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Abstract: Knowledge production in today’s world presupposes skills necessary for successful knowledge 
construction and knowledge update. Such skills include English as a foreign language (EFL), life-long learning 
and 21st century skills. This study presents a quantitative pilot study (N=200) that examines the relationship 
between EFL learning motivation, communication in L1 and L2, some aspects of life-long learning and certain 
21st century skills. The paper seeks to explore what this relationship is like and in what way these factors are 
connected and how they potentially impact one another. The study presents the validation of the instrument used 
for the research, and reports some of the preliminary findings. Based on the results, it is concluded that the ideal 
L2 self is a predictor of L2 learning motivation, willingness to use dictionaries and cooperation during EFL 
classes. The results also indicate that participants exhibit the necessary ICT and L1 skills for their studies of 
EFL, and positively relate to communicative situations with native and non-native speakers of English. 
 
Keywords: 21st century skills, dictionary use, English as a lingua franca, life-long learning, second language 
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1 Introduction 
 

With faster than ever changes in the world surrounding us, knowledge – as we used to 
know it – has become relative and short-lived, and pure fact-based knowledge is becoming 
increasingly obsolete. As a consequence, the ability to use information and to construct 
knowledge has become more prominent. In a world of this kind, one can be a successful 
knowledge producer only if they possess those skills necessary for successful knowledge 
construction and for updating their knowledge. In our interconnected world, the English 
language typically functions as a medium of accessing new knowledge, and motivation seems 
indispensable for maintaining a desired level of urge to receive and seek education and 
training throughout one’s lifetime. Based on this, this study examines the relationship 
between EFL learning motivation, 21st century skills and life-long learning in the scope of a 
pilot study. The present paper seeks to obtain insights into Hungarian higher-education 
students’ 21st century skills and skills necessary for life-long learning, and into how these 
skills impact their English language learning motivation.  

 
Concerning its content, this study, on the one hand, presents the validation of the 

instrument used for the research and, on the other hand, reports and discusses some 
preliminary findings. The first part of the paper presents the most important concepts and the 
theoretical background of the study discussing 21st century skills, English as a lingua franca, 
motivation, lifelong learning, ICT and lexicography. The second part of the paper describes 
the methodology behind this research project. Finally, some of the preliminary findings are 
presented and discussed. 
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2 Theoretical background 
 

In our present age of knowledge-based economies (Vass, 2020), skills required for the 
construction of new knowledge are indispensable. In educational literature, these skills are 
called diverse names: 21st century skills and transversal skills, and most recently, global skills. 
There are numerous definitions of 21st century skills, and for the purposes of this paper, which 
connects the world of work and education, we have adopted Care et al.’s (2018) approach. 
According to Care et al. (2018), 21st century skills include “creativity, critical thinking and 
problem solving, collaborative skills, information technology skills, and new forms of 
literacy, and social, cultural, and metacognitive awareness” (p. ii). Other authors and 
institutions prefer to call such skills transversal skills, which are transferable from one field or 
occupation to another. The UNESCO defines transversal skills as “skills that are typically 
considered as not specifically related to a particular job, task, academic discipline or area of 
knowledge and that can be used in a wide variety of situations and work settings” (UNESCO, 
2013, p. 58). Yet some other researchers use the term global skills to denote those skills 
essential to a globalised job market and for contacts with people from different cultures 
(Bourn, 2018). Whatever the term used as a collective umbrella, there seems to be agreement 
that in today’s world, the most necessary skills are problem-solving, critical thinking, 
collaboration, information literacy, technology literacy and creativity (Scoular & Care, 2018). 
For the proper and appropriate use of these skills across a globalised world, successful 
communication is essential among communication partners. 

 
Such communication predominantly happens in a foreign language given the global 

nature of work. The most extensively used language for such purpose is English as a lingua 
franca (ELF). As Seidlhofer (2009) describes, ELF, as a global means of communication, is 
nobody’s native language but rather a variety of English used for the purpose of 
communication between speakers of different L1s. Therefore, rather than overfocusing on 
accuracy, speakers of EFL aim at successful communication through joint construction of 
meaning and collaborative dialogue (House, 2003). Interestingly enough, among speakers of 
ELF, language use and linguistic normativity tend to diverge, with somewhat flexible 
linguistic norms in place (Motschenbacher, 2013). And despite the fact that speakers do not 
wish to conform to native norms of language, they are able to successfully communicate 
thanks to joint meaning production and negotiation.  

 
Researchers believe that speakers of ELF do not necessarily share any cultural 

background in common (Mauranen, 2017). It is also commonly accepted that ELF partly 
serves as a means of intercultural communication as interlocutors in an ELF situation 
typically come from different cultural backgrounds, and thus are not necessarily part of one 
single language community or a community of practice (e.g. a profession) engaged in the 
same or very similar activities (Baker, 2017). Very much like the situation characterising ELF 
language use, ELF communicative situations are characterised by the presence of participants’ 
diverse cultures, their flexible and ever-changing cultural identities and their willingness to 
culturally manoeuvre among participants (Baker, 2017). Therefore, speakers’ motivation of 
using ELF always lies in communicating successfully across cultures.  

 
In order to maintain and develop one’s language knowledge, one must feel the urge, or 

the motivation, to do so. Motivation is considered one of the most important predictors of 
success in the foreign language learning process. The more motivated a learner is, the more 
effort they will invest in learning a given foreign language. Among other theories, Dörnyei’s 
(2005) motivational self-system framework is used to describe EFL learners’ L2 learning 
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motivation both internationally and in the Hungarian context. This theoretical framework 
describes L2 learning motivation along three dimensions. The first dimension is the ideal L2 
self, which includes the learner’s ideal vision of themselves as well as all the desires and goals 
they wish to achieve in the future. This may include becoming a competent speaker of a given 
L2 or being able to work in a L2. Among all three components, the ideal L2 self is the most 
internalised, i.e. it is the most powerful in the long run. The second dimension is the ought-to 
L2 self, which involves all the qualities and attributes a learner believes others expect them to 
possess. This includes the expectations held by the learner’s environment, such as peers, 
parents or teachers. This self is much less internalised than the ideal L2 self, which means that 
in the long run it is a less powerful predictor of L2 learning motivation. The third dimension, 
called attitudes to language learning, is not located on the self-level: it rather focuses on 
external factors. This dimension entails all language learning experiences and the 
consequences thereof and focuses on the EFL lessons and the learner’s attitudes towards, and 
opinions about, their EFL lessons. 

 
With reference to different contexts, research on the L2 learning motivation of EFL 

learners (Csizér & Kormos, 2009; Kormos & Csizér, 2008; Papi, 2010) has established that 
Dörnyei’s (2005) motivational self-system adequately describes the motivation of EFL 
learners. These studies also revealed that the language learning experience and the ideal L2 
self are the most significant predictors of motivated language learning behaviour, and that the 
ought-to L2 self does not play as important a role in describing EFL learners’ L2 learning 
motivation (Csizér & Lukács, 2010; Kormos et al., 2011). 

 
If motivation to learn persists, lifelong learning, which is the ability and motivation to 

learn throughout one’s lifetime, is easier to realise. Lifelong learning is necessitated by 
constant changes in work conditions due to accelerated technological changes requiring 
labour force equipped with up-to-date knowledge. The role and importance of knowledge as a 
resource in economic development and the production of new knowledge are undeniable 
(Óhidy, 2006). In addition, researchers also see lifelong learning as a means of accomplishing 
personal development and fulfilment (Aspin & Chapman, 2000). As for competences 
necessary for lifelong learning, the European Council (2018) has put forward the following 
list: literacy; multilingualism; numerical, scientific and engineering skills; digital and 
technology-based competences (including ICT); interpersonal skills (including cooperation) 
and the ability to adopt new competences; active citizenship; entrepreneurship; cultural 
awareness and expression. In the case of language learning, lifelong learning cannot be 
imagined without suitable ICT skills and autonomous learning aided by resource use 
(European Commission, 2018; European Council, 2018), for which dictionaries offer a 
reliable foundation (Jalaluddin et al., 2014; P. Márkus et al., 2023).  

 
According to P. Márkus and Pődör (2021), lexicography and the practice of using 

dictionaries contribute to the development of dictionary skills, which may function as a means 
of lifelong L2 learning. Within dictionary skills, reference skills (Hartmann & James, 1998) 
denote the dictionary user’s ability to find the desired information in the dictionary, which can 
be considered one of the essential abilities of autonomous and successful dictionary use. 
Printed and online dictionaries are different in their structure, applied media, search potentials 
and expandability (Dringó-Horváth, 2011, 2017). For this reason, dictionary users have to be 
proficient in navigating their way through their search. As these days the majority of 
dictionaries are available in online formats, ICT skills necessary for dictionary use are also 
vital. 
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3 Methods 
 

This study aimed to investigate Hungarian university students’ L2 learning motivation 
as influenced by the following factors: students’ L2 selves, language learning experiences, 
dictionary use necessitated by life-long learning, level of proficiency in the 21st century skills 
of cooperation and ICT, L1 communication skills, as well as previous communication 
experiences with native and non-native speakers of English. For this purpose, the quantitative 
research paradigm was selected and a self-constructed questionnaire was used. The other aim 
of the study was to validate this newly developed research instrument used in the scope of the 
present research project. With respect to the specific aims of this paper, the following research 
questions (RQ) were formulated: 

 
RQ1 To what extent do the scales used in this study measure reliably?  
RQ2 What characterizes Hungarian university students’ L2 learning motivation, and 
in what way do the other scales examined in the scope of this research impact L2 
motivation? 
RQ3 What characterizes Hungarian university students’ self-perceived ICT skills and 
L1 communications skills? 
RQ4 What characterizes Hungarian university students’ dictionary use habits and L1 
communications skills, and in what way do the other scales examined in the scope of 
this research impact dictionary use habits and willingness to buy a dictionary? 
RQ5 What are Hungarian university students’ attitudes towards cooperation with 
peers in the EFL classroom like, and in what way do the other scales examined in the 
scope of this research impact cooperation in the EFL classroom? 
RQ6 What characterizes Hungarian university students’ previous experiences with 
native and non-native speakers of English? 
RQ7 Is there a relationship between Hungarian university students’ different 
dimensions of L2 learning motivation, their ICT skills and their dictionary use? If so, 
what is this relationship like? 

 
 

3.1 Participants 
 

In this study, Hungarian finance, accountancy and management major students 
studying EFL in the spring term of the 2021-2022 academic year were examined with respect 
to their motivation to learn English. Participants were recruited through convenience and 
snowball sampling, which meant that any student at Budapest Business School University of 
Applied Sciences’ Faculty of Finance and Accountancy studying EFL during the above term 
was eligible to complete the questionnaire. The final sample consisted of altogether 200 
students (n=200). As for gender, 62% (n=124) were female and 38% (n=76) were male. The 
average age of respondents was 20.6 (SD=.83). All participants had two times 90 minutes of 
EFL lessons a week as part of their full-time compulsory university studies. 
 
 
3.2 Research instrument 
 

For the collection of data, a self-constructed questionnaire was created. As the mother 
tongue of the participants was Hungarian, the language of the questionnaire was also 
Hungarian. Besides some basic demographic background questions eliciting information 
about participants (e.g. age, length of learning EFL, etc.), this research project was measured 
along 12 scales. The first set of four scales (scales 1-4) was to measure participants’ L2 
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learning motivation and was adopted from Csizér and Dörnyei (2005) as well as Dörnyei and 
Taguchi (2010). The second set, consisting of three scales (scales 5-7) related to dictionaries 
and dictionary use, was modified and adopted from Dringó-Horváth et al. (2020) and P. 
Márkus et al. (2021). Lastly, the set of 21st century skills scales (scales 8-9) was adopted from 
a previous paper by the authors (Bánhegyi & Fajt, 2021), and the last set of three scales (10-
12) was created specifically for the purpose of the current research by the authors themselves. 
The final version of the questionnaire used in this study will be provided by the authors upon 
request.  

 
Below are listed the scales used in this study. Additionally, the number of items in 

each scale, a short description and a sample item are provided. 
 
1. Ideal L2 self (5 items): attributes and qualities that learners would like to possess 

as competent EFL speakers in the future. Sample item: “I can imagine that in the 
future I will be studying at a university where all subjects are taught in English.” 
 

2. Ought-to L2 self (6 items): attributes and qualities that learners think their 
environment may expect from them in terms of their EFL language use. Sample 
item: “It is important for me to learn English, because people around me expect 
me to learn English.” 
 

3. Language learning experience (5 items): motives to engage in EFL studies 
connected to the immediate learning environment and experience, such as the EFL 
lessons. Sample item: “I like things we usually do in English lessons.” 
 

4. Motivated language learning behaviour (4 items): participants’ invested effort and 
time to learn English in EFL lessons. Sample item: “I spend more time preparing 
for English lessons at school than for any other subject.” 
 

5. Willingness to pay for dictionaries (4 items): to what extent participants are ready 
to purchase a dictionary to aid their studies of EFL. Sample item: “I will gladly 
buy a dictionary.” 
 

6. Willingness to use dictionaries (4 items): to what extent participants are ready to 
use dictionaries when encountering unknown words or phrases to help their 
studies of EFL. Sample item: “If I don’t know a word or phrase in English, I look 
it up in a dictionary.” 
 

7. Willingness to read through sections of the guide on use in a dictionary (3 items): 
participants’ willingness to read through the introduction and other information 
pages in a dictionary to aid their studies of EFL. Sample item: “In dictionaries, I 
only look up words and their meanings and how to use them.” 
 

8. Willingness to cooperate with peers in class (4 items): to what extent participants 
are prepared to cooperate with other students in EFL lessons. Sample item: “When 
it comes to a project or task in English, I like working in a team.” 
 

9. ICT skills (5 items): to what extent participants think they possess ICT skills 
necessary for EFL learning. Sample item: “I have no problem using a computer 
and a smartphone.” 
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10. L1 communication skills (5 items): participants’ self-perceived difficulties, or the 
absence thereof, when communicating in their mother tongue. Sample item: “I can 
make myself understood effectively in Hungarian.” 
 

11. Previous communication experiences with native speakers (5 items): participants’ 
former experiences of communicating with native speakers. Sample item: “I am 
happy when I can communicate in English with native English speakers.” 
 

12. Previous communication experiences with non-native speakers of English (4 
items): participants’ former experiences of communicating with non-native 
speakers. Sample item: “I consider it a success when I can speak English with 
non-native English speakers.” 

 
 
3.3 Data collection and data analysis 
 

The data were collected through an online questionnaire survey administered in April 
2022. The collected data were coded and then entered into the SPSS (Statistical Package for 
Social Sciences) 28.0 software. The validation process of the questionnaire was based on 
processes detailed in previous validation studies (Divéki, 2018; Fajt, 2021; Illés & Csizér, 
2010; Pereszlényi, 2020; Zólyomi, 2021). As a first step, the questionnaire was compiled, 
then an initial scrutiny of the structure of the questionnaire in terms of language and 
alignment with our research objectives followed. Subsequently, just before the pilot testing, 
two other researchers were asked to comment on our questionnaire (expert judgement), then 
two potential participants were asked to fill in the questionnaire in a think-aloud session. 
During the think-aloud session, participants were asked to verbalize their thoughts, feelings, 
and decision-making processes as they responded to each question (or statement) of the 
questionnaire. The aim here was to discover any misunderstandings, confusion, or misleading 
wording that participants may encounter while completing the survey. Based on the feedback, 
the instrument underwent fine-tuning and only after that did the pilot testing phase begin. 
After the data collection process, the reliability of the scales was checked by computing the 
Cronbach’s alpha internal consistency coefficients. In a next step, as the Cronbach’s alpha 
coefficient in itself does not imply unidimensionality (Hoekstra et al., 2018), principal 
component analysis (maximum likelihood, varimax rotation) was used to investigate whether 
the scales are unidimensional or not. Then the mean scores (M) and standard deviations (SD) 
were calculated for each scale. Finally, correlational and regression analyses (at the p<.05 
level of statistical significance) were run in order to investigate the potential relationships 
among scales.  
 
 
4 Preliminary results and discussion 
 

First, for the purpose of validation, the reliability of the scales was checked by using 
principal component analysis and by calculating the Cronbach’s alpha coefficient for each 
scale. Then the averages of scales were calculated along with their standard deviations. 
Finally, in order to identify relationships among scales, correlation and regression analyses 
were run. 
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4.1 Reliability of scales 
 

The Cronbach’s alpha coefficients were calculated in order to check the reliability of 
the scales. However, as the Cronbach’s alpha coefficient does not necessarily imply 
unidimensionality (Hoekstra et al., 2018), principal component analysis (PCA) was also used 
to check the unidimensionality of scales and for the purpose of answering RQ1. The results of 
these statistical procedures are presented in Table 1.  
 

 

Scales PCA1 Cronbach’s 
alpha 

1. Ideal L2 self  1 .844 
2. Ought-to L2 self  1 .789 
3. Language learning experience 1 .764 
4. Motivated language learning behaviour  1 .731 
5. Willingness to pay for dictionaries  1 .778 
6. Willingness to use dictionaries  1 .865 
7. Willingness to read through sections of the guide on use in a dictionary 1 .689 
8. Willingness to cooperate with peers in class  1 .862 
9. ICT skills  1 .842 
10. L1 communication skills  1 .859 
11. Previous communication experiences with native speakers of English 1 .873 
12. Previous communication experiences with non-native speakers of English  1 .798 
1PCA = number of dimensions yielded by Principal Component Analysis 
 

Table 1. Reliability of scales used in the study 
 
Table 1 shows that the Cronbach’s alpha coefficient for each scale reaches the minimum 
threshold (.60) indicated in the literature (Dörnyei & Csizér, 2012). Furthermore, principal 
component analysis revealed that all scales load onto only one dimension, therefore there was 
no need to divide scales into any further subscales. With a view to these results, further 
statistical analyses were performed, as described below. 
 
4.2 Descriptive statistics of scales 
 

As a second step, the mean scores (M) and standard deviations (SD) of the scales were 
calculated so that RQ2, RQ3, RQ4, RQ5 and RQ6 could be answered. Table 2 presents these 
figures in descending order of the mean values.  
 

 

Scales Mean Standard 
Deviation 

1. ICT skills 4.59 .50 
2. Previous communication experiences with non-native speakers of English 4.28 .60 
3. Previous communication experiences with native speakers of English 4.26 .72 
4. L1 communication skills 4.15 .79 
5. Ideal L2 self 4.03 .86 
6. Willingness to use dictionaries 3.95 .96 
7. Language learning experience 3.63 .81 
8. Willingness to cooperate with peers in class 3.45 .97 
9. Ought-to L2 self 3.28 .91 
10. Motivated language learning behaviour 3.18 .78 
11. Willingness to pay for dictionaries 2.61 .95 
12. Willingness to read through sections of the guide on use in a dictionary 2.17 .86 
 

Table 2. Mean scores and standard deviations of scales 
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The ICT skills scale has the highest mean score (M=4.59), which is not surprising: 
previous research both internationally and in Hungary shows (Bennett & Maton, 2010; Bullen 
et al., 2011; Hargittai, 2010; Margaryan et al., 2011; Papp-Danka, 2013) that almost all 
university students have access to smart devices and the Internet, and can use such devices for 
a wide range of communication and social purposes. Nevertheless, the above studies have also 
found that only a small proportion of students use these tools for learning purposes. This may 
suggest that, although the vast majority of students are technically prepared for life-long 
learning through ICT tools, they may face difficulties when trying to use ICT tools for 
learning purposes independently (Asztalos et al. 2020). 

 
As for the two scales measuring the experience of engaging in communication with 

native (M=4.26) and non-native English speakers (M=4.28), participants demonstrated 
positive experiences. This means that participants are open to use and, therefore, will practise 
English with other speakers. Bialystok (1981) calls this the functional practice of a L2, and 
emphasizes that learners can learn an L2 through the active use of the language, which 
constitutes an important aspect of the language learning process. 

 
Participants also assessed their L1 skills and competence as relatively high (M=4.15). 

This may also be considered positive as previous research (Sparks et al., 2006, 2008) has 
found that even though a L2 is typically acquired at a later age by learners than their L1, 
certain skills, including word decoding, spelling, and reading comprehension in the L2, are 
related to students’ proficiency in L1 skills. Therefore, L1 skills and competence may, to 
some extent, be perceived as predictors of L2 skills, too. 

 
Among the components of L2 learning motivation, the ideal L2 self has the highest 

mean score (M=4.03), language learning experience has a lower mean score (M=3.63) and the 
ought-to L2 self has the lowest mean score (M=3.28) of the three components of Dörnyei’s 
(2005) motivational self-system framework. The last three scales are related to dictionaries 
and dictionary use. Participants had a relatively high mean score (M=3.95) for the 
‘willingness to use dictionaries’ scale. This signals that, in line with the findings of previous 
research (Atkins & Varantola, 1997, Dringó-Horváth et al., 2021; Hartmann, 1999; Lew, 
2004, Kosem et al., 2018), participants do consult dictionaries when encountering new words 
and phrases. As for willingness to pay for dictionaries (M=2.61) and willingness to read 
through the different information pages in a dictionary (M=2.17), the scales had a low mean 
score. This figure is in line with the findings of previous research (Dringó-Horváth et al., 
2021; P. Márkus et al., 2023): namely, learners do not read these dictionary pages and do not 
like to pay for dictionaries (Dringó-Horváth, 2017; Gaál, 2016); instead, they prefer 
dictionaries they have free access to. 
 
 
4.3 Relationships among scales 
 

As the next step, and for the purpose of answering RQ7, the relationships among the 
scales and the strength of these relationships were investigated through correlation analysis at 
the p<.05 level of significance: these relationships are reported in Table 3. As Table 3 shows, 
the constructs related to L2 learning motivation correlate with one another. As for the three 
dictionary-related scales, willingness to use dictionaries is connected to L2 learning 
motivation. This means the more motivated one is, the more likely it is that they will consult a 
dictionary when encountering new words and phrases. Furthermore, willingness to use a 
dictionary is related to willingness to read through information pages in a dictionary. This is 
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not a surprising finding: if one wishes to purchase a dictionary, they may well want to make 
sure that they are familiar with the dictionary.  
 
 
Scales 1. 2. 3. 4. 5. 6. 7. 8. 9. 10. 11. 12. 
1. Ideal L2 self  1            
2. Ought-to L2 self  .19 1           
3. Language learning 
experience .33  1          

4. Motivated language learning 
behaviour    .44 1         

5. Willingness to pay for 
dictionaries     .15 1        

6. Willingness to read 
through sections of the guide 
on use in a dictionary 

    .22 1       

7. Willingness to use 
dictionaries   .33 .24 .34  1      

8. ICT skills  .24 .17 .25    .44 1     
9. Willingness to cooperate with 
peers in class  -.15    -.14   1    

10. L1 communication skills  .15 -.26    -.18  .20 .29 1   
11. Previous communication 
experiences with native 
speakers of English 

.63  .36  .20  .24 .40 -.17 .33 1  

12. Previous communication 
experiences with non-native 
speakers of English  

.60  .35 .15 .28  .20 .37 .18 .25 .86 1 

 
Table 3. Relationships among scales 

 
 

The ICT skills scale also correlates with motivation. However, the correlational 
coefficients are rather low, which means the relationship between ICT skills and motivation is 
weak. The L1 communication skills scale has a positive relationship with the ideal L2 self and 
a negative relationship with the ought-to L2 self. This means that a strong L1 competence – 
even though this is only slightly true – correlates with the internalized ideal L2 self, and the 
better one’s L1 skills are, the less developed their ought-to L2 self is. As to an explanation to 
this, it may happen that if one experiences that they can successfully communicate in their L1, 
they will be less likely to take other person’s expectations concerning communication in 
another language into account as they believe they have a solid linguistic foundation to rely 
on even if this foundation is available in their L1. Previous communication experiences with 
both native and non-native speakers correlate with most other scales, especially with the ideal 
L2 self and ICT skills. This may be explained by the supposition that the more motivated one 
is, the more opportunities they seek to use the English language and this way practise it (cf. 
Bialystok, 1981). These days such practice often happens in an online environment as most 
Hungarians typically have only indirect contact with English-speaking cultures through 
cultural and media products (Csizér & Dörnyei, 2005; Csizér & Kormos, 2009). Also, 
willingness to cooperate with peers negatively correlates with the ought-to L2 self. 
Concerning the ought-to L2 self, Dörnyei and Chan (2013) claim that it “lacks the energizing 
force to make a difference in actual motivated learner behaviors” (p. 454), which means that 
the ought-to self will not necessarily motivate learners’ to cooperate with one another. 
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Since correlation does not imply cause-effect relationships, regression analyses were 
run at the p<.05 level of significance in order to investigate the relationships between the 
scales. Some of these results are presented in Tables 4, 5, 6 and 7. First, the scales 
determining motivated language learning behaviour were investigated. The results thus 
obtained and shown in Table 4 demonstrate that, similarly to the results of previous research 
(Csizér & Kormos, 2009, Kormos & Csizér, 2008, Papi, 2010), it is language learning 
experience and the ideal L2 self that are predictors of motivated language learning behaviour 
with an explanatory power of 27%. 
 
 
Scales B SE B β t 
1. Language learning experience .52 .06 .54* 8.39 
2. Ideal L2 self .28 .06 .31* 4.78 
R2 .27 
F for change in R2 37.47 
Note. B stands for regression coefficient. *p<.05 
SE B – standard error associated with the coefficient 
R2 – stands for the proportion of variance in the dependent variable explained by the independent variables 
β – standardized coefficient 
 

Table 4. Results of regression analysis regarding motivated language learning behaviour 
 
 

Based on the data obtained in the scope of this research, and in line with the results of 
previous research, the ought-to L2 self is not a predictor of motivated language learning 
behaviour (cf. Csizér & Lukács, 2010; Kormos et al., 2011), and language learning experience 
is the strongest predictor, with the ideal L2 self being the second strongest predictor of 
motivated L2 learning behaviour (Csizér & Kormos, 2009, Kormos & Csizér, 2008, Papi, 
2010). 

 
The next dependent variable we wished to furnish an explanation to was willingness to 

use dictionaries. Results of the regression analysis (Table 5) revealed that altogether three 
independent variables (willingness to pay for dictionaries, language learning experience and 
the ideal L2 self) explain willingness to use dictionaries with an explanatory power of 20%. 
 
 
Scales B SE B β t 
1. Willingness to pay for dictionaries .30 .06 .30* 4.76 
2. Language learning experience .40 .08 .34* 5.06 
3. Ideal L2 self .15 .07 .14* 2.03 
R2 .20 
F for change in R2 18.01 
Note. B stands for regression coefficient. *p<.05 
SE B – standard error associated with the coefficient 
R2 – stands for the proportion of variance in the dependent variable explained by the independent variables 
β – standardized coefficient 
 

Table 5. Results of regression analysis regarding willingness to use dictionaries 
 
 

Based on the above results, and in line with the results of previous research (Fajt et al., 
2023), it may be concluded that L2 learning motivation is a precondition to willingness to use 
dictionaries, and those who are willing to purchase dictionaries are more likely to consult 
them. These findings are important for EFL teachers, too, as it seems that besides explicit 
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practice of using dictionaries in EFL classes, it is additionally the ideal L2 self that is to be 
nurtured when raising learners’ awareness of the importance of consulting a dictionary. 
Furthermore, as previous research suggests, teachers’ role in encouraging learners to purchase 
dictionaries is fundamental (P. Márkus & Fajt, 2021; Ryu, 2006). 

 
Willingness to pay for dictionaries was also investigated as a dependent variable and 

its predictors (independent variables) were sought. The results of regression analysis reported 
in Table 6 revealed that three variables predict willingness to pay for dictionaries with an 
explanatory power of 16%.  
 
 
Scales B SE B β t 
1. Willingness to use dictionaries .35 .06 .35* 5.38 
2. Willingness to read through sections of the guide on 
use in a dictionary .26 .07 .24* 3.63 

3. Ought-to L2 self .14 .07 .13* 1.98 
R2 .16 
F for change in R2 14.16 
Note. B stands for regression coefficient. *p<.05 
SE B – standard error associated with the coefficient 
R2 – stands for the proportion of variance in the dependent variable explained by the independent variables 
β – standardized coefficient 
 

Table 6. Results of regression analysis regarding willingness to pay for dictionaries 
 
 

Willingness to use dictionaries naturally accounts for willingness to pay for them: if 
learners wish to use a dictionary on a regular basis, they may be more likely to pay for them. 
Similarly, if learners wish to use a dictionary, they will read through the different information 
pages, too, as this could also contribute to more informed dictionary use. An interesting result 
is that the ought-to L2 self is also a predictor of willingness to pay for dictionaries. This may 
stem from learners involving their teachers as authorities in their language learning and their 
reliance on teachers’ advice concerning the purchase of dictionaries (cf. P. Márkus & Fajt, 
2021; Ryu, 2006). 

 
Last but not least, willingness to cooperate with peers in class and the predictors 

thereof were also investigated. The results of regression analysis reported in Table 7 revealed 
that two variables have an impact on participants’ willingness to cooperate with an 
explanatory power of 10%: these two variables are L1 communication skills and the ideal L2 self. 
 
 
Scales B SE B β t 
1. L1 communication skills .39 .08 .32* 4.70 
2. Ideal L2 self .18 .07 .16* 2.33 
R2 .10 
F for change in R2 12.39 
Note. B stands for regression coefficient. *p<.05 
SE B – standard error associated with the coefficient 
R2 – stands for the proportion of variance in the dependent variable explained by the independent variables 
β – standardized coefficient 
 

Table 7. Results of regression analysis regarding willingness to cooperate with peers in class 
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The data show that L1 communication skills, which may be considered a prerequisite 

for effective L2 communication skills (Sparks et al., 2006, 2008), are important in predicting 
willingness to cooperate with peers in the EFL classroom. It follows from this that an 
internalized aspect of motivation, the ideal L2 self has to be nurtured and developed so that 
participants will eventually wish to engage more eagerly in groupwork or pairwork in the EFL 
classroom. These findings are not surprising since effective cooperation heavily relies on 
communication and the willingness to develop one’s L2 self certainly involves extensive 
communication in today’s communication-oriented educational settings.  
 
 
5 Conclusion 
 

This study aimed to explore in what ways the university students surveyed relate to 
certain 21st century skills and skills necessary for life-long learning, and how these skills 
impact these students’ English language learning motivation. In addition, the paper validated 
the referent research instrument and also reported on some of the preliminary findings of this 
pilot study. The first research question (RQ1) concerned the reliability of the scales and, 
based on the results, it can be concluded that all scales are reliable and unidimensional. This 
suggests that the scales may be used for data collection in the future when carrying out large-
scale investigations. 

 
As for the second research question (RQ2), it may be concluded that similarly to the 

findings of previous research (Csizér & Kormos, 2009, Kormos & Csizér, 2008, Papi, 2010), 
it is language learning experience and the ideal L2 self that determine the L2 learning 
motivation of the Hungarian university students examined. The third research question (RQ3) 
examined the self-perceived ICT and communication skills of participants. Based on the 
results, participants seem to possess both the necessary ICT as well as L1 skills for learning 
English in current university-level educational settings. Furthermore, regarding participants’ 
dictionary use habits (RQ4), participants do not seem to extensively use dictionaries and do 
not appear willing to purchase dictionaries; rather, they demonstrate a preference for 
dictionaries with free access. It is also apparent from the results that the ideal L2 self plays an 
important role in willingness to use dictionaries. Furthermore, willingness to pay for 
dictionaries is determined by the ought-to L2 self. Regarding participants’ willingness to 
cooperate with peers in the EFL classroom (RQ5), L1 communication skills and the ideal L2 
self predict to what extent participants are willing to cooperate with one another. As for the 
next research question concerning previous experiences with native and non-native speakers 
of English (RQ6), participants demonstrate a positive attitude towards such communicative 
situations. Finally, as for the last research question (RQ7), it is the ideal L2 self that may 
contribute to a more positive attitude towards L2 learning motivation, dictionary use, 
willingness to pay for dictionaries and cooperation with peers. 

 
Generally speaking, based on these results, it becomes apparent that external factors, 

including peers (cf. ought-to L2 self) and the EFL teacher, play a minor role in developing 
different 21st century skills. Nevertheless, it seems that the ideal L2 self is a fundamentally 
important determiner of L2 learning motivation, willingness to use dictionaries and 
cooperation during EFL classes. Additionally, participants seem to exhibit the necessary ICT 
and L1 skills for their studies of EFL, and positively relate to communicative situations with 
native and non-native speakers of English. Based on the examined sample, these findings 
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seem to reflect an ideal scenario for Hungarian university students’ studies of EFL, and their 
development concerning some aspects of life-long learning and certain 21st century skills. 

 
The results of the present pilot study may, by no means, be considered representative 

as the sample size does not allow for generalisable findings. However, the tendencies revealed 
by the paper often reinforce the findings of previous research. Given this, the scales used in 
the present paper have been identified reliable and worthwhile to be used in future research 
involving much bigger sample sizes and different educational contexts. 

 
 
 

Proofread for the use of English by: Denise J. Martens, Toronto, Canada 
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