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1 INTRODUCTION

Research on motivation to learn languages has teerof the most widely research
areas in the field of language learning and teagHtor several decades the field was
dominated byintegrativeness,a core component in Gardners’s socio-educational
model. The concept of integrativeness included|&aeners’ willingness to identify
with the target language culture and the people whoke the target language.
Integrativeness was at the centre of motivatioeassh for several decades, until the
rise of global English. English quickly became aeremore international language,
and there were no longer specific target languadferes, which were the core idea of
integrativeness. The rise of global English mehat for the learners of English as a
foreign language, the target culture was more ofnéernational phenomenon. The
criticism on the outdated model of integrativenkessto the creation of new ways to
research motivation. As the target cultures coddamger be the starting point, the
idea of theselfwas brought from the field of mainstream psycholof}yis meant that
motivation could be researched from the perspeciibe learner (Csizér and Lukacs
2010: 1-2). One theory that focuses on the seldsnyei's L2 motivational self
system, which has its roots in previous theoried trave used the self as a starting
point and focused on aspects in the future. Themdlivational self system is a
modern way of researching motivation, and it wikcabe the framework for the
present study.

Research on the L2 motivational self system begaHungary, and the theory has
been used as a framework quite often there. Iniemaly the theory is still in its
infancy, and, for example, only one study has bmmrducted in the Finnish context.
Because the theory is still rather new and haseeh used widely in research, each
study can reveal something new. The one study atedun Finland (Toivakka 2010)
researched the future self images and generaladgsttowards English of high school
students. The present study also examined highot&dtadents, but from another
perspective. The participants of the present stwdye young athletes, and the L2

motivational self system was given a sports petspec

The aim of the present study was to examine yotimgtas’ general attitudes towards
English, and to discover what kind of future saliges and previous experiences they
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had related to English and sports. The presentysias a quantitative study, and
therefore comparisons between participants fromfemiht backgrounds were
important. The data was collected from two sporisrted high schools with the help
of a questionnaire. The data was then analyzed ncelg in order to see whether
there were any statistically significant differeacdhe participants’ responses were
compared by gender, by the type of sport theyahd, by the level they competed on.
The findings of the present study can be genexhliaeyoung athletes in Finland as a

whole, and the findings can help understand yotnigtes as students of English.

The present study will begin with an overview ok thistorical development of
motivation research. The historical developmengptér 2, is divided into the four
major periods suggested by Dornyei and Ushioda (04nd the final period also
includes a review of the L2 motivational self systea new theory that was used as a
framework for the present study. Chapter 3 discu#ise aims of the present study and
explains the methodological choices. Chapter 4 wgiort the findings. The present
study is concluded with chapter 5, which will sumipa@ the main findings and
evaluate the present study, as well as give suggsdbr future research.

2 THEORETICAL BACKGROUND

This section presents the background of the presemty. It begins with a brief

discussiorof the termmotivation,which is followed by the historical development of
motivation research. Four major periods, introdubgdérnyei and Ushioda (2011),

with the main theories from each period will beiegyed in a chronological order. The
fourth period, the period of the modern researtsp ancludes the framework of the
current study, the L2 Motivational Self System, gthwill be discussed in more detail.
This is followed by summaries of some previous i&sidhat are based on the L2
Motivational Self System or ideas derived from ag well as studies on athletes
because they comprise the participants of the ptesedy.

2.1 Motivation

Motivation is one of the most widely researchedaref foreign language learning and

teaching, and therefore it has been defined on nwaegsions, and the definitions
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vary. The term motivatiororiginally comes from the Latin vertmovere,to move
(Dornyei and Ushioda 2011: 3). Motivation is commzat with why people decide to
make a choice to engage in something, how long &heywilling to sustain what they
are doing, and how hard they are going to invefstrtebind persist in what they are
doing. In other words, it is about the choices peaopake concerning the goals they
want to achieve or avoid, and the degree of effogy want to put in it (Keller 1983:
389). Motivation, in short, could be explained s tombination of effort and desire
to reach a goal (Gardner 1985: 10).

Many of the definitions emphasize the multifacesadd complex nature of motivation.
Motivation is seen as a dynamic mental processitichides decision-making, action-
implementation and action-control (Dérnyei and O1#@98: 45-46). The dynamic
nature also emphasizes the fact that motivationoisstable, but contains ups and
downs, and can change even over a short periadhef Furthermore, motivation has
cognitive, affective and behavioral characteristiaand motivated individuals
demonstrate all three of these facets (Gardner)200&ivation can be defined as “the
dynamically changing cumulative arousal in a persib@at initiates, directs,
coordinates, amplifies, terminates, and evaludtescognitive and motor processes
whereby initial wishes and desires are selectedyrifized, operationalised and

(successfully or unsuccessfully) acted out” Dorreyed Ottd (1998: 65).

One way of looking at motivation is to consider théributes that motivated
individuals display, instead of trying to provide@amprehensiveefinition that would
take into account all the different characterist€snotivation. Motivated individuals,
for example, have goals and desires, invest effoathieve the goal, enjoy striving for
the goal, and make use of appropriate strategeshislp achieve the goal (Gardner
2001). Furthermore, they show persistence, haveatapcies regarding their success
or failure, and have reasons for their behaviorrd@er 2005). Moreover, motivated
individuals experience reinforcement from succassd disappointment from failure
(Masgoret and Gardner 2003: 128). In motivatioreaesh, however, it would be

impossible to study all of these features of ma&dandividuals.

Another way to look at motivation is a categoriaatithat consists of three different
levels that affect motivation (Dérnyei 1994: 279028The first level is théanguage
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level which includes aspects such as the target largoalure and the usefulness of
the target language to the learner. The second ¢évaotivation is thdearner leve|
which consists of different individual charactadst The third level takes into account
the context of learning; it ithe learning situation levelThis level includes aspects
such as the teacher and the course. This categionizaghlights the multidimensional

nature of motivation.

Research on motivation to learn languages has oleeelover time, and other theories
have become more prevalent than others during icepariods. The periods, as
mentioned above, are suggested by Dérnyei and dahand they are constructed so
that each period has brought a new perspectivehasdried to compensate for the
possible weaknesses of the previous research tréhdsext sections will present the
four periods and their most important theories,immadvith the modern era and the

presentation of the L2 Motivational Self System #&sabrigins.

2.2 The social psychological period

The social psychological period lasted from the |2950s to the 1990s. The most
influential researchers during this period were daar and Lambert, whose work
dominated the research for several decades. Gaatetambert studied motivation
to learn languages in the bilingual context of @maGardner’'s socio-educational
model of second language acquisition is the mdtiential model of the period. It
includes the concept aftegrative motivationa concept that has been used much in

research in the past decades.

The socio-educational model contains three varsableegrativenessattitudes toward
the learning situation, and motivation (Gardner D00ntegrativeness can be defined
as a genuine interest in learning a language iardad come psychologically closer to
the other language community (Gardner 2001), iemittords, an openness to take on
characteristics of the target language group (Gar@005). The term integrativeness
derives fromidentification, a term used by Mowrer in the 1950s to explain the
motivation of a child to learn the language of Ings/parents. The second variable of
the socio-educational model, attitudes toward tharring situation, refers to the

learners’ attitudes toward any aspect of the legrsituation, for example, the teacher
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and the materials (Gardner 2001). The third vagialhotivation, requires three
elements: effort, desire, and positive affect. éflithese three are seen as necessary
elements when distinguishing whether an individsaiotivated or not. The socio-
educational model proposes that the first two e integrativeness and attitudes
toward the learning situation, are the elementsdhpport motivation, but in the end it

is motivation that is responsible for achievememtléarning the language, and
therefore it is the active variable of the modeh{@er 2001).

The socio-educational model, although it does nolude other variables, recognizes
that other variables can affect language learning sherefore also language
achievement (Gardner 2005). One of these varialsl@sstrumentality, which is
concerned with purely practical reasons for legr@nanguage, as opposed to wanting
to identify with the target language group. Thesefical reasons can be, for example,
passing a test or gaining promotion at work. Gardf{#901) has criticized the
oversimplification used in research that claimg theegrativeness and instrumentality
are polar opposites, when in fact, one can simetiasly have both integrative and
instrumental reasons for learning a language. Hewestudies (for example, Gardner
and Lambert 1959) have shown that integrative matitm is more intense than
instrumental. This is because integrative motivatiovolves a desire to learn the
language for of a genuine interest for the targagliage culture, rather than gaining
practical advantages. The division between integratnd instrumental motivation has

been a notable characteristic of the social psydichl period.

A total of 75 different studies conducted by Gardmed his associates were reviewed
by Masgoret and Gardner (2003), who drew generatlaosions from the previous
studies. They investigated five variables usedh@ tajority of studies: attitudes
toward the learning situation, integrativeness, ivadibn, integrative orientation, and
instrumental orientatiorOrientation can be defined as a collection of reasons for an
individual to learn a language (Gardner 2001). dragveness was found to affect
second language acquisition in a positive way. Meee, motivation was more highly
related to achievement in the second languageahgrof the other four variables, but

all of the five were positively related to achievamh
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The social psychological period emphasized theas@aintext of learning a language,
and whole linguistic communities were the startippgint of research for several
decades. This macro perspective, however, wasuitgidsfor research in classrooms
(Dornyei 2003a: 11), and therefore there was a teeéeévelop alternative approaches.
These alternative approaches can be seen as gtdnréirsecond period of motivation

research.

2.3 The cognitive-situated period

The criticism of the social psychological approastd its limited use on motivation
research in the classroom, together with a cognitevolution in psychology, led to
the investigation of motivation from the perspeetiof the individual. This period
attempted to include the trends from cognitive psyagy in the theories of motivation
to learn languages (Dérnyei and Ushioda 2011: 8élf-determination theory by Deci
and Ryan (1985) is one of the most influential tresoof the cognitive-situated period.
The distinction betweernntrinsic and extrinsic motivationis the core of self-
determination theory, and the distinction has besed a great deal in research to
explain differences in motivation between learn®lliams and Burden 1997: 123).
The main principle of self-determination theorythat for an action to be rewarding,
the learner has to have a desire to be self-imgaand self-regulating, and this way
the motivated action also brings a sense of autgr{@drnyei and Ott6 1998: 44).

According to self-determination theory, there ave types of motivationintrinsic and
extrinsic Simply put, extrinsic motivation is concerned lwidutside pressures (Deci
and Ryan 1985: 34) and gain outside the activaygkample a good exam result or a
financial reward, whereas intrinsic motivation i®ncerned with interest and

enjoyment in the activity per se (Noels et al. 208%).

Intrinsic motivation can be divided into three gaiges (Noels et al. 2000: 62). Firstly,
intrinsic motivation knowledgeefers to the motivation for performing an actvior
the feelings associated with learning new thingeco&dly, intrinsic motivation
accomplishmenis concerned with the feelings related to achigdrgoal or mastering
something. Thirdlyjntrinsic motivation stimulations about motivation that is based

on the sensations that are stimulated while dohg dctivity. All three of these
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categories are concerned with positive sensatibas d@rise from performing the

activity.

In a similar way, extrinsic motivation can alsodeided into subcategories according
to the extent to which the motivation is self-detared (Noels et al. 2000: 63). Firstly,
external regulationconcerns the activities that one performs becadisan outside
demand. Such reason for performing an activityldcdoe, for example, studying to
pass an exam. Secondigfrojected regulationrefers to reasons that come from the
individual self even though some external presaise exists. An example of this type
of motivated behavior could be studying a languag®rder not to feel ashamed
because the norm of the society is to be abledalsfi. The third category of extrinsic
motivation isidentified regulation which is the most self-determined form of the
three. It refers to the choices individuals makgarding the activity, because they
have chosen to perform the activity for personatiportant reasons, for example, in

order to improve their language skills for educagilodevelopment.

The termamotivationwas usedn self-determination theory to complete the typés
intrinsic and extrinsic motivation mentioned abobecause sometimes people have
neither intrinsic nor extrinsic reasons for perforghthe activity (Noels et al. 2000:
64). Amotivation refers to a situation of not Valy the activity or the outcome of the
activity. In other words, people see no relatiobwaen the activity and the outcome,

because the situation feels to be out of theirrobnt

The socio-cognitive period moved the focus from Hueial context of language
learning to the individual self, introducing thezgithat were affected by the trends in
mainstream psychology. Even though the theoriesnguthis period managed to
compensate for the weaknesses of the previousstiengsearch, there were still new
perspectives to consider. The following period, phecess-oriented period, added a
temporal perspective into motivation research (pérrand Ushioda 2011: 60). This

period and its main theory will be reviewed next.
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2.4 The process-oriented period

Previous models had not considered motivation toabe&ynamically changing
phenomenon, and therefore there was a need fowanwoelel that would also include
the temporal aspect of motivation (Dérnyei and Qi8®8: 43). Adding the temporal
aspect as an essential component of motivation edasknew milestone in motivation
research (Mezei 2008: 80). The dynamic nature otivaton emphasized, for
example, that motivation could change even withisiragle lesson. The new model
created by Dornyei and Ottd, the process modelDfriotivation, could explain the

ups and downs of motivation over time (Dérnyei 2087).

The process model of L2 motivation consists of thmensionsaction sequencand
motivational influencegDornyei and Ott6 1998: 47). The action sequemrpgasents
the process of having initial wishes, which ar@$farmed into goals, and followed by
action and hopefully the accomplishment of the geaéntually leading to evaluation
of the whole process. Motivational influences, ¢ tother hand, contain all the
sources of energy and motivation that support tbegss in the action sequence.

Furthermore, the action sequence consists of ubephases that divide the process
into smaller temporal units. The first phages preactional stageconsists of selecting

a goal and forming an intention to pursue it, inestwords, generating the motivation
(Dornyei 2003a: 18-20). The second phalse,actional stages about maintaining the
generated motivation. It includes, for example,todhing the action and assessing the
ongoing process. The final phagbe postactional stagestarts when the goal is
reached; it is the evaluation of the whole proc@$® evaluation of the process will

determine whether students will engage in simitivdies in the future.

One major milestone of research on motivation tordea language was adding the
temporal aspect as a crucial part of motivationt, &ven the main theory of the
process-oriented period has its limitations. Thecpss model of L2 motivation, for
example, suggests that the action takes placeolatisn from other actions, when in
reality, individuals constantly engage in severeficeas simultaneously, and these
actions can affect one another (Ddrnyei and Ott681%3-64). Considering the

dynamically changing nature of motivation was a $tigp in motivation research, but
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the process model could not adequately take intcownt the complexity of
motivation, which led to the development of moredexm approaches, and era of

motivation research called the socio-dynamic period

2.5 The socio-dynamic period

The socio-dynamic period is the most modern revepesiod and it consists of the
current research trends. The period emphasizestings: the role of English as a
global language, and the complexity of motivati@oinyei and Ushioda 2011: 71-
72). The previous theories viewed English simplyadsasic educational skill, when
now it is seen as a universal basic skill (Ushiadd Dornyei 2009: 3). Therefore, for
example, integrativeness is an outdated concejingksh as a global language has no
specific target culture or group for the learneidentify with (Ushioda and Dornyei
2009: 2). This is why research on motivation tanenglish needed a different point
of view. In addition to the international perspeeti motivation had to be seen as a
more complex process than the previous theoriesshgdested. The so called social
turn in motivation research viewed language leay@is an internal and social process
that was affected by contextual factors (Dornyel Bishioda 2009: 71). Language and
one’s identity are seen as inseparable, and leamiforeign language also changes
one’s identity (Csizér and Kormos 2009: 98). Theref the concept cfelfwas seen
to be a sufficient perspective for motivation resba as it could account for the
complexity of motivation better than the previobedries. The major theory of the
socio-dynamic period, the L2 motivational self gyst emphasizes the internal factors
in learning, and its roots are in older theoriesuking on the same perspective.
Therefore, the following sections will first reviethe theories preceding the L2

motivational self system before presenting the [Rivational self system.

2.5.1 Possible selves

Possible selves is a theory proposed in the fi¢ldnainstream psychology in the
1980s, and since then it has been applied to diifeeducational contexts (Ddrnyei
2009: 11). In psychology the notion of teelf has been one of the most widely used
concepts. In motivation research possible selvesvige a link between the

individual’s self concept and motivation by linkinggether the present and the future;
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they explain how individuals can change from howytlare now to how they would
like to be in the future (Markus and Nurius 198649961). A certain possible self is
usually associated with beliefs about how the futstate could be reached or avoided
(Erikson 2006: 4). The theory of possible selvesvigles a direct link between
motivation and our understanding of the world abwrs by using the self as a
mediating link between the two (Erikson 2006: 3ur@ocial and cultural context
provides the examples for the possible scenarioghi® future selves (Markus and
Nurius 1986: 954). In other words, the theory o$gble selves brings together three
issues: the concept of the self, motivation, amdsbcial and cultural meaning we use
to interpret the world around us. The traditiongf-soncepts were related to how the
individuals view themselves at present and howr thast affected their self-concept,
and the theory of possible selves widened this \agwringing the future aspect in it
(Dornyei 2009: 11). Possible selves, in short, theory explaining how individuals
think about their future and their potential (Maskand Nurius 1986: 954).

Possible selves are divided into three parts (Madad Nurius 1986: 954). Firstlhe
expected selfs a future state that can realistically be achdeviéis view of the future
self can be either positive or negative. Secoritig,hoped-for selfis the individual's
desired view of himself or herself in the futurenirtily, the feared selfrepresents a
future self state that the individual is afraidb&coming, and therefore wants to avoid
that future. More detailed possible self repreg@ria come under each of these
categories, for example, the successful self,itteself, the unemployed self, the ideal
self, the ought selves. Possible selves, theretoee,a collection of the individual’s
self-concept and all of the different self-imagegether, and only the individual self
can really determine what is possible for him or fMarkus and Nurius 1986: 957,
963).

Possible selves have two important functions (Marknd Nurius 1986: 954-955).
Firstly, they function as incentives for future belor by explaining past behavior and
therefore creating patterns for future behaviomsodering what is possible for the
individual. Secondly, possible selves provide atextnfor interpreting the views of the
self and therefore also the individual’'s currenbdogor. Interpretation of the behavior

depends on the individual and the context of pdggibpeople have different desires
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and fears, and these individual differences expitiferent behavior even in similar

situations.

Moreover, the motivation to achieve a certain gassself depends on a variety of
factors (Norman and Aron 2002: 501). Firstly, @eailability of the possible self
refers to the ease with which the particular vieinthee self in the future can be
generated. The more concrete the possible selfiéesmore motivated the individual
tends to be. Secondly, tlaecessibilityrefers to how easily stored knowledge can be
activated in the individual’s mind. The more eashyg possible self can be brought
into awareness, the more it will influence the vidiwal’'s behavior. Thirdly, the
perceived controkcan be defined as “the degree to which individumeve their
behaviors can influence the attainment or avoidarica possible self” (Norman and
Aron 2002: 501). If the individuals feel they aredontrol of attaining or avoiding a
possible self, they are more motivated to act todwanaking it happen. Possible selves
are only effective as motivators if the individymrceives them as possible (Dornyei
2009: 19). Perceived control has been proven théastrongest predictor of motivated
behavior towards achieving or avoiding a possibklé (®Norman and Aron 2002: 505).

It is assumed that each individual possesses pesslves and that these selves can be
easily reflected on, but the importance of the pbsselves to the individual and their

motivational effect varies depending on the indiab(Markus and Nurius 1986: 958).

The theory of possible selves has also been coguhdot athletes, and as athletes
comprise the participants of the present studys nvorth reviewing this aspect of
possible selves. Role models have been mentionadsasrce of possible selves, and
the cultural context of the individual plays a rate providing these role models
(Markus and Nurius 1986: 954). The role of the raediproviding examples of what
could be achieved is important; “what others are/,nocould become” (Markus and
Nurius 1986: 954). The Olympic games, for exampée been mentioned as creating
very powerful possible selves for young athleteso vatrive for one day being as

successful as their role models.
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2.5.2 Self-discrepancy theory

Another theory that has been a model for the L2ivatbnal self system is the self-
discrepancy theory, and similarly to the theory pwssible selves, it was also
introduced in the 1980s, one year before the thebrgossible selves. The theory
postulates that individuals are motivated to remaondition where their self-concept
matches their ideas of themselves in the futureydids 1987: 319). Motivation,
according to the theory, involves the desire taucedthe discrepancies between the
actual self and these future self-states. The reiffiediscrepancies between the actual
self and the future self states are associateddiffigrent kinds of negative discomfort.
The motivational function in this theory is themeval assumption that people want to
approach pleasure and avoid pain (Higgins 1997:0128urthermore, the self-
discrepancy theory only includes negative emoticansg cannot predict positive
emotions (Higgins 1987: 336).

The self-discrepancy theory includes three distilorhains for the self. Thactual self
contains the individual’s own representation of étteibutes that the individual self or
someone else believes he or she currently possé@dgggins 1987: 320-321). The
other two domains are future-oriented self guidEle ideal self represents the
attributes that the individual self or someone &lseild like the individual ideally to
posses. Theught selfon the other hand, is a representation of thebates that the
individual should posses. All of these domains aontwo perspectives: one’s own
perspective and the perspective of others (Higdi®87: 321). However, both
perspectives are personal; they are the individuaiternal self-guides that are

associated with private self-consciousness (Highg&7: 333).

Combining each domain with both perspectives cseadex distinct self-state
representations: actual/own, actual/other, ideal/owdeal/other, ought/own, and
ought/other (Higgins 1987: 321-323). The individsiadelf concept consists of the
actual domain and both perspectives. The other feeif-state representations
constitute the individual’s self guides, the futoepresentations of the self. Combining
one representation with another may cause disceegmrthe attribute from one self-
state representation is compared with the attribfitten the other self-state

representation, and this comparison is coded aatehnor a mismatch (Higgins 1987:
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323). The greater the discrepancy, the more intdhse feeling of discomfort.
Individuals may possess more than one discrepdndynot all of them are equally

active in affecting their motivated behavior.

Furthermore, the two different future self guidéshe discrepancy theory, the ideal
self guides and the ought self, have different watitbnal functions (Higgins 1987:
319). The ideal self guides havegpeomotionfocus; they are concerned with hopes,
aspirations, advancement and accomplishments. Thbtself guides, by contrast,
have apreventionfocus. A prevention focus is associated with refgutaof negative
outcomes that are due to failing to live up to #aeectations created for the

individual.

Both of the theories presented above have beenriemidor the development of the
L2 motivational self system, which is the main theof the socio-dynamic period.
The L2 motivational self system is a modern wayregearching motivation as a
complex process. The theory of possible selvesthadself-discrepancy theory both
used the self as a starting point, which alloweseaeching motivation as an internal
individual process. The L2 motivational self systbas used features from both of
these theories. The development of the L2 motivalicself system and the main

components of the theory will be reviewed next.

2.5.3 L2 Motivational self system

The L2 motivational self system was proposed ineprtb compensate for the
weaknesses of the previous theories, the widelarebed concept of integrativeness
in particular. The theory offers a broader persgedb research on motivation to learn
languages by looking at motivation from the persipecf the self (Csizér and Lukacs
2010: 1-2). The strength of the theory is claimedbe its focus on the learner
(Maclintyre et al. 2009a: 58). The L2 motivationalf system is concerned with how
the language learning process is affected by tdests’ images of themselves related

to learning the target language.

Dornyei’'s main motive for proposing the L2 motivatal self system was the growing

dissatisfaction with integrativeness, a concept ktzal been the focus of research for



16

several decades (Doérneyi and Ushioda 2011: 84-8%) original idea of
integrativeness was the identification with thgé&idanguage culture, but with the role
of English becoming more and more internationalwds no longer possible to
determine specific target groups for the learnadémtify with (Dornyei and Ushioda
2009: 2-3). English nowadays is seen as a basigersal skill with a global
community as the reference group. Moreover, ilagmed that the global community
of English might be more of an “imagined” referergreup to most learners, as their
actual contact with other learners might be limigdmb 2009: 230). This is the
situation at schools, in particular, as Englishaisght as a school subject and there
might be no direct contact with its speakers (D&rng009: 24). Therefore, the
weakness of integrativeness is that it can be egpdnly in specific sociocultural

contexts, like the Canadian bilingual community vehié was originally used.

The motive for the L2 motivational self system veakarge-scale motivation study in
Hungary. The results of the study emphasized tleeabwhat was originally defined
as integrativeness in determining the learners’ ivatgd behavior (Dornyei and
Ushioda 2011: 85-86). However, Dornyei thought théggrativeness could be better
explained as an internal process, and by drawintherprevious theories of possible
selves and the self-discrepancy theory, he creatitk between motivation to learn
languages and future self guides (Dornyei and €&i@62: 453; Dornyei and Ushioda
2011: 85-86). The traditional concept of integratigss was equated with the self-
directed future view of the self, theeal L2 selfand this was the central theme of the
new theory of L2 motivational self system (Dorn@@09: 27). The L2 motivational
self system, even though it grew out of the dis&attion with the concept of
integrativeness, does not contradict the traditidhaories and concepts, but rather
presents a broader perspective for research onvatioth to learn languages by
including the traditional concepts in this theo@sizér and Lukacs 2010: 2). The
strength of the L2 motivational self system is tlitatan be used to explain the
motivation in a variety of contexts, even if thaeelittle or no contact with L2

speakers.

The L2 motivational self system consists of threenponents, in other words, three
different sources of motivation to learn the tarlgetguage. These three components

are reviewed next.
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2.5.3.1 Ideal L2 self

Firstly, theideal L2 selfrepresents the learner’s own vision of himself ersklf as an
effective L2 speaker (Dornyei and Ushioda 2011: 8@)ideal L2 self, in other words,
is the L2 related image of one’s ideal future (B&n2005: 105). It represents the
hopes and dreams that the individual has concethmd 2. This component relates to
the self-discrepancy theory in that the ideal LE seludes a desire to reduce the
discrepancy between the actual and the ideal s¢émyei 2009: 29). Learning a
foreign language, in this view, implies becomingnsthing different from the actual
self by trying to achieve the image of the idedil ©ashima 2009: 144). Therefore the
ideal L2 self is a very powerful motivator. Furthrere, the component of the ideal L2
self is related to the traditional concepts of gnétiveness and internalized
instrumental motives. Moreover, as mentioned garlfee ideal self is considered to
have a promotion focus, a notion that was origynalfroduced by the self-discrepancy
theory. This means that it is connected with thespiti for the wanted outcome. The
internalized type of instrumental motivation thaldngs to this component of the L2
motivational self system has been namestrumentality-promotion(Dornyei and
Ushioda 2011: 87). This includes instrumental nediwith a promotion focus
(compared to instrumental motives with a preventioous presented below), an
example of which could be studying for career adeament.

2.5.3.2 Ought-to L2 self

Secondly, theught-to L2 seltontains the social pressures coming from the éa&n
environment (Dérnyei and Ushioda 2011: 86). Thehtig L2 self, therefore, might
have no connection to the learner's own wishes desires, and it might even
contradict with the ideal L2 self (Csizér and Luk&010: 3). The social pressure
includes the attributes that the learner believe®hshe ought to posses in order to
meet the expectations of the significant othersr{pé 2009: 29). The ought-to L2
self also contains avoidance of possible negativteamnes if one fails to meet these
expectations that others have for him or her (Csinél Lukacs 2010: 3). The ought-to
L2 is connected to the traditional concept of @slid types of instrumental motivation
(Dornyei 2009: 29). Furthermore, as the self-disarey suggests, the ought-to L2 self
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has a prevention focus, which means the avoidahuewanted outcomes (Maclintyre
et al. 2009b: 195). The extrinsic types of instrataé motivation include this
prevention focus, and therefore the concept befantp the ought-to L2 self has been
namedinstrumentality-preventiorfDornyei and Ushioda 2011: 87). An example of

this type of motivation is studying in order notfédl an exam.

2.5.3.3. L2 learning experience

Thirdly, theL2 learning experiencevas included in the L2 motivational self system
because for some learners “the motivation to l@eatanguage does not come from
internally or externally generated self images, fagiher from successful engagement
with the actual language learning process” (DOrr3@09: 29). For this reason, the
situated factors, including, for example, the teackthe curriculum, the positive
experiences of using the language, were includetttéenmodel. The focus of the L2
learning experience lays in the past as it reflegtspast success and experiences
(Macintyre et al. 2009b: 195). The L2 learning eigrece component also contains the
attitudes towards the learning process, which igngoortant part of motivation in

Gardner’s socio-educational model as well.

2.5.4 Previous research on the L2 motivational dedystem

The previous sections summarized the main ideasraaid theories of past research
on motivation to learn languages. Gardner and dugseducational model dominated
the research for several decades, and the mostrmtiae®ry, the L2 motivational self
system, is therefore a fairly new concept thati@deen used as a framework for that
many studies yet. This section will briefly summarsome previous research that have
based on the L2 motivational self system. The evistudies will be presented so
that two studies that were conducted in the muad untext of Hungary will be
presented first. The second study compared diffeage groups, and therefore it is
followed by a summary of a similar study conduated different context. The fourth
study deals with the relation between integratiggnand the L2 motivational self
system. It is followed by two studies that have bagized the role of imagination in
language learning. The last study was conducté&thiand, and therefore it might give

insights into the present study that was also cotedin the Finnish context.
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Csizér and Lukacs (2010) compared the motivatiahspositions of students who
learnt both English and German in Hungary. The datasisted of a total of 237
teenagers aged at 16 and 17. The main idea of ttidy svas to compare the
motivational dispositions of students who learnedjlish as a second language (L2)
and German as a third language (L3) with studerits lgarned German as L2 and
German as L3. The study used the L2 motivationlsgstem and its variables as a
framework, but also other variables such as langle@yning anxiety, cultural interest,
direct contact, and parental encouragement wereecadd the research. The
participants answered a questionnaire consistingotii Likert-scale questions and
open-ended questions. The main finding of the studyg that the participants’ ideal
selves were proven to be the most significant bégian predicting motivated
behavior. It was the same for both English and Gernegardless of the status of the
language (L2 or L3). In general, however, the atital and motivational dispositions
were significantly higher for English; the partiaiis had more vivid ideal selves
concerning English, their motivated behavior wasrgjer for English, and they had

more positive learning experiences regarding Ehglis

Another study that was also conducted in Hungavgstigated the variables of the L2
motivational self system among three different goof learners: secondary school,
college, and university students (Csizér and Kor2@39). The study had a total of
432 participants. The results reinforce the resuflthe study reviewed above; also in
this study the ideal L2 self was found to contréotd motivated learning behavior
significantly in all of the different learner grasipFurthermore, also the role of L2
learning experiences affected the motivated beharnia positive way. The ought-to
L2 self, on the other hand, was found to have aemwnited role in predicting

motivated behavior in all of the three groups.

In a very recent study, Papi and Teimouri (2012)ngared the motivational
dispositions regarding the L2 motivational selfteys between learners from different
age groups: secondary school, high school and rgiyestudents. This study was
conducted in Iran and it included 1,041 Iranianriees of English. The participants’
ideal selves and their learning experiences waraddo be powerful motivators in all

of the different age groups. However, the roleshef ideal L2 self and the learning
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experience variables in affecting motivation imgrdwuntil the participants entered
university, when the rates for these variables atarally dropped. On the other hand,
the motivational effects of the ought-to L2 seleexlined with age, which could be
explained by the increased independence. All inimlthis study high school learners
were found to be the most motivated age group antfoadranian learners of English,
and in this age group the motivational role of Idea selves developed rapidly, and

the role of the ought-to L2 selves in affecting thetivated behavior was still strong.

Ryan (2009) studied the concept of ideal L2 settiation to the traditional concept of
integrativeness. This study was conducted in Jagaah,it had 2,397 participants that
studied English as their L2. The data was colleetéti a questionnaire including a

total of 18 different motivational variables (fatraample, ideal L2 self, self-confidence,
travel orientation). The results showed that thewcept of integrativeness was
equivalent to the ideal L2 self, and thereforeotild be included in a larger entity that
views the motivation from the perspective of th#.da this study, the ideal L2 self

represented a better predictor of motivated behathian the traditionally defined

concept of integrativeness. Furthermore, this stindiycated no gender bias in the
results, and therefore it is claimed that by usiing concept of ideal L2 selves in
research instead of integrativeness might remogectimmon perception that foreign
languages are feminine subjects, a result thatblbas reported by several previous

studies.

Al Shehri (2009) investigated the relationship lbegw imagery, ideal selves and
motivation. The quantitative study was conducte8andi Arabia in two phases, and it
included 200 participants. Al Shehri (2009: 164pbihesized that “learners with a
marked visual learning style preference are likelgxhibit a strong capacity for visual
imagery and imagination, and [...] therefore suchrees are likely to develop a more
potent ideal language self”. This hypothesis wasnéb to be correct, as strong
correlations between visual learning style and lid€aself were found in the study.
The ideal L2 self was found to be a major motivgtiactor also in this study, and the
learners who were able to develop vivid ideal selweere proven to be the most

motivated.
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Also a study by Yashima (2009) emphasizes thetgphoi visualize. This study was
conducted in Japan, and it considered the Japaoesext where learners are very task
and achievement focused. Therefore it was clairhatiinagination is needed in order
to make the Japanese learners think about theial idemmunicating selves.
International posturewas a central concept in this study. It is theegahattitude
towards the international community rather than eospecific target culture. The
international posture was found to be a factor tifédcted ideal L2 selves: those
students who show higher levels of internationadtpee are more likely to develop
vivid ideal L2 selves.

The L2 motivational self system has also been useéesearch in the Finnish context.
A recent study by Toivakka (2010) considered défdr future self-state
representations of 97 high school learners, andoeoad the responses between first-
year and third-year students, by gender, and bficency. The variables that were
used in this study were, for example, ideal L2,delired L2 self, and ought-to L2 self.
There were no major differences in the self-stapeasentations between the grades. A
majority of the participants saw themselves as [geapo knew English in the future,
but the ideal L2 selves were stronger among thle prgficiency group. Both the low
and the high proficiency groups, however, saw EBhglks a necessary skill in the
future, and the participants’ ought-to L2 selved ha significant differences. When
comparing the results between genders, there wate dfferences and similarities.
The girls’ ideal L2 selves were stronger, wherdas lboys on average were more
uncertain about their ideal future scenarios. Tégponses for the ought-to L2 self
varied between the genders; the girls thoughtkhatving English was a prerequisite
for things they want to do in the future, wherelas boys could envision a future
where they could do the things they wanted withwegding English. However, both

girls and boys thought that in general English wasquired skill in the future.

As can be seen from the previous studies reviewete the role of the ideal L2 self,
in particular, has proven to be vital in motivatitm learn languages. Even though
research using the L2 motivational self system ti$ sather new, based on the
convergent findings of the studies it can be ctinthat the ideal L2 self is a major
factor affecting motivation. The roles of the otlten variables, the ought-to L2 self

and the L2 learning experience, are more limited,tbey have also not been studied
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as much as the ideal L2 self component. The nestiosewill continue with previous

research, but the focus is on athletes.

2.6 Previous research on athletes and education

Imagery has a major role in the L2 motivationalf sslstem. It is claimed that
individuals with a better imagination can developrenpotent images of themselves in
the future (Al-Shehri 2009: 168). Furthermore, there vivid this view is, the more
likely it is to affect motivation (Dornyei 2005: @R Athletes, the subject group of the
present study, are often mentioned when discustfiagrole of imagery. Imagery
training has become more and more important asteop#he whole training plan; an
image of stepping onto the top of the podium or imgla successful performance are
just as important as the coach and the trainingrarame (Dornyei 2009: 37). A quote
By Yashima (2009: 144) combines imagery and atbletell:

“If you were asked to coach a high school basdabath of novices, what is the
first thing you would do? Would you give a lectarethe history and rules of
the game, or would you take the students to awstatb watch a champion
ship tournament? If students have an image of dvbal great players
responding to the cheers and roars of the  auglienanprinted in  their
minds, students are less likely to require muclroexplanation for why they
must undertake a hard daily training routine -.ergnning, muscle
building exercise, practice swings, and fieldimggtice — so long as they see
these activities linked to what they want to bethe future, i.e. their ideal
selves.”

Imagery, like any other skill, requires practicel affort, which is why mental training
has to be a part of a successful training plan @aam and Greenleaf 2002: 70). A
successful career in sports, it is claimed, isroftetivated by imagery, and the same
can be thought about language learning (Dornye92@®). Therefore, learning a
language can partly be compared to the trainingrofessional athletes. The next
paragraphs will review some studies that have coetbathletes and education, as |

think that this gives insights into athletes asilgject group in this study.

Kellerman et al(2005) studied professional football players argrttanguage use in
foreign clubs. The target group was 38 foreign @tayplaying in the Dutch football
leagues on the two highest divisions. Football traditionally been a sport where

there is a great deal of money involved, and tloeeefalso movement between
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different countries. The researchers wanted to earthe importance of the host
language in the lives of foreign footballers in thetherlands, and also find out what
kind of language learning facilities different ctubffered for foreign players. They
sent out questionnaires both in English and in Bute players, interviewed club
managements via telephone, and also interviewedctvaches and two teachers of
Dutch. They discovered that Dutch was used inh&ldlubs participating in the study,
but also other languages such as English were dregtyuused. The club management
and coaches did not see the importance of the gldyaving a thorough command of
Dutch, but they thought the players should be &blenderstand and make themselves
understood. Dutch was seen important also for thgeps’ performance in the field;
not understanding the instructions takes up endéngy the players then lack in the
field. The players themselves had varying opinionghe importance of Dutch; some
were motivated to learn it and use it, while othéimught there was no point when you
were only staying in the same club for some yeard averyone spoke English
anyway. However, all the participants of the stadypsidered good communication to
be “an essential component of good football” (p7)26egardless of the language of
communication. Furthermore, many of the clubs effenstruction in Dutch to foreign
players, as they considered the host language dengee vital for foreign players’
successful functioning, and they also saw it asemepuisite for success in football.
However, they also recognized that following a laage course was not that high on a
list of priorities of a professional athlete.

In another study, Metsa-Tokila (2001) analyzed ghesibilities of young athletes in
combining top-level sports with education. He coregahe systems of eight different
countries by analyzing literature, reports, intews and statistics. The USA, for
example, has a very well-known system of combingaycation and competitive
sports in both secondary and higher education, easeFinland has a workable system
in secondary education these days, but trainindetath has mostly been the
responsibility of clubs with voluntary coaches. Bteflokila noted that sport was the
most popular hobby in Finland, but it was a prafas$or very few people. According
to him, Finland has about 600 professional athjaet&ésvhich 200 are foreigners. In
addition, about 400 Finnish athletes do sports asoéession abroad. Of these 800
professional Finnish athletes only some earn enauginder to be able to provide for

themselves after their sports career. Therefor@gbable to combine sports and
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education is very important according to Metsa-TakiHe claimed that athletes are
often forced to choose between education and spore least they have to prioritize
between them, because training and competing oigralével takes a great deal of
time. However, according to Metsa-Tokila, athlatesports-oriented high schools are
generally very motivated with their studies, whadso shows in their grades. This is
partly because of the growing popularity of spanie@nted upper secondary schools.
Metsa-Tokila also noted the growing globalizati@weell as the increased finances in
sports. These mean that one can earn one’s liwndpbng sports, and competing and
training abroad has become more common also amiongsk athletes these days.

Combining sports and education was also the topia oecent study by Jokinen
(2008). He interviewed eight Finnish top-level ates about combining sports and
studies at a university. He discovered that thietgh had difficulties because they had
many absences due to training sessions and compstitHowever, there was a
difference between summer sports and winter spass,in summer sports the
competition season is during the summer and thexef®re are not as many absences
because of competitions. Furthermore, he discovénat athletes proceed in their
studies more slowly than normal students do. Tlas partly because of absences, but
also because of the conscious choices of puttiogsfirst. This is why the athletes
did not have that many courses at once so thatdbelyl fully concentrate on training
and competing. However, the athletes were fountitdk that sports and studying also
complemented each other well, because all thetathtecognized that sometimes they
needed a break from sports. Moreover, it was fatatlathletes were very efficient at
time management, which is one thing that makes tgead students. As Suihkonen
(2005, as quoted by Jokinen 2008: 30) noted, “ewgll athletes are different but good

students”.

This chapter reviewed the background and historsesearch of motivation to learn
languages, showing that for several decades tleanas followed similar patterns, and
only in the recent years has the focus shifted umaf the growing globalization and
the role of English as a lingua franca. DornyegsvrL.2 Motivational Self System is a
modern way of researching language learning matinah the global world with the

learner self as the starting point. This chapteierged the key components of the L2

Motivational Self System, as well as previous redeausing it as a framework.
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Furthermore, the last section of this chapter aisamarized some previous studies on
athletes and education, giving background to tlesemt study that has young athletes
as a subject group. In the next chapter the foamgesto the present study.

3 DATA AND METHODS OF THE PRESENT STUDY

This chapter will present the methodological cheioé this study. First, the aims of
the study will be discussed together with the ticdion of the actual research
guestions. Second, the choices of methodology lvéliconsidered in detail, and the
principles and advantages of the chosen methodsliaceissed. Third, the actual
research tool, the questionnaire used in this studly be discussed in detail, and

finally, the fourth section will discuss the datdlection and processing of this study.

3.1 Aims of the study

This study is based on a modern motivation resefaachework developed by Dornyei
at the beginning of the Zkentury. As mentioned in chapter 2, the framewtiri, L2
Motivational Self System, consists of three compasiethe Ideal L2 Self, the Ought-
to L2 Self, and the L2 Learning Experience. Thdsed components are the three
variables also in this study, but in addition tegé#, also the subjects’ attitudes toward
the target language and its use are examinedeggive insights into the participants’
general thoughts about English. Dérnyei's framewwds chosen as the basis for this
study as it is a modern way to research motivationl, therefore it has not been used
so much yet. Many other aspects of language legqumistivation have been researched
for a long time to a point where | do not think ttitlaere is much new to discover,
especially for a novice researcher. However, whils modern framework and a new
perspective — researching athletes in relation ddvation to learn English — | think |
can bring something new to the field of motivatimsearch, even if it is one of the
most widely researched areas of language leariogny knowledge, athletes have
not been researched in this area before, and dreréfam extending the research of

the L2 Motivational Self System by contributing thesearch with a specific subject
group.
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The L2 Motivational Self System focuses on indiabidearners as a source of
motivation, which is another reason for me to cleodsas my framework for this
study. My original idea was to combine my passiansports with my future career as
a teacher, and Dornyei's framework provides thet b@sis for examining young
athletes, who are the subject group of this stuihe individual starting point is
important, as the backgrounds of the subjects aagyeat deal, and they may affect the
results of the study. Moreover, the L2 Motivatio®alf System also has a focus in the
future, which is an important factor in this studg,the subject group is young athletes
who may or may not have future aspirations as pead@al athletes. One of the aims

of this study is to discover how English relateshtese future aspirations.

As mentioned above, this study examines young tathiend their motivation to learn
English. Sport and athletes is a fresh startingtpoi language motivation research, as
they have not, to my knowledge, been researchekisnarea previously. The aim of
this study is to find out how Doérnyei’s frameworlosks with a specific target group.
The previous research using the framework have examlearners of English in
different contexts, but this study puts more emzhas the backgrounds of the
individual learners, and attempts to examine hoey taffect the motivation to learn
English. The participants will be compared by gentte example, as it is claimed that
“for research conducted within the self-system, dggnmust be regarded as a
fundamental differentiating factor” (Henry 2009:9)7 The three components of the
L2 Motivational Self System together with attitudesvard English are the four
variables examined in this study. The main aimthefstudy are to discover how being
an athlete affects the motivation to learn Engletd whether English is viewed as a
valuable language by athletes. Also comparisonadest different subgroups will be

made. This study will seek answers to the followiegearch questions:

1. What kind of attitudes do young athletes hagaming English?
2. How does sport affect young athletes’ future gesa of themselves

related to English?

2a. How is English related to the athletes’ id&glre

image?
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2b. How is English related to the athletes’ thdagibout
the images of how they should be in the futuréhen

opinion of others?

3. What kind of experiences related to sport dongoathletes have with
English?

4. How do the backgrounds of young athletes — thpender and the type
of sport they play— affect their motivation to leand attitudes towards
English?

These questions will be answered by collecting dath the help of a questionnaire
(see Appendix 1). As this study combines motivatmfearn languages with sport, the
data was collected from young athletes who studgligim and therefore students in
sports-oriented upper secondary schools (Emheilulukio were the most suitable
subject group for this study. The students were@dskseries of questions about how
English and sport are related in their future aadtpand how they see the value of
English as athletes. All the students were givenséime questionnaire, and therefore
the responses are comparable. The data was andlyzedier to help explain the
relationship between sport and motivation to leanglish. A quantitative method is
most suited for this study, as this study aimsxaan a larger phenomenon instead of
presenting a few individual views. The methodolagichoices will be discussed in

more detail in the next section.

3.2 Choice of methodology

This study is a quantitative study, and thereforquastionnaire was chosen as a
method to collect data. The principles and adva#ag quantitative research and the

use of a questionnaire and its different questypes will be discussed in this section.

This study is greatly about attitudes, and theee&iatements on a Likert-scale are a
natural method to collect quantitative data; ordjynthe Likert-scale was created to
measure attitudes as early as the 1930s, and #iroeit has been used widely in
research (Alanen 2011: 150). The advantage of phedthoice questions is that they
are “simple, versatile, and reliable” (Dornyei 20036), and they enable collecting

large amounts of data (Valli 2001: 31). Howevee teakness of such data collection
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is that it is very controlled and therefore the aggment by respondents might be
shallow, and it does not offer reasons for the aasps (Dérnyei and Ushioda 2011:
204, 241). The method was chosen for this studgaume multiple-choice questions are
easy and quick to respond to, and therefore lageunts of data can be collected and
analyzed in a somewhat short time. This was an itapb factor for me, as | am
interested in young athletes as a group insteaaining a few chosen individuals;
comparing different subgroups is a major part of tetudy. Furthermore, the
framework of the L2 Motivational Self System hasimhabeen measured by using
multiple-choice questions, and for the sake of iooity and ease, this method was
also chosen for this study; there were questioeated by other researchers that could
be used as a guide in creating new questions, aheesearching a completely fresh
aspect of the relationship between sport and nmimivato learn a language in a
qualitative way would have been more challengirg,tteere is no model for such
research. However, in order to gain a deeper utatetimg of the relationship between
sport and motivation to learn languages, also ageted questions were used in this

study.

The advantages of open-ended questions compensdbefmajor weakness of Likert-
scale statements; open-ended questions offer @ath, chew perspectives, and give
respondents a chance to use their own voice (Doemg Ushioda 2011: 204; Alanen
2011: 151). This is particularly important in tlegidy, as the subject group has not
been examined in relation to motivation to leamglaages before, which is why the
study contributes to the research of motivatiorhweitnew subject group, and therefore
| believe that by giving the respondents a chanocexplain their ideas will give me a
better understanding of the subject at hand. Furtbee, as one variable of the study is
previous experiences with using English, | hadit@ ghe respondents a chance to tell
about these experiences. The weakness of thisaddiection method is that since
answering open-ended questions takes more effart #inswering multiple-choice
guestions, some of the respondents might choosw rastswer at all, or the responses
might be very brief (Tuomi and Sarajarvi 2009: 7#herefore | made a conscious
choice and tried not to make the questionnaire ltog in order to motivate the
students to answer. This, however, means that ¢ nav followed the recommended
pattern of asking the same thing many times ired#ffit words, which would affect the

validity and reliability of the results (Alanen 2D1150). However, | hope that the
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large number of subjects in the study will compéméar the possible lack or shortness

of responses to the open-ended questions.

3.3 Questionnaire

The questions in the questionnaire (see Appendixel® divided into four categories:
general attitudes towards English, the Ideal LZ, $e¢ Ought-to L2 Self, and the L2
Learning Experience. The first research questiea (ssearch questions in section 3.1)
is concerned with the athletes’ general attitudegatds English. Research question
two represents the sources of motivation. One soisr¢he individuals and whether
they think they want to use English in the fututee(ldeal L2 Self). Another source is
other people and what they think one should be abldo (the Ought-to L2 Self).
Research question three focuses on the previowsierpes — in this case sport related
experiences - of using or learning English (thelearning Experience). The fourth
research question is about comparing the athletea flifferent backgrounds, and
seeing if there are significant differences betwinenresponses by gender, by the type
of sport they do, and by the level they compete on.

The questionnaire of this study, as mentioned abowesists of both multiple-choice
and open-ended questions. There are some existiagtignnaires (Dornyei et al.
2006; Ryan 2009; Csizér and Kormos 2009) that Hmeaen used for studying the L2
Motivational Self System, and these were used amael for creating the multiple-
choice questions of this study, in order to seetvkivad of questions can be asked.
However, the questions of the previous studiesccowtt be used directly, but they
were modified and new questions were created tdlseliaims of the study to examine
the relationship between sport and motivation &rldanguages, because the original
questions did not suit the purpose of this studyhay did not fit in the context of
sport. A model for the questions was necessaryesearch in this area is new to me,
and | wanted to guarantee that the componentseoLEthMotivational Self System
would be represented adequately and reliably irgtlestionnaire. However, since the
relationship between sport and motivation to lelmguages has not been studied
previously, | acknowledge that | am taking a riskcombining the two elements and

creating a questionnaire of my own to examine étetionships.
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The questionnaire consists of three parts: dembgragnd background information,

multiple-choice questions and open-ended questibims.questionnaire was in Finnish
because answering in one’s mother tongue is etsiartrying to express an opinion in
a written form in a foreign language, and in thisyw believe there might be fewer
misunderstandings as well. The background sectfoted questionnaire consists of
information about the respondents’ English studies number of courses completed
at school and the average grade of the coursesjhairdathletic backgrounds (what
their sport is, how long they have been doingrit] an what level they have competed
in it).

The second part consists of 18 multiple-choice tjres. As mentioned before, the
study has four themes and the questions are dividecbrdingly, but it is
recommended (Alanen 2011: 152) not to have thetiqussin a specific order, but
mixing them up randomly, which was also done is tuestionnaire; so the questions
are not arranged by theme, but they are in a ranolaler. | chose to include four
response alternatives to the multiple-choice qaestwhich measure the strength of
the opinion. The response alternatives ammnpletely disagree, somewhat disagree,
somewhat agreeand completely agreelt seems to be a matter of opinion whether
there should be a neutral alternative in the midWialli (2001: 35), for example,
recommends including a neutral response alterndbwé knowin order not to “force”
students to respond. However, | chose not to irclutbr the same reason; | think that
many students would choose the neutral alternativeeasily, and by not having it,
they are indeed forced to express their opiniomschvl do not think is so difficult as
two out of four alternatives are more careful esprens of opinion, as they include the
word somewhat(as mentioned above, the original questionnaire waFinnish, and

the alternatives include the wgakseenkin)

The final section of the questionnaire includesesewpen-ended questions. As
mentioned before, these open-ended questions airgatieer more detailed and
personal information on the subject at hand, bex#ues multiple-choice questions can
be quite shallow. The structure of the questiorn#oilows the recommended pattern
of starting with background information and eagjaestions, and putting the open-
ended questions last (Alanen 2011: 152). At the ehdhe questionnaire the
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respondents are given a chance to comment onutg st the questionnaire, or write

any other comments.

Moreover, the questionnaire begins with a coveeileg¢xplaining the study, giving
brief instructions, and reminding that all the imf@ation the respondents give is

completely confidential and will only be used by.me

3.4 Data collection and processing

As mentioned previously, the data for this studysweallected with the help of a

questionnaire consisting of both multiple-choicel apen-ended questions. The target
group of this study consists of young athletes, Hratefore sports-oriented upper
secondary schools were chosen as the most conveplames to collect data. The

athletes participating in this study were seconarysudents. As there are only 12
upper secondary schools classified officially a®rsporiented upper secondary
schools in Finland (Opetushallitus 2012), the sthparticipating in this study are not

identified in order to ensure the anonymity of pgagticipants.

English teachers of sischools were contacted by email during the sprimdjautumn
semester in 2012. The two teachers who voluntetergrhrticipate in the study were
mailed the needed amount of copies of the quesdiognand they returned them by
mail in a return envelope. Mail was chosen as thestntonvenient method of
collecting data because of long distances. A faatorth noting is that the athletes
study together with “regular” students, which matihe data collection a little
challenging, and therefore the teachers could agh@method that best suited their
plans. One teacher had students fill in the questoe at the end of a class or an
exam, while the other gave them as homework, anddt give credit to that teacher
for not giving these students any other homeworkthan day they were given the

guestionnaire to fill in at home!

According to Dornyei (2007: 115), the minimum numb& respondents for a
guantitative study is 100, and the total numbequdstionnaires | received was 107,
which according to Dérnyei, is an adequate numbest, all the responses from the

multiple-choice questions were coded into numeoienf with the help of Microsoft
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Excel. This was done by using the response aligasafrom one to four. Second,
these numeric forms of the questions were usedderdo make calculations with the
SPSS software. The responses from the open-endssdians were coded by theme
and also put into numeric form according to the banof times they were mentioned.

As can be seen, numbers are vital in the analyslgsstudy.

As mentioned above, the SPSS program was usedtasl & make calculations.
Frequencies and mean values were first calculdfeaeover, Pearson Chi Squares
were calculated for each statement, and they wasd when comparing the groups in
order to see how similar or dissimilar the respsrae between the groups. Pearson
Chi Squares were used to report statistically ficant differences, and the closer the
value was to 1, the more similar the responses,wdneh means that there was no
statistically significant difference between thepenses of the groups. On the other
hand, there was statistically almost significaritedence between the responses of the
groups when the value of Pearson Chi Square waB5<@tatistically significant
difference when the value was <0.01, and statistigary significant difference when
the value was <0.001. Furthermore, this study ohetufour major themes which are
called instruments (general attitudes towards Bhglihe Ideal L2 self, the Ought to
L2 self, and the L2 Learning Experience), and Cemhts alphas were calculated for
each instrument in order to ensure the reliabitifythe instruments. Furthermore,
Cronbach’s Alphas were counted for the individusiiatements belonging to each
instrument. Values that were >0.700 were considaseckliable, and values between
0.500 and 0.700 were usable but not the most teli@dornyei, 2003b: 112-113).
Finally, comparisons between the responses ofrdiffegroups were be made by using
the instruments, and this was be done by using malales and Pearson Chi Squares.

This section presented the methodological choi¢dbeopresent study: the aims, the
methodological choices, the questionnaire, andatteal collection and processing of
data. The next section will introduce the partiaigaof the present study. Moreover,
their athletic backgrounds will also be discussasl, comparing the responses by

athletes from different backgrounds is one of #search questions.
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3.5 Participants

All the participants in this study were second-ystudents at sports-oriented upper
secondary schools in Finland. The total numbehefgarticipants was 107, of which

61 were girls and 46 were boys. One respondentdaé eliminated from the study,

as he had not replied to even half of the quesiiotise questionnaire.

The participants were first asked about the numifeEnglish courses they had

completed (see Table 1).

Table 1. English courses completed

(N=107)
Number of courses Number of respondents %
1 course 0 0
2 courses 26 24
3 courses 21 20
4 courses 16 15
5 courses 25 23
6 courses 14 13
7 courses 3 3
8 courses 2 2

The distribution of completed courses varied a tgcezal, which could be due to
several reasons. Firstly, the questionnaires weré ®© two schools and there are
differences between the schedules of schools, lzer@ are even differences between
the schedules of different classes within a schidolteover, the questionnaires were
sent at two separate times, during spring 2012aatimn 2012, which meant that the
students were at different phases of their studesje had only just started their
second year at upper secondary school, while othad almost completed it.
Furthermore, another explanation could be thatiBinapper secondary schools are
classless, which means that students can complateheir own pace. This might be
particularly relevant with athletes, who might hawere absences due to trainings and
competitions, and might therefore choose to coreplgiper secondary school over a
longer period of time, and this could be why mahyhe participants had completed

only two or three courses. According to the NatioGare Curriculum for Upper
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Secondary Schools (NCC) (2003), there are six cdsopy English courses at the A

level (which is the level of English for the majgriof Finnish students studying

English), and with a normal studying pace the cdsgy English courses are usually
completed by the end of the second year, as stwidentally graduate from upper
secondary school in three years. However, onlyflihe participants reported having

completed all six courses, which could also reicéathe theory of athletes studying a
longer time, or at least having compulsory cour@es in the third year of studies.

Only a total of five students reported on havingpteted also specialization courses
in English (the elective courses are called spieeibn courses in the NCC, 2003).

The participants were also asked about the avegegies of their completed English

courses in upper secondary school (see Table 2).

Table 2. Completed English courses: grade averages
(N=105)

Average grade of courses Number of respondents %

10 2 2
9 22 21
8 27 26
7 30 28
6 14 13
5 9 9
4 1

The averages were rounded to the closest even mubethe Finnish grades are
marked asgood from grade eight onwards (8= good, 9= very goodsek@ellent),
almost half of the participants (a total of 51) hgmbd or better averages in their
English courses. As Metsa-Tokila (2001: 242) pantait in his study, athletes in
sports-oriented upper secondary schools usually lgnod grades, which is also
because of the growing competition of the placesuich education. A grade seven is
also considered an alright grade, and only a tota®4 students in this study had
average grades below that. Two students had npomdgd to this question, and
therefore there are only 105 respondents.
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In addition to basic background information, thetipgpants were also asked about
their athletic backgrounds:irst, the participants were asked to identify thee of
sport they did, which meant choosing between a tspont and an individual sport,
and second, they were asked to name the sporT &se 3).

Table 3. Sports the participants did

(N=107)
Sport Number of %
respondents
INDIVIDUAL 44 41
athletics 27
wrestling 5
swimming 4
bowling 3
tennis 2
cycling 1
table tennis 1
shooting 1
triathlon 1
orienteering 1
taekwondo 1
TEAM 63 59
ice hockey 31
volleyball 24
football 5
floorball 2
aesthetic group gymnastics 2
basketball 1
Finnish baseball 1
dancing 1

Team sports were somewhat more popular among ttieipants, and moreover, there
was a clear top three in the responses: ice hoelblgtics and volleyball were by far
the most popular sports among the participantsotal of 82 participants did one of
these three sports; in other words, 77% of allghgicipants did either ice hockey,
athletics or volleyball. This explains the populanf team sports in Table 3, as two of
the top three sports are team sports. Worth nasirthat many respondents who did
athletics had mentioned which event within athketibey did (for example javelin,
shot put, triple jump), but because not everyond Hane this, and also because
athletics is seen as one sport with a collectiomlitierent events, all the responses

were simply marked under athletics. At the othed eh Table 3 there were many
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sports which had been mentioned by only one ppeiti Some of the participants
mentioned more than one sport, and there was hdbthl4 mentions of different
sports. The percentages for each sport have not dmeted as the number of sports

mentioned is higher than the number of respondents.

Furthermore, the participants were also asked abeutexperience within their sport,

in other words, the level they competed or had atetpon (see Table 4).

Table 4. Levels the participants compete on

(N=106)
Level of competition Number of respondents %
national 45 42
international 52 49
local 9 8

Most participants, 52 (49%) of them, had respontted they had competed on an
international level. This means that the participamere successful at the sports they
did, and because of their international experietttey have proven to be a very good
subject group for this study. A national level pogs is also considered to be good in
Finland, and this is particularly noteworthy in tlest popular sports where there is a
great deal of competition. One participant had m®ponded to this question, and

therefore the total number of respondents forghigicular question is 106.

Third, the participants were also asked for the Inemof years they had been doing
their sport (see Table 5). The participants hagaeded with exact years, but for the

ease of marking, | have combined three years tegeth

Table 5. The number of years the participants ke ldoing their sport

(N=107)
Number of years Number of respondents %
0-3 years 4 4
4-6 years 18 17

7-9 years 31 29
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10-12 years 45 42
13-15 years 9 8

The most common answer was 10-12 years. This nibanghe participants had in

fact been doing their sport for more than halftdit life, as the second year students
of upper secondary schools are usually around 1yeHs of age. Also, the great
majority of the participants were quite experiencedhe sports they did, because
many had been training for several years. Onlywarfespondents could be classified

as beginners in their sport.

This section introduced the participants and thHsckgrounds. The background
information is important, as comparisons betweeffierdint groups is one of the
research questions, and therefore a great pantso$tudy. The next chapter reports the

findings.

4 FINDINGS

In this chapter the participants’ responses togihestions of the questionnaire will be
discussed according to the themes of the reseaistigns. The first research question
is concerned with the young athletes’ general ualéit towards English, and the
responses to the questions in the attitude insintiroé the questionnaire will be
viewed first. Attitude is a variable that does meong to the L2 motivational self
system, but it is discussed first because it gimeghts into the participants’ general
thoughts about English and English related to spdithe second research question is
concerned with the types of future images the yaathdetes have regarding English.
The ideal images and the ought-to images will ecuwdised separately. The third
research question is concerned with the particgdgrevious experiences regarding
the use of English in the context of sports. Tmalfiresearch question is concerned
with whether there are differences between pagitip from different backgrounds.
However, this research question will not be disedss isolation, but for clarity the
comparisons will be introduced with the themes frilv@ other research questions. A
great deal of tables will be used in order to lexplain and visualize the findings.
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4.1 General attitude towards English

Attitudes have traditionally been an important peErtesearch on motivation to learn
languages (see, for example, section 2.2 for Gasisecio-educational model), and
therefore they were also addressed in this studhe first research question is
concerned with the young athletes’ general attitosards English. The questionnaire
contained five multiple-choice questions (see T@&)land two open-ended questions
related to these attitudes, and the participamsponses to these questions will be
discussed next. The statements that belong to tiiteide instrument (and other
instruments) appeared in a random order in thetquesire, but they were given new
numbers so that the statements in each instrumeulidvbe in a numerical order. The
numbers in bold on the left are the numbers giwethé statements for the analysis,
and the other numbers are the original numberswiea¢ used in the questionnaire.
The numbers in the numerical order are the onasifiebe used when referring to the

statements.

Table 6. General attitude towards English.

(N=107)

Statement Response alternatives n Mean Cronbach’s

1 2 3 4 value | Alpha

(%) (%) (%) (%)
/1. | think athletes 1 5 41 60 107 3.50 .579
should have good (0.9) 4.7) (38.3) (56.1)
English skills.
2/2. | think Finnish 0 22 67 18 107 2.96 .697
athletes have good (0.0) (20.6) (62.6) (16.8)
English skills in
general.
3/4. | like studying 7 25 51 24 107 2.86 .583
English. (6.5) (23.4) (47.7) (22.4)
4/5. Speaking English | 70 30 2 5 107 1.46 .542*
is not an important (65.4) (28.0) (2.9 (4.7)
skill for an athlete.
5/6. | study English 65 34 6 2 107 1.49 .495*
only for the (60.7) (31.8) (5.6) (1.9)
matriculation exam.

Totaronbach’s Alpha .640

Response alternatives: 1= completely disagreepfewhat disagree, 3= somewhat agree, 4=
completely agree

*The original statements were converted from negatid positive in order to be able to count
the Cronbach’s Alpha for the instrument as a whole.
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Firstly, the participants were unanimous over statet 1 { think athletes should have
good English skills)(see the original statements in Finnish in Append)x A
remarkable number of the students thought thaethlshould have good English
skills: a total of 94.4% of all the participantsheir completely agreed or somewhat
agreed with the statement, and more than halfesht(66.1%) completely agreed. The
mean value of 3.50 also reinforces the studentsitipe views to this statement. Only
six students out of 107 thought that athletes ditl mecessarily need good English
skills. The participants were not asked to givesoea for their opinions, but an open-
ended question asked later in the questionnairétngige insights into this (see Table
10).

Secondly, the majority of the participants (79.4%jher somewhat agreed or
completely agreed with statementl2iink Finnish athletes have good English skills
in general) However, it is worth noting that one out of figarticipants disagreed with
the statement. Therefore, 20.6% of the participdmdsight that Finnish athletes did
not have good English skills in general. Again, shedents were not asked to give
reasons for their opinions, but in an open-endexpn the participants were asked to
give examples of Finnish athletes who they thoungttt good and poor English skills.
Moreover, they were asked to justify their opiniombe examples will be discussed

later in this section.

Thirdly, the responses for statementl 3iKe studying Englishivere also somewhat

positive, which can also be seen in the mean vafu286. The mean value can be
rounded to 3, which stands feomewhat agreeéA total of 70.1% of all the participants
had in fact agreed with this statement. Howevas, @iso worth noting that the number
of participants who thought they had not liked gtad English was reasonably high,

as almost one in three (29.9%) of all the participalisagreed with the statement.

Fourthly, the participants were again unanimous statement 43peaking English is

not an important skill for an athletepAlmost all of the participants (93.4%) thought
that this was not true, and the same can be seentfre low mean value of 1.46. Only
seven students out of 107 had in fact thought Bmaflish was not an important skill

for athletes.
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Statement 5I(study English only for the matriculation exartf)e last multiple-choice

guestion concerned with attitudes, also receiveg uaanimous responses from the
participants. The majority of the participants @) completely disagreed with the
statement, and when that number was combined \wghnumber of students who
somewhat disagreed, the total amount of particgpauio disagreed with the statement
was 92.5%. Moreover, the low mean value of 1.4® akveals that the students
mainly disagreed with the statement, meaning tiy had other motives for studying

English.

In addition to percentages and mean values, Crédrd@dphas were counted for each
statement separately, and also for the whole déiinstrument as a whole. The total
Cronbach’s Alpha for the attitude instrument wa®40, which means that the results
from the instrument as a whole are usable, butthetmost reliable. Cronbach’s
Alphas for the individual statements also gave lesedsults, other than for statement
6, for which the value was 0.495, very close tolimét of usable results. Statement 2
gave the most reliable values out of all the irdlinal statements within the attitude
instrument, with a Cronbach’s Alpha of 0.697, whishvery close to the limit of

reliable results.

General attitude towards English — Comparisons égdgr.

One of the research questions is concerned witlthgh¢here were differences in the
responses between participants from different backgls. In this study the
participants’ responses will be compared by genaemdividual and team sports, and
by the level the participants compete on. The nesp® were first compared by gender
(see Table 7).

Table 7. General attitude towards English — Conspas by gender.

(N=107)
Statement Response alternatives Gendgr n| Pearson
1 2 3 4 o
Square
(%0) (%0) (%0) (%0)
V1. | think 1 2 26 32 Girls 61 .501
athletes should (1.6) (3.3) (42.6) (52.5)
have good English 0 3 15 28 Boys 46
skills. (0.0) (6.5) (32.6) (60.9)
2/2. | think Finnish 0 12 42 7 Girls 61 .188
athletes have good (0.0) (19.7) (68.9) (11.5)
English skills in 0 10 25 11 Boys 46
general. (0.0) (21.7) (54.3) (16.8)
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3/4. | like studying 2 13 27 19 Girls 61 .052
English. (3.3) (21.3) (44.3) (31.1)
5 12 24 5 Boys 46
(10.9) (26.1) (52.2) (10.9)
4/5. Speaking 38 19 1 3 Girls 61 .859
English is not an (62.3) (31.1) (1.6) (4.9)
important skill for 32 11 1 2 Boys 46
an athlete. (69.6) | (23.9) (2.2) (4.3)
5/6. | study 41 18 1 1 Girls 61 .156
English only for (67.2) (29.5) (1.6) (1.6)
the matriculation 24 16 5 1 Boys 46
exam. (52.2) | (34.8) (10.9) (2.2)

Response alternatives: 1= completely disagreepgrwewhat disagree, 3= somewhat agree, 4=
completely agree

As can be seen from the table, the answers bettireegirls and the boys were quite
similar. The majority of both groups had selected same response alternative for
each of the statements in the attitude instrumBme. values of Pearson’s Chi Square
also show that there were no statistically sigaificdifferences between the responses
by the two groups. However, for statementl 3ike studying English)the value of
Pearson’s Chi Square was 0.052, which is very dioske limit of statistically almost
significant differences (<0.05). All in all, the y® and the girls shared similar

opinions, and both groups in general had a veritipesttitude towards English.

General attitude towards English — Comparisonshsy tiype of sport the participants
do.

The second comparisons were made between athlétesd individual sports and
athletes who did team sports (see Table 8). Thepadson by type of sports was
added in order to find out whether the athletickigasunds of the young athletes
created differences in the responses.

Table 8. General attitude towards English - Congmas by the type of sport

the participants do.

(N=107)
Statement Response alternatives Individual n (F;re]afson
1 2 3 4 feam SquJare
(%0) (%) (%0) (%)
V1. I think 0 0 18 26 Individual | 44 217
athletes should (0.0) (0.0) (40.9) (59.1)
have good English| 1 5 23 34 Team 63
skills. (1.6) (7.9) (36.5) (54.0)
2/2. | think Finnish| O 7 29 8 Individual | 44 .607
athletes have good (0.0) (15.9) (65.9) (18.2)
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English skills in 0 15 38 10 Team 63
general. (0.0) (23.8) (60.3) (15,9)
3/4. | like studying| 2 13 17 12 Individual | 44 .291
English. (4.5) (29.5) (38.6) (27.3)
5 12 34 12 Team 63
(7.9) (19.0) (54.0) (19.0)
4/5. Speaking 31 11 1 1 Individual | 44 677
English is not an | (70.5) (25.0) (2.3) (2.3)
important skill for | 39 19 1 4 Team 63
an athlete. (61.9) |(30.2) | (1.6) (6.3)
5/6. | study 23 20 1 0 Individual | 44 .043
English only for (52.3) (45.5) (2.3) (0.0)
the matriculation | 42 14 5 2 Team 63
exam. (66.7) (22.2) (7.9) (3.2)

Response alternatives: 1= completely disagreepfewhat disagree, 3= somewhat agree, 4=

completely agree

The comparisons by the sport the participants deéted no statistically significant
differences in the first four statements; the mgjoof the participants from both
groups had again selected the same response altesndor these statements.
However, statement 3 §tudy English only for the matriculation exporeated some
differences between the athletes who did indivick@drts and the athletes who did
team sports. The majority of both groups disagnegd the statement, but 11.1% of
the athletes who did team sports also agreed witWwhereas the percentage of the
athletes who did individual sports was only 2.3aen’s Chi Square of 0.043 shows
that there are statistically almost significanfetiénces between the responses, as the
value of the Pearson’s Chi Square was smaller thh@b, which is the limit for
statistically almost significant differences. Atl all, only one of the statements created
slight differences in the responses between thetathwho did individual sports and

the athletes who did team sports.

General attitude towards English — Comparisonshgylevel the athletes compete on.
In addition to comparisons by individual and tegrorss, the comparisons by different
athletic backgrounds also included comparing tlsparases by the level the athletes
competed on (see Table 9). When making the calonktvith the SPSS, the response
alternatives had to be combined so that the opti@redisagreeandagree.This was
because the statistical differences would not Haeen as reliable if there had been
three variables (national, international, locald @our response alternatives. Many
alternatives could have received single responsésch could have affected the

reliability of the comparisons. Therefore, the oraj response alternatives of
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completely disagree, somewhat disagree, somewhaé andcompletely agreavere
simply combined aslisagreeand agree. The same was made for the rest of the

instruments (Ideal L2 self, Ought-to L2 self, L2deing experience) as well.

Table 9. General attitude towards English — Conspas by the level the

athletes compete on.

(N=106)
Statement Response alternatives National/ n Pearson
Disagree Agree International/ Chi-Square
(%) (%) Local
/1. I think athletes 1 44 National 45 .387
should have good (2.2) (97.8)
English skills. 4 48 International 52
(7.7) (92.3)
1 8 Local 9
(11.1) (88.9)
2/2. | think Finnish 8 37 National 45 .559
athletes have good (17.8) (82.2)
English skills in 10 42 International 52
general. (19.2) (80.8)
3 6 Local 9
(33.3) (66.7)
3/4. | like studying 11 34 National 45 373
English. (24.4) (75.6)
19 33 International 52
(36.5) (63.5)
2 7 Local 9
(22.2) (77.8)
4/5. Speaking English if 43 2 National 45 .138
not an important skill (95.6) (4.4)
for an athlete. 49 3 International 52
(94.2) (5.8)
7 2 Local 9
(77.8) (22.2)
5/6. | study English 43 2 National 45 .009
only for the (95.6) (4.4)
matriculation exam. 49 3 International 52
(94.2) (5.8)
6 3 Local 9
(66.7) (33.3)

Again, the first four statements created no sigaift differences between the
participants who did sports on these three diffetewels. The majority from each

group had chosen the same response alternativihdee statements. However, the
percentages might seem high compared to the otlttecdmparisons discussed before,
but this is because the response alternativeschbd tombined as two. Statement 5 (

study English only for the matriculation expmaused some differences in the
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responses between the groups, as it did also Wigeresponses were compared by the
type of sport the participants did. Almost all bétathletes who had competed on the
national and international level disagreed with skegement, whereas one out of three
of the ones who had competed on a local level dgfeearson’s Chi Square of 0.009
shows that there are, in fact, statistically sigaift differences between the responses
of the groups. However, this might be due to the lumber of participants who
competed on the local level, which makes the peages higher than what they might
be if the group had been bigger. All in all, onlyetlast statement created some
differences between the athletes who competeddffiesent level, but in general they

had very similar opinions.

Open-ended questions.

As mentioned above, also two open-ended questiens goncerned with the students’
general attitude towards English. In the first opeded question (question 3 in
section 1l of the questionnaire) the students wasked why athletes in particular
would benefit from good English skills. The respemsvere organized by theme, and
the most frequent responses (mentioned by at feastparticipants) are shown in

Table 10. The percentages for the responses weéreonoted, as many participants

gave more than one reason.

Table 10. “Why is English a useful skill for atldstin particular?”

Reason Number of responses
Giving interviews 25
Getting to know foreign athletes 21
Communication 18
Easier to go abroad to do sports 18
Communicating with a foreign coach 15
Surviving abroad at competitions/during trainingnges 13

Communicating with foreign teammates/training conipas 12
Building international relations 8
Understanding 7
Training/competing abroad often 7
6

Giving a positive image of oneself
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There were some general reasons that could be biwvany person when asked why it
was important to know English. These general remsacluded communication
understandingandgiving a positive image of oneselhe rest of the answers included
a feature directly related to sports, for examgieing interviewscommunicating with

a foreign coachsurviving abroad at competitions/during trainingnops It is clear
that the participants saw English as a vital p&athe international sports culture, and
furthermore, English was seen as an important dhill successful athletes in
particular. One participant had in fact writtenttti@e role of English skills become
more important when one competes at an interndtienwel. The role of English in the
media was the most frequent answer. One participaehtwritten that if one was a top-
level athlete, English would be needed with the imelloreover, another participant
had responded that an athlete must be able to dgédlss conferences and give
interviews. Communication was one important themthe responses, and it could be
claimed that all of the responses listed above waleded to a communication aspect.
To conclude, one participant wrote what most oftlpFobably thought; “English is an

important skill because it can be used everywhere”.

In the second open-ended question concerned withdas (question 7 in section I
of the questionnaire) the students were askedvim @xamples of Finnish athletes who
they thought had a) good English skills, and b)rpgéiglish skills. Furthermore, the
students were asked to give reasons for their opgmiThe responses varied a great
deal, and there were many athletes mentioned by amé participant, which is why
there are no tables for this question. Howeveretheas a clear number one response
for the good English skills: Teemu Selanne was meat by a total of 33
participants, when Kimi Réaikkdnen on the secondcelavas mentioned only five
times. The reasons for Selanne’s good skills aseed. Many participants mentioned
that he had been living in the USA for a long tiraed that is why he had become so
good at the language too. Furthermore, Selannecoraplimented on his clear way of
speaking, and also for his extensive vocabularyvds also mentioned that he had
given a great deal of interviews in English. As tiemed already, Kimi Raikkdnen
was the second most popular Finnish athlete whooleasied to have good English
skills. The reasons for his good English skills evérat he had to use English a great
deal because of his international career, andhbatlso had an extensive vocabulary.

Other NHL players, for example, the Koivu brothexgre also mentioned as Finnish
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athletes who had good English skills. The geneason for their choice was that they
had lived and worked in English-speaking environtseand had had to use English
every day. Other athletes were mentioned by onb @ntwo participants. Here are
some examples and the justifications these athleezs giver); Tero Pitkamaki (“is
able to use long sentences in interviews”), Mikeaissell (“went abroad when he was
young”), Aino-Kaisa Saarinen (“fluent”), Heli KoilarKruger (“spends a lot of time
abroad, married with a foreigner”), Mika Koivunieriplays in the USA often, has
lived in the USA for several years, trains witheigmers”). All in all, a total of 23
different athletes were mentioned in respondinthi® question, and the NHL players
as a group were mentioned a few times. Moreoves,gamticipant had responded that
all of the athletes that he had seen in intervilad good enough English skills.
Interviews were perhaps the most common sourcthése opinions.

The students were also asked to give an exampdeFafnish athlete who had not so
good English skills in their opinion. Again, thesppnses varied, but there was a clear
number one. Some students viewed this athlete’digbngkills as good, whereas
others thought he had poor skills. However, thesora given for this answer were
different from the ones given to the previous goestKimi Raikkdnen, the number
two favorite for a Finnish athlete who had good liamgskills, was mentioned as an
example of a Finnish athlete who had poor Engligllssby a total of 24 participants.
The main reason for his poor English skills was trsclear way of speaking,
“mumbling”, as was mentioned by some participaitlso his pronunciation was
criticized, as well as his “stammer” in interview®ne participant claimed that
Raikkénen “doesn’t articulate well, and the languagn’t fluent or versatile”. The
other athletes that were mentioned by more thanstungent included many Finnish
athletic legends. Raimo Helminen was mentioned ikyparticipants because of his
poor pronunciation and non-coherent way of spealk®sppo Raty was mentioned by
five participants, and the participants claimed the had not been asked anything in
English, because he could not speak it. Matti Ngkéreceived four votes, and he was
claimed always to have his own interpreter with .his total of 16 different athletes
were mentioned in responding to this question. Gmange answer was “Mikael”
Schumacher, and the reason for mentioning him wsas*Horrible pronunciation,

which shows he is Finnish”. It was surprising hovany retired athletes were

' The answers were quite short and they were oftéineifiorm of a list, and therefore the original
responses in Finnish were not included in a sepapendix.
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mentioned by these young athletes in respondinthi® question, but perhaps the
Finnish athletes’ language skills have gotten better the years, and the participants
could not think of better examples. Furthermoreréhhave probably been several
examples of these retired athletes speaking EnghshV and YouTube, for example.

Moreover, it is worth noting that several studdms not responded to this question at

all.

To sum up, the attitude instrument contained d tiftaeven questions (five multiple-

choice statements and two open-ended questiond)trenresponses to these were
reported above. The responses to the multiple-ehquestions were also compared by
gender, by individual and team sports, and by éwvellthe athletes competed on. In
general, the participants thought very positivabpat English and the importance of
English skills for athletes. Moreover, there wetemajor differences in the opinions

between the participants from different backgrouride only statement that caused
slight differences between the different groups wWesone that was concerned with

studying English only for the matriculation exam.

In the next section the role of English relatedhi® athletes’ different future images is
discussed. The responses to the ideal L2 selfumsint will be discussed first,
together with the comparisons between the diffedemtkgrounds. Secondly, the
participants’ responses to the ought-to L2 selfrumsent and the comparisons will be

introduced.

4.2 Future images related to English

The previous section reported the results concgrtiia extra variable, attitudes. The
next sections will discuss the findings concernthg actual variables of the L2
motivational self system; the ideal L2 self, theglotito L2 self, and the L2 learning
experiences. In this section the results concertvirmgvariables of the L2 motivational
self system will be discussed. This section reptitésresults to the second research
question, which is concerned with the young atklefnglish related future images.
The first part of the second research questiorb@itathe athletes’ ideal images of
themselves related to English, and the secondipazbncerned with the athletes’
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images of what others think they ought to be likdhe future. The responses to the

questions regarding the athletes’ ideal L2 selvilsoe discussed first.

4.2.1 ldeal L2 self

The questionnaire contained a total of six questi@five multiple-choice statements
and one open-ended question) that were concernéd twe ideal L2 self. As

mentioned above, the questions that belong todib@l iL2 self instrument appeared in
a random order in the questionnaire, and for glatiitey were given new numbers in a
numerical order that are used when discussing gkelts. Moreover, the same three
comparisons will also be made for the ideal L2 s&frument; the responses will be
compared by gender, by the type of sport the ppaits do, and by the level the
participants compete on. However, the participargsponses to the five statements

will be discussed in general first (see Table 11).

Table 11. Ideal L2 self.

(N=107)
Statement Response alternatives n Mear Cronbach’s
1 2 z 4 value | Alpha
) | (%) (%) (%)
6/8. | can imagine 2 4 34 67 107 3.55 741

myself being in a (1.9) (3.7) (31.8) (62.6)
sports related situatior
where | need English.

7/11. | would like to 5 25 40 37 107 3.02 .766
have teammates or a | (4.7) (23.4) (37.4) (34.6)
coach with whom |
could use English.

8/13. | would like to 3 5 29 70 107 3.55 718
compete at my sport | (2.8) 4.7) (27.1) (65.4)
abroad, and that's why

I need English.
9/14. In the future | 5 18 49 35 107 3.07 .720
would like spend 4.7) (16.8) (45.8) (32.7)

longer periods of time
being instructed by
foreign coaches, and
that’s why | need
English.

10/17. When | imagine| 1 14 41 51 107 3.33 770
my future as an athletg, (0.9) (13.1) (38.3) (47.7)
| picture myself

knowing English.

tébCronbach’s Alpha | .784
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Response alternatives: 1= completely disagreepBewhat disagree, 3= somewhat agree, 4=
completely agree

Firstly, the majority of the participants agreedhngtatement 6l (can imagine myself

being in a sports related situation where | needlih), as a total of 94.4% had

selected eithesomewhat agreer completely agreeThe amount of the participants
who completely agreed with the statement was 62Q#pfty a total of six participants

out of 107 could not imagine themselves needingi&mgn a sports related situation
in the future. Also the mean value of 3.55 showat the participants had generally
responded very positively to this statement. They Vegh percentage of participants
who could imagine needing English in sports relatiggations in the future could be
explained by the previous experiences that theigyaahts had already had with
English in the context of sports (see section 4.3).

Secondly, the responses to statememntwb(ld like to have teammates or a coach with
whom | could use Englismere more distributed among the four responsersitises,
and for this statement there was no clear most |pppesponse. When the agree
alternatives were combined, they were selected biptal of 72.2% of all the
participants. However, the percentages for theteenatives were almost the same, as
37.4% had responded witomewhat agreand 34.6% had selectedmpletely agree.
Furthermore, almost one out of five (23.4%) hagoesled withsomewhat disagree.
Only the completely disagrealternative was not a frequent response among the
participants. For this statement, the participavdse not as unanimous. However, the
mean value of 3.02 can be rounded to 3, which stédmdsomewhat agreeggnd this
shows that the participants generally were mordhenpositive side regarding this

statement.

Thirdly, for statement 8l would like to compete at my sport abroad, and’thahy |
need Englishthere was again a clear number one most populpomes. A total of
65.4% of all the participants had completely agre@t the statement, and when that
percentage was combined with the amount of the akshe participants who had
agreed, the total amount was 92.5%. The mean Vaifuhis statement (3.55) was also
very high, which reinforces the participants’ postresponses in general. Only eight
participants out of 107 thought that English skillsre not needed because of possible
competitions abroad in the future. Again, the Vieigh percentage of the participants
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who responded positively to this statement couldx@ained by the great number of

participants who had already competed abroad es®es 3.5 and 4.3).

Moreover, the participants responded very posiivel statement 9l the future |
would like spend longer periods of time being mstied by foreign coaches, and that’s
why | need English)for which the mean value of 3.07 could again tmended to 3
(somewhat agree)-he majority of the participants (45.8%) respondéith somewhat
agree,but also a great amount of them (32.7%) compleighged with the statement.
The amount of disagreeing participants was onlp%]l which was still more than one

out of five participants.

For statement 10(hen | imagine my future as an athlete, | pictureseif knowing
English the majority of the participants again agreed, Wwiean also be seen in the
somewhat high mean value of 3.33. A combined péagenof 86.0 of the participants
either somewhat agreed or completely agreed withstatement, and almost half of
them (47.7%) completely agreed. Only 14.0% of theigpants did not see English as
a part of their future image as an athlete.

Cronbach’s Alphas were also counted for the whaéali L2 self instrument, and for
the individual statements within the instrumenteTbtal Cronbach’s Alpha for this
instrument was 0.784, which means that the reéudta this instrument are reliable.
Moreover, the Cronbach’s Alphas for the individaatements were also all above the

limit of reliable, as they were all higher than@)7

Ideal L2 self — Comparisons by gender.
The responses to the statements that belong taattitade instrument were also
compared between the participants from differemtkgeounds. The comparisons by

gender (see Table 12) will be discussed first.

Table 12. Ideal L2 self — Comparisons by gender.

(N=107)
Statement Response alternatives Gendef n | Pearson
Chi-
1 2 3 4 Square
(%0) (%) (%0) (%)
6/8. | can imagine | 1 4 17 39 Girls 61 .287
myself being ina | (1.6) (6.6) (27.9) (63.9)
sports related 1 0 17 28 Boys 46
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situation where | | (2.2) (0.0) (37.0) (60.9)

need English.

7/11. | would like | 1 12 18 30 Girls 61 .002
to have teammates (1.6) (29.7) (29.5) (49.2)

English. (8.7) (28.3) (47.8) (15.2)

8/13. I would like | 1 2 13 45 Girls 61 .208
to compete at my | (1.6) (3.3) (21.3) (73.8)

sport abroad, and [ 5 3 16 25 Boys 46

thats why Ineed | (43) | (6.5) [(34.8) |(54.3)

English.

9/14. In the future | 1 7 25 28 Girls 61 .004

I would like spend| (1.6) (11.5) (41.0) (45.9)
longer periods of
time being

instructed by 4 11 24 7 Boys 46

foreign coaches, | (8.7) (23.9) | (52.2) (15.2)
and that's why |

need English.

10/17. When | 1 7 24 29 Girls 61 .783
imagine my future| (1.6) (11.5) (39.3) (47.5)

as an athlete, | 0 Z 17 52 Boys 26

picture myself
knowing English. | 00 [ 152 | B7.0) (47.8)

Response alternatives: 1= completely disagreepfewhat disagree, 3= somewhat agree, 4=
completely agree

There were three statements (statements 6, 8 gnidrl@hich the values of Pearson
Chi Squares were higher than the limits of statidfy significant differences.
However, there were also two statements that aeatatistically significant
differences between the girls and the boys. Firéblystatement 71 (vould like to have
teammates or a coach with whom | could use Englishyalue of Pearson Chi Square
was 0.002. The majority of the girls (49.2%) conmglle agreed with the statement,
whereas the majority of the boys (47.8%) only sohewagreed. Furthermore, the
second most popular response alternatives were different. The second most
popular response among the girls (29.5%) s@wewhat agreayhereas for the boys
(28.3%) it wassomewhat disagre&econdly, statement n(the future | would like
spend longer periods of time being instructed beiém coaches, and that's why |
need Englishtreated statistically significant differences betwdhe genders, as the
value of Pearson Chi Square for this statementW@@4. The majority of the girls
(45.9%) had again choseompletely agreexvhereas the majority of the boys (52.2%)
responded wittsomewhat agred-urthermore, the second most popular choices were
somewhat agretor 41.0% of the girls, andomewhat disagrefor 23.9% of the boys.
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All in all, two of the statement created statidticaignificant differences between the

responses by the girls and the boys.

Ideal L2 self — Comparisons by the type of spatgarticipants do.
The responses to the five statements were also a@ay the type of sport the
participants did in order to see whether this bemlgd variable created any

differences in the responses (see Table 13).

Table 13. Ideal L2 self — Comparisons by the typgport the participants do.

(N=107)

Statement Response alternatives Individual n Eﬁf”“son
1 2 3 4 fteam SquJare
(%) (%) (%) (%)

6/8. | can imagine | O 8 20 16 Individual | 44 .146

myself being ina | (0.0) (18.2) (45.5) (36.4)

258250216 I\;?/Leedre I 2 4 36 21 Team 63

need English. (3.2) (6.3) (57.1) (33.3)

7/11. 1 would like | 1 10 16 17 Individual | 44 727

to have teammates (2.3) (22.7) (36.4) (38.6)

or a coach with | 15 24 20 Team 63

whom I could use | (6.3) | (23.8) |(38.1) |[(3L7)

English.

8/13. | would like | O 2 11 31 Individual | 44 A74

to compete at my | (0.0) (4.5) (25.0) (70.5)

sport abroad, and

that’'s why | need 3 3 18 39 Team 63

English. (4.8) (4.8) (28.6) (61.9)

9/14. In the future | 1 5 17 21 Individual | 44 .041

I would like spend| (2.3) (11.4) (38.6) (47.7)

longer periods of

time being

instructed by 4 13 32 14 Team 63

foreign coaches, | (6.3) (20.6) | (50.8) (22.2)

and that's why |

need English.

10/17. When | 0 9 17 18 Individual | 44 211

imagine my future| (0.0) (20.5) (38.6) (40.9)

as an athlete, |

picture myself 1 5 24 33 Team 63

knowing English. | (1.6) (7.9) (38.1) (52.4)

Response alternatives: 1= completely disagreepBewhat disagree, 3= somewhat agree, 4=

completely agree

The type of sport the participants did was not gomdifferentiating variable. The
responses to four of the statements were similavdsn the participants who did
individual sports and the participants who did tesparts, as the values of Pearson Chi

Squares exceeded the limits of statistically sigaift differences. However, there was
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one statement, statement 189 (he future 1 would like spend longer periodstioiie
being instructed by foreign coaches, and that's wmeed EnglishXor which the
value of Pearson Chi Square (0.041) fell below lingt of statistically almost
significant differences (<0.05). The majority ofetlparticipants who did individual
sports (47.7%) completely agreed with this statémeshereas the majority of the
participants who did team sports (50.8%) somewlgatead. Furthermore, the most
popular response among the participants who didvichehl sports wassomewnhat
agree which was selected by 38.6%. For the participavit® did team sports, by
contrast, the second most popular response wadedkuwiith a difference of only one
participant; 13 participants (20.6%) responded wsttmewhat disagreeand 14
participants (22.2%) selectedmpletely agreelhe differences could be explained by
the participants’ previous experiences regardingifm coaches; many of them had
experiences of being coached in English before. éd@n the responses could be
affected by the nature of the experiences, in otherds, whether they have been

positive and negative, and this was an issue thatnet a part of this study.

Ideal L2 self — Comparisons by the level the aise&ompete on.

In addition to the responses being compared byyhe of sport the participants did,
the responses to the ideal L2 self instrument vedése compared by the level the
athletes competed on (see Table 14). As mentiorefdrdy the four response

alternatives were combined as two for this comparis

Table 14. Ideal L2 self — Comparisons by the l¢helathletes compete on.

(N=106
Statement Response alternatives National/ n Pearson
Disagree Agree International/ Chi-Square
(%) (%) Local
6/8. | can imagine 3 42 National 45 .636
myself being in a sportg (6.7) (93.3)
related situation where | 2 50 International 52
need English. (3.8) (96.2)
1 8 Local 9
(11.1) (88.9)
7/11. | would like to 13 32 National 45 .486
have teammates or a | (28.9) (71.2)
coach with whom | 13 39 International 52
could use English. (25.0) (75.0)
4 5 Local 9
(44.4) (55.6)
8/13. | would like to 3 42 National 45 .216
compete at my sport (6.7) (93.3)
abroad, and that's why| 3 49 International 52
need English. (5.8) (94.2)
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2 7 Local 9
(22.2) (77.8)
9/14. In the future | 4 41 National 45 .004
would like spend longel (8.9) (91.2)
periods of time being | 14 38 International 52
instructed by foreign (26.9) (73.1)
coaches, and that's wh] 5 4 Local 9
| need English. (55.6) (44.4)
10/17. When | imagine | 5 40 National 45 .641
my future as an athlete| (11.1) (88.9)
| picture myself 8 44 International 52
knowing English. (15.4) (84.6)
2 7 Local 9
(22.2) (77.8)

There was only one statement out of the five initheal L2 self instrument that
created any significant differences between thdemint levels the participants
competed on. Again, this statement was stateméint the future | would like spend
longer periods of time being instructed by foreigmaches, and that's why | need
English) Pearson Chi Square for this statement was 0@@#&h means that there
were statistically significant differences betwéka responses of the different groups.
Of the participants who competed on the nationaklle91.1% agreed with the
statement, and respectively for the participant® wbhmpeted on the international
level the amount was only 73.1%, so there is qaitggnificant difference between
these two groups. Moreover, for the athletes whopsied on a local level the amount
of participants who agreed with the statement waesdower, 44.4%, which means
that less than half of these participants agreed thie statement. The low percentage
could be explained by two reasons. Firstly, thaltetumber of participants who
competed on a local level was only nine, and thregrgages could have been different
had the group been bigger. Secondly, an athletess likely to be instructed by a
foreign coach when he/she competes on a local.léhelre are, of course, exceptions,
but generally the athletes who compete on loweelt&edo not have the recourses
required for having a foreign coach.

Future sports related situations that require Espli

The questionnaire included also an open-ended iQneuestion 2 in part Il of the
questionnaire) that was concerned with the pagitig ideal images of themselves in
the future related to English (see Table 15). Téegntages for each theme were not
included, as many of the participants had listedartban one situation. Only the

situations that were mentioned by at least fivetigpants were included in the
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analysis, as there were many themes in the respdhatwere mentioned by one or

very few participants.

Table 15. “In what kind of sports related situai@wo you think you will use

English in the future?”

Situation Number of responses
International competitions/games/tournaments 45

Foreign coach 25

Giving interviews 24

Foreign teammates/training companions 15

A career in sports abroad 14

Communicating with foreign athletes at competitions 13
Training camps abroad 12

Studying abroad

Surviving abroad at competitions/during trainingnges 6
Communicating with the referee 5
Don’'t know 5

The most frequent future situation that was memtibrby the participants was
competing abroadwhich was mentioned by a total of 45 participaiiise popularity

of this situation could be explained by the higiminer of participants who had already
competed abroad (see sections 3.5 and 4.3). Hawifyeign coachand giving
interviewswere also very frequent responses, as both of twere mentioned by
almost one out of five participantgoreign teammates/training companiongere
another popular response, and many of the partitsgaad in fact already experienced
this (see section 4.3). As can be seen, some gbdhlsible future situations were in
fact situations that the participants had alreadgnbin, and perhaps therefore they

would likely experience them also in the future.

However, there were also situations that were mdadree-orientedGiving interviews
was perhaps a situation that not that many paantgphad experienced previously, but
it was seen as a part of their future. Moreoweareer in sports abroadnd also
studying abroadwere mentioned by many participants. Studying abroaeant
studying at an American university and training apthying simultaneously.
Especially the girls who played ice hockey had areaf attending an American

university and playing ice-hockey in the universaggue:
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“My dream is to go play and study at a universitythe USA, and all the
communication would happen in English there. Ihbplso get to use English
in different major international competitiorfa[ arvokisal.”

Dreaming of studying and playing at American ursitgs was not common among
the boys who played ice hockey, by contrast, butenodien for them the future image
involved a career abroad. Furthermore, the modastre of the Finnish people in
general could be seen in the responses. Only géeticipants used expressions such
as “l want to”, “when I” or “I will”, but more ofta the word choices were uncertain,
such as “if | get to play” and “if | play”. It seesrthat many participants had thought
about their ideal future regarding sports, but theyted to be careful with how they

expressed it to others.

Most of the situations that were mentioned by thdigipants were quite general and
broad, but also very specific situations were gilgnsome individual participants.
These involved, for exampleegistering for competitions, handling sponsor teth
iIssues, nightlife, doping testsddealing with international sports equipment retesle

A total of 24 different situations were mentiongdtbhe participants.

To sum up, the participants had quite positive ¢fbsi regarding the statements in the
ideal L2 self instrument. English was seen as agfaheir future as athletes in many
different ways. The positive attitude towards Eslglas a part of their athletic future
could perhaps be explained by the previous expeggerof the participants; many
participants had needed English in a sports relatedext before. There were also
some significant differences between the respongdise participants from different

backgrounds. One frequent difference was the maais’ stance to whether they

thought they would like to be instructed by a fgrecoach in the future.

This section was about the participants’ own viesggarding the ideal future
situations. The next section is concerned with whatparticipants thought that others
thought they should be like in the future. The ngadttion, in other words, discusses

the participants’ ought-to future images relate@nglish and sports.



57

4.2.2 Ought-to L2 self

The ought-to L2 self is the second variable from 2 motivational self system. The
second part of the second research question isenwedt with the participants’
thoughts of how they thought they should be likéhia future in the opinion of others.
The questionnaire contained four multiple-choicateshents that were related to the
ought-to L2 self. The results to the statements$ bel reported generally first (see
Table 16), and after that they will also be comgddrg gender, by the type of sport the
participants did, and by the level the participardsipeted on.

Table 16. Ought-to L2 self.

(N=107)
Statement Response alternatives n Meai Cronbach’s
1 2 z 4 value | Alpha
(%) (%) (%) (%)
11/9. Others (e.g. 2 12 40 53 107 3.35 131

parents, friends, coach)(1.9) (11.2) (37.4) (49.5)
think it is important
that | know English.

12/12. | think knowing | 7 19 57 24 107 2.92 AT2
English is important | (6.5) (17.8) (53.3) (22.4)
because other people
think that athletes

should be able to sped
good English.

13/15. | feel that | 55 41 10 1 107 1.60 *
won't be appreciated | (51.4) (38.3) (9.3) (0.9)
as an athlete if | don’t

know English.
14/16. The importance| 3 16 62 26 107 3.04 .245
of English is (2.8) (15.0) (57.9) (24.3)

emphasized at school

ofal Cronbach’s 378

Alpha

Response alternatives: 1= completely disagreepfewhat disagree, 3= somewhat agree, 4=
completely agree

*Cronbach’s Alpha for statement 15 was not includedause of the low correlation with the
other statements in the instrument.

Firstly, the majority of the participants agreedhwstatement 11(thers (e.g. parents,
friends, coach) think it is important that | knomdlish); almost half of them (49.5%)
selectedcompletely agreeand 37.4% responded wigomewhat agreeOnly some
participants disagreed with the statement, whichalao be seen in the relatively high

mean value of 3.35.
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Secondly, the participants were also somewhat umaus over statement 1P think
knowing English is important because other peopiektthat athletes should be able
to speak good EnglishMore than half of the participants (53.3%) hacestd the
same response alternativ@newhat agree)and the second most popular response
alternative (22.4%) wasompletely agreeHowever, almost one in four participants
(24.4%) disagreed with the statement, and thisbeaseen in a lower mean value of
2.92.

Thirdly, the participants were again unanimous etatement 13l feel that | won’t be
appreciated as an athlete if | don’t know Englisfor which more than half of the
participants (51.4%) had responded witbmpletely disagreeThe second most
popular response alternative (38.3%) wamewhat disagreeyhich means that only
10.2% of the participants agreed with the stateniém unanimous responses can also

be seen in the low mean value of 1.60.

Finally, more than half of the participants (57.9%@d selected the same response
alternative $omewhat agreefor statement 14 The importance of English is
emphasized at school)rurthermore, almost one in four participants (24.3%
completely agreed with the statement. As the mgjarf the participants agreed with
statement 14, the mean value for this statementigassomewhat high (3.04).

The values of Cronbach’s Alphas were low for théividual statements and also for
the ought-to L2 self instrument as a whole. It doloé because the results are in fact
unreliable, but there is also another possible angiion: the individual statements
might measure slightly different issues. This cooddtrue, since the ought-to L2 self
instrument is concerned with the opinions of pedpl@eneral, the opinions of the
parents and the coaches, and also the opiniorteedkeachers at school. Even though
the values of Cronbach’s Alphas are low, the restit these statements will be

discussed anyway, but they have to be considerédoaution.
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Ought-to L2 self — Comparisons by gender.

The participants’ responses to the statementsarotight-to L2 self instrument were
first compared by gender (see Table 17) in ordesde whether there were any
differences between the answers by the girls aadhdlys.

Table 17. Ought-to L2 self — Comparisons by gender.

(N=107)
Statement Response alternatives Gendef n | Pearson
1 2 3 4 s
Square
(%) (%) (%) (%)
11/9. Others (e.g. | 1 3 22 35 Girls 61 .076
parents, friends, | (1.6) (4.9) (36.1) (57.4)
coach) think itis [ 9 18 18 Boys 46
important that I | (2 2) (19.6) | (39.1) (39.1)
know English.
12/12. | think 4 12 31 14 Girls 61 .925
knowing English | (6.6) (29.7) (50.8) (23.0)
is important
because other
people think that | 3 7 26 10 Boys 46
athletes should be| (6-5) (15.2) | (56.5) (21.7)
able to speak goog
English.
13/15. | feel that | | 28 28 5 0 Girls 61 213
won't be (45.9) (45.9) (8.2) (0.0)
appreciated as an 13 5 1 Boys | 46
athlete it | don't | 58 7) | (2833) |(10.9) | (2.2)
know English.
14/16. The 12 9 9 31 Girls 61 .187
importance of (29.7) (14.8) (14.8) (50.8)
English is
emphasized at 14 3 11 18 Boys 46
school. (30.4) (6.5) (23.9) (39.1)

Response alternatives: 1= completely disagreepfewhat disagree, 3= somewhat agree, 4=
completely agree

None of the statements created statistically sicant differences between the answers
by the girls and the boys, as the values of Pedtsnisquares were all higher than
0.05. By contrast, for statement 12hink knowing English is important because other
people think that athletes should be able to sggaid Englishthe value of Pearson
Chi Square (0.925) was very close to 1, which mélaausthe answers by the girls and
the boys were very similar.

Ought-to L2 self — Comparisons by the type of sih@fparticipants do.
In addition to comparisons by gender, the respotsése statements concerned with

the ought-to L2 self were also compared by differathletic background variables.
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Firstly, the responses were compared by the typspoft the participants did (see
Table 18).

Table 18. Ought-to L2 self — Comparisons by thetgpsport the participants

do.

(N=107)
Statement Response alternatives Individual n Pearson Chi-

1 > 3 2 Jteam Square
(%) (%) (%) (%)
11/9. Others (e.g. | O 5 18 21 Individual | 44 .638
parents, friends, (0.0) (11.4) (40.9) (47.7)
coach) think it is 2 7 22 32 Team 63
important that | (3.2) (11.1) (34.9) (50.8)
know English.
12/12. | think 1 6 26 11 Individual | 44 .322
knowing English is| (2.3) (13.6) (59.1) (25.0)
important because
other people think
that athletes should 6 13 31 13 Team 63
be able to speak | (9.5) (20.6) (49.2) (20.6)
good English.
13/15. I feel that | | 21 17 5 1 Individual | 44 .582
won't be (47.7) (38.6) (11.4) (2.3)
:fhrf:g'ﬁtfgois,ta” 34 24 5 0 Team 63
: .0) (38.1) (7.9) (0.0

know English. (54
14/16. The 0 6 25 13 Individual | 44 .385
importance of (0.0) (13.6) (56.8) (29.5)
English is 3 10 37 13 Team 63
emphasized at (4.8) (15.9) (58.7) (20.6)
school.

Response alternatives: 1= completely disagreepfewhat disagree, 3= somewhat agree, 4=

completely agree

There were also no statistically significant difieces when the responses were
compared by the type of sport the participants Niohe of the values of Pearson Chi
Squares were even close to the limit of statidticsignificant differences. It shows

that the athletes who did individual sports anddtigetes who did team sports thought

very similarly about the statements in the ought2aself instrument.

Ought-to L2 self — Comparisons by the level théettls compete on.

The last comparisons were also related to thetatldackgrounds of the participants;
the comparisons were made by the level the athlatespeted on (see Table 19).
Again, there were also two answer optiomlsdgree and agree) used for these

comparisons.
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Table 19. Ought-to L2 self — Comparisons by theli¢ve athletes compete on.

(N=106
Statement Response alternatives National/ n Pearson
Disagree Agree International/ Chi-Square
(%) (%) Local
11/9. Others (e.g. 6 39 National 45 .011
parents, friends, coach] (13.3) (86.7)
think it is important that| 4 48 International 52
| know English. (7.7) (92.3)
4 5 Local 9
(44.4) (55.6)
12A2. | think knowing | 9 36 National 45 .592
English is important (20.0) (80.0)
because other people | 15 37 International 52
think that athletes (28.8) (71.2)
should be able to speal 2 7 Local 9
good English. (22.2) (77.8)
13/15. | feel that | won’t| 40 5 National 45 .409
be appreciated as an | (88.9) (11.2)
athlete if | don’t know | 48 4 International 52
English. (92.3) (7.7)
7 2 Local 9
(77.8) (22.2)
14/16. The importance | 10 35 National 45 A77
of English is (22.2) (77.8)
emphasized at school. | 6 46 International 52
(11.5) (88.5)
3 6 Local 9
(33.3) (66.7)

There was one statement, statementdthérs [e.g. parents, friends, coach] think it is
important that | know Englishjhat created somewhat significant differenceshia t
responses. Pearson Chi Square for this statemen0W11, which means that there
were statistically almost significant differencestveeen the responses of the different
groups. The majority of both the participants whampeted on the national level
(86.7%) and the participants who competed on thernational level (92.3%) agreed
with the statement, whereas only about half of gheicipants who competed on a
local level (55.6%) agreed with it. However, aseabbefore, the distribution of the
percentages within the local level could be dugnéosmall number of participants who
belonged to this group. None of the other thredestants created statistically

significant differences.

All in all, the participants were unanimous ovee gtatements in the ought-to L2 self
instrument. Only one statement created somewhatfis@nt differences in the three

different comparisons. The results from this instemt, however, might not be reliable
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according to the values of Cronbach’s Alphas. Thghtto L2 self was the second
variable out of three that belonged to the L2 naitonal self system, and in the final
sections the results regarding the last variabf2,léarning experiences, will be
discussed.

4.3 L2 learning experiences

L2 learning experiences is the third variable thafongs to the L2 motivational self
system. The third research question is concerndt thie participants’ previous
experiences regarding sports and English. As distlsbefore, the previous
experiences might be a factor that has affectedrdbponses to some of the other
guestions (see section 4.2.1). In the questionrthieee were four multiple-choice
statements and two open-ended questions relatedet@revious experiences. The
responses to the multiple-choice statements willliseussed first, first generally (see
Table 20) and then compared by different backgrotaréthbles, and the responses to

the open-ended questions will be reported at thleoéthis section.

Table 20. L2 learning experience.

(N=107)
Statement Response alternatives n meain Cronbach’s
gl 2 3 4 value | Alpha
(%) (%) (%) (%)
15/3. | follow materials| 18 29 43 17 107 2.55 .545

(e.g. magazines, gamgs(16.8) (27.1) (40.2) (15.9)
etc.) related to my
sport in English.

16/7. | have good 2 12 56 37 107 3.20 .384
experiences of using | (1.9) (11.2) (52.3) (34.6)
English outside the
classroom.

17/10. | have or have | 26 12 20 49 107 2.86 .602
had teammates or (24.3) (11.2) (18.7) (45.8)
coaches with whom |
have used English.

18/18. | have good 4 18 55 30 107 3.04 490
experiences of (3.7) (16.8) (51.4) (28.0)
studying English.

Total Cronbach’s 572

Alpha

Response alternatives: 1= completely disagreepBewhat disagree, 3= somewhat agree, 4=
completely agree



63

Firstly, the responses to statement [L&ollow materials (e.g. magazines, games etc.)
related to my sport in Englishyere somewhat distributed among the four response
alternatives. The two most popular responses vgeraewhat agre€40.2%) and
somewhat disagre€7.1%). However, also the other two response radteses were
selected by several participants; 16.8% respondigld gompletely disagreeand
15.9% selectedompletely agreeThe distribution of the responses between the four

alternatives can also be seen in the mean valuehvidr this statement was 2.55.

Secondly, the participants were more unanimous &taement 161 (have good
experiences of using English outside the classrpdon) which the most popular
response wasomewhat agrethat was selected by more than half of the pasditip
(52.3%). The second most frequently chosen respatisenative wascompletely
agree, and it was selected by every third participant §3¢). The disagreeing
alternatives were not popular among the particgamhich shows that the majority of
the participants had positive experiences of uiinglish. This can also be seen in the

somewhat high mean value of 3.20.

Thirdly, for statement 17 pave or have had teammates or coaches with whioave
used English)the two most popular response alternatives weeeetktreme ends:
completely agre€45.8%) andcompletely disagre€24.3%). However, the nature of
the statement in fact requires exact responsegynaseither has or has not had
teammates or coaches with whom he or she has usglsh Therefore, the mean
value of 2.86 does not tell the whole truth abdwet tesponses to this statement, but it

shows that the responses were mainly on the pestde.

Fourthly, the majority of the participants agreedhwstatement 181(have good
experiences of studying English)1.4% selectedsomewhat agreeand 28.0%
responded wittcompletely agreeHHowever, one out of five participants (20.5%) had
disagreed with the statement, which is why the medure is only 3.04.

The values of Cronbach’s Alphas for most of theéesteents gave usable results. None
of the values exceeded the limit of reliable resuthough. For the L2 learning
experiences instrument as a whole, the values ofilézich’s Alpha was 0.572, which

means that the results from the instrument as adewva® reliable. For two of the



64

statements, statements 16 have good experiences of using English outside th
classroom)and 18 [ have good experiences of studying Englighg values of
Cronbach’s Alphas were under the limit of usabkuhs. However, the results to these

statements will be discussed anyway.

L2 learning experiences — Comparisons by gender.
The responses to the four statements in the Lailggarexperiences instrument were
first compared by gender (see Table 21) in ordese® whether the gender of the

participants created differences between the regson

Table 21. L2 learning experiences — Comparisongdnger.

(N=107)
Statement Response alternatives Gendef n | Pearson
1 2 3 4 iy
Square
(%) (%) (%) (%)
15/3. | follow 11 21 24 5 Girls 61 .041
materials (e.qg. (18.0) (34.4) (39.3) (8.2)
magazines, gameqy 7 8 19 12 Boys 46
etc.) related to my| (15.2) 17.4) (41.3) (26.1)
sport in English.
16/7. | have good | 1 7 29 24 Girls 61 .659
experiences of (1.6) (11.5) (47.5) (39.3)
using English 1 5 27 13 Boys | 46
outside the (22) |@09) |(G87) | (283)
classroom.
17/10. | have or 12 9 9 31 Girls 61 .187
have had (19.7) (14.8) (14.8) (50.8)
teammates or 1=z 3 11 18 Boys | 46
coaches with
whom | have used (30.4) (6.5) (23.9) (39.1)
English.
18/18. | have good| 2 8 34 17 Girls 61 .624
experiences of (3.3) (13.1) (55.7) (27.9)
studying English. | 2 10 21 13 Boys 46
(4.3) (21.7) (45.7) (28.3)

Response alternatives: 1= completely disagreepfewhat disagree, 3= somewhat agree, 4=
completely agree

Out of the four statements only statement L5o(low materials (e.g. magazines,
games etc.) related to my sport in Englisngated differences between the responses
by the girls and the boys. The boys agreed withstheiement more frequently (a total
of 67.4%), whereas the majority of the girls (52)48tsagreed with the statement.
Pearson Chi Square for this statement was 0.04ithwheans that the differences in
the responses by gender were statistically almgsificant. Pearson Chi Squares for

the other three statements exceeded the limittitstally significant differences.
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L2 learning experiences — Comparisons by the tympaort the participants do.

The participants’ responses to the four statementthe L2 learning experiences

instrument were also compared by the type of gberparticipants did (see Table 22)
in order to see whether there were differencefi@énanswers between the participants

who did individual sports and the participants vaid team sports.

Table 22. L2 learning experiences — Comparisorthéyype of sport the

participants do.

(N=107)
Statement Response alternatives Individual n Eﬁ?fson
|.
1 2 3 4 feam Square
(%) (%) (%) (%)
15/3. | follow 10 14 16 4 Individual | 44 .203
materials (e.qg. (22.7) (31.8) (36.4) (9.1)
ma%aZiI”eSagam& 8 15 27 13 Team 63
etc.) related to my
sport in English. (12.7) (23.8) (42.9) (20.6)
16/7. | have good | O 8 20 16 Individual | 44 .146
experiences of (0.0) (18.2) (45.5) (36.4)
using English 2 4 36 21 Team 63
outside the (3.2) (6.3) (57.1) (33.3)
classroom.
17/10. | have or 10 7 11 16 Individual | 44 .205
have had (22.7) (15.9) (25.0) (36.4)
eammates bt [18 5 9 33 Team 63
whom | have used (25.4) (7.9) (14.3) (52.4)
English.
18/18. | have good| 3 9 20 12 Individual | 44 .390
experiences of (6.8) (20.5) (45.5) (27.3)
studying English. | 1 9 35 18 Team 63
(1.6) (14.3) (55.6) (28.6)

Response alternatives: 1= completely disagreepBewhat disagree, 3= somewhat agree, 4=

completely agree

The type of sport the participants did was notfeed@ntiation factor in the responses.
The responses of the participants who did indiviidyeeorts were very similar to the
responses of the participants who did team spentsl therefore there were no
statistically significant differences to report.elkalues of Pearson Chi Squares were
higher than the limit of statistically significadifferences (0.05) for all of the four

statements.
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L2 learning experiences - Comparisons by the ltheehthletes compete on.

In addition to the type of sport the participanis ttheir responses were also compared
by the level they competed on (see Table 23). Astimreed above, there were only
two response alternatives for these comparisorasusecof the calculations.

Table 23. L2 Experiences — Comparisons betweeletied the athletes compete

on.
(N=106
Statement Response alternatives National/ n Pearson
Disagree Agree International/ Chi-Square
(%) (%) Local
15/3. | follow materials | 20 25 National 45 .284
(e.g. magazines, games (44.4) (55.6)
etc.) related to my spor| 20 32 International 52
in English. (38.5) (61.5)
6 3 Local 9
(66.7) (33.3)
16/7. | have good 5 40 National 45 .666
experiences of using | (11.1) (88.9)
English outside the 7 45 International 52
classroom. (13.5) (86.5)
2 7 Local 9
(22.2) (77.8)
17/10. | have or have | 22 23 National 45 .004
had teammates or (48.9) (51.1)
coaches with whom | | 10 42 International 52
have used English (19.2) (80.8)
5 4 Local 9
(55.6) (44.4)
18/18. | have good 7 38 National 45 412
experiences of studying (15.6) (84.4)
English. 12 40 International 52
(23.1) (76.9)
3 6 Local 9
(33.3) (66.7)

Three statements out of four created no significdiffierences in the responses
between the three groups. Statement I1@age or have had teammates or coaches
with whom | have used Englishon the contrary, created statistically significant
differences with a Pearson Chi Square of 0.004th@fparticipants who competed at
the international level 80.0% agreed with the stetet, whereas the percentage for the
participants who competed on the national level ardg 51.1, and for the participants
who competed on a local level the percentage was wer at 44.4. The percentages
make sense because, for example, foreign coackesae frequent among successful
athletes who have the resources for the top-lesatiing. Moreover, it is less likely to

encounter foreign athletes at local clubs.
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Open-ended questions.

The questionnaire included also two open-endedtgumssthat were related to the

participants’ past experiences regarding sportatedl situations where they used
English. The first open-ended question (questiam dart 11l of the questionnaire) was

concerned with the previous sports related sitnathere the participants had used
English during the past five years (see Table 24)there were many situations that
were mentioned by only few participants, only tile®that were mentioned by at least
five were included in the analysis. The percentagese not counted, as many

participants mentioned several different experisnce

Table 24. “In what kind of sports related situaidrave you needed English

during the last five years?”

Situation Number of responses
International competitions (abroad/in Finland) 37
Foreign coach 31
Training camp abroad 23
Communicating with foreign athletes at competitions 21
Foreign teammates/training companions 15
Haven't needed at all 10

Communicating with the referee
Giving interviews

Surviving abroad at competitions/during trainingnges 7

The most popular response waternational competitionsyhich were mentioned by
a total of 37 participants. The participants hathpeted at international competitions
both in Finland and abroad. Furthermore, many a@&sé¢hcompetitions were, for
example, European or World Championships. Secorgllypf the participants had
experiences with doreign coach One respondent who played ice hockey, for
example, commented that she had had a coach frerd$#A. One of the participants
mentioned that the coach of the national team wasgn, and therefore she had to use
English with him at the national team training camphe third most frequent response
wastraining camps abroadA total of 23 participants had had training campsoad.

A response related to the training camps sw@aviving abroad at competitions/during

training camps(mentioned by seven participants). One participarate that the
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athletes were often required to travel from th@air to the competition or training
place on their own and ask for help from the locAlsery frequent response was also
communicating with foreign athletes at competitimgntioned by 21 participants). It
is notable that 10 of the participants had not eddghglish in sports related situations.
One of these 10 who had not had experiences witly iEnglish wrote that he would
have wanted to, but had never been in such aisitugll in all, the majority of the
participants had had some kind of experiences ofguEnglish in a sports related

situation.

The second open-ended question (question 4 inlpadf the questionnaire) was
concerned with the purposes for which the partiipaised English in their free time
(see Table 25). Again, only the responses that vmeeationed by at least five
participants were included. The percentages wetecoonted, as many participants
mentioned several different purposes.

Table 25. “For what kind of purposes do you useliBhgn your free time?”

Purpose Number of responses
Websites in English 37

Communicating with foreign friends online 31

TV shows 20

Movies 16

Travelling 11

Games

Don't use English

Magazines in English 8
Reading

Music

Computer 5
Looking for information online 5

The responses to this question could be given pyteenager. The top three responses
were not surprisingwebsites(37 responses)communicating with foreign friends
online (31 responsesand TV showg20 responses) are perhaps the top three of most
Finnish teenagers. Most of the participants didspecify sports related purposes, but
it could be expected, for example, that some ofwkbsitescould be sports related.

Travelling is possibly also related to sports, asnsany of the participants had
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competed and trained abroad. The majority of tepardents reported that they used
English in their free time, but nine of the parnts had responded that they did not
use English at all. All in all, the fact that tharpcipants were athletes could not be

seen in the responses to this question.

To sum up, English was an important part of theigpants’ lives. The majority of
them used English in their free time, and many kb several experiences of needing
English in sports related situations. When theigpgnts’ responses were compared
by gender, by the type of sport they did, and thell they competed on, there were
only two statements that created statistically ificant differences in the L2 learning
experiences instrument. The type of sport the @pents did was not a differentiating
variable; one statement created differences irrédbponses by the girls and the boys,
and the other created differences between the tifesrent levels. All in all, the

participants thought quite similarly about the esta¢nts.

This chapter reported the findings of the presdntlys The extra variable, the
participants’ general attitude towards English veliscussed first. In general, the
participants thought very positively about Englishd English related to athletes.
Secondly, the participants’ future images relate&nglish and sports were discussed.
The future images included both the ideal and thghtto images of the participants’
futures. Thirdly, the participants’ previous spadtated experiences regarding English
were discussed, and it was discovered that manlyeoh had experiences from using
English in sports contexts. The final research tjoless concerned with comparisons
between the participants from different backgroumasl the participants’ responses to
each theme (general attitudes toward English, id2aself, ought-to L2 self, and L2
learning experiences) were compared by genderhd®yyipe of sport the participants
did, and by the level the participants competed Tdre next section concludes the

present study, and it begins with a brief summathe findings.
5 DISCUSSION AND CONCLUSION
The aim of the present study was to discover wirat &f attitudes, future images and

past experiences young athletes have regardingdbnigl sports related contexts. The

framework for the present study was the L2 motoradl self system, which is a rather
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new theory in the field of motivation research, ame challenge for the present study
was so discover how the framework works with anomventional target group.

Because the target group was new in the field dfvation research, the present study
was a quantitative study. This allowed the coltactof a larger amount of data and
meant that the findings could be generalized tongoathletes in Finland as a whole.
The present study contained four research questiangd the responses to these

questions will be reviewed next.

Summary of the findings.

The first research question was concerned with ghgdicipants’ general attitude
towards English. The participants thought very sy about English and English
related to sports in general. The majority of thatipipants thought that athletes
should have good English skills. The participardsega variety of reasons for this,
ranging from giving interviews to communicating ki foreign coach. Furthermore,
the participants thought that Finnish athletes enagal had good English skills, and
Teemu Seldnne was mentioned by many participaras @ample of such an athlete.
Moreover, the majority of the participants reportidt they liked studying English,
and they also had had other motivators for studnglish than the matriculation

exam at the end of their studies.

The second research question contained two compooérithe L2 motivational self

system: ideal L2 self and ought-to L2 self. Thestfipart of the second research
question was concerned with the young athletesil ifieure images related to English.
According to the findings, English was an importaspect of the participants’ future
images. The majority of the participants could sion themselves in sports related
situations where they would need English in thereitand when they imagined their
future as athletes, English was a part of this endgurthermore, many participants
would like to have foreign teammates or a coact,thay would also want to compete
abroad. The participants also gave a variety afréusituations where they thought
they would use English in the future. Many partrifs could envision competing
abroad, giving interviews, and being coached inliBhgAll in all, English was seen

as an important skill.
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The second part of the second research questiorcevecerned with the participants’
ideas of how other people thought they should keeih the future. The majority of the
participants thought that the general opinion vixas$ &n athlete should be able to speak
English. However, the participants also thought tBaglish skills would not affect
their appreciation as athletes. Moreover, the gpents thought that their parents,

coaches, and teachers also emphasized the impexainglish skills.

The third research question was concerned withthivel component of the L2

motivational self system, L2 learning experienck&ny participants had needed
English in a sports related situation before, faareple, while they competed abroad
or had a foreign coach or teammates. Furthermbeemiajority of the participants had
good experiences of both studying English and uginglish outside the classroom.
Moreover, many participants also used English igirthree time, and internet,

communicating with foreign friends, and TV showsrevéhe most popular free time

activities that required English.

The final research question was concerned withdifferences in the responses the
participants’ different backgrounds might causee Tésponses to the multiple-choice
statements were compared by gender, by the typpat the participants did, and by
the level they competed on. When the responses coenpared by gender, there were
statistically almost significant or statisticalligsificant differences in the responses to
three statements. Firstly, the majority of the bose active in following materials
related to their sport in English, whereas the migjof the girls reported that they did
not do so. The differences between the responsethdoygirls and the boys were
statistically almost significant. Secondly, the @stt statement that caused statistically
significant differences when the responses werepeoed by gender was concerned
with wanting to have a foreign coach or teammatethé future. The majority of the
girls completely agreed that they would like thislte true, whereas the boys were
clearly less enthusiastic. The third statement alas about the ideal L2 self, and it
was concerned with wanting to be instructed byraifm coach for longer periods in
the future. Again, the majority of the girls reallanted this to happen, and the boys
were again less enthusiastic. The differences enrésponses to this statement were
statistically significant.
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When the responses were compared by the type of 8po participants did, there
were two statements that created differences. Tdjerity of both the participants who
did individual sports and the participants who thkdm sports reported that they did
not study English only because of the matriculaaam. However, the number of the
participants who somewhat disagreed with studyingligh only for the matriculation
exam was significantly different among the partieifs who did individual sports and
the participants who did team sports. Moreoverrethveere also differences between
the responses of the participants who admittedtttegt had studied English only for
the matriculation exam, and the number of theséigg@ants was somewhat higher
among the participants who did team sports. Segorttie participants who did
individual sports and the participants who did tegorts thought differently about
whether they wanted to spend longer times beingucied by a foreign coach. The
majority of the participants who did individual s completely agreed that in the
future they would want to be instructed by a fone@pach, whereas the participants
who did team sports were less enthusiastic andnidgerity of them only somewhat

agreed.

The final comparisons were made by the level theigg@ants competed on. There
were four statements that created statistically oatmsignificant or statistically
significant differences between the responses.tlyirghe participants thought
differently about whether they studied English orfity the matriculation exam.
Compared with the number of participants who comgbein the national level and the
number of participants who competed on the intesnat level, the number of
participants who competed on a local level who edr® study English only for the
matriculation exam was significantly higher. Sedgnthe same pattern was also seen
when the participants were asked whether they watatespend longer periods being
instructed by a foreign coach in the future. Agdlme number of participants who
disagreed was significantly higher among the padits who competed on a local
level. Thirdly, the same pattern could also be sgbhan the participants were asked
whether other people thought it was important thaty knew English. Again, the
number of participants who competed on a locallleses significantly higher than the
number of participants in the other two groupsahlyn the majority of the participants
who competed on a local level had not had teamnmatesaches with whom they had

used English, whereas the majority of both theigpents who competed on the
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national level and the participants who competedhaninternational level had used
English with teammates or coaches. As mentionedrbgthe statistically significant
differences regarding this comparison might be wuthe low number of participant

who competed on a local level.

Comparison with previous research.

In this study, there were no major differences leetwgenders, but the girls and the
boys thought very similarly about most of the stagats. Only the three statements
discussed above caused statistically significafier@inces between the responses by
the girls and the boys. In a study in the Swedisttext (Henry 2009), by constrast,
the girls were found to have more positive attisutivards English, as well as more
vivid ideal L2 selves. Moreover, in another studythe Finnish context (Toivakka
2010) there were also significant differences betwihe girls and the boys. The girls
in general had more positive ideal L2 selves, ab agestronger ought-to L2 selves.

The participants of this study were also high ststalents.

Previous studies (see section 2.5.4) have showmtpertance of the ideal L2 self in

motivating students. Also the results from the en¢sstudy seem to emphasize this
point, as the participants had generally very pasituture images. English was seen
as an important part of the athletes’ future, asithare were many different situations
in which they thought they might need English ie fature, it can be expected that

these future aspirations motivate them to studyligimg

In the present study the participants’ previouseeigmces of using English in sports
related contexts seemed to be a factor that albwenced their future images, and
therefore also their motivation. As many particiigamad had previous positive
experiences of using English, they though they @aded English also in the future,
and that they could use it successfully. It isfaict, claimed that direct contact and real
experiences of using the target language contritauteotivated learning behavior in a
positive way (Csizér and Lukacs 2010: 10). Howeweprevious study (Csizér and
Lukacs 2010) also found that the L2 learning exgere did not significantly affect
motivated behavior. This study had a real contekttlie language use, and perhaps

therefore the previous experiences were imporgmine imagined future states can be
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contextual so that they involve social interacti@rikson 2006: 5), and the sports

context of the present study was indeed such a&xbnt

Young athletes as a target group.

Young athletes were an unconventional target groegarding the research on
motivation to learn languages. Therefore, the goesaire included two general
questions that could help explain them as a taygmip of this study. The majority of
the participants thought that the fact they wetdests could not be seen in their
English classes. However, many participants alsongented on the flexibility of the
studies, as athletes often had absences due tcetitions and trainings. The thoughts
seemed to vary from positive to negative; somei@pants wrote that athletes had no
time for studying and that they had poor skillsEnglish. Other participants, by
contrast, thought that athletes were more motivadestudy and also had better skills.

The importance of imagery training was discussddrbe(see section 2.6), and the
participants were also asked about their expergenggh imagery training. The

majority of the participants had tried imageryniag or used it on a regular basis. The
experiences were mostly positive, and several gpatnts commented that imagery
training was an important part of their preparationa competition. Perhaps the fact
that the participants had experiences from imageaiging helped them envision these
future images better. Imagery training requireciica, and it is claimed that visual

learners are more capable of creating vivid futarages (Al-Shehri 2009: 168). The

vivid future images are then reflected in heightenmtivation.

Evaluation of the present study and suggestionfutare research.

The present study was a quantitative study examitiie role of English in young
athletes’ futures. It used the L2 motivational ssiétem as a framework. The research
on the L2 motivational self system is still rathw, and in the context of Finland
there has been only one study that has examinedcdingponents of the L2
motivational self system. Therefore, it was chajleg to use the framework with an

unconventional target group.

All'in all, this study was successful. The aims evrlfilled and the research questions

were responded. Cooperation with the teachers vaiunteered to participate in the
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study with their students was important when cditgcthe data, and they made the
data collection process easy. As the distances degivihe sports-oriented upper
secondary schools were long, help from the teachassrequired. Furthermore, the
participants had been active in responding to thesgonnaire, even though the
answers were often short. In general they seeméKetahe research topic, and some
had even commented on the interesting choice ofc.tojp seemed that the

questionnaire was also of good length, as almadt participant had finished it and

responded to each question.

The specific target group created challenges ferghestionnaire, as questionnaires
that had been used previously could not be usethi®istudy as such, but completely
new questions had to be created. This caused savhems, which could be seen in
the low reliability values for some instruments.wéwer, not adding more questions
was a conscious choice; the questionnaire wasdsirgaite long because of the open-
ended questions that could help further explainrdsponses to the multiple-choice
statements. If there had been more statementscim @&athe instruments the results
may have been different. Furthermore, the partitpavere not directly asked to
imagine any possible future situations, but thegponses were more guided. Only the
open-ended question related to the participaneslidl2 selves allowed them to use
their imagination more. However, this strategy &kB® successful, because there were
only some participants who had not responded toghestion. If they had been asked
to create the future images from scratch, it migave been possible that several
participants would not have responded at all. Gigdhe responses made responding

to the questions easier. This was one reason vehguihantitative method was chosen.

Another weakness of the present study is that #it@ \@as collected only once, and the
self-concepts can change quite substantially awes,tdepending on the individual's
affective and motivational state (Henry 2009: 1B&rkus and Nurius 1986: 960). A
suggestion for future research could be to collathd from the same individuals twice,
with some time in between the data collections, thet compare the results. Because
the participants responded to the questionnaing amte, the future images reported in

this study were representations of their thoughteat exact point of time.
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One factor that created problems in the analysis Wt the participants were
unevenly distributed. As only nine participants gated on a local level, the low
number of participants might have affected the Ites&urthermore, the comparisons
could not be made with the four response alteraativecause the reliability of the
results would have suffered. Even though the totehber of participants (107) was
sufficient for basic quantitative research, a langember of participants would have

been useful for the reliability of the calculations

It would be interesting to conduct a similar study a qualitative research, for
example, by interviewing young athletes. This coatbure more in depth responses
regarding the issues, and the athletes could atse fmreely generate future images of
their own. Furthermore, it would also be usefuttmduct another quantitative study

with an improved questionnaire and more evenlyithsted subgroups.

The results of this study gave an overview of wyaing Finnish athletes thought
about English, and what kind of role English hadhair futures. The main findings
can be applied to young athletes in general. Itbmsaid that the positive experiences
that the athletes have with English in sports eelatontexts affects their future images
positively. Furthermore, in general the athletke English and see that it is important
to know English in the future. The results of tkisidy offer positive feedback to
English teachers. Often it is thought that comlgngtudies and sports requires too
much from young athletes, and usually it is thdedith career that is the number one
priority. The results from this study show thatletks recognize the importance of
English skills and are therefore motivated to stitdfhe experiences in real contexts
only reinforce the importance of English also g related contexts, and the good
experiences have a positive effect on the appreniaif English skills. English is
generally seen as a must have skill in the workifeg but the results of this study
showed that English is also seen as a must halvénslie context of sports- and the

athletes are quite happy to invest in it.
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APPENDIX

KYSELY NUORTEN URHEILIJOIDEN MOTIVAATIOSTA ENGLANNIN
OPISKELUUN

Arvoisa opiskelija,

Teen tutkimusta Jyvaskylan yliopiston kielten lagelle nuorten urheilijoiden motivaatiosta ja asesia
englannin opiskeluun. Vastaathan kysymyksiin maisimiman totuudenmukaisesti joko ympyroéimalla
parhaiten juuri sinun mielipidettasi vastaavan t@hdon tai kirjoittamalla vastauksesi niille véauan
tilaan. Vastaukset kasitellaan taysin luottamuksesti ja ne tulevat vain minun kayttooni. Kiitos
vaivannagstasi!

Heini Vakkari
heini.vakkari@jyu.fi
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OSAL:
1. sukupuoli
a. tytto
b. poika
2. Olen suorittanut kpl lukion englannin leefa ja niiden keskiarvo on noin
3. Lajini on

a. yksilolaji, mika?

b. joukkuelaji, mika?
4. Olen kilpaillut

a. kansallisella tasolla
b. kansainvélisella tasolla
c. paikallisella tasolla

5. Olen harrastanut nykyista lajiani noin vuotta.
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OSA Il

Ympyro6i parhaiten mielipidettasi vastaava vaihtoetguraavan asteikon mukaisesti

= = 3
F £ B i
= - - -
s 2 8 5
2 5 & 2
Ponor
1. Mielesténi urheilijalla tulee olla hyva englantielen taito. 12 3 4
2. Mielestani suomalaisilla urheilijoilla on ylegeottaen hyva englannin kielen 1 23 4
taito.
3. Katson tai luen lajiini liittyvaa materiaaliasfm. peleja, lehtid jne.) englanniksi. 1 23 4
4. Pidan englannin opiskelusta. 1 2 3 4
5. Englannin puhuminen ei ole urheilijalle tarka#d. 1 2 3 4
6. Opiskelen englantia ainoastaan ylioppilaskoedtéen. 1 2 3 4
7. Minulla on hyvid kokemuksia englannin kaytostékkahuoneen 1 23 4
ulkopuolella
8. Voin kuvitella joutuvani urheiluun liittyvaandnteeseen, jossa tarvitsen 1 23 4
englantia.
9. Muiden (esim. vanhemmat, kaverit, valmentajalesta on tarkeaa, etta 1 23 4
osaan englantia.
10. Minulla on tai on ollut joukkuekavereita taimeentajia, joiden kanssa olen 1 23 4
kayttanyt englantia.
11. Haluaisin joukkuekavereita tai valmentajiagdgm kanssa voisin kayttaa 1 23 4
englantia.
12. Englannin osaaminen on mielestani tarke&é,&koskden mielesta urheili- 1 23 4
joiden tulisi osata puhua hyvaa englantia.
13. Haluaisin kilpailla lajissani ulkomailla, j&ksi tarvitsen englantia. 1 23 4
14. Haluaisin tulevaisuudessa viettdd pidempiéifttejujaksoja ulkomaalaisten 1 23 4
valmentajien ohjauksessa, ja siksi tarvitsegiantia.
15. Koen, ettd minua ei arvosteta urheilijananefiallitse englantia. 12 3 4
16. Koulussa painotetaan englannin osaamisen tiigkey 1 2 3 4
17. Kun kuvittelen tulevaisuuttani urheilijana, téggen osaavani englantia. 1 23 4
18. Minulla on hyvia kokemuksia englannin opiskédus 12 4
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OSA III:

1. Millaisissa urheiluun liittyvissa tilanteissaebtarvinnut englantia viimeisen viiden vuoden a&k2

2. Millaisissa urheiluun liittyvissa tilanteissakas tulevaisuudessa kayttavasi englantia?

3. Mita hyétya englannin kielen taidosta on migisshimenomaan urheilijalle?

4. Millaisiin tarkoituksiin kaytat englantia vapa#anasi?

5. Miten koulusi englannin opetuksessa nakyy s&,agtiskelijat ovat urheilijoita?
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6. Millaisia kokemuksia sinulla on mielikuvaharjeiusta?

7. Anna lopuksi viela esimerkkuomalaisestaurheilijasta, jolla on mielestasi hyvd/huono engia kielen
taito.
a. urheilija, jolla orhyva englannin kielen taito:

Perustelut:

b. urheilija, jolla orhuono englannin kielen taito:

Perustelut:

OSAIV:
Tahan voit kirjoittaa, jos Sinulla on jotain kysjgia tai kommentoitavaa tutkimukseeni tai

kyselylomakkeeseen liittyen!

Kiitan vastauksistasi ja toivotan menestysta udmeja englannin opintojen parissa!



