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Abstract

Successful second language (L2) acquisition demands effective self-regulated language
learning (SRLL), often influenced by students' motivation. Through structural equation
modeling, the present study explored the relationships between the L2 motivational self
system (L2MSS) components, including the ideal L2 self, English learning experience,
ought-to L2 self, and SRLL. To this end, 613 high school English language learners
completed the L2MSS questionnaire designed by Taguchi et al. (2009) and an SRLL
questionnaire developed by Salehi and Jafari (2015). Pearson correlation analysis revealed
strong positive relationships between the ideal L2 self, English learning experience, and all
SRLL subscales. Much lower but statistically significant correlations were also found
between the ought-to L2 self and SRLL constituents. The structural models revealed that both
the ideal L2 self and English learning experience can significantly contribute to the affective,
(meta)cognitive, and behavioral aspects of SRLL through intrinsic motivation (IM).
Nevertheless, the ought-to L2 self was revealed to have negligible effects on all variables.
The results emphasize the mediating role of IM in a motivational model depicting the paths to
SRLL. The study concludes with a discussion of implications for language learning and
teaching.

Keywords: L2 motivational self system, self-regulated language learning, structural equation
modeling approach

In recent years, many studies have been conducted to unravel the nature of
self-regulated learning (SRL). The theory highlights the “agentic role of the learner”
(Efklides, 2011, p. 6). As she defines it, this role is learners’ ability to set goals and evaluate
the learning process results (Efklides, 2011). Research consistently demonstrates a strong
positive relationship between self-regulated learning (SRL) and academic achievement
(Cleary & Kitsantas, 2017; Lai & Hwang, 2016; Mizumoto, 2013; Seker, 2016; Zimmerman,
1990). According to Boekaerts (1996), motivation, cognition, and metacognition are the

fundamental elements in the conceptualization of SRL, and results of previous studies (i.e.,
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Pintrich, 2004; Schunk, 2005) have confirmed that SRL involves the process of monitoring
and controlling motivation, cognition, behavior, and the environment. According to Schunk
and Zimmerman (2023), several models have been proposed based on many theoretical
frameworks. In most cases, one of the most critical aspects of SRL is the learners’ utilization
of various cognitive and metacognitive strategies to control and regulate their learning
(Efklides, 2011; Greene & Azevedo, 2007; Zeidner et al., 2000). Other studies consistently
highlight the positive impact of motivation on SRL (Zimmerman & Schunk, 2008). Besides,
self-regulated learners often perceive school materials as valuable and engaging (Boekaerts,

2011; Pintrich, 2000).

Literature Review
Self-Regulated Learning and Self-Regulated Language Learning

SRL is based on models and frameworks that shed light on cognitive, metacognitive,
and affective processes (Sahin Kizil & Savran, 2018; Su et al., 2018). Earlier scholars (e.g.,
Zimmerman, 2000) defined SRL as a cyclical system of processes (i.e., setting goals,
planning, using strategies, monitoring, and reflecting). Over the past few decades, several
theoretical models of SRL have emerged to shape the current SRL, which continues to evolve
(Efklides, 2011; Pintrich, 2000; Winne & Hadwin, 1998; Zimmerman, 2000). SRL reflects
Bandura’s (1986) Social Cognitive Theory and values observational learning and
self-efficacy. Several major SRL models also incorporate motivation as a critical component
of SRL because regulating one's learning is an effortful process contingent upon motivation
(e.g., Efklides, 2011; Zimmerman, 2000). Current studies (Su et al., 2023) revealed that
increasing self-efficacy is a motivational catalyst to help learners participate in SRL
activities.

Self-regulated language learning (SRLL) refers to the learning process (e.g., setting
goals, planning learning strategies, monitoring progress, and reflecting on learning
experiences) in which learners control, monitor, and regulate to fulfill language learning
objectives (Yoon et al., 2021). Thus, self-regulated learners can be defined as learners who
can actively monitor, control, and regulate their learning process, including knowing what
language learning strategies work for them and taking responsibility for their progress (Zhang
& Zhang, 2019). That is why SRLL is said to be a dynamic and active process that helps
learners develop both effective foreign language instructional strategies (Teng, 2022) and
autonomy in their language learning (Kumar et al., 2023). The connection of SRLL to

language development and language acquisition was shown in recent studies. An et al.,
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(2021), for example, indicated the significance of SRLL in improving language development
and proficiency in foreign language learners whereas Bai et al. (2020) saw SRLL as a crucial

ability for successful language acquisition.

Second Language (L2) Motivation

Studies on language learning motivation were initiated mostly with Gardner and
Lambert’s (1972) theories, which emphasized the value of culture and attitude towards
language learning and argued that integration into the L2 community is the key to success in
language learning. This idea was later criticized, mainly because it neglected the unique
characteristics of each learning environment and communication context (e.g., Dérnyei and
Ushioda, 2009). Early L2 motivation research primarily focused on the dichotomy of
extrinsic motivation and intrinsic motivation (IM), influenced by theories such as
self-determination and attribution (Deci & Ryan, 1985). Previous perspectives have expanded
to incorporate the impact of social context, learner identity, and self-concept on L2
motivation (e.g., Higgins, 1987; Markus & Nurius, 1986). Inspired by such theories of
motivation, Dornyei (2009) made a clear distinction between the ought-to L2 self and the
ideal L2 self. According to Dornyei (2009), the ought-to L2 self represents the attributes an
individual believes they should possess to meet external expectations (e.g., societal norms,
parental expectations), while the ideal L2 self reflects personally desired qualities and
aspirations. Dornyei (2009) also pointed out that learners’ attitudes towards learning English
can be regarded as another main component of the theory, and they can be affected by the

characteristics of the educational environment and learners’ experience of language learning.

Motivation and SRLL

Students with self-regulated skills use cognitive, motivational, and behavioral
strategies to manage their learning processes, as expressed by Zimmerman (1990).
Motivation plays a crucial role in self-regulation as students with self-regulation actively
monitor their learning processes and can achieve educational success (Kitsantas et al., 2009;
Winne, 2001; Zimmerman, 2002). SRLL is related to motivation since it can improve
motivation on the one hand, as shown in previous studies (e.g., Zhang et al., 2020). On the
other hand, it can be enhanced through IM and engagement prompted by a supportive and
engaging learning environment, as demonstrated in research (e.g., Su et al., 2023).
Motivation significantly impacts self-regulation, whereas the relationship may not always be

apparent (Kim & Kim, 2014).
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Earlier studies indicated that instructing students in self-regulation skills can promote
motivation and provide a reciprocal relationship between these constructs (Schmitz & Wiese,
2006; Stoeger & Ziegler, 2008). As Wolters and Pintrich (1998) found, a strong correlation
exists between students’ motivation and SRL strategies, particularly in how motivated
students can employ effective strategies in their learning. In other words, when students
perceive a subject, such as language learning, to be intriguing and valuable, they are more
willing to self-regulate their learning processes (Pintrich & De Groot, 1990; Pintrich et al.,
1993). In a similar vein, Zimmerman and Schunk (2008) contended that constant motivation
is essential for sustaining and enhancing students’ self-monitoring skills. Eventually, this
continuous motivation allows students to manage their learning more effectively.

L2 motivational self system (L2MSS) theoretical framework (Dérnyei, 2009), which
emphasizes the role of self-perception in language learning, is closely linked to self-regulated
L2 learning. Kim and Kim (2014) claimed that L2MSS, which involves the ideal L2 self and
the ought-to L2 self, is a motivational tool that encourages active engagement in language
learning by highlighting the value of self-images. Other studies (e.g., Abdollahzadeh et al.,
2022; Dunn & Iwaniec, 2022; Ishida et al., 2024) have also supported the connection between
self-regulation and L2 learning motivation. McCombs (2001) also mentioned that
self-concept is a crucial source of motivation for engaging in SRL. Similarly, Borkowski and
Thorpe (1994) stated that possible selves are related to SRL. According to their explanation,
an essential part of SRL is its goal-directedness, and possible selves comprise goals. They
further argued that imagining desired future outcomes or preventing negative consequences
motivates learners to take action. These goal-directed efforts are the foundation of SRL.

Motivation has been considered an essential component in almost all SRL models and
studies, and teaching and learning have demonstrated positive relationships between IM and
SRL (e.g., Panadero, 2017; Zimmerman & Schunk, 2008). Self-determination theory (Deci &
Ryan, 1985) predicts motivation and engagement based on the importance of autonomy,
competence, and relatedness, which are subcategories influencing IM. Earlier studies (e.g.,
Wolters et al., 1996) revealed that IM, proposed by Deci and Ryan (1985), plays a significant
role in SRL. Studies (e.g., Tsuda and Nakata, 2013) also revealed that IM, self-efficacy, and
autonomy are part of complex factors that pertain to language learners' SRL. Therefore, it can
be said that Dornyei’s constructs, such as the L2MSS, relate to IM by highlighting how
individuals' internal drives (e.g., the ideal L2 self and ought-to L2 self) can serve as

subcategories of IM (Doérnyei, 2009).
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Various studies of SRL also highlight the interplay among cognitive, motivational,
and affective processes. Boekaerts’ (1997) model consists of two fundamental elements:
cognitive and motivational self-regulation. As she stated, cognitive regulation includes both
cognitive and behavioral aspects. Motivational self-regulation, on the other hand, involves
motivational, affective, and social aspects. She also noted that all of these different
components within the model are closely interrelated. Building on this, Zimmerman and
Schunk (2008) identified motivational processes, such as self-efficacy, goal setting,
attribution, self-concept, self-esteem, and achievement values, as vital components of SRL.
Furthermore, Zimmerman and Moylan's (2009) model highlighted critical factors influencing
learner motivation (i.e., self-efficacy, outcome expectations, task value, and goal orientation)
that are crucial in their forethought phase (i.e., the initial stage in SRL). Ultimately, Efklides
(2011) developed a more modern SRL framework. Her Metacognitive and Affective Model
of Self-Regulated Learning (MASRL) indicated that motivation interacts with affect and
metacognition, and these three model components influence SRL.

In a study investigating the relationship between L2 motivation and English language
learners’ SRL, Zheng, et al. (2018) used structural equation modeling (SEM) to analyze
quantitative data (e.g., questionnaires) obtained from 293 Chinese university students and
disclosed that ideal L2 self, instrumentality, promotion and interest in L2 culture strongly
predict all the factors of online self-regulation. They also reported the factorial structure in
Online Language Learning Motivation (OLLM) and Online Self-Regulated English Learning
(OSEL). OLLM is composed of three parts with five factors: the ideal L2 self
(instrumentality-promotion and cultural interest), the ought-to L2 self
(instrumentality-prevention and others’ expectations), and the online English learning
experience, which is in line with the findings of You and Dornyei (2016). OSEL includes six
factors goal setting, time management, environment structuring, help seeking, task strategies,
and self-evaluation. As argued by Barnard et al. (2009) and supported by Zheng et al. (2016),
these factors contribute to the factorial structure of OSEL.

Despite the mounting research evidence supporting the role of motivation in SRL
(Boekaerts, 1997; Tsuda & Nakata, 2013; Wolters et al., 1996; Zheng et al., 2018), there is no
empirical model that illustrates how specific motivational variables such as self-efficacy, IM,
and goal orientation are linked with the motivational, affective, (meta)cognitive, and
behavioral components of SRL. Because of the ambiguous nature of the concept and the lack
of research on self-regulation in this area, this study aimed to explore SRL in a field that

requires further investigation. As a result, the present study clarifies the relationships between
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various components of SRLL and the L2MSS, a widely researched theory in L2
communication. Therefore, the following research question is addressed to achieve this goal:

Which motivational variables have the strongest effects on different components of SRLL?

Methodology

Participants

Due to diverse populations and accessibility for data collection, the participants were
recruited based on their school location and willingness to participate in the study. Therefore,
the final sample consisted of 613 English language learners (186 females and 427 males)
selected from three public urban senior high schools in Sari, Mazandaran province, Iran. The
participants in the 10th, 11th, and 12th grades were 241, 316, and 56, respectively. Iran's
educational system follows the K-12 model. The mean age was 16.57; 99 percent of the
participants were between 15 and 20 years old, and the rest were junior English teachers in
teacher education university students in Sari, Mazandaran province, Iran. As the majority of
the participants were under 18, parental consent was obtained in addition to official consent
from educational administrators (educational department and school principals). Both
students and their parents signed consent forms to confirm their participation agreement.
Convenience sampling was used to select the students who agreed to assist in the data

collection and filled out the consent forms.

Instruments
L2 Motivational Self System Questionnaire

The instrument employed to measure learners’ motivation was a questionnaire
developed and validated by Taguchi et al. (2009). The questionnaire, consisting of several
subscales, aimed to measure ten components of the L2MSS: criterion measures, ideal L2 self,
ought-to L2 self, family influence, instrumentality promotion, instrumentality prevention,
attitudes to learning English, cultural interest, attitudes to L2 community, and integrativeness.
The original version of the questionnaire consists of 76 items in English (see Taguchi et al.,
2009), which was then translated into Persian and validated by Khaleghizadeh et al. (2020).
The questionnaire demonstrated reliability values greater than 0.7 and convergent validity
above 0.5. The translated questionnaire is comprised of 76 items including statement-type
measured by six-point Likert scales (six-point rating scales with ‘strongly agree’ located on
the left end and ‘strongly disagree’ on the right end) and question-type items (six-point rating

scales with ‘not at all’ located on the left end and ‘very much’ on the right end). Cronbach
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Alphas reliabilities of ideal L2 self (six items), ought-to L2 self (six items), and attitudes to
English language learning (six items) were .87, .85, and .87, respectively (See Table 1).

SRLL Questionnaire

A 40-item questionnaire developed and validated by Salehi and Jafari (2015) was
used to measure different components of SRLL. This questionnaire was answered based on a
six-point Likert scale (a six-point rating scale with ‘strongly agree’ located on the left and
‘strongly disagree’ on the right). The questionnaire was both in English and Persian
(translated from English). Since the translated version of the L2MSS was utilized, the Persian
SRLL questionnaire was also employed. As noted by Salehi and Jafari (2015), this instrument
features the highest number of subscales (13 in total) compared to other similar tools (e.g.,
Kadioglu et al., 2011; Tseng et al., 2006). The subscales include IM, self-efticacy, locus of
control orientation, attitude, organization, memory strategies, self-monitoring,
self-evaluation, planning and goal setting, effort regulation, regulation of environment, and
help seeking. The present study examined IM, self-efficacy, attitude, organization, memory
strategies, self-monitoring, self-evaluation, concentration and sustained attention, and
regulation of environment (9 out of 13). Its construct validity is supported by confirmatory
and exploratory factor analysis, and its reliability coefficient is adequate. Therefore, its
characteristics can enhance the validity of measurement. The original Salehi and Jafari’s
(2015) questionnaire include 13 subscales and 65 items. However, several items (i.e., the
locus of control orientation, planning and goal setting, effort regulation, and help seeking)
had to be deleted as their Cronbach Alpha reliabilities were below .50. Two items under IM
and memory strategies were also removed from calculations to increase the reliability of the
data associated with these two scales. As mentioned by Dérnyei & Taguchi (2009),
researchers need to be cautious about the reliability values below .60. Table 1 shows that
except for self-evaluation, other reliability values are at least .60, which can be considered

acceptable (Dornyei & Taguchi, 2009).
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Table 1
Components of L2 Motivational Self-System and SRLL With Cronbach Alpha Coefficients

Number of o
Items
Ideal L2 self 6 .88
Ought-to L2 self 6 .85
Attitudes to English learning 6 .87
Intrinsic motivation 4 .70
Self-efficacy 3 .60
Attitude 3 .61
Organization 3 .64
Memory strategies 2 .68
Self-monitoring 3 .60
Self-evaluation 2 .56
Concentration and sustained attention 2 .60
Regulation of environment 5 .70

Procedures

The data collection procedure involved two primary stages. In the first stage,
arrangements were made with three senior high schools, and informed permission was
obtained after providing explanations about the purpose of the study. In the next stage,
students who showed their agreement to participate in the study by completing a consent
form filled out the L2MSS and SRLL questionnaire. The instructions appeared on the first
page of each questionnaire, and the participants responded to the questions in 30 minutes.
Each questionnaire (L2MSS and SRL) took 30 minutes and was conducted in two separate
class sessions, and all the participants were thanked in person after the data collection

procedure.

Data Analysis and Results

Initially, 613 participants participated in the current study; however, only 312 were
used as the final samples. Due to challenges during the COVID-19 period, health issues, high
school restrictions, and incomplete questionnaires, all 613 participants could not participate
in both data collection sessions and, as such, were excluded from the study to ensure the best
possible outcomes. Only those who fully completed the questionnaires and were present at
the data collection sessions were included in the study. The final dataset, consisting of
responses from participants who answered nearly all questions in both questionnaires during

two 30-minute sessions, was entered into SPSS 26 for analysis using the SEM approach.
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Therefore, the mean substitution method was used to replace them and prepare the data for

the analysis (Hair et al., 2014). Table 2 presents the descriptive statistics of the obtained data:

Table 2

Descriptive Statistics of the Components

Skewness Kurtosis
Std. Std.
Min Max Mean SD Statistics Error Statistics Error

Ideal L2 self 6 36 28.10 6.50 -.92 .09 44 .19
Ought-to L2 self 6 36 2099 6.87 -25 .09 -47 .19
Attitudes to English learning 6 36 2725 6.64 -.98 .09 73 .19
Intrinsic motivation 4 24 17.86 4.13 -.93 .09 .90 .19
Self-efficacy 3 18 13.58 3.19 -.62 .09 -.15 .19
Attitude 3 18 14.39 3.23 -.98 .09 .61 .19
Organization 3 18 10.71 3.38 -.10 .09 -.34 .19
Memory strategies 2 12 0847 246 -.49 .09 -.28 .19
Self-monitoring 4 18 1421 2.65 -.84 .09 74 .19
Self-evaluation 2 12 07.56 246 -.28 .09 -.51 .19
Concentration and sustained 2 12 0820 2.64 -.34 .09 -.67 .19
attention
Regulation of environment 5 30 2040 5.20 -.34 .09 -.20 .19

The skewness and Kurtosis of all the subscales fell within limits of +2. Since these
values have been approved as the acceptable range for normal distribution (e.g., Gravetter
and Wallnau, 2014), it was concluded that the data were normally distributed.

Table 3 displays the results of the Pearson Product-Moment correlation. As shown in
the table, the strongest correlations can be found between the motivational and affective
components of SRLL and two of the motivational variables: ideal L2 self and English
learning experience. Ideal L2 self is significantly correlated with IM (r = .54, p =.002),
self-efficacy (r = .55, p =.001), and attitude (r = .48, p =.001). The table also indicates
significant positive correlations between English learning experience and IM (r = .58, p <
.05), selt-efficacy (r = .48, p <.05), and attitude (r = .53, p <.05). Moreover, the results
indicate mostly weaker but statistically significant correlations between ideal L2 self and
(meta)cognitive/behavioral dimensions: organization (r = .19, p <.05), memory strategies (r
= .43, p <.05), self-monitoring (r = .38, p <.05), self-evaluation (r = .24, p <.05),
concentration and sustained attention (r = .24, p <.05) and regulation of the environment (r =
22, p <.05). A similar pattern of correlations can also be found between English learning

experience and (meta)cognitive variables: organization (r = .28, p <.05), memory strategies
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(r=.37, p <.05), self-monitoring (r = .37, p <.05), self-evaluation (r = .27, p <.05),
concentration and sustained attention (r = .22, p <.05) and regulation of the environment (r =
24, p <.05). Additionally, the correlations between ought-to L2 self and components of
SRLL are mostly weak though statistically significant (p <.01). Except for a weak negative
correlation which exists between ought-to L2 self and concentration, other variables are

positively correlated with this variable (See table 3).

Table 3

Correlations Between Motivational Variables and Components of SRLL

M SE  Attitude Organization MS SM SE CSA RE
Ideal L2 self S4xk - S5%* A48%* J19** A3xE 0 3BFE 4% 24xx POF*
Ought-to L2 self 18%* .08%* 7% A7 ASFE 4%k 27k L 10*% 20%*
English learning S8xEk 48 53w 28%* A3xE 37w 30k 22%x Q4w
experience

Note: IM = Intrinsic motivation; SE = Self-efficacy; MS = Memory strategies; SM = Self-monitoring;
SE = Self-evaluation; CSA: Concentration and sustained attention; RE = Regulation of environment
**Correlation is significant at the .01 level (2-tailed)

*Correlation is significant at the .05 level (2-tailed)

After ensuring that the subscales were interrelated, a conceptual model was developed
drawing upon Taguchi et al.’s (2009) model of L2MSS and theories of SRL (e.g., Boekaerts,
1997; Efklides, 2011). Figure 1 shows the relationships among the three main components of
the L2ZMSS, including the ideal L2 self, English learning experience, and ought-to L2 self, as
well as variables of SRLL. IM, the only motivational component within the framework of

SRLL, is also part of the hypothetical model (See Figure 1).

Figure 1
The Initial Hypothetical Model of L2MSS and Various Components of SRLL

Ideal L2 Self
English Learning Experience ‘. IntrinsicMotivation
Ought-to L2 Self

Components of Self-Regulated Language Learning

The appropriateness of the model was assessed using the indices commonly referred

to in the previous studies (e.g., Taguchi et al., 2009; Tseng et al., 2006). Table 4 shows the
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extent to which the model is appropriate to describe the relationships between the L2ZMSS
and different components of SRLL. The indices include chi-square statistics (X2), chi-square
to degrees of freedom ratio (X2/df), goodness of fit index (GFI), comparative fit index (CFI),
Adjusted goodness of fit index (AGFI), normal fit index (NFI), incremental fit index (IFI),

Tucker-Lewis index (TLI) and root mean square error of approximation (RMSEA).

Table 4
Selected Fit Indices for the Final Model of L2MSS and Components of SRLL

X* X%df GFI CFI AGFI NFI IFI TLI RMSEA

Intrinsic motivation .00 202 94 96 .92 93 97 .96 .04
Self-efficacy 00 193 94 96 .92 92 96 .96 .03
Attitude 00 192 93 96 91 93 96 .96 .03
Organization 00 180 94 96 92 93 96 .96 .03
Memory strategies .00 183 94 97 .92 93 97 .96 .03
Self-monitoring 00 172 94 97 92 93 97 .96 .03
Self-evaluation .00 172 94 97 .93 93 97 .96 .03
Concentration and sustained 00 172 94 97 .93 93 97 .96 .03
attention

Regulation of environment .00 1.68 94 .96 .92 92 96 .96 .03

Note: X2 = chi-square; GFI = goodness of fit index; CFI = comparative fit index; AGFI = Adjusted
goodness of fit index; NFI = normal fit index; IFI = incremental fit index; TLI = Tucker-Lewis index;
RMSEA = root mean square error of approximation

As demonstrated in Table 4, all models demonstrated excellent fit based on a range of
fit indices. While the chi-square statistic was nonsignificant for any model (all p > .05),
indicating potential model-data congruence, the large sample size may have limited its
sensitivity in detecting misfits. Therefore, it was concluded that the model can fit the data and
describe the relationships between different components of L2MSS and SRLL. Figure 2
presents the strengths of the relationships between IM and each of the three components of

the L2MSS.
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Figure 2
The Final Model of L2MSS and IM, a Component of SRLL
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According to the figure, the motivational component of SRLL is the most robust

causal relation between the English learning experience and IM. The figure displays a
positive relationship between the ideal L2 self and IM. On the other hand, the effect of the
ought-to L2 self on IM is negligible and statistically nonsignificant (p > .05). The results,
therefore, show the robust effect of the English learning experience on the learner’s level of
IM. The ideal L2 self can also contribute more to IM through the English learning experience
(See Figure 2).

The model explored the connections between the L2MSS and self-efficacy
components in the subsequent analysis stage. Figure 3 shows the strengths of causal paths
between the variables in a model that can best describe the relationships. As shown in the
figure, IM, primarily affected by the English learning experience and ideal L2 self, has the
most substantial positive impact on self-efficacy. Although the ideal L2 self has a positive
and direct effect on self-efficacy, the more significant positive effect of this variable on
self-efficacy through IM is evident according to the model. The figure also indicates a small
negative link between ought-to L2 self and self-efficacy. Ought-to L2 self is also negatively
associated with IM and has a negligible effect on this variable (See Figure 3).
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Figure 3
The Final Model of L2MSS and Self-Efficacy, a Component of SRLL
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Learners’ attitudes to English learning were another component of SRLL investigated
in the study. According to Figure 4, attitude, one of the components of SRLL, is strongly
associated with IM and indirectly affected by the ideal L2 self. On the other hand, the values
relating to other causal paths show that the effects of other components, including ought- to

L2 self, are weak and nonsignificant (p>.05).
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Figure 4
The Final Model of L2MSS and Attitude, a Component of SRLL
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Organization was the fourth component of SRLL examined. Figure 5 reveals that the

positive impact of IM on the organization is much more substantial than the slightly negative

but statistically significant effect of the ideal L2 self on this variable. Ought-to L2 self and

English learning experience have slightly positive and statistically significant effects on IM

(p<.05). Figure 5 indicates that the ideal L2 self can make a much more significant and

positive contribution to the organization when the English learning experience and IM

mediate the effect.

136



SiSAL Journal Vol. 16, No. 1, March 2025, 123-152.

Figure 5
The Final Model of L2MSS and Organization, a Component of SRLL
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The associations between motivational variables and learners’ ability to use memory
strategies were investigated next. The results revealed that, once again, the most potent path
can be found from IM to memory strategies and English learning experience, which has a
relatively strong relationship with IM indirectly contributing to memory strategies through
this variable. The ideal L2 self can also contribute best to memory strategies through its
positive effect on the English learning experience and IM. The weak negative path between
the English learning experience and memory strategies reflects that the variable can
substantially affect memory strategies through IM. The effects of ought-to L2 self on IM and

memory strategies are very weak and statistically insignificant (p>.05) (See Figure 6).
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Figure 6
The Final Model of L2MSS and Memory Strategy, a Component of SRLL

Motio7 | | Moti13 | | Moti19 | | Moti26 | | Moti32 | Moti39

87 1.08
0./93

idealL2Self

100\ 102

1.04 01

0,
@ 497 0,.65
1

1
3 .- 0 ; ‘ 1.7
37 R 1 y
80 [ Motisa, [ , T 2) .
: 1
2
€13
0,13
OughttolL2Self 1
76 56 0
; 5 %Y am 7 370 354 MemoryStrategies
Moi|01 | Motiog | | Mou14| | moti20 | [ Moti27 | Moti34 199 =
4.42 4.03
0182 5155 01OE 387 x% 5130
9, 0, 55 0,126
& %

18

The sixth variable of SRLL was self-monitoring, which was also strongly associated
with IM (See Figure 7). The figure indicates that the most potent positive effect of the ideal
L2 self on self-monitoring can be found through the English learning experience and then IM.
As shown in the figure, the English learning experience has a small negative effect on
self-monitoring. Ought-to L2 self has a minimal and insignificant effect on IM and does not

affect self-monitoring (p>.05).
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Figure 7
The Final Model of L2MSS and Self-Evaluation, a Component of SRLL
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Figure 8 presents information about the contribution of the ideal L2 self, learning

experience, and ought-to L2 self to IM and self-evaluation. While the direct effect of the ideal
L2 self on self-evaluation is statistically insignificant, it has strong positive effects on the
English learning experience and IM. Self-evaluation is moderately affected by IM. Although
the ought-to L2 self is not significantly associated with IM, it has a moderate direct effect on

self-evaluation.
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Figure 8
The Final Model of L2MSS and Self-Monitoring, a Component of SRLL
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Concentration and sustained attention were the eighth variables studied. As shown in

Figure 9, the most substantial connection between IM and concentration can be found. Ideal
L2 self is weakly associated with this variable. While IM and the ideal L2 self positively
contribute to concentration and sustain attention, the ought-to L2 self is negatively linked to
this component of SRLL. All the relationships, however, are statistically significant (p<.05).
The figure also indicates that the English learning experience does not have a statistically

significant effect on concentration and sustained attention (See Figure 9).
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Figure 9
The Final Model of L2MSS and Concentration, a Component of SRLL
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The last component of SRLL examined was the regulation of the environment. Figure
10 illustrates the degree of association between the motivational variables and this
component. According to the model, the most vital link can be found between IM and the
regulation of the environment, and the paths from ideal L2 self and English learning
experience to the regulation of the environment are weak but statistically insignificant
(p>05). The ideal L2 self also makes a statistically significant but weak contribution to IM,
directly affecting the environment's regulation. Ought-to L2 self also has a positive,

statistically significant, but weak effect on the regulation of the environment (See Figure 10).
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Figure 10
The Final Model of L2MSS and the Environment, a Component of SRLL
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Note: RE: Regulation of the environment

Discussion

The primary objective of this study was to investigate the relationships between SRLL
and the constituent components of L2 motivation. The overall fit of the proposed model to the
sample data was acceptable, and it was striking to see that IM consistently exhibits the most
potent direct effects on the subscales associated with motivational and cognitive
self-regulation (Boekaert, 1997). Moreover, it was found that two constituent elements of the
L2MSS, the ideal L2 self and the English learning experience, can have the most significant
effects on SRLL, mainly through IM. This finding substantiates the weight of IM in
cultivating SRLL and endorses the conclusion that IM plays a vital role in SRL (Karlen,
2016; Tsuda & Nakata, 2013; Wolters et al., 1996). Furthermore, the results extend the

available literature by corroborating the idea that learners can become more self-regulated if
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their ideal L2 self and experience of the immediate learning environment can simultaneously
enhance their IM. Positive contributions of ideal L2 self and attitudes to learning English to
SRLL or some aspects of it, including self-efficacy, were reported in previous studies
(Roshandel et al., 2018; Zheng et al., 2018). However, in the present study the effect of ideal
L2 self, English learning experience and ought-to L2 self on each component of SRLL was
separately examined, and appropriateness of a model which shows the strengths of the direct
and indirect connections among the variables of L2MSS and SRLL was assessed.

Results of correlation tests and strengths of the direct paths indicate that the subscales
of self-regulation are not similarly affected by IM. The literature supports that IM is more
strongly associated with the affective constituents of SRLL, including self-efficacy and
attitude, as they are all related to internal sources of affective regulation (Boekaert, 1997;
Efklides, 2011). For instance, self-efficacy results align with Roshandel et al.’s (2018)
findings. However, since IM has been included in the model, a much more significant
influence of L2 motivation on self-efficacy can be observed. In addition, the smaller but
statistically significant correlation coefficients and positive links between IM and
(meta)cognitive/behavioral variables, including organization, memory strategies,
self-monitoring, self-evaluation, concentration and sustained attention, and regulation of
environment were reasonably expected as these variables have been theoretically associated
with (meta)cognitive components (Efklides, 2011) and cognitive self-regulation (Boekaert,
1997). The strong positive correlations and paths between IM and memory strategies and
strong associations between IM and self-monitoring indicate that these aspects of SRLL can
be developed when learners are intrinsically motivated. Ought-to L2 self accounts for a more
significant proportion of the variance contributing to organization, self-evaluation,
concentration, and regulation of the environment. This finding suggests that ought-to L2 self
plays a more critical role in developing SRL's (meta)cognitive components. IM, however,
remains the most significant predictor of these components.

Although ought-to L2 self was found to significantly predict some aspects of SRLL,
its low path coefficients echo the findings in almost all the studies. For example, weak
relationships have been reported between ought-to L2 self and intended efforts (Taguchi et
al., 2009; Papi, 2010) and online self-regulation (Zheng et al., 2018). In a study conducted by
Li and Zhang (2021), it was empirically shown that ought-to L2 self is a negative predictor of
L2 achievement. The results of the present study have revealed that ought-to L2 self does not
affect IM and has negligible direct effects on most of the constituents of SRLL. The greater

correlation between ought-to L2 self and self-evaluation might be explained by the tendency
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of learners to assess themselves based on language ability measures valued by both their
teachers and families. This process can encourage growth in instrumentality-prevention and
family influence, factors that directly impact the development of an ought-to L2 self (Taguchi
et al., 2009).

On the other hand, concentration and sustained attention, which are inherently
dependent on learners’ mental processes, are negatively related to the ought-to L2 self.
Regulation of the environment and organization are also weakly associated with the ought-to
L2 self. This finding might suggest that learners willing to undertake tasks in these two areas
are slightly influenced by external variables such as learning environment characteristics and
others’ standards of organizing language learning. Although IM has a more significant effect
on both variables, the small impact from ought-to L2 self may show that environmental
control and learners’ ability to organize their learning process may also be weakly affected by

external factors such as family and exams.

Conclusion

Although motivation is believed to be an integral part of SRL, studies have yet to
examine its effects on the subscales of SRLL in a model that exhibits the effects of various
motivational variables. The current study adds empirical evidence to the existing literature on
SRL in an English class, showing that IM plays the most influential role in enhancing SRL’s
affective and cognitive constituents. Therefore, it is recommended that teachers, materials
developers, and policymakers prepare the grounds for SRL by raising learners’ IM. The
present study's findings suggest that the English learning experience and ideal L2 self can
significantly affect SRLL through IM. One implication of this study is that curriculum
developers and teachers should plan and incorporate techniques into the curriculum, such as
guided visualization of the ideal L2 self, breaking down goals into actionable steps, and
mentorship (e.g., peer or teacher mentorship). These techniques can foster an ideal L2 self
and a positive English learning experience (Dornyei, 2001; Dérnyei & Kubanyiova, 2014;
Magid & Chan, 2012). Incorporating these strategies can, therefore, help learners become
more emotionally and cognitively self-regulated, especially if they also lead to improvements
in learners’ IM.

This study, along with all research, has inherent limitations. Religious and cultural
values are essential in Iranian high schools. Besides, they are part of Iran's coeducational
system, which provides distinct experiences for urban and rural students. Although the results

are mainly in line with those reported in other research studies in other learning
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environments, the fact that the respondents were selected from three high schools may limit
the generalizability of the findings, as the results may have been affected by the unique
characteristics of the sociocultural context. Further research is needed to investigate the issue
in other educational contexts and cross-validate the findings. Also, the relationships between
L2 motivation and four variables of SRLL, including locus of control orientation, planning
and goal setting, effort regulation, and help seeking, could not be investigated as the
reliability values were below the acceptable level. To remedy this constraint in future
research endeavors and to triangulate the results, other instruments can be utilized to measure
different components of SRLL in various learning environments. The findings rely on
self-reported data, which may not reflect learners’ SRL behaviors. Follow-up studies can use
qualitative methodology to investigate SRLL behaviors in different motivational conditions

and overcome this limitation.
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