-2.0
.8
.8
-1.7
-.1
1.7

Outfit
MNSQ
1.06
.83
1.07
1.05
.90
.98
.13

Outfit
ZSTD
.7
-2.4
.9
.7
-1.2
-.6
1.7

Ptmeasure
correlation
.80
.86
.82
.82
.83

Figure 16 presents the item-person map for ideal L2 self. A comparison of the
mean for item difficulty (M = 50.0, SD = 3.6) and the person ability mean (M = 49.9,
SD = 9.8) indicates that the items were well targeted for the average ability of the
participants. The most difficult to endorse item was IS50 (I sometimes imagine myself
presenting my research at an international conference using English, difficulty
measure = 54.4). The easiest item to endorse was IS12 (It’s exciting to imagine myself
being active in my career using English, difficulty measure = 45.7).
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-------------------------------------------------------------------------------Students with more
| More difficult to endorse items
Ideal L2 Self
|
|
|
|
|
|
70
.# +
T|
.## |
|
.## |
.## |
60
.### +
####### S|
.### |T IS50: Imagine myself presenting my research at an
|
international conference
.## |
.########## |S
.##### | IS19: Imagine myself as a fluent speaker
50
.###### M+M IS34: Imagine myself as being able to speak English in
|
my career
######## | IS9: Imagine working with people from various countries
.#### |S IS45: Imagine myself expressing opinions freely in English
.##### | IS12: Imagine myself active in career using English
.#### |T
.####### S|
40
+
.#### |
.## |
|
.# |
T|
30
.## +
|
. |
|
|
|
20
+
|
Students with less
| Less difficult to endorse items
Ideal L2 Self
|
--------------------------------------------------------------------------------

Figure 16. Item-person map of Ideal L2 Self. Each # represents three persons. Each .
represents one person. M = Mean; S = one standard deviation from the mean; T =
two standard deviations from the mean.

L2 Learning Motivation. First, the Likert scale performance was evaluated
by examining the category functioning for the 5 items on the L2 learning motivation
construct. As shown in Table 17, the criterion of a minimum of 10 observations for
each category was met, as the lowest category frequency was 75 (category 1). Average
measures advanced monotonically, advancing from -16.06 to 16.61. The outfit mean
square statistics for all categories, ranging from .92 to 1.54, were below the 2.0
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criterion. The threshold calibrations increased with the rating scale category,
advancing from -10.41 to 10.85. However, the smallest gap, between category 3 and
category 4 (1.34 CHIPs), was below the required criterion 2.68 CHIPSs for the 6-point
scale. The probability curves were examined and each probability curve was peaked,
although category 3 showed a small peak. Therefore, categories 2 and 3 were
combined. After combining categories 2 and 3, the smallest gap was between category
3 and 4 (3.43 CHIPs) was a little below the criterion, but very close to the required
criterion 3.69 CHIPs. Moreover, each probability curve had a distinct peak, as shown
in Figure 17. Thus, all the six criteria were almost met and it was concluded that the 5point Likert scale was optimal for the L2 learning motivation variable.

Table 17. Category Structure Functioning for L2 Learning Motivation
Infit
Outfit
Structure
Count (%)
MNSQ
MNSQ
calibration
1 Strongly disagree
75 (4)
1.60
1.54
None
2 Disagree
185 (10)
1.03
1.05
-10.41
226 (13)
.94
.92
-3.35
3 Slightly agree
4 Agree
467 (26)
1.00
.95
-2.01
5 Agree
493 (27)
.96
.96
4.92
6 Strongly agree
354 (20)
.90
.92
10.85

Category
measure
(-16.06)
-7.94
-2.73
2.05
8.35
(16.61)

Table 18. Category Structure Functioning for L2 Learning Motivation After Combining
Categories
Infit
Outfit
Structure
Category
MNSQ
MNSQ
calibration
measure
Count (%)
1 Strongly disagree
75 (4)
1.51
1.30
None
(-20.40)
2 Disagree
411 (23)
.97
.97
-15.25
-8.52
3 Slightly agree
467 (26)
.89
.91
-1.31
.41
4 Agree
493 (27)
.96
.97
4.74
8.73
5 Strongly agree
354 (20)
.91
.97
11.82
(17.44)
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Figure 17. Rating scale performance of L2 Learning Motivation 5-point Likert scale.

Next, the five items hypothesized to measure L2 learning motivation were
analyzed. The Rasch model explained 64.4% of the variance (eigenvalue = 9.1), and
the first contrast explained 11.0% of the variance (eigenvalue = 1.5), meeting the
criteria. As shown in Table 19, the point-measure correlations for all the items were
positive ranging from .58 to .80. Item separation was 12.8 and person separation was
1.80. The item reliability was .99 and the person reliability was .76. However, the infit
and outfit statistics for item MO37 (“I try to start working on an English assignment as
soon as possible”) were above the criterion of 1.50. Responses of 27 persons (about
7% of the N-size) were listed as unexpected. Therefore, item MO37 was deleted.
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Table 19. Rasch Item Fit Statistics for L2 Learning Motivation

Item
MO37
MO27
MO6
MO1
MO39
M
SD

Measure
58.2
52.3
47.0
46.8
45.6
50.0
3.9

SE
.4
.3
.3
.3
.3
.3
.0

Infit
MNSQ
1.63
.88
.79
.82
.82
.99
.32

Infit
ZSTD
7.0
-1.7
-3.1
-2.6
-2.5
-.2
3.1

Outfit
MNSQ
1.65
.87
.80
.82
.79
-.2
3.1

Outfit
ZSTD
7.1
-1.8
-2.8
-2.4
-2.8
-.3
3.8

Ptmeasure
correlation
.58
.72
.80
.70
.76

After deleting item MO37, all the fit statistics were under the 1.50 criterion
(Table 20). Consequently, it was concluded that the items intended to measure the L2
Learning Motivation form a sufficiently unidimensional construct.

Table 20. Rasch Item Fit Statistics for L2 Learning Motivation After Deleting MO37
PtInfit
Infit
Outfit
Outfit
measure
Item
Measure
SE
MNSQ
ZSTD
MNSQ
ZSTD
correlation
MO27
55.9
.4
1.07
.9
1.04
.5
.84
MO1
48.5
.4
1.02
.3
1.06
.8
.79
MO6
48.8
.4
.86
-1.9
.83
-2.3
.84
MO39
46.8
.4
1.01
.2
1.00
.1
.80
M
50.0
.4
.99
-.1
.98
-.2
SD
3.5
.0
.08
1.1
.09
1.2

Figure 18 presents the item-person map for L2 learning motivation construct. A
comparison of the mean for item difficulty (M = 50.0, SD = 3.5) and the person ability
mean (M = 54.4, SD = 7.8) indicates that the items on the whole were below the
average ability of the participants. There weren’t sufficient number of difficult items
that could delineate the upper range of the variable. The most difficult to endorse item
was MO27 (If English were not taught at school, I would study it on my own,
difficulty measure = 55.9). The easiest item to endorse was MO39 (It’s extremely
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important for me to study English, difficulty measure = 46.8). As shown in the figure,
items concerning studying autonomously on one’s own are more difficult to endorse
with than items concerning joy and importance of learning English.
-------------------------------------------------------------------------------Students with more | More difficult to endorse items
motivation
|
|
80
+
|
|
T|
|
.######## |
70
+
|
########## |
S|
.########## |
.############ |
60
+
.############ |
############ M|T MO27: I would study English on my own, if it were not
|
taught at school
############ |S
.####### |
50
+M MO6: I'll continue studying English after graduation
.######## | MO1: Studying English is a fun
S|S MO39: Studying English is extremely important
.####### |
.###### |T
|
40
+
.## T|
|
## |
|
|
30
# +
Students with less | Less difficult to endorse items
motivation
|
--------------------------------------------------------------------------------

Figure 18. Item-person map of L2 Learning Motivation. Each # represents three
persons. Each . represents one person. M = Mean; S = one standard deviation from
the mean; T = two standard deviations from the mean.

International Posture. First, the Likert scale performance was evaluated by
examining the category functioning for the 13 items on the international posture
construct. The criterion of a minimum of 10 observations of each category was met, as
the lowest category frequency was 454 (category 1). Average measures advanced
monotonically with each category, advancing from -3.6 to 5.5 from category 1 to
153

category 6. The outfit mean square statistics for all categories, ranging from .91 to
1.18, were below the 2.0 criterion. The threshold calibrations increased along the
rating scale category, advancing from -4.42 to 4.25. However, the smallest gap
between categories, the gap between category 5 and category 6 (.47 CHIPs) and the
second smallest gap between 3 and category 4 (1.13 CHIPs) were below the required
criterion of 2.68 CHIPSs for the 6-point rating scale. The probability curves were next
examined. It was found that category 3 did not have a unique peak and category 5
barely had its own peak. Therefore, first, category 2 and 3 were combined. After
combining categories 2 and 3, the smallest gap between category 4 and category 5
(1.02 CHIPs) was below the required criterion of 3.69 for the 5-point rating scale.
Therefore, categories 3 and 4 were combined. After combining categories 4 and 5, all
the categories were distinctly different. As shown in Table 21, the smallest gap
between category 2 and 3 (7.40 CHIPs) was above the required criterion 5.00 CHIPs
for the 4-point rating scales. The shapes of the probability curves were distinctly
peaked for all the categories, as shown in Figure 19. Thus all six criteria were met and
it was concluded that the 4-point Likert scale was optimal for the international posture
construct.

Table 21. Category Structure Functioning for International Posture After Combining
the Categories
Infit
Outfit
Structure
Category
Count (%)
MNSQ
MNSQ
calibration
measure
1 Strongly disagree
454 (9)
1.07
1.14
None
(-14.38)
2 Disagree
1,316 (27)
.95
.94
-8.80
-5.25
3 Agree
2,132 (44)
.93
.92
-1.40
4.63
4 Strongly agree
893 (19)
1.04
1.04
10.202
15.46
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Figure 19. Rating scale performance of International Posture measured on a 4-point
Likert scale.

Next, thirteen items hypothesized to measure international posture were
analyzed. The Rasch model explained 46.8% of the variance (eigenvalue = 11.4), and
the first contrast explained 10.2% of the variance (eigenvalue = 2.5). Therefore,
variance explained by measures fell a little short of the criteria for this study. As
shown in Table 22, the point-measure correlations for all the items were positive,
ranging from .49 to .72. Item separation was 7.62 and person separation was 2.42. The
item reliability was .98 and the person reliability was .85. Therefore, the criteria for
separation and reliability were met. Both infit and outfit statistics were under 1.50 for
all items.
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Table 22. Rasch Item Fit Statistics for International Posture

Item
IP13
IP51
IP35
IP18
IP4
IP28
IP41
IP14
IP42
IP23
IP46
IP47
IP2
M
SD

Measure
54.9
53.4
52.8
51.7
51.1
51.0
50.4
49.8
49.3
48.7
47.3
44.8
44.8
50.0
2.9

SE
.4
.4
.4
.4
.4
.4
.4
.4
.4
.4
.4
.4
.4
.4
.0

Infit
MNSQ
1.13
1.03
1.20
1.12
.97
1.05
1.17
.75
1.01
1.07
.81
.82
.73
1.02
.19

Infit
ZSTD
1.8
.4
2.8
1.7
-.3
.8
2.4
-3.4
.2
1.0
-2.8
-2.5
-4.0
-.2
2.3

Outfit
MNSQ
1.14
1.04
1.25
1.16
.98
1.06
1.29
.78
1.02
1.06
.77
.77
.72
1.03
.23

Outfit
ZSTD
1.9
.6
3.3
2.2
-.3
.9
3.8
-3.4
.3
.9
-3.4
-3.2
-4.0
.0
2.6

Ptmeasure
correlation
.66
.63
.59
.67
.63
.71
.49
.69
.64
.55
.72
.70
.66

Among the items rejected by the factor analysis, IP23 (I think what’s
happening overseas has much to do with my daily life) didn’t load over .40 on any
factor, with the highest loading of .21 on the frequency of L2 communication
construct. Therefore, this item was tentatively eliminated and Rasch analysis was
conducted again to reexamine the Rasch PCA of item residuals and the Rasch fit
statistics. The Rasch model explained 48.3% of the variance (eigenvalue = 11.2), and
the first contrast explained 10.7% of the variance (eigenvalue = 2.5). Therefore, there
was a little improvement on variance explained by measures. As shown in Table 23,
the point-measure correlations for all the items were positive, ranging from .48 to .72.
Item separation was 7.91 and person separation was 2.37. The item reliability was .98
and the person reliability was .85. Both infit and outfit statistics were all under 1.50.
Largely, the fit statistics, separation and reliability were unchanged after deleting IP23.
Although this item was included under international posture work-orientation in
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Yashima et al.’s (2004) study, logically, it does not seem to fit the construct. Therefore,
this item was deleted from the subsequent analyses.
In the factor analysis, the international posture intergroup approach and
international posture interest in international vocation and news loaded on separate
factors. Therefore, two separate Rasch analyses were conducted with items comprising
the international posture intergroup approach and items comprising international
posture interest in international vocation and news to examine whether all the criteria
would be met.

Table 23. Rasch Item Fit Statistics for International Posture After Deleting IP23

Item
IP13
IP51
IP35
IP18
IP4
IP28
IP41
IP14
IP42
IP46
IP47
IP2
M
SD

Measure
54.9
53.3
52.7
51.6
51.0
50.9
50.3
49.7
49.1
47.2
44.6
44.6
50.0
2.4

SE
.4
.4
.4
.4
.4
.4
.4
.4
.4
.4
.4
.4
.4
.0

Infit
MNSQ
1.10
1.06
1.24
1.11
.97
1.05
1.21
.76
1.02
.83
.82
.73
.99
.19

Infit
ZSTD
1.4
.8
3.2
1.6
.4
.7
2.8
-3.7
.1
-2.5
-2.6
-4.1
.1
2.5

Outfit
MNSQ
1.10
1.07
1.29
1.14
.98
1.06
1.33
.79
1.02
.79
.77
.72
1.00
.19

Outfit
ZSTD
1.4
1.0
3.8
2.0
-.3
.8
4.2
-3.2
.3
-3.1
-3.2
-4.0
.0
2.7

Ptmeasure
correlation
.67
.63
.58
.68
.64
.72
.48
.69
.65
.72
.70
.67

First, the four items hypothesized to measure the international posture
intergroup approach were analyzed using the Rasch model. The Rasch model
explained 66.6% of the variance (eigenvalue = 8.0), and the first contrast explained
12.1% of the variance (eigenvalue = 1.5), meeting the criteria set for this study. As
shown in Table 24, the point-measure correlations for all the items were positive. All
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items showed relatively strong correlations, ranging from .78 to .88. Item and person
separation were 9.94 and 1.80, respectively. The item reliability was .99 and the
person reliability was .76. Therefore, the criteria for separation and reliability were
met. As shown in Table 24, all the infit mean square statistics were under the 1.50
criterion. However, the outfit mean square statistic of IP4 (I would like to share a
room with an international student) was above 1.50. The unexpected responses for
this item were counted, and it was found that 30 persons, approximately 8%, made
unexpected responses. However, item IP4 was by far the most difficult item to endorse,
distancing itself by more than 8 points from the second difficult item. In this situation,
the fit statistics, especially the outfit statistics, could be strongly affected by a
relatively small number of unexpected responses (8%). Therefore, this item was
tentatively kept for subsequent analysis. It was concluded that four items hypothesized
to measure the international posture intergroup approach form a sufficiently
unidimensional construct.

Table 24. Rasch Item Fit Statistics for International Posture Intergroup Approach
PtInfit
Infit
Outfit
Outfit
measure
Item
Measure
SE
MNSQ
ZSTD
MNSQ
ZSTD
correlation
IP4
59.2
.6
1.38
4.4
1.62
5.3
.78
IP46
51.0
.5
.70
-4.0
.61
-4.8
.88
IP47
46.3
.6
.95
-.5
.94
-.5
.82
IP2
43.5
.6
.88
-1.5
.83
-1.6
.82
M
50.0
.6
.98
-.4
1.00
-.4
SD
5.9
.0
.25
3.0
.38
3.7

Figure 20 presents the item-person map for the international posture intergroup
approach construct. A comparison of the mean for item difficulty (M = 50.0, SD = 5.9)
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and the person ability mean (M = 60.6, SD = 15.4) indicates that the items on the
whole were below the average ability of the participants. The most difficult to endorse
item was IP4 (I would like to share a room with an international student, difficulty
measure = 59.2). The easiest item to endorse was IP2 (I want to make friends with
international students studying in Japan, difficulty measure = 43.5). It makes sense
that sharing a room with an international student was perceived as much more difficult
than to just make friends with them.
As item IP23 was deleted from the analysis, the remaining eight items
hypothesized to measure international posture, interest in international vocation,
activities and news, were analyzed. The Rasch model explained 47.3% of the variance
(eigenvalue = 7.2), and the first contrast explained 11.8% of the variance (eigenvalue
= 1.8). As shown in Table 25, the point-measure correlations for all the items were
positive and all items showed relatively strong correlations, ranging from .56 to .88.
Item separation was 4.70 and person separation was 1.92. The item reliability was .96
and the person reliability was .79. As shown in Table 25, all the infit and outfit mean
square statistics were under the 1.50 criterion. Although the variance explained by the
measure fell a little short of 50% criterion, overall, it was concluded that eight items
hypothesized to measure international posture, interest in international vocation, and
international news were sufficiently unidimensional to use in further analyses.
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Figure 20. The item-person map of international posture intergroup approach
construct. Each # represents six persons. Each . represents one person. M = Mean;
S = one standard deviation from the mean; T = two standard deviations from the
mean.
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Table 25. Rasch Item Fit Statistics for International Posture Interest in International
Vocation and International Affairs
PtInfit
Infit
Outfit
Outfit
measure
Item
Measure
SE
MNSQ
ZSTD
MNSQ
ZSTD
correlation
IP13
53.1
.4
.91
-1.3
.89
-1.5
.71
IP51
51.6
.4
.70
-4.0
.61
-4.8
.88
IP35
51.4
.4
1.07
1.0
1.11
1.4
.65
IP18
50.2
.4
.97
-.5
1.01
.1
.70
IP28
49.5
.4
1.02
.4
1.08
1.1
.68
IP41
49.0
.4
1.21
2.7
1.24
2.9
.56
IP42
47.8
.4
.92
-1.2
.90
-1.4
.71
IP14
47.5
.4
.88
-1.7
.89
-1.6
.70
M
50.0
.4
.1.00
.0
1.01
.2
SD
1.8
.0
.10
1.4
.11
1.5

Figure 21 presents the item-person map for international posture, interest in
international vocation and news. A comparison of the means for item difficulty (M =
50.0, SD = 1.8) and person ability (M = 50.7, SD = 6.6) indicates that the items on the
whole were well targeted to the average ability of the participants. The most difficult
to endorse item was IP13 (I want to work in an international organization such as the
U.N., difficulty measure = 53.1). The easiest item to endorse was IP14 (I would like to
express my ideas to the world using English, difficulty measure = 47.5).
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Figure 21. The item-person map of the international posture; interest in international
vocation and International Affairs, construct. Each # represents five persons. Each.
Represents one person. M = Mean; S = one standard deviation from the mean; T =
two standard deviations from the mean.

L2 Learning Anxiety. First, the Likert scale performance was evaluated by
examining the category functioning for the 5 items on L2 learning anxiety construct.
As shown in Table 26, the criterion of a minimum of 10 observations of each category
was met. The average measures of category 3 (-2.35) and category 4 (-2.85), however,
were disordered. The outfit mean square statistics for all categories, ranging from .82
to 1.30, were below the 2.0 criterion. The threshold calibrations increased with the
rating scale category, advancing from -6.91 to 8.95. The smallest gap between
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category 3 and category 4 (.5 CHIPs) was below the criterion of 3.68 CHIPSs. The
probability curves were examined and it was found that category 3 did not have a
unique peak, as shown in Figure 22. Therefore, category 2 and 3 were combined.
As shown in Table 27, after combining categories 2 and 3, the category
thresholds were all above the required criterion of 3.69. Moreover, each probability
curve had a unique peak, as shown in Figure 23. Thus all the six criteria were met.

Table 26. Category Structure Functioning for L2 Learning Anxiety
Infit
Outfit
Structure
Count (%)
MNSQ
MNSQ
calibration
1 Strongly disagree
99 (6)
1.22
1.30
None
2 Disagree
181 (10)
1.03
1.03
-6.91
3 Slightly disagree
218 (12)
.87
.89
-2.35
4 Slightly agree
486 (27)
.87
.82
-2.85
5 Agree
503 (28)
.86
.88
3.16
6 Strongly agree
308 (17)
1.19
1.09
8.95

Category
measure
(-12.89)
-6.33
-2.47
1.19
6.66
(14.74)

Figure 22. Rating scale performance of L2 Learning Anxiety measured on a 6-point
Likert scale.
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Table 27. Category Structure Functioning for Anxiety After Combining Categories
Outfit
Structure
Category
Count (%) Infit MNSQ
MNSQ
calibration
measure
1 Slightly disagree
99 (6)
1.32
1.24
None
(-16.78)
2 Disagree
399 (22)
.94
.97
-11.43
-6.86
3 Slightly disagree
486 (27)
-1.34
-2.85
-1.34
.65
4 Slightly agree
503 (28)
.89
.90
3.18
7.03
5 Agree
308 (17)
1.11
1.12
9.60
(15.31)

Figure 23. Rating scale performance of L2 Learning Anxiety measured on a 5-point
Likert scale.

Next, five items hypothesized to measure L2 learning anxiety were analyzed.
The Rasch model explained 54.8% of the variance (eigenvalue = 6.1), and the first
contrast explained 14.8% of the variance (eigenvalue = 1.6), meeting the criterion for
the study. As shown in Table 28, the point-measure correlations for all the items were
positive, with relatively strong loadings, ranging from .68 to .74. Item separation was
6.56 and person separation was 1.67. The item reliability was .98, although the person
reliability was .74, slightly below the desired standard. The infit mean square and the
164

outfit mean square statistics ranged from .87 to 1.22, within the set criterion. It was
concluded that the items intended to measure anxiety form a fundamentally
unidimensional construct sufficient for further analyses.

Table 28. Rasch Item Fit Statistics for L2 Learning Anxiety

Item
ANX20
ANX17
ANX25
ANX15
ANX5
M
SD

Measure
52.0
51.5
50.7
49.2
46.6
50.0
3.9

SE
.3
.3
.2
.2
.3
.3
.0

Infit
MNSQ
1.18
.94
.92
1.07
.87
1.00
.32

Infit
ZSTD
2.4
-.8
-1.1
.9
-1.7
.0
4.4

Outfit
MNSQ
1.22
.93
.89
1.05
.87
.99
.48

Outfit
ZSTD
2.7
-1.0
-1.5
.6
-1.5
-.3
4.7

Ptmeasure
correlation
.68
.74
.72
.68
.70

Figure 24 presents the item-person map for the anxiety construct. A
comparison of the means for item endorsability (M = 50.0, SD = 3.9) and person
ability (M = 52.9, SD = 7.0) indicates that the items on the whole were slightly below
the average ability of the participants. The most difficult to endorse item was ANX20
(I feel embarrassed when I make a simple mistake in speaking English, difficulty
measure = 52.0). The easiest item to endorse was ANX5 (I am panicked when I cannot
make myself understood in English, difficulty measure = 46.6).
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Figure 24. The item-person map of the L2 learning anxiety. Each # represents five
persons. Each . represents one person. M = Mean; S = one standard deviation from
the mean; T = two standard deviations from the mean.

L2 linguistic self-confidence. First, the Likert scale performance was
evaluated by examining the category functioning for the five items comprising L2
linguistic self-confidence. The criterion of a minimum 10 observations of each
category was met. Average measures advanced monotonically with category,
advancing from -10.6 to 6.9. The outfit mean square statistics for all categories,
ranging from .86 to 1.24, were below 2.0 criterion. The threshold calibrations
increased with each rating scale category, advancing from -11.03 to 8.11. The smallest
gap between category 5 and category 6 (.99 CHIPs) was below the required criterion

166

of 2.68 CHIPSs for the 6-point rating scale. The probability curves were examined and
each probability curve was peaked, although category 5 showed a very low peak.
Consequently, categories 5 and 6 were combined and the data were re-analyzed.
After combining categories 5 and 6, the smallest gap between category 3 and 4
(3.48 CHIPs) was a slightly below the criterion (Table 29). Moreover, each probability
curve had a distinct peak, as shown in Figure 25. Thus, the six criteria were met and it
was concluded that the 5-point Likert scale was suitable for the L2 learning confidence
construct.

Table 29. Category Structure Functioning for L2 Linguistic Self-Confidence
Outfit
Structure
Category
Count (%) Infit MNSQ
MNSQ
calibration
measure
1 Slightly disagree
293 (17)
1.20
1.16
None
(-14.73)
2 Disagree
527 (30)
.86
.91
-9.17
-6.02
3 Slightly disagree
429 (25)
.91
.96
-1.46
.18
4 Slightly agree
349 (20)
.88
.93
-2.02
6.08
5 Agree
142 (8)
1.10
1.11
8.61
(14.30)

Next, the five items hypothesized to measure L2 linguistic self-confidence
were analyzed using the Rasch model and the Rasch PCA of item residuals was
examined. The Rasch model explained 54.9% of the variance (eigenvalue = 6.1), and
the first contrast explained 13.1% (eigenvalue = 1.5), meeting the criterion for the
study. As shown in Table 30, the point-measure correlations for all the items were
positive, ranging from .67 to .83. Item separation and reliability were 2.66 and .88,
respectively. Person separation and reliability were 1.79 and .76, slightly below the set
criteria. Infit mean square and the outfit mean square statistics ranged from .66 to 1.31.
It was concluded that the items intended to measure L2 linguistic self-confidence form
a fundamentally unidimensional construct and were suitable for further analyses.
167

Figure 25. Rating scale performance of L2 Linguistic Self-Confidence measured on a
5-point Likert scale.

Table 30. Rasch Item Fit Statistics for L2 Linguistic Self-Confidence

Item
CON21
CON16
CON44
CON10
CON24
M
SD

Measure
51.7
49.8
49.8
49.4
49.3
50.0
.9

SE
.3
.3
.3
.3
.3
.3
.0

Infit
MNSQ
1.31
1.18
1.07
.76
.67
1.00
.24

Infit
ZSTD
3.7
2.3
.9
-3.5
-4.9
-.3
2.5

Outfit
MNSQ
1.29
1.22
1.09
.75
.66
1.00
.25

Outfit
ZSTD
3.4
2.7
1.2
-3.7
-5.1
-.3
3.5

Ptmeasure
correlation
.69
.67
.74
.80
.83

Figure 26 presents the item-person map for L2 linguistic self-confidence
construct. A comparison of the mean item difficulty (M = 50.0, SD = .9) and mean
person ability (M = 47.5, SD = 7.7) indicates that the items on the whole were a little
above the average ability of the participants. The most difficult to endorse item was
CON21 (I think I will have no problem when I visit English-speaking countries,
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difficulty measure = 49.8). The easiest item to endorse was CON24 (I think I’m good
at English, difficulty measure = 49.3).
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Figure 26. Item-person map of L2 linguistic self-confidence. Each # represents four
persons. Each . represents one person. M = Mean; S = one standard deviation from
the mean; T = two standard deviations from the mean.

Frequency of L2 communication. Likert scale performance was evaluated by
examining the category functioning for the six items hypothesized to measure
frequency of L2 communication. As shown in Table 31, a minimum of 10
observations for each category was met, the outfit mean square statistics for all
categories were well below the 2.0 criterion, and average measures advanced
monotonically from -11.11 to 10.37. However, the smallest gap, between Categories 3
and 4 (1.75 CHIPs) was below the criterion of 2.68 CHIPSs for the 6-point rating scale.
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However, when the probability curves were examined, Category 3 (Figure 27) showed
a small but distinct peak. In order to determine whether a 5-point rating scale might
better meet the guideline criteria, several combinations of adjacent categories were
combined and the data re-analyzed. After combining Categories 3 and 4 to form a 5category scale, all thresholds were all above the criterion of 3.69 CHIPs. A similar
result was found after combining Categories 5 and 6. However, in both cases category
infit and outfit increased and variance, separation, and reliability decreased. Because
all categories were ordered and showed distinct peaks in the 6-point scale, and
considering that the highest possible variance and reliability are desirable for structural
modeling, it was concluded that the 6-point Likert scale was the best choice for the
frequency of L2 communication construct.

Table 31. Category Structure Functioning for Frequency of L2 Communication
Outfit
Structure
Category
Count (%) Infit MNSQ
MNSQ
calibration
measure
1 Slightly disagree
271 (12)
1.16
1.12
None
(-16.64)
2 Disagree
580 (27)
.77
.78
-11.11
-7.98
466 (21)
.90
.93
-3.02
-2.37
3 Slightly disagree
4 Slightly agree
495 (23)
.87
.88
-1.27
2.36
5 Agree
262 (12)
.92
.99
5.03
8.26
6 Strongly agree
96 (4)
1.62
1.68
10.37
16.22
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Figure 27. Rating scale performance of Frequency of L2 Communication measured
on a 6-point Likert scale.

Next, six items hypothesized to measure frequency of L2 communication were
analyzed by examining the item residuals. The Rasch model explained 58.7% of the
variance (eigenvalue = 8.5), and the first contrast explained 13.6% of the variance
(eigenvalue = 2.0). Therefore, the criteria for variance explained by measures and
variance explained by the first contrast were met. As shown in Table 32, pointmeasure correlations for all items were positive. All items showed relatively strong
correlations, ranging from .68 to .75. Item separation was 9.12 and person separation
was 1.95. The item reliability was .99 and the person reliability was .79. The item
reliability and the item separation were excellent. The person reliability was fair and
person separation was slightly lower than the criterion, suggesting that person ability
estimates were somewhat similar across all the items. The infit and outfit mean square
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statistics ranged from .79 to 1.47 and were all within the set criterion of 1.50.
Therefore, it was concluded that the items intended to measure frequency of
communication form a fundamentally unidimensional construct.

Table 32. Rasch Item Fit Statistics for Frequency of L2 Communication

Item
FC36
FC33
FC31
FC7
FC26
FC3
M
SD

Measure
53.2
51.6
51.2
50.6
48.0
45.4
50.0
2.6

SE
.3
.3
.3
.3
.3
.3
.3
.0

Infit
MNSQ
.80
1.41
1.01
.80
.89
.98
.98
.21

Infit
ZSTD
-2.8
5.1
.2
-2.9
-1.6
-.2
-.4
2.7

Outfit
MNSQ
.79
1.47
.99
.84
.89
1.06
1.01
.23

Outfit
ZSTD
-2.9
5.6
-.1
-2.3
-1.5
.9
-.1
2.8

Ptmeasure
correlation
.73
.68
.74
.75
.74
.70

Figure 28 presents the item-person map for the frequency of L2
communication construct. A comparison of the mean for item difficulty (M = 50.0, SD
= 2.6) and the person ability mean (M = 47.5, SD = 2.3) indicates that the items on the
whole were a little above the average ability of the participants. The most difficult to
endorse item was FC36 (I volunteered to ask questions in class, difficulty measure =
53.2). The easiest item to endorse was FC3 (I participated in classroom activities such
as pair work, difficulty measure = 45.4). As shown in the figure, largely, as the
number of the interlocutor or the size of the audience becomes bigger, the item
difficulty increases.
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| More difficult to endorse items
frequency of
|
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|
|
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+
|
. |
|
. |
. T|
60
. +
.## |T
.## |
.#### S|S FC36: Volunteered to ask questions in class
.###### |
######## | FC31: Talked with teacher in class
FC33: Talked with
|
teachers outside of class
50
.######### +M FC7: Volunteered to answer questions
.####### | FC6: Participated in group activities
############ M|
.### |S
.### |
.### S|T FC3: Participated in pair work
40
.## +
.### |
. |
# T|
|
. |
Students with less
| Less difficult to endorse items
frequency of
|
communication
|
--------------------------------------------------------------------------------

Figure 28. Item-person map for frequency of L2 Communication. Each # represents
five persons. Each . represents one person. M = Mean; S = one standard deviation
from the mean; T = two standard deviations from the mean.

Ought-to L2 Self. First, the Likert scale performance was evaluated by
examining the category functioning for the 6 items on the ought-to L2 self construct.
The criterion of 10 observations of each category was met, as the lowest category
frequency was 202 (category 1). Average measures advanced monotonically with each
category; advancing from -4.2 to 5.2 from category 1 to category 6. The outfit mean
square statistics for all categories, ranging from .96 to 1.17, were well below the 2.0
criterion. The threshold calibrations increased with the rating scale category;
advancing from -5.53 to 5.72. The smallest gap between categories, the gap between
category 3 and category 4 (1.22 CHIPs) was below the required criterion of 2.68
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CHIPSs for the 6-point rating scale. The probability curves were examined and it was
found that the probability curve of category 3 was submerged and did not have a
unique peak. Therefore, category 2 and category 3 were combined. After combining
the categories 2 and 3, the smallest gap between category 4 and 5 (2.64 CHIPs) was
below the required criterion of 3.69 CHIPs for the 5-point rating scale. Therefore,
category 3 and 4 were combined. After combining the categories 3 and 4, the category
thresholds were all above the required criterion of 5.00 CHIPs for the 4-point rating
scale, as shown in Table 33. Moreover, each probability curve had a unique peak, as
shown in Figure 29 below. Thus all the six criteria were met.

Table 33. Category Structure Functioning for Ought-to L2 Self
Infit
Outfit
Structure
Count (%)
MNSQ
MNSQ
calibration
1 Strongly disagree
202 (9)
.90
.92
None
2 Disagree
675 (32)
.96
.97
-10.17
3 Agree
973 (46)
.97
.98
-1.46
4 Strongly agree
273 (13)
1.15
1.12
11.63
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Category
measure
(-15.62)
-5.91
5.23
(16.82)

Figure 29. Rating scale performance of Ought-to L2 Self measured on a 4-point Likert
scale.

The six items hypothesized to measure ought-to L2 self were next analyzed
beginning with an examination of the Rasch residuals. The Rasch model explained
45.0% of the variance (eigenvalue = 4.9), and the first contrast explained 17.5% of the
variance (eigenvalue = 1.9). As shown in Table 34, point-measure correlations for all
the items were positive, ranging from .69 to .70. Item separation was 4.42 and person
separation was 1.54. The item reliability was .95 and the person reliability was .70.
Although the variance explained by the Rasch measure was below the 50% criterion,
in this case, the person separation statistic was below 2.00, therefore, the critical value
for the variance could be lower (Linacre, 2010). The infit mean square and the outfit
mean square statistics ranged from .88 to 1.12 and were all within the set criterion of
1.50.
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Table 34. Rasch Item Fit Statistics for Ought-to L2 Self

Item
OS29
OS40
OS11
OS52
OS48
OS22
M
SD

Measure
52.5
51.5
50.5
50.1
48.2
47.3
50.0
1.8

SE
.4
.4
.4
.4
.4
.4
.4
.0

Infit
MNSQ
1.05
.88
.90
1.12
1.00
1.02
.99
.08

Infit
ZSTD
.7
-1.8
-1.4
1.6
.1
.3
-.1
1.2

Outfit
MNSQ
1.05
.90
.90
1.11
.98
1.05
1.00
.08

Outfit
ZSTD
.7
-1.4
-1.4
1.5
-.2
.7
.0
1.1

Ptmeasure
correlation
.70
.70
.69
.69
.68
.68

Table 35. Rasch Item Fit Statistics for Ought-to L2 Self After Deleting OS22

Item
OS29
OS40
OS11
OS52
OS48
M
SD

Measure
51.8
51.2
50.0
49.5
47.6
50.0
1.5

SE
.4
.4
.4
.4
.4
.4
.0

Infit
MNSQ
.91
1.05
1.11
.90
1.02
1.00
.08

Infit
ZSTD
-1.3
.7
1.5
-1.3
.2
.0
1.1

Outfit
MNSQ
.90
1.05
1.09
.91
.99
.99
.07

Outfit
ZSTD
-1.4
.7
1.2
-1.4
.0
-.2
1.0

Ptmeasure
correlation
.76
.70
.69
.75
.71

In the factor analysis, item OS22 (Studying English is important to me because
an educated person should be able to speak English) failed to load over .40 on the
ought-to L2 self construct but showed strong loading on the valuing of global English
construct (.66). Therefore, item OS 22 was tentatively removed and Rasch analysis
was conducted again to reexamine the Rasch PCA of item residuals and the Rasch fit
statistics. The Rasch model explained 48.8% of the variance (eigenvalue = 4.8), and
the first contrast explained 18.7% of the variance (eigenvalue = 1.8). Therefore, there
was a little improvement (3.8%) on variance explained by measures. As shown in
Table 35, point-measure correlations for all the items were positive and all items
showed relatively strong correlations, ranging from .69 to .79. Item separation was
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3.44 and person separation was 1.50. The item reliability was .92 and the person
reliability was .69. Both infit and outfit statistics were under the 1.50 criterion. There
was a slight deterioration in separation and reliability and there was a little
improvement in fit statistics but largely, they all stayed about the same after deleting
OS22. In factor analysis, this item had a much higher loading on valuing of global
English and there was a little improvement in variance explained by measures after
deleting this item. Moreover, it seems logical that OS22 (Studying English is
important to me because an educated person should be able to speak English) would
load on the valuing of global English construct because it is not difficult to imagine
that students value English language as an international communication tool of the
intellectual global community. Therefore, it was concluded that item OS22 would be
deleted from the construct ought-to L2 self in subsequent analyses and that the
remaining five items intended to measure ought-to L2 self form a fundamentally
unidimensional construct.
Figure 30 presents the item-person map for ought-to L2 self. A comparison of
the mean for item difficulty (M = 50.0, SD = 1.8) and the person ability mean (M =
51.4, SD = 7.9) indicates that the items on the whole were a little below the average
ability of the participants. The most difficult to endorse item was OS29 (My parents
believe that I must study English to be an educated person, difficulty measure = 52.5).
The easiest item to endorse was OS48 (Learning English is necessary because people
surrounding me expect me to do so, difficulty measure = 47.6). Largely, items with
auxiliaries must and should were difficult to endorse and items with the verbs expect
and encourage were found to be easier to endorse, as hypothesized.
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-------------------------------------------------------------------------------Students with more
| More difficult to endorse items
Ought-to L2 Self
|
|
|
70
+
.# |
|
.### T|
|
.###### |
60
+
.#### S|
|
########### |
.########### |T OS29: Parents believe I must study English to be educated
|S OS40: Close friends think studying English is important
50
.########## M+M OS11: People I respect think I should learn English
.############ |S OS52: Parental encouragement
.######## |T OS48: People surrounding me expect me to study English
|
.####### S|
.#### |
40
+
.### |
.# T|
|
|
. |
30
+
Students with less
| Less difficult to endorse items
Ought-to L2 Self
|
------------------------------------------------------------------------------------

Figure 30. Item-person map of Ought-to L2 Self. Each # represents four persons.
Each . represents one person. M = Mean; S = one standard deviation from the mean;
T = two standard deviations from the mean.

Integrativeness. First, the Likert scale performance was evaluated by
examining the category functioning for the four items on the integrativeness construct.
The criterion of a minimum 10 observations of each category was met, as the lowest
category frequency was 49 (category 1). Average measures advanced monotonically
with each category; advancing from -4.1 to 9.8 from category 1 to category 6. The
outfit mean square statistics for all categories, ranging from .88 to 1.11 were well
below the 2.0 criterion. The threshold calibrations increased with the rating scale
category; advancing from -6.88 to 8.93. The probability curves were checked and it
was found that each curve had its unique peak, though the probability curve of
category 3 had a rather weak peak. However, the smallest gap between categories, the
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gap between category 3 and category 4 (1.81 CHIPs) was below the required criterion
of 2.68 CHIPSs for the 6-point Likert scale. Therefore, categories 2 and 3 were
combined. After combining categories 2 and 3, the category thresholds were all above
the required criterion of 3.69 CHIPs for the 5-point rating scale, as shown in Table 36.
Each probability curve had a distinct peak, as shown in Figure 31. Thus all the six
criteria were met.

Table 36. Category Structure Functioning for Integrativeness After Combining
Categories
Infit
Outfit
Structure
Category
Count (%)
MNSQ
MNSQ
calibration
measure
1 Strongly disagree
49 (4)
1.27
1.17
None
(-18.02)
2 Disagree
289 (21)
1.09
1.09
-12.73
-7.49
3 Slightly agree
409 (29)
.89
.87
-1.66
1.19
4 Agree
361 (26)
.92
.92
4.92
7.72
5 Strongly agree
284 (20)
.97
.99
9.48
(14.45)

Next, four items hypothesized to measure integrativeness were analyzed using
the Rasch model and the Rasch PCA of item residuals was examined. The Rasch
model explained 55.4% of the variance (eigenvalue = 5.0), and the first contrast
explained 17.8% of the variance (eigenvalue = 1.6). As shown in Table 37, pointmeasure correlations for all the items were positive; therefore, no negative polarity
was found. All items showed relatively strong correlations, ranging from .68 to .80.
Item separation was 3.89 and person separation was 1.46. The item reliability was .94
and the person reliability was .68. The item reliability was very good and the item
separation was good. The person reliability was fair and the person separation was
somewhat low, indicating the similarity in person ability estimates. The infit mean
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square and the outfit mean square statistics ranged from .80 to 1.49 and were all within
the set criterion of 1.50. Therefore, overall, it was concluded that the items intended to
measure integrativeness form a fundamentally unidimensional construct.

Figure 31. Rating scale performance of Integrativeness measured on a 5-point Likert
scale.

Table 37. Rasch Item Fit Statistics for Integrativeness

Item
IG30
IG53
IG43
IG49
M
SD

Measure
51.2
51.2
49.7
47.9
50.0
1.4

SE
.3
.3
.3
.3
.3
.0

Infit
MNSQ
1.49
.82
.80
.87
1.00
.29

Infit
ZSTD
5.9
-2.7
-2.9
-1.8
-.4
3.6

Outfit
MNSQ
1.44
.86
.80
.85
1.00
.26

Outfit
ZSTD
5.3
-1.9
-2.9
-1.9
-.4
3.3

Ptmeasure
correlation
.68
.76
.80
.79

Figure 32 presents the item-person map for the integrativeness construct. A
comparison of the mean for item difficulty (M = 50.0, SD = 1.4) and the person ability
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mean (M = 54.7, SD = 7.4) indicates that the items on the whole were a little below the
average ability of the participants. The most difficult to endorse item was IG30 (“I like
English pop music,” difficulty measure = 51.2). The easiest item to endorse was IG49
(“I want to be friends with people in English speaking countries,” difficulty measure =
47.9).

-------------------------------------------------------------------------------Students with more | More difficult to endorse items
integrativeness
|
|
70
+
|
T|
.#### |
|
.####### |
60
######## S+
########### |
.###### |
.####### |
.###### M|T
.######### |S INTEG30: I like E-pop music
| INTEG53: Favorable impression toward L2 community
50
.####### +M INTEG43: Want to know more about people in L2 community
|S INTEG49: I want to be friends with people in L2 community
####### S|T
.##### |
|
.### T|
40
.# +
|
. |
|
|
|
30
+
Students with less | Less difficult to endorse items
Integrativeness
|
--------------------------------------------------------------------------------

Figure 32. Item-person map for Integrativeness. Each # represents four persons.
Each . represents one person. M = Mean; S = one standard deviation from the mean;
T = two standard deviations from the mean.

Valuing of Global English. First, the Likert scale performance was evaluated
by examining the category functioning for the 3 items on the valuing of Global
English construct. The criterion of a minimum of 10 observations of each category
was met, as the lowest category frequency was 44 (category 1). Average measures
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advanced monotonically with category, advancing from -8.6 to 12.5 from category 1
to category 6. The outfit mean square statistics for all categories, ranging from .72 to
1.59, were below the 2.0 criterion. The threshold calibrations increased along the
rating scale category, advancing from -10.00 to 11.58. However, the smallest gap
between category 3 and category 4 (.30 CHIPs) was below the required criterion of
2.68 CHIPSs for the 6-point rating scale. The probability curves were next examined
and it was found that the probability curve of category 3 was submerged. Therefore,
categories 2 and 3 were combined.
After combining categories 2 and 3, the smallest gap between category 4 and 5
(6.66 CHIPs) was above the required criterion of 3.69 CHIPs for the 5-point rating
scale (Table 38). The shape of the probability curves for each category showed its
distinct peak as shown in Figure 33. After combining the categories, all six criteria
were met. Therefore, the 5-point rating scale was considered optimal for the valuing of
global English variable.

Table 38. Category Structure Functioning for Valuing of Global English After
Combining Categories
Infit
Outfit
Structure
Count (%)
MNSQ
MNSQ
calibration
1 Strongly disagree
44 (4)
1.59
1.45
None
2 Disagree
202 (19)
.92
.91
-15.12
3 Slightly agree
328 (31)
.84
.84
-3.07
4 Agree
283 (27)
1.00
1.00
5.77
5 Strongly agree
196 (19)
.97
1.00
12.43
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Category
measure
(-20.36)
-9.26
1.12
9.38)
(18.09)

Figure 33. Rating scale performance of Valuing of Global English measured on a 5point Likert scale.

Next, a PCA of the Rasch residuals was conducted for the three items
hypothesized to measure valuing of global English. The Rasch model explained 63.6%
of the variance (eigenvalue = 5.2), and the first contrast explained 19.5% of the
variance (eigenvalue = 1.6). As shown in Table 39, the point-measure correlations for
all the items were positive; therefore, no negative polarity was found. All items
showed relatively strong correlations of .76. Item separation was 12.74 and person
separation was 1.23. The item reliability was .99 and the person reliability was .60.
The item reliability and the item separation were excellent. The person reliability and
the item separation were low, indicating the similarity in person ability estimates for
this construct. The infit mean square and the outfit mean square statistics ranged
from .91 to 1.13 and were all within the set criterion. Consequently, it was concluded
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that the items intended to measure the valuing of global English form a sufficiently
unidimensional construct.

Table 39. Rasch Item Fit Statistics for Valuing of Global English

Item
GE32
GE38
GE8
M
SD

Measure
56.0
49.4
44.6
50.0
1.4

SE
.4
.3
.4
.4
.0

Infit
MNSQ
1.13
.91
.91
.98
.11

Infit
ZSTD
1.7
2.0
-.2
-.2
1.5

Outfit
MNSQ
1.11
.93
.94
1.00
.08

Outfit
ZSTD
5.3
-2.9
-1.9
-.4
1.1

Ptmeasure
correlation
.76
.76
.76

As mentioned above, item OS22 (Studying English is important to me because
an educated person should be able to speak English) loaded strongly (.66) on the
valuing of global English construct and as explained above it seems to be perfectly
logical. Therefore, item OS 22 was tentatively put into the valuing of global English
construct, and the Rasch analysis was conducted again to reexamine the Rasch PCA of
item residuals and the Rasch fit statistics. The Rasch model explained 57.6% of the
variance (eigenvalue = 5.4), and the first contrast explained 15.1% of the variance
(eigenvalue = 1.4). As shown in Table 40, the point-measure correlations for all the
items were positive; therefore, no negative polarity was found. All items showed
relatively strong correlations, ranging from .71 to .73. Item and person separation were
9.8 and 1.38, respectively. The item reliability was .99 and the person reliability
was .65. Infit and outfit statistics were under the 1.50 criterion. There was a little
deterioration in variance explained by measures but still met the criterion of 50%, and
there was a little improvement in variance explained by the first contrast. Reliability
and separation largely stayed the same, and person separation and person reliability
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slightly improved. Fit statistics largely stayed about the same after adding OS22. In
factor analysis this item loaded onto the valuing of global English factor with much
higher coefficient than on the ought-to L2 self factor. Moreover, it seems logical that
OS22 (Studying English is important to me because an educated person should be
able to speak English) loaded onto the valuing of global English variable because it is
not difficult to imagine that students value English language as a tool for international
communication. Consequently, it was concluded that item OS22 would be deleted
from the construct ought-to L2 self and added to the valuing of global English
construct in subsequent analysis and that the three items intended to measure valuing
of global English and item OS22 form a fundamentally unidimensional construct.

Table 40. Rasch Item Fit Statistics for Valuing of Global English After Adding Item
OS22
PtInfit
Infit
Outfit
Outfit
measure
Item
Measure
SE
MNSQ
ZSTD
MNSQ
ZSTD
correlation
GE32
54.6
.3
1.11
1.7
1.10
1.4
.71
OS22
51.2
.3
1.01
.0
1.01
.2
.73
GE8
48.3
.3
.97
-.4
.97
-.4
.72
GE38
45.8
.3
.93
-1.3
.93
-.8
.72
M
50.0
.4
.99
-.1
1.00
.1
SD
3.3
.0
.11
1.0
.08
.8

Figure 34 presents the item-person map for valuing of the global English
construct. A comparison of the mean for item difficulty (M = 50.0, SD = 1.4) and the
person ability mean (M = 55.0, SD = 8.4) indicates that the items on the whole were a
little below the average ability of the participants. The most difficult to endorse item
was GE32 (I’m studying English as a common language for humanity, difficulty
measure = 56.0). The easiest item to endorse was GE8 (I think it is important that
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people in the world communicate in English to solve the global problems, difficulty
measure = 44.6).
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Figure 34. Item-person map for Valuing of Global English. Each # represents five
persons. Each . represents one person. M = Mean; S = one standard deviation from
the mean; T = two standard deviations from the mean.

Comparison of the Rasch Analysis and SPSS Factor Analysis
Overall, the Rasch PCA and the SPSS factor analysis showed similar pictures
of the hypothesized individual differences constructs, with the exception of the
international posture construct.

Ideal L2 Self. The Rasch PCA identified the five items intended to measure
ideal L2 self as contributing to the measurement of the hypothesized construct with the
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exception of one item (IS50: I sometimes imagine myself presenting at an
international conference using English). In the factor analysis, this item (IS50) loaded
the international posture work-orientation factor, and another item (IS19: I often
imagine myself as someone who speaks English fluently) was slightly below the
criterion of .40. However, these items were kept because of the following reasons:
item IS19 fit the Rasch model and loaded on the ideal L2 self factor at > .30; item
IS50 was the most difficult item to endorse, which might have lead to an
oversensitivity to a small number of unexpected responses; moreover, item IS50 is a
highly classroom-relevant item.

L2 learning motivation. Item MOT37 (I try to start working on an English
assignment as soon as possible) showed poor fit to the Rasch model and failed to load
with the other items factor analysis. The PCA of Rasch residuals identified the other
items as contributing to the measurement of the construct. In the SPSS factor analysis,
an additional item, MOT39 (It’s extremely important for me to study English), loaded
above .30 but failed to load above .40.

International Posture. Rasch analysis identified the thirteen items on
international posture as forming a unidimensional construct; however, SPSS factor
analysis identified nine items related to interest in international vocation and news as
one factor, while other items related to friend orientation toward people from abroad
in Japan loaded on the integrativeness factor. Rasch analyses were conducted
separately on International Posture Intergroup Approach and International Posture
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Interest in International Vocation and News. The results of the analyses indicated that
these two constructs were sufficiently unidimensional. Therefore, a two-factor
structure was supported by both the Rasch analysis and the factor analysis. Based on
the factor analysis and the Rasch analysis, it was concluded that the international
posture construct should be conceptualized as two factors and that item IP23 be
deleted from the subsequent analyses.

L2 learning Anxiety. All five items intended to measure L2 learning anxiety
were identified as contributing to the hypothesized construct by both Rasch PCA and
SPSS factor analysis.

L2 linguistic self-confidence. Rasch analysis indicated that all items intended
to measure L2 linguistic self-confidence formed a unidimensional construct; however,
in SPSS factor analysis, one item (CON16: I think that I study English harder than
other students) loaded above .30 but failed to load above .40.

L2 Frequency of communication. Both Rasch PCA and SPSS factor analysis
confirmed that the six hypothesized items belonged to a single unidimensional
construct, which was labeled L2 frequency of communication construct.

Ought-to L2 self. Rasch PCA identified the six items intended to measure
ought-to L2 self formed a unidimensional construct. In the SPSS factor analysis, one
item (OS22: Studying English is important to me because an educated person should
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be able to speak English) loaded more strongly (.66) on the valuing of global English
construct. Rasch analysis was conducted again without this item, and it was concluded
that item OS22 should be excluded from this construct. One item (OS40) loaded
above .30 but failed to load above .40. This item (OS40: I study English because close
friends of mine think it is important) and the other item (OS11: I consider learning
English important because the people I respect think that I should learn English) had
close to equal cross loadings on the valuing of global English factor. These results are
particularly interesting because they suggest that both expectations from significant
others and the changing concept of English as a global language are part of the
immediate environment surrounding the EFL learners in Japan. Both items OS40 and
OS11 were retained as items contributing to the ought-to L2 self construct because
theoretically, these two items concern expectations of significant others and because
both items loaded a higher on the ought-to L2 self construct.

Integrativeness. Rasch PCA indicated that the hypothesized items formed a
unidimensional construct; however, in the factor analysis two items concerning
interest in and friend-orientation toward people in English speaking countries loaded
on the integrativeness factor, and two other items related to general favorable
impression toward English speaking countries and their culture, failed to load
above .40. This discrepancy is possibly related to the fact that SPSS factor analysis
identified four items from international posture friend-orientation as belonging to the
integrativeness factor. This could account for the weak loadings of the two items on
integrativeness. Because the items fit conceptually with integrativeness, and the Rasch
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analysis indicated that they formed a unidimensional construct, the two items that
showed weak loadings were retained as part of the integrativeness construct.

Valuing of Global English. Both the Rasch PCA and the SPSS factor analysis,
confirmed that the three items hypothesized as valuing of global English form a single
construct. As mentioned earlier, SPSS factor analysis identified item OS22 as also
contributing to the valuing of global English factor. Therefore, Rasch analysis was
conducted again with item OS22 and it was confirmed that the original three items
plus item OS22 form a unidimensional construct.
Rasch PCA identified most of the items as belonging to a single construct,
although in the factor analysis they failed to load above .40. This is possibly because
rating scales were optimized before Rasch PCA was conducted, which led to the
improved fit statistics. Overall, the validity of the individual difference constructs was
supported by similar results from both Rasch and factor analysis. A comparative
summary of the two analyses is presented in Table 41.
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Table 41. A Comparison of Individual Differences Constructs Identified by Rasch
Analyses and Exploratory Factor Analysis
Hypothesized
Construct
structure
FA changes
Rasch changes
Final structure
Ideal L2 Self
IS items 9, 12, IS items 9, 12,
IS items 9, 12,
IS items 9, 12,
19, 34, 45, 50
19, 34, 45
19, 34, 45
19, 34, 45, 50
L2 Learning
Motivation

MOT items 1,
6, 27, 37, 39

MOT items 1, 6,
27

MOT items 1, 6,
27, 39

MOT items 1, 6,
27, 39

International
Posture

IP items 2, 4,
13, 14, 18, 23,
28, 35, 41, 42,
46, 47, 51

IP items 13, 18,
35, 41, 42, 51

IP items 2, 4, 13,
14, 18, 23, 28,
35, 41, 42, 46,
47, 51

IP items 2, 4, 13,
14, 18, 28, 35,
41, 42, 46, 47, 51

L2 Learning
Anxiety

ANX items 5,
15, 17, 20, 25

ANX items 5,
15, 17, 20, 25

ANX items 5, 15,
17, 20, 25

ANX items 5, 15,
17, 20, 25

L2 Linguistic
Self-confidence

CON items 10,
16, 21, 24, 22

CON items 10,
21, 24, 22

CON items 10,
16, 21, 24, 22

CON items 10,
16, 21, 24, 22

Frequency of L2
Communication

FC items 3, 7,
26, 31, 33, 36

FC items 3, 7,
26, 31, 33, 36

FC items 3, 7, 26,
31, 33, 36

FC items 3, 7, 26,
31, 33, 36

Ought-to L2 Self

OS items 11,
22, 29, 40, 48,
52
IG items 30,
43, 49, 50

OS items 11,
22, 29, 48, 52

OS items 11, 22,
29, 40, 48, 52

OS items 11, 22,
29, 40, 48, 52

IG items 2, 4,
43, 46, 47, 49

IG items 30, 43,
49, 50

IG items 30, 43,
49, 50

GE items 8,
32, 38

GE items 8, 32,
38

GE items 8, 32,
38

GE items 8, 32,
38

Integrativeness

Valuing of
Global English

Summary of the Preliminary Analyses
In this chapter, the results of preliminary analyses conducted to validate the
WTC and individual differences instruments using factor analysis and Rasch analysis
were reported. Rasch analysis was first used to optimize the rating scale for each
construct. The Rasch analysis of the WTC inside the classroom instruments indicated
that three of the 10 original items did not fit the Rasch model. This corresponded with
the results of the factor analysis.
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In the exploratory factor analysis, one item intended to measure WTC outside
the classroom loaded on the WTC inside the classroom factor. However, in the Rasch
analysis this item had a high point-measure correlation and fit the model well.
Moreover, when WTCOUT15 was tentatively included as part of the WTC inside
subscale, it fit poorly and distorted the fit of other items composing the variable.
Therefore, this item was retained as a part of the WTC outside the classroom subscale.
The Rasch analysis indicated that all the items intended to measure WTC outside the
classroom formed a sufficiently unidimensional construct.
The initial Rasch analysis of the individual differences instruments indicated
that one of six items on the ideal L2 self construct and one of five items on the L2
learning motivation construct did not fit the Rasch model. Other items showed good fit
to their hypothesized subscales, although several items failed to load above .40 on
their predicted factors in the SPSS factor analysis. Decisions regarding which items to
retained for the structural equation model were based on the results of both the factor
analyses and Rasch analyses, taking into consideration the original hypothesized
constructs and the substantive meaning of the items.
In the next chapter, I answer the four research questions. The hypothesized
structural relationships among variables validated in this chapter and the structural
relationships among L2 learning motivation, ideal L2 self, L2 WTC and actual L2 use
are explored. Then the results of a MANOVA on gender differences in L2 WTC and
the ideal L2 self are reported. Finally, the results of an ANCOVA examining the effect
of the treatments on the enhancement of WTC among participants are reported.
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CHAPTER 5
RESULTS

In this chapter, I present the analyses of the data along with the quantitative
results for the four research questions. I begin with the screening of the data collected
for this study: 24 variables based on participants’ self-reported data and the
participants’ oral performance data. Following the data screening, the results of SEM
analyses, exploring the relationships among factors, affecting L2 WTC and frequency
of L2 communication, are presented. Next, the structural relationships among L2
learning motivation, ideal L2 self, self-reported WTC and actual L2 use in the
classroom is reported. Then, MANOVA results concerning the effect of gender on L2
WTC and the ideal L2 self, are presented. Following this, the ANCOVA results,
exploring the relative effects of visualization and goal-setting are reported.

Data Screening
Data screening preceded model testing. First, missing data were screened and
there were no missing data among 24 variables; two variables each for the12 factors
validated in the previous chapter. Then distributions of the data were checked to
examine whether the data met the SEM assumptions.
First, univariate outliers were checked using SPSS. Standardized scores
ranged from -2.50 to 3.27 and no participant produced an extreme value in excess of
plus or minus 3.29 (p < .001). Second, univariate normality was examined using SPSS
DESCRIPTIVE STATISTICS (Table 42).
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Table 42. Descriptive Statistics of Screened Variables
Variable
M
SD
Min.
Max. Skewness
Kurtosis
WTCING
41.39
15.39
19
79
.268
-.463
WTCINP
49.96
11.67
25
75
.009
-.269
WTCOT
52.57
13.30
22
78
-.041
-.254
WTCOF
52.86
7.67
32
75
.480
.746
IDEALC
50.72
10.55
24
76
-.064
.230
IDEALP
52.69
16.64
22
86
.353
-.429
MOT1
66.32
16.93
19
89
-.314
-.712
MOT2
59.66
15.03
22
84
-.052
-.704
IPK
49.95
9.91
26
75
.002
.280
IPV
51.29
9.23
25
75
.020
.727
IPF1
69.96
25.29
8
100
-.377
-1.061
IPF2
57.51
14.55
22
82
.007
-.451
ANX1
53.56
11.42
26
77
-.103
-.775
ANX2
54.17
8.62
20
74
-.109
-.175
CONR
43.40
17.16
22
74
-.027
-.163
CONI
44.22
8.83
27
71
-.291
.183
FREQI
45.31
8.27
24
76
.165
.485
FREQG
52.71
17.15
9
88
-.425
.045
OUHG1
53.14
7.95
33
69
.198
.332
OUGH2
52.09
10.78
29
71
-.059
-.475
INTEG1
54.07
9.11
27
71
.020
-.025
INTEG2
62.12
15.24
25
83
-.220
-.902
GLOBI
62.24
13.76
23
83
-.247
-.602
GLOBL
51.98
8.79
29
73
-.045
.478
L2 Use 1
27.49
15.36
0
76
.863
.740
L2 Use 2
29.75
15.78
0
104
.823
1.61
L2 Use 3
28.00
16.25
0
78
.443
-.139
Note. N-size for 24 Variables = 662; N-size for L2 Use 1= 284; N-size for L2 Use 2 =
271; N-size for L2 Use 3 = 253. SE of skewness for 24 Variables = .096; SE of
kurtosis for 24 Variables = .192; SE of skewness for L2 Use 1 = .145; SE of kurtosis
for L2 Use 1 = .288; SE of skewness for L2 Use 2 = .148; SE of kurtosis for L2 Use 2
= .295; SE of skewness for L2 Use 3 = .153; SE of kurtosis for L2 Use 3 = .305

Ten variables, CONI, FREQG, GLOBI, IDEALP, OUGH1, INTEG2, IPF1,
MOT1, WTCING and WTCOF showed skewness statistics exceeding values of two
standard errors of skewness. Thirteen variables, ANX1, FREQI, GLOBI, GLOBL,
IDEALP, INTEG2, IPF1, IPF2, MOT1, MOT2, OUGH2, WTCING, and WTCOUTF
showed kurtosis statistics exceeding values of 2 standard errors of kurtosis. Therefore,
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histograms for these thirteen variables were checked and no variable showed
problematic floor effect or ceiling effect.
Third, the data were examined for multivariate outliers using Mahalanobis
distance using SPSS REGRESSION. Nineteen multivariate outliers were detected
with Mahalanobis distance at p = .001 (χ2 = 51.18, df = 24) as the criterion, and these
multivariate outliers were deleted.
Fourth, multicollinearity and singularity were checked by examining Pearson
product-moment correlation matrix of all variables. No correlation exceeded .90,
which is the threshold criterion for the problematic level of multicollinearity and
singularity (Tabachnick & Fidell, 2007). This result confirmed the absence of
singularity, which is the perfect correlation of two variables.
Fifth, homoscedasticity and linearity among pairs of variables were checked by
examining the bivariate plots. Twenty-four variables in this study can form 288
bivariate combinations. Examining all the possible combinations of the bivariate plots
was rather impractical; therefore, spot checks of variables were conducted, following
Tabachnick & Fidell’s (2007) recommendations. Twenty bivariate combinations were
checked centering, around variables with skewness, but no nonlinear relationships
were detected. No transformations were deemed necessary because the scales in this
study are widely used, and when a scale is “meaningful or widely used, transformation
often hinders interpretation” (Tabachnick & Fidell, 2007, p. 86). The results of the
data screening are reported in Table 42. The correlations among all the variables are
reported in Appendix T.
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Research Question 1
The first research question was, “What are the structural relationships among
the ought-to L2 self, integrativeness, valuing of global English, international posture,
L2 learning motivation, L2 linguistic self-confidence, L2 learning anxiety, the ideal
L2 self, L2 WTC, and frequency of L2 communication?” Dörnyei’s (2005) hypothesis
that L2 WTC is primarily determined by linguistic self-confidence and the ideal L2
self is tested in the model. Before testing the hypothesized model, the 662 participants
were first divided into two groups: odd numbered participants in one half and even
numbered participants in the other. Following this, multivariate outliers were deleted,
which produced two datasets of 320 in the even numbered set and 323 in the odd (N =
643) in order to cross-validate the model (Kline, 2005). In order to examine the
structural relationships among the affective, attitudinal, and motivational factors
affecting willingness to communicate and frequency of communications, a structural
equation model was tested, first, with even numbered participants (Calibration Sample,
N = 320) second, with the odd numbered participants, (Validation Sample, N = 323)
and finally with both groups combined (Combined Sample, N = 643). The
hypothesized model (Figure 9 in Chapter 3) was tested using EQS 6.1 (Bentler, 2006).

Model Fit for the Calibration and Validation Samples
Chi-square statistics, residual covariance, comparative fit indexes, absolute fit
indexes, and root mean square residuals for the calibration and validation samples are
reported in Table 43. As shown in the table, all fit indexes showed quite similar values
for both the calibration and validation samples. For both samples, the chi-squares were
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statistically significant (p < .001), but this is likely due to large sample size and
therefore, not unexpected. The chi-square divided by degrees of freedom was 3.19 for
the calibration sample and 3.04 for the validation sample; therefore, both satisfy the
criterion of this study, which is less than 4.0. Kurtosis for both models was within the
range of -.09 to a little more than 1.00; thus, no extreme cases with respect to
multivariate kurtosis were identified. For the calibration sample, a path from INTEG 2
(interest in the L2 community) to IFP (international posture intergroup approach) was
suggested by the Lagrange Multiplier Test. For the validation sample, a path from IFP
(international posture intergroup approach) to WTCOUT (WTC outside the
classroom) was suggested. However, they did not make substantial changes in the fit
and did not enhance the current theory. Moreover, the chi-square change was not large
(calibration model: 15.17; validation model: 7.64), and Hancock’s conservative test
for exploratory model modification indicated that neither of the modifications was
significant, suggesting that “the parameter is tenable and need not be considered in
any respecification of the model” (Byrne, 2006, p. 111). Furthermore, neither
additional path suggested by the Lagrange Multiplier test was replicated in both
samples, suggesting that they were spurious; they were therefore rejected and the
suggested modifications were not carried over to the cross validation.

197

Table 43. Comparison of Fit for the Calibration and Validation Samples
Calibration
Validation
Index
(Even numbered) (Odd numbered)
CHI-SQUARE STATISTICS
Chi-Square
752.806
717.850
Chi-Square/df
3.19
3.04
p
.000
.000
RESIDUAL COVARIANCE
Average absolute standardized residuals
.0489
.0458
Average off-diagonal absolute standardized
.0527
.0495
residuals
COMPARATIVE FIT INDEXES
Bentler-Bonett Normed Fit Index (NFI)
.859
.866
Bentler-Bonett Non-Normed Fit Index (NNFI)
.881
.889
Comparative Fit Index (CFI)
.898
.905
Bollen (IFI) Fit Index
.899
.906
ABSOLUTE FIT INDEXES
Lisrel GFI Fit Index
.835
.841
Lisrel AGFI Fit Index
.790
.798
ROOT MEAN SQURE RESIDUAL
SRMR
.069
.065
RMSEA
.083
.080
90% Confidence Interval: Low
.076
.073
90% Confidence Interval: High
.089
.086
Note. For the calibration sample, N = 320. For the validation sample, N = 323.

Average standardized residual values indicated very good fit for both models.
All standardized residuals were examined and none were greater than 2.58. (Byrne,
2005; Jöreskog & Sörbom, 1998). Comparative fit indexes (Calibration sample: CFI
= .898, IFI = .899; Validation sample: CFI = .905, IFI = .906) indicated that the
validation sample met the criterion of .90 and the calibration sample missed it by a
small amount. The values of RMSEA for both the calibration sample (.083) and
validation sample (.080) were close but didn’t reach the criterion of this study, which
is less than 0.08. The values of the standardized root mean square (SRMR) for the
calibration sample (.069) and validation sample (.065) met the criterion of this study,

198

which is less than 1.00. Overall, both models showed the marginal fit for the current
data. All the hypothesized paths were significant.

Model Fit for the Combined Sample (643 Participants)
Chi-square statistics, residual covariance, comparative fit indexes, absolute fit
indexes, and root mean square residuals for the combined sample of 643 participants
are reported in Table 44. As shown in the table, all fit indexes for the combined
sample showed a slight improvement over the calibration and validation samples. The
chi-square was statistically significant (p < .001), but this was likely due to the large
sample size; therefore, not unexpected. Average standardized residual values indicated
very good fit of the model. All standardized residuals were examined and none were
greater than 2.58 (Byrne, 2005; Jöreskog & Sörbom, 1998). The chi-square divided by
degrees of freedom (4.43), and RMSEA (.081) missed the criterion for this study by a
small amount. On the other hand, comparative fit indexes (CFI = .902, IFI = .903) and
SRMR (.063) met the criteria for this study.
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Table 44. Model Fit for the Combined Sample (N = 643)
Index
CHI-SQUARE STATISTICS
Chi-Square
p
Chi-Square/df
RESIDUAL COVARIANCE
Average absolute standardized residuals
Average off-diagonal absolute standardized residuals
COMPARATIVE FIT INDEXES
Bentler-Bonett Normed Fit Index (NFI)
Bentler-Bonett Non-Normed Fit Index (NNFI)
Comparative Fit Index (CFI)
Bollen (IFI) Fit Index
ABSOLUTE FIT INDEXES
Lisrel GFI Fit Index
Lisrel AGFI Fit Index
ROOT MEAN SQURE RESIDUAL
SRMR
RMSEA
90% Confidence Interval: Low
90% Confidence Interval: High

Combined sample
1225.315
.000
4.43
.0431
.0473
.882
.886
.902
.903
.859
.821
.063
.081
.076
.085

Final Structural Equation Model with 643 participants
The SEM results are presented in Figure 31. The model was designed to
measure the structural relationships among variables hypothesized to affect
willingness to communicate and frequency of communication in the L2. In this model,
the ought-to L2 self, integrativeness, valuing of global English, international posture,
L2 learning motivation, L2 linguistic self-confidence, L2 learning anxiety, the ideal
L2 self, L2 WTC, and frequency of L2 communication were latent variables, which
respectively were defined by indicator variables. Raw scores of all relevant items for
each variable were aggregated to specify each variable.
The latent variable ought-to L2 self was defined by two variables: expectations
from parents and expectations from peers and people they respect. The latent variable
integrativeness was defined by two variables: favorable impression toward people in
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the L2 community and interest in the L2 community. The latent factor, valuing of
global English was measured by awareness of English as a Lingua Franca and the role
of English as the common language to tackle global problems. International posture
was entered as a latent variable being conceptualized as a two-factor structure:
intergroup approach and interest in international affairs and international vocation,
each of which were defined by two variables. The latent variable intergroup approach
was defined by two variables; interest in becoming friends with international students
in Japan and interest in talking to international friends using English. The latent
variable interest in international affairs and international vocation was defined by two
variables; interest in international affairs and interest in international vocation.
The latent variable L2 learning motivation was defined by two variables
consisting of items on intrinsic motivation and the importance of learning English.
Intrinsic confidence and confidence relative to others, defined the latent variable L2
linguistic self-confidence. The latent variable L2 learning anxiety was defined by two
variables; speaking anxiety and listening and general anxiety. The latent variable the
ideal L2 self was measured by two variables; proficiency-related ideal self and careerrelated ideal self. L2 WTC was entered as a latent variable being conceptualized as a
two-factor structure: L2 WTC inside the classroom and L2 WTC outside the
classroom. The latent variable L2 WTC inside the classroom was defined by two
variables: L2 WTC inside the classroom in groups and L2 WTC inside the classroom
in pairs. The latent variable L2 WTC outside the classroom was defined by two
variables: L2 WTC outside the classroom in telephone conversations and L2 WTC
outside the classroom in face-to-face conversations. The latent variable frequency of
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L2 communication was defined by two observed variables consisting of items on
communication in groups and in pairs, and items on frequency of communication on
an individual basis.
The model was tested with EQS 6.1. The model with standardized path
coefficients is presented in Figure 35. All the hypothesized paths were supported. All
paths were significant at the p < .005 level. As reported in the previous section, the
chi-square was statistically significant (p < .001), but this is likely due to large sample
size; and therefore not unexpected. Normed Chi-square and RMSEA missed the
criteria by a small amount, whereas SRMR and CFI met the criteria by a small amount.
Overall, the model showed marginal fit to the data; however, considering the model
complexity, the model can be considered a reasonable approximation of the data.

Confirmation of Dörnyei’s Hypothesis
The path from ideal L2 self was tested for the first time in this study. The ideal
L2 self and the L2 linguistic self-confidence were found to have a direct impact on L2
WTC; therefore, Dörnyei’s (2005) hypothesis, that the interplay of the ideal L2 self
and linguistic self-confidence results in L2 WTC, was supported. Ideal L2 self was the
strongest predictor of L2 WTC, showing a little more influence over L2 WTC than
linguistic self-confidence. The implication of the direct path from ideal L2 self to
WTC is that the more learners imagine their future ideal selves using English, the
more willing they are to communicate in English. In this model, expectations from
significant others (ought-to L2 self) is indirectly integrated into learners’ own
imagined ideal language identity (ideal L2 self). As the backbone of the L2 WTC
202

model, integrativeness exerted a direct impact on both valuing of global English and
international posture.

ANXIETY

GLOBAL E

-.46

.46
.23

.72

L2 WTC

CONFIDENCE

.98

FREQUENCY

.51

.67

INTEGRA

.87

MOTIVATION

IDEAL SELF
.40

.54
.73
.55
OUGHT SELF

I- POSTURE

Figure 35. Structural model of willingness to communicate in English in the
Japanese EFL context. N = 643. All path coefficients are significant at p < .005.
OUGHT SELF: ought-to L2 self; INTEGRA: integrativeness; GLOBAL E: Valuing of
global English; I-P: international posture; MOTIVATION: L2 learning motivation;
CONFIDENCE: L2 linguistic self-confidence; ANXIETY: L2 learning anxiety; IDEAL
SELF: ideal L2 self; L2 WTC: L2 WTC; FREQUENCY: frequency of L2
communication; complete model with measured variable can be found in Appendix
R.

The Path from Integrativeness to International Posture
The path from integrativeness to international posture showed a high pathweight of .98. This was surprising as in the initial data screening, none of the
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measured variables had correlations above .80, suggesting an absence of
multicollinearity. In order to see if a more efficient model could be constructed, an
alternative model that consolidated integrativeness and international posture was
tested; however, it resulted in Heywood effects; in this case, an impermissible path
weight of 1.23 from international posture to ideal L2 self. The current model appears
to be the most appropriate model for explaining this data set.
In the hypothesized model for this study, integrativeness (favorable impression
toward L2 community) was viewed as an early precursor of international posture
(interest in international friends, affair and career). With maturity, integrativeness
develops into the more complex construct, international posture. There is thus a
theoretical reason to expect a high causal path from integrativeness to international
posture. Moreover, because this part of the study (Research question 1) was crosssectional, most of the participants who developed international posture over time
likely retained high integrativeness, whereas those who did not develop international
posture gradually lost a sense of integrativeness. This might account for the high path
weight between the two latent variables.
In addition to the theoretical rational, it has been noted in the literature that
structural models incorporate measurement error, and it is therefore difficult to
evaluate the effect of multicollinearity on parameter estimates (Bollen, 1989). In
structural equation modeling, measurement error is removed from variables and this,
ironically, results in higher multicollinearity among latent factors (Mason & Perreault,
1991; Maruyama, 1998). However, when the sample size is large and reliability is
high, the problematic effects of multicollinearity become negligible (Grewal, Cote &
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Baumgartner, 2004). In this study, the sample size was large (N = 662) and the
reliability estimate was above .90 (Cronbach’s Alpha = .928; Reliability coefficient
RHO = .966); therefore, the deleterious effects of multicollinearity were assumed to be
non-problematic to the overall interpretation of the model.

Competing Model
SEM is a powerful statistical technique for analyzing relationships among
latent variables, however, it cannot conclusively prove that the hypothesized
relationships represent the best fitting model. A hypothesized model becomes more
trustworthy when an alternative model based on theory is specified and compared and
the most plausible model empirically inferred (Penke & Deary, 2010). A competing
model was therefore tested. In the competing model, a path from motivation to selfreported L2 frequency of communication was added. The theoretical explanation for
adding this path is that though motivation has been generally shown to be more
closely associated with language learning and achievement than with communication,
in MacIntyre and Charos’ (1996) empirical study, motivation had a direct impact on
self-reported frequency of communication. Moreover, in classroom settings, motivated
learners are expected to communicate more. The model with standardized path
coefficients is presented in Figure 36. The added path from motivation to self-reported
L2 frequency of communication was not significant. Therefore, the added path was
rejected and the original model was regarded as the better model.
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Figure 36. Competing Structural model of willingness to communicate in English in
the Japanese EFL context. N = 643. All path coefficients are significant at p < .005.
OUGHT SELF: ought-to L2 self; INTEGRA: integrativeness; GLOBAL E: Valuing of
global English; I-Posture: international posture; MOTIVATION: L2 learning
motivation; CONFIDENCE: L2 linguistic self-confidence; ANXIETY: L2 learning
anxiety; IDEAL SELF: ideal L2 self; L2 WTC: L2 WTC; FREQUENCY: frequency of
L2 communication; complete model with measured variables can be found in
Appendix S.

Research Question 2
The second research question was “What are the structural relationships among
L2 learning motivation, ideal L2 self, self-reported L2 WTC and observed L2 use in
the classroom?” In order to examine the structural relationships among L2 learning
motivation, ideal L2 self, self-reported L2 WTC and observed L2 use in the classroom,
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structural equation modeling was constructed, to test the hypothesized model (Figure
10 in Chapter 3), using EQS 6.1 (Bentler, 2006).

Correlations Between Observed L2 Use and the Scores on the Ten Self-Reported
Factors
Before testing the model, the correlation coefficients between observed L2 Use
and scores on the self-reported 10 factors were examined. For this analysis, a single
score for L2 use was constructed by aggregating L2 Use 1, 2, and 3. As can be seen,
L2 Use correlated most strongly with WTC (.511) and international posture (.476). It
is noteworthy that at .394, the correlation between self-reported frequency of
communication and observed L2 Use was less than might be expected considering that
the latter should be a behavioral manifestation of the former. This could be the result
of self-flattery, social desirability bias, or other pitfalls of self-report data inflating
self-reported communication. Another possibility is that in this study observed L2 use
was indicated by the number of words each student produced in each discussion.
When responding to the questionnaire items, students might have conceptualized
communication differently. For example, they might have considered communication
in terms of turns taken, whether their participation was adequate to complete an
assigned task, or the number of encounters they had had involving L2 communication.
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Table 45. Correlations Between Observed L2 Use (Number of Words) and Scores
from the Individual Difference Scales
L2 use (number of words)
WTC
.511**
Frequency of L2 Communication
.394**
L2 Linguistic Self-Confidence
.339**
Ideal L2 Self
.397**
International Posture
.476**
Ought-to L2 Self
.213**
Anxiety
-.059
Valuing of Global English
.284**
Integrativeness
.379**
Motivation
.413**
Note: **Correlation is significant at p < .001.

Structural Equation Model with Observed L2 Use
A structural model was specified to examine the structural relationship among
L2 learning motivation, ideal L2 self, self-reported L2 WTC, and L2 use in the
classroom. As in the previous models, L2 WTC was entered as a latent variable
conceptualized as a two-factor structure: L2 WTC inside the classroom and L2 WTC
outside the classroom. L2 WTC inside the classroom was defined by two variables: L2
WTC inside the classroom in groups and L2 WTC inside the classroom in pairs. L2
WTC outside the classroom was defined by two variables: L2 WTC outside the
classroom in telephone conversation and L2 WTC outside the classroom in face-toface conversation. L2 learning motivation was defined by two variables consisting of
items measuring intrinsic motivation and the importance of learning English. Ideal L2
self was measured by two variables, proficiency-related ideal self and career-related
ideal self. As described above, students’ oral data were collected three times during
the group discussions in the classroom. The number of words each student produced
during each discussion was then counted to produce three variables: L2 Use 1, 2, and 3.
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L2 communication scores could not be converted to Rasch measures because they
were single observations, and there were problems running the model when Rasch
CHIPS measures were mixed with raw scores. Consequently, raw scores were used for
all variables for answering research question 2.
The model was tested with EQS 6.1. All paths were significant at p < .001. The
chi-square test was significant, but this is likely due to large sample size. The chisquare divided by degrees of freedom (2.27), and the value of SRMR (.046) showed
good fit, and RMSEA (.083) indicated marginal fit. Two indices (IFI = .963, CFI
= .962) were consistent in suggesting that the hypothesized model represented an
excellent fit to the data. Students’ self-reported WTC was found to be a significant
predictor of actual L2 use in the classroom. The complete fit statistics are reported in
Table 46. The model with standardized path coefficients is presented in Figure 37.

Table 46. Model Fit for the Structural Model with Observed L2 Use (N = 366)
Index
CHI-SQUARE STATISTICS
Chi-Square
p
Chi-Square/df
RESIDUAL COVARIANCE
Average absolute standardized residuals
Average off-diagonal absolute standardized residuals
COMPARATIVE FIT INDEXES
Bentler-Bonett Normed Fit Index (NFI)
Bentler-Bonett Non-Normed Fit Index (NNFI)
Comparative Fit Index (CFI)
Bollen (IFI) Fit Index
ABSOLUTE FIT INDEXES
Lisrel GFI Fit Index
Lisrel AGFI Fit Index
ROOT MEAN SQURE RESIDUAL
SRMR
RMSEA
90% Confidence Interval: Low
90% Confidence Interval: High
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Statistic
105.91
.00
2.27
.032
.039
.963
.947
.962
.963
.930
.881
.046
.083
.064
.102

WTCINP

WTCOUTF

WTCING
.89

.90

WTCOUTT

.94
.84

WTCIN

L2 Use1

WTCOUT

.70
.74

.88

.68

.75

.81

.89

L2 Use 3

.78

L2 USE

IDEAL C
.95

IDEAL SELF

MOT 1

.83

.88
L2 WTC

IDEAL P

L2 Use 2

MOT 2
.79

MOTIVATION

Figure 37. Structural model of willingness to communicate with observed L2 Use
in the Japanese EFL context. N = 366, All path coefficients are significant at p
< .001. WTCINGRO: WTC inside the classroom communication in groups;
WTCINPAI: WTC inside the classroom in pairs; WTCOUTT: WTC outside the
classroom in telephone conversation; WTCOUTF: WTC outside the classroom in
face to face conversation; L2 Use 1, 2, 3: Observed L2 use collected in the
classroom (details in the Methods section) MOT1: Intrinsic motivation; MOT2:
Importance of learning English; IDEALP: Proficiency related ideal self; IDEALC:
Career related ideal self; MOTIVATION: L2 learning motivation; IDEAL SELF: ideal
L2 self; L2 WTC: L2 WTC.

Competing Models
Two competing models that might also explain the relationships among the
variables were tested. In the first competing model, a path from motivation to L2 Use
was added. The theoretical rationale for adding this path is that though motivation has
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been generally shown to be more closely associated with language learning and
achievement than with communication, in MacIntyre and Charos’ (1996) empirical
study, motivation was found to have a direct impact on self-reported L2 frequency of
communication; therefore, a path from motivation to actual communication was
regarded as worth testing. Moreover, in classroom settings, motivated learners are
expected to more positively engage in pedagogical tasks and communicate more. The
model with standardized path coefficients is presented in Figure 38. The added path,
the path from motivation to L2 Use was not significant (β= .16). Therefore, the
original model was regarded as the better model.
In the second competing model, a path from ideal L2 self to L2 Use was
added. The theoretical rationale for adding this path is that ideal self is the main
construct in this study; it represents an imaginary aspect of learners’ desired
proficiency and career-related future ideal self. Preliminary results for research
question 1 showed a significant path from ideal L2 self to WTC; therefore, it was
regarded as worthwhile to examine whether learners’ use of imagination directly
impacts actual communication. The model with standardized path coefficients is
presented in Figure 39. The path from L2 learning motivation to L2 use remained
insignificant (β= .21). The added path from ideal L2 self to L2 use was not
significant (β= -.10). Therefore, the original model was regarded as the better model.
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Figure 38. Competing Structural model of willingness to communicate with observed
L2 Use in the Japanese EFL context-1. N = 366, All path coefficients are significant at
p < .001. WTCING: WTC inside the classroom communication in groups; WTCINP:
WTC inside the classroom in pairs; WTCOUTT: WTC outside the classroom in
telephone conversation; WTCOUTF: WTC outside the classroom in face to face
conversation; L2 Use 1, 2, 3: Observed L2 use collected in the classroom (details in
the Methods section); MOT1: Intrinsic motivation; MOT2: Importance of learning
English; IDEALP: Proficiency related ideal self; IDEALC: Career related ideal self;
WTCING: WTC inside the classroom; WTC: L2 WTC; MOTIVATION: L2 Learning
Motivation; IDEAL SELF: Ideal L2 Self; L2 USE: L2 Use.

In Figure 35, frequency of L2 communication is a self-reported variable
strongly predicted by L2 WTC (β = .87), while L2 use in Figure 37 is an observed L2
use also predicted by L2 WTC (β = .68).
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Figure 39. Competing Structural model of willingness to communicate with observed
L2 Use in Japanese EFL context-2. N = 366, All path coefficients are significant at p
< .001. WTCING: WTC inside the classroom communication in groups; WTCINP:
WTC inside the classroom in pairs; WTCOUTT: WTC outside the classroom in
telephone conversation; WTCOUTF: WTC outside the classroom in face to face
conversation; L2 Use 1, 2, 3: Observed L2 use collected in the classroom (details in
the Methods section); MOT1: Intrinsic motivation; MOT2: Importance of learning
English; IDEALP: Proficiency related ideal self; IDEALC: Career related ideal self;
WTCING: WTC inside the classroom; WTC: L2 WTC; MOTIVATION: L2 Learning
Motivation; IDEAL SELF: Ideal L2 Self; L2 USE: L2 Use.

Theoretically, self-reported frequency of communication and actual L2 use, as
measured by the number of words learners produce, are closely related and both were
predicted by L2 WTC in this study; however, these two constructs are not exactly the
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same. This difference was reflected in the different path weights, which likely
occurred because there is a difference between “thinking about communicating in the
L2” and “actually doing it” (p. 377), as MacIntyre et al. (2001) acknowledged.
Moreover, as explained in the Methods Chapter, in the classroom activities, frequency
did not correlate with observed L2 use because in many cases, the students created a
system in which they took approximately the same number of turns in the 10-minute
discussions.

Research Question 3
The third research question was “To what degree do L2 WTC and the ideal L2
self differ for male and female students?” Prior to running the MANOVA, the
assumptions were examined. The assumptions underlying MANOVA are as follows:
(a) a sample size of 35 cases or larger per group, (b) no univariate and multivariate
outliers for each group, (c) normal distribution (d) homogeneity of variancecovariance matrices, (e) linearity and (f) the absence of multicollinearity and
singularity (Tabachnick & Fidell, 2007).
First, the sample sizes of 210 male participants and 156 female participants
were larger than the critical value. Second, no univariate outliers were found for both
group 1 (male participants) and group 2 (female participants) using a criterion of plus
or minus 3.29 (p < .001). Multivariate outliers were checked for both groups with
Mahalanobis distance at p = .001 (χ2 = 13.82, df = 2) as the criterion. No multivariate
outliers were detected. Third, univariate normality was examined for each group using
SPSS DESCRIPTIVE STATSTICS. WTC scores for male students and the ideal L2
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self scores for female students showed skewness statistics exceeding values of two
standard errors of skewness. The ideal L2 self score for male students showed kurtosis
statistics exceeding values of 2 standard errors of kurtosis. Therefore, histograms for
these three variables were checked and no variable showed problematic floor effect or
ceiling effect.
Fourth, homogeneity of dispersion matrices was examined using SPSS
MANOVA. Box’s M test, F = 6.146 (df = 6), p = .106, confirmed the homogeneity of
the variance-covariance matrices. Fifth, linearity between the two variables was
checked by examining the bivariate plot and the relationship was found to be linear.
Lastly, multicollinearity and singularity were checked by examining Pearson productmoment correlation of the two variables. The correlation between the two variables
was r = .54. This result confirmed the absence of singularity, which is the perfect
correlation of two variables. Thus, all the assumptions for conducting MANOVA were
confirmed.
Table 47 shows means and standard deviations for L2 WTC scores and the
ideal L2 self scores for male and female participants. A one-way multivariate analysis
of variance (MANOVA) was conducted to determine the effect of gender on the
scores on L2 WTC and the ideal L2 self. The independent variable was gender and the
dependent variables were the L2 WTC scores and ideal self scores, collected at the
beginning of the semester. Significant effect of gender was found on the dependent
measures, λ = .88, F(2, 366) = 24.91, p = .00. The multivariate Eta squared based on
Wilk’s Lambda was moderately strong, .12. Analyses of variances (ANOVA) on the
dependent variables were conducted as follow-up tests to the MANOVA. Using the
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Bonferroni method, each ANOVA was tested at the .025 level. The ANOVA on WTC
scores was significant F (1, 366) = 35.03, p < .01, η2 = .09. The ANOVA on the ideal
L2 self scores was also significant F (1, 366) = 39.65, p < .01, η2 = .10.
As a follow-up to the MANOVA, a discriminant analysis was conducted to examine
whether male and female participants could be correctly classified into these two
groups based on their scores on the two predictors. The overall Wilks’ lambda was
significant, λ= .88, χ2 (1, N = 366) = 46.48, p < .01. This test indicated that the
predictors differentiated the gender significantly.

Table 47. Means and Standard Deviations for L2 WTC Scores and Ideal L2 Self
scores for Male and Female Participants
Male participants
Female participants
M (SD)
95% CI
M (SD)
95% CI
L2 WTC
22.74 (10.50) 21.20, 24.29
29.63 (9.24)
27.83, 31.42
Ideal L2 Self
20.91 (7.42)
19.81, 22.01
25.92 (6.69)
24.64, 27.20
Note. Male participants n = 210; Female participants n = 156.

Research Question 4
The fourth research question was “Does L2 WTC remain stable over short
periods of instruction, or can it be enhanced by treatments such as visualization and
goal-setting?” The question was tested with ANCOVA, with the post test as the
dependent variable, the pretest as a covariate, and the three treatment conditions as a
grouping variable. Prior to running the ANCOVA, the assumptions were examined.
Assumptions underlying ANCOVA are as follows: (a) no univariate and multivariate
outliers for each group, (b) normal distribution (c) linearity (d) homogeneity of
regression and (e) homogeneity of variance (Tabachnick & Fidell, 2007).
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First, no univariate outliers were found for either pre-WTC or post-WTC
scores using a criterion of plus or minus 3.29 (p < .001). Multivariate outliers were
checked for both pre-WTC and post-WTC scores with the Mahalanobis distance at p
= .001 (χ2 = 13.82, df = 2) as the criterion. No multivariate outliers were detected.
Second, univariate normality was examined for both pre-WTC and post-WTC scores
using SPSS DESCRIPTIVE STATISTICS. No violation of normality was found for
either pre-WTC scores or post-WTC scores. Third, linearity between the pre- and
post-WTC variables was checked by examining the bivariate plot and the relationship
was found to be linear.
A one-way analysis of covariance (ANCOVA) was conducted using raw scores.
The independent variable, classroom treatment, included three levels: no treatment, the
visualization treatment, and the visualization plus goal-setting treatment. The
dependent variable was the level of L2 WTC following treatment and the covariate
was the level of L2 WTC before treatment. An analysis evaluating the homogeneityof-slopes assumption indicated that the relationship between the covariate and the
dependent variable did not differ significantly as a function of the independent
variable, F(2, 349), MSE = 47.63 p = .13, η2 = .01. Levene’s test was non-significant
(p = .85), confirming the homogeneity of variance assumption. The ANCOVA, F (2,
349), MSE = 47.41, p = .058, came close but failed to achieve statistical significance.
The strength of relationship between the treatment factor and dependent variable was
small, as assessed by a partial Eta squared (.02), with the treatment factor accounting
for 2% of the variance of the dependent variable, holding constant the amount of L2
WTC prior to the treatment.
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Table 48 shows the pairwise comparisons of post-WTC by treatment. The
means of the amount of increase in L2 WTC adjusted for initial differences were
ordered as expected across the three treatment groups. The non-treatment group had
the smallest adjusted mean (M = 27.29), the visualization treatment group had the
larger adjusted mean (M = 28.37), and the visualization plus goal-setting treatment
group had the largest adjusted mean (M = 29.72). Follow-up tests were conducted to
evaluate pairwise differences among these adjusted means. Planned comparisons using
the SPSS Difference Contrast procedure were conducted.
As shown in Table 49, the ANCOVA main effect failed to achieve statistical
significance, although at p =.058 it was quite close. Failure to achieve significance
could have been caused by the small sample of the control group (N = 43). Sample
size for the control group was small because many of the students in the non-treatment
group failed to sign their name on the pre- or post-test. Because the main effect was
quite close to significance, the between groups contrasts were interpreted cautiously,
with the caveat that future research with a larger sample size is needed to re-confirm
whether the treatments produce significant effects.
Figure 40 below shows, the adjusted means of post-L2 WTC scores for the
non-treatment group, the visualization group and the visualization plus goal-setting
group. Although the plots show a clear trend of increasing L2 WTC from weak to
strong treatment, the visualization only treatment group, at p = .372 was not
significantly different from the non-treatment group. The visualization plus goal
setting treatment group, at p = .017, however, was significantly different from the
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visualization treatment group and by implication significantly different from the nontreatment group.

Table 48. Pairwise Comparisons of POST-WTC by Treatments
Group
Non-treatment
Visualization treatment
Visualization + Goal-setting
treatment
Non-treatment vs. visualization

M
27.23
27.57
30.24

Adjusted
mean
27.29
28.37
29.72

Visualization vs. visualization
plus Goal-setting

SE
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p

1.22

.372

.79

.017

Table 49. Analysis of Covariance for POST-WTC by Treatments
Source
SS
df
MS
F
Corrected Model 20646.69
3
6882.23
145.16
PRE-WTC
19973.11
1
19973.11
421.26
Group
271.67
2
135.83
2.87
Group x PRE33.00
2
16.50
.347
WTC
Error
16546.90
349
47.41
Total
37193.59
352
Note. R Squared = .555 (Adjusted R Squared = .551)

95% CI
for
difference

P
.000
.000
.058
.707

-1.33,
3.49
.34, 3.45

Partial η2
.555
.547
.016
.002

WTC Post: Estimated marginal Means with 95%
confidence intervals
31

30
29.73
29
28.37
Upper Bound

28

Lower Bound
27.29

Estimated Mean

27

26

25
1 N on-treatm ent

2 V isualization

3 V isualization plus
G oalS etting

Figure 40. Plot of adjusted means POST-WTC. Estimated marginal means are the
mean score of the three groups on the post-test adjusted for differences on the pretest.
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CHAPTER 6
DISCUSSION

In this chapter, I restate the research questions and present a summary of the
results. Following the summary, I present interpretations of the results, integrating the
qualitative findings. In this way, I complement the quantitative results with what
students actually said. Following interpretations of the results, I present theoretical
implications and pedagogical implications.

Research Question 1
The first research question concerned the structural relationships among
variables affecting WTC and frequency of communication. The model presented in
Figure 35 had marginal fit to the data. Many factors might have contributed to the less
than optimal model fit. One possible reason is that the model is complex and
incremental fit indices such as CFI are penalized for complexity. Kenny (2014) noted
that "CFI pays a penalty of one for every parameter estimated." Another reason could
be that some of the constructs, such as integrativeness, were measured with only four
items and thus had lower reliability. In addition, valuing of global English, was
measured for the first time in this study, and used newly developed items. Future
researchers need to see whether the model can be improved, either by re-specification
or by using improved instruments.
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Hypothesized relationships among ought-to L2 self, integrativeness, valuing of
global English, international posture, motivation, linguistic self-confidence, anxiety,
ideal L2 self, L2 WTC, and frequency of communication have been supported.
The ought-to L2 self predicts integrativeness (β = .54), suggesting that the
more expectations a learner perceives to study English from their immediate
environment, the more generally favorable feelings he or she has toward English
speaking countries. The ought-to L2 self is a learner’s socially constructed self, which
wants to meet the expectations of people in their immediate social environment, who
include their parents, friends and people they respect. It seems logical and natural that
learners inherit their parents’ general impressions of the L2 community as they grow
up. In the interview, several students, especially those with high proficiency, told me
how they shared English music and films with their parents when they were children.
For example, Yu commented:
I remember that even as a small child I enjoyed American movies and songs
with my parents because my parents are quite international and are interested
in things, culture and events in the U.S, and I’ve been influenced by these. So
English has been sort of part of my life ever since I was a child. (Yu)
In some cases, it seems that learners’ first encounter with English can have a formative
effect on their attitude toward the L2 community. This could remain throughout their
life, as positive attitudes toward the L2 community are formed and affected, first, by
parental behavior (Gardner, 1985) among younger children, and later by the influence
of the media and the learners’ peers (MacIntyre et al., 1998). The path from ought-to
L2 self toward integrativeness suggests that learners’ early experience of sharing
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cultures of the L2 community with their parents, and their current experience of
sharing music and films with their peers, lead to a higher level of integrativeness.
Integrativeness has a significant path toward valuing of global English (β
= .72), implying that a favorable attitude toward the L2 community, and interest in
people and culture in the L2 community, affect the formation of the concept of valuing
English as a global language. It suggests that the more favorable impression learners
have toward English speaking countries, the greater awareness they have that English
is a common language for humanity. It suggests that a learner’s interest starts from
various sources and people in the L2 community, after which he or she gradually
expands the notion of English as a language for understanding other people in the
world and for jointly solving global problems for the benefit of humanity.
Integrativeness also has a significant path toward international posture (β
= .98). It suggests that more favorable attitudes toward the L2 community lead to
greater interest in international affairs, careers and people from abroad.
International posture, in turn, predicts ideal L2 self (β = .55), suggesting that
learners’ higher interest in international affairs, career, and people from abroad leads
to stronger visions of the day when they actually use English effectively in their
careers and their lives. In this model, socially constructed expectations (ought-to L2
self) lead to generally favorable feelings toward English speaking countries
(integrativeness), which in turn predicts higher interest in international knowledge,
affairs, people and career (international posture), which predicts the ideal L2 self. In
this way, the model suggests that expectations of significant others (ought-to L2
selves) are indirectly integrated into learners’ own ideal selves.
223

A path from valuing of global English was found to exert direct influence on
motivation (β = .23). It suggests that the more aware the learner is of the significance
of English as a global language, the more motivated the learner is to study English.
This seems logical because if the learners have high awareness of the importance of
English as an international language for the people in the world to understand each
other, they have more reasons to learn it, finding more value and meanings for its
actual use. For example, Rumi commented in the interview:
In order for the world to become one, it is essential that people understand each
others’ cultures, I think. And in order to understand cultures, we need to
understand each others’ languages so the role of English as a common
language for the people in the world is a big one. (Rumi)
This highly motivated learner is aware of the importance of English as the common
language for humanity and commented that English plays an integral role in letting
people from different cultures communicate and thereby gain mutual understanding,
which is an important step for the world to be united as one. This attitude of valuing of
English as a global language seems to be one of the contributing factors leading the
learner to higher motivation. The path from valuing of global English to motivation,
however, had a weak path weight of .23. This indicates that motivation is complex and
can be influenced by factors other than internationalism, including non-altruistic goals
such as personal advancement or financial gain. Moreover, the path was tested for the
first time in this study. Further studies and replications are needed to confirm the
stability of this path.
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The path from international posture predicted motivation (β = .73), a finding
that corroborated the results of previous studies (Yashima, 2002, Yashima et al., 2004).
This suggests that the learners with higher interest in international affairs, vocation
and people from abroad are more motivated to study English.
Motivation directly predicted linguistic self-confidence (β = .67), corroborating
previous studies (Peng & Woodrow, 2010; Yashima, 2002; Yashima et al., 2004)
indicating that higher motivation leads to higher self-confidence, which in turn
predicts WTC. It implies that if a learner is highly motivated to learn, motivation
overcomes anxiety and confidence tends to dominate the emotional space, although
other relationships such as higher self-confidence leading to higher motivation, or high
motivation generating anxiety, could be hypothesized.
Motivation also exerted a direct influence on the ideal L2 self (β = .40),
corroborating the results of recent studies that report positive correlations between the
ideal L2 self and motivation (Al-Shehri, 2009; Ryan, 2009). The path from motivation
to the ideal L2 self in this study suggests that the learner’s higher motivation leads to
more imagination of the day when they are active in their career with high English
skills. Previous studies show ideal L2 self predicts motivation; however, in this
classroom model, the path from motivation to ideal L2 self was found to be significant,
which implies a reciprocal dynamic relationship between the two constructs. In doing
classroom tasks and projects designed to trigger students’ ideal selves, higher
motivation is likely to lead to more intense imagination of the future, when they use
English fluently in the real world.
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A negative path from anxiety to linguistic self-confidence (β = -.46),
corroborating the results of previous studies (Hashimoto, 2002; MacIntyre, 1994;
MacIntyre & Charos, 1996). It is logical that more anxiety leads to less confidence,
whereas if one is less anxious in communication in an L2, he or she is more confident
in communicating in an L2.
The direct path from linguistic self-confidence to WTC (β = .46) was found to
be the second strongest predictor of L2 WTC. It is logical that those who have higher
linguistic self-confidence are more willing to communicate in English. Previous
researchers (Hashimoto, 2002; Peng & Woodrow, 2010; Yashima, 2002; Yashima et
al., 2004) have found self-confidence to be the strongest predictor of WTC. Although
ideal L2 self proved to be a slightly stronger predictor in this study, self-confidence
was nevertheless a strong and significant predictor of WTC, corroborating the effect of
self-confidence indicated in previous studies.
The ideal L2 self was found to be the strongest predictor of L2 WTC (β = .51).
With the participants in this study, the ideal self had a little more influence over WTC
than linguistic self-confidence. This path was tested for the first time in this study.
With this path and the previously mentioned path from linguistic self-confidence to
WTC, Dörnyei’s (2005) hypothesis that the interplay of the ideal L2 self and linguistic
self-confidence results in L2 WTC was supported. The direct path from the ideal L2
self to WTC implies that learners who imagine more of their self-actualizing future
selves using English as proficient speakers are more willing to communicate in an L2.
More imagination leads to more willingness, connecting the classroom with their
future. It seems reasonable that if learners imagine their ideal selves as proficient in
226

English in their future careers, they would more likely be willing and active in actually
trying to communicate with people using English.
L2 WTC significantly predicts learners’ frequency of communication (β = .87).
It suggests that the more willing learners are to communicate in English, the more
frequently they will initiate conversation. The result confirms the findings in previous
studies (Hashimoto, 2002; Yashima et al., 2004).

Research Question 2
The second research question concerned the structural relationship among L2
learning motivation, ideal L2 self, self-reported L2 WTC, and observed L2 use. The
purpose was to explore whether self-reported WTC predicts actual L2 use in the
classroom. The model presented in Figure 37 represents an excellent fit of the model
to the data. The hypothesized relationships among L2 learning motivation, ideal L2
self, L2 WTC and actual L2 use in the classroom were supported. Self-reported WTC
directly predicted L2 use (β = .68), suggesting that overall, students’ willingness to
communicate was manifested in actual L2 communication with their peers in the
classroom, whereas L2 learning motivation and ideal L2 self had only an indirect
effect on observed L2 use through L2 WTC.
Contemporary language learning pedagogy has placed substantial importance
on student interactions in communicative tasks in the classroom, with a view to
enhance students’ communicative proficiency. In communicative language classes, it
is essential that students engage in communicative activities, the success of which
largely depends upon the degree of learners’ willingness to communicate and their
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actual engagement in communicative tasks. Communicative tasks are effective in
enhancing communicative skills only if learners actively engage in interactional tasks
and produce a certain amount of L2 output in proportion to their WTC. Therefore, L2
oral production is essential and is a prerequisite in any linguistic and cognitive
processes discussed in numerous studies on L2 tasks. In this sense, the result of this
study that WTC predicted actual L2 use in the classroom is an important contribution
to the field.
In this study, learners’ oral performance was measured only by the criterion of
the number of words they produced during the tasks and discussions. It would be of
interest to examine the quality of learner’s language output such as complexity,
accuracy and fluency in relation to learner’s WTC. It would also be of interest to
examine the content of learners’ oral production and explore the quality of their
contribution to the discussions in relation to their WTC.
In Dörnyei and Kormos’ (2000) study, the authors found no significant
correlations between oral performance (number of words students produced) and
either L1 WTC or any social variables for 46 Hungarian students. When they divided
the participants into two groups, positive correlation between oral performance and L1
WTC was found only among high task-attitude learners but not among low taskattitude learners. In this study, students in the visualization group imagined their ideal
future selves and students in the visualization plus goal-setting group visualized and
set the speaking-goals as they engaged in tasks and discussions in groups. Through
this process, the majority of students’ attitudes toward the tasks likely became more
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positive than under the non-treatment condition, which would positively affect the
relationship between L2 WTC and L2 use.
L2 use in Figure 37 represents observed L2 use predicted by L2 WTC (β = .68),
whereas frequency of L2 communication in figure 35 for research question 1,
represents a self-reported variable strongly predicted by L2 WTC (β = .87).
Theoretically, observed L2 use and the number of words learners produce during
discussions and in pedagogical tasks are closely related. In this study, both were
predicted by L2 WTC. However, these two constructs are not exactly the same, as
shown by the different path weights. As MacIntyre et al. (2001) acknowledged, there
is a difference between “thinking about communicating in the L2” and “actually doing
it” (p. 377). Moreover, as explained in the Methods Chapter, in actual classroom
activities, frequency did not have correlate with L2 WTC because, in many cases, the
students took approximately the same number of turns in the 10-minute discussions.
Moreover, frequency of L2 communication was measured by self-report; therefore, the
participants’ responses might have been affected by various problems that can afflict
questionnaire data, such as the Hawthorne effect and self-flattery.

Research Question 3
The third research question concerned whether WTC and ideal L2 self differ
for male and female students. The results of a MANOVA suggested that a significant
effect of gender was found for both L2 WTC and ideal L2 self. The results of this
study revealed higher L2 WTC and higher ideal L2 self for female participants.
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This study is the first to have tested the gender differences in L2 WTC in the
Japanese EFL context and yielded similar results to previous findings in French
immersion settings (MacIntyre, Baker, Clément, & Donovan, 2002), which reported
higher WTC for junior high school female students than their male counterparts. The
impact of gender measured by the effect size was medium (.09) and was larger for the
participants in this study than for the immersion students (.032).
In studies conducted in Iran (Alemietal, 2013) and in China (Jing, 2013),
female participants reported slightly higher WTC than their male counterparts, but the
effect of gender was not significant. In contrast, the impact of gender was significant
in this study. Moreover, the results of this study indicated a larger impact of gender on
WTC than in the immersion context in Canada. In previous studies, scholars (e.g., Hsu,
2004) have applied either genetic or cultural perspectives to discuss gender differences
in communication. One possible reason for the significant effect of gender on WTC in
the Japanese university context is that in Japan, women are traditionally associated
with talkativeness and willingness to engage in conversation. For example, there is an
expression such as “When three women get together, they talk a lot “(Sanninn yoreba
kashimashii). Moreover, the Chinese character for kashimashii, which means talkative
and noisy, is composed of three Chinese characters (姦しい) that mean woman. This
stereotypical tendency of Japanese women to engage in conversations might have
transferred to their willingness to talk in an L2. Regarding ideal L2 self, the results of
this study confirmed the result from Ryan (2009), who reported significantly higher
ideal L2 self scores for female participants. However, effect size was much smaller for
this study than Ryan’s (2009) study (.10 vs. .46). Studies on gender differences on
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ideal L2 self on EFL contexts are still scarce; therefore, further studies are needed to
explore this issue.

Research Question 4
The fourth research question concerned whether WTC can be enhanced by
treatments such as visualization and visualization plus goal-setting. The ANCOVA
came close but failed to achieve statistical significance (.058). The ANCOVA results
showed that the non-treatment group had the smallest, insignificant increase in WTC,
the visualization treatment group had a larger increase, and the visualization plus goalsetting treatment group had the largest increase in WTC. Follow-up tests indicated that
the visualization-only was not significantly different from the non-treatment group.
The visualization plus goal-setting treatment, however, was significantly different
from the visualization treatment and by implication significantly different from the
non-treatment group.
Although the increase in WTC scores among students in the visualization
treatment group was not significantly different from the non-treatment group, students
in the visualization group showed signs of increased motivation and increased WTC in
their comments on the open questionnaires. As they engaged in tasks and projects,
students in the visualization group visualized the day when they will be active in their
career using English in the real world, and that the imaginative aspect of learners’
psychology seems to be leading them to higher WTC and higher motivation, bridging
English classes with their future.
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In the open questionnaire many students mentioned that they were impressed
by the unique and interesting ideas of their group members. They also reported that by
engaging in creative thinking in the group project to virtually plan and create
something unique for the betterment of the world, they visualized their ideal future
selves and connected the classroom experiences with their future careers in society.
For example, Sho commented:
At first, I thought I wasn’t able to generate ideas to create something new. But
I realized that there were ideas that sprang up through talking with my peers.
Even unrealistic imaginary ideas gradually became rather concrete and realistic
and it was fun. I thought that developing new products might be like that.
Exchanging ideas in English was fun but at the same time it was difficult. But
it became more natural for me to have discussions in English and I can imagine
myself someday in the future creating some new products through discussions
in English. (Sho)
For this student what had seemed a daunting task—creating a new, original product—
turned into a joy, and he enjoyed the process of collaboratively turning abstract
concepts into concrete ideas through discussions in English. Through talking with
group members with a sense of relatedness, students came up with their own ideas and
imagined the day when they would be creating something new in a team using English
in the world.
Several students expressed their wish to do a similar project with international
students on campus in order to have a real sense of an international experience.
Several other students mentioned that they felt that they might somehow be able to
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contribute to the betterment of the world in the future through collaboratively working
together in a group project in society. For example, Hiro commented:
There are countless problems to solve in this world. Solving all these problems
may be very difficult. Perhaps not working alone, but through thinking and
having discussions in groups, broadening knowledge and exchanging opinions,
maybe things can be improved. This came to me when we were talking in
groups. As a university student, there are many unfathomable things in the
world but I noticed new things through discussing, researching, and presenting.
I still am not exactly sure what kind of career I’m going to choose but I’m sure
there will be opportunities to use English in my future career, so I’d like to
apply what I experienced in these classes in the real world. (Hiro)
This student expressed his optimistic belief that numerous problems on this planet
could be solved through broadening of our perspectives with wider knowledge and
collaboratively generating creative ideas through team work. He is not quite sure of
his future career yet, but is aware of the importance of English in his future, and
expressed his wish to apply what he learned in class to society, connecting the
classroom with his future ideal self.
The increase in WTC scores among students in the visualization plus goalsetting group differed significantly from that of the visualization group and by
implication from the non-treatment group. As eliciting future possible selves evokes
planning for the future (Segal, 2006), for the second treatment, goal-setting activities
were introduced in which students initially set their lifetime achievement goals and
gradually narrowed down their goals to semester goals, then to speaking goals in each
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class. The result implies that through visualizing their ideal future selves and setting
the SMART (specific, measureable, achievable, relevant and time-bound) goals
(Appendix M) to achieve their ideal future selves, their English classes and their future
self-actualizing selves were connected, which might have created the significant
increase in WTC over students in the visualization group and by implication the nontreatment group.
In the open questionnaire, several students in the goal-setting group showed
signs of increased confidence in communicating in English. For example, Yuri
commented:
Even when I had good ideas, it was hard to actually express them in English.
But it was a good experience because even with my limited capacity in
English, I was able to express my opinions and was able to make myself
understood in English. It’s hard to find time to study English but I want to
find time and continue studying, because I think it’s important for my future
career. (Yuri)
This student seemed to relish the experience of being able to express her opinions in
English. Though it was difficult for her to express her ideas with her limited
proficiency, she tried and was able to successfully get her message across to her group
members. Through this experience of trial and success, she showed increased
confidence in communicating in English. With this confidence, she is now ready to
take a step forward, and she expresses her wish to continue studying English for her
future.
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Many students in the goal-setting group referred to their personal dreams and
goals for their future as they expressed their willingness and wish to communicate
with people from different parts of the world in their future careers. For example, Eri
commented:
The creative thinking project was fun. If people from different countries and
regions bring their ideas together, I think various creative ideas can be
generated. People have cultures and values different from ours, so
unimaginably diverse ideas must pop up. These days, communicating in
English is common in the world, so English ability is essential when I want to
express my ideas, as well as when I want to listen to others. My dream is to
become an aircraft mechanic or a motorcycle designer. I think these are fields
in which people can generate new ideas and collaboratively build something
new. The sense of achievement we would share in completing what we had
aimed for must be indescribable. (Eri)
After enjoying the classroom project of virtually creating something new and original,
this student extended her imagination into the future and into the wider multicultural
global community, where people with completely different senses of values and
backgrounds work together to generate unique ideas. She expressed her wish to fulfill
her dream of becoming an engineer, a field in which people share creative thoughts to
work toward the same goal of completing a project. In her imagination, she jumps to a
future day when she will be able to share the joy of creating something new in the
global community of engineers. Her excitement through imagining her future ideal
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self seems to be having an impact on enhancing WTC and motivation, transcending
time and space, bridging English classes to her future.
Many other students expressed their desire to study English harder because
they felt the immediate need to improve their English skills in order to express
complicated ideas in discussion, and because they felt that English was going to be
important in their future careers. For example, Kazu, after mentioning his career goal,
expressed his commitment to studying harder so he would be able to freely express his
ideas in English.
My dream is to develop new products through active discussion with people in
the world. This is my career goal. I think talking and debating only with
Japanese people, using only Japanese, has limitations. I’m studying hard so I
will be able to express my opinions in English. (Kazu)
This student expressed a clear goal and described his future self-image as a specialist
in his field, working together with people in the world to develop new products. He
expressed his willingness and desire to free himself from the limitations of the
Japanese community and the Japanese language itself to join the global community of
scientists and engineers and to actively communicate in English with other people in
his field. Envisioning his ideal self seems to be inspiring him to increased WTC and
motivation.
In this study, the non-treatment group did not show a significant increase in
WTC after one academic semester of instruction in spite of a substantial number of
communicative activities. This result corresponds with previous research findings that
WTC remained stable in EFL classes. The visualization group increased their WTC
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significantly and the visualization plus goal-setting group showed the larger
significant increase.
Comparison of the mean differences among the three groups showed that the
visualization only did not lead to the significantly larger increase in WTC over the
non-treatment group. However, learners showed signs of increased WTC and
motivation in their comments, bridging English classes to their future. As the plots
(Figure 40) showed an upward trend, it might be possible that one semester was not
long enough, and that a longer intervention would have a significant effect.
When visualization is combined with goal-setting activities, the effect on
enhancement of WTC was significant over the visualization group and by implication
over the non-treatment group. The findings suggest that goal-setting combined with
visualization is an effective way of enhancing WTC in the classroom. Through the
process of setting lifetime goals and gradually narrowing them down to goals in each
class, it is assumed that learners perceived the proximal goals to be the instrument to
realize the distal goals (Miller & Brickman, 2004).
MacIntyre (2007) described the moment of decision as a volitional action,
(James, 1890; Wolters, 2003) changing the condition of wish into will. Students in the
visualization plus goal-setting group articulated the speaking goals in each class,
consciously changed their wish into will, and acted rationally to cross the Rubicon
(Corno, 1993, 2001) to achieve their speaking goals. It is assumed that small
achievements in each class, which were accumulated overtime, created the virtuous
circle, and led them to higher confidence, which resulted in higher WTC. Enhancing
ideal L2 self through visualization and enhancing confidence through goal-setting,
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seem to have led students to higher WTC, supporting Dörnyei’s (2005) hypothesis that
L2 WTC is the resultant of the interplay of linguistic self-confidence and ideal L2 self.
In the open questionnaires, students mentioned that they felt more willing and
comfortable about expressing their ideas, and expressed their wish and will to become
more proficient, visualizing their ideal future. Sometimes, learners’ ideal selves are
still vaguely defined, but can potentially be quite ambitious, as in the case of someone
who is generating innovative ideas through collaboratively working using English, for
tackling issues with broad knowledge and originality. Students in the goal-setting
group created their concrete future ideal selves, working with people with multiethnic
multicultural backgrounds and extended their imagination to the wider world of the
global community, where they would someday be active in their careers.

Theoretical Implications
First, the structural relationships among the ten variables (Research question 1)
revealed that the impact of integrativeness on L2 WTC was indirect and channeled
through other variables. This finding corresponds with MacIntyre et al.’s (1998)
theory, represented in the heuristic pyramid model, in which intergroup climate, which
represents the attitude toward the L2 community, is situated at the bottom of the
pyramid. It therefore has a distal impact on L2 WTC.
Second, in this study, L2 WTC had a direct impact on observed L2 use (β
= .67). This finding corresponds with MacIntyre et al.’s (1998) theory proposed in the
heuristic pyramid model, in which behavioral intention (WTC) leads to behavior (L2
use). In MacIntyre et al.’s model, L2 use is situated at the top of the pyramid just
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above WTC, suggesting that behavioral intention (WTC) leads to actual behavior of
initiating a talk (L2 use). This conforms to the theory of planned behavior (Ajzen,
1998, 2005), which holds that the intention to engage in a certain behavior is the most
immediate cause of that behavior.
Third, in this study, the visualization plus goal-setting treatment group
enhanced their WTC significantly more than the visualization only group. The theory
of planned behavior (Ajzen, 1998, 2005) suggests that the intention to engage in an
action, and the person’s control over the behavior are the two most immediate
antecedents of behavior. In this study, the intention to engage in an action is
represented by WTC; a person’s control over the behavior is represented by the
learners’ choice whether to talk or not, and actual behavior is represented by the
learners’ observed L2 use.
Three antecedents of intention are subjective norm, perceived behavioral
control, and attitude toward behavior (Ajzen, 1998, 2005). Subjective norms arise
from people’s belief that significant others expect them to engage in certain actions,
which leads to their motivation to comply with their expectations (Ajzen, 1998, 2005).
In this study, the participants in the goal-setting treatment group set speaking goals
before engaging in group discussions; hence, they knew that everybody else had set
their goals. Therefore, it is assumed that every member of the group expected other
group members to talk, which means that contributing to the discussions became the
subjective norm.
Perceived behavioral control arises from an individual’s perceived difficulty of
engaging in the specific behavior (Ajzen, 1998, 2005). In this study, participants set
239

SMART goals (specific, measureable, achievable, relevant, and time-bound). Because
learners set goals that seemed achievable to them, it is assumed that the participants’
perceived difficulty of engaging in the specific behavior, in terms of achieving their
goals in speaking, was not very high.
Attitudes toward a behavior are based on beliefs about the consequences of the
behavior and the wish to experience those consequences (Ajzen, 1998, 2005). The
participants in this study self-evaluated their performance after each discussion.
Therefore, it is assumed that they wished to experience a sense of achievement as a
result of achieving their goals of speaking in the discussions.
It can be theorized that with an agreeable attitude to the subjective norm,
behavioral attitude, and with greater behavioral control, individuals are more likely to
express their behavioral intention (WTC) in actual behavior (L2 use); these factors
might have contributed to the enhancement of WTC at the end of the academic
semester.

Pedagogical Implications
First, it is noteworthy that among the participants in the present study, the ideal
L2 self was found to be the most significant predictor of overall L2 WTC and the
pedagogical implication of the strong impact of the ideal L2 self on L2 WTC is of
paramount importance, suggesting the potential application of various motivational
strategies to enhance L2 WTC through triggering learners’ ideal L2 selves.
Second, the relative effectiveness of visualization and goal-setting activities
are potentially of interest to practitioners who are looking for concrete ways to
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enhance students’ L2 WTC. Though in this study it was found that visualization alone
did not significantly increase L2 WTC compared to the non-treatment group, students
expressed signs of increased motivation and L2 WTC in many ways, bridging English
classes with their careers. Practitioners who are looking for ways to enhance learners’
L2 WTC might want to add some extra activities to make this treatment more
powerful. For example, activities could be planned to help students to develop more
detailed pictures of their desired proficiency. A brief Yoga visualization might also be
integrated into the classroom to boost learners’ power of imagination and confidence.
Third, I suggest that practitioners who are interested in enhancing learners’ L2
WTC through bridging English classes to their futures could integrate visualization
plus goal-setting activities in their classrooms to enhance L2 WTC and to promote
actual communication among learners. Of course, a pedagogical decision needs to be
made whether spending the necessary time to do the activities would meet the purpose
of the course or not. The implication of this study is that for researchers and
practitioners interested in creating activities to enhance learners’ L2 WTC through
bridging English classes to learners’ future, connecting the proximal goals in the class
to their distal goals in the future (Miller & Brickman, 2004) seems to be an important
aspect for the success of the activities.
Fourth, I would like to suggest that gender diversity is preferable, whenever
possible, in grouping students to promote active communication. This suggestion is
based on the findings of this study that (a) female students have higher L2 WTC, and
(b) L2 WTC predicted actual L2 use in the classroom. In addition, students described
in the open questionnaires how they feel willing to communicate when everybody is
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talking. Higher L2 WTC leads to higher L2 use and, if a virtuous circle is created, it is
possible that everybody will join in.
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CHAPTER 7
CONCLUSION AND IMPLICATIONS

In this chapter, I first summarize the findings of the study. Following the
summary, I present some limitations of the study and offer some possible directions
for future research. Finally, I conclude this chapter with my own reflections and
thoughts on the issues of willingness to communicate and learners’ future identities.

Summary of the Present Study
In this study, first, Dörnyei’s (2005) hypothesis that L2 WTC is the “resultant
of the interplay of linguistic self-confidence and the Ideal L2 Self” (p. 210) has been
supported. It is noteworthy that among the participants in the present study, the ideal
L2 self was found to be the most significant predictor of overall L2 WTC.
The comprehensive structural relationships among ten variables (i.e., anxiety,
L2 learning motivation, integrativeness, international posture, ought-to L2 self, ideal
L2 self, L2 linguistic self-confidence, valuing of global English, L2 WTC, frequency
of L2 communication) presented new perspectives, representing the psychological
landscapes of EFL learners’ WTC in this transitional period of identity and motivation
in a globalizing world. Learners’ early experiences of sharing English cultural
experiences with their parents as well as their current experiences of different English
cultures with their peers lead to their enhanced integrativeness (or a favorable
disposition toward their L2 community). This is gradually expanded to the notion of
valuing English as a global language, which in turn leads to higher motivation. Higher
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motivation gives rise to greater imagination of their futures in terms of being active in
their future careers with ideal proficiency in English. Again this in turn leads to greater
willingness to communicate. Integrativeness also engenders stronger interest in
international friends, affairs and vocation, and this results in more intense imagination
of the day when learners are active in their careers using English (the ideal L2 self),
which in turn leads to willingness to communicate, the antecedent of frequency of
communication. In the model introduced in the current study, learners’ socially
constructed self (ought-to L2 self), expectations from significant others including their
parents and peers, which partly belong to childhood experiences with their parents, are
integrated, through their current motivational attitudes (integrativeness, valuing of
global English and motivation) into their future self-identities (the ideal L2 self). In
this way, learners’ past and present are integrated into their ideal self-identities,
pointing them toward their future.
Second, concerning whether self-reported L2 WTC predicts actual L2 use in
the classroom, the hypothesized relationship between L2 WTC and actual L2 use in
the classroom was supported. Self-reported L2 WTC predicted observed L2 use in the
classroom, suggesting that, overall, participants in this study successfully expressed
their willingness to communicate in actual L2 communication with their peers in the
classroom.
Third, regarding the effect of gender on L2 WTC and the ideal L2 self, the
MANOVA results indicated a significant effect for gender on both L2 WTC and the
ideal L2 self. The results of this study revealed higher L2 WTC and higher ideal L2
self for female participants than their male counterparts, confirming the results of a
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previous study (Ryan, 2009) on gender differences in the ideal L2 self and mirroring
similar findings from previous studies on gender differences in L2 WTC in French
immersion settings (MacIntyre et al., 2002).
Fourth, concerning whether L2 WTC can be enhanced by treatments such as
visualization and goal-setting, the ANCOVA results suggested that visualization
treatment alone was not effective in enhancing learners’ L2 WTC over the nontreatment group. When visualization is combined with goal-setting, the increase in
learners’ L2 WTC was significantly larger compared to the visualization group, and by
implication, significantly even larger compared to the non-treatment group. Although
future research with a larger control group is needed to resolve the ambiguity of the
main effect failing to reach significance, it can be cautiously concluded that enhancing
treatments such as visualization and goal-setting, if they are ample and sufficient, can
increase L2 WTC.

Limitations of the Study
First, the analytic results of structural equation modeling might entail further
empirical exploration and replication. In particular, the path from the ideal L2 self to
willingness to communicate, which was tested for the first time in this study, needs
further evidence for the stability of the implied causal relationship to be supported.
Second, the results of this study might not be generalizable to other EFL
contexts in Japan and elsewhere. This is because the core participants in this study
were Japanese students studying at two competitive universities in the Tokyo
metropolitan area. Though efforts were made to collect additional data from
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participants at various academic levels (i.e., with different hensachi) for crossvalidation, all additional participants also came from the Tokyo metropolitan area,
many of whom were also drawn from competitive universities. Overall, their general
cognitive ability, motivation to learn English, and their English proficiency are mostly
higher than average. These elements in individual differences might separate them
from many other EFL students in Japan in some considerable ways.
Third, as a large portion of this study is based on self-reported questionnaires,
participants’ responses might have been affected by various problems that can afflict
questionnaire data. For example, the participants’ responses might have been
influenced by mono-method bias, which concerns using a single method (e.g.,
questionnaire) to gather data. This issue makes the fit of the data to the model
ambiguous to some degree, as some of the covariance is attributable to the method of
measurement. Second, responses might have been influenced by social desirability.
That is, students might have responded in a way that is socially desirable in a Japanese
context, rather than expressed their true feelings or motivations. This social dimension
might potentially have interfered with the interpretation of individual differences and
average tendencies. In addition, a possible Hawthorne effect needs to be
acknowledged: Some of the participants might have worked harder because they
realized that they were research participants, and this might have influenced their
responses. Another possibility is the halo effect. Some students might have responded
positively to please their teacher, especially because the researcher taught the classes,
did the surveys, and examined the effects of visualization and goal-setting on the
enhancement of L2 WTC. Therefore, analytic results of the effect of the treatment
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need replication and further exploration by other researchers. As current ethical
standards require that research participants be both willing and informed, Hawthorn
and halo effects are to some degree unavoidable.
Lastly, the measurement of frequency of L2 communication should be noted.
Students completed the questionnaires at the beginning of the semester, so they might
have thought about their frequency of L2 communication in past courses; possibly the
previous semester or perhaps their entire English career. Therefore, there was potential
ambiguity in this measure.

Suggestions for Future Research
This study attempted to reveal a holistic picture of L2 WTC in the Japanese
EFL context, through testing a model integrating the imaginative aspect of learner’s
future identities, and then testing a second model, integrating the observed measures,
and finally, exploring the relative effects of visualization and goal-setting on
enhancing L2 WTC. The key findings of this study, I hope, will be applied to further
enhance learners’ communicative abilities. For future studies, I would like to suggest
that the following issues be investigated.
First, the structural model presented in this study (Research question 1)
presented the dynamic interaction of a full range of attitudinal motivational variables,
as well as integrated the future-oriented temporal aspect, to represent the complex
evolving nature of learner’s psychology in this transitional period of identity and
motivation in a globalizing world. As mentioned above, the analytic results of
structural equation modeling might need further empirical exploration, especially with
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regard to the path that was tested for the first time in this study (the path from the ideal
L2 self to willingness to communicate), for further evidence to support the stability of
the implied causal relationships.
Second, in this study, data were randomly split into two groups in order to test
the generalizability of the study (Research question 1). However, it would be of
interest to split the data in different ways to test and compare the two models. For
example, data could be split into high L2 WTC learners and low L2 WTC learners to
examine the differential impact of the ideal L2 self on L2 WTC among high WTC
learners and low WTC learners. In this way, it would be possible to predict whether
the lessons involving visualization of ideal L2 self to enhance L2 WTC are more
effective for high WTC learners or low WTC learners.
Third, the participants in this study were all university EFL learners. It seems
to be worthwhile to explore whether the same model applies to elementary school
pupils, junior high school students and senior high school students. It would then be of
interest to compare the differential impact of affective, attitudinal, motivational
variables on L2 WTC and communication, according to age group, to explore the
similarities and differences in the nature of their L2 WTC. At the same time,
examining other key findings of this study (for example, whether L2 WTC predicts
actual L2 use, gender differences, and the effectiveness of visualization and goalsetting treatments, in elementary, junior high and senior high levels) would also be of
interest.
Fourth, in this study, learners’ oral performance was measured only by the
number of words they produced during the tasks and discussions. It would be of
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interest to examine the quality of learner’s language output: such as complexity,
accuracy and fluency in relation to learner’s L2 WTC. It would also be of interest to
investigate (a) learners’ behavioral, observable enthusiasm in engaging in tasks, and
(b) the content of learners’ oral production, in order to explore the quality of their
contribution to the discussions in relation to their L2 WTC. In this way, the
relationship between L2 WTC and learners’ actual communication in the classroom
could be more holistically revealed.
Fifth, in this study, the relative effects of visualization and goal-setting were
examined over one academic semester. A longer longitudinal study could be
conducted to explore the effectiveness of these treatments on enhancing L2 WTC and
other attitudinal motivational variables. It would be also be of interest to examine
whether increase in WTC is related to increase in fluency, accuracy and complexity,
which would help connect L2 WTC to other SLA research studies. In this sense,
integrating Working Memory into the study of L2 WTC would also be of interest.
Sixth, in this study, the overall effectiveness of visualization and goal-setting
was examined. As the next step, it would be of interest to explore whether these
treatments have differential effects on gender, high/low ideal self learners or high/low
WTC learners. It would also be of interest to include the aspect of goal-orientation
(learning goal orientation vs. performance goal orientation, following Seijts et al.,
2004) as individual differences factor in examining the effectiveness of goal-setting
treatment in EFL classes.
Seventh, the effectiveness of intervention on enhancement of WTC might
interact with the teacher factor, such as teachers’ personality trait (e.g., agreeableness,
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following Goldberg, 1992, 1993), or teachers’ beliefs in certain teaching approaches.
It might be of interest to connect WTC study with investigations of teacher belief, for
example, to explore the interaction between teacher factor and learner’s WTC.

Conclusions
The genesis of this study came from trying to meet the challenge of creating a
classroom where everyone would feel more comfortable about speaking up and would
also turn their willingness to communicate to their actual communication in the
classroom. Applying the findings of the preliminary results of structural modeling that
the ideal L2 self predicted WTC, with 178 students in 2010, the treatments were
prepared and applied to enhance learners’ WTC. Enhancing WTC, which is the
antecedent of actual communication, might offer a key to conquering the general trend
of the ‘inward-looking’ nature found among Japanese youths. Participants in this study
expressed their willingness and wish to go out into the global community to meet and
communicate with people in the world to collaboratively create unique original
products in the future, thus connecting the classroom with their future through
visualizing their ideal future selves.
In an EFL context, where students have scarce opportunities to use English
outside the classroom, the ideal L2 self is especially relevant. Even in a classroom
where all the learners share the same mother tongue, learners can freely imagine their
future ideal selves using English and visualize that they are going to take the
stewardship of the planet. They envisioned belonging to a larger global community,
where people work toward mutual understanding and exchange opinions using English
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to tackle issues for the sustainability of humanity. As discussed in the previous chapter,
the students wrote that they were impressed by the interesting ideas expressed by their
group members and they appreciated each person’s uniqueness. They also extended
their thoughts to the wider world of global community where more diverse more
dynamic thoughts and actions are always created, as well as had a sense of the
possibility of collaboratively contributing to the betterment of the world by utilizing
knowledge and skills in their field.
Feeling generally favorable toward the L2 community is likely not sufficient
for someone to become integrated into the L2 community, let alone the global
community. In such communities, an individual’s unique contribution is a premise
firmly rooted in individualism. This stands in contrast to the traditional collectivism
on which Japanese society has been based, where agreeing with others is the norm,
though Japanese society itself has been changing and has been exploring ways to
transform itself to catch up with the new wave of globalization. Developing unique,
original ideal selves might offer a key to becoming a valued member of the global
community of diversity and variegated values. Developing and creating ideal future
selves in language classes, adding a new layer of global identity, while exploring ways
to create their futures through visualization, and explore ways to achieve their ideal
selves through goal-setting, seem to provide the clues for bright futures for individual
students in this globalizing world, and, potentially, for the future of the planet.
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APPENDIX A
WILLINGNESS TO COMMUNICATE/INDIVIDUAL DIFFERENCES
QUESTIONNAIRE (JAPANESE VERSION)

このアンケートは Willingness to Communicate (英語を話そうという気持ち
(英語を話そうという気持ち)
英語を話そうという気持ち)について研究
し、英語の会話力やプレゼンテーションの力を伸ばす指導に役立てる為のものです。ご協力
宜しくお願いします。成績には全く関係ありませんので安心して正直に答えてください。
学籍番号 ID # (
)
氏名 （
）
性別 (女性 ・男性 ) 年齢 ( ) 才
海外での滞在経験 (有･ 無 )
ある場合の国名・期間 （＿＿＿＿＿＿＿に 年 月から 年 月）
英語力:
TOEFL CASEC
英語力: 英検 : TOEIC

Part I
次の様
次の様な英語を使う機
英語を使う機会があったとして、それぞれの行動を、どの位すすんでするか、ある
いは避けるかを答えてください。

Would rather avoid
0

Slightly willing to
1

Willing to
2

Very much willing to
3

できれば避けたい

少ししてみたい

0

1

機会があればしてみ
たい
2

機会があれば進んで
したい
3

( ) 1. 英語の先生に英語のテレビニュースが早過ぎて聞き取れなかったからからもう一度
聞きたいと言う。
( ) 2. ペアワークの相手に向かって 2 分間自分の夏休みの思い出について話す。
( ) 3. キャンパスで留学生に、どの国から来たのかきいてみる。
( ) 4. 英語の先生に単語の意味をきく。
( ) 5. 自分で 調べたことについてグループのメンバー（5 人）に 2 分間プレゼンテーション
する。
( ) 6. スーパーのレジで前に並んでいる外国人が店員の言うことがわからず困っている様子
なので助けてあげる。
( ) 7. 駅で財布を落とした外国人に「財布を落としましたよ。」と声をかけ財布を渡してあ
げる。
( ) 8. 自分で 調べたことについてペアワーｸの相手に 2 分間プレゼンテーションする。
( ) 9. 英語圏の国から来た 3 人のグループを京都一日観光に連れて行く。
( ) 10. 英語しか話せない友達をパーティーに招待する為に電話をかける。
( )11. 自分で 調べたことについて前に立って、クラス全員に２分間プレゼンテーションす
る。
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(
(
(
(
(
(
(

)12.
)13.
)14.
)15.
)16.
)17.
)18.

道で外国人に尋ねられ、一番近い郵便局への行き方を教えてあげる。
ホストファミリーに電話をかけて滞在させてくれたことにお礼を言う。
自分の趣味について英語の先生からの質問に答える。
外国から本校を訪問している学生に学校を代表して歓迎のスピーチをする。
英語圏の国のホテルを予約する為に電話をかける。
英語の先生に休んでいた時の授業のプリントが欲しいと言う。
グループワークのメンバー（５人）に向かって 2 分間自分の夏休みの思い出について
話す。
( )19. キャンパスで留学生に、“Hi!”と声をかける。
( )20. 立ってクラス全員に対して夏休みの思い出について２分間話す。
Part II
以下の項目についてそれぞれどれくらい自分の考えや気持ちと一致するかを次の尺度に従い、
番号で答えてください。

全くそう思わ
ない
1
(
(
(
(
(
(
(
(

)
)
)
)
)
)
)
)

(

)

(
(

)
)

(
(
(
(
(
(
(
(
(
(
(
(
(
(

)
)
)
)
)
)
)
)
)
)
)
)
)
)

そう思わない
2

僅かにそう思
わない
3

少しそう思う

そう思う

強くそう思う

4

5

6

1.
2.
3.
4.
5.
6.
7.
8.

英語を学ぶことは楽しいと思う。
日本にいる留学生達と友達になりたい。
授業中ペアーワークなどのアクティヴィティーに参加した。
留学生とルームメートになりたい。
自分の話した英語が相手に通じないとあせる。
大学を卒業してからも英語の勉強を続けると思う。
授業中クラスで自ら進んで質問に答えた。
グローバルな問題（環境など）を解決していくには英語を使って世界の人々がコミ
ュニケーションすることが大切だと思う。
9. 英語を使って、いろいろな国から集まった人達と仕事をしている自分自身を時々想
像する。
10. 私の英語力は一般的な日本人より優れていると思う。
11. 私の尊敬する人たちは「英語を勉強することが大事だ」と考えているので、私もそ
う思う。
12. 将来英語を使って活躍している自分を想像するとわくわくする。
13. 将来、国連のような国際機関で仕事をしたい。
14. 英語を使って自分のアイディアを発信していきたい。
15. 自分の英語力が他の学生より低いだろうかと心配になる。
16. 他の学生と比較して英語を熱心に勉強していると思う。
17. 英語で早く話しているのを聞くと、緊張する。
18. 海外青年協力隊の様な開発途上国でのボランティアに興味がある。
19. 英語を上手に話している自分をよく想像する。
20. 英語を話していて単純な間違いをすると恥ずかしいと思う。
21. 英語圏の国にいっても英語で困ることはないと思う。
22. 教養人は英語に堪能であるべきだから、英語を勉強することは大切だと思う。
23. 海外での出来事は私の日常生活とつながっていると思う。
24. 英語が得意だと思う。
25. ネイティヴスピーカーと英語で話すと緊張する。
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26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
46.
47.
48.
49.
50.
51.
52.
53.

授業中グループディスカッションなどのアクティヴィティーに参加した。
もし学校で英語の授業がなくても、自分で勉強すると思う。
将来は海外出張の多い職業に就きたい。
私の親は、「教養ある人になるには英語を勉強すべきだ」と考えていると思う。
英語圏のポップミュージックが好きだ。
授業の前後教室で英語の先生と英語で話した。
私は人類の共通語としての英語を学んでいる。
教室以外で英語の先生と英語で話した。
将来の仕事を考える時、英語を効果的に使っている自分を想像する。
インターネットで海外のニュースを時々読む。
授業中クラスで自ら進んで質問した。
英語の宿題がでると、できる限りはやく始める。
英語を使ってグローバルな問題について考えるのは大切だ。
英語を勉強することは私にとって非常に大切だ。
親しい友達も英語を勉強することは大切だと考えているので私も英語を勉強する。
テレビで海外の出来事についてのニュースをよく見る。
将来は自分の専門分野で地球の未来に貢献したいと思う。
英語圏の人たちについてもっと知りたいと思う。
英語に限らず外国語を習得する才能があると思う。
英語を使って自由に堂々と自己表現している自分を想像すると楽しい。
機会があれば日本にいる留学生達と話がしたい。
英語を使って世界中の様々な人たちと友達になれるといいと思う。
私の周りの人たちは「私が英語を勉強するべきだ」と考えていると思う。
英語圏の人と友達になりたい。
国際会議等で英語を使って自分の研究を発表している自分自身を時々想像する。
友達や家族と海外での出来事についてよく話す。
私の親は英語を勉強するように勧める。
英語圏の人に好印象を持っている。

ご協力、ありがとうございました。
Yoko Munezane (yokomunezane@gmail.com)

272

APPENDIX B
WILLINGNESS TO COMMUNICATE/INDIVIDUAL DIFFERENCES
QUESTIONNAIRE (ENGLISH TRANSLATION)

This questionnaire is for researching Willingness to Communicate in English. I hope the results will
contribute to the betterment of classroom practices of English conversation and presentations. I really
appreciate your cooperation.
Student ID # (
)
Name（ ）
Gender (female・male) Age ( )
Experience of staying overseas (Yes･ No)
If yes, where and from when to when (from to )
English Proficiency:
Step Test TOEIC TOEFL CASEC
Part I
How willing do you think you would feel to speak up in English in the following situations?

Would rather avoid
0
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.

Slightly willing to
1

Willing to
2

Very much willing to
3

Tell your English teacher that you could not understand the English TV news because it was too
fast.
Talk about what you did during the summer vacation for two minutes to your pair-work partner.
Ask a student from abroad on campus where he/she is from.
Ask the meaning of a word to your English teacher.
Present your research for two minutes to your group of five people.
Help a foreigner who is standing just in front of you, having difficulty in communicating at a
cashier, in a supermarket.
Tell a foreigner that he/she has just dropped a purse.
Present your research for two minutes to your partner.
Guide a small group of people from English-speaking countries to Tokyo for one day.
Call a friend who can speak only English to invite him/her to a party.
Present your research two minutes to the class.
Tell a foreigner how to get to the closest post office.
Call your host family to express your appreciation for the stay.
Answer questions from your English teacher about your hobby.
Make a speech as a representative of your school to a group of university students visiting from
abroad.
Call the hotel in the English speaking country to reserve a room.
Tell your English teacher that you need a handout when you were absent.
Talk about what you did during the summer vacation for two minutes to your group of five people.
Say ‘Hi,’ to a student from abroad on campus.
Stand in front of the whole class and talk about what you did during the summer vacation for two
minutes.
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Part II
Strongly
disagree
1
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
46.
47.

Disagree
2

Slightly
disagree
3

Slightly agree

Agree

Strongly agree

4

5

6

I think studying English is a fun.
I want to make friends with international students studying in Japan.
I participated in classroom activities such as pair work.
I would like to share a room with an international student.
I feel impatient if I cannot make myself understood in English.
I think I’ll continue studying English after graduating from university.
I volunteered to answer questions in class.
I think it is important that people in the world communicate in English to solve the global problems.
I sometimes imagine myself working with people from various countries using English.
I think my English proficiency is better than other Japanese in general.
I consider learning English important because the people I respect think that I should learn English.
It’s exciting to imagine myself being active in my career using English.
I want to work in an international organization such as the United Nations.
I would like to express my ideas to the world using English.
I worry that my English proficiency is inferior to that of other students.
I think that I make greater efforts to study English than other students.
I would feel nervous when I hear someone speaking quickly in English.
I’m interested in volunteer activities in developing countries such as participating in Youth
International Development Assistance.
I often imagine myself as someone who speaks English fluently.
I would feel embarrassed when I make a simple mistake in speaking English.
I think that I will have no problem when I visit English-speaking countries.
Studying English is important to me because an educated person is supposed to be able to speak
English.
I think what’s happening overseas has much to do with my daily life.
I think I am good at English.
I would feel nervous speaking to a native speaker in English.
I participated in classroom activities such as group discussion.
If English were not taught at school, I would study it on my own.
I would like to have the kind of work that sends me overseas frequently.
My parents believe that I must study English to be an educated person.
I like English Pop music.
I talked with my English teacher(s) inside the classroom.
I’m studying English as a common communication tool for humanity.
I talked with my English teacher(s) outside the classroom.
Whenever I think of my future career, I imagine myself being able to speak English.
I sometimes read the news overseas on the Internet.
I volunteered to ask questions in class.
I try to start working on an English assignment as soon as possible.
It’s important to think about global issues using English.
It’s extremely important for me to study English.
I study English because close friends of mine think it is important.
I often watch TV news on events overseas.
I would like to contribute to the world in my field in the future.
I want to know more about the people living in English speaking countries.
I have an aptitude for learning foreign languages.
It’s exciting to imagine myself expressing myself freely and confidently in English.
If there is an opportunity, I would like to talk to international students in Japan.
I would like to be friends with many people in the world using English.
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48.
49.
50.
51.
52.
53.

Learning English is necessary because people surrounding me expect me to do so.
I want to be friends with people in English speaking countries.
I sometimes imagine myself presenting my research at an international conference using English.
I often talk about events overseas with my friends and family.
My parents encourage me to study English.
I have a favorable impression towards people in English speaking countries.
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APPENDIX C
CONSENT FORM (JAPANESE VERSION)

同意書
本状はWillingness to Communicate (英語を話そうという気持ち)についての研究へのご協力
をお願いするものです。研究目的は研究結果を英語の会話力やプレゼンテーションの力を伸
ばす指導に役てることです。ご理解の上ご協力宜しくお願い致します。

・
・
・
・
・
・

協力は任意です。
いつでも質問をお受けします。
いつでも無条件で協力の意思を撤回することができます。
インタヴューに応じていただくことがあります。
クラスでのディスカッションを録音させていただくことがあります。
研究結果に関するすべての論文・発表において、本人を特定する情報はいっさい公開し
ません。
・ 成績には全く関係ありません。

私は Yoko Munezane (宗実陽子)の、Willingness to Communicate （英語を話そうという気持
ち）についての研究に協力することに同意します。

署名＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿
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日付……………….

APPENDIX D
CONSENT FORM (ENGLISH VERSION)

You are being asked to participate in a research study on Willingness to Communicate
in English by Yoko Munezane. I hope the results will contribute to the betterment of
classroom practices of English conversation and presentations. I really appreciate your
cooperation.
-The participation is voluntary.
-You are free to ask questions.
-You are free to withdraw at any time.
-Some of you will be interviewed.
-Some parts of classroom discussions will be audio recorded.
-All information you provide will be treated as confidential and will be anonymised.
-The results of your participation will not affect your course grade at all.

I agree to take part in the study on Willingness to Communicate by Yoko Munezane.

Signature＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿Date…………….
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APPENDIX E
INDIVIDUAL DIFFERENCES SCALES BY CONSTRUCT
(JAPANESE TRANSLATION)
1. L2 Learning Motivation
Intrinsic Motivation/ Importance of learning English
1. 英語を学ぶことは楽しいと思う。
2. 大学を卒業してからも英語の勉強を続けると思う。
3. 英語を勉強することは私にとって非常に大切だ。
4.もし学校で英語の授業がなくても、自分で勉強すると思う。
5. 英語の宿題がでると、できる限りはやく始める。

2. International Posture
Intergroup Approach
1. 日本にいる留学生達と友達になりたい。
2. 留学生とルームメートになりたい。
3. 英語を使って世界中の様々な人たちと友達になれるといいと思う。
4. 機会があれば日本にいる留学生達と話がしたい。
Interest in International Vocation
1. 将来、国連のような国際機関で仕事をしたい。
2. 英語を使って自分のアイディアを発信していきたい。
3. 海外青年協力隊の様な開発途上国でのボランティアに興味がある。
4. 海外での出来事は私の日常生活とつながっていると思う。
5. 将来は海外出張の多い職業に就きたい。
6. 将来は自分の専門分野で地球の未来に貢献したいと思う。
Interest in Foreign Affairs
1. インターネットで海外のニュースを時々読む。
2. テレビで海外の出来事についてのニュースをよく見る。
3. 友達や家族と海外での出来事についてよく話す。
3. L2 Learning Anxiety
1. 自分の話した英語が相手に通じないとあせる。
2. 英語を話していて単純な間違いをすると恥ずかしいと思う。
3. ネイティヴスピーカーと英語で話すと緊張する。
4. 自分の英語力が他の学生より低いだろうかと心配になる。
5. 英語で早く話しているのを聞くと、緊張する。
4. Frequency of L2 Communication
1. 授業中ペアーワークなどのアクティヴィティーに参加した。
2. 授業中グループディスカッションなどのアクティヴィティーに参加した。
3. 授業中クラスで自ら進んで質問に答えた。
4. 授業の前後教室で英語の先生と英語で話した。
5. 教室以外で英語の先生と英語で話した。
6. 授業中クラスで自ら進んで質問した。
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5. Valuing of Global English
1. 私は人類の共通語としての英語を学んでいる。
2. グローバルな問題（環境など）を解決していくには英語を使って世界の人々がコミュニケ
ーションすることが大切だと思う。
3. 英語を使ってグローバルな問題について考えるのは大切だ。
6. Ideal L2 Self
1. 英語を使って、いろいろな国から集まった人達と仕事をしている自分自身を時々想像する。
2. 将来の仕事を考える時、英語を効果的に使っている自分を想像する。
3. 国際会議等で英語を使って自分の研究を発表している自分自身を時々想像する。
4. 英語を上手に話している自分をよく想像する。
5. 将来英語を使って活躍している自分を想像するとわくわくする。
6. 英語を使って自由に堂々と自己表現している自分を想像すると楽しい。
7. Linguistic Self-confidence
1. 英語圏の国にいっても英語で困ることはないと思う。
2. 英語が得意だと思う。
3. 英語に限らず外国語を習得する才能があると思う。
4. 私の英語力は一般的な日本人より優れていると思う。
5. 他の学生と比較して英語を熱心に勉強していると思う。
8. Ought-to L2 Self
1. 私の親は、「教養ある人になるには英語を勉強すべきだ」と考えていると思う。
2. 私の親は英語を勉強するように勧める。
3.私の尊敬する人たちは「英語を勉強することが大事だ」と考えているので、私もそう思う。
4. 教養人は英語に堪能であるべきだから、英語を勉強することは大切だと思う。
5. 親しい友達も英語を勉強することは大切だと考えているので私も英語を勉強する。
6. 私の周りの人たちは「私が英語を勉強するべきだ」と考えていると思う。
9. Integrativeness
1. 英語圏の人に好印象を持っている。
2. 英語圏の人と友達になりたい。
3. 英語圏の人たちについてもっと知りたいと思う。
4. 英語圏のポップミュージックが好きだ。
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APPENDIX F
INDIVIDUAL DIFFERENCES SCALES BY CONSTRUCT
(ENGLISH TRANSLATION)
1. L2 Learning Motivation
Intrinsic Motivation
1. I think studying English is a fun.
2. I think I’ll continue studying English after graduating from university.
Importance of learning English
3. It’s extremely important for me to study English.
4. If English were not taught at school, I would study it on my own.
5. I try to start working on an English assignment as soon as possible.
2. International Posture
Intergroup Approach
Interest in becoming friends with international students in Japan
1. I want to make friends with international students studying in Japan.
2. I would like to share a room with an international student.
Interest in talking to international friends using English
3. I would like to be friends with many people in the world using English.
4. If there is an opportunity, I would like to talk to international students in Japan.
Interest in International Vocation and International Affairs
Interest in International Vocation
1. I want to work in an international organization such as the United Nations.
2. I would like to express my ideas to the world using English.
3. I’m interested in volunteer activities in developing countries such as participating in Youth
International Development Assistance.
4. I think what’s happening overseas has much to do with my daily life.
5. I would like to have the kind of work that sends me overseas frequently.
6. I would like to contribute to the world in my field in the future.
Interest in International Affairs
1. I sometimes read the news overseas on the Internet.
2. I often watch TV news on events overseas.
3. I often talk about events overseas with my friends and family.
3. L2 Learning Anxiety
Speaking Anxiety
1. I am panicked when I cannot make myself understood in English.
2. I feel embarrassed when I make a simple mistake in speaking English.
3. I feel nervous speaking English in front of a native speaker.
Listening and general anxiety
4. I worry that my English proficiency is worse than other students.
5. I feel nervous when I hear someone speaking quickly in English.
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4. Frequency of L2 Communication
Frequency of Communication in groups and pairs
1. I participated in classroom activities such as pair work.
2. I participated in classroom activities such as group discussion.
Frequency of Communication on an individual basis
3. I voluntarily answered questions in class.
4. I talked with my English teacher(s) inside the classroom.
5. I talked with my English teacher(s) outside the classroom.
6. I voluntarily asked questions in class.
4. Valuing of Global English
Awareness of English as a Lingua Franca
1. I’m studying English as a Lingua Franca.
The role of English as the common language to tackle the global problems
2. I think it is important that people in the world communicate in English to solve the global problems.
3. It’s important to think about global issues using English.
5. Ideal L2 Self
Career-related ideal L2 self
1. I sometimes imagine myself working with people from various countries using English.
2. It’s exciting to imagine myself being active in my career using English.
3. I sometimes imagine myself presenting my research at an international conference using English.
Proficiency-related ideal L2 self
4. I often imagine myself as someone who speaks English fluently.
5. Whenever I think of my future career, I imagine myself being able to speak English.
6. It’s exciting to imagine myself expressing myself freely and confidently in English.
7. Linguistic Self-Confidence
Intrinsic confidence
1. I think that I will have no problem when I visit English-speaking countries.
2. I think I am good at English.
3. I have an aptitude for learning foreign languages.
Confidence relative to others
4. My English proficiency is superior to other Japanese in general.
5. I think that I study English harder than other students.
8. Ought-to L2 Self
Expectations from parents
1. My parents believe that I must study English to be an educated person.
2. My parents encourage me to study English.
Expectations from peers and people they respect
3. I consider learning English important because the people I respect think that I should learn English.
4. Studying English is important to me because an educated person should be able to speak English.
5. I study English because close friends of mine think it is important.
6. Learning English is necessary because people surrounding me expect me to do so.
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9. Integrativeness
Favorable impression toward people in the L2 community
1. I have a favorable impression towards English speaking people.
2. I want to be friends with English Speaking people.
Interest in the L2 community
3. I want to know more about the people living in English speaking countries.
4. I like English pop music.
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APPENDIX G
WILLINGNESS TO COMMUNICATE QUESTIONNAIRE

グループディスカッションやクラスディスカッションで、話したいと思い、実際
に機会をとらえて発言するのはどんな時だと思いますか？
Please describe the situations in which you feel most willing to communicate and take the
opportunity to speak up during the group discussions and class discussions.

1.

グループディスカッションやクラスディスカッションで、あまり話したいと思わ
ない時はどんな時だと思いますか？
Please describe the situations in which you do not feel willing to communicate during the
group discussions and class discussions.

2.

283

APPENDIX H
SOLICITED FEEDBAK ON CRITICAL/CREATIVE THINKING PROJECT
AS A PART OF THE VISUALIZATION ACTIVITIES

☆ Please comment freely on Critical/Creative Thinking Project.
（Creative Thinking Project の感想を自由に述べてください。）
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APPENDIX I
HANDOUT FOR THE VISUALIZATION TREATMENT

I. Visualization for Learning
You can use visualization for improving memory, restoring health, reducing stress, increasing
relaxation, and motivation, improving performances and more.
Visualization works because certain area of the mind cannot distinguish between what you see
with your eyes and what you see in your mind. You can manipulate your mind and body to
believe what you are visualizing is real. Want a simple example? Please close your eyes.
Imagine you are in a beautiful garden with a lemon tree, a table and a knife. Relax and breathe
in the fresh country air. See through your own eyes …as you walk over to the lemon tree. You
pick the biggest lemon you can find. Bring the lemon back to the table, and then use the knife
to cut it into quarters. Take one of the quarters, and bring it up to your nose. Smell the tangy
smell. Now, take the biggest bite you possibly can out of the lemon. Chew it and taste the
lemon juice in your mouth. Squeeze your eyes shut tight. Feel the edges of your mouth sting
slightly from the acid. Do the same with the rest of the lemon.

It’s likely that your mouth is salivating after you visualize this. What this simple exercise
shows is that many parts of your brain and body cannot distinguish between what you see in
your mind versus what is real. Your body reacted as if you did bite into that lemon. Your mind
can alter the state of your body.
Similarly, visualizing outcomes you want can change the way your body and mind react to the
environment around you. You have a better chance of achieving the outcomes.
Specific Tips:
-If the driver looks in the direction they want to go, there is a good chance they gain control
and go that way. If they focus on a particular tree, there is a good chance they will hit it.
Visualization is similar. Only focus on the correct way of doing a task or procedure. If you are
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visualizing a possible future, focus on the future you want. Don’t let possible negative
outcomes distract you.
-You can visualize anywhere—on public transportation, while exercising, or while waiting for
an appointment. The more often you do this, the easier and more effective your visualization
becomes.
Adapted from www.trans4mind.com/counterpoint/.../whiteley.shtml (Whiteley, 1997)
II. Ideal Future-Self
Let’s imagine the possible future day, 15-20 years from now, how would you be selfactualizing yourself in your career using English?
☆ Draw a little picture and explain it to your partner!

＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿
＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿
＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿
＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿
＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿
＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿
______________________________________________________
Major ( ) No. (

) Name (

)
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APPENDIX J
EXAMPLE HANDOUT FOR SCIENCE MAJORS-1
CRITICAL/CREATIVE THINKING

Share your ideas and opinions with your classmates
☆ In your groups design your own robot!
Discussion
1. What kind of robot would you like to have? Why?
2. What would your robot look like? (size, color, shape.)
3. What special abilities would it have?
4. Does your robot understand human speech?
5. Does your robot help people? How?
6. What are some of the possible problems?
Memo
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APPENDIX K
EXAMPLE HANDOUT FOR SCIENCE MAJORS-2

Robots & A.I.s Worksheet
B. Discuss with your group members.
1. Do you think robots will be in our houses as playmates for children?
2. If the child loses robot because of malfunction, do you think she will always remember
her robot like her family, friends and pets as a part of her and a part of her life?
3. Do you think robots will be in hospitals as caretakers?
4. Would you like to have a cooking robot?
5. Would you like to have a cleaning robot?
6. Do you think robots would take care of the elderly in the future?
7. What do you think of robotic surgery?
8. What are the three most significant tasks or activities that a machine could never do better
than a human?
9. What are the three most significant tasks or activities currently done by humans that
should be done only by machines?
10. Thinking that judges must cope with complex scientific and technological issues, do you
think legal reasoning robots would help speeding up the process? Do you think robots will
be in the courts as judges?
11. Do you think A.I. would someday be sufficiently complex and autonomous to be called an
organism with self-consciousness? Do you think A.I. would be perceived as alive in the
future?
12. What is a human? Is aliveness flesh and bones, or is aliveness self-consciousness?
13. UK government-commissioned report raised the idea that we may one day give selfconscious robots the kind of rights ‘traditionally reserved for humans.’ Do you think
robots should have the full civil rights as humans or do you think that we should ensure
human control over robots through legal system?
Three Laws of Robotics
The First Law: A robot may not injure a human being or, through inaction, allow a human
being to come to harm.
The Second Law: A robot must obey the orders given it by human beings except where such
orders would conflict with the First Law.
The Third Law: A robot must protect its own existence as long as such protection does not
conflict with the First or Second Law.
-Isaac Asimov-
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APPENDIX L
EXAMPLE HANDOUT FOR SCIENCE MAJORS-3

Critical/Creative Thinking Project
Share your ideas and opinions with your classmates
In your groups design your own /school/ house/ village/ town/ community/ new
product/ environmental project/ eco-friendly technology /etc.
Group Name (
Group members
Major (
Major (
Major (
Major (
Major (
Major (

) No. (
) No. (
) No. (
) No. (
) No. (
) No. (

)

) Name (
) Name (
) Name (
) Name (
) Name (
) Name (

)
)
)
)
)
)

Brainstorm your ideas!

If at first the idea is not absurd, then there is no hope for it
-Albert Einstein-
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APPENDIX M
EXAMPLE HANDOUT FOR HUMANITIES MAJORS-1
The Japan Times: Saturday, Sept. 25, 2010: China seeks apology, redress over skipper:
Foreign Ministry rejects 'groundless' demand
Discussion
1. What do you think of the cancellation of a concert by J-pop group SMAP in Shanghai?
2. What do you think of the suspicion that a Chinese trawler deliberately rammed his vessel
into Japan Coast Guard patrol boats?
3. Do you think that resolving the issue through dialogue and keeping a mutually beneficial
and strategic relationship would be beneficial for both countries?
4. Do you think Japan should apologize? Why? Why not?
5. Do you think Japan should offer compensation over the incident? Why? Why not?
6. How do you think the issue could be resolved through dialogue?
7. Do you think the similar incidents could happen in the future?
8. What are the possible measures to prevent the collisions in the future?
9. Do you think tourist travel between Japan and China could be damaged over tensions?
10. Do you think being tough in negotiation benefit China?
In your groups, generate some ideas to resolve the issue.
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APPENDIX N
EXAMPLE HANDOUT FOR HUMANITIES MAJORS-2

BBC World News: Japan Disaster: April 13, 2011
Questions
1. At Chernobyl, the nuclear reactor itself exploded. True or False?
2. How was the decision to upgrade the accident in Japan to a level seven taken?
3. When did the decision come?
4. What troubles do farmers have?
5. What does the situation emphasize?
6. Who are in Japan to try to deal with this problem?
7. What does Japanese prime minister say?
8. What questions are people asking?
Discussion Questions
1. Before the devastating March 11 quake and tsunami, 54 commercial nuclear reactors were
in operation, accounting for around 30 percent of the total electricity generated nationwide
and the Japanese government’s policy called for the construction of 14 new reactors by
2030. What do you think of the policy of promoting nuclear power?
2. What do you think of the fact that Germany has shown a determination to abandon nuclear
energy for good because of the technology’s inherent risk and is betting billions on
expanding the use of renewable energies?
3. According to a study of the health effects of electricity generation in Europe, compared
with nuclear power, ‘coal is responsible for five times more worker deaths from accidents,
470 times more deaths due o air pollution among members of the public and more than
1,000 times more cases of serious illness.’ What do you think of the claim that nuclear
power is safer than fossil fuels?
4. Do you think Japan should make an effort to exit the nuclear age?
In your groups, generate some ideas to cope with the issue
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APPENDIX O
BOOKLET FOR THE VISUALIZATION PLUS GOAL-SETTING
TREATMENT

Academic English
for the 2nd Year
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I. What do you want?

-1-

I am master of earth air and wave,
but the slave of the lamp and the bearer’s slave,
What will you have, Master, what will you have?
The Genie of the Lamp One thousand and one Arabian Nights
Imagine taking a stroll one balmy evening when, in the twilight, you stumble across an
ancient brass lamp. You stoop to retrieve the lamp and notice in the dimness an
inscription carved along one side. Centuries of tarnish and neglect make the writing
almost illegible, so you buff it two or three times with your sleeve.
KA-WHAM! The lamp erupts in a blast of smoke and flame. Stumbling backward,
you drop the lamp and shield your eyes. When you open them again, standing before
you, as big as a billboard, is a genie.
He looks at you with a gleam in his eye. And with a voice that rolls in like thunder
from the horizon he says, “I am the Genie of the Lamp. What will you have, Master,
what will you have?”
-Adapted from The Magic Lamp by Keith EllisQ. What would you ask the genie to do?
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II. Big Picture of what you want to achieve in your lifetime.
-2Believe it or not, you own just such a lamp. It is located about a centimeter behind
your eyeballs, right between your ears. And medical science has even given it a name.
It’s called the human brain. It is the most powerful computer on earth. In fact, it is so
powerful that it has invented all the other computers on earth. It has invented
everything from supercomputers to moon landings to sliced bread. You are its sole
proprietor, the only one who can summon forth its awesome power to make your
wishes come true. You are literally your own genie, brimming with the godlike power
of creation. Congratulations!
-Adapted from The Magic Lamp by Keith Ellis-

Brainstorming:

III. What do you want to achieve in 20 years?
To give a broad, balanced coverage of all important areas in our life, try to set goals in
some of these categories (or in categories of your own, where these are important to
you):
1. Artistic: Do you want to achieve any artistic goals? If so, what?
2. Attitude: Is any part of your mindset holding you back? If so, set a goal to improve
your behavior or find a solution to the problem.
3. Career: What is your career goal?
4. Education: Is there any knowledge you want to acquire in particular? What
information and skills will you need to achieve other goals?
5. Family: Do you want to be a parent? If so, how are you going to be a good parent?
6. Financial: How much do you want to earn by what stage?
7. Physical: Are there any athletic goals you want to achieve, or do you want good
health deep into old age?
8. Pleasure: How do you want to enjoy yourself? You should ensure that some of
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your life is for you!
9. Public Service: Do you want to make the world a better place? If so, how?
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-3-

☆ SMART Goals:
-4S: Specific
M: Measurable
A: Attainable
R: Relevant
T: Time-bound
For example, instead of having “to sail around the world” as a goal, it is more
powerful to say “To have completed my trip around the world by December 31, 2015.”
IV. What do you want to achieve in 2010?

V. How does learning English fit into your life long goals, your 20 year plan and your
plan this year? Identify English skills you need to help achieve your goals. How do
you think proficiency in English speaking skills would help you achieve your goals?
a. Lifelong goals and English
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b. Your 20-year plan and English

-5-

C. Your plan for 2010 and English
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APPENDIX P
HANDOUT FOR THE VISUALIZATION PLUS GOAL-SETTING
TREATMENT

Academic English for the 2nd Year: My Speaking Goals
No. (
) Name (
)
May 12 My speaking goal today:
______________________________________________________
I achieved my goal:
Strongly disagree disagree
1
2

slightly disagree
3

4

slightly agree
5

agree

strongly agree
6

Reflections （感想・コメント：日本語 OK）
______________________________________________________
May 19 My speaking goal today:
______________________________________________________
I achieved my goal:
Strongly disagree disagree
1
2

slightly disagree
3

4

slightly agree
5

agree

strongly agree
6

Reflections
______________________________________________________
May 26 My goal today:
______________________________________________________
I achieved my goal:
Strongly disagree disagree
1
2

slightly disagree
3

4

slightly agree
5

agree

strongly agree
6

Reflections
______________________________________________________
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June 2 My goal today:
______________________________________________________
I achieved my goal:
Strongly disagree disagree
1
2

slightly disagree
3

4

slightly agree
5

Reflections（感想・コメント：日本語 OK）
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agree

strongly agree
6

APPENDIX Q
SUMMARY OF INSTRUCTIONAL TREATMENT:
VISUALIZATION AND GOAL-SETTING

Visualization Treatment
・ Introduction to Visualization:
 a. Part of the film Harry Potter
 b. Activity: Visualization for Learning (Handout: Appendix )
・ Activity: Visualizing and presenting Ideal Future Selves (Handout: Appendix )
・ In doing tasks and projects, students visualized themselves as future specialists in
their field.
Goal-Setting Group
・ Introduction to Visualization:
 a. Part of Harry Potter film
 b. Activity: Visualization for Learning (Handout: Appendix )
・ Activity: Visualizing and presenting Ideal Future Selves (Handout: Appendix )
・ In doing tasks and projects, students visualized themselves as future specialists in
their field.
・ Introduction to Goal-Setting:
 Part of Disney film Aladdin
 Brief introduction of the study in psychology
・ Goal-Setting activities
 Life time goal
 goals in 20 years
 goals this year
 goals this semester
 How does speaking proficiency in English help them achieve their goals
 Students set their speaking goals in each class and kept record
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APPENDIX R
COMPLETE STRUCTURAL MODEL OF WILLINGNESS TO
COMMUNICATE IN A JAPANESE EFL CONTEXT-1

ANX2

.87

CONR

WTCOUTT
.83

.72

.89

CONI

GLOBI
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ANXIETY

GLOBL
GLOBAL E

MOT 1
.87
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.46

.54

L2 WTC

.40

.98

FREQG
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.51
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MOTIVATION

.89

FREQI
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.23
INTEGRA

.86

.79

.80

CONFIDENCE

MOT 2
.80

.72

.65

INTEG2

WTCIN

.80

WTCING

.92

WTCOUT

-.46

.60

.92

.80

.87

WTCING

WTCOUTF

.89

IDEAL C

.81

IDEAL P

.73
.55

OUGH1
.76

I- POSTURE

OUGHT SELF

.94

.82

OUGH2

IPF1
IPF2

.87

IPF

IPK
.61

.90

IPV

.90

IPV
.87

Complete Structural model of willingness to communicate in English in the Japanese EFL
context. N = 643. All path coefficients are significant at p < .005. OUGH1: Expectations
from parents: OUGH2: Expectations from peers and people they respect; INTEG1:
Favorable impression toward people in the L2 community; INTEG2; Interest in the L2
community: GLOBL: Awareness of English as a lingua franca; GLOBI: English as a
common language to tackle global problems; IPV: Interest in international vocation; IPK:
interest in international affairs; IPF1: Interest in becoming friends with international students
in Japan; IPF2: Interest in talking to international friends using English; MOT1: Intrinsic
motivation; MOT2: Importance of learning English; CONI: Intrinsic confidence: CONR:
Confidence relative to others; ANX1: Speaking anxiety; ANX2: Listening and general
anxiety; IDEALP: Proficiency related ideal self; IDEALC: Career related ideal self; WTCING:
WTC inside the classroom communication in groups; WTCINP: WTC inside the classroom
in pairs; WTCOUT: WTC outside the classroom in telephone conversation; WTCOUF: WTC
outside the classroom in face to face conversation; FREQG: Frequency of communication
in groups and pairs; FREQI: Frequency of communication on an individual basis. OUGHT
SELF: ought-to L2 self; INTEGRA: integrativeness; GLOBAL E: Valuing of global English; IPOSTURE: international posture; MOTIVATION: L2 learning motivation; CONFIDENCE: L2
linguistic self-confidence; ANXIETY: L2 learning anxiety; IDEAL SELF: ideal L2 self; L2
WTC: L2 WTC; FREQUENCY: frequency of L2 communication
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APPENDIX S
COMPLETE STRUCTURAL MODEL OF WILLINGNESS TO
COMMUNICATE IN A JAPANESE EFL CONTEXT-2
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WTCING

.92

WTCOUT

-.46

.60

.92

.80

.87

WTCING

WTCOUTF

.46

L2 WTC

CONFIDENCE

.98 FREQUENCY
-.14

INTEG1

MOT 2
.80

.72

.65

.67

.52

.23
INTEGRA
.89

INTEG2

.54

IDEAL SELF

MOTIVATION
.98

.89

IDEAL C

.81

IDEAL P

.40

.73
.55

OUGH1
.76

I- POSTURE

OUGHT SELF

.94

.82

OUGH2

IPF1
IPF2

.87

IPF

IPK
.61

.90

IPV

.90

IPV
.87

Complete Structural model of willingness to communicate in English in the Japanese EFL
context. N = 643. All path coefficients are significant at p < .005. OUGH1: Expectations
from parents: OUGH2: Expectations from peers and people they respect; INTEG1:
Favorable impression toward people in the L2 community; INTEG2; Interest in the L2
community: GLOBL: Awareness of English as a lingua franca; GLOBI: English as a
common language to tackle global problems; IPV: Interest in international vocation; IPK:
interest in international affairs; IPF1: Interest in becoming friends with international students
in Japan; IPF2: Interest in talking to international friends using English; MOT1: Intrinsic
motivation; MOT2: Importance of learning English; CONI: Intrinsic confidence: CONR:
Confidence relative to others; ANX1: Speaking anxiety; ANX2: Listening and general
anxiety; IDEALP: Proficiency related ideal self; IDEALC: Career related ideal self; WTCING:
WTC inside the classroom communication in groups; WTCINP: WTC inside the classroom
in pairs; WTCOUT: WTC outside the classroom in telephone conversation; WTCOUF: WTC
outside the classroom in face to face conversation; FREQG: Frequency of communication
in groups and pairs; FREQI: Frequency of communication on an individual basis. OUGHT
SELF: ought-to L2 self; INTEGRA: integrativeness; GLOBAL E: Valuing of global English; IPOSTURE: international posture; MOTIVATION: L2 learning motivation; CONFIDENCE: L2
linguistic self-confidence; ANXIETY: L2 learning anxiety; IDEAL SELF: ideal L2 self; L2
WTC: L2 WTC; FREQUENCY: frequency of L2 communication;
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APPENDIX T
CORRELATION MATRIX OF 27 VARIABLES

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25
26
27

ANX1
ANX2
CONI
CONR
FREQG
FREQI
GLOBI
GLOBL
IDEALC
IDEALP
INTEG1
INTEG2
IPF1
IPF2
IPK
IPV
MOT1
MOT2
OUGH1
OUGH2
WTCING
WTCINP
WTCOUF
WTCOUT
L2 Use 1
L2 Use 2
L2 Use 3

1
—
.65
-.33
-.16
-.08
-.02
.12
.10
.00
.08
.04
.01
-.07
-.02
-.01
-.01
.00
-.02
.06
.13
-.17
-.16
-.02
-.03
-.23
-.03
-.14

2
—
-.36
-.20
-.04
-.14
.15
.14
.03
.12
.06
.11
.03
.08
-.06
.11
.07
.02
.13
.16
-.08
-.46
-.14
-.20
-.04
-.05
-.12

3

4

5

6

7

8

9

—
.70
.39
.52
.22
.23
.47
.42
.35
.38
.42
.39
.44
.37
.44
.43
.21
.16
.36
.41
.50
.47
.22
.25
.29

—
.40
.50
.28
.27
.54
.45
.32
.38
.41
.40
.42
.45
.48
.49
.21
.14
.40
.42
.47
.44
.26
.28
.34

—
.54
.26
.17
.38
.39
.32
.38
.39
.38
.34
.39
.41
.42
.17
.18
.55
.55
.39
.34
.26
.37
.32

—
.25
.23
.48
.41
.34
.33
.41
.41
.42
.41
.38
.40
.24
.22
.49
.50
.53
.44
.25
.32
.37

—
.52
.54
.49
.40
.54
.48
.50
.32
.54
.61
.49
.36
.37
.25
.34
.37
.30
.26
.27
.27

—
.38
.35
.37
.35
.29
.34
.22
.32
.39
.29
.56
.42
.13
.23
.30
.22
.15
.27
.27

—
.74
.50
.65
.61
.65
.53
.75
.67
.66
.38
.36
.42
.45
.58
.50
.33
.39
.35

10

—
.50
.62
.57
.60
.39
.60
.61
.55
.25
.27
.38
.42
.52
.44
.33
.31
.33

11

12

—
.58
.50
.53
.37
.47
.47
.42
.29
.35
.23
.32
.45
.35
.23
.28
.16

13

—
.78
—
.77 .78
.44 .42
.65 .58
.69 .65
.61 .57
.32 .28
.32 .33
.36 .38
.45 .48
.61 .69
.52 .58
.33 .28
.39 .35
.31 .25.

14

—
.42
.63
.64
.57
.33
.35
.36
.46
.62
.56
.36
.42
.33

15

—
.53
.40
.45
.26
.29
.34
.38
.45
.44
.26
.31
.24

16

—
.62
.60
.34
.63
.40
.43
.54
.45
.44
.46
.41

17

—
.71
.36
.62
.40
.48
.56
.50
.31
.43
.39

18

—
.27
.29
.38
.45
.49
.45
.26
.34
.25

19

—
.62
.15
.23
.25
.22
.08
.13
.22

20

—
.11
.25
.29
.27
.13
.18
.15

21

—
.80
.56
.51
.33
.46
.38

22

23

—
.59
—
.55 .76
.36 .36
.43 .44
.41 .41.

24

—
.29
.36
.36

25

—
.56
.56

26

—
.64

Notes. 1. N = 662, Correlations of .08 or higher are significant at p < .05; correlations of .11 or higher are significant at p < .01.
2. OUGH1: Expectations from parents: OUGH2: Expectations from peers and people they respect; INTEG1: Favorable impression toward
people in the L2 community; INTEG2; Interest in the L2 community: GLOBL: Awareness of English as a lingua franca; GLOBI: English as a
common language to tackle global problems; IPV: Interest in international vocation; IPK: interest in international affairs; IPF1: Interest in
becoming friends with international students in Japan; IPF2: Interest in talking to international friends using English; MOT1: Intrinsic motivation;
MOT2: Importance of learning English; CONI: Intrinsic confidence: CONR: Confidence relative to others; ANX1: Speaking anxiety; ANX2:
Listening and general anxiety; IDEALP: Proficiency related ideal self; IDEALC: Career related ideal self; WTCING: WTC inside the classroom
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27

—

communication in groups; WTCINP: WTC inside the classroom in pairs; WTCOUT: WTC outside the classroom in telephone conversation;
WTCOUF: WTC outside the classroom in face to face conversation; FREQG: Frequency of communication in groups and pairs; FREQI:
Frequency of communication on an individual basis. 3. N-size for L2 Use 1 = 284; N-size for L2 Use 2 = 271; N-size for L2 Use 3 = 253.
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