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Abstract

This article reports on the findings of a research study which has
approached language learning motivation (LLM) following Ushioda’s
(2009) person-in-context relational view of L2 motivation, Consoli’s
life capital (2021, 2022), Dweck’s mindset (2017) and Dérnyei’s
vision system (2009). Our study provides insights into how LLM
research is key to bolstering broader societal transformations and
positive social impacts through a two-day intervention programme
during which undergraduate L2 learners of English were introduced
to the concepts of life capital, mindset, and vision through a series of
motivational activities. The qualitative analyses of the data, divided
into three steps, pre-, during, and postintervention programme,
allowed us to track the student’s motivation and to highlight the criti-
cal role of such motivational courses. As a result, the authors intro-
duce the notion of motivational intelligence, defined as a set of
motivational skills which enable individuals to self-regulate their life-
long growth process considering the potential of their life capital,
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and which, building on Sternberg’s (2022) attitudes of intelligence,
may act as catalysts that help individuals to refine their attitudes
toward language learning and effectively deploy their intelligence for
personal and societal advancement.

doi: 10.1002/tesq. 3413

INTRODUCTION

In the last six decades, there has been a notable increase in scholarly
attention toward L2 learning motivation, from the social psychologi-
cal beginnings (Gardner & Lambert, 1972) to cognitive theories
(Dornyei, 1994), a focus on time (Dornyei & Ott6, 1998), context
(Ushioda, 1996, 2009) and vision (Dornyei, 2009). This thriving litera-
ture has been enriched with recent innovative concepts such as
Dweck’s (2017) mindset theory, Ushioda’s “small-lens” approach (Ush-
ioda, 2016, 2023) and the quest for an ethical agenda (Ushioda, 2020),
or Consoli’s (2021a, 2022) notion of life capital. While the balance
continues to fall in favor of theory development (Ushioda, 2020),
researchers (e.g., Banegas, 2019; Dornyei & Kubanyiova, 2014; Gha-
semi, 2021) continue to keep an interest in pedagogical applications;
this is especially evidenced by “an agenda for social justice and
change” (Ushioda, 2020, p. 113) in language learning motivation
(LLM) research.

This study explored how LLM research can contribute to broader
societal transformations and foster positive social impacts through a
two-day intervention programme which consisted of a range of motiva-
tional activities based on Consoli’s (2021a, 2022) life capital,
Dweck’s (2017) mindset and Dornyei’s (2009) vision system. Our find-
ings indicate that these constructs may serve as powerful catalysts that
can have a positive impact on the participants’ motivational intelli-
gence, which contributes to the development of the participants’ atti-
tudes of intelligence (Sternberg, 2022), that is, the decision to gain
knowledge and to think critically with the knowledge they gain.

The theoretical framework adopted was a person-in-context rela-
tional one (Ushioda, 2009), that is, “a view of motivation as emergent
from relations between real persons, with particular social identities,
and the unfolding cultural context of activity” (Ushioda, 2009, p. 215).
The authors of the paper, two of them as teachersresearchers,
engaged in the narrative analysis of 10 language education undergrad-
uates’ life stories, mindsets, and visions to answer the following
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research question: What do these students’ reflections and life stories
tell us about their motivation before, during and after the two-day
intervention program?

The intervention programme discussed in the present paper was
designed for and implemented with students mostly enrolled in their
second year of English Bachelor’s degree in English literature and civi-
lisation studies in a French university (i.e., University 1). The second
year of bachelor’s degree represents a pivotal decision-making stage in
the students’ academic journey as it corresponds to the year during
which they are asked to select their major subjects to define their
study plans based on their professional aspirations. That important
choice too often results in increased anxiety and stress on the part of
the students who sometimes realise they may no longer want to pursue
on the career path they had imagined, may struggle to define their
objectives, or may find themselves needing to exert significantly more
effort than they had initially anticipated to achieve success. It is a
moment when their attitudes of intelligence (Sternberg, 2022) become
particularly relevant. One of the teachers-researchers had delivered
English linguistics lessons for two semesters to most of the students
participating in the intervention programme. As in Galloway’s
study (2016), voluntary participation was a key concern. Author 2
wanted to ensure that her being the teacher would not make the stu-
dents feel forced to participate. Also, she was particularly mindful that
the data could be biased if students mistakenly believed that their par-
ticipation could influence their grades. The intervention programme
did not commence until Author 2 had ceased teaching and until
grades for the semesters had been decided upon. This experience pro-
vided her with unique insights into the students’ needs and potential
to enhance their motivation. The primary goal of the study was there-
fore to assist students in clarifying their professional and academic
goals through the exploration of their life capital and to encourage a
growth-oriented mindset which would propel them to progress and
success.

THEORETICAL BACKGROUND

Through a person-in-context relational view of motivation, Ush-
ioda (2009) calls for a “focus on people or ‘persons’, rather than on
learners or individual differences in an abstract theoretical sense”
(Ushioda, 2009, p. 216). In other words, the exploration of how L2
motivation relates to self and identity should go beyond participants as
language learners, suggesting there are other aspects of their identity
that are equally or more important; these ‘subjects’ are actually people

THRIVING THROUGH MOTIVATIONAL INTELLIGENCE 3

35UBD |7 SUOLILIOD dAIERID 3jqea|dde auy Aq pausenob aze sapie YO ‘38N Jo S3|nJ Joj AriqiT auljuQ 43I UO (SUOIPUCD-PUE-SLLBY/W0D A3 | 1M AZeIq 1pU U0/ SANY) SUONIPUOD pUe SWIB | aUl 89S *[S202/90/60] Uo ARigi auliuo A1 ‘(ou)eAnge ) agnopesy Aq £TrE bsa)/200T 0T/10p/woo A3 1M ARelqipuljuoy/sdny wolj pepeoumod ‘0 ‘6v2.SYST



“located in particular cultural and historical contexts” (Ushioda, 2009,
p- 216), and she encourages researchers to attempt “to capture the
mutually constitutive relationship between persons and the contexts in
which they act” (Ushioda, 2009, p. 218). Motivation is thus viewed “as
an organic process that emerges through the complex system of inter-
relations” (Ushioda, 2009, p. 220).

Responding to Ushioda’s (2009, 2011, 2016) call for a more person-
centred and ethically oriented approach to research (Dornyei & Ush-
ioda, 2021), Consoli (2021a, 2022) developed the concept of life capi-
tal. Inspired by Bourdieu’s (1986) framework of capitals,
Consoli (2022) suggests “a novel research perspective that values our
humanity and recognizes the unique trajectories of our stories” (p.
1400). This implies adopting a holistic view of humans’, that is, our
learners’ life stories when conducting research. Life capital can be
viewed as a form of wealth inherent to every individual, characterized
by the depth and diversity of one’s life experiences. It encompasses
memories, desires, emotions, attitudes, and opinions, which may be
positive or negative, and either openly expressed or hidden. The value
and impact of one’s life capital depend on how it is managed, shared,
and utilized by the individual. Learners’ life stories affect their new
experiences, but also their beliefs or mindsets (e.g., Dweck, 1999;
Dweck & Leggett, 1988; Yeager & Dweck, 2012).

Examining the critical role of mindset, Dweck (2017) asserts that a
fixed mindset refers to believing that your qualities, your intelligence,
and personality are fixed, whereas a growth mindset refers to believing
that your qualities, your intelligence, and personality are aspects of
your self that you can nurture through effort, strategies, and assistance
from experienced people. Specifically, language mindsets allude to
beliefs regarding whether language learning ability is static (fixed) or
growth-oriented. In the field of LLM, investigation indicates that lan-
guage mindset correlates with English L2 learners’ academic achieve-
ments (Lou & Noels, 2020) and engagement (Zhao, Xiong, Zhang, &
Qi, 2021), relation to teachers (Haimovitz & Dweck, 2017), or self-effi-
cacy (Ciaccio, 2019). Literature has also explored the way contexts
influence language mindset (cf. Lou & Noels, 2019a) and shown that
students with a growth mindset tend to selfregulate their thoughts
and emotions (Mrazek et al, 2018). Additionally, Lou and
Noels (2019a) have referred to the possible impact that students’ per-
sonal history, that is, their life capital, might have on their beliefs.

Mindset interventions in general education indicate that students
experimenting challenging transitions improve their motivation and
achievement (e.g., Blackwell, Trzesniewski, & Dweck, 2007; Paunesku
et al.,, 2015), which implies that “a growth mindset, as a personal
resource, complements and/or interacts with other kinds of resources
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or forms of capital (e.g., social resource)” (Lou & Noels, 2019a, p. 7).
Despite these promising correlations between growth mindset and
LLM and behavior, research on intervention programmes explicitly tai-
lored to target LLM remains sparse (e.g., Lou & Noels, 2016, 2019b,
2020). Thus, we believe that an intervention program which incorpo-
rates mindset will enable participants to tap into the power of their
beliefs and can deepen our understanding of LLM and its relation
with learners’ life capital.

As stated by Dweck (2017), “the view you adopt for yourself profoundly
affects the way you lead your life. It can determine whether you
become the person you want to be [that is, your ideal self] and
whether you accomplish the things you value” (Dweck, 2017, p. 6,
emphasis in original). This steers us toward the L2 Motivational Self
System (Dornyei, 2005, 2009) (L2MSS) and that “superordinate vision”
which Dornyei felt was “the secret of successful learners”
(Dornyei, 2009, p. 25). Vision has been shown to lead to successful
self-regulation whilst interacting positively with L2 motivation or class-
room behavior through intervention programmes (e.g., Garcia-
Pinar, 2019, 2021; Ghasemi, 2021; Mackay, 2014, 2019). The notion of
vision is crucial in Dornyei’s theory as the possible selves can be heard
and seen through images and senses, which makes them a reality for
the individual. This capacity of seeing and feeling our ideal self as if it
were real triggers an array of actions which seek to bridge the gap
between our current and our wished future self.

In search of a motivational theory that could explain Gardner and
Lambert’s (1972) concept of integrativeness in a globalized world in
which English was associated with the international community,
Dornyei (2005, 2009) proposed the notions of ideal L2 self and ought-
to L2 self, borrowed from mainstream psychology and inspired by Mar-
kus and Nurius’ (1986) possible selves theory. Although closely related
to the ideal L2 self concept, integrativeness is now theorized to com-
plement it. While the ideal L2 self is “based on a process of identifica-
tion with a projected future image within the person’s self concept”
(Dornyei & Ushioda, 2021, p. 65), integrativeness “reflects a genuine
interest in learning the second language in order to come closer to
the other language community” (Gardner, 2001, p. 5). According to
the L2MSS (Dornyei, 2005, 2009), there are three primary sources of
motivation for learning a foreign language:

1. The ideal L2 self, representing the learner’s vision of future
mastery.

2. The oughtto L2 self, which influenced by significant others
(e.g., parents, peers, teachers), shapes the learner’s future
vision.
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3. The L2 learning experience, which connects future self-guides
with actual learning experiences, defined as “the perceived qual-
ity of the learners’ engagement with various aspects of the L2
learning process” (Dornyei & Ushioda, 2021, p. 63).

Intervention programmes (e.g., Ghasemi, 2021; Safdari, 2021;
Sato, 2021) based on the L2MSS, following a less ‘systems-based’
approach, have shown the impact of such activities on students’ moti-
vation, L2 learning experience, and classroom behavior. The contribu-
tion of the L2MSS to favorable transformations within societies can be
observed in Ghasemi (2021), who addressed the motivation of “dis-
couraged and demotivated students with lower academic achievement”
(p. 180) in an attempt to assist teachers in Iranian public schools.
Within Ghasemi’s study, a vision-based intervention programme,
mainly derived from Dornyei and Kubanyiova (2014), was implemen-
ted by a trained teacher and the results indicated that the experimen-
tal group showed better academic performance and alleviated level of
helplessness, which remained stable 6 months later.

The concepts of language learning motivation, academic perfor-
mance, life capital, mindset and vision can all relate to that of intelli-
gence as a combination of abilities and attitudes (Sternberg, 2022).
Intelligence has often been likened to the elusive Holy Grail, a meta-
phor that shows the challenge of understanding and defining such a
multifaceted construct (Sternberg, 2024). Numerous books and hand-
books (e.g., Sternberg, 2020; Sternberg & Detterman, 1986) offer
diverse perspectives on the concept, reflecting its complexity and
breadth. Despite these varied interpretations, intelligence is commonly
characterized as “adaptation to the environment, the ability to learn,
and the ability to solve problems” (Sternberg, Tromp, & Karami, 2023,
p- 371). According to Sternberg (2022), intelligence encompasses both
abilities and attitudes, with abilities defined as “a developed cognitive
capacity that can be modified with instruction and effort” (p. 2) and
attitudes as “a developed mindset or approach toward something that
is capable of change” (p. 2). While abilities reflect the skill to acquire
knowledge and engage in critical thinking with that knowledge, atti-
tudes pertain to the decision to acquire these skills, to think critically
and to use that new knowledge for good purposes. This suggests that
being able to learn a foreign language and deciding to acquire this
knowledge are two different manifestations of intelligence. Stern-
berg (2022) emphasizes that attitudes are as crucial as abilities since
without the right attitude, the ability may remain untapped. Impor-
tantly, these attitudes are not fixed; they are highly adaptable and
trainable when individuals want them to change. This adaptability
makes attitudes a pivotal aspect of intelligence, shaping how
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individuals approach learning, problem-solving, and their broader
interaction with the world. The concepts explored in the present
research study, life capital, growth mindset, and vision, may act as cata-
lysts that help individuals to refine their attitudes toward language
learning and effectively deploy their intelligence for personal and soci-
etal advancement.

In our study, we delved into a comprehensive exploration of 10
learners’ life capital and encouraged them to explore the potential of
a growth mindset and establish and clarify the goals they valued
through vision in order to pursue and attain them. They were also
provided with a series of motivational strategies to support their learn-
ing process. Assuming that motivation surfaces through a system of
interrelations between people and their contexts (Ushioda, 2009),
which gives way to our life stories and eventually to the wealth that
Consoli (2021a) called life capital, and that these life experiences
affect our belief system and the person we want to become
(Dweck, 2017; Lou & Noels, 2019a; Shirvan, Lou, & Taherian, 2021),
we believe that an intervention programme embracing learners’ life
capital and their current and wished future mindset and self has the
potential to offer a holistic understanding of their motivation and
empower learners to unlock their potential. To our knowledge, no
educational intervention that integrates these three concepts (mindset,
life capital, and vision) has yet been designed and conducted in the
field.

METHODOLOGY

Our research was designed in accordance with Consoli’s (2024) the-
oretical approach, which involves examining motivation as a multiface-
ted phenomenon within its natural context, specifically, the life
experiences, mindsets, and visions of participants. It thus adopts a
‘small-lens’ methodology (Ushioda’s, 2016), with a “more sharply
focused or contextualised angle of inquiry” (p. 566), enabling
researchers to conduct small-scale studies of motivation related to spe-
cific learning events and experiences, thereby contributing to broader
theoretical and practical insight.

This was facilitated by the fact that two of the authors were practi-
tioner researchers (Pinner & Sampson, 2021) as we both delivered the
workshops. Likewise, during the intervention and in the post-interven-
tion phase, we adopted a researcher role, by explicitly acknowledging
the participants’ essential collaboration in the study and by collecting
the data (e.g., scanning their handouts and conducting focus-group
interviews). We, therefore, aimed to recognize “the interdependence
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and complex synergies (or contagion) between [us as] teachers and
learners’ psychological and emotional lives in the classroom” (Ush-
ioda, 2023, p. 77), and adopted a more sharply focused lens on stu-
dents’ language learning motivations.

Participants

Ten undergraduate students from the University 1 took part in the
two-day workshop delivered by two of the researchers onsite. The stu-
dents were between 19 and 24 years old (mean age = 20,1), complet-
ing the Bachelor’s degree La License Langues, littératures et civilisations
étrangeres et régionales Anglais (i.e., English literature and civilisation stud-
ies). Regarding their nationality and mother language, seven were
French, one Comorian, one French and Soninke, and one French and
Turkish. One of the seven students who had French nationality stated
her mother tongue was Arabic. The call was launched in class and
online a month in advance. The participants’ biographical data are
not presented in a table to ensure their anonymity. Their pseudonyms
are Jane, Jay, Jo, Louisa, Katniss, Liz, Nora, Arwen, Alice, and Sarah.

Procedure

The intervention programme was advertised among all the students
of first, second, and third year of the bachelor’s degree in English lit-
erature and civilisation studies at University 1 via an email containing
a poster and a video of one of the researchers of University 2 explain-
ing that she would deliver the two-day workshop at their university, as
well as the aim and research project. Eight out of 10 students who reg-
istered were in the second year and the other two in their first year.
The students were informed that the programme would take place
during their free time, once the semester finished, and that it aimed
at enhancing their motivation by providing them with practical tools
to help clarify their goals and become efficiently organized and moti-
vated. They were also told that they would be issued a certificate of
attendance.

This study involved three phases: pre-, during-, and postinterven-
tion. As part of the pre-intervention phase, two questions aimed to
invite participants to write about their motivation, future goals, and
also aspects of their life capital, were sent by email to all participants
before the workshop. These were “What are your reasons for choosing
to do these workshops? Describe your personal motivation and what
you hope to achieve’, adapted from Consoli (2021a, 2021b), and
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‘Write about a future goal which implies mastering English as a for-
eign language. Why do you want to achieve this specific goal?’,
designed by the researchers.

The during-intervention phase included the activities designed for
the two-day workshops. The activities were designed to introduce,
define, and develop the concepts proposed systematically. Their
sequencing allowed researchers to ensure that they were thoroughly
understood. A description of each activity is provided in Table 1.

Finally, the postintervention phase encompassed two focus groups
with semi-structured interviews, conducted with five students each, with
questions based on Mackay (2019) and designed by the teachers-
researchers (see Appendix A).

Students’ answers to the different questions and activities proposed
were transcribed and analyzed qualitatively by the three researchers
with the software MAXQDA. The number of words analyzed amounted
to 21.441. Qualitative data analysis was performed in accordance with
the principles of both deductive and inductive content analysis (Braun
& Clarke, 2006, 2013). Researchers gathered to deliberate and reach a
consensus on the final data categorization, adhering to Graneheim
and Lundman’s (2004) recommendations about the importance of co-
researcher dialogue in data labeling.

All participants received an information letter and a consent form
in French that they were asked to sign before taking part in the work-
shop. Students were also asked for approval regarding the diffusion of
some more sensitive information.

RESULTS
Pre-Intervention Phase

Before attending the workshop, the students were invited to answer
two questions about their motivation and their expectations regarding
the workshop and about their ideal L2 self. Out of the 10 students, six
sent their answers. The qualitative analysis of the data foregrounded
four themes, as shown in Table 2, namely, ideal L2 self, L2 learning
experience, integrativeness, and life capital. The number of quotes is
provided between brackets.

The ideal L2 self is the theme we identified with the largest number
quotes, and these refer to their future English self, namely, further
studies, international professional positions, having the opportunity to
perceive the world through an alternative lens or being able to enjoy a
hobby such as reading, for example, “I aim to do two masters” (Kat-
niss); “Moreover, English is also a manner to interpret the world
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TABLE 1

Activities Carried out During the 2-day Workshop

Topic

Activity

Life capital

Mindset

Narrative
language

Vision

Motivational
strategies

Traction seeking

Motivational story

1. The power of acknowledging your life story: Read and discuss an extract from
Consoli (2021a, p. 122) in which the concept of life capital was explained with
an example from his own life.

2. My life capital: Connecting the dots: Reflect on their own life story and
acknowledge their life capital through gratefulness.

1. Define a mindset and say how they would describe a growth versus a fixed
mindset.

2. Ask students to categorize chunks of language retrieved from Dweck’s (2014)
video into growth or fixed mindset.

3. Watch and discuss Dweck’s video and decide if they would change anything in
activity 2.

4. Read and discuss a quote from Dweck (2017, p. 3) in which she describes one
of her life stories with children who relished a challenge and failure.

5. Read and discuss the diagram Guide to thrive (Holmes, n.d.), based on research
by Carol Dweck.

6. Write about their mindset, how they would like to change it and make a list of
beliefs they would like to have using the structure: “I choose to believe....”
Participants carried out several activities related to narrative language aimed at
assisting them to write a story (e.g., gradable/non-gradable adjectives, grading/
non-grading adverbs, descriptive language, time linkers).

1. Define vision and say how they think they can use it in English language
learning. Say what they think happens in our brain when we see and when we
imagine an apple.

2. Students were given a list of terms (e.g., vivid, empower, fill you up with
energy, overlap) extracted from Dornyei’s (2017) video and were asked to
consult a good dictionary.

3. Watch and discuss Dornyei’s (2017) video explaining the significance of vision
in language learning.

4. My future (English L2) self Write down their future (English L2) vision and
think of why they want to manifest it.

5. Listen and enjoy: Guided imagery activity based on their ideal English L2 self as
learners and on their bigger vision as people; they were encouraged to imagine
themselves in the future and change or upgrade their image if they wished.

6. Students were invited to share their vision with their classmates if they wished.
7. Students were invited to write about it answering the following questions:
What is your future self like? How does it feel? Make it as clear and vivid as
possible.

Students played games based on Hadfield and D6rnyei (2013) aimed at
furnishing participants with motivational strategies, study ideas and a good
language learner’s characteristics and recommendations.

1. Write down what distracts them from getting down to work.

2. Watch and discuss Eyal’s (2015) video on managing distractions and traction
seeking. They also reflected on internal and external triggers.

3. Hadfield and Dornyei’s (2013) distraction jingles and distraction contract.

4. Becoming “indistractable” by Nir Eyal: students reflected on the difference
between distraction and traction, the actions they do which move them toward
their intentions and are aligned with their values; steps to become “indistract-
able” (e.g., how to master internal triggers, manage discomfort, make time for
traction), were provided.

Write a 200-250-word story that would inspire people with similar life stories to
theirs based on any aspects they found interesting during the motivational
intervention programme carried out. Students were reminded to use the
narrative language and techniques learnt during the workshop.
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TABLE 2
Pre-Intervention Phase Themes and Subthemes

Themes Subthemes

Ideal L2 self (22) My future English L2 self (14)
Instrumentality (promotion) (6)
Self-confidence (2)

L2 learning experience (7)

Integrativeness (6)

Life capital (3)

differently than only throughout the spectrum of French” (Jay). Partic-
ipants seemed to have a positive instrumental type of motivation as
revealed in several quotes such as “I would like to travel more for
work, and being able to speak fluently like a native can help me a lot.
English is like big doors of opportunities” (Jo). Their motives to learn
English also relate to their openness toward “different cultures [...]
in a globalised world” (Louisa), that is, integrativeness. Students
asserted that learning English “will allow me to connect with people
from different cultures” (Louisa); “also give me the confidence to
communicate effectively in a globalized world” (Louisa).

Similarly, the concept of life capital was highlighted when, for
instance, Katniss cited her family background as a source of strength,
enabling her to pursue two master’s programmes at a prestigious uni-
versity with aspirations of achieving excellence:

As a daughter of two immigrant parents who came to France with noth-
ing [...], I was always taught that I would follow my parent’s path and
belong to the working class. [...] I want to prove to people that a kid
from an ethnic household, who grew up in popular areas/the suburbs
and poverty, that what we are told growing up is false and that with a
little bit more work than the other, we can still achieve greatness.

During-Intervention Phase

The qualitative analysis of the participants’ responses to the work-
shop activities throughout the workshop revealed three main themes:
mindset, life capital, and ideal (L2) self (Table 3).

Students’ answers concerning the definition of mindset at the
beginning of the intervention suggests they were familiar with the con-
cept, for example, “for me a mindset is a particular way of thinking,
describing your perception of your own life” (Nora, mindset); “a
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TABLE 3
During-Intervention Phase Themes and Subthemes

Themes Subthemes

Mindset (35) Mindset prior to intervention (29)
Mindset post-intervention (6)
Wished mindset (9)

Life capital (52) (Perceived) Social hindrance (16)
Social support (10)
Thriving through grit (26)

Ideal (L2) self (20) Integrativeness (10)
Instrumentality (promotion) (6)
English proficiency (4)

mindset is for me the manner in which we approach a challenging sit-
uation” (Jay, mindset), and also with the difference between growth,
for example, “a growth mindset is the mindset that will allow someone
to learn and progress” (Sarah, mindset), “a mindset promoting growth
would be turned to learning new things, confronting to different cul-
tures and people” (Arwen, mindset), and fixed mindsets, “a fixed
mindset is the mindset of someone who is stuck in their ideas and pre-
vent themselves from learning and progressing and go further in their
live and beliefs” (Sarah, mindset).

Two aspects called their attention regarding the activities related to
mindset, that is, the love for challenge and failure of growth mindset
people and an image highlighting the power of accepting feedback. In
this picture we can see that growth mindset people’ brain is on fire, as
Dweck (2014) says, when reading the feedback on their work. They
reflected on that and stated they understood that accepting feedback,
despite not liking it, is a characteristic of a growth mindset which facil-
itates their engagement with their wished mindset and self, for exam-
ple, “I want to grow thanks to criticism instead” (Katniss, mindset), “I
would like to be more open-minded and be more open to challenges
and constructive (negative) comments.” (Nora, mindset).

The second concept implemented in the workshops was life capital,
and this was the theme with the largest number of quotes. The qualita-
tive analysis classified three subthemes, namely, (perceived) social hin-
drance, social support, and thriving through grit.

Their life story indicated participants were aware of their difficulties
and perceived them as social hindrance, for example, “I grew up to
realise that we belonged to the working class and according to my soci-
ology teacher I was more likely to follow their path and that because
of my foreign first name and family name I would face discrimination
at work” (Katniss, life capital), “I am a girl who grew up in a family
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issued from immigration, and my role was very clear: Be a man for my
mother, a father and sister for my younger brothers and sisters, and a
daughter for my parents” (Nora, life capital). This was also identified
in their motivational stories, “it was difficult to make friends too
because people thought she didn’t like them since she barely spoke to
anyone but in reality she is just shy” (Alice, motivational story), “she
always felt born in the middle. [...] Between her French nationality
and Turkish nationality. She was the black sheep everywhere she went,
she was not French enough for French and too French for Turkish”
(Katniss, motivational story), “for sure he had an objective: to appreci-
ate all the small moments. But his coaches were not in such spirit.
This put pressure and transformed attempts into failures” (Jay, motiva-
tional story), “her grandmother said to her every time ‘nobody loves
you and your mother does not love you’. She grew up with the idea in
her head. So, she thought every time about herself ‘nobody loves me,
I am not enough’” (Jane, motivational story).

Nevertheless, they also acknowledged the significance of social sup-
port of teachers, for example, “I wouldn’t have been able to pass my
exam without the support of my amazing teachers especially my
English teacher who was always behind me pushing me to be better
and better. Having a good support system is very important in order
to succeed” (Liz, motivational story), or “You would waste all your
effort to fear? [...] Your hands know the melody! And if you make a
mistake, continue, you will have learned where you still need to
improve!” (Arwen, motivational story) in a story of a pianist who is
about to perform in a concert and his teacher helps him overcome
fear. Friends’ support was also identified in a story of a duckling who
decided to explore the world on his own, “he was very grateful to this
new friend and realized that he could trust others and see that the
world was not as scary as his parents said” (Jo, motivational story).

The subtheme thriving through grit, within the theme life capital,
offered a large number of quotes, with the students being aware of the
“turning point” in their life, for example, “then I thought about it and
told myself that it didn’t make sense to judge myself for being vulnera-
ble when I would never do that to other people. On the contrary, I
thought it was brave” (Sarah, life capital), “during his little trip, the little
duck learned so much about himself and he faced challenges, obstacles
and efforts and he was able to have confidence in himself and in
others” (Jo, motivational story), “she realised that she didn’t need to
become more extroverted or ‘loud’ to express her thoughts, she can
make her voice heard one way or another” (Alice, motivational story).

With regard to the third theme, ideal (L2) self, three subthemes
were identified: integrativeness, instrumentality (promotion), and
English proficiency.
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As for integrativeness, following their visualization students reported
their wish to travel and meet international and (native) English-speak-
ing people, for example, “I dream about travelling to my favourite
countries and learn about its culture” (Alice, vision), “So I see myself
chatting with some international friends, [ ...] I think having multicul-
tural friendship is an incredible way to learn more about different
countries and cultures” (Arwen, vision).

Furthermore, instrumentality promotion emerged during the visuali-
zation, as participants referred to their future career, for example, “I
also have some projects going on and I would want to be able to pub-
lish them in English for them to be known internationally” (Arwen,
vision), “one of my future vision is to have my diploma” (Nora, vision),
“I will have my degree and master on the first attempt” (Liz, vision).

As well as that, they brought up their wish to improve their English
proficiency, for example, “I will have a ‘perfect’ level of English”
(Louisa, vision), ‘going to an English library and read books in
English without struggling’ (Jo, vision).

Post-Intervention Phase

In order to explore the perceptions of the 10 participants concern-
ing the activities carried out within the 2-day workshop, they were
divided into two groups of five and invited to take part in a semi-struc-
tured focus group interview which lasted a total of 98 minutes. One of
the teachersresearchers interviewed students in both groups. The
qualitative analysis of the resulting data identified the following
themes: relevance of L2 language learning motivation, intervention
programmes implementation, L2 learning experience, ideal L2 self,
integrativeness, life capital, and mindset (Table 4).

TABLE 4
Post-Intervention Phase Themes and Subthemes

Themes Subthemes

Relevance of L2 language learning motivation (12)

Intervention programmes implementation (26)

L2 learning experience (24)

Ideal L2 self (25) Ability to envision yourself (8)
Clarity of vision (6)
Instrumentality promotion (9)

Integrativeness (4)

Life capital (5)

Mindset (6)
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The answers to the question regarding the relevance of motivation
suggests that the participants were aware that learning a language
requires considerable and sustained effort in and outside the class-
room, which makes motivation an invaluable tool, for example,
“because learning a language is not just learning it at school, it’s also
putting work outside of school to learn and study the language and go
deeper than just learning words” (Katniss), “and I think motivation
[...] helps you to reach a goal or to find a goal” (Arwen), “personally,
I think it’s important because when you’re interested in learning
something, you’re more willing to learn” (Nora).

The theme of the implementation of such intervention programmes
was identified when they were asked about the activities carried out
during the two-day workshop. They acknowledged the significance of
such interventions, for example, “because learning a language is not
that easy, you know, you have to know some tips for learning every
day” (Louisa), and because “if motivation was taught to people who
want to learn languages, it would lessen the chances of giving up and
stopping before achieving your goals” (Sarah); some even mentioned
several specific moments during the academic year when this sort of
activities would be necessary.

I feel like in between the two semesters we should include like a semi-
nar like you did, of maybe one week or like two days to really help
them, you know, like focus and be motivated [...] because I noticed
that, for example, people quit a lot after the first semester of the first
year of the art degree

(Katniss).

Likewise, the participants discussed their L2 learning experience
extensively referring to learning English L2 in general and to the activ-
ities proposed during the workshop. They were surprised, for example,
“I found it quite surprising, actually. I’d never done that kind of [...]
activity. I'd already worked on the past, never on my future and how I
imagine it to be. [...] So quite surprising and enjoying” (Jay), and
they enjoyed that activities were offered in English as they practised
and learned something new, for example, “actually, I think English is
more appropriate because it also gives vocabulary and some elements
for our futures” (Jay), “it was great because we practiced our English”
(Louisa).

Regarding the theme ideal L2 self, when asked whether they were
able to imagine themselves using English effectively, 8 out of 10 stu-
dents answered affirmatively, while one said “vision [...] is not for
me” (Arwen), and another one asserted that she could not see her
future vision, but that she would be able to imagine herself speaking
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English successfully in several situations. Furthermore, one participant,
who had previously engaged in visualizations, exhibited a pronounced
enthusiasm for this activity. Clarity of vision is another subtheme which
surfaced as students reflected on why they wanted to learn English,
and thus what characteristics they needed to focus on,

for example, I had trouble with phonetics and how to pronounce
words, but the more I realized, the more I think that it doesn’t really
matter in the way I want to become, because, yes, it could be a prob-
lem if I want to be a perfect English speaker, but in the ground where
I want to work, it doesn’t really matter. So quite interesting

(Jay).

Likewise, a motivating force for participants’ growth and self-
improvement is related to instrumentality (promotion), wishing to
enlarge their opportunities, be able to apply the gained knowledge
with native or English speakers and travel, for example, “for the pro-
fessional part, because there is a lot of opportunities when you speak
many languages” (Jo), “if I learn English, I will be able to travel more,
to visit more countries, because now everyone can talk in English”
(Arwen).

The desire to meet and speak to people around the world and learn
about them is highlighted by most participants, which indicates their
strong openness toward other cultures (integrativeness), for example,
“I want to travel a lot, so speaking with people is really important (Jo);
it’s really like learning how people live there, their different accents”
(Katniss).

There were no questions regarding life capital, and yet participants
made long contributions on this theme, suggesting that speaking or
writing about their life stories helped them discover their key motiva-
tions and who they really were, for example, “it’s quite interesting
because you reveal to yourself what the elements that make you who
you are” (Jay), “we have to reflect by ourselves without being influ-
enced” (Louisa).

When asked about their mindset at that moment, after the work-
shop, students’ answers indicate that the information provided was
impactful, especially concerning the way they see failure and feedback,
for example,

I realized that there’s something I could do to change that and to
enjoy more doing my work, practicing and learning from my failure,
which, as of now, I had a lot of trouble even I couldn’t do” [...] “so
it’s interesting to realize that you could do something [...]. That you
can work on it, and it’s not unchangeable

(Jay).
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DISCUSSION

In our research study, 10 undergraduates participated in a two-day
workshop in which they were invited to reflect on Consoli’s life capital,
Dweck’s mindset, and Dornyei’s vision. By doing so through engaging
with a range of bespoke workshop activities, students discovered
uncharted growth territories in their life experiences, clarified their
motivational vision, and reflected on possible paths they could pursue
to achieve their goals.

The analysis of their responses to the pre-intervention questions
indicates that achieving complete mastery of English as a second lan-
guage was a pivotal component of their ideal L2 self for two reasons.
First, this proficiency was perceived as necessary to pursue their aca-
demic and professional pathways. Second, L2 proficiency was seen as
unlocking significant opportunities and enhancing interpersonal con-
nections across diverse cultural contexts. These findings bear resem-
blance with Consoli’s (2024) discussion concerning Chinese
postgraduate students who decided to study in the UK to become a
better self. Just as the Chinese students decided to experience life in
the UK in search of “shifts or enhancement of their personal and pro-
fessional identities” (Consoli, 2024, p. 10), our participants chose to
do the two-day motivational workshop to improve their level of
English, which they found essential for their personal and professional
growth.

The data gathered during the intervention revealed that the partici-
pants had a growth mindset and found enjoying challenges and learn-
ing from feedback (Dweck, 2014) particularly impactful, manifesting
their willingness to implement them in their life. Furthermore, some
aspects of their life capital were reported to have had a certain nega-
tive effect on their lives, and social support was acknowledged as fun-
damental for them to overcome obstacles, showing their capacity to
thrive through grit. The development of grit, defined as the deter-
mined pursuit of long-term goals combined with a persistent passion
for progress (Duckworth, Peterson, Matthews, & Kelly, 2007), has been
shown to stem from a growth mindset (Changlek & Palanukul-
wong, 2015; Zhang, Saeedian, & Fathi, 2022). This might suggest that
adopting an ecological perspective (Shirvan et al., 2021; Ushioda, 2009)
by exploring the participants’ personal history, that is, their life experi-
ences (Consoli, 2021a, 2022), which seemed to have impacted their
motivation and beliefs (Lou & Noels, 2019a), enables researchers to
understand the development of mindset and motivation in a broader
cultural context in which real people with their own personal identity
interact.
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Furthermore, during the visualization activities, the participants
described an ideal L2 self integrated in a global world by traveling,
meeting international people, and discovering new cultures. They also
alluded to their desire to master the English language and to more
instrumental goals related to their academic and future professional
identity. Although most participants revealed a high degree of elabo-
rateness and vividness of their future self image, one of the prerequi-
sites highlighted by Dornyei (2009) as a catalyst for enhanced
motivation, individual differences also emerged. Arwen stated in the
post-intervention phase that “vision is not for me” and Jo said that she
could not see her future vision, although she would be able to imagine
herself as a successful English L2 speaker. Sarah had already explored
vision and she was passionate about it, and the rest were surprised and
stated they relished the proposed vision-based activities. These testimo-
nies suggest a variance in individuals’ ability to generate a successful
possible self, which enhances motivation (e.g., Ruvolo & Markus, 1992).
However, research in LLM (e.g., Mackay, 2019; Safdari, 2021) indicates
that the capacity to envision an ideal L2 self is trainable, as partici-
pants taught visualization techniques improved their imagery ability,
which might mean that these two students may be able to develop this
skill as long as sustained training is provided.

The participants’ feedback in the postintervention phase centred
on the critical role of motivational courses similar to the workshop
they participated in. Not only did the students recognize the value of
these interventions, but also devised comprehensive plans pinpointing
the critical points in time when student motivation tended to diminish
and how such workshops could effectively address and mitigate these
challenging transitions (Blackwell et al., 2007; Paunesku et al., 2015),
which demonstrates their deepened understanding of their motiva-
tional needs and brings to light the potential of targeted interventions
to sustain and enhance their commitment to language learning over
time. The pedagogical implications of L2 learning motivation interven-
tion programmes have been brought forward by many scholars. As Saf-
dari (2021) asserts, “[i]t has been shown that imagery and visualisation
are trainable” (p. 298), and these capacities stir learners’ motivation
and, thus, their engagement and, eventually, proficiency level. The
present study has shown that mindset, life capital, and vision are per-
ceived by students as essential elements of motivational interventions
as they facilitate the necessary tools to persist in and even enjoy this
challenging endeavor (Dweck, 2017) of learning English L2.

In light of the aforementioned considerations, the concept of moti-
vational intelligence emerges. This has been featured by Wilson (2023),
referring to Dweck’s (2016) growth mindset, and to the “triune brain”
(Lambert, 2003) which suggests the brain evolved in three phases; the
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last one is the reptilian brain where motivational intelligence lives. We
distance ourselves from this perspective and define motivational intelli-
gence as encompassing a growth mindset together with a set of other
skills, all of which can be acquired and sharpened and which we
believe have the potential to enable individuals to self-regulate their
life-long growth process considering the potential of their life capital.
These skills may be related to mindset (Dweck, 2017), identity through
life capital (Consoli, 2021a, 2022), vision through senses
(Dornyei, 2005, 2009), emotions identification and mastery (Gole-
man, 1995), traction seeking (Eyal, 2014, 2019) and empowering lan-
guage with a positive impact on thoughts (Lesuisse, 2022). We believe
these components of motivational intelligence could allow us to make
the most of our life capital and current environment. As Stern-
berg (2022) suggests, attitudes of intelligence are highly malleable and
trainable when people are willing to change, and these skills seem to
make individuals want to change. Those attitudes are also required for
abilities of intelligence to develop. Motivational intelligence is there-
fore not only relevant but required in language learning.

Our findings indicate that motivational intelligence must consider
students’ idiosyncrasies by acknowledging that each student is a person
anchored in a specific context (Ushioda, 2009). We argue that motiva-
tional intelligence is not a recipe that works for everyone; but rather
we would like to believe that it is a set of skills that must be tailored
and developed taking into account the person’s context and life capi-
tal and the fact that that person has several identities and future
(ideal) selves, one of which is an L2 learner (Ushioda, 2009). We,
therefore, postulate that motivational intelligence emerges as a power-
ful tool to positively influence attitudinal aspects of intelligence (Stern-
berg, 2022), opening the likelihood to break down barriers to learning
and fostering a more inclusive and dynamic educational environment.

Our intervention programme has been perceived as an impactful
one both by our students (as the data reveal) and by us as teachers-
researchers. Author 2 felt like an “outsider—insider to these small cul-
tures” (Consoli, 2021b, p. 156) that the students accepted to share.
She was an insider as she had the useful “insights into [their] immedi-
ate educational background” (2021b, p. 156), but also an outsider as
she could not gain clear substantial understanding of the students’
personalities and personal concerns outside university. Author 1 was
the “most external” in the intervention programme and this could
have positioned her as the “detached researcher” (Robson, 2011) in
the eyes of the students. Effort was therefore made to break the bar-
rier by opening up and sharing fragments of her “life capital” to allow
the students to exhibit more favorable disposition to share about their
lives and motivations. On the contrary, Author 2 struggled to strike a
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balance and was worried that revealing a bit of herself would “chal-
lenge her positionality as a teacher” (Consoli, 2021b) for the semesters
to come and that students would start perceiving her as a friend, or
worse as a therapist, and act accordingly, a quandary she had not
anticipated before jumping into the project.

Overall though, we believe that we have been able to inspect our
sense of self via ethical reflection and reflexivity so as to collect “good
enough data” (Consoli, 2021b) while respecting personal worries and
wishes, and preserving our integrities and individual boundaries.
Finally, taking some distance and reflecting on our role and experi-
ence as teacherresearchers in this project, we can assert it has
enhanced our teachers’ understanding of the classrooms and pedagog-
ical practices, and boosted our confidence as both teachers and
researchers in refining our practice and contributing to broader theo-
retical advancements in pedagogy (Galloway, 2016).

CONCLUSION

This research study has approached LLM motivation “as a sociocul-
tural and sociohistorically situated process” in which the learner is a
“human being, with an identity, a personality, a unique history and
background” (Ushioda, 2009, p. 220). This social turn (Block, 2003)
has enabled us, as teachers-researchers, to explore and develop our
students’ and our own motivational intelligence. We say “our own”
because we teachers-researchers will also unavoidably develop this kind
of intelligence and feel it rather than just talk about it (Wilson, 2023).
It is then when, we believe, the most impactful interrelations occur
between students and their background, between teachers-researchers
and their background, between what we would call their and our moti-
vational intelligence and shared environment.

Some of the participants in this study mentioned people around
them who would frequently repeat to them that their life was limited
because of their background or that they were not worthy. Other par-
ticipants talked about responsibilities they had to shoulder despite
their young age. And yet, they were doing a Bachelor’s degree, which
enabled them to attend a motivational intervention workshop, reflect
and work on their vision and dream big. They all seemed thirsty of
motivational strategies that would allow them to adopt an intelligent
attitude (Sternberg, 2022). We, therefore, believe they were engaged
in a process of acquisition and enhancement of their motivational
intelligence. We also believe that extensive societal changes might be
promoted when these potentially impactful skills, which make up moti-
vational intelligence, are acknowledged and developed, and societal

20 TESOL QUARTERLY

35UBD |7 SUOLILIOD dAIERID 3jqea|dde auy Aq pausenob aze sapie YO ‘38N Jo S3|nJ Joj AriqiT auljuQ 43I UO (SUOIPUCD-PUE-SLLBY/W0D A3 | 1M AZeIq 1pU U0/ SANY) SUONIPUOD pUe SWIB | aUl 89S *[S202/90/60] Uo ARigi auliuo A1 ‘(ou)eAnge ) agnopesy Aq £TrE bsa)/200T 0T/10p/woo A3 1M ARelqipuljuoy/sdny wolj pepeoumod ‘0 ‘6v2.SYST



transformations may be more profound when authorities and relevant
parties offer assistance in that direction. These participants’ contribu-
tions brought about the significance of motivational intelligence, and
hence, of motivational programmes for all ages based on the most cut-
ting-edge theoretical paradigms designed, which would enable most
students to fulfill their potential despite their background, what peo-
ple around them say they can or cannot do, or their burden at that
moment. This will also enable researchers to create further theories
and tools that would enable individuals to become their best
possible self.
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APPENDIX A Focus-Group Interview Questions

Questions adapted from Mackay (2019)

How do you feel about the activities we have done during the workshop?

Were there any activities that you thought were particularly effective?

If you were to take another workshop like this one, would you like it to include similar
activities?

What advice would you give me about these activities? Would you recommend any changes
if I used them again?

Questions designed by researchers

Do you think motivation is important when learning a language? Do you think it should
be included in your English L2 syllabus through specific motivational activities? What do
you think boosts motivation when learning a language?

Can you imagine yourself using English effectively? In what situations (traveling, speaking/
chatting with international friends or colleagues, in your career, etc.)?

Do you think visualizing you ideal L2 self can boost your motivation through?

Do you enjoy learning English (in general)?

Do you think these activities have helped you improve your proficiency in English? How?
Do you think these activities have helped you deal with distraction(s)? How?

What do you think about your belief system, your mindset now? Has anything changed
after learning about the growth and fixed mindsets and reflecting on your belief system?
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