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1 The role of vision in motivating
human behaviour

You can’t depend on your eyes when your Imagination is out of focus.
Mark Twain (1835-1910)

Let us start our exploration of the nature of vision and its role in human
behaviour with an extraordinary story about how far and (literally)

how high vision can take us; the following is a true story adapted from
Philippe Petit’s (2002) autobiography:?

It is winter, 1968, and a young, eighteen-year-old Frenchman,

Philippe Petit, is sitting with a toothache in the waiting room of a dentist
in Paris. Philippe has been practising wire walking for a few months

and as he is waiting for his turn to be seen by the dentist, he is looking
at some newspapers when suddenly he freezes: ‘T am staring at an
tllustration and reading over and over a shorr article about a fantastic
building whose twin towers, 110 stories tall, will rise over New York
City in a few years and “tickle the clouds™ (p- 4). At this point the

Twin Towers of the World Trade Center onl

imagination, but a powerful seed has been
it is as a reflex that I take the pencil from behind my ear to trace a line
between the two rooftops - a wire, but no wirewalker” (pp. 4-6),

Four years later, in 1972, Philippe comes across another article, this
time in the French Magazine Paris Match; as he recounts, It tells of
two pillars already towering above lower Manhattan. A full-page aerial
shot portrays the towers as if they were already out of reach. I can
hear the cranes bustling ro complete the structure on schedule. I can
smell the smoke, feel the incessant activity, the urgency ... The article
1s so disturbing that I throw it into the large red box labelled projcrs
and try to forget about it. I cannot. The towers keep erupting in my
conversations, my thoughts, my dreams’ (p. 8).

y exist in an architect’s
sown in Philippe’s mind: “So

The rest is history: two years later, in 1974, Philippe illegally rigged a
tightrope between the Twin Towers of the World Trade Center, and on
Wednesday, 7 August, shortly after 7:15 am, he stepped off the South
Tower and walked the steel cable a quarter of a mile above the street

2In the summary of Philippe’s story,

italics indicate literal quotes from his auto-
biography. Philippe’s remarkable ad

venture has also been made into an Oscar-

winning documentary film, Man on Wire (2008).
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The role of vision in motivating human bebaviour

level for over 40 minutes, making eight crossings between the towers as
well as spending some time sitting and lying on the wire and giving knee
salutes. The vision that was originally planted in a Paris dentist’s wait-
ing room six years earlier had borne fruit and had become fully realised.
Philippe’s extraordinary story raises the question of what the secret
of a ‘vision’ is: how can it suddenly appear out of nothing and then -
assume such astonishing power that it can drive someone like Philippe

Perit to do such an incredibly risky thing as to walk on a steel wire a
- quarter of a mile above the streets of Manhattan;

A~
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1.1 What is ‘vision’ and why does it matter?

. According to the Oxford English Dictionary, a vision is ‘the ability
i to think about or plan the furure with imagination’ or ‘a vivid mental

| image, especially a fanciful one of the future’. The term has been used
- widely both in the media and in a variety of diverse contexts in every-
_ day life, so much so that van der Helm (2009) actually talks about
~+‘the vision phenomenon’ to cover ‘the ensemble of claims and products
~ which are called “visions” or could be called as such’ (p. 96). In his
 insightful analysis, he distinguishes between seven different types of
~vision: religious, political, humanistic, business/organisational, com-
~munity, public policy and personal visions. Wi

thin these contexts, he
 argues, the actual meaning of vision is fairly homogeneous, capturing

_three defining aspects: (1) the future, (2) the ideal and (3) the desire for
_deliberate change.

" Our interest in this book concerns personal vision, which has to do
- with ‘giving meaning to one’ life, with helping to make shifts in profes-
s g yousself in realising a personal dream’

- sional careers and with coachin
~ {van der Helm 2009: 98). This is the understanding of the term vision
' in self-help manuals (i.e. all the How

“that is implied, for example,
~to ... books sold at airport bookshops), and we have selected it to be
_ the central theme of this book because jt captures a core feature of
- modern theories of L2 motivation: the emphasis on the Jearner’s desire
- to approximate a preferred future state, the sort of ideal self a language
- learner might envision for him-/herself. It is this directional nature of
- the vision, the pull towards an imagined future state, that makes the
_concept useful within the context of human motivation, because the
sent potential in order to move

attractive visionary target mobilises pre
“in the preferred future direction, that is, to change in order.to appropri-
ate the future.

A key question we need to address in order to understand the exact
nature of vision is in what way it is dissimilar to a ‘goal’

- after all, a goal
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also represents directional intentions to reach future states. There is one
fundamental difference between the two concepts: unlike an abstract,
cognitive goal, a vision includes a strong sensory element: it involves
tangible images related to achieving the goal. Thus, for example, the
vision of becoming a doctor exceeds the abstract goal of earning a med-
ical degree in that the vision involves the individual’s actually seeing
him-/herself receiving the degree certificate or practising as a qualified
doctor. That is, the vision to become a doctor also involves the Sensory
experience of being a doctor. More generally, the main feature of a vision
is that it subsumes both a desired goal and a representation of how the
individual approaches or realises that goal. In this sense, a vision can
be understood as a personalised goal (Markus and Ruvolo 1989) that
the learner has made his/her own by adding to it the imagined reality
of the actual goal experience. Talking about the vision of an organisa-
tion, Ira Levin (2000: 95) articulates this sensory element when she says
thar effective visions ‘should outline a rich and textual picture of what
success looks like and feels like’. She goes on to say that a vision ‘should
be so vivid as to enable the listener or reader to transport himself or
herself to the future, so to speak, to witness it and experience it’. Vision,
thus, has significant motivational capacity; as Taylor and his colleagues
(1998) argued in their seminal paper ‘Harnessing the Imagination’,
adding sensory information to a desired future goal enhances people’s
motivation to achieve it (see [LLUSTRATION 1.1 for an L2 learning-related
example). As we shall see later, this aspect of vision has been systemati-
cally utilised in several disciplines, most notably in sport psychology,
where generating a powerful vision in an athlete can make the differ-
ence between a good and a gold-medal-winning performance.

courages,

In the following sections we explore in more detail the motivational
capacity of vision, first by looking at one specific motivation theory
in psychology — possible selves theory — that is particularly relevant in
this context, and then by examining the implications of this theory for
language learning contexts both for learners and for teachers.

10
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The role of vision in motivating human bebaviour

1.2 Vision, motivation and the self

R AT M R S eyt

How can we best understand the motivational dimension of vision?
Or to put it another way, which theoretical approach to motivation
' can best accommodate the visionary aspect? In order to capture the
whole breadth of vision, we would need a motivation construct that
: concerns human behaviour in a holistic manner. This is particularly
- true for language vision, because a foreign language is more than a
mere communication code that can be learnt similarly to other aca-
- demic subjects; instead, the knowledge of a language is part of the
i individual’s personal ‘core’, involved in most mental activities and
~ forming an important part of one’s identity. Therefore, an adequate
. motivation theory of language vision would require a paradigm that
approaches motivation from a whole-person perspective, which makes
psychological theories of human identity and the self likely candidates
¢ for this purpose.

= - 1.2.1 ‘Possible selves’

~Over the past three decades, personality psychology has increas-
- ingly turned to investigating the active, dynamic nature of the self-
_system — that is, the ‘doing’ side of personality — by examining how
_ the self regulates behaviour and how various self-characteristics are
~-related to action (see Cantor 1990). Indeed, in a comprehensive review
_-of the topic, Leary (2007: 318) concludes thar the popularity of the
“self as a psychological construct is largely due to its ability to link
people’s thoughts or behaviours to ‘self-motives’, such as motives for
self-enhancement, self-verification, self-expansion or self-assessment,
all within the broad effort to promote and maintain one’s self-image
through action. Because motivation research, by definition, also
focuses on human action, there emerged in the 1980s a promising
~-interface between the two psychological fields.
- Within the dynamic approach of linking the human self with human
- action, the notion of possible selves offers the most powerful, and at
_.the same time the most versatile, motivational self-mechanism: first
~Introduced by Markus and Nurius in 1986, the concept of the possi-
- ble self represents individuals’ ideas of what they might become, what
- they would like to become and what they are afraid of becoming in the
~future. That is, possible selves include the manifestations of one’sfuture

£ goals and aspirations, allowing people to experience what it would be
- like to be in that future state.

What is particularly significant from the point of view of our cur-
rent discussion is that possible selves also involve images and senses

N o ol
SR
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Motivating Learners, Motivating Teachers

(a point that we will elaborate on below in a separate section); as
Markus and Nurius (1986) emphasised, possible selves are represented
in the same imaginary and semantic way as the here-and-now self,
that is, they are a reality for the individual: people can ‘see’ and ‘hear’ 4
their possible future self (see also Ruvolo and Markus 1992). This  §
means that, in many ways, possible selves are similar to dreams and
visions about oneself. Indeed, Markus and Nurius (1987: 159) confirm,
“Possible selves encompass within their scope visions of desired and i
undesired end states’ (our emphasis) - thus, possible selves can be seen |
as the ‘vision of what might be’.

1.2.2 The ideal and the ought-to selves

From the point of view of education, one type of possible self, the ideal
self, is of particular interest, because it refers to the representation of
the characteristics that someone would ideally like to possess — that is,
the representation of hopes, aspirations and wishes (see Higgins 1987,
1998). The assertion that someone who has a powerful ideal self — for 4
example a student who envisions him-/herself as a successful business-
person or scholar — can use this self-image as a potent self-guide with
considerable motivational power requires little justification. This is |
expressed in everyday speech when we talk about someone following
or living up to their dreams.

A complementary future self-guide that has educational relevance is
the ought-to self, referring to the attributes that one believes one ought
to possess — that is, the representation of someone’s sense of personal
or social duties, obligations or responsibilities (see Higgins 1987, 1998).
Thus, in contrast to the ideal self, which concerns the individual’s own
visions for him-/herself, the ought-to self represents other people’s
visions for the individual. This ‘imported’ self-image is particularly
salient in some Asian countries where students are often motivated to
perform well to fulfil some family obligation or to bring honour to the
family’s name (see e.g. Magid 2012).

The motivational aspect of the two self-guides (ideal and ought-to)
was clearly explained by Higgins’s (1987, 1998) self-discrepancy theory,
which states that people have a feeling of unease when there is a dis-
crepancy between their actual real-life self and their aspired future self.
This psychological tension, then, spurs the desire for action towards
reducing the gap, and it thus becomes a potent source of motivation.
This makes perfect sense and the resulting motivational power can
indeed be significant (although, as we shall see below, some conditions

need to be in place for the natural process of discrepancy-reduction to
exert its full effect).

L s L
Z i )
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The role of vision in motivating human behaviour

1.2.3 Conditions for the motivating capacity of future self-guides

The question that most teachers would probably want to ask at this
point is this: OK, if future self-images are indeed so instrumental in
impacting motivation, does this mean that if my students can develop
a vivid and realistic vision of themselves as successful learners, they
will be gnaranteed to become keen and active members of my class?
Regrettably, not necessarily. It has been widely observed in various edu-
cational contexts that although visionary future self-guides have the
capacity to motivate action, this does not always happen automatically
but depends on a number of conditions. The following list contains
some of the most important prerequisites (see Dérnyei and Ushioda
2011); this list will be highly relevant — and will be discussed further
- in Chapter 2 - when we consider ways of generating an L2 vision in

learners, because the essence of all the vision-enhancing practices is to
ensure that these conditions are met.

» The learner does have a desired future self-image. People differ in how
easily they can generate a successful possible self and therefore not
everyone is expected to possess a developed ideal or ought-to self-guide.
The future self is sufficiently different from the current self. If there
is no observable gap between current and future selves, no increased
effort is felt necessary and no motivation emerges.
The future self-image is elaborate and vivid. People vary in the vivid-
ness of their mental imagery, and a possible self with insufficient
specificity and detail may not be able to evoke the necessary motiva-
tional response. |
The future self-image is perceived as plausible. Possible selves are
effective only insofar as the individual does indeed perceive them
as possible, that is, realistic within the person’s individual circum-
stances. Thus, a sense of controllability (i.e. the belief that one’s
action is conceivable and can make a difference) is an essential
- prerequisite.
The future self-image is not perceived as comfortably certain to reach,
that is, within one’s grasp. The learner must not believe that the pos-
sible self will happen automatically, without a marked increase in
expended effort.
The future self-image is in harmony — or at least does not clash —
with other parts of the individual’s self-concept (e.g. a conflict
between the ideal and the ought-to selves), particularly with expec-
tations of the learner’s family, peers or other elements of the social
environment.
» The future self-image is accompanied by relevant and etfective pro-
cedural strategies that act as a roadmap towards the goal. Once our

13
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vision generates energy, we need productive tasks into which to chan-
nel this energy or it will ebb away.

* The future self-image is regularly activated in the learner’s working
self-concept. Possible selves can be squeezed out of someone’s work-
ing self-concepr by other contenders for attention and will therefore
become relevant for behaviour only if they are primed by frequent
and varied reminders.

* The desired future self-image is offset by a counteracting feared pos-
sible self in the same domain. Maximal motivational effectiveness
is achieved if the learner also has a vivid image about the negative
consequences of failing to achieve the desired end state.

1.3 Mental imagery

We saw above that the distinguishing feature of desired future possible
selves is the sensory images they carry, and this makes possible selves
appropriate to describe the motivational dimension of vision. Mental
imagery (as such internal images are usually referred to in psychology) is
something we are all familiar with, because a significant amount of human
thinking, problem-solving, creating, hoping, learning, planning, musing
and daydreaming happens in pictures that stimulate all our senses. The
process involves generating an imagined reality that we can see, hear, feel
and taste. This quasi-perceptual experience is often described in everyday
parlance as ‘visualising’, and Shakespeare coined an expressive term in
Hawmlet to describe the process: ‘seeing in the mind’s eye’,
Neurobiological research has confirmed that people activate similar
neural mechanisms when they see or hear something and when they
imagine seeing or hearing the same event (Moulton and Kosslyn 2009).
Likewise, studies of brain damage have shown that such injuries often
produce parallel deficits in- one’s ability of perception and the use of
imagery (Reisberg and Heuer 2005 )- That is, to put it bluntly, the brain
cannot tell the difference between an actual physical event and the vivid
imagery of a simulated scenario (Cox 2012). For this reason, mental
imagery lends itself to versatile applications in a range of diverse areas
and can be used for the purpose of preparation, repetition, elaboration,
intensification or modification of behaviours. For example, as we shall
see in Section 3.1 in detail, virtually all world-class athletes use guided
imagery as an integral part of their training programme, because it is
well-documented fact in sport psychology that imagery can be used for
mentally practising specific performance skills, improving confidence,

controlling anxiety, preparing for competitive situations and enhancing
actual performance (cf. Morris, Spittle and Watt 2005 ).

14



The role of vision in motivating buman bebaviour

1.3.1 Potency and frequency

Throughout this book we offer many quotes and illustrations to
describe the power of mental imagery, but perhaps nothing is so spec-
tacular as Albert Einstein’s case. As Norton (2013) relates, while
Einstein was still a teenager, he repeatedly imagined himself chasin
after a beam of light and visualised how the world would look from
this perspective. He recalled later that this thought experiment had
played a memorable role in his development of the concept of spe-
cial relativity (see also Finke 1990, which discusses various discoveries
and inventions in visualisation). The potency of mental simulation is
also demonstrated by Beethoven, who began to lose his hearing at the
age of 26 and composed some of his best-known music — such as his
Ninth Symphony — while being totally deaf. And to prove that visu-
alisation is not restricted to cognitive or artistic creation but can even
have tangible financial outcomes, ILLusTrRaTION 1.2 describes a fasci-
nating research project in the business world that was even reported in
mainstream television news bulletins in many countries because some
clever technology succeeded in triggering off people’s mental imagery
in a targeted way to increase their pension saving intentions.

With regard to the frequency of mental imagery, Klinger’s (2009)
research on daydreaming (see ILLusTRATION 1.3) shows that various
forms of daydreaming are a surprisingly common part of our mental
activities, with as much as half of buman thought qualitying for it, and
as Markus (2006: xii) points out, within this category the time people
spend envisioning their futures is enormous. As she adds, in the USA
it is actually ‘both a birthright and a moral imperative to tailor one’s

15
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1.3.2 Imagery in psychology: Paivio’s theory of imagery functions in
performance

Within psychology, the role of imagery was foregrounded by an influ-
ential cognitive theory, the dual coding theory, proposed by Canadian
psychologist Allan Pajvio (1986; for an educational discussion, see Clark

and Paivio 1991). He was initially interested in the powerful mnemonjc
effects of imagery — that is, the use of im




. in 1986 called Images and Op
¢~ drew attention to imagery,
- Arnold in 1999 entitled
~“Mind’s Eye’, two practic
- this topic (Arnold et 4l.
- a number of more gener

- imagery within creative approaches to L2 lesson planning (

" to plan, refine and

- events, inducing relaxation and imaging

277) summarises, an athlete can use imagery ‘to

- €8y (cognitive function) or to get energised for

. tional function)’. (We will come back to imagery i
.. where we discuss imagery training.)

~ for both teachers and

The role of vision in motivating buman bebavionr

different modes, which is well illustrated by the fact that, for example,
we can think of an ‘orange carrot’ both as a verbal phrase and a mental
image. Thus, Paivio’s theory proposed that a basic dimension of human
mental operations is a non-verbal imagery system whose critic
tions include ‘the analysis of scenes and the generation of ment
(both functions encompassing other sensory modalities in
visual)’ (1986: 53-4),

Paivio’s dual coding model is particularly relevant to our hook because
it highlights motivational and emotional functions as a ce
nent, and Paivio further claborated on the links of this functional aspect
to mental imagery within the area of sport psychology: his description
of the cognitive and motivational functions of imagery in sport perfor-
mance (Paivio 1985; cf. also Hall et al. 1998) initiated a great deal of
research on specifying the various behaviour-modificationa)l roles that
imagery can play in our mind, The key aspect of Paivio’s framework of
imagery functions js the separation of cognitive and motivational func-
tions. The former involve imagery used by athletes for mental rehearsal
practise various strategies, routines and perceptual-
motor skills (e.g. specific movements), while motivational functions
concern keeping up one’s motivation, psyching oneself up for specific
oneself working towards and
achieving specific goals (e.g. winning an event). Thus, as Cox (2012
plan a winning strat-
competition (motiva-
n sport in Section 3.1,

al func
al images
addition to

ntral compo-

" 1.3.3 Imagery in language education

- Educational research has also shown

that what worked for Albert
Olympic athletes also works in the classroom

learners, and the field of language education
has seen an increase of interest jn the role of imagery in learning and

teaching. Since the publication of a pioneering volume by Earl Stevick
tions in the Language Classroom that
as well as a dedicated book chapter by Jane
‘Visualization: Language Learning with the
al recipe books have appeared focusing on
2007; Hadfield and Dérnyei 2013) alongside
al publications incorporating some aspects of

Thornbury
1999) and teaching various language skills, such as .2 writing (Wright

and Hill 2008) or grammar (Gerngross, Puchta and Thornbury 2006).

Einstein or successfyl
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1.4 Language learning motivation and future L2 self-guides

As we saw in Section 1.2, vision is a powerful motivational construct
whose essence can be captured by the psychological concept of posmble
selves. This concept has been successfully adapted to language learning
situations under the rubric of ‘possible L2 selves’ or ‘future L2 self-
guides’; let us have a brief look at how this understanding has emerged
in the history of L2 motivation research, leading to the development
of Zoltan’s theory of the L2 Motivational Self System, which is fully
compatible with possible selves theory and which also embraces the
experiential nature of ‘vision’ discussed earlier.

With a long-term learning process such as the mastery of a second
language, the learner’s ultimate success will largely depend on the level
of motivation; without sufficient motivation, even individuals with the
most remarkable abilities cannot accomplish long-term goals, and nei-
ther are appropriate curricula and good teaching enough on their own
to ensure student achievement. This truth is clearly expressed in argu-
ably the oldest English proverb that is still in regular use today (first
recorded in the twelfth century): ‘You can lead a horse to water, but
you can’t make it drink.’ Indeed, most teachers would agree that you
can give someone the opportunity to do something, but you cannot
force them to do it if they do not want to, which means in educational
terms that motivation is essential for students to take ownership of
their learning in order to succeed. Accordingly, the concept of lang-
uage learning motivation has been the target of intensive research in
second language acquisition (SLA) research for over five decades, with
several books and literally hundreds of articles published on the topic
(see Dornyei and Ushioda 2011 for an overview). It is useful to divide

the evolution of motivation research during this period into three
broad phases:

* The social psychological period (1959-1990), which was initiated
and chgracterls_ed by the work of social psychologist Robert Gardner
and his associates in Canada (e.8. Gardner 1985; Gardner and

20
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Maclntyre 1993). The best-known concepts ' stemming from this
period are integrative and instrumental orientation/motiz/ation, the
former referring to the desire to learn an L2 of a valued community
so that one can communicate with members of the community and
sometimes even become like them, the latter to the concrete benefits
that language proficiency might bring about (e.g. career opportuni-
ties, increased salary).

* The cognitive-situated period (during the 1990s), which widened
the perspective of the study of L2 motivation by importing a range
of contemporary cognitive theories from educational psychology.
Besides wishing to bring L2 motivation theory in line with main-
stream motivational psychology, a second general objective in
this period was to adopt a more situated analysis of motivation
in specific learning settings, particularly in L2 classrooms. The
best-known concepts associated with this phase are intrinsic and
extrinsic motivation (Le. performing a behaviour for its own sake
Or as a means to an end), attributions (i.e. how one explains past
successes and failures), self-confidence / efficacy as well as situa-
tion-specific motives related to the learning environment, such as
motives related to the L2 course, the L2 teachers or the learner’s
peer group (see Dornyei 1994).

- ® New socio-dynamic approaches (first decade of the twenty-first cen-
~ tury), which have been characterised by an interest in motivational
. change [ evolution and the relationship between motivation and iden.

~ tity in specific social contexts. The best-known concepts originating

- in this period are the process-oriented conceptualisation of moti-
vation (Dornyei 2000), motivation as investment (Norton 2000), a
dynamic systems perspective in motivation (i.e. research that inte-
grates the various factors related to the learner, the learning task and
the learning environment into one complex system; see Dornyei and

- Ushioda 2011) and the concepts of the ideal and ought-to L2 selves,
b which will be described in detail below.

| 1.4.1 The L2 Motivational Self System

““In 2005, Zoltan proposed a new approach to the understanding of
L2 motivation (Dérnyei 2005), conceived within an ‘L2 Motivational
- Self System’, which integrated a number of influential L2 theoties (e.g.
“-Gardner 2001; Noels 2003; Norton 2001; Ushioda 2001) with the find-
“ings of ‘self research’ in psychology (described in the previous sections).
- The model consists of the following three main constituents (for a more
- detailed discussion, see Dornyei 2009):

21
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Ideal L2 self, which concerns the L2-specific facet of one’s ideal self:
if the person we would like to become speaks an L2 (e.g. the pet-
son we would like to become is associated with travelling or doing
business internationally), the ideal L2 self is a powerful motivator to

learn the L2 because we would like to reduce the gap between our
actual and ideal selves.

Ought-to L2 self, which concerns the attributes that one believes
one ought to possess to avoid possible negative outcomes, and which

therefore may bear little resemblance to the person’s own desires or
wishes.

L2 learning experience, which concerns situation-specific motives
related to the immediate learning environment and experience (e.g.

the positive impact of success or the enjoyable quality of a language
course).

Thus, the L2 Motivational Self System suggests that there are three
primary sources of the motivation to learn a foreign/second lang-
uage: (1) the learner’s internal desire to become an effective L2 user,
(2) social pressures coming from the learner’s environment to mas-
ter the L2 and (3) the actual experience of being engaged in the L2
learning process. This model is therefore fully compatible with pos-
sible selves theory and also embraces the experiential nature of ‘vision’
discussed earlier: the first two components involve future self-states
that the learner envisages and experiences as if they were reality, while

the third component focuses on the direct experience associated with
the actual self.

1.5 Motivation and vision in language teachers’ development

The new conceptualisation of L2 motivation in terms of language iden-

tity and vision offers a fresh perspective on a motivational teaching
practice (we will discuss the practical implications in detail in Part 1I of
this book). Yet, research on language teachers’ development also sug-
gests that novel ideas, however powerful and attractive they may be, do
not necessarily translate into transformed teaching practices. Consider
a far from unique scenario from Maggie’s experience as a teaching prac-
tice supervisor, in which two student teachers processed their newly
learnt knowledge in a strikingly different way (see ILLUSTRATION 1.5).

It is clear that while one of the two trainees seemed to have got things
right and this manifested itself in the

actual class she conducted, the
other perceived and then transmitted the new methodological input in
a rather ineffective way.
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2 Creating the language learner’s vision

We are limited, not by our abilities, but by our vision.
Attributed to Jonathan Swift (1667-1745) |

As will be clear by now, the (obvious) prerequisite for the motivationa) |
capacity of any desired future self — or future self-guide — is that it needs
to exist. It has also been mentioned that people differ in how easily they
can generate a successful possible self, which suggests that one of the
main sources of the absence of motivation in some learners is likely to
be the lack of a properly developed desired self-image in general, and an
ideal language self component of this image in particular. For instance,
even if a foreign language has been made a compulsory subject in the
school curriculum for a good reason, many students sitting in our class-
rooms will not have a clear idea of what that reason might be or how

knowing that language could enrich their personal lives. Therefore, the

logical first step in a motivational intervention programme that follows
the self-approach is to help learners create their desired future selves
that is, to construct their vision of who they could become as L2 users

and what knowing an L2 could add to their lives.

What do we mean by ‘constructing’ a vision?

Before we discuss specific approaches for constructing desired future

self-images, some reflection is needed on what we mean by the verb
construct in this context. It is highly unlikely that any motivationa)
intervention will lead a student to create a brand new ideal self out
of nothing; the realistic process is more likely to be one of awareness
raising and guided selection from the multiple aspirations, dreams and
desires that the student has already entertained in the past. Dunkel

Kelts and Coon (2006) explain that during the formation of their iden-

tities, adolescents produce a wide variety of possible selves as potential
identity alternatives to explore and ‘try on’ without full commitment

The origins of these tentative possible selves often go back to views held
by others, most notably to the ideals that parents hold for themselves
and for their children (Zentner and Renaud 2007). In countries where
several languages coexist — for example, English or French is used
as an official language besides the local vernacular - these views are
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Creating the language learner’s vision

often affected by language attitudes. Alternatively, tl}e various possible
selves can also stem from the students’ peer community, which acts as 3
powerful reference group exerting strong soglal pressure (Boyatzis an f
Akrivou 2006). The fourth common route 18 related to thg impact o

role models that the students have seen in films, on TV or in }'eal life:
the term celebrity culture that is so often mentioned in the media nowa-
days refers exactly to the increased impact of such e:xternal models to
serve as behavioural templates for the wider population.

Whatever the source may be, the fact is that most adolescents encoun-
ter a number of ideological and occupational options available in society,
and experiment with a wide range of social roles and possible identities
in an attempt to consolidate their beliefs and values into a more ot less
personal ideology which will, in turn, allow them to make provisional
commitments to life plans and projects (McAdams 2001). Put simply,
they search widely to establish who they really are. Ideal self-images
offer an optimal framework in their search for the integration of the
disparate roles, talents, proclivities, hopes, desires and visions into a
unified configuration that provides life with some semblance of sense
and purpose. Thus, igniting the vision involves, in effect, increasing the
students’ mindfulness of the significance of desired self-images, guiding
them through a number of possible selves that they have entertained in
their minds in the past, and presenting powerful role models as tem-
plates for crafting their own ideal language selves. Dunkel et al. (2006)
note in this respect that alternative possible selves can often be mutually
exc!usive or at least difficult to reconcile. Therefore, the construction of
an ideal self also involves the process of making decisions about which
possible selves to pursue apd which to give up on. Finally, Oyserman,
Terry and Bybee (2002) underline the importance of helping students
to personalise the emerging preferred self-images, that is, to build into
them as much as they can of what they know about themselves in order
to capitalise on their own existing strengths and unique features.

Why is ‘agency’ important?

Taking Oyserman et al’s (2002) recommendation to personalise the
emerging self-images one step further, another reason for further
reflection on the term construct stems from a specific view of educa

tion “.rh1ch places_ learner agency — that is, learners’ proactive invest
ment in the learning process — at the heart o

: ea. : of the educational
This emphasis is embedded in numerous approaches to langua Iz:f;)cess.
ing and teaching, including a focus on lear bl

ner autono .£.
Gao and Lamb 2011), learner identity (e.g. Norton 206%})”(;%0&1-‘]13?;)3
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teaching (e.g. van Lier 2007) and self-regulatory learning (e.g. Cohen !
and Macaro 2007) as well as specific views of motivation, including
motivational self-regulation (Ushioda 2008) and self-determination
theory (Noels 2009). Central to these approaches is the belief that learn-
ers enjoy a fuller and more meaningful learning experience when they
are in charge of their own learning, when their motivation is generated
from within rather than through external rewards such as grades, and |
when they are given opportunities to make the learning material their
own. In short, agency implies that learners are allowed to exercise their
capacity to act in ways that are congruent with their own lived experi-
ences and identities. Leo van Lier (2007: 47) describes the significance
of this notion within language education well:

our learners are people with their own lives, aspirations, needs,
worries, dreams and identities. As I envisage an AB [action-based]
approach to teaching and learning, treating the learners as persons

in their own right is crucial. This means, quite simply, that they are
listened to and respected as speakers in their own right, and as agents
of their own educational destiny ... Learning an L2 involves a struggle
to forge a new identity that is true to the self. The core of identity is
voice, and voice implies agency.

In keeping with this view, we see the ‘construction’ of ideal language
selves ultimately as the outcome of the students’ rather than the teach~
ers’ effort. The way teachers can help to facilitate the construction pro-
cess is by orchestrating encounters for the learners with a variety of

~images of attractive possible selves and by supporting students in their

"

pursuit of those self-images that are congruent with their own identi-
ties. In short, the teacher can listen and prompt, but the L2 vision must
ultimately become the students’ own.

Towards designing a ‘visionary’ programme

There are several examples of successful motivational intervention pro-
grammes focusing on possible self-enhancement, and we have listed
some of the best-known ones in TooLsox 2.2. So far little work has
been directed at specifically developing an ideal language self, although
for interesting exceptions, see the motivational experiments conducted
by Michael Magid and Letty Chan (Chan 2012; Magid 2011; Magid
and Chan 2012), the self-enhancement projects by Fukada et al. (2011

and Sampson (2012), and the motivational programme described by
Hadfield (2012). However, it seems to us that in an era when international
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Creating the language learner’s vision

holidays are becoming increasingly accgssible apd cr?ss-%ulltu'rﬁl com-
munication is a standard part of our existence in the ‘global vi a%e , it
is possible to devise creative idcal-self-get?eratmg activities that rg.v;
on the students’ past adventures, the exotic nature of encounters wit

a foreign culture or on role models of successful L2 learning achievers.
In the remainder of this chapter, we break down the broad process of
generating language learning vision into five facet§: (1) understaqdl.ng
students’ current identity concerns and lived experiences, (2) providing
regular tasters of desired future states, (3) using guided imagery, (4) |
using guided narratives and (5) ensuring ample exposure to role models.—

| ’ - Toolbox 2:2 Examples of possible selves intervention programmes
Qyjiéiﬁan, Terry and Bybee’s (2002) School-to-Jobs programme

.Aé.'part of what has been the highest-profile possible selves intervention
programme to date, the researchers developed a nine-week aftcrjs’c!lool
.syilabuS‘to enhance African American low-income teenagers’ abll.mcsto 5
‘imagine themselves as successful adults and connect these future images

to current school involvement. The intervention had positive effects on '

the participants’ engagement and behaviour at school, as well as on their - -

‘possible selves, providing evidence that the self-conce

| pt of adolescents can -
‘be shaped with a structured intervention. :

-Hock, Dcshfer and Schilmaker’s -(2006) Possible Selves programme

This successful intervention programme was aimed at increasing the

smotivation of university and middle-school students with academic

difficulties. After students explored their expectations,

hopes and fears,
and then identified words or phrases that described them in targeted
-areas(as a learner, a person, a-worker and in a strength area) in an
_individual intervie

iy W with an adviser, they were asked to draw a Possible -
Selves Tree: the limbs and branches of the tree represented the areas the
_students.had talked about in the interview and the positive possible selves -
dssociated with those, while the feared possible selves were represented by
.dangerous conditions for the tree such as termites, poison in the soil and
lightning. They were instructed o add the exact words they recorded in the-

,in?ervicvgs to the relevant parts of the tree, and afterwards they discussed
with their tutors how to maintain the strength of the tree, provide it with"
‘nourishment, make it | B

grow and protect it from harm.

Sheldon and Lyubomirsky’s (2006) ‘Best Possible Selves’ writing project -
' ect univer s were asked to-visualj “ g
-future and imagine that they have succeeded in"aécomplishing their life . "
goals. Then, theyviwer_e to prepare a'written narrative that déscribefd:fﬁéii;j_;;

-
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‘deal futwre life' n as much detail uy they could (for more information
abour auch tuke, see Section 2.4). The task was found to produce a
significant increase in positive emotions, leading the researchers to

conclude that envisioning ideal future selves is inherently motivating and
selt-relevant,

Magid and Chany (2012) pioneering training programmes in language
education

Based on Darnyei's (2008, 2009) L2 Motivational Self System, Michael -

Magid and Letty Chan designed and conducted two separate training
programmes with Chinese university students of English (one in |
land, the other in Hong Kong) which were successful in enhancing

their language vision. The programme in England consisted of activities.

asking the learners to list current concerns and goals regarding their -
future jobs, relationships and lifestyle as well as their ideal selves in
each of those domains in order to help them create a vision of their

ideal L2 self. This was followed by further tasks of drawing a timeline,. -
developing action plans and considering feared selves. The intervention
programme in Hong Kong was based on the ‘Ideal Self Tree’ activity ~ 1o
adapted from the above-mentioned Possible Selves Tree (Hock etal., " -

2006). In spite of the differences between the circumstances of the
Fmgnmmes, both were effective in motivating the participants to .
ea

tn English and in increasing their linguistic self-confidence through
strengthening their ideal L2 self-image. As a result of the motivational

“uverventions, participants on both programmes reported exerting.

iélneve their ideal L2 selves.
2.1 Unglerstanding students’ currgnt identity concerns

and jved expori€nges

Al the prOgrammef outlined jf Toopbox 2.2 spfft with consideration:

ft thestudents’ ppsent statg? This igf] of couryé, logichl and is suppe
/- research findfngs whig show ghat posgile self-ynages aresbo

people’s develgpmentg¥and congfxtual ghncerns (Dysermgd and Jafne:
2009). Thay/is, theée images Af idegl (or dresfled) fyslire statef an
anchored jA the #ality of oyf mogf immediatgfand gfessing copfern:
in the ppsenyAime. For eyamp)é, occupatiofial fncerns tendfto b
more pjomipent for young Adulés, while fami}- gAd parenting-gfientex
futurg/images usually coghie £ bit later, follghved by health-relfted anc
then/poffsion-related cogofns even later. Wiph regard to thefelevanc
of p ocultural issues ffn extreme examp€ is a study of j prisone |
fathers by Meek (200¥), which reveals fat becoming likf their own
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Creating the language learner’s vision

. teachiflig Chings€learyfers of Epflish. Mlany of my for Chinese
- studghts tgid’me thaf they yefre inspfed by both o g to follow
thot dsfims. Thyfefore Fchose tgfuse them dysthg myfinterventio
Latffamme. Affer digflissing thg/poem and Mstening fo the songeFaskfd
e participgfts tg/ell me aboyht the thrpthings thyft they va#ie mosfin
order to ggf a hefter sense offfhem agiidividuals ghd haythem thi
about th€mgsves in more g€tail igsbrder to helpfhe ink about fheir
ideal 3 . Then, I readf scrjfed imagery sipfliatjph to the partigipants
in ofQ#f 1o help them spfirt g6 create a visionbf JMeir ideal L2 self! The
sghfted imagery situghjgfls were all based gpAhe interviews about the
| Atudents’ ideal and fffred L2 selves that Yfad conducted with them prior
| to'the interventiorf programme. e :

2.2 Providing regular tasters of desired future states

We have pointed out above that the teacher’s role is not so much to
actually ‘construct’ a specific future image for the students as to cre-
. ate opportunities that will allow them to ‘taste’, explore and try out
various versions of their possible selves. One way of doing this is to
. help students to experience a range of situations involving the L2.
Depending on the resources available, this can include participat-
ing in intercultural encounters, meetings or campaigns either face to
- face or online, inviting L2 speakers to the language class, having 4 \
. video conference with students from another country, working on a |-
class project involving communication with other L2 speakers aroun
| the world, visiting an international company or university locally or
abroad and, if possible, organising school exchanges, study-abroad
trips and field visits. These experiences are important because they
can Ws. An image-seed in this sense is a
remémbere fhent from our history of an encounter that imprints
itself in our memory, and it is these pictures that can later aid the cen-
struction of fully-fledged desired language selves by serving as useful
building blocks.

The significance of creating such experience-based images explains,
for example, why renowned Michelin-star chef Michel Roux, Jr, who
decided to train eight young apprentices from disadvantaged back-
grounds to become world-class waiters, started his unique training
programme — documented in the BBC television series Michel Roux’s
Service— by taking his trainees to one of the finest restaurants in London
to let them experience the best of the world that they could one day
become part of. A further illustration of how tasters of future possible
selves are utilised to motivate us is offered by tourism advertisements.
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While some of the beautiful scenes in magazines or in the travel agents’ |
windows describe attractive destinations (e.g. happy camels in front o{"
pyramids in the sunset), others show less exotic scenes, for example a
family having a meal on a sunny veranda or a couple walking hand in
hand on a quiet road. These images serve a purpose that is very dif- .
ferent from showing the Taj Mahal: they are there to help the viewers |
to create their ideal ‘holiday self’, made up of familiar scenarios that |

are cl_evcrly fused with holiday fantasy. These images obviously work -
that is, motivate us to spend money - or travel agents would not use
them.

In sum, in order to build up a vivid image of a desired future self,
we first need ‘tasters’, that is, sensory glimpses of the bigger picture to ‘
which our efforts could eventually lead us. Such short ‘vision-immersion’
opportunities offer a kind of foretaste of the future, which is exactly
what Michel Roux’s trainees were allowed to experience on their first

- day or what travel agents would like to provide us with. The lesson is
this: we need to taste the future in order to desire it. ILLUSTRATION 2.4 ‘
presents an example from Maggie’s early encounters with an L2 -
English in her case — which demonstrates well just how powerful such |

tasters can be in motivating action. |

,/IlhntmtionZAF:omomownexperience(Mnggig). ,

1 still have a very vivid image in my mind’s eye from the early days of my:
‘learning English. For the first time in my life, [am outside my country,
taking part in a large international conference. ] am wowed by the =
atmosphere: all the interesting people, some from countries I had not even
heard of ... a whole new big and exciting world is opening up before my |
eyes ... But I can also feel the frustration of not being able to make the most:
of this ‘once-in-a-lifetime’ opportunity — I am unable to put togethera
single coherent sentence in English!
_T:am convinced today that this was a significant turning point in my
‘English language learning history; this was the critical encounter when the:
seed of my L2 vision was sown and grew almost instantly with immedigte
consequence for action. While friends of mine were enjoying the restiof . .
that summer swimming and doing hiking trips, I'spent mine cra mming
iffégular verbs and-lexical chunks! - E TR SRR N

It is difficult, if not impossible, to consciously orchestrate such
significant ‘chance encounters’ that will have a profound and lasting |
influence, but what teachers can do in order to inspire and facilitate

— |
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the construction of ideal L2 self-images is to create a rich menu of
‘future-self-immersion’ opportunities both in the classroom and out-
side it. Modern language teaching methodologies such as project-

. based instruction or task-based language teaching lend themselves
to simulating intercultural situations in order to experience what it
would be like to be a successful user of the L2; to illustrate an imagery-
based approach that might also work for this purpose, TooLsox 2.4
presents an example of utilising the students’ own imagination for
creating tasters of possible desired L2 end states.

, - Toolbox 2.4 How"to bx"eate a vision board’ of one’s ideal L2 self

You will need: lots of dafferent types of ald magazines (e.g. travel
magazines, college prospectuses, etc.), a flipchart or cardboard paper for

} each student to create their treasure maps on and glue. You can ask the
students to bring their own supply.

Step 1: Ask students to think about who they would ideally want to
‘become and how the L2 features in that vision.

‘Step 2: Ask them to go through the magazines and cut out
interesting bits from them. No gluing yet! Just let them have fun
looking through magazines and pulling out pictures or words or
headlines that strike their fancy. They should end up with a big
pile of images and phrases.

Step 3: Then they should go through the images and begin to lay their

- favourites on the board and eliminate any that no longer feel right. You -

| should encourage the students to design their board creatively, in any
way they want. Once they have finalised the design, they can start gluing
everything onto the board, also adding writing if thcy want or even some
further painting/colouring to complete the composition. o

Step 4: Students should leave space in the very centre of the vision
board for a fantastic photo of themselves and paste it there. Alternatively,
they can display a picture (or several pictures) of themselves being, .
doing or having their desired objective (travelling around the world;
 having a high-profile international job, studying at a university/
, collcgc abroad, etc.). They should show themselves in a realistic: settmg
' ‘and insert a correspondmg captlon (e.g. ‘Here I am graduatmg from
‘ Harvard’).

Step 5: Hang their vision boatds in the classroom where they will see them:

- often. You couldrevisit them AGHA e'i] 14 ‘whlle and refer to them'

| fromtime totime. dutmqi n'dlees) perhin Vo ~
in‘mfotivation is' needed.:
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