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1 INTRODUCTION

Languages and their use are always tied into saidl cultural contexts, which are
laden with different values. The question of foreignguage teaching in education
system is a highly debated topic in Finland. Hownynalifferent foreign languages
should be compulsory, at which point of primary eation should their teaching begin,
and what languages should be taught in schoolane ©f the most debated questions

at the moment.

Currently, every student has to study the otheional language of Finland, that is,
Swedish, and one foreign language during the lehkication consisting of classes from
one to nine (from age of seven to age of sixteespectively), and they also have the
option of studying a maximum of two additional laages, beginning from classes five
and seven. According to the 2010 report MinistfyEducation, over 90 percent of
students studied English as their compulsory foréanguage in 2009. Less than 25
percent of students chose to begin studying antiaddl language during their fifth
year of primary education, while in 2005 the amowas over 30 percent. The trend
continues into years 7 to 9, as the number of stisdeho chose to begin studying an
additional language during those school years basedsed from 42 percent in 1996 to
only 14 percent in 2009. The language most oftedistl as an additional language
beginning at year seven of basic education was &errwith French second, and
Russian slowly growing in popularity. (Kumpulain2911)

The issues in current debate concern the stat@wveflish as a national language that
has to be studied by everyone, the number of éiffielanguage choices that are to be
offered by schools, the number of languages stsdeate to study, and the age at
which students should begin to study foreign laggsaThese issues are hotly debated
by political parties, teacher unions, and the Bhracademia. The voice of the students
themselves is not often heard, however, and tx@erences, thoughts and opinions are
not considered by the different parties involved@bate about the decisions to be made

about changes to the language teaching in thedfireducation system.

The aim of the present study is to collect infonratvia questionnaires from Finnish
students in general upper secondary education aheurtthoughts, opinions, beliefs,
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attitudes and expectations about foreign langueaening and teaching in Finland, their
usage of different languages, and how they compate, and value the foreign
languages they have studied based on differenérieit As for more theoretical
concepts, the present study is primarily concemth the factors ofmotivation
attitudes andbeliefsin language learning exhibited by Finnish langubsgeners. It is
important to note that there is some overlap betwbe three concepts, for example,
many motivation theories include, or at least agkedge, attitudes and sometimes
beliefs as well as parts of the motivation procéslsewise, attitudes and beliefs are
closely related to each other, and distinguishivggrt from each other can at times be
challenging.

English as a foreign language has an added emphasisther foreign languages in the
present study, which looks more closely into thetivational issues surrounding
learning English as a foreign language. The redasprsimply, that of the foreign
languages taught in schools in Finland, Englishbash the most popular foreign
language, and also currently the most globally Widesed language, with most
importance attached to it as a tool of global comication. As a relatively nelngua
franca it has been the subject of much debate, and ttiiades towards it are both
varied and strong (Mauranen 2009: 1). As Mauranetes, the use of English as a
language of communication between non-native Ehggeakers of different language

background is an increasingly important topic (Mawen 2009: 1-2).

The present study consists of three main parts.fifbiemain part is the background
theory for the study, divided into three chaptessering motivation, attitudes, and
beliefs. The second part includes two chapters. fiflse contains information about
various previous empirical studies pertaining @ tdlevant subjects, and is followed by
a chapter describing the present study, which deduthe research questions,
hypotheses, information concerning the questioenased in the present study, and
how the data was gathered. The third and final praasents the results, analyzes them,
and discusses their validity and avenues of funtbsearch.



2 MOTIVATION IN LANGUAGE LEARNING

According to Dornyei (2001a: 1), the term “motivati is an abstract and hypothetical
concept used to explain the thoughts and behaVipeaple. There is not really a single,
easily measured motivation but rather differentivest which affect people in various
ways. There have been many attempts to form madivaheories to explairwhy
people decide to somethingew much efforthey are going to exert in pursuing it, and
how longthey are willing to sustain the activity (DérnyZ001a: 7). In the context of
school, motivation is used to measure the degreéich students invest their attention
and effort in their pursuits of different goals @@hy 2010: 3). Motivation is one of the
most significant factors that affect language leggrsuccess, and it has been discovered
that sufficient motivation can compensate for stwrtings in learner aptitude and

learning conditions (Dornyei 2005:65).

Dornyei (2005: 65-66) broadly summarizes the mdiases of L2 motivation research
asthe social psychological periodl959-1990)the cognitive-situated periofL990s)
andthe process-orientepgeriod (2000-). It is important to note that theioas theories
within these periods do not usually supplant olaep previous theories, nor do the
periods occur in strict linear progression withamty overlap. Instead, they focus on
different aspects, or on different perspectivedding on earlier work and approaching
the topic from different direction, or study centgoirocesses more closely, taking into
account cross-field advances, such as progressgnitove psychology and sociology.
The three main periods are summarized in this enaptth a number of key theories
and models included within each period. The firadti®n following the summaries of
the three periods includes some issues, problerdsobrervations about motivation
studies in general. How the different motivatioredhies are included and utilized

within the present study is also discussed inl#sssection.

2.1 The social-psychological period

Among the first to research the role of motivatiorL.2 learning were Robert Gardner
and Wallace Lambert. Their work, especially Gartn€r985) motivation theory set the
tone and framework for L2 motivation research fevesal decades. After studying the
social co-existence of English and French-speakorgmunities throughout the 1960s,
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Gardner and Lambert (1972: 4) came to the conaluiat the motivation to learn the
language of the other community was an importamtofaresponsible for either
improving or hindering intercultural communicaticand affiliation. According to

Gardner (1985: 6), “the student's attitudes towdlds specific language group are
bound to influence how successful they will be mcdrporating aspects of that

language”.

Gardner's and Lambert's conclusion was that mdoelysing on individuals and their
variable aptitude and intelligence was not enougktudying motivation, but that the
social context of motivation should also be taketo iaccount. Their social argument
was that foreign language learning is not a neutrpic, but is affected by language
attitudes, cultural stereotypes and sometimes diopb consideration has
subsequently been accepted by other researcheasoalhd the world (Dérnyei 2005:
66-67). An familiar example would be the stereosypenns have about Swedes, and
Swedish-talking Finns, and also the attitudes tdwdussia, and therefore the Russian

language.

2.1.1 Socio-educational model

Based on his work on attitudes, orientations andivatons with Lambert, Robert
Gardner developed what is referred teasio-educational modelf language learning,
stressing the role of languages as tools of comeation between different
communities and people. In conjunction with the elpthe Attitude-Motivation Test
Battery (ATMB) was also developed to measure the differeatiables influencing
language acquisition included in the model. In $sloeio-educational modetultural
beliefsare seen as an important background factor whieltta the formation of the
other learner factors which influence languagenied, and success or the lack of
thereof within it. (Gardner 1985: 146-147) Cultukmliefs are seen as affecting the
broad construct ofntegrative motive which includes the concepts and factors of
integrativenessandattitudes toward the learning situatiphoth of which in turn affect
motivation The integrative motivels by no means the only factor cited to influence
language learning success in the socio-educatiomalel, and especially the early
versions of the model include other individual eliffnces such as aptitude, intelligence,
and situational anxiety (Gardner 1985: 146-147)t the most lasting legacy of
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Gardner's work has been the role of different nadibnal factors and orientations in
second language acquisition.

Gardner and Masgoret (2003: 126-127) defined iategmess as openness to at least
partially identify with another language communitytegrativeness includes the
attitudes towards the target language group, isteneattaining the language for social
purposes, and general interest towards learningigorlanguages. The concept of
attitudes toward the learning situatioefers to an individual's reaction and evaluation
of their immediate language learning context. Irtinals evaluate both the teacher, and
the language learning course as a whole, includghgontents, and different working
methods (Garder and Masgoret 2003: 127). Gardi®85(110) referred to motivation in
language learning as a “combination of effort plesire to achieve the goal of learning
the language plus favourable attitudes towarddetuaing of the language”. According
to the socio-educational model, integrativeness attdudes toward the learning
situation are correlated variables that supportiafidence the learner motivation, but
motivation is ultimately responsible for achievemem the second language, and
therefore the effect of integrativeness and attisuts indirect (Gardner and Masgoret
2003: 124).

Gardner's 1985 AMTB includes two categories of tjoas grouped under the terms of
integrative orientatiomandinstrumental orientationThe distinction was not original to
Gardner, as the classification of learners as eitheegratively or instrumentally
oriented was the subject of studies already comduitt the late 1940s and the 1950s
(Gardner 1985:11)Integrative orientationin language learning refers to a desire to
interact and communicate with the target languagensunity, and to learn about their
culture.Instrumental orientatiomefers to a desire to learn foreign language lsxad
pragmatic goals, such as bettering one's prosjpedte job market through language

skills.

The two termsntegrative/instrumental orientatioare often used interchangeably in L2
motivation studies with the termastegrative/instrumental motivatiorthrough strictly
speaking orientations are an aspect of motivafiw. role of orientations is to arouse
motivation and direct it towards certain goals (D@ 2011: 41). In other words,
orientation could be thought as goals that an idda pursues, and their motivation
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stems from the type of goals they set for themselv®rientation might not always
match with motivation. For example, a learner migptafess to instrumental orientation,
such as bettering their job prospects, in theiglege study, but might not be properly
motivated to actually exert effort towards learnthg language and achieving said goal
(Gardner and Masgoret 2003: 129). Motivation theneefreflects the power, or the lack
of it, to attain the goals found within the diffateorientations. In Gardner's socio-
educational modeljntegrative motivationis seen as the sum ohtegrativeness
attitudes toward learning situatioand motivation(Gardner and Masgoret 2003: 128).
Dornyei (2005: 70) notes thatstrumental motivatios main concept was not strictly a
part of Gardner's original core theory, but rathas later been derived from the socio-
educational model and the AMTB questionnaire byepthesearchers and studies.
However, the popularization of the terms and cotxepf integrative
orientation/motivation and instrumental orientatrontivation is seen as perhaps the

most lasting legacy of the Gardner's theory of Ldivation.

2.2 The cognitive-situated period

The period from the roughly late 1980s to the [E80s is labeled by Doérnyei (2005:
74) asthe cognitive-situated perip@nd it was on the whole characterized by therieffo
to incorporate new theories and concepts from igled bf cognitive psychology into
language learning motivation research. The sectwadacterizing trend of the period
was the aim of narrowing down the focus of L2 mation research from
macroperspectives incorporating whole language coniies and communal language
stereotypes into more detailed studies of actuhlag situations and learner thought
processes (ie, microperspective). Despite the n@nmuges of research and new theories,
it should be noted that the findings and theorresnfthe social psychological period
were not summarily rejected, but rather the focas ghifted into areas that were felt to
not have been adequately studied before. (DOrr3@»274-75, Doérnyei 2011: 46-47).

In order to fully understand motivational featuret learning situations, such as
language classrooms, the motives linked with thenlers' immediate learning situation
should be studied. Attitudes towards the targegdage and its users alongside with
iIssues such as intercultural communication andicaltiiralism cannot wholly explain

the effect of motivation in day-to-day learning ioividuals. Motivation was thus
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linked in this approach into contextual factors, dgample, learner self-image and self-
evaluation, and learners' perception of the qualig appropriateness of work methods
used in learning situation. Dornyei (2005: 75-76)as that several researchers report
findings that positive attitudes towards language e overridden with situational
motivation issues, and that sometimes sufficiestrimental motivation to learn a
language can overcome negative disposition towé#rdslanguage-user community.
Two approaches that adopted new cognitive variabies illustrated the intertwining
influences in situational L2 motivation from therioel arethe self-determination theory

and the analysis ddnguage attributionsvhich are summarized next.

2.2.1 Self-determination theory and L2 motivation

The influence of Deci and Ryan's 1985 theoryntrfinsic andextrinsic motivation and
self-determination in mainstream psychology ledattempts to include some of the
elements in a L2-specific model of motivation (Dgen2001b: 58-59). According to
Dornyei (2005: 77) the main objectives of researslseeking to incorporate elements
from self-determination theory were to relate imgic and extrinsic reasons from
motivational psychology to the orientations/motiwas developed in L2 research and

to study how various classroom practices affechles levels of self-determination.

Generally speaking, it has been determined thastoarts of intrinsic and extrinsic

motivation mirror the constructs of integrative andtrumental orientation/motivation

discussed earlier to some extent. Extrinsic matwais concerned with the rewards and
benefits which follow achieving goals, while inio motivation instead focuses on
appreciating creativity, and feelings of achievetmand satisfaction that come from
successfully completing fulfilling tasks and obtam new knowledge. It should be

noted that it usually cannot be determined wheghgiven behaviour is intrinsically or

extrinsically motivated simply by observing it, tdgeper examination and questioning
the person is required (Woolfolk 2010: 377-378)sd\l often certain behaviour and
actions are born from both kinds of motivation, siotply either/or.

As for learner self-determination, several studiase provided evidence that learner
autonomy in L2 classroom directly correlates witarher motivation (Dérnyei 2001b:
59). Other factors contributing towards intrinsiothaation are ability and opportunity
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to affect the learning environment, and positiveiaanteraction and relationships with
others in the learning environment (Brophy 2010:AI30, the more students perceived
their teachers as overtly controlling, the lessringically motivated they were.
Interestingly, for those students who displayed thpaesxtrinsic reasons for studying a
language, the directive influence of a teacheregards to their feelings of autonomy
and enjoyment was not felt so keenly (Dornyei 2008. In effect, students who like
and are interested in studying a foreign languageerence negative feelings from
excessive teacher interference and control, whitesé who are merely there because

they have to, for some reason or another, do met@armuch either way.

2.2.2 Attribution theory

Attribution theory was the dominant model in studetivation research in the 1980s
in the field of psychology. Its main argument angpposition was that causal
attributions between past successes and failures & effect on individuals' efforts
and goals in the future (Dornyei 2001b: 22, Bro@810 49-50). Explaining past
failures as a result of insufficient effort or ddes distractions is more likely to lead one
to attempt a given task or goal again than asailpast failure to particularly low
ability or insufficient aptitude (Dornyei 2005: 79} should be noted, that while the
attribution theory is directly concerned with metivn, learner beliefs play a strong
role in it. In short, it concerned about what |leambelieve to be the reasons for their
success or failure, and how these beliefs affest thture actions.

Attributed causes for success or failure can beighbto have three dimensions: 1.
locus - whether the cause is internal or external tol¢laener, 2 stability - whether it
remains the same in different situations at difieremes, and 3controllability -
whether the learner can control or alter the cdaheaght their own efforts (Woolfolk
2010: 388-389). Ema Ushioda (2001), as quoted byymd (2005: 79-80), found that a
positive motivational attitude involved two attriimnal patterns:

1. attributing positive L2 outcomes to personal igbilor internal factors (e.g., effort,

perfectionist approach), and
2. attributing negative L2 outcomes or lack of ssscdo temporary (i.e., unstable)

shortcomings that might be overcome (e.g., lac&ffafit, lack of opportunity to spend time

in the L2 environment.

14



Supporting these findings, and adapting them intategies for generating positive
learner motivation, Brophy (2010: 50-51) encourageschers to help their students
attribute their successes to a combination of theficiency and effort, and failures to
temporary shortcomings that can be surmounted graifort from both the learners
and their instructor. Attributions can both leaddad be product of, learner self-image,

either positive or negative.

The range of attributions in school children's petmon appears also to be culture-
dependent to some degree. Partly these are a oésliftering learning conditions, such
as classroom environment, but for example learmdreertain nationalities never
mentioned luck as attributional factor (Dorneyi 30@B0). Therefore comparative
studies focusing on learners of different langubgekgrounds are needed in order to
pursue this venue of research further in L2 motwvatesearch.

2.3 The process-oriented period

One major factor of motivation process that haslbe®n closely studied previously is
thetemporal dimensiarLearning a language is a long-term project apdoaess, and it
is understandable that learner's attitudes andvatain towards that stated goal are not
constant. According to Doérnyei, adoptingpeocess-oriented approaciwhich could
account for short-term variations in motivation niscessary for examining motivation
in relationship with specific learner behaviors gmdcesses in the classroom (Dornyei
2005: 83).

Dornyei (2001b: 82-83 and 2005: 83) lists a numieother researchers who have
focused on the temporal dimension in their L2 nadton studies, such as Williams and
Burden (1997, as quoted by Dérnyei 2005: 83), wdpmasated motivational process into
three stages consisting of (1) reason for doingesbimg, (2) deciding to do something,
and (3) sustaining the effort. The first two stageghis model are concerned with
initiating motivation whilst the third involvesustaining motivation. Ema Ushioda

(1998: 81-83) noted that motivation appears torbewlving process, in which it may
take time for a more instrumental motivation to eamo a fore, whilst personal

experiences such as positive L2-learning expergeraned positive self-image as a
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learner of L2 have more importance earlier in taagbage learning process. For
example, a learner's initial motivation to studiaraguage might simply be that he likes
studying it in school. In time, the motivation migbhange to also include the

expectation that the language will be useful inifet

2.3.1 Dérnyei and Ottd's process model of L2 motiven

In 1998 Ddrnyei and Otté developed a L2 motivatio@ory in response to the issue of
describing motivational processes over time. Theomp was further elaborated in
Dornyei's 200TTeaching and Researching Motivati(2001b: 85-100). Presented below

is a summarized version of the model.

In Dornyei and Ottd's process model the motivaligracess is broken down into
several separate temporal sections, organized éyptbgression that describes how
initial wishesanddesiresare transformed intgoals and then into planneihtentions,
and how these intentions are acted upon, leadirtgesuccessful accomplishment of
the goal and concluded by the firmlaluationof the whole process. This motivated
behaviour process in this model is divided int@&main phases or stages:

1. Preactional phase First, motivation needs to bgenerated The generated
motivation then leads to the selection of gual the learner will pursue, or the
task that he will attempt. What follows is thetion plan,what has to be done,
and approximately how long it will take. The pladngction is then launched.
The motivational dimension related to this phase ba described ashoice
motivation

2. Actional phase Second, the generated motivation needs to bevefgcti
maintained and protected during the action process. This motivational
dimension is referred to aexecutive motivatiorby Doérnyei. Maintaining
motivation is especially important in sustainediaii¢s, such as L2 studying,
especially in an environment, classrooms for examplhere there are other
distractions. The learner also generates vargwstasksbased on the action
plan, andmplementghem, while continuouslgvaluatingboth the progress one
has made and the environmental stimuli which odcuing the process.

3. Postactional phaseéifter the goal has been achieved or the actioniteted, or
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alternatively, canceled for a longer period (foamwle, a holiday), it is time for
a motivational retrospectignwhich concerns theetrospective evaluationf the

whole process and the results. Initial plans angeetations are compared to
how they turned out and why. This critical retragpm influences what tasks
the learner attempts in the future, and how he siéwnmself as a language
learner. The postactional stage, and its resultstia@refore connected to the

theory of learner attributions mentioned earliethiis chapter.

A key feature of the model is that these three @hase associated with largely different
motives. For example, the factors which influenceralividual considering an action or
a goal are different from the motives that influertnetm while implementing the action
and sustaining the motivation to successfully catepit. Also, when evaluating past
action and results, different motivational compdsewill became relevant. Another
important feature of this perspective is that ddfe motivational systems espoused by
different researchers do not necessarily excludd edher, but can be valid if they
affect different temporal phases of motivationalgass. As an example, Dérnyei (2005:
86) believes that the social-psychological constrsiocvalid for explaining variance in
choice motivation during the preactional phase.

According to Doérnyei (2001a: 22) among the main ivadional influences of the
preactional phase and choice motivation are leaattéudes towards the L2, learner
beliefs and strategies, different properties of gt goal, environmental factors
(support, for example) and learner expectancy atess in the task. Motivational
influences which assist in maintaining motivatiarthe actional phase are, for example,
sense of autonomy, which was discussed in selfvu@tation theory, alongside quality
of the learning experience, teacher's and panafitsénce (in the form of feedback and
positive reinforcement), the influence of the learmgroup, and the various self-
regulatory strategies learners can use. In theviaiainal retrospection, which occurs in
postactional phase, received feedback continuedetoan important motivational
influence, as are learners' beliefs about thefraeicept, such as self-confidence and
feelings of self-worth. Different attributional fmes, such as tendencies or biases in

attributing success or failure to different factalso play a role.

Dorneyi (2005: 86-87) lists two shortcomings of firecess model. First, the actional
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process is not as well-definable with clear-cut rmtaries that the model implies.
Determining when exactly an action starts in edooat context is problematic. The

second problem is that the actional process doéerur in isolation, without any

interferences or influences from other activities kearner is currently engaged in. This
is especially relevant for classroom contexts wheseners are engaged in parallel
action processes, some of which are not directgvamt to L2 learning. Also, students
have plenty of other interests and goals besidexleamic achievement in their

disposition about attending school. Most of thegerests tend to be social in nature.

2.4 Common issues with motivation studies and newo&o-dynamic perspectives

Dornyei (2011: 197-198) lists three particularlyolplematic issues of motivation
research: First, motivation iabstract and it cannot be directly measured or even
observed. Second, motivation isnaltidimensional construcaind it cannot be therefore
represented by simple measures. Third, as detailegrocess-oriented period of
motivation research and theory, motivationinsonstant This presents a problem of
reliability of the different measures for gaugingtiational dimensions of individuals,
as the data upon which conclusions are based igeciuto changes in different
circumstances. Motivation is also such a broad epndhat it is difficult to fully
investigate all of its aspects within a single gtuctherefore, L2 motivation needs to be
explicitly conceptualized in each and every stuidy,order to limit the topic to a
manageable extent, and to make sure that when makimparisons to other studies, it
is clear that the same aspects are being compteddyi 2011: 198-199).

New approaches to the study of motivation acknoggethat it is very difficult to
effectively define when exactly learning procesgibge and ends, and that learning does
not happen in a vacuum, but rather in a varyingas@nvironments, which can affect
the process in ways that are hard to identify amedsure (Dornyei 2011: 69-71). Also,
the actional process detailed in the process mofldetotivation does not necessarily
happen in a strictly linear progression, but ratiere is great deal of variance in the
process (Dornyei 2011: 75-76). The main idea of tieories is that learners and their
various processes have been treated as too abatichatisconnected from actual real-
life events. Therefore, the most recent directibmotivation research is referred to a
socio-dynamicand it seeks to study the complex interactionvbeh learners and their
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surroundings. The new venues of analysis are ietrid be more grounded in the
dynamic and interlocked social contexts that affectd are affected by, learners of

foreign language (Dornyei 2011: 69-72).

According to Dornyei (2001a: 189-190), there are uooiversally applicable,

standardized L2 motivation test batteries. A nunddehem are very widely used, such
as Gardner's 1985 ATMB, but all test batteries $oon certain specific aspects of L2
motivation. Therefore, researchers conducting thteidies through questionnaires often
have to design their own questionnaire, and assdsiools as well, especially if they
are focusing on different aspects of L2 motivationtheir research is closely connected
to specific contexts, such as studying specifiqgleage attitudes within a specific

country or a community.

The present study does not limit itself into theumds of any single theory of
motivation, partly because the various theorietalle their merits in different contexts.
The first part of the questionnaire used for daathering in the present study owes
much of its structure and classification of itsmte to the socio-educational model.
However the questionnaire's second part seeksth@igaformation about beliefs and
attitudes about foreign languages in general. Tonvecept of motivation within the
present study is seen as a complex matter whicls due exist alone, but is
interconnected with other issues, both cognitive social. The present study seeks to
study motivation in conjunction with other factossich as attitudes towards languages,
beliefs about the different qualities of variousidaages, learner self-image, and
expectations about future applicability of languagelements of the attribution theory
are at times applied to the results when attempiingtudy the cause and effect of
different views of languages. As the study is rootgitudinal in nature, studying the
temporal dimension of the respondents’ motivatisnnot possible. However, the
possibility of motivation changing in time becawugdearners' subjective experiences is
acknowledged when discussing the sometimes grddtgrent views the respondents
hold about different languages.
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3 THE ROLE OF ATTITUDES IN LANGUAGE LEARNING

3.1 Attitudes: general theory

Attitudes have been studied from the 1910s onwdrdginning in the field of social
psychology (Albarracin, Johnson, and Zanna 200%h: Mhe concept ofttitudeis also
present in several other scientific fields, suchsasiology, linguistics and education
studies. As a consequence, there are severaldfiffelefinitions to the termattitude
Eagly and Chaiken (1993: 1, as quoted by Albarratial.: 2005: 4) defined attitude as
“a psychological tendency that is expressed byuatglg a particular entity with some
degree of favor or disfavor”. In 1931, Thurstonas @Quoted by Garrett 2010: 19),
defined an attitude as “affect for or against gchslogical object”. Garrett also cites
Allport (1954) to provide a definition of attituges “a learned disposition to think, feel
and behave towards a person (or object) in aqodati way” (Garrett 2010: 19).
Gardner (1985: 9) when researching the role ofudits and motivation in language
learning, defined an individual's attitude as “amaleative reaction to some referent or
attitude object, inferred on the basis of the imdinal's beliefs or opinions about the

referent”.

Garret (2010) lists five important aspects abotituates, especially relevant to language

attitudes, but also applicable to attitudes in gaine

1. Much like motivation and beliefs, attitudes aomstructs, and cannot be directly
measured, but only indirectly gauged through d#ifér methods of indirect
measurement, such as self-report questionnairemtardiews.

2. Attitudes can be both input into and output fregtial action. For example,
favourable attitudes may lead to success and gesults, but good results and
success can likewise lead into favourable attitudes

3. Attitudes are learned, they are not innate. TWeerhain sources for attitudes are
personal experiences and social environment, sacthex media or education
system.

4. Attitudes are structured into three componetagiition affectandbehaviour
Attitudes are cognitive because they involve beliefs about the world and
relationships between different objects withinaitfectivebecause they involve
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evaluative feelings about said objects, d&athaviouralbecause they have an
effect on how individuals are predisposed to acsitnations involving those
objects. As an example of the structure and infteenf a negative attitude, one
might falsely believe that people of certain nadilily are untrustworthy and
shifty, and therefore feel negatively disposed tosathem, until they prove
themselves reliable and as a result also act neserved and distrusting initially
while meeting members of that nationality.

5. Attitudes can both change and evolve dynamichlly,also achieve stability and
be very durable. Attitudes acquired early in tHeslpan often tend to be more
enduring, while on the spot evaluations of newaditns and objects are more
likely to change when new information and experégsnare acquired. Language
attitudes are often acquired from school, as ihhmtcurs early in the lifespan
and is also the context where one is first expdeefbreign languages to any
greater extent. (Garret 2010: 19-30)

There are a number of other terms that are closehnected to attitudes. They are
sometimes used interchangeably, which can at tirel to confusion and
misunderstanding-abits are similar to attitudes in that they are learaad that they
are stable and enduring, but they are primarilyabidural routines, often unaware
ones, while attitudes are not essentially behagigoinenomena, even though they they
may have behavioural linksvalues are more general and all-encompassing than
attitudes. For example, consider the value “freédonf'equality”, and compare them
to attitudes towards different political partiealies can be thought of as high ideals,
which individuals aspire towards. The teopiniontends to be used as a synonym to
attitude in everyday language usage. Opinions are masily verbalized and expressed,
while attitudes might be latent or sub-consciousd aot so easily formulated.
Furthermore, opinions are considered to lack tlecafe component, that is, though
they may trigger or be triggered by affective reang. Articulated opinions do not
necessarily match underlying attitudes, though ihatmatter of interpretation. (Garrett
2010: 30-32) The concepts of habits, values andiaps are not included and examined
within the previous study, and attitudes are exawchisolely in their form and function
as language attitudes. For the purposes of theepresudy, language attitudes are
primarily viewed as individual's evaluative/affe@ireactions to different languages,
their properties, and their use.
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Attitudes are closely related to bothotivation and beliefs especially in language
learning studies, appearing often in different meaé L2 motivation such as Gardner
and Lambert's socio-educational model which waailget in Chapter 2. While beliefs
represent a form of knowledge based on subjectypereences, attitudes, going by
several of the definitions provided in the begimnot this chapter, can be considered to
be evaluative to certain extent, and to be basedprar knowledge and beliefs.
Albarracin et al. (2005: 4-5) also noted that a@stesome beliefs can be verified or
falsified through external, objective criteria, ghigenerally the same method cannot be
applied for attitudes. Furthermore, beliefs arestgred to be mostly cognitive in
structure, and not contain affective componentsugh they can trigger and be
triggered by strong affective reactions, just ld@nions (Garrett 2010: 31). Therefore,
for the purposes of the present study, attitudest@ibe distinguished from beliefs by
the inclusion of an evaluative/affective factor aspart of an attitude, and, where
possible, through the question whether or not theyld theoretically be verified
through some criteria, as some beliefs could. dukhbe noted, however, that at times

the distinction is difficult to make.

3.2 Attitudes to language

The termlanguage attitudecan refer to the attitudes individuals or commuagsithave
towards different languages, location- or sociadghvariations of a single language or
the speakers of said languages or language varsafidalaja 1999: 46). The present
study is directly concerned only with attitudesrfesas have towards foreign languages,
not varieties of a language, or attitudes towansakers of the foreign languages.
Therefore, the items within the questionnaire dregped to always refer solely to the
languages themselves. However, it must be takenaotount, that in their answers
some learners might closely relate their evaluasitteude towards a language to the
speakers of that language, especially if they hegmerience of using said language in
informal, natural situations, for example whilevieing abroad. Larsen-Freeman (2001:
19-20) claims that often the attitudes of influahfigures such as parents or teachers
also have an effect on learner attitudes towanguages, and they should be examined
whenever possible for a more comprehensive pictline. issue of attitudes of others
affecting the learners and their attitudes is beythie scope of the present study, and are
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therefore not examined within it.

The research into attitudes as they relate intguage learning can be considered to
have begun with empirical studies in reactionsiti@i@nt types of voices and accents in
the 1930s, according to Giles and Billings (20083)1 According to Kalaja (1999: 46-
47), the study into language attitudes began inesrin the 1960s, with the work of
Lambert and his associates. These early empirigdles used a method known as the
matched guise-techniqué&his method involves listening to a recorded tapetaining
examples of speech in different dialects by difiérepeakers, and then rating the
_____ unintelligent”, or
“honest_ _ _ _dishonest”. The method involves #h&rr complication. In every tape,
every speaker provides two samples, using diffededects both times, with samples
by other speakers in between them to prevent stenkers from recognizing this fact.
This stratagem was implemented to ensure thatistenérs would actually rate the
types of speech, not the voice of the speakere¢Giind Billings 2006: 188-190, and
Kalaja 1999: 49-54)

Other researchers followed suit, and languageudést have been studied in the field of
sociology, social-psychology, socio-linguistics atlication studies. Among the most
common methods of research for attitude studiesnéeeviews and questionnaires. For
example, Gardner and Lambert, using their ATMB-festdata collection, associated
attitudes towards languages and language speaktrsliferent types of orientations
and motivations. They noted that learners with etlentric attitudes and prejudices
towards language groups are unlikely to have amgd kof integrative motivation
towards language learning tasks (Gardner and LamB&@: 16). Their findings further
suggested that good motivation towards learningraign language stemming from
distinctive attitudinal basis allowed learners tchiave good results (Gardner and
Lambert 1972: 133). However, according to LarsexeRran (2001: 19-21) the exact
cycle of cause and effect for positive languageualits and language learning success
has not yet been conclusively discovered. Whethsitige attitude affects achievement
more strongly than good achievements lead intotipesattitudes is therefore still
unclear. However, positive attitude and achieventemdl to go hand in hand according

to many studies (Larsen-Freeman 2001: 20).
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The matched guise-technique was also developéedefuiand used in different kinds of
studies, such as studying listener reactions tonation, grammatical structures, and
pace of speech for example (Kalaja 1999: 53-5# matched guise-technique has
received criticism as well. The validity of the ddt provides has been questioned, with
doubts on whether such an indirect method actupityvides examples of actual
language attitudes. Also, usually the respondemts tanguage background is not
considered in analysis. Furthermore, the resposdemé passive, and have no
opportunity to contribute in their own terms, as the questions and scales are all pre-
constructed, and thus limit their chances to tdégcribe their own views. Other issues
pertain to the artificiality of the method, and dsconnection from actual real life
contexts. (Kalaja 1999: 61-62)

Kalaja (1999) has proposed an alternative appré@aehrds studying languages. Much
like language learning motivation as explained tigio the process model, language
attitudes appear to be dynamic, and subject atstitoevariation. She has proposed
discourse analysis for a research method for d#isiudies. This discursive approach is
at times similar to thecontextual approachHor studying learner beliefs, which is
examined more closely in the following chapterlad present study. Discourse analysis
as proposed as a method can, for example, stuflyratht texts, written of certain
topics, and with some guidelines but otherwisetemitfreely by those whose language
attitudes are being studied. With no per-constdicteales or close questions, the
answers and the data are often very different feach other both in their contents and
structure. The answers and data leave much roomnferpretation, and thus this
method yields no generalizations or far-reachingctigsions. This approach is most
concerned with language as a form and channeladlsateraction, and how language
use constructs social meanings. Beliefs, opiniontsatitudes are seen as the products
of discursive processes within this approach. (j§al®99: 62-69, and Garrett 2010:
160-163) However, discursive analysis is highly kvimtensive, and conducting large,

quantitative studies with it as the main methothéefore challenging.
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4 BELIEFS ABOUT LANGUAGE LEARNING

Many learners have beliefs, some of them false,esaot clear-cut, about language
learning. For example, a learner might believe thate is a certain age threshold after
which learning a new language becomes far morecditf or that there is a special
quality, which they lack, that is necessary forgady mastering language. These are
examples of beliefs that language experts can @entiy dismiss as false. But what
about if a learner believes certain language tovéxy difficult to learn, and their
personal experience seems to support this belief?th@ir beliefs stem from their
experiences, or could it be the other way arourah @e label a belief as false, if it
appears to be true for the learner's subjectiver@xpce? This is an issue that should be
addressed and acknowledged explicitly by both lagguteachers, and researchers of

the nature and effect of beliefs in foreign languéegarning.

Learner beliefs are problematic because they aramwersally accepted as a proper ID
variable, as beliefs are hard to conceive as anremy] trait-like factor (Dérneyi 2005:
214). However, there is no question that learndiefseaffect behavior, for example
when someone believes that a certain method ohitegris better than others, and
therefore resists other approaches, no matter whe#searchers have actually found
them more conducive for language learning. Beliedsm also have an effect on
motivation, as noted by Gardner (1985), in whoseiaseducational modetultural
beliefs were seen to affect botdttitudes towards learning situatiorend desire for

integrativeness

While in the above example concerning learningho@s, beliefs might appear similar
to language learning attitudes, Dornyei (2005: 2dld)ms that the difference is that
attitudes have usually stronger factual supporilenteliefs are more deeply ingrained
within our minds and can be traced back into foiveatpersonal experiences. However,
the validity of the claim can disputed, for exampleough questioning whether
negative attitudes towards certain ethnographicgspsuch as immigrants in Finland
are actually born from factual information and pog¢judices. For the purposes of this
study, based on theory of attitudes included witBinapter 3, the main difference
between beliefs and attitudes is based on the itefia of attitude including an

evaluative element, whereas beliefs necessarilyatoinclude such an element. If a
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learner thinks that English is the easiest languadearn, he is expressing a belief, but
if he claims to like studying English more thanethkanguages, the present study labels
the sentiment as an attitude. If a student claorsetbetter at Swedish than English, she
is expressing a subjective belief, based on hé&iireage as a learner, thought it should
be noted that language learning achievement, meédor example through grades

could provide very strong evidence to the belief.

Despite the issue whether beliefs are in fact arvdibable, language learner beliefs
have been recognized as characteristics which coumn explaining learning
outcomes. A second, larger and more fundamentalkiss that there is no clear
consensus on terminology and meanings relatedetsstiidy of what learners believe
and think about learning foreign languages. The twost widely-used terms are
metacognitive knowledgendlearner beliefs both of whom have had several alternate
definitions at different times by different resdars. Wenden (as quoted by Barcelos
2003a: 9) definetkarner beliefsasopinionsbased on experience, which influence how
students act, while she definadetacognitive knowledgas knowledge, possibly
incorrect, about language learning, and its praesShe later claimed thheliefsare
value-related and are held more tenaciously, wisarestacognitive knowledgis not
(Wenden 2001: 47). Furthermore, it is importantistinguish betweemetacognitive
knowledgeand metacognitive strategiesvhich refer to general skills for managing,
directing, regulating and guiding the learning @sx (Wenden 1999: 436). Sometimes
the terms have been used interchangeably, and sesrarchers do not divide beliefs
from knowledge in their definitions. For the purpsof clarity, the ternbeliefsis used

in the present study, asetacognitive knowledges a broader term, containing more

different parts and aspects within it.

This chapter focuses on beliefs as they pertalartguage learning, as it is the context
most relevant for the present study. Three diffeagaproaches to the study of beliefs are
presented as well. It should be noted that muck Ik the different periods of
motivation research, there is certain amount ofrlapeand interplay between the
different approaches and their modes of reseascthey do not follow a strictly linear
chronological progression where a new approachacegl old ones, but are different
possible ways to collect and interpret informatadbout beliefs. It is also important to
note that the present study does not fit completatitin any one of the approaches,
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though it features aspects from several of them.

4.1 The role of beliefs in language classroom

There is no question that learner beliefs havenfloance in the language classroom.
Horvitz (1987: 119) notes that many of these belaet born from past experiences, and
can sometimes be problematic, for example if a estuchas come to believe that
learning a foreign language requires certain spabidities, which they feel themselves
to lack. Teachers can encounter student resistamoetivating them to attempt to learn
nevertheless, and sometimes there is resistartbe tastructional activities the teacher
engages in. Learners often have preconceived rsotbmwhat language classes should
contain, and if their expectations differ from theacher's instructional style,
dissatisfaction, loss of confidence, and, ultimatdimited success in the language
learning process may follow (Horvitz 1987: 119-12Ih)ese expectations are often born
from the learner beliefs about what is effectivegiaage learning. Often the mismatch
between students’ and teachers' beliefs about tpuaglage learning procedures is
cultural in nature. It is thought that effectivaileing and learning arise from similarity
between teachers' and students' beliefs (Barc@@32 171).

Some of the main points which learners and teacméght have beliefs about, which
should be addressed, are given by Dornyei (20(8)a: 6
* How difficult language learning is in general arahhdifficult is the specific L2
they are studying.
* How quickly learners can expect to progress inlagg learning.
* What is required from the learner to successfugrm the L2, especially
regarding their own effort.

* How, in general, are languages best learned.

Mori (1999) found that language learning beliefauldobe reduced to three main
dimensions: (1) perception of the difficulty of tarage learning, (2) the effectiveness of
approaches to or strategies for language learnimdy (&) the source of linguistic

knowledge.
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According to Barcelos (2003b: 171), the relatiopshetween teachers' and students'
beliefs has not yet been comprehensively explo@uk particular issue is that the
research has focused on teachers' beliefs, anditlfiience on the students, and the
beliefs they have, but the influence of the stusldmtliefs on the beliefs and actions of
the teachers have not been studied to a signifidagtee. Also, most studies have
neglected to study the beliefs together with astistemming from them, leaving the

studies somewhat disconnected from real contexts.

4.2 Approaches to the study of beliefs

While some researchers, such as the aforementibloeditz and Wenden studied
beliefs in the late 1980s, it was during the 198t beliefs as factors involving
language learning were studied more closely (LaFseeman 2001: 22). Within the
past decade, the number of studies and differettiade focusing beliefs has expanded.
Examples of some empirical studies are found inp@&hab, and different approaches
and methods to the study of beliefs are presenéémb While there have been many
studies on beliefs in the past few years, there fane works aimed to present a
comprehensive overview of the topic, so much obrmfation below comes from

Beliefs about SLAedited by Kalaja and Barcelos.

Barcelos (2003a: 11) recognizes three approachie tstudy of beliefs about SLA: (1)
the normative approach(2) the metacognitive approachand (3) the contextual
approach This is by no means the sole categorization,oaexample Kalaja (1995,
2003) has, at times, recognized two categoriles: mainstream approachn which
beliefs are seen as cognitive entities inside drgylage learners' minds atite
alternative approachlater labelled as discursive, in which beliefs studied within the
context of communication as socially constructedcept that are not constant, but
subject to changes. It is also important to noge while Barcelos (2003a: 11-25) bases
the categories at least partly on the methodolagg un studies, the actual divide is not
always clear cut, as different researchers useegpdriment with different methods of

data gathering and analysis.

The present study contains elements from both nibrenand contextual approach, but
does not fully fit within either. Learner beliefstinn the context of the present study
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are seen as strongly based on learner experiesmog@ghey are examined in connection
with other factors affecting learning, namely lesarmotivation, and attitudes. Attitudes
and beliefs in particular have complex interactianth each other, and distinguishing
between the two is at times difficult, which can dmen when analyzing the results.
However, the data is gathered with closed-end oprestire, which is traditionally a
method of the normative approach and tends to geoinformation of more limited
kind, and leaves no room for the respondents oviceso This is due the broader nature
of the present study, which seeks to gather infionaabout three different concepts
and compare them. As a necessity, the informatsnegl about each measured concept
is more superficial in nature than would be theecéghe study would focus on only

one of them.

4.2.1 The normative approach

Studies within the normative approach see belietsibsecond language acquisition as
indicators of future language learning behaviodrhe studies have focused on
discovering and classifying the different beliedarners have, and also hypothesizing
cause and effect connections between differenefseand actions. Often within this
approach there is the implicit assumption the pctide and “correct” beliefs will lead
into successful learning strategies and behavigrpbliefs that are not productive will

lead into unsuccessful learning strategies (Basc2id3a: 15).

In normative approach, it is assumed that learhave beliefs about second language
acquisition and language learning, and these kedifféct their subsequent actions and
learning strategies (Mori 1999: 378). However, ¢hisroften the undertone that as those
beliefs often differ from the conceptions of langedearning scholars, the beliefs of the
learners are often false, while the scholars ayfet @and know what are the beliefs that
will lead into usage of good learning strategies. &ample, Horvitz (1987: 119), who
was one of the early pioneers into the study obsédanguage learning beliefs and
their effect, noted that learners hold a wide g beliefs that vary greatly in their
validity and accuracy. She went on to note thattdren “myth” would therefore be
sometimes more accurate characterization. Thisigihpssumption that “wrong” leaner
beliefs will lead into ineffective learning strateg and conduct is criticized by Barcelos
(2003a), among others, who notes that there isenotigh evidence to be certain of
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nature of this causal effect. Several other facush as previous learning experiences,
teacher's approach to teaching, and motivation aftect the relationship between

beliefs and action.

The most common method of gathering data in studisn the normative approach is
the use of questionnaires, most of them using Likeales. The data is then subjected to
statistical analysis, which allows easy comparisoms search or correlations. The most
widely used questionnaire is the Beliefs About Lzage Learning Inventory (BALLI),
developed by Horvitz in 1985. Others have modified BALLI, in order to adapt it
into specific contexts, or have used it as a bamisdeveloping their questionnaires
intended to gather data about both teacher anddedoeliefs. In 1999 Horvitz
conducted a review of different studies that masie af BALLI. The results suggested
that language learning beliefs vary based on leaage, level of proficiency and
learning circumstances. However, no clear cut difiees in beliefs based on cultural
groups were evident. (Horvitz 1999: 574-576)

However, more recent studies have also made useocd free-form questionnaires,
where the learners have opportunity to also desdhleir beliefs in their own words.
Also, some researchers have also used severatediffenethods of data gathering
within the same study, using, for example, intemgdeto supplement information

gathered from questionnaires (Barcelos 2003a: 13).

These new methods are welcome, as Barcelos (20@&6) notes the reliance on
questionnaires is one of the main issues withinmadive approach. While
guestionnaires are an easy and quick way to gatheéranalyze vast amounts of data,
they do have severe limitations. First, the stuslemtay interpret the questions
differently from what the researcher intended. ®d¢oquestionnaires limit the
respondents possible answers to the questionsiégr@e based on pre-established set
of statements and questions. Third, the informagatiered about the students beliefs is
out of context. While information is gathered abatiat learners believe, the questions
of why they have those beliefs, and how they act uposetheliefs are not answered.
(Barcelos 2003a: 15.)
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4.2.2 The metacognitive approach

Metacognitive knowledge was defined by Wenden (19%8) as “the stable, statable
although sometimes incorrect knowledge that learf@ve acquire about language,
learning and the language learning process; afeored to as knowledge or concepts
about language learning, or learner beliefs; thee three kinds: person, task and
strategic knowledge”. Others have used the ternorbeteveral times, mostly in the
field of psychology, but Wenden was the first telgpt specifically towards language

learning, instead of general knowledge about kndgdeand learning. Though she
included beliefs as a sub-set of metacognitive kedge in the above definition, and
noted that the terms beliefs and metacognitive kedge seemed to be used
interchangeably, she also argued that beliefs mriagt distinct from metacognitive

knowledge (Wenden 1999: 436). This distinction hestw belief and knowledge is not
explicitly present in the normative approach to thieidy of beliefs. She also

acknowledged that metacognitive knowledge can ohawgr time (Wenden 1999: 435-
436).

The main difference between normative approachraathcognitive approach is that
most studies within metacognitive approach attadatgimportance to metacognitive
knowledge in the pursuit of learnautonomy(Barcelos 2003a: 16-17). The function of
metacognitive knowledge is thought to be connetdeself-directed language learning
and learning strategies. According to Wenden (199%7) learner's metacognitive
knowledge strongly influences two phases in saifilation: task analysis, concerned
with planning their engagement in learning taskg] aonitoring, the skill used for
overseeing the learning process and evaluating r@seg Despite using different
theoretical framework than normative approach, riflationship between beliefs and

actions is still seen as cause and effect in thacognitive approach.

Data in metacognitive approach is gathered mohtiyugh semi-structured interviews
or self-reports (Barcelos 2003a: 16). The datahentsubjected to content analysis.
Questionnaires are sometimes used, but the BALEktjonnaire most commonly used
in studies within normative approach is not usethenmetacognitive approach. Instead,
researchers develop their own questionnaires far 8pecific purposes. According to
Barcelos' (2003a) critical review of the field ahuage learning beliefs study, there are
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far fewer empirical studies within the metacogmtapproach, and instead most of the

studies are theoretical in nature.

Barcelos (2003a: 19) notes that the advantage tdaognitive approach is that the use
of interviews and self-reports allows learners kaberate, reflect and evaluate their
beliefs based on their own experience, unlike iestjonnaires used in normative
approach. Also, a great amount of information abmgtacognitive knowledge in
relation to self-oriented learning is also gainexhf these studies. For shortcomings, the
situational context and its effect on beliefs ac¢ considered within this approach.
Also, unlike in the contextual approach, beliefe anly inferred from statements and
intentions not actual actions. Lastly, beliefs amly defined as metacognitive

knowledge or a facet of it, thus providing a somatlimited perspective.

4.2.3 The contextual approach

Recently, there has been a growing number of studiéch do not belong to either of
above approaches. While studies in this group as®uws theoretical frameworks and
different methods of data gathering and analysesy share some common assumptions
about beliefs. They do not attempt to create a rgérfieamework of belief theory, but
instead aim to better their understanding abouetsein specific circumstances. They

see beliefs as embedded in student's various dsen{®arcelos 2003a: 19.)

The studies within contextual approach charactdredefs as contextual, dynamic, and
social (Barcelos 2003a: 20). Social interactioningortant for the formulation of

beliefs, and modifying the contexts in which thegcar. Beliefs are recognized even
more as a part of student's experiences than im#tacognitive approach (Barcelos
2003a: 21). Unlike the other approaches, contexdpproach assumes the perception
that knowledge is situated, so in order to study anderstand learner beliefs, and the
actions that stem from them, the learning situatiomust be investigated (Barcelos
2003a: 25). Commonly this is done through classrobservation, where the actions of

students and teachers are studied together witbetlefs they report to have.

The studies within the contextual approach do atres any common methodology.
Barcelos (2003a: 21-23) lists a number of differerdthodologies used within this
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approach: ethnographic classroom observation asé studies, metaphor analysis,
diaries and discourse analysis, for example. Whiie various studies are a
heterogeneous group, which makes direct compabstmween them problematic, they
do share common assumptions, which provide a vaictdre of beliefs as very closely
linked to situational social contexts and as a dyinaoncept. Perhaps the biggest issue
with this approach is that the various methodolegised within it tend to be very time-
consuming, and lack the ease of data compiling @wdparison which comes from
using quantitative methods (Barcelos 2003a: 25).aA®sult, the number of studies
within contextual approach is not as large as anthegothers, though it is growing
nevertheless. Two such studies are included iméxé chapter.
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5 PREVIOUS STUDIES ABOUT MOTIVATION, ATTITUDES AND BELIEFS

Presented below are selection of studies that foousotivation, attitudes, and beliefs
pertaining to foreign language learning. The lisexamples is by no means exhaustive,
containing only few studies, in order to providensolarger context for the present
study, and to give an impression about the typevark that has been done about the
topics. First, a number of published studies froithiww the last decade are summarized,
to provide examples of more recent studies, and/tat kind of results they have
arrived. The studies presented here were choseusecthey are all recent, and they are
all rather different from each other, giving an megsion about possible ways of
researching variable learner qualities. Two of ghedies are very large, and draw
conclusions about the effect of different factoesdd on comparing large amounts of
data. Two of the studies are small case studidstheur potential implications are also
very interesting for researchers of beliefs and mem interplay with L2 learning.
Secondly, a few Finnish studies concerned mostih@m learners view languages are
presented. The studies are included to providengngssion about the kind of work that
has been done in Finland. Following them, threetdtasThesis studies about attitudes
and beliefs conducted in Jyvaskyld University arespnted, for the purpose of

comparisons and contrast to the present study.

Generally speaking, motivation is the topic that haen studied and examined the most
within the field of language learning. Attitudes aften covered interchangeably with
motivation, though they have been the focus ofistudf their own quite often. The two
motivation studies summarized below included atBwl as a factor affecting
motivation. Language learning beliefs is a moren¢topic of interest, with the number
of studies focusing on it growing within the lasicdde.

5.1 A selection of previous studies on motivatiomttitudes and beliefs

In 2003, Gardner and Masgoret conducted an metgsasiastudying a number of
different studies which had used the socio-educatimmodel of language learning, and
made use of the ATMB. They were interested in tbenections between different
variables of the model and actual achievement mguage learning, seeking to
conclusively prove the connection between motivatamd success, or the lack of
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thereof, in language learning. The results wergstjve of their hypothesis (Gardner
and Masgoret 2003: 140-154). There was a clearitiyscorrelation between
integrative motive (consisting of integrativeness, attitudes towatte learning
situation, and motivation), integrative and instantal orientation and achievement in
language learning. Their findings also suggesteat thotivation, defined in this
situation as consisting of motivational intensigffgrt expended), attitudes towards the
target language, and the desire to learn the tigetttanguage (Gardner and Masgoret
2003: 125, 128) was the most significant factomntiphing over integrativeness,
orientations, and attitudes towards the learnitigasbn. According to their findings,
age of the respondents was not a factor (GardrieMasgoret 2003: 123-124).

Kormos and Csizér (2008) studied the different dextaffecting Hungarian EFL
students' language learning motivation. Their tssuhried greatly with different age
groups, and as a result they were skeptical optssibility of an universally applicable
motivation theory (Kormos and Csizér 2008: 349)oddh their results varied, it
appeared that the most significant factors affgctimotivation were attitudes towards
English and learner self-image, how they see them@msas learners of English (Kormos
and Csizér 2008: 349-351). Both of these factogssaynificant for the present study, as
even though learner self-image is not on one ok#yeconcepts, the questionnaire used
for the present study involves questions aboutnkrabeliefs regarding their own

abilities.

Both of the above studies are very much quantgatstudying large numbers of
learners through the use questionnaires. Howesgdarguage learning processes, and
the various factors related to it are very comptér, qualitative method has its place
when attempting to study more than superficial mspions of learner qualities. Two
recent qualitative studies about beliefs are sunmearbelow, to provide an example of
the new research venues of language learning bstiglies. One of the studies
explicitly labels itself as contextual in naturdjile the other (Peng 2011) uses the term
ecological approachin describing itself. However, the principles urigeg the
approach have so much in common with contextuatcagmt as described here that it

can safely be considered contextual in nature.

Navarro and Thornton used contextual approach tefeewhile studying Japanese
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university students. They sought to study the lipésveen beliefs and actions, and how
they influenced self-directed learning (Navarre &ofnton 2011: 292). They studied
two students during an elective English course Wwhégmed to promote learner
autonomy and improve self-study skills (Navarre &ofhton 2011: 292-293). In
addition to studying learning journals written cgyithe course, the researchers also
administered a questionnaire about the learneligffeand proceeded to examine and
compare both (Navarre & Thornton 2011: 293-294)eiffttonclusions were that
learners' beliefs about their skills, and how cotlldy improve them affected their
courses of action, and the results of their actionther modified and refined existing
beliefs, while interaction with instructors bothnferced existing beliefs and also led to
formation of new beliefs (Navarre & Thornton 20298-299).

The issue of beliefs evolving and changing was stigated by Peng (2011) in an
experimental empirical study, where she observezl ©ninese student's beliefs about
her English classes after transitioning from seeopdo tertiary education for the
period of seven months. The data was gathereddhrouerviews, study journals, and
observations about classroom activities (Peng 2@186-317). The results strongly
suggested that language learning beliefs are vemyegt-dependent in the short term,
undergoing variance based on transpiring event$irwithe classroom, and the
subsequent learner emotions. Peng's findings steghéisat language learning beliefs
can change subtly yet comprehensively when mowvihg & new sphere of instruction
and orientation that is different in both contemigthodology and level of challenge
(Peng 2011: 321-322). However, she notes that tilny sonly examined one student
very extensively, and as such, too far reachinglosions should not be drawn, though
the study serves as a possible precursor for Istigties aimed to investigate and

confirm the findings.

5.2 Previous studies in Finland

In 1996 Dufva et al. (1996: 37-90) conducted ardepth study, where they used
questionnaires, group discussions, and single-pergerviews to gather information
about what they referred to aseryday knowledge of langua¢E996: 43-44). They

studied the informal assumptions, opinions, belaid attitudes of ten very different
Finns about language learning and teaching in &thldhough their sample was small,
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their method of data gathering was very throughantl they analyzed every piece of
data carefully. The results were varied and atgithe research subjects disagreed with
each others' views. For example, some intervieweasidered difficulty of a language
to be a objective quality of a language, while s@aee subjective reasons for a person
experiencing learning a certain language as diffildufva et al. 1996: 60-61). The
origins of theeveryday knowledge of languag&as attributed to three main sources:
personal experience (for example, trips abroadjreghgeneral assumptions within the
society (for example, “you need to be good at laggs to do well in the business
world”) and institutionalized views, such as wheddhers think about language learning
and usage, and thus impart on their students.

Their main conclusion was that learners' everydaywkedge of language is a valuable
hidden resource that has not yet been taken adyaetzough in language learning and
teaching. Explicitly acknowledging and discoverilegirners' everyday knowledge of
language, for example their beliefs about the festwf target language or how they
feel it is best learned, could both empower learemd provide them with more

tangible knowledge about the learning process. ®udwnd her fellow researchers
recommended that different social and psycholodgmetiors which affect learners and
their everyday knowledge should be acknowledged expdoited in formal teaching.

(Dufva, et al. 1996: 82-85) To compare, what thespnt study seeks to achieve is to
gather information about certain issues pertaininanguage learning and teaching in
Finland from a narrowly specified target group (epsecondary school students)
through a less exhaustive method (questionnairémiever, the sample size is larger,
and the results can provide a counterpoint to Dsifgtudy. Also, the information the

present study seeks to gather can be considered itacluded in what was defined as

everyday knowledge of language.

Building on and contrasting with Dufva's study, A@003: 284-286) interviewed 19

children in school, in order to study their coneams of language, and from where they
originated. While she avoided in drawing generalme, her conclusions were that
children do not necessarily think about languages their usage at all, unlike adult
learners, until explicitly questioned. Even themeyt tend to fall back on what other
people have told them (Aro 2003: 286) and answeoraing to what they have been
told. Aro (2003: 290-292) hypothesized that witimei the answers became more
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personalized, based more on their own views adremlage and mature, and eventually
the children do not consider the origins of theews closely, but rather simply think
them as their own, based on prior experience. ¢tigd be considered the difference

between a “child” or adolescent learner and an ltdduature learner.

Aro also conducted a longitudinal case study, wkbeeattempted to research both what
beliefs students hold about English and how thediefe change with time. It appeared
that some beliefs, especially those about how laggsi are best learned became more
similar as result of exposure to authoritativeuinfpom teachers, whereas some beliefs,
mostly about themselves as learners of Englisharhecmore varying and personalized
as a result of different personal experiences twez. (Aro 2009: 154-155) The 2003
hypothesis about beliefs becoming more personalizgd growing maturity were

therefore partially correct.

Kalaja and Huhta (Kalaja 2003: 94-106) studied liediefs of 12 Finnish upper
secondary school students as they embarked on #teciMation Examination on
spring 2000. Their respondents made audio-diarfesh@r thoughts, feelings and
experiences, with certain prompted topics by tleeaechers. They were interested in
how the respondents explained success, or thehac&of, in the English test as a part
of the Matriculation Exam. Their results were hightarying, and respondents’
explanations were different at different times. Tio&r most common explanation
categories were based on learner's hard work dod,ééarner skill in English, general
quality as a test taker, and luck. Different studegave explanations fitting into
different categories at different times (Kalaja 20001). The study illustrated how
difficult it is to draw generalizations, and alsmliighted that factors such as learner
attributions or self-image are viable to changeatyitally, based on the recent events

and issues.

There have been several master's thesis studieEngfish concerning attitudes,
motivation and beliefs. Kansikas (2002) studied #u#itudes towards different
European languages held by Finnish upper secorsddugol students. The respondents
had to choose a language best matching a givesriariffor example, most beautiful,
easiest, etc.) and then complete sentences congeBnturopean languages according
to their opinions. The sentences were “| think gmdoreign language> sounds like...”
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and “<insert foreign language> is suited well faf.. According to the answers, English
was the most precise, easiest and the richest dgegand Russian the most difficult
and ugliest. German was thought as the most coarattserious language, French the
most beautiful, and Estonian the funniest. Fingliyedish was thought as the poorest
language, and Spanish was the language greatesinaumorespondents would like to
learn. Based on the rest of the questionnaire B&ddish language received the most
negative attitudes in general, and unsurprisinigbsé with low grades in Swedish also
though it as a difficult language, whereas in Estglieven those with low grades

thought that English was an easy language. (Kagg€Ra2: 109-110)

Petrow, in her 2010 master's thesis studied theidgs towards English language of
university students studying English. Her method &ajuestionnaire containing seven
open-ended questions, five relating to English amd relating to Finnish. Perhaps
unsurprisingly, the attitudes of the respondentsatds the English language were
mostly very positive, especially towards the aspedtaesthetics and intelligibility of
the English language. However, she reported tletegbpondents, who were thought as
future experts of English in the study displayetheonegative attitudes towards the
Finnish language concerning intelligibility. (Petar@010: 58-60)

In a study concerning beliefs Finnish upper secondtudents have about themselves
as users of Finnish, Swedish and English, OksaB@85) used metaphor analysis to
gather her data. Her conclusions were that theestsdhad most positive images of
themselves as speakers and writers of Finnish, thedmost negative self-images
concerning the use of Swedish. English fell in lestw the two, but the students felt
more confident as writers of English than speaketgreas the reverse was true for
Finnish and Swedish. Female students were slightlye confident as users of Finnish
and Swedish, but as users of English, male studeads significantly more self-
confidence. (Oksanen 2005: 65-67)

These three studies were included to provide amdagon about the kind of research

that has been done at the level of master's thasgises in Finland. The present study is

detailed in the next chapter.
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6 PRESENT STUDY

6.1 Aim of the present study

The aim of the present study is to gather inforamatirom Finnish upper secondary
school students about their experiences, feeliagd, perceptions regarding studying
foreign languages in Finnish schools, and abodérint foreign languages in general.
English has an emphasized importance in the presticly, partly because of its
importance as a global language, and partly becthesgresent study is conducted
within the English programme of the Department afnguages. The theoretical
framework for the present study is quite broad, Hrel key concepts of motivation,
attitudes and beliefs are closely connected. Thezethe study does not seek to rigidly
divide its data into wholly separate sections comog solely one concept at a time,
without overlap or interplay, but rather pursudarger, more general picture.

The present study has two main research questimtls, of which are quite broad in
scope. The first research question correspond&dditst part of the questionnaire,
while the second question is connected to the separt. However, while the second
part of the questionnaire is not EFL specific, Estglwill be among the languages
students provide answers for, and therefore thensepart of the questionnaire may
also provide information for purposes of answethmgfirst research question. The main
research questions, and their secondary questosts,

1. What motivates Finnish upper secondary schaalesits in learning English as a
foreign language?
* How do the results from the present study compamgher studies done before?

* Do the answers from the first part of the questarenmatch those given in the
second part?

* Are there any differences between males and fefMales
2. What do Finnish upper secondary school studdntk and believe about their

foreign language learning?

* How do they evaluate, rate and compare the diffef@mign languages they
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have studied? Why?
« What kind of opinions, expectations and attitudeshe&y hold about them?

* Are there any differences between males and fefmales

One goal of the analysis is searching for correfetibetween different answers. For
example, if a majority of the answers state tha #tudents feels Swedish is the
language they possess the least amount of skitlwill be interesting to see how many
of those respondents also reported Swedish astagh language they like the least. It
is also interesting to discover what languages esttsd find difficult, and whether

finding a language difficult and disliking it arermected to any significant degree..

It is possible to draw some preliminary hypothealbsut the results the questionnaire
yields. As stated in the Introduction to this stuénglish is studied as a foreign
language at school by over 90 percent of FinnsEAglish is also the global language
of choice of entertainment and media, it is vekelly that many respondents will report
it as the language they use most outside of sclBawause it is also tHengua franca

of the business world, a large number of resporsderit doubtlessly consider it as the
most important language for future studies or cakeenoted by Mauranen (2009: 1-2),
English is also very often used as the languageoaimunication between speakers
who do not speak each others languages. Therafasegquite commonly used in the

area of tourism, and students travelling during a&ation are likely to use it to

communicate with non-native English speakers inntssfor example.

Swedish is not actually a foreign language in Fdlabut the other official language.

However, it is included as a foreign language forppses of this study, because
everyone has to study it in school, and very femnBioutside of the west coast speak it
as their first language, or are bilingual. Furtherey the respondents of the present
study are all living in Central Finland, an envineent where Swedish language is very
rarely encountered outside of school. Also, Swedsla mandatory language provokes
strong reactions in Finland. Other studies thathstudied attitudes and beliefs towards
foreign languages have reported that learners rfe@ke negatively towards Swedish

than English (see for example, Kansikas 2002: 108-aAnd Oksanen 2005: 47-53).

Therefore, it is likely that there will be strongntrasts between Swedish and English is

several issues.
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6.2 Questionnaire as the method of data gathering

The method of data gathering chosen for the presady is a self-administered pencil-
and-paper questionnaire in Finnish. Dornyei (20@23B) classified the different type of
data a questionnaire can yield ftual (for example, language learning history),
behavioural(for example, language usage) attitudinal (attitudes, opinions, beliefs,
interests and values). The questionnaire useceiprbsent study seeks to gather data of
all these types. The use of questionnaire was chasea method because of its
efficiency. Large amounts of data can be gatheteckty and with minimal researcher
effort, and questionnaires are also fast and easthé for research subjects to answer.
Data processing is also fast and easy when usiestiganaires. (Dornyei 2003b: 9-10).
Questionnaires are particularly suited for quatitiaresearch and statistical analysis.
Open ended questionnaires are certainly possiblevedls However, even the best
constructed open-ended questionnaires always dubi@rthe problem of superficiality.
The questions by nature have to be somewhat reati@and the answers tend to be too
brief for detailed qualitative interpretation. Alssometimes the answers are more
difficult to categorize. (D6rneyi 2003b: 14-15, 47)

There are a number of other potential issues willestionnaires that should be
considered when constructing one. The question® havbe phrased simply and
straightforwardly enough so that everyone can wstded them correctly. If there are
any misunderstandings, or errors made while filihg questionnaire, the researcher is
unable to correct them or provide help to the redpats. Other potential major
problem is that respondents might be unmotivatedntswer the questionnaire, or not
take care while doing so. This can lead to insigfitamount of filled questionnaires or
a large number of mistakes made while answerinbhie. questionnaire should not take
too much effort to complete either. If a questiamnds too long or monotonous,
respondents may begin to answer inaccuratelynothe case of open questionnaires,
with too brief answers nearer the end of the qaesaire. (Dorneyi 2003b: 10-14)

Other type of issues relates to the reliabilitytlié data gathered from the answers.
Respondents might provide information that is ifually incorrect because they are
deceiving themselves in regarding some issues (@0rp003b: 13). For example a
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respondent might falsely report that English isrthest language, when in fact they are
more proficient in Swedish. For this reason, theesjons in the questionnaire
developed for the present are phrased to ask Wwawthelieve about themselves as users
and learners of foreign language, instead of sgekiraccurately measure proficiency.
Other reliability issues with questionnaires are tendency of people to agree with
statements when they are unsure and the tendencgveogeneralize (DoOrnyel
2003b:13). For this reason, the questions withan dhestionnaire used in the present

study are intended to be explicit and involvingthewut simple yes or no answers.

6.3 Constructing the questionnaire

The questionnaire used in the present study wastrembed using the guidelines and
check-list as set by Doérnyei (2003b: 17-62, 132)134e questionnaire is original in
nature, constructed for the purposes of the prestwly. However, several previous
guestionnaires served as an inspiration and sonaterial for the present questionnaire.
The most important ones are the motivation questor used by Ddrnyei et al. in
2006 (reprinted in DOrnyei 2011: 272-274), the tide-Motivation Battery developed
by Gardner in 1985, and The Beliefs About Languagarning Inventory (BALLI)
(Horvitz 1987: 119-129). The questionnaire wentotigh several incarnations,
receiving slight alterations after each draft. Ttwme it takes to complete the
guestionnaire was tested with two anonymous ppéitds, who also served as testers
for the intelligibility of the instructions includkein the questionnaire. These two
participants are not included in the study propsithey were outside the target group of

the study.

The questionnaire is in Finnish, in order to avemdsunderstandings among the
respondents, who are native Finnish speakers. Tiastignnaire consists of two parts.
The first part contains 16 closed questionnairmstewhich use statements rated with
Likert-scales to evaluate the motivational andwdtnal factors regarding studying and
using the English language. The second part cantad questions concerning the
attitudes, beliefs and motivations of the respotsldowards all different foreign

languages they have studied, not merely Englishselcond part respondents answer
guestions by choosing the language, or languageddst fit to their experiences about

language learning and use.
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The 16 questions in the first part are be dividet ifour different categories. The
questions are purposefully not grouped togethecdiggories in the questionnaire, but
instead follow a sequence where a question fromfitee category is followed by a
question from the second, and then third, and fbarth, repeating the sequence four

times.

The four categories are:

1) The guestions concerning affective responsesrtsManglish language, and its
usage (questions 1, 5, 9, and 13).

2) The questions which concern instrumental origmmabr motivation (questions
2,6, 10, and 14).

3) The questions which concern integrative orieatatr motivation (questions 3,
7,11, and 15).

4) The questions which relate to the self-evaluatdreffort, achievement and
progress respondents have about their study ofi#n{fiuestions 4, 8, 12, and
16).

It is important to note that some of the closedstjoanaire items are constructed so that
the respondents might give an answer that is vemlas in the second part of the
questionnaire. For example, there is the staterfidite studying English better than
other foreign languages” and the question “Whicteifgn language do you like the
most?”. This is intentional, and for the purposdstesting the reliability of the
respondents’ answers, and seeing if there are @artyadictions to be found. Also, two
of the questions in the fourth category were pugpdl/ phrased negatively, while two

were phrased positively, in order to stimulate oegjents to think about their answers.

Of the 13 questions in the second part, 10 arepajuestions (questions from 3 to 12),
designed to allow the respondents to make persaiaé judgements about different
foreign languages by contrasting languages witth e@tber. Some of the questions
gather factual information about learner experisneéh language usage and learning
(1, 11 and 12), while some relate to different metional aspects (questions 3 and 4),
and others to attitudes towards foreign languagesstions 2, 5 and 6). Others involve
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respondent beliefs about language learning and dblees as a language learner
(questions 7, 8, 9, and 10). The final questior) (48oncerned with what languages the

respondents think should be compulsory for everyorsudy at school.

6.4 Participants and gathering the data

The data was gathered in autumn 2011. All of tlepeadents for the present study
came from the same upper secondary school in GeRitnégand, so there are no
differences in what kind of courses in what diffegréoreign languages were offered to
the respondents. Also, Central Finland can be densd neutral in regards to foreign
languages, whereas coastal Finland, especiallganest, has a greater proportion of
people whose first language is Swedish, and Finthislsecond. Also, cities and schools
close to the eastern border of Finland focus marethe Russian language, and a
proportionally greater number of students studhain in the rest of Finland. All of the
respondents were second-year students taking the &mnglish course (Al-English,
that is, English that has been studied since thid tirade of comprehensive school)
albeit with different teachers. The respondentsvgiven the questionnaire during their
lessons, but they answered it on their own time\&ack given a chance to return it at
the beginning of their following two English lessormhe instructions for filling and

returning the questionnaire were provided at tinnenvthey were handed out.

Approximately one hundred questionnaires were hdumile, and 58 were returned. Of
the respondents who returned the questionnaireye32 female, 18 were male, and 8
neglected to fill in their sex. Based on persongbegience while distributing and
collecting the questionnaires, it can be estim#tatithe majority of those who forgot to
mark their sex were male, but as the respondeexstannot be deducted from their
answers, those questionnaires without sex marketardled as they are, and removed

from calculations when looking into results frorther sex separately.
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7 LANGUAGE LEARNING MOTIVATION, ATTITUDES AND BELI EFS OF
FINNISH UPPER SECONDARY SCHOOL STUDENTS

The results from the questionnaire are presentémivb@ tables. The results from the
second part of the questionnaire are presentedbisause they provide more general
information about the thoughts, experiences ancegtions about language learning
and use of different languages of Finnish uppeorsgary school students. The English-
specific answers from the first part of the questire are then presented. Comparisons
and connections between the results from the twis pae mainly included in the next

chapter.

The results are provided first from the whole boflyespondents, and then divided by
sex of the respondents. It is important to notet ttieere might appear some

discrepancies in the results divided by sex becausigh number of respondents, 8 in
all, almost 14 percent of the total, neglectedltanftheir sex in the questionnaire sheet.
While these 8 are included when looking at theltedtom all respondents, they are left
out when looking at the results as divided by Sé&e number of female respondents,
32, is significantly higher than the number of madepondents, 18, which means that
some caution should be exercised when drawing palignfar-reaching conclusions

about the differences between sexes.

There is an important factor to note about how rémults are presented. The tables
detail how many respondents answered in a certayy and what percentage that was
of the total number of respondents. However, sofmiie respondents have studied a
different number of the different languages, whides affect the actual statistics in a
not immediately obvious, yet in a significant manri&r example, 15 students out of
the total 58, that is 25.9%, answered that Swediaf the most difficult language to

learn in their opinion, while 17 (29.3%) answerbdttGerman was the most difficult.

However, whereas all of the respondents had stusieetlish and English, only 21 had
studied German. Therefore, of the actual studerds had studied German, close to

81% thought that it was more difficult than anyestfanguage they had studied.

Furthermore, some respondents had misunderstoodxiiected way of answering to
some of the items in the second part of the quastioe. Some of the items have the
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option of marking several languages as their angwigcated by the use of plural noun
“languages” (for example, when asked what languéty®g have studied) but in most of
them, the respondents are expected to mark onedgeg indicated by singular noun,
best suited in their opinion. However, several oesients have at some items evidently
been unable to decide which language best fits txgieriences, and have thus marked
two. Both choices are treated as equally valid amedboth included. This is not a large
problem, but one should be aware of it, for reasainstatistical accuracy, as it does
increase the the number of responses in some immdgherefore also slightly alters the
statistical information (the distribution of pert¢ages of respondents, for example). The
total amount of languages marked as answers isdadl in all of the tables in this
chapter, but the percentage of language chosemsaggaalways refers to the number of
students (58) who answered the questionnaire, owtrhany languages were actually

marked by the respondents for the particular item.

As a result, while the tables provide the stastixé the answers, they have to be
interpreted to arrive at the actual, genuine resdihe results of each item from the
second part of the questionnaire are discussedeafégy table in Chapter 7.1. While the
results are presented item by item in Chapterf@rithe purposes of achieving a clearer
picture of the different languages as a whole Giap2 contains the results organized
language by language, with accompanying discusaimh comparisons. The results
from the first part of the questionnaire are orgaditogether according to their different
categories, as detailed in Chapter 6.3, unlikenendctually administered questionnaire
where they were spread out, in order to prevent rgpondents from forming

presuppositions about how they were supposed tweanand what the questionnaire

implicitly measured. These results are found itembogether with discussion in 7.3.

7.1 Students and foreign languages: results from ¢ second part of the

guestionnaire

7.1.1 Respondents and their foreign languages

For purposes of clarity, the information about eliént language combinations found
within the respondents and the number of languatyebed, is provided in Tables 1 and
2. After these two tables, the results from thengefrom the second part of the
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guestionnaire are presented and examined. The deengrganized into two categories,
the perceived usefulness and importance of diffel@mguages, and the views about
different language based more on personal exp&serstich as perceived difficulty of
language. The items are therefore not in the samgeroas they were in the
guestionnaire. As mentioned in Chapter 6, moshefitems of the second part of the
guestionnaire were developed to be paired togetherder to better examine certain
issues. Therefore, the analysis of the issue instoqpre is done after both tables
corresponding to the issue, with occasional refserto results from previous tables in
the interests of comparison and contrast. The gajueestions are 3 and 4, 5 and 6, 7
and 8, 9 and 10, and 11 and 12.

Table 1. Different language combinations studiedhayrespondents

Foreign languages studied n %
English and Swedish 13 22.4%
English, Swedish, and German 15 25.9%
English, Swedish and French 13 22.4%
English, Swedish, and Russian 2 3.4%
English, Swedish and Spanish 2 3.4%
English, Swedish and Italian 1 1.7%
English, Swedish and Latin 2 3.4%
English, Swedish, German and French 2 3.4%
English, Swedish, German and Italian 1 1.7%
English, Swedish, German and Spanish 2 3.4%
English, Swedish, French and Spanish 1 1.7%
English, Swedish, Russian and Japanese 1 1.7%
English, Swedish, Spanish, and Italian 1 1.7%
English, Swedish, German, Russian and Spanish 1 1.7%
English, Swedish, French, Russian and Spanish 1 1.7%

As can be seen from Table 1, there was a large euofbdifferent combinations, the
overwhelmingly most common being English, Swedisld ane other language, for a
total of three. The most common third languages ewérench and German,
unsurprisingly, since they are the most commonldist foreign languages besides
English and Swedish, both within the present stwhd nationwide as well

(Kumpulainen 2011: 55-58, 88-89). It is interestibg note that many students
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answering the questionnaire have chosen quite istmprcombinations of additional
different foreign languages, such as Russian apangse, or Spanish and Italian. These
choices speak of both interest in different fordigmguages than the most immediately
relevant ones because of geography and geopoéticsthe opportunities offered by the
Finnish education system for students to broadeir tanguage arsenal according to
personal interests and preferences.

Table 2. Number of different languages studiedhgyrespondents

Number of foreign n % n= |% femalgn =male| % male
languages studied female

Two languages 13 22.49 7 21.9% 3 16.7p6
Three languages 35 60.3% 16 50% 15 83.3%
Four languages 8 13.89 7 21.9% 0 0%
Five languages 2 3.4% 2 6.2% 0 0%

According to the report from Ministry of Educatiom 2009 the number of foreign
languages studied by upper secondary school stuaeas divided as follows: 46.3%
studied only two foreign languages, 40.1% studiedd, 11% studied four, 2% studied
five, and finally at least six foreign languagesrevestudied by 0.4% (Kumpulainen
2011: 88). Compared to the nationwide statistibg, humber of foreign languages
studied by the respondents, included in Table Z& praportionally noticeably higher,
though none of the respondents in the present "ugtiled as many languages as six.
The most significant difference appears to be thatproportion of students studying
three languages was much higher than national geerand the number of those

studying only two was correspondingly lower.

It is important to note that while students' owterest in foreign languages (and their
parents as well, in some cases) is an importatrfabe situation is that some schools
do not offer all foreign languages. Larger schanoldarger cities have the advantage
over smaller schools here, both with larger nundfestudents, and thus teachers, and
the option of having students from several studé&ois nearby schools form shared

groups for learning a language which does not tevenany students interested in

learning it that having classes in every schookmy of them in some cases, would be
possible.
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Table 3. Item 1: What foreign languages do youystadhave studied before?

n % n=female| % femal¢ n=male % male
English 58 100% 32 100% 18 100%
Swedish 58 100% 32 100% 18 100%
German 21 36.2% 11 34.4% 9 50%
French 17 29.3% 10 31.3% 4 22.29
Russian 5 8.6% 12.5% 0 0%
Spanish 8 13.8% 7 21.9% 1 5.6%
Italian 3 5.2% 3 9.4% 0 0%
Japanese 1 1.7% 0 0% 0 0%
Latin 2 3.4% 1 3.1% 1 5.6%

As can be seen in Table 3, the most common non-glsmy languages were German
and French, with 21 respondents studying Germaah,1anstudying French. Spanish

was studied by 8 respondents and Russian by 5mdepts. Italian, Latin and Japanese

had 3, 2, and 1 respondents studying them, respéctiinterestingly, the order of

languages by how many students study them remlagnsame both nationwide and in

the present study, with German and French being swamon and Italian and Latin

being the rarest, with Spanish and Russian in tigdellsn Japanese was not listed in the

official report. (Kumpulainen 2011: 89)
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Table 4. Item 2: What foreign language, that yowehaot studied, would you like to know?

n % n=female, % femal¢ n=male % male
English 0 0% 0 0% 0 0%
Swedish 0 0% 0 0% 0 0%
German 7 12.1% 5 15.6% 0 0%
French 11 19% 10 31.3% 0 0%
Russian 12 20.7% 10 31.3% 2 11.1%
Spanish 30 51.7% 17 53.1% 8 44.4%
Italian 3 19.3% 3 9.4% 0 0%
Japanese 2 3.4% 1 3.1% 1 5.6%
Ancient 1 1.7% 0 0% 1 5.6%
Greek
Estonian 1 1.7% 1 3.1% 0 0%
Latin 2 3.4% 2 6.3% 0 0%
Arabic 2 3.4% 0 0% 2 11.1%
Nothing 8 13.8% 1 3.1% 4 22.2%
Everything 1 1.7% 1 3.1% 0 0%
Total 80 100% 51 100% 18 100%

Table 4 contains information about the foreign lsamges respondents would like to
learn. Spanish is the most popular among the rekgmis of the present study by a wide
margin. Of 58 students, 30 would like to learnTihe number of students wishing to
learn Spanish is therefore greater than the cordlansount of students wishing to learn
the two next most popular languages, French (1) Russian (12). However, one
should also take into account the results from ifleras students who already know a
language would not mark it for item 2. However, wheoking into the combined
amounts of students who know a language alreadyhars@ wishing to learn it, Spanish
is still the most popular at 38 students totalhvierman and French in a shared second
place with 28 students both. 8 students did nabwidearn any more languages, two of
them having studied only English and Swedish, while other six already studied
additional language. Besides Spanish, Russian,chremd German, there did not
emerge any great interest in other languages, ovith from one to three students per

language interested Italian, Japanese, ancienk@ragn, and Estonian.

When it comes to differences between sexes, fers@ldents are generally more
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interested in learning new languages, with only mr@king down “nothing”, or rather,
failing to mark anything at all, nothing not beirgn included option in the
questionnaire, and one writing on the marginshaf questionnaire proclaiming her
desire to learn every possible language. As foremal students were uninterested in
any language, marking nothing. Though the respdsderre originally supposed to
mark only one language, many marked several. AftiEting up the total number of
languages marked, 32 females chose total of 5Qibsges, while 18 males marked only
14, giving a clear impression that, issues of progeestionnaire procedure aside,

females were more interested in learning new laggsia

However, interesting individual differences candsen from the results. While males
were in general less interested in more “commomyleges such as German and
French, they did have some students interesteenn incommon languages, namely
ancient Greek and Arabic. Female students did Imartesthis interest, but they did mark
down Estonian and Latin, therefore sharing in highdividual interest in languages

not usually studied in Finland, with only Estonia@ing even remotely represented in

Finland in any mainstream fashion due the geogcapproximity of Estonia.

7.1.2 Usefulness and importance of foreign languagie

Table 5. Item 3: Which foreign language, that yawenstudied, do you believe to be the most useful

for you in the future?

n % n=female| % femal¢ n=male % male
English 58 100% 32 100% 18 100%
Swedish 7 12.1% 6 18.8% 1 5.6%
German 1 1.7% 0 0% 1 5.6%
French 1 1.7% 1 3.1% 0 0%
Russian 2 3.4% 2 6.3% 0 0%
Spanish 0 0% 0 0% 0 0%
Latin 1 1.7% 0 0% 1 5.6%
Total 70 100% 41 100% 21 100%

The item detailed in Table 5 was the one that agybr provoked most confusion

among the respondents. The instructions were t& oy one language, but as can be
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seen, twelve respondents marked an additional &gegwith English. It is clear that
English is seen as the most useful language byyestrdent. This result is not
surprising, and it is quite likely true for vast joraty of the respondents. As can be seen
from Table 5, several students marked other langméggether with English. However,
in this case more information can be inferred fitbse additional answers. Among the
other languages marked Swedish scored 7 nominatainsf the total 12. Interestingly
enough, 6 of those who marked Swedish as the sanostiuseful language for them in
the future were female. Also, in total 9 out ofst@dents marking additional languages

were female.

Table 6. Item 4: Which foreign language, that yauvenstudied, do you believe to be the least useful

for you in the future?

n % n=female| % femal¢ n=male| % male
English 0 0% 0 0% 0 0%
Swedish 33 56.9% 16 50% 12 66.79
German 6 10.3% 3 9.4% 3 16.7%
French 13 22.4% 7 21.9% 3 16.7%
Russian 1 1.7% 1 3.1% 0 0%
Spanish 3 5.2% 3 9.4% 0 0%
Italian 1 1.7% 1 3.1% 0 0%
Japanese 1 1.7% 0 0% 0 0%
Latin 1 1.7% 1 3.1% 0 0%
Total 59 100% 32 100% 18 100%

Swedish is seen as the least useful language lBryalarge group, with 33 students
finding it the least useful. When comparing Table6&lable 3 earlier in the chapter, it
also appears that of those respondents who hadiedtather languages besides English
and Swedish, a significant portion do not see tlsnvery useful to them. Of the 17
students who know French, 13 think it will be tkadt useful language for them in the
future, while German was nominated by 6 respondastthe least useful. 3 out of 8
Spanish learners chose Spanish as the least uRefgian, Italian, Japanese and Latin
all received one nomination apiece. However, asithmber of those studying the more
uncommon languages is so small, too far-reachimglasions should not be drawn. As
Table 5 demonstrated, very few students markedukgees other than English as the

most useful, so it appears that future applicabibtlikely not a significant factor for
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Finnish students when it comes to deciding whetteerstudy additional foreign

languages.

Table 7. Item 11: Which foreign language, that hawe studied, you have used the most outside of

school?

n % n=female| % femal¢ n=male| % male
English 56 96.6% 31 96.9% 17 94.4%
Swedish 0 0 0 0% 0 0%
German 1 1.7% 0 0% 1 5.6%
French 0 0 0 0% 0 0%
Russian 1 1.7% 1 3.1% 0 0%
Spanish 1 1.7% 1 3.1% 0 0%
Total 59 100% 33 100% 18 100%

Like predicted, English is overwhelmingly the mestely used language among the
respondents, with only three individuals markingy aher language as the one they
have used most outside of school, as seen in Tablieis surprising that Spanish is
alongside German and Russian in this matter, aneewould expect opportunities of
using it to be very rare in Finland. What languagespondents considered the least-

used outside of school offered more variation aiffeerénces, as can be seen next, in

Table 8.

Table 8. Item 12: Which foreign language, that jawe studied, you have used the least outside of

school?

n % n=female| % femal¢ n=male| % male
English 0 0% 0 0% 0 0%
Swedish 35 60.3% 17 53.1% 13 72.2%
German 6 10.3% 4 12.5% 2 11.1%
French 12 20.7% 7 21.9% 2 11.1%
Russian 3 5.2% 2 6.3% 0 0%
Spanish 4 6.9% 3 9.4% 1 5.6%
Italian 2 3.4% 2 6.3% 0 0%
Total 62 100% 35 100% 18 100%

As can be seen from Table 8, no-one marked Englsthe language they have used
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least, while Swedish emerges as the least usedidgeggoing by the number of
nominations. What is interesting is that, as nated@iable 1, only 13 respondents study
only English and Swedish, but 35 reported using distethe least. Therefore, among
those studying other languages almost half, 22046, have had less use for the other
national language of Finland than any other languagy study. However, considering
the number of respondents studying them, greatgrgotion of French-learners, 12 out
of 17 (70.6%), than Swedish-learners consideredahguage in question least used.
Italian also has a greater proportion of nominaitman Swedish, with two thirds, but
as there are only three respondents studying et,pfrcentage amounts are prone to
large variations. 4 respondents, half of thoseshgdit, marked Spanish as the least
used language. German received surprisingly few imatons, with 6 out of 21,
(28.6%) choosing it. The Latin and Japanese larggiagceived no nominations, which
is interesting, since both Latin learners studiedbther languages besides English and
Swedish. Therefore, two respondents had less useS¥eedish than a language

considered dead, mainly known only by scholars.

Table 9. Iltem 13: What foreign languages you ttshkuld be compulsory for everyone to learn at
school?

n % n=female % female n=male % male
English 53 91.4% 30 93.8% 15 83.3¢9
English + ong¢ 3 5.2% 2 6.3% 1 5.6%
freely chosen
Swedish 21 36.2% 14 43.8% 3 16.7%
German 2 3.4% 2 6.3% 0 0%
French 2 3.4% 2 6.3% 0 0%
Russian 2 3.4% 1 3.1% 0 0%
Spanish 2 3.4% 0 0% 2 11.1%
None 2 3.4% 0 0% 2 11.1%
Total 87 100% 51 100% 23 100%

As can be seen from Table 9, English maintainpetseived importance, with only two
respondents neglecting to mark it as a languageetleyone should study. Incidentally
those two also thought that no language shouldobepalsory to study. Slightly over
the third of respondents, 21, also marked Swedig¥ing an impression that the

respondents are not very keen on the other natiamguage of Finland. German,
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French, Russian and Spanish scored two marks edule, three respondents were of
the opinion that everyone should study one freélgse additional language besides
English. No respondents opined that everyone shsuidy one additional language

besides English and Swedish.

The number of different foreign languages to beistlias marked by the respondents is
found in Table 10 on the next page. When it corngkdé number of languages everyone
should study, the majority of the respondents, r8@li, were of the opinion that one
language is enough. All of those in favour of oolye language chose English. 23
respondents thought everyone should learn two kgeg and three, four, and five
compulsory languages scored one mark each. Likaiomex before, two respondents
thought that no language should be compulsory. Memeale respondents were in
favour of more compulsory languages, with one amol tompulsory languages both
receiving 15 marks, and four and five language# loote. As for males, both of the
respondents wanting no compulsory languages wele, rmad total two thirds, 12 out
of 18, of male respondents only marked one langubge they thought should be
compulsory, with two compulsory languages markeaibly three, and three languages

marked by only one male respondent.

It should be noted that how many languages shoeldsthdied according to the
respondents has been extrapolated from their asswgarding what languages should
be compulsory for everyone. The respondents weteerplicitly asked how many

languages everyone should study, and it is likkgt the answers might very well be
different for that question. The questionnaireha present study did not include option
entitled “freely chosen additional language/s”, tather language, what”, and it should
not be expected to have occurred for everyone tok niiaeir opinion regarding

additional freely chosen languages there.

56



Table 10. Number of foreign languages that showdstudied, based on the amount listed by

respondents
Number of n % n= % femalg n=male| % male
foreign language$ female
to be studied
Zero languages 2 3.4% 0 0% 2 11.1%
One language 30 51.7% 15 46.9% 12 66.7P0
Two languages 23 39.7% 15 46.9% 3 16.7P6
Three languages 1 1.7% 0 0% 1 5.6%
Four languages 1 1.7% 1 3.1% 0 0%
Five languages 1 1.7% 1 3.1% 0 0%
7.1.3 Opinions, attitudes, and beliefs about forerglanguages
Table 11. Item 5: Which foreign language, that hiame studied, do you like the most?

n % n=female| % femal¢ n=male % male
English 43 74.1% 23 71.9% 16 88.9%
Swedish 11 19% 8 25% 0 0%
German 1 1.7% 1 3.1% 0 0%
French 3 5.2% 3 9.4% 0 0%
Russian 0 0% 0 0 0 0%
Spanish 3 5.2% 2 6.3% 1 5.6%
Latin 1 1.7% 0 0 1 5.6%
Undecided 1 1.7% 0 0% 0 0%
Total 63 100% 37 100% 18 100%

Continuing in a predictable fashion in Table 11gksih was considered as the most
well-liked by a overwhelming majority of the resglamts, with 43 students preferring
it. Swedish was preferred by only 11 students, ghot, like English, was studied by

every respondent. Very few students preferred laggs other than English and
Swedish, with notably zero students preferring Russthough Spanish again shows
signs of popularity, with 3 students out of the Bovwhave studied it preferring it to other
languages. As to the two most commonly studied tehdil languages, French was
liked better than German, with 3 respondents likingompared to the only one

respondent preferring German. More interesting lt@sabout the respondents
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preferences were obtained from the paired questiotem 6, as presented in Table 12

below.

Table 12. Item 6: Which foreign language, that flave studied, you like the least?

n % n=female| % femal¢ n=male % male
English 6 10.3% 4 12.5% 0 0%
Swedish 25 43.1% 11 34.4% 12 66.7%
German 14 24.1% 8 25% 5 27.8%
French 6 10.3% 5 15.6% 1 5.6%
Russian 4 10.3% 3 9.4% 0 0%
Spanish 0 0% 0 0% 0 0%
Undecided 3 5.2 % 1 3.1% 0 0%
Total 58 100% 32 100% 18 100%

When examining the total number of respondents singoa least-liked language as
presented in Table 12, Swedish is the first, whhr&pondents out of 58 (43.1%), with
German the second with 14, and English and Framnthe shared third place with 6
respondents. Russian was liked least by 4 studewith, one respondent marking
nothing as their least-liked language. However, iwlegamined what proportion of
respondents studying a language reported it amtiggiage they like the least, Swedish
is eclipsed by German and Russian both, with 140621 (66.7%) and 4 out of 5
(80%) liking the language least, respectively, tiftothe sample size for Russian
learners is too small to be entirely reliable irmgarisons. French also approaches
Swedish-levels of dislike, with 6 out of 17 (35.3%arking it as the language they like
the least. 3 students did not choose a least-ldegluage, with one writing a note about
how she likes all languages, and two merely leathegtem blank. Interestingly, one of
the blank answers belonged to the person who asoadl mark any language for item

5, suggesting ambivalence and lack of interest Alaoguage studying in general.
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Table 13. Item 7: Of the foreign languages that lgauve studied, which do you believe yourself to

be best at?

n % n=female| % femal¢ n=male % male
English 54 93.1% 30 93.8% 16 88.9%
Swedish 3 5.2% 2 6.3% 1 5.6%
German 1 1.7% 0 0% 1 5.6%
French 0 0% 0 0% 0 0%
Russian 1 1.7% 1 3.1% 0 0%
Spanish 0 0% 0 0% 0 0%
Total 59 - 33 - 18 100%

As can be seen from Table 13 above, nearly evesgoralent (54 out of 58) chose
English as their best language, which is unsurgisince every respondent has been
studying it from the third grade of comprehensicbao®l. Swedish was chosen by 3,
and German by only one, as was Russian. There toapmear to be significant
differences between sexes in this issue, with Bhglbeing so overwhelmingly

dominant, and other languages represented onlgdividual basis.

Table 14. Item 8: Of the foreign languages that lgauve studied, which do you believe yourself to

be weakest at?

n % n=female| % femal¢ n=male % male
English 2 3.4% 1 3.1% 1 5.6%
Swedish 19 32.8% 11 34.4% 5 27.89
German 16 27.6% 7 21.9% 8 44.49
French 14 24.1% 8 25% 3 16.7%
Russian 2 3.4% 2 6.3% 0 0%
Spanish 3 5.2% 2 6.3% 1 5.6%
Italian 2 3.4% 2 6.3% 0 0%
Japanese 1 1.7% 1 3.1% 0 0%
Latin 1 1.7% 0 0% 0 0%
Total 60 - 34 - 18 100%

The respondents self-evaluation of their worst legg provides more interesting
information in Table 14 above. Confirming the sg#nof English as demonstrated in

Table 13, only 2 respondents listed it as their keetlanguage. Though it initially
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appears that Swedish is the weakest languagepondsents' experiences, both German
and French leave it behind when considering the baunof students knowing the
languages. 14 out of 17, over 80% French learrasider it as their weakest language,
while 17 out of 21, over 75% feel the same aboutn@a. Unsurprisingly, when it
comes to the Russian, Spanish, Italian, Japanekeaim languages, they have so few
learners that the proportion of respondents chgoiiem as their worst language is

disproportionally large.

Table 15. Item 9: Which foreign language, that jave studied, you believe to be the easiest one to

learn?

n % n=female| % femal¢ n=male| % male
English 41 70.7% 20 62.5% 14 77.8%
Swedish 15 25.9% 12 37.5% 2 11.19
German 1 1.7% 1 3.1% 0 0%
French 1 1.7% 1 3.1% 0 0%
Russian 0 0% 0 0% 0 0%
Spanish 1 1.7% 0 0% 1 5.6%
Undecided 0 0% 0 0 1 5.6%
Total 59 - 34 - 18 100%

As presented in Table 15, English is clearly seetha easiest language, with almost
three times as many respondents marking it thaméé most often chosen language,
Swedish. Greater proportion of male learners fodndlish easy than female, whereas
larger proportion of female respondents found Ssleddasier than male. German,
French and surprisingly, Spanish as well had eaehrespondent choosing them as the
easiest language. One respondent neglected toelalasmguage for this question, but

he did write in the margins about not finding aagduage easy.
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Table 16. Item 10: Which foreign language, that ymave studied, you believe to be the most

difficult one to learn?

n % n=female| % femal¢ n=male % male
English 7 12.1% 4 12.5% 2 11.1%
Swedish 15 25.9% 7 21.9% 6 33.39
German 17 29.3% 9 28.1% 7 38.99
French 14 24.1% 8 25% 3 16.7%
Russian 4 6.9% 3 9.4% 0 0%
Spanish 0 0% 0 0% 0 0%
Italian 1 1.7% 1 3.1% 0 0%
Latin 2 3.4% 1 3.1% 1 5.6%
Total 60 100% 33 100% 19 100%

Table 16 contains respondents answers regarding laiguage they experience as the
most difficult one. 7 respondents considered Ehdlisbe the most difficult language to
learn. Only one of them had studied any other laggs besides English or Swedish.
The same number of respondents found Swedish tisé aificult language than those
who found it easiest, 15. German was consideredrbst difficult language by the
largest number of students 17, which is proporligreven more significant since only
21 students have studied it. French likewise wapqgrtionally well-represented, with
14 out of 17 students finding it the most difficl80% of all Russian learners, 4, found
it the most difficult, one of the three of Italidmarners felt it was the most difficult,
while both respondents who knew Latin thought & thost difficult. While a great
many languages have been studied by many respenderd respondents' self-
evaluation ranks their proficiency in them behihdit skills in the most widely studied

languages, Swedish and particularly English.
7.2 Respondents' views of individual languages: sunaries

For purposes of clarity and ease of analysis, métion about respondents' thoughts,
experiences, attitudes and beliefs is collectedables and summaries organized by
different languages below. English and Swedishpesented first, as they are have
greatest amount of respondents studying them, arighglish is also the sole focus of

the first part of the questionnaire, as detailed analyzed in 7.3. German and French,
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as the next most studied languages are next. 3pathis language which most
respondents wished they could learn is discussed Rassian is examined briefly last.
The languages with only few respondents studyiegithre not summarized in separate
tables, because with maximum of three respondeatlying them, there really is no
basis to examine them statistically. Note that gbecentile scores in the tables below
refer to the number of respondents studying eaculage in question, unlike in the
tables above, where it referred to the total nundghe respondents in present study.
The exception is the item “respondents wishing tiody the language, where the
percentile scores refer to the number of studemshimg to study it out of the total
number of respondents minus the ones already stgdtyiThis item is not included in
Tables 17 and 18, because every respondent alstadigs English and Swedish.

English

Table 17. Respondents' views of English

n % n= % n= | % male
female| female| male

Respondents studying the 58 100% 32 100% 18 100%
language
Most useful in the future 58 100% 32 100po 18 100%
Least useful in the future 0 0% 0 09 0 0%
Most liked 43 | 74.1% 23| 719% 16, 88.9p0
Most disliked 6 10.2% 4 12.5% 0 0%
Best at 54 | 93.19 30| 93.8% 16| 88.9%
Weakest at 2 3.4% 1 3.1% 1 5.6%
Easiest to learn 41 70.7%0 20 62.9% 14 77.B%
Hardest to learn 7 12.1% 4 12.5p0 2 11.1%
Most used 56 96.6% 31 96.9% 17 94.4%
Least used 0 0% 0 0% 0 0%

English, the most widely studied language in Fidlaand the current globdihgua

franca was, unsurprisingly, very highly rated and evaddatoy the respondents.
Everyone agreed on it being the most useful langd@gtheir future, and almost every
respondent already used it more than any otherubsyg outside of school. No

respondents though that English would be leastuugef their future. While almost
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every respondent considered it their best languiayegr (41) respondents thought it
was the easiest, and likewise fewer respondenjdiké8l it better than other languages.
This is particularly evident with female respondenthere there are larger differences
between the number of respondents considering &ngfieir best language (30), and
the number considering it easiest (20) and likingpast (23). For their part, greater
proportion of male respondents found English egd4y and liked it more (16), while a
smaller proportion of them considered themselvest bé English (16) than female
respondents. Preliminary conclusions suggest thatpossible that female learners are
more aware of the role of their own conscious ¢ffehile male learners have slightly
more positive evaluative attitudes reinforcing tretudy of English, leading to success,
which more respondents attribute to finding theglaage “easy”. Interestingly enough,
less respondents considered English as their iammgtiage than those who thought it
was the most difficult, suggesting respondents cagable of recognizing their own
contributions to language learning exceeding theoirtance of factors outside of their
control, ie. perceived difficulty of language. Isa speaks well of learner self-image,

that they feel that despite the difficulty of laage learning they have persevered and
succeeded.

Swedish

Table 18. Respondents' views of Swedish

n % n= % n= |% malg
female female| male

Respondents studying the 58 100% 32 100% 18 100%
language
Most useful in the future 7 12.1% 6 18.8% 1 55.6%
Least useful in the future 33 56.9p0 16 50%0 12 66)7%
Most liked 11 19% 8 25% 0 0%
Most disliked 25 | 43.19 11 34.4% 12|  66.7%
Best at 3 5.2% 2 6.3% 1 5.6%
Weakest at 19 32.8% 11 34.4% 5 27.8%
Easiest to learn 15 25.9% 12 37.9% 2 11.01%
Hardest to learn 15 25.9%0 7 21.9% 6 33.3%
Most used 0 0% 0 0% 0 0%
Least used 35 60.3% 17 53.1p6 13 72.2%
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Only 7 respondents considered Swedish as the rsefitldanguage for their future, but
it is still the largest number of any language thesi English, and therefore, not as
insignificant amount as might first appear. Additdly, greater proportion of
respondents (12.1%) studying it considered to bstmseful in future than any other
language besides English, with the exception ofsRuas where the very small size of
the sample, and the distinct possibility mentioreatlier that at least some of the
Russian speaking respondents might speak at @draehmakes it possible to discount it
for this occasion. As a counterpoint however, 3poadents, over half the respondents
thought that Swedish would be the least useful Uagg for their future, and like
mentioned before, in Table 15, only 21 respondémbsight that Swedish, the other
official language of Finland, should be compulstwystudy in school. Furthermore, no
respondents marked Swedish as their most useddgegoutside of school, while 35
marked it as the least used. This is notable, &s I of the 58 respondents studied
only English and Swedish, leaving 22 respondents tdd less use for Swedish than

any other language they might have studied.

It is interesting to note that the number of regjmms, 15, who considered Swedish as
the easiest language they have studied is muchegritean the number who thought it
was their best language (3), suggesting self-avesaseabout the role motivation and
directed effort play in mastering a language. Intast to English, more students (19)
reported Swedish as their worst language than thdsethought it the most difficult
language they have studied (15). When closely exiaqithe results, 12 of 15 who
thought Swedish was the most difficult also rankeas their worst language. So 12 of
the 19 who thought Swedish was their weakest laggadso thought that Swedish was
the most difficult language to learn. Taken alldtiger, these facts suggest that the a
number of respondents simultaneously could recegthat effort and motivation are
more important in language learning success, thay perceived “easiness of
language”, but not an insignificant number of thagleo experience difficulties in
learning language do attribute their lack of susces some factor outside of their
control, in this case, perceived difficulty. To smarize, success is more likely to be
seen as the results of learner's own actions, Watleof it is more likely to be seen not
as such. According to the attribution theory sumreealin Chapter 2, attributing lack of

success to factors irrelevant of learners’ ownreff® not likely to lead to positive
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motivational attitudes.

25 respondents, 43.1% of the whole, and more thasetwho thought Swedish was
hardest to learn (15), and their worst languag¢, (1% less than those who considered
it to be least useful in future (33), disliked Swabdthe most. The absolute number of
respondents disliking Swedish the most is gredtan tany other language within the
present study, but measured proportionally, lapgcentage of respondents studying
them disliked Russian (80%) and German (66.7%) niwae Swedish. It is clear that

affective and evaluative learner attitudes towalidferent languages are not strictly in

accord with notions of languages future usefulnpssgeived difficulty of language or

even learners' own evaluation of their successsisdent of the language. This was to
be of expected, as attitudes, particularly theimiation are a very complex matter, and
like mentioned earlier, constructs such as attitoidenotivation can only be measured
indirectly. It is however interesting to note tleatite many respondent have negative
feelings towards Swedish quite likely born fromuiss beyond learning the language.
This corresponds quite neatly to the larger deladeut the role of Swedish as the
second official language of Finland, and the omlygluage that is compulsory, besides

Finnish, for every student to learn.
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German

Table 19. Respondents' views of German

n % = % = | % male
female| female| male

Respondents studying the 21 100% 11 100% 9 100%
language
Respondents wishing to study| 7 (/37) | 18.9%| 5 (/32) 23.8% 0 0
the language
Most useful in the future 1 4.8% 0 0% 1 11.1%
Least useful in the future 6 28.6Y0 3 27.3% 3 33.B%
Most liked 1 4.8% 1 9.1% 0 0%
Most disliked 14 66.79 8 72.7% 5 55.6p0
Best at 1 4.8% 0 0% 1 11.1%
Weakest at 16 76.2% 7 63.6p06 8 88.9%
Easiest to learn 1 4.8% 1 9.1% 0 0%
Hardest to learn 17 81% 9 81.8po 7 77.8%
Most used 1 4.8%) 0 0% 1 11.1%
Least used 6 28.6% 4 36.400 2 22.2%

German was language with most respondents studlyibgsides English and Swedish,
with 21 respondents studying it, and further 7 wigto study it. Interestingly, only one

respondent thought that it would be the most udefujuage in their future, only one

respondent liked it best, only one respondent thbwslpe was best at it, only one
respondent thought it the easiest language to kE@anonly one respondent had used it
the most. In contrast 14 respondents, two thirdsled respondents studying German,
disliked it the most, 16 respondents, three quartérthem all, thought it was their

worst language, and 17, four fifths of the resmomsd, thought it was the hardest
language they had studied. Considering these wegéagws of German, it is somewhat
surprising that only 6, about a quarter of the oesients studying German, considered it
to be least useful for their future, and likewisee8pondents reported having used

German outside of school the least.

German appears therefore be a not very well reddedguage, being considered hard,
students admitting having problems with it, andiklisg it. However, at the same time,
the respondents have had use for the languagelewftischool, and while they do not
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believe it to be the most useful language for thethe future, not many think it will be
the least useful, faring better than Swedish omipa and much better than French, the
other traditional additional language studied bywnsi German is therefore an
interesting case. There is a connection betwegronekents finding it hard and viewing
themselves as not good at it, but which is the eaarsd which the effect remains a
mystery. Whether the dislike for German stems fras perceived difficulty, or
frustration about seeing themselves as bad at litpth, is another interesting issue to be
researched in the future. In an interesting contt@sSwedish, more students found
German the hardest language to learn than whdkekslit the most, unlike Swedish,
where it was the opposite. Perhaps German is sgahebrespondents as a difficult
language, but the difficulty is acceptable becatise always an optional language.
Furthermore, as it fared quite well in the itemsamging usefulness, it is possible that
the respondents see it as a language which carsdx for concrete and utilitarian
purposes such as travelling, future studies, oeararas Germany is a significant
economic and political player in Europe, and Gernsmwidely spoken in Central

Europe.
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French

Table 20. Respondents' views of French

n % n= % n= | % mal¢g
female| female| male

Respondents studying the 17 100% 10 100% 4 100%
language
Respondents wishing to study|11 (/41) 26.8% 10 | 45.5% 0 0%
the language (/22)
Most useful in the future 1 5.9% 1 10% 0 0%
Least useful in the future 13 76.5p0 7 70% 3 75%
Most liked 3 17.6% 3 30% 0 0%
Most disliked 6 35.3% 5 50% 1 259
Best at 0 0% 0 0% 0 0%
Weakest at 14 82.4% 8 80% 3 75%
Easiest to learn 1 5.9% 1 10% 0 0%
Hardest to learn 14 82.4%0 8 80% 3 75%
Most used 0 0% 0 0% 0 0%
Least used 12 70.6% 7 70% 2 50%

As can be seen from Table 20, French had less mdspts studying it, 17, than
German, but more respondents, 11, wished they Kfremwch than German. Just like
with German, only one respondent thought that Frewould be the most useful
language in their future, but more respondents,ti@)ght that French would be the
least useful language for their future. This is entbran three quarters of the respondents
studying French, a greater proportion than with ather language. Three respondents
liked French best, while 6 liked it the least, atdreresult than with German. No
respondent considered themselves best at Frenahewdo, 14 respondents, over four
fiths of the French-learners, thought French wiasirt worst language, a number
exceeded only by German and Swedish, though dseréspondents overall studying
French, the proportion of French-learners who thing their worst language is greater
than with any other language. Only one studentdhb&rench was the easiest language
to learn, while 14 thought it was for them the letdlanguage. Again, though more
respondents in total marked German and Swedish,ptbportion of respondents,
82.4%, finding French most difficult is slightly eater than with German and much
greater than with Swedish. No respondents markeddAras their most used language
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outside school, and 12 marked it as the least Useduage. Only Swedish was
nominated by more students, and proportionally nneak by far the greatest amount of

French-learners, 70.6% of the total, marked ibhad¢ast used outside of school.

When comparing French and German, French emergemthliked better, even though
respondents have worse image of its perceiveccdiffi and their own abilities with it.
French is also the language seen as least useftédpondents’ future, and apparently
sees little use beyond classroom. This is intergstas French or German are the
“traditional” additional languages studied by gesat number of Finns in school
(Kumpulainen 2011). Apparently studying French isrenpleasant than German, but
despite its perceived difficulty, German is thegaage that is seen as more relevant for
respondents, for reasons mentioned earlier wherusbsng the results pertaining to
German. What is interesting is that French faressevthan Swedish in every measure
except in the amount of respondents most dislikingnd zero respondents finding

either language their most used outside of school.

Spanish

Table 21. Respondents' views of Spanish

n % n= % n= |% malg
female| female] male

Respondents studying the 8 100% 7 100% 1 1009
language
Respondents wishing to study|] 30 60% 17 68% | 8 (/18) 44.4%
the language (/50) (/25)
Most useful in the future 0 0% 0 0% 0 09
Least useful in the future 3 37.500 3 42.9% Q 0%6
Most liked 3 37.5% 2 28.6% 1 100%
Most disliked 0 0% 0 0% 0 0%
Best at 0 0% 0 0% 0 0%
Weakest at 3 37.5% 2 28.6%% 1 100po
Easiest to learn 1 12.5% 0 0% 1 100%
Hardest to learn 0 0% 0 0% 0 0%
Most used 1 12.5% 1 14.3% 0 0%
Least used 4 50% 3 42.9% 1 100po
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The results contained in Table 21 give an impogsshat Spanish appears to be a
somewhat fashionable language at the moment. 1Bh@dpondents studying it and 30
respondents, 60% of the remaining respondents, wddd like to know it. Spanish
was also the language greatest amount of respandentld like to learn in Kansikas'
2002 study (Kansikas 2002: 63-64). Female respdademre more interested in
Spanish, with 7 studying it as compared to only amade, and larger number and
proportion wishing to study it. It is no surprig&t no respondents marked it as the most
useful for their future, but only 3 of 8 respondetitought it would be the least useful,
which is a better result than with Swedish or Fherichree respondents liked Spanish
best, and no respondent liked it the least. Judginghese results, German, French,
Russian and Swedish all trail behind Spanish whemméing how many respondents
reported them as the most and least liked resmdgtiMo respondents thought Spanish
was their best language, and 3 thought it was theist language. German and French
both had far more respondents marking them as Waist languages, though Swedish
fared slightly better than Spanish. Only one redgpoh marked Spanish as easiest
language to learn, but curiously, no-one markednBpaas the most difficult.
Surprisingly, one respondent marked Spanish atatiggiage she uses most outside of
school. Four, half of the respondents studying &barmmarked it as the least used,
which is larger proportion than with English andr@an, but smaller than with French,

Russian, and Swedish.

It should be noted that only eight respondent stidspanish, so that the statistical
results are prone to wild variance, as even on@oretent swings the results by 12.5%,
compared to 1.7% as is the case with the total kankbowever, it is clear that
surprisingly many respondents are interested inniSpa and those studying it
apparently are well-motivated, judging by how neahsliked it the most, or thought
that it was hard to learn. Apparently, these redpats have also found some use for the
language. This is somewhat puzzling because FirdaddSpain have next to nothing in
common culturally, economically, historically orcsally. They are both in the European
Union, but that is the only easily observed sintyaHowever, Spanish is also spoken
widely in Southern and Central America. One posséX{planation is that Spanish has
come to fashion as result of increasing globalkratnd growing interest in foreign
cultures and travel, both independently as “backeest or tourists. Spanish is not the
focus of the present study, and as the reasonsotamm deciphered from the

70



guestionnaire used, such speculation as to howdbkelts came to be is best left

elsewhere.

Russian

Table 22. Respondents' views of Russian

n % n= % n= | % male
female female| male

Respondents studying the 5 100% 4 100% 0 0%
language
Respondents wishing to study] 12 | 22.6% 10 | 35.7%| 2 (/58) 3.4%
the language (/53) (/28)
Most useful in the future 2 40% 2 50% 0 0%
Least useful in the future 1 20% 1 25% 0 0%
Most liked 0 0% 0 0% 0 0%
Most disliked 4 80% 3 75% 0 0%
Best at 1 20% 1 25% 0 0%
Weakest at 2 40% 2 50% 0 0%
Easiest to learn 0 0% 0 0% 0 09
Hardest to learn 4 809 3 75% 0 09
Most used 1 20% 1 25% 0 0%
Least used 3 60% 2 509 0 0%

As only 5 respondents studied Russian, the refultsd in Table 22 should not be used
to draw far-reaching conclusions, as the sampkanmply to small to reliably support
hypotheses. Comparisons to other languages areliatde to suffer the reliability
problem. Five respondents studied Russian, fouafenand one who failed to mark his
or her sex. Twelve more respondents were interestettarning Russian, more
respondents than with any other language than Sipa@if the five already studying it,
2 thought it would be the most useful for theiruf@, and one thought it would be the
least useful. Nobody liked it best, and 4 likethi least. One respondent though it was
their best language, while two thought it was thvearst. Nobody thought it was the
easiest to learn, and 4 respondents again thouglassihardest to learn. One respondent
had used it the most outside of school, and thagkeused it the least.

Though the sample is too small to support stronglesions, it appears that Russian is
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not well liked by those who study it, being difflcto learn, with not much practical use
outside of school. Still, 12 respondents wisheg #reew it, which suggests that due the
proximity and importance of Russia, some resporsdégel that knowing the language

could be quite useful in the future.

7.3 Students and motivation for learning English: esults from the first part of the

questionnaire

Though the second part of questionnaire collectefdrmation about all of the

languages the respondents study, the first pattcong 20 statements measured with
Likert-scales appropriately focused solely in Esiglias the present study falls within
the purview of English-language studies. More ganmformation about respondents
answers regarding English presented previouslyis ¢hapter provide comparison to
the more specific and focused information soughd the statements from the

questionnaire. Like mentioned earlier, the différe@ms are organized based on their
categories, not on the order they appeared onuéstignnaire. Every category has two
tables with the first one presenting the mean scofeeach item, and the second one
reporting the number of different answers for egem: “strongly agree” and “agree”

together, “undecided” by itself, and “disagree” dsttongly disagree” together.

The items from the second part of the questionnaere for the most part not closely
linked to specific theoretical concepts. All of mhecould be considered to concern
attitudes, beliefs, and motivation in a loose fashieaving more room for individual
interpretation. The items in the part presentedaralyzed below are directly linked to
motivational factors, though it should be notedimadiéke earlier in the present study
that separating motivation from attitudes and Keliss at times problematic and
counterproductive, as motivational factors, likeledrner individual differences do not

exist in a vacuum but are interconnected.

Affective Responses

As can be seen from Tables 23 and 24 below, tiponelents appear highly aware of
the the importance of English, with very high sso(4.81) assigned to desire learning

English even if it was not compulsory. Howeverppears that reasons for this are not
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decisively affective in nature, as the rest of élotual affective items have received far
lower scores, with the item concerning actuallynigk studying English receiving the
lowest mean score of the lot (3.22) while likingidsting English better than other
languages slightly better with mean score of 3A®und a fifth of the respondents
disagreed with the statement about learning Engliskchool. However, it should be
remembered that not liking something is not exastyne as actively disliking or
detesting something. The number of students agyeeith the statement of liking
English better than other languages (36) is agtsaaller than number who marked it
as their favourite language in the second parhefduestionnaire (43) as can be seen
from tables and previously on this chapter. Tamiabout liking using English outside
of school received slightly higher mean score,s3il®8, though it should be noted that
this item could very well be considered an instratakitem, if focusing on the “using
English”-part instead of the “outside of formalpgoulsory language classroom”-aspect
of it. The only at all notable difference betweesxes in these items is that male
respondents appear to like studying English bdttan other languages more than

female respondents.

When examining the items concerning instrumentalivaton from Table 25 later, it
can be seen that they received higher ratings tiheraffective items from Table 23.
Therefore, it appears that the high agreement thighstatement about wanting to learn
English is due recognizing the importance of Efgilemodern world, not so much due
any particular affection towards it. This conclusis reinforced by the results from the
second part of the questionnaire, as can be seberea this chapter, from Table 17,

for example.

Table 23. Items concerning affective responsesrisv@nglish — mean scores

Question Mean Mean Mean
(Female)| (Male)

| would like to study English, even if it wasn'tmpulsory 4.81 491 4.67

for me to study it at school.

| like studying English better than other foreign 3.76 3.63 4.22

languages.

| like studying English at school. 3.22 3.55 3.44

| like using English outside of school (for example 3.98 3.94 4.06

speaking and writing).
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Table 24. Respondents' agreement/disagreementafigittive items

Question “Agree”’- | “Undecided’| “Disagree”-
answers - answers answers

| would like to study English, even if it wasn't | 56 / 96.6% 1/1.7% 1/1.7%

compulsory for me to study it at school.

| like studying English better than other foreign 36/ 62.1% 9/15.5% 13/22.4%

languages.

| like studying English at school. 34/58.6% | 13/ 22.4% 11/ 19%

| like using English outside of school (for 45 77.6% 5/86% 8/ 13.8%

example, speaking and writing).

Instrumental Motivation

The items concerning the use of English as anumsnt for other purposes, be it
labeled either as extrinsic motivation, instrumenbaientation, or set goals for
temporally categorized motivational process, remgiwniformly high scores from both
sexes, as detailed in Table 25 below. Whether i ¥ea studies, employment or
entertainment purposes, all of the mean scores wehem 4.20 — 4.30 range. The item
proclaiming English's role as the most importamérinational language received even
higher mean score of 4.64. Combined with the figdimarlier in this chapter, it is
highly apparent that respondents are very awardhef role and importance of
languages, especially English, beyond their mostediiate school classroom context.
No real differences between sexes were found iardsgthere items, though males
received slightly smaller mean scores in the fhiste items, these differences are small
enough to ignored, considering the very small nunobenale respondents, and the size

of the sample in general.

The common problem with standard Likert-scales, elgrnthat it is possible for large
numbers of respondents to mark “undecided” for yhang, is a factor that should be
considered during the analysis. Not only it is gigant when calculating the mean
scores and assigning analysis and evaluation & thbut the number of respondents
being undecided on specific items or statementsatsmprovide a view point to those
issues. For example, as can be seen from Tablem®B respondents, 9, were

undecided about the importance for their futurespeets in the form of employment or
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further education than about having use for English purposes of personal
entertainment or the earlier mentioned, universallyeed upon global importance of
English. However, 9 out of 58 respondents is natrg large proportion, and, as we can
see, over 80% of the respondents did agree abeublté English will presumably play
in their future, suggesting that they have someaidéout their future after they
complete their secondary education, and also fuméi@forcing the main conclusion
that the respondents are very aware of the impoetari foreign languages in future,

English in particular.

Table 25. Items concerning instrumental motivatmmards English — mean scores

Question Mean Mean Mean
(Female)| (Male)

Knowing English is important for me because of fatu 4.22 4.38 417

studies.

Knowing English is important for me because of fatu 4.29 4.34 4.28

employment prospects or career.

Knowing English is important to me for enjoying 4.22 4.19 417
English-language entertainment (movies, music,

literature, games).

English is the most important international languag 4.64 456 4.72

Table 26. Respondents' agreement/disagreementinsitimental items

Question “Agree”’- |“Undecided” “Disagree’-
answers | -answers | answers

Knowing English is important for me because 0f48 / 82.8% 9/15.5% 1/1.7%
future studies.
Knowing English is important for me because of 47 / 81% 9/15.5% 21/3.4%

future employment prospects or career.

Knowing English is important to me for enjoying50 / 86.2% 4/6.9% 4/6.9%
English-language entertainment (movies, music,

literature, games).
English is the most important international 55/ 94.8% 3/52% 0/0%

language.

Integrative Motivation

The items traditionally seen as concerning intégeabrientation/motivation offered
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interesting divide, as can clearly be observed fitable 27 below. The first items
concerning speaking English well in order to usm itcommunication with foreigners
and using it for communication while traveling, eaed high scores, with total mean
scores of 4.71 and 4.47 respectively, with femalgpondents having notably higher
scores in both (4.91 and 4.72) than male respaaddr39 and 4.06). However, the
next items, about knowing English for the sake nbwing as many languages as
possible, and using English as a tool for learmmgre about different countries and
cultures received far lower mean scores, only &d8 3.22, with male respondents
again having lower mean scores, especially in gty learning about cultures, with
only 2.83 compared to female respondents’ 3.56.udimothe first items were
categorized as integrative in earlier studies ast lbatteries, it can be argued that they
can also be interpreted as instrumental, learnmgjigh for a specific purposes, in this
case communication and interaction with users dfligh. For the present study, the
items which concern using language for specificopges examined earlier have all
received high scores, just like the first itemsnirdhis section of the questionnaire.
Likewise, items concerning affective, evaluativep@nses towards English language
itself have received lower scores throughout thestjonnaire, though not so low as to
be interpreted as signs of negative attitudes,rfyyraeans. This again lends weight to
the conclusion that the respondents’ attitudes rantivations towards English have
more to do with the overwhelming importance on kstgin the world than positive

feelings and experiences about learning and ubmd¢pnguage.

Table 27. Items concerning integrative motivatiowards English — mean scores

Question Mean Mean Mean
(Female), (Male)
| would like to speak English well, so that | coulsk it to 4.71 491 4.39

communicate with foreigners.
| would like to speak English well, so that | cotiidvel a 4.47 4.72 4.06

lot, and use it while traveling.
| would like to know English well, because | wolike 3.19 3.28 3.11
to know as many languages as possible.
I would like to speak English well, so that | colgdrn 3.22 3.56 2.83

more about different English-speaking countries thed

culture.
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Table 28. Respondents' agreement/disagreementintétrative items

Question “Agree”- |“Undecided” “Disagree’-
answers | -answers | answers

| would like to speak English well, so that | could56 / 96.6% 1/1.7% 1/1.7%
use it to communicate with foreigners.
| would like to speak English well, so that | could50 / 86.2% 6/10.3% 2/3.4%
travel a lot, and use it while traveling.
| would like to know English well, because | 23/39.7% | 16/ 27.6% 19/32.2%
would like to know as many languages as

possible.
| would like to speak English well, so that | could25 / 43.1% | 16/27.6% 17 /29.3%
learn more about different English-speaking

countries and their culture.

Learner self-image and self-evaluation

The single item that respondents' disagreed witstrmothe whole questionnaire was
the statement about not working hard enough tanl&anglish, with a mean score of
only 2.59, as can be seen from Table 29 belowppears that female respondents were
more likely to feel so, or admit it at least, witteir mean score being 2.72 compared to
male respondents’' 2.22. When questioned aboutIwalys feeling motivated, more
students (31) agreed than were undecided (8) agdied (19), though they most often
marked “agree” instead of “strongly agree”, leadingelatively low mean score of 3.22
in total. So in general, majority of students féwt they work hard enough to learn
English, but occasionally have trouble motivatingerhselves, which ties quite
believably to both attribution theory in that temgy setbacks are seen as the result of
temporary and repairable personal shortcomings,tl@drocess-model theory, when
considering the previous answers, which show tmatréspondents clearly see English

as means to an end, and have in that way set fgodleemselves.

The respondents feel satisfied with their learrpngcess in school, with mean score of
3.98 and only 5 respondents, less than tenth afpgrstating that they have not learned
English well at school. Whether or not they hawer more English outside of school
proved to be more difficult question. As Table Bows, 20 students were undecided on

the issue, the largest number of respondents hamigcided on any item from the
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questionnaire, with slightly more, 24, agreeingwitie statement and 14 disagreeing. If

we consider the fact that the respondents in geagraed about learning English well

in school from the previous item, we can infer,tth@her than thinking that more

English is learned from outside of school, the oeslgnts have trouble separating and

identifying the sources of their proficiency in Hsf. As was noted earlier in this

chapter, English was overwhelmingly the most usedjllage outside of school. Aside

from the basic skills, expertise in language, dm& donfidence to use it, is born from

actually using the language in non-artificial, gesly interesting context.

Table 29. Items concerning learner self-image araluation regarding learning English — mean

scores
Question Mean Mean Mean
(Female)| (Male)
I do not work hard enough in order to learn English 2.59 2.72 2.22
I do not always feel motivated to study English. 3.22 3.28 3
| think that | have learned English well at school. 3.98 3.97 3.89
I learn more English outside of school than dudlagses 3.26 3.25 3.22
at school.

Table 30. Respondents' agreement/disagreement itgiths concerning learner self-image and

evaluation

Question “Agree”- |“Undecided”| “Disagree”-
answers - answers answers

| do not work hard enough in order to learn 16/ 27.6% 8/13.8% 34/ 58.69

English.

| do not always feel motivated to study English. 31 / 53.4% 8/13.8% 19/ 32.89

| think that | have learned English well at schopl45 / 77.6% 8/13.8% 5/8.6%

| learn more English outside of school than durir@4 / 41.4% | 20/ 34.5% 14 /] 24 .10

classes at school.
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8 DISCUSSION

As the present study aims to provide a broad pabfithe respondents' views of foreign
languages, the methods and the theoretical backdrda not neatly fit into any single
model presented earlier in the study. The results their implications are discussed
here from various perspectives, and attempts haen lmade to draw connections

between the results and various elements of trepresented in previous chapters.

8.1 Motivation to learn English

While the second half of the questionnaire shovwed English was better liked than
other languages, the first half suggested thatenthié general image of English was a
positive one, it was not overwhelmingly so, witleafive statements about English
gaining less agreement than other statements. &lsoactual question about whether
the respondents liked English more than other laggs did not receive as wide
agreement as could be inferred from the amouneésgandents who marked English as
the language they liked best in the second partvéder, English was the language
most respondents marked as the one they likecolvesall.

The general picture gleaned from the first parttloé questionnaire is that the
respondents attach far greater importance to krgpwnglish for specific, utilitarian
purposes. The respondents primarily see the Enigligfuage as means to an end. Both
halves of the questionnaire made it very clear tihatrespondents both expect English
to be very important to their future and they afiyeéad used it for various purposes.
The respondents were less enthusiastic about kigomglish simply for the sake of
knowing a foreign language, or as a means of legrmore about different English-
speaking cultures than knowing English for trawgliand communicating with
foreigners. It is quite clear that instrumental ivetion trumps integrative motivation

for learning English for the respondents in general

The questionnaire used is not suitable for properasuring intrinsic motivation, that
is, motivation stemming from the feelings of accdisipnent and enjoyment of
creativity one gains from completing meaningfuk&gsas it only cursorily queried the
respondents about whether they like studying ongugtnglish. Extrinsic motivation
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however, concerned with future benefits and rewamtgps more closely to
instrumental motivation as it was measured and enx@inwithin the present study. The
results of the study strongly suggest that theaiedents are very aware of the role and
importance of English as a tool of global commuticrg and they expect it to play a
large role in their various career or educationsyits in the future. Therefore, it can be
concluded that the majority of the respondentshnsaurce of motivation for learning

English is instrumental or extrinsic in nature.

If observed from the perspective of the temporgbrapch, some conclusions and
hypotheses can be drawn. The respondents cleapgcexhat English will be very

important for their future, be it for education, @oyment, or other purposes. This leads
to the birth of the goal of learning English in erdo use it to successfully pursue those
future endeavors. This fits into the preactionalageh of the process model of

motivation.

Based on the questionnaire, about half of the medputs reported that they have
experienced some motivational trouble, but the nitgjoof them have apparently
managed to overcome these temporary problems loastite fact that over 90% of the
respondents thought that English was their begjuage, and only a small minority, 7
respondents (about 12%) believed it was the hatdeguage for them to learn, and
even then three of them marked it as their begjuage, despite believing it to be hard
language to learn. Four of those who thought Ehghas the hardest language also
marked English as the language they disliked thstntioough only one thought English
was their weakest language. Additionally, the numdderespondents who thought that
they didn't always work hard enough was only alt@lt of those who claimed to have
had motivational problems, and their agreementneds/ery strong, further suggesting
that the respondents have managed, as a wholggtecpand maintain their motivation

to learn English.

Further supporting this conclusion is that almostrg respondent claimed that they
would like to know English even if it was not contgary for them study at school.
Strictly speaking, English is not compulsory langgian general, but every respondent
in the present study was studying it as their chosempulsory foreign language.
Strong goals, even if they are not yet very specbut rather general in nature, mean
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that maintaining motivation is relatively easy. Téteong presence English has in the
everyday life because of its global importance msethat the rewards and benefits of

knowing English well are never far from the respamd’ minds.

Because the process of learning English is stijoomg, the present study cannot really
evaluate or analyze the respondents postactiormaepses. However, based on the
strong agreement about having learned English atekchool, and the number of
respondents thought English was their best langsaggest that the respondents are, in
fact, conducting positive self-evaluation and folation of future goals and plans in
light of their current successes as learners ofigimgvhile the actional phase is still in
progress. The process model does note that thedbhdes of actional phase are not
clearly defined, as language learning does not émmp isolation, but rather there are

several processes running simultaneously, intergetith each other in different ways.

8.2 Attitudes towards foreign languages

The present study focused most on English, with fir@ part of questionnaire
concerning it exclusively. Also, most of the infation gained from the second part of
the questionnaire is in the form of paired opposéams, for example, most useful-least
useful, easiest-hardest. Therefore, for every isgtesented in the questionnaire in the
form of these paired questions, only two languagesreported, but no information on
how the other languages falling between them arkech in relation to each other. The
amount of respondents studying each language veas different from each other,
making it more problematic to directly compare théiar these reasons, the following
conclusions drawn from the results presented in ghevious chapter should be
considered hypothetical, and effort has been madeefrain from drawing too far-

reaching conclusions.

8.2.1 Attitudes towards English

Like mentioned previously, all of the respondentpested English to be the most
useful language for them in the future. Despitedbeflicting impressions gained from

the two parts of the questionnaire, at least 60% @ossibly as much as three quarters
of the respondents liked English best of the laggaahey have studied, while only 6
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respondents (about 10%) disliked it the most. Alme®ry respondent (56 out of 58)
also reported having used English more than angrddmguage. Same number also
claimed that they would like to study English evkit would have to be an voluntary,

additional language for them. Appropriately, almastery respondent was of the

opinion that English should be a compulsory languagschool.

When it came to liking using the language outsidesahool, only 8 respondents
(13.8%) disagreed with the statement, and not \&rgngly either. Slightly more
respondents, 13 in all (19%), disagreed to somenexdbout liking studying English in
school. It therefore appears that even in the niynaf cases where English is not
viewed wholly positively, the respondents neverhslrecognize how significant the
language is for their future. Furthermore, aftermbming these findings with
conclusions drawn in the previous section, it sedikedy that whatever negative
attitudes towards English the minority of the ragents may possess, they do not seem
to have affected the effort expended and succgssiexced in learning English much.
English seems to be in a position where expectatabout future applicability are a
very significant factor contributing towards motivam, effort expended and success
achieved.

On the whole, attitudes towards English were vasitpve, which corresponds with the
results from previous studies conducted in Finlakdnsikas also (2002: 109-110)
reported that the attitudes of upper secondary dcsimdents towards English were
mostly very positive. These positive attitudes wékely another significant factor

contributing towards the respondents' strong mtitwato learn English, besides the
instrumental or extrinsic motivation mentioned &arin this chapter, as Komos and
Csizer's study suggested that positive attitudee voae the most significant factors
affecting motivation in learning English (Komos a@dizer 2008: 350-351).

8.2.2 Attitudes towards other languages

What reasons motivate the respondents to studyiaaiali foreign languages is, frankly,
a question the present study cannot answer. Likeilee before in Chapter 7, the
respondents in general do not appear to partigulided most of the additional foreign
languages they have studied, or expect them teebeuseful in the future, particularly
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Swedish and French. Likewise, they have not usedlahguages much outside of
school. Furthermore, the respondents were straagaynst languages being compulsory
to study. This is puzzling, when taking into accdolmow many additional foreign

languages the respondents studied and wisheddyg. #possible explanation towards
the negative opinions towards compulsory languagethat the respondents value
learner autonomy in their choices for language istudAs discussed in Chapter 2,
feelings of learner autonomy seem to contribute aro positive motivation in

language learning.

Furthermore, a large fraction of the responderdsniag additional foreign languages
considered them as their weakest language. Ah®fréspondents have studied English
from third grade of comprehensive school onwaras Swedish from the seventh grade
forwards. Studying an additional language is vefiero started in comprehensive
school, with opportunities to do so at fifth andregh grades. In addition, students may
freely choose to study more languages at uppemsecy school, provided that their
school offers courses in languages not alreadyiextubdy them. Because all of the
respondents have studied English the longest,nbissurprising that it emerged as the

language respondents feel they know best.

It is, however, somewhat surprising that, in préiporto respondents studying them, far
more respondents studying German and French thaadiSwthought them to be their

worst languages. German and French are the languagsgt often studied as additional
languages from the fifth grade onwards, so verglyiknany of the respondents have
studied them longer than Swedish. In spite of hggitndied German and French longer,
the respondents felt less confidence in their skilith German and French than with
Swedish. Appropriately, greater proportion of reggents also thought German and
French to be the hardest language they have studad with Swedish. Of the 15

respondents that marked Swedish as the most diffamguage they have studied, nine
had studied only English and Swedish, while 6 had additional language besides
Swedish and English. Swedish was also better ltk@sh German. The comparison
between Swedish and French is not so clear-cutehesywith a greater proportion of

respondents marking Swedish as the language tkeypdith the most and the least than

with French.

83



The basics of attitude theory stress that succedsgaod results can lead to positive
attitudes, and vice versa. The opposite can als@xXpected to be generally true.
Difficulties in learning a language can lead intaegative image of the language, and
attempting to learn a language one views negatigehot a very fruitful enterprise by
any measures. However, determining which is theeaund which is the effect is not
possible from the data gained in the present st@ohe would expect that learners
would not study additional, voluntary languageshdy have a negative image of them.
However, such an image might have developed ones, tivell after making the choice
to study additional languages for reasons moransktror instrumental in nature than
simply being interested in a language for its oakes After all attitudes, alongside with
beliefs and motivations are dynamic constructs Wwitan, and will change with time.
Likewise, they, particularly motivation, are notnstant, but they fluctuate based on

learners' feelings, self-evaluation, and curreipieeiences.

8.3 Learner self-image and beliefs about languages

The main questions relating to learner beliefshim present study are the difficulty of
learning a given language and the self-image redgrts have of themselves and their
skills as the learners of languages. These queasivene examined within the four items
asking the respondents to mark the languages iy are their best and worst, and to

mark the languages they believe to be the mostuliffand easiest to learn respectively.

It should also be remembered that language leatmetigfs, especially those related to
how learners explain success, can fluctuate andgeh&n response to recent events.
Peng (2011: 321-322) argued that learner belietddcevolve and change over time,
while Kalaja (2003: 101) reported that learnersegdiferent reasons at different times
for their successes and failures at language legutasks. However, in the present study
the respondents were not asked to explain the medso their proficiency at languages,
nor were there any links drawn in the questionnagtveen items concerning learner
self-beliefs about their best and worst languages feeliefs about the difficulty of

different languages. Therefore, the beliefs exmesby the respondents can be
considered to be a valid representation of theiremgiable and enduring views of

themselves and the languages they have studied.
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8.3.1 Respondents' self-image and beliefs as learm@ef English

In general, the respondents felt that they had awtkard enough to learn English, and
that they had learned it well at school. Whether tbspondents had learned English
better outside of school was a more divisive qoastbut more respondents either
thought so (24 respondents, 41% of the total) aewmdecided (20 respondents, 34%
of the total) than those who felt that they hadleatned more English outside of school
(14 respondents, 24% of the total). This shouldtdleen into account as language
learning is a complex, multifaceted process, widoes not solely happen in formal

educational surroundings but using the languagauthentic contexts has a strong role

in developing language skills, particularly spegkamd listening comprehension.

Appropriately, over 90% of the respondents thouttdt English was their best
language. 70% (41 respondents) thought that it thaseasiest language they have
studied, and only about 12% (7 respondents) thoiighis the hardest. Unlike with
many other languages (mainly German and Frenck)nthmber of respondents who
thought themselves weakest at English (only twpordents) was much smaller than
the number that thought the language to be hatddstrn. Also, only one respondent
marked English as both their weakest language lamane they believe to be the most
difficult, which is in sharp contrast to the sitioat with other languages. The results
seem to match with Kansikas' 2002 study, which e¢ported that English was viewed
as the easiest language, even by those with loraeleg (Kansikas 2002: 56).

To summarize, the respondents believe that they hawked hard enough to learn
English in school, and that they have learned itside of it as well. They

overwhelmingly feel that they have learned Englishy well. Based on their personal
experiences, they believe English to be the eakieguage to learn. The link between
learners' estimated proficiency at English andpeeceived difficulty to learn it seems

to be weaker than with other languages.

8.3.2 Respondents' beliefs as learners of other lgmages

Among the respondents there is a high correlategawéden viewing language as difficult
and considering the language in question to be theakest language. Similarly, there
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is a high correlation in finding a language difficand disliking it. In 43 (74% of the
total) cases the respondents marked the same lgagsa‘most difficult to learn”, and
“weakest at”. In 42 (72%) cases they marked theeskmguage as “most difficult to
learn”, and “liked the least”. On 31 (53%) occasiothe respondents had marked the
same language as the one they like the leastybdlebe the most difficult to learn, and

consider themselves worst at.

The same language was marked as “easiest to laath*best at” 43 times (74%). In 40
cases, the language marked was English, and imrdimaining three cases it was
Swedish. The same language was marked as botlese&silearn” and “liked the best”
42 times (72%). The language was English in 35gin$avedish 6 times, and German
once. In 35 occasions (33 English, 2 Swedish, bmua 60% of the whole), the same
language was marked as “most liked”, “easiest aonfeand “best at”. Languages other
than English were marked as “best at” only fiveegnso not much can be inferred

regarding them specifically.

From these findings, it appears very likely thae teuccesses and failures the
respondents have experienced have a strong effedhiow the respondents view
different languages and how they feel about themanguage that the respondents have
not had much success with, and have not used mutdide of the educational
surroundings where they have experienced diffiesltn learning and using it, is more

likely to be labeled as difficult.
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9 CONCLUSION

This final chapter begins with a short summaryhaf main results. It is followed by a
discussion about a number of issues that came theiprocess of the conducting the

present study. Finally, some possible directiomdufture research are discussed.

9.1 Summary of findings

The present study used a questionnaire with twis pthre first part focusing on learner
motivation in studying and learning English. Thes® part aimed to gain broader
picture of how the respondents view different fgnelanguages. The main results and

findings are summarized here.

While English was very well liked, the main motiwats to learn it appear to be goal-
oriented in nature. The respondents are highly ewdrthe global importance of
English, and have a strong image of the importal& English will play in their future
pursuits. The respondents attached great importemd¢gowing English in order to
travel and communicate with foreigners, but weres lenthusiastic knowing English
simply for the sake of knowing the language, ongst to learn about English-speaking

cultures. In general, the respondents are satigfigdtheir own efforts and successes.

The most often studied additional languages wemn@e and French, and Spanish was
the language most respondents would like to ledrmiven the opportunity. The
respondents have studied more additional languihgesthe national average, but they
did feel that there should not be many compulsangliages in school. About half of
the respondents felt that English should be thg oampulsory language, and only a
third of the respondents felt that Swedish shoeld@ddmpulsory to study.

An important factor to note is that different amtaurof respondents studied each
language, which makes direct comparisons diffiddtiwever, if examining the answers
in relation to the number of respondents studyiacheanguage, the following results
are gained from the present study: English wasdlikest by the respondents and
reported to be the most used language and als@texp® be the most useful language

in the future. It was also believed to be the edslanguage to learn, and the
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respondents felt that it was the language they khest. French was thought to be
hardest language to learn, and the respondentsdeoed it their weakest language. It
was also expected to be the least useful languagdkei future, and the respondents

reported having used it the least. Russian wamthst disliked language.

In general, the present study suggested that rdspts did not seem to like the
languages they study very much, with the exceptib&nglish, or expect them to be
very useful in the future. Swedish fared bettethie respondents eyes than German and
French, and Spanish seems to be vary fashionahlgudge at the moment, with
positive attitudes attached to it. The attitudegai@ls Russian were somewhat complex,
with generally negative image of the language fitdalit reasonable expectations of

future usefulness and applicability.

9.2 Evaluation of the methodology of the present stly

There are two main issues with the present stuldg. first concerns what kind of data
was gathered, and the second how the data wasrgatharst, the questionnaire used
did not include any questions about when the redgais have begun to study
languages. This information would have provided encontext to the results, and an
another element to consider while analyzing thelltesFor example, it would have
been useful to know when examining the respondéetigfs about the difficulty of
languages and their self-evaluation of their preficy. It is reasonable to suspect that in
many cases the language they marked as their Waorgtiage is the one they have
studied for the least amount of time, but that ys ib means certain for every

respondent. As it stands, this element cannot Bmmed within the present study.

The second issue with the data, is how and in vdrat, it was collected. The second
part of the questionnaire collected data mainlthenform of paired items, for example,
“most difficult language”-"easiest language”, anddst liked language”-"most disliked
language”. Two problems emerged with this appro&aist, in some items English was
marked as an answer by so many respondents thatuat could be said about other
languages in regards to that particular item (“masful language”, and “the language
best at”). A second, related problem is that idifficult to comprehensively compare
different languages to each other based on infaomgturely binary in nature, for
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example, how many marked language as the mostuliffiand how many the easiest.
Both of these problems could be remedied by changiow the questionnaire is
structured . Instead of two paired items, whereréspondent mark only one language
for each item, the questionnaire could include iber@ in which the respondents score
every language they have studied in a 5 point scalecording to their personal
experiences. An example item could be; “How diffico you find the languages you
have studied?” with 1 being very easy, 2 easy,e3age, 4 difficult, and 5 very difficult.
Based on how some respondents marked more thataogeage for certain items, or
failed to mark any in few cases, these kind of gaes would probably provide the
respondents a better way to elaborate on theiropalpinions about their language

learning.

One further issue with the present study was #ratiore female than male respondents
returned the questionnaire, and quite many respusadailed to fill in their sex in the
guestionnaire. Based on personal experience wbilecting the questionnaires, it is
likely that most of the respondents who failed tarkntheir sex were male, but as it
cannot be proven with certainty, they were left whien presenting the results divided
by sex. This issue led to problems in comparing dbees, as there was not enough
information (ie. not enough male respondents) lialsly draw strong conclusions from
the results. Therefore, most of the analysis de¢glistinguish between the sexes. For
the purposes of rectifying this issue, the questibout the sex of the respondent should
be situated more prominently within the questioryaand the respondents should be
reminded both while handing out the the questiaesaiand when collecting them, to

make sure that they mark their sex.

9.3 Avenues of further research

The aim of the present study was to gain a broatun@ of learners' views about
different foreign languages. This goal was achiewea degree. Because English was so
dominant in several issues, the information gaialedut languages other than English
was, at points, lacking. The possible solutions eitker to alter the method of data
gathering to better provide comparable informatias,described above, or conduct a
study that focuses on languages other than Englesthaps solely on languages that are
non-compulsory (German, French, Spanish, Russidrth@nother languages with only
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a few learners) and see how they fare when theyeam@ved from the large shadow
cast by the most important language of globaliratio

As the study examined so many languages, and $eiieds of constructs related to
language learning, it did not go into any greattdem any of them. While the present
study discovereavhatrespondents think and believe about foreign laggsan certain
issues, it could not not examine or discowdry they did so. Particularly the cause-and-
effect connections between language attitudes atidf$ and the respondents’ self-
evaluation of their capabilities was one issue tbatlld not be researched with
reliability within the present study.

For further research focusing on English, a studgt twould more examine the
connection between learner's stated reasons fanihga a language, like the
instrumental goals that came up in the presentysamtl learner actions and efforts to
maintain motivation while pursuing those goals isn& possible direction. The present
study gained the impression that most of the redpais have experienced some
temporary fluctuation in their motivation and efforto learn English, but the issue

needs more research.
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Paivamaara: Sukupuoli: Mizgnen
Ehdottomasti eri mielté =|1
Jokseenkin eri mieltd =2
Ympyroi kokemuksiasi parhaiten vastaava vaihtoehto En osaa sanoa = 3
kunkin véittaméan kohdalta. Jokseenkin samaa mielta = 4
Ehdottomasti samaa mieltd = 5
1. Vaikka en opiskelisi englantia koulussa, haluessiti osata 1 2 3 4 5
sita.
2. Englannin kielen osaaminen on minulle tarkeaa 1 2 3 4 5
tulevaisuudessa opiskelujen takia.
3. Haluaisin osata englannin kielté hyvin, jottarvkayttaa sitd 1 2 3 4 5
ulkomaalaisten kanssa kommunikoimiseen.
En tee mielestani tarpeeksi toitéd englannin opg@m eteen. 1 2 3 4 5
5. Pidan enemman englannin kielen opiskelusta kuiidem 1 2 3 4 5
vieraiden kielten opiskelusta.
6. Englannin kielen osaaminen on minulle tarkeaa 1 2 3 4 5
tulevaisuudessa tyollistymisen ja tyoelaman takia.
7. Haluaisin osata englannin kielté hyvin, jottasioimatkustella 1 2 3 4 5
paljon, ja kayttaa sitd matkoilla ollessani.
En aina jaksa innostua englannin kielen opiskalus 1 2 3 4 5
Englannin kielen opiskelu koulussa on minusta anak. 1 2 3 4 5
10. Englannin kielen osaaminen on minulle tarkeaa 1 2 3 4 5
englanninkielisesta viihteesta (elokuvat, musiikliijat, pelit)
nauttimisen takia.
11. Englannin opiskelu on minulle tarkead, koskahiain osata 1 2 3 4 5
mahdollisemman montaa vierasta kielté.
12. Olen mielestani oppinut englannin kieltd hyvoukissa. 1 2 3 4 5
13. Pidan englannin kielen kayttamisesta koulun plidella 1 2 3 4 5
(esimerkiksi keskusteleminen tai kirjoittaminen).
14. Englanti on kansainvalisesti kaikkein tarkeieliki 1 2 3 4
15. Haluaisin osata englannin kielta hyvin, jottésirooppia lisda 1 2
englanninkielisistd maista ja kulttuureista.
16. Opin englantia enemman koulun ulkopuolella lkdnlussa. 1 2 3 4 5

Appendix 1: Questionnaire

95



Merkitse kokemuksiasi parhaiten vastaava vaihtqdhtovaihtoehdot, kunkin kysymyksen kohdalta.

Jos vastauksesi on muu kuin tdssd mainittu kieli,kirjoittaa sen viimeiseen, tyhjaan ruutuun.

nue|bug

Isljony
esyes
eysuey
eleuap
elueds
eyiw
‘nnw ujor

1. Mita vieraita kielia opiskelet, tai

olet aikaisemmin opiskellut?

2. Mita vierasta kielta, jota et ole

opiskellut, haluaisit osata?

3. Mista opiskelemastasi kielesta
uskot olevan eniten hyétya sinulle

tulevaisuudessa?

4. Mistéa opiskelemastasi kielesta
uskot olevan véahiten hyotya sinulle

tulevaisuudessa?

5. Mistd opiskelemastasi vieraasta

kielesta pidat eniten?

6. Mistd opiskelemastasi vieraasta

kielesta pidat vahiten?

7. Mita opiskelemaasi vierasta kielta

osaat mielestéasi parhaiten?

8. Mita opiskelemaasi vierasta kielta

osaat mielestasi heikoiten?

9. Mika on mielestasi helpoin vierag

kieli jota olet opiskellut?

10. Mika on mielestasi vaikein vieras

kieli jota olet opiskellut?

11. Mita opiskelemaasi vierasta kielt@
olet kayttanyt eniten koulun

ulkopuolella?

12. Mita opiskelemaasi vierasta kielta
olet kayttanyt vahiten koulun

ulkopuolella?

13. Minka vieraiden kielien pitaisi olla

pakollisia peruskoulussa

opiskeltavia sinun mielestasi?

Kiitos vastauksistasi!
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Date:

Please circle the option best matching your expegs

for each statement.

=

10.

11.

12.

13.

14.
15.

16.

Appendix 2: Translated questionnaire

Sex: Male / Female

| would like to study English, even if it wasaimpulsory
for me to study it at school.

Knowing English is important for me because ofife
studies.

| would like to speak English well, so that | tbuse it to
communicate with foreigners.

| do not work hard enough in order to learn Estyl

| like studying English better than other forelgnguages.
Knowing English is important for me because ofife
employment prospects or career.

| would like to speak English well, so that | thtravel a
lot, and use it while traveling.

| do not always feel motivated to study English.

| like studying English at school.

Knowing English is important to me for enjoyiBgglish-
language entertainment (movies, music, literatyaeyes).
I would like to know English well, because | valike to
know as many languages as possible.

| think that | have learned English well at soho

I like using English outside of school (speakigting).
English is the most important international laage.

I would like to speak English well, so that Lmblearn
more about different English-speaking countries thed

culture.

Strongly disagree =|1
Disagree = 2
Undecided = 3
Agree =4
Strongly agree =5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
12 3 4 5
1 2 3 4 5

I learn more English outside of school thanmyGlasses at 1 2 3 4 5

school.
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Please mark the language, or languages, best maiglour experiences for each item. If your

answer is a language other than the ones listedvlagtou can mark it in the last, empty box.

ysibu3g
ysipasms
ueissny
ysiueds

uewlas)
youai4
eYM 48410

1. What foreign languages do you
study, or have studied before?

2. What foreign language you would
like to know?

3. Which foreign language, that ypu
have studied, do you believe to|be
the most useful for you in the
future?

4. Which foreign language, that ypu
have studied, do you believe to|be
the least useful for you in the
future?

5. Which foreign language, that ypu
have studied, do you like the most?

6. Which foreign language, that ypu
have studied, do you like the least?

7. Of the foreign languages that you
have studied, which do you beligve
yourself to be best at?

8. Of the foreign languages that you
have studied, which do you beligve
yourself to be weakest at?

9. Which foreign language, that ypu
have studied, you believe to be the
easiest one to learn?

10. Which foreign language, that ypu
have studied, you believe to be fhe
most difficult one to learn?

11. Which foreign language, that you
have studied, you have used [the
most outside of school?

12. Which foreign language, that ypu
have studied, you have used [the
least outside of school?

13. What foreign languages you thinl}
should be compulsory for everyone
to learn at school? T

Thank you for your answers!
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