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 ABSTRACT 

The Influence of Social Agents on Learning, Developing, and Growing Through Athletic 

Participation: A Theory of Athlete Development 

by Rikishi T. Rey 

Sports can significantly influence the lives of those who play them. Psychosocial outcomes such 

as values, skills, self-esteem, and goal setting are some of the referenced benefits associated with 

playing sports and are the result of athletes being exposed to situations in an environment that is 

favorable to learning. Due to the abundant nature of sports in the United States, there is a 

growing need to understand how to effectively create environments that are conducive to 

positive outcomes. However, such results and experiences are often anecdotally supported rather 

than scientifically driven. Therefore, the purpose of this dissertation was two-fold. First, it 

looked to develop and validate a reliable measure (i.e., Learned Lessons in Sport; LLS) to assess 

athlete’s perceptions that participating in sports led to their learning of valuable skills that 

transcend the sporting context. Second, it attempts to provide an empirical explanation and 

model to discern and assess how coaches’ communication affects a set of variables acting on 

learned lessons in sport. The designed measure and models serve to demonstrate the inherently 

communicative nature of sport and athlete development and identify the intersection of 

individual development and human growth that is the effect of playing sports. Using factor 

analytic techniques and serial mediation, three studies were conducted. Results of Study One (N 

= 207) and Study Two (N = 206), via exploratory factor analytics and confirmatory factor 

analytics, successfully developed and validated the LLS scale that assesses an athlete’s 

perception of their learning lessons through sport. The third study (N = 636) proposed and tested 

a model to demonstrate how coaches’ communication significantly affects a set of variables, 
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such as values, orientation, and attitudes, that act on learned lessons via serial mediation. Results 

of Study Three support the proposed relationships but the data was not an overall good fit for the 

model and a revised model is proposed. Overall, this dissertation contributes to the growing field 

of sport communication and provides implications for stakeholders invested in creating 

meaningful environments for athletes to compete in.   



xix 

TABLE OF CONTENTS 

Page 

ACKNOWLEDGEMENTS ........................................................................................... IV 

ABSTRACT ................................................................................................................ XVII 

LIST OF TABLES ....................................................................................................... XXI 

LIST OF FIGURES ................................................................................................... XXII 

1 LEARNING IN SPORTS ........................................................................................... 1 
1.1 Introduction .......................................................................................................... 1 
1.2 Athlete Development ........................................................................................... 1 
1.3 Influences on Psychosocial Outcomes and Learning ........................................... 2 

2 LITERATURE REVIEW ........................................................................................ 10 
2.1 Overview ............................................................................................................ 10 
2.2 Communicative actor ......................................................................................... 12 
2.3 Values ................................................................................................................ 16 
2.4 Achievement Orientation ................................................................................... 18 
2.5 Sportspersonship ................................................................................................ 21 
2.6 Lessons Learned in Sport ................................................................................... 24 
2.7 Rationale and Research Design ......................................................................... 29 

3 STUDY ONE: EXPLORATORY FACTOR ANALYSIS ..................................... 32 
3.1 Item Generation ................................................................................................. 33 
3.2 Participants ......................................................................................................... 34 
3.3 Procedures and Instrumentation ......................................................................... 36 
3.4 Results ................................................................................................................ 36 
3.5 Summary ............................................................................................................ 38 

4 STUDY TWO: CONFIRMATORY FACTOR ANALYSIS ................................. 39 
4.1 CFA .................................................................................................................... 39 
4.2 Criterion-related Validity ................................................................................... 39 
4.3 Construct Validity .............................................................................................. 40 
4.4 Participants ......................................................................................................... 41 
4.5 Procedures and Instrumentation ......................................................................... 43 
4.6 Data Analysis ..................................................................................................... 44 
4.7 Results ................................................................................................................ 45 
4.8 Summary ............................................................................................................ 46 

5 STUDY THREE: LEARNED LESSONS IN SPORT ........................................... 47 
5.1 Hypotheses ......................................................................................................... 47 



xx 

5.2 Participants ......................................................................................................... 52 
5.3 Procedures and Instrumentation ......................................................................... 53 
5.4 Data analysis ...................................................................................................... 57 
5.5 Results ................................................................................................................ 58 
5.6 Summary ............................................................................................................ 65 

6 DISCUSSION ............................................................................................................ 66 
6.2 Implications ........................................................................................................ 80 
6.3 Limitations and Future Directions ..................................................................... 81 
6.4 Conclusion ......................................................................................................... 83 

REFERENCES ................................................................................................................ 84 

APPENDICES ............................................................................................................... 118 



xxi 

LIST OF TABLES 

Page 

Table 3-1: EFA Factor Loadings for Learned Lessons in Sport Scale. ............................ 38 

Table 4-1: CFA Correlation .............................................................................................. 46 



xxii 

LIST OF FIGURES 

Page 

Figure 1-1 Lee et al. (2008) Model ............................................................................... 4 

Figure 1-2 Holt et al. (2017) Model .............................................................................. 5 

Figure 1-3 Proposed Model .......................................................................................... 7 

Figure 4-1 LLS – Confirmatory Factor Analysis ....................................................... 45 

Figure 5-1 Hypothesized Proposed Model ................................................................. 49 

Figure 5-2 Alternative Model ..................................................................................... 50 

Figure 5-3 Hypothesized Alternative Model .............................................................. 51 

Figure 5-4 CCI – Confirmatory Factor Analysis ........................................................ 55 

Figure 5-5 Serial Mediation on Initial Model ............................................................. 60 

Figure 5-6 Serial Mediation on Alternative Model .................................................... 63 

Figure 5-7 Serial Mediation on Revised Initial Model ............................................... 64 

Figure 5-8 Serial Mediation on Revised Alternative Model ...................................... 65 



1 

 1 Learning in Sports 

1.1 Introduction 

Sports can have a long-lasting impact on the lives of the athletes who play them. From 

character development, friendships, and life lessons, sports are a meaningful activity for 

individuals to engage in (Lee et al., 2008; Smoll et al., 2011). Some positive outcomes associated 

with sport are values, skills, self-esteem, and goal setting that transcend into other aspects of 

one’s life (Danish et al., 2004; Gould & Carson, 2008; Lee et al., 2008; Smoll et al., 2011). 

These benefits are a result of the exposure to situations in an environment that is favorable to 

learning (Bean et al., 2018; Holt et al., 2017; Shields & Bredemeier, 2007; Turnnidge et al., 

2014).  

Yearly, almost half a million athletes participate at the collegiate level, more than 7.2 

million athletes participate in high school sports, and 21,095,000 million children reported 

playing organized sports in 2020 (NCAA, 2020; State of Play, 2021). These numbers highlight 

not only how many participate in sports, but the opportunity sports provide to have a positive 

impression on individuals. The abundant nature of sports in America, and the possible impact it 

can have on those who participate as they mature and grow, demonstrates the need to understand 

how to effectively create environments that are conducive to positive outcomes.  

1.2 Athlete Development 

Athlete development research strives to understand and highlight many of the positive 

outcomes of sport participation. Notably, sport participation can lead to both physical (i.e., skill 

level, strength, speed, endurance) and psychosocial development (i.e., interrelationship of 

psychological and social thoughts and behaviors). Physical development encompasses one’s 

overall body physique and athletic abilities, often influenced by genetics, talent, and sport-
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specific coaching and training (Lloyd & Oliver, 2012; Vaeyens et al., 2008). While some fields 

such as kinesiology and sport psychology attempt to develop ways to identify and increase 

athletic talent (e.g., Johnston et al., 2018; Williams & Franks, 1998; Williams & Reilly, 2000), of 

specific interest to the field of sport communication researchers are the meaningful psychosocial 

results as an outcome of participating in sports (Abbott & Collins, 2004; Cranmer et al., 2017; 

Turman, 2006; Vaeyens et al., 2008).  

Although the physical development of athletes is important to study, of greater interest is 

the unique social environment sports provide which influence psychosocial outcomes and 

development (Dunn et al., 2003; Weiss, 2008). Specifically, Martin et al. (2015) calls for 

research to examine how the athlete’s social environment significantly contribute to their 

experiences and psychosocial development. While psychosocial outcomes may lead to outcomes 

that influence an athlete’s ability within sport, they also influence athletes’ lives outside of sport 

(Santos & Callary, 2021; Vella et al., 2013). These outcomes are often related to the maturation 

and development of the participant with regards to concepts such as motivation, values, coach-

athlete-parent relationships, and prosocial and antisocial behaviors (e.g., Hellstedt, 1987; Lee et 

al., 2008; McLaren et al., 2021; Rey et al., 2022; Smoll et al., 2011; Stanger et al., 2018). 

Influences that affect these outcomes are of interest to sport researchers and particularly this 

manuscript. 

1.3 Influences on Psychosocial Outcomes and Learning 

Recently, sport researchers (i.e., both those in sport psychology and sport communication 

fields) have addressed the influence of communicative agents’ (e.g., coach) impact on such 

psychosocial outcomes (Erickson & Côté, 2016; Gould & Carson, 2008; Holt et al., 2009; Ishak, 

2017; Kendellen & Camiré, 2019; Nicholls, 1989; Wenner, 2021, 2021). Literature suggests that 
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athletes learn psychosocial concepts through their interactions with communicative actors (e.g., 

coaches) and that these lessons transcend into contexts outside of sports (Erickson & Côté, 2016; 

Holt et al., 2017; Lee et al., 2007; Vallerand, 1994; Vierimaa et al., 2018). Communicative 

agents’ significant influence on athlete’s psychosocial outcomes related to athlete development 

speaks to the meaningfulness of such interactions (Danioni & Barni, 2019; Harter, 1978; Lee et 

al., 2000; Papaioannou et al., 2008; Raabe & Zakrajsek, 2017; Stanger et al., 2018; Weiss, 2008; 

Vallerand et al., 1997). More importantly, the findings forwarded in sport psychology literature 

furthermore postulate the centrality of communication within the sport context (Holt et al., 2017; 

Weiss, 2008). Specifically, the literature asserts that the influence on psychosocial outcomes 

takes place as a result of the interactions that occur between communicative actors and athletes, 

Children’s experiences in sport are affected by the behaviors, attitudes, and beliefs of 

significant adults and peers, including family members (notably parents), coaches, 

teachers, and peers, such as classmates, teammates, and nonsport friends. Social 

relationships and interactions with adults and peers are critical information sources for 

forming self-perceptions, deriving motivation, and learning values in sport… In sum, 

parents, coaches/teachers, and peers are important sources of social influence on 

motivational and moral variables. (Weiss, 2008, pp. 437-438) 

However, psychosocial outcome variables such as individual values, motivation, and 

sportspersonship have been heavily explored from a psychological lens with theories such as 

self-determination theory (Deci & Ryan, 2000) and achievement goal theory (Nicholls, 1984), 

and fail to incorporate the communicative actors who influence these learned lessons. 

To date, there is a scant amount of research on communicative actor’s influences on sport 

outcomes. Often, the importance of communicative actors are implied but not empirically 
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examined. Such is true for Lee et al.’s (2008) work who alludes to the notion of communicative 

actors role in influencing athletes values, but overall concludes that achievement orientation (i.e., 

achievement goal theory; task, ego) mediates the relationship between an athlete’s individual 

values (i.e., competence, moral, status) and sportspersonship (i.e., prosocial attitudes, antisocial 

attitudes) in the context of sports (see Figure 1-1) without the inclusion of such individuals.  

Figure 1-1 Lee et al. (2008) Model 

Because they forward the notion that athletes learn their values from their interactions with 

communicative actors, this assertion further supports the idea that the communication between 

athletes and communicative actors significantly influences psychosocial outcomes related to 

sports.  

Although this line of research is warranted, Lee et al.’s (2008) model fails to capture how 

communicative actors influence athletes’ experiences and the lessons they learn (e.g., Camiré et 

al., 2012; O’Rourke et al., 2012), and highlights that their model fails to incorporate these 

influences as antecedents. As such, the positive outcomes associated with sports are from more 

than just simply participating. Instead, learning such lessons are rather the outcome of the 

socialization one receives from the interactions they have with others (Lee et al., 2000; Lee et al., 

2007; Lee et al., 2008; Vallerand, 1994).  
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Notably, the importance of communicative actors has not been entirely overlooked. 

Indeed, researchers have examined communicative actors’ role in assisting in the development of 

athletes’ psychosocial outcomes often labeled as positive youth development (PYD; Holt et al., 

2017; see Figure 1-2). Holt et al. (2017) explores how communicative actors communicative  

Figure 1-2 Holt et al. (2017) Model 

actors’ influence positive youth outcomes and are interested in the activities that help athletes 

transfer their skills to contexts outside of sport. Researchers have used this model to identify if 

the explicit lessons learned in youth sport participation translate into life skills appropriately 

demonstrated outside of sport (Bean et al., 2018; Côté et al., 2014; Danish et al., 2004; Holt et 

al., 2017; Turnnidge et al., 2014). Specifically, PYD research often proposes that PYD climates 

consist of peers, parents, and adults (i.e., coaches/leaders) who influence outcomes such as 

personal development, social development, and physical development through life skills 

programs and activities that explicitly teach transferable skills (Bean et al., 2018; Côté et al., 

2014; Holt et al., 2017). Literature supports the notion that PYD climate can directly influence 

PYD outcomes through life-skill based programs (e.g., Play it Smart program for football, First 

Tee program for golf, Holt et al., 2020), but fails to examine the implicit process of sport 
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participation. This is notable as Holt et al. (2017) forwards that PYD often includes 

communication from communicative actors and that,  

It should be noted that there was relatively little information about explicit pedagogical 

strategies designed to promote [life skills] transfer. In fact, there were several examples 

that showed that transfer could occur implicitly, without deliberate attempts to focus on 

how skills learned in sport transfer to other areas in life… reflecting the notion of implicit 

transfer, the idea that skills could ‘easily’ transfer from sport to life. (Holt et al., 2017, p. 

34)  

Although this line of research does incorporate communicative actors, the authors state that one’s 

achievement orientation (i.e., motivation to improve, task orientation; motivation to win, ego 

orientation) may significantly impact the relationships between PYD climate and PYD outcomes 

(Holt et al., 2017).  

This assertion made by Holt et al. (2017) is valid as previous research has indicated that 

one’s motivation acts as a stimulant to development (Larson, 2006). For example, life-skills 

explicitly or implicitly provided to youth athletes may not lead to PYD outcomes if the athlete 

does not demonstrate motivation for the sport (Larson, 2006; Lee et al., 2008; Stanger et al., 

2018; Stupuris et al., 2013). As researchers imply, this phenomenon is fundamentally 

communicative in nature (Dorsch et al., 2015; Holt et al., 2017; Lee et al., 2008; Weiss, 2008) 

and therefore sport communication research needs to address how communication from 

communicative actors influences the psychosocial outcomes and the lessons athletes learn.   

Thus far, sport communication highlights that coach-athlete communication greatly 

contributes to an athlete’s experience in sports (Cranmer et al., 2017, 2019; Jowett, 2017; Rey et 
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al., 2022). Although literature postulates a meaningful relationship between coaching 

communication and psychosocial outcomes, to our knowledge there have been no attempts to 

integrate these areas of study that look at how coaching communication influences athletes’ 

values, orientation, and attitude as forwarded by Lee et al. (2008). Furthermore, Coakley (2013) 

posits that the benefits of sport such as psychosocial outcomes are often “the focus of personal 

testimonials than social research” (p. 310). One reason for the dearth of social research on 

athlete’s perceptions of learning psychosocial outcomes from sport may be due in part to the lack 

of a model that empirically measures athlete development and moreover, a measurement such as 

learning to support these claims. The development of such a model would provide researchers 

with a more holistic understanding of how these influences come together to affect athlete’s 

psychosocial development and if athletes perceive to learn these lessons through sport (see 

Figure 1-3). Specifically, this model would combine Lee et al. (2008) and Holt et al. (2017), 

measure athletes who are no longer participating in competitive sports to elicit their perceptions 

of the influence of their coach’s communication on their values, orientation, attitudes, and if they 

perceive that they learned lessons in sports that transcend into other contexts.  

Figure 1-3 Proposed Model 
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Combining Lee et al.’s (2008) and Holt et al.’s (2017) models are warranted as sport 

communication scholar, Wenner (2021), recently discussed how previous literature from 

neighboring fields such as sociology and psychology can assist in sport communication research 

stating, “for the area to truly succeed, its center and core in communication and media studies 

needs to reach across sport studies most notably to the sociology of sport and sport 

psychology…” (p. 39). This call comes from a need to further our understanding of ways to 

support athlete’s development and for people who are re-examining the place of sport in society. 

Therefore, the main purpose of this study is to build upon previous research to create a scale and 

a model indigenous to the field of sport communication that measures a sport-specific outcome 

and proposes a set of constructs and their relationship with one another to contribute to the 

advancement of sport communication as an academic discipline.  

A model that is representative and based in the field of sport communication will need to 

be constructed and grounded in the communicative interactions that are inherent in sport. This is 

to say, that although parts of athlete development have been examined, thus far, only implicit 

inferences can be made about the relationships and influence they have on one another. Next, an 

understanding of the process of learning psychosocial outcomes athletes go through is needed to 

assist in supporting and encouraging meaningful and positive athlete development. Simply put, 

the model will explain and illustrate the relationship and extent to which the process of athlete 

development relies on communicative actors.  

A model of sport communication should build upon the work of other sport researchers 

such as Lee et al. (2008) who has examined the relationships among values, achievement 

orientations, and sportspersonship in youth sports. Of special concern for researchers in the area 

of sport communication, is that Lee et al. recognizes that the values their work examines are 
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learned by athletes from their social networks but fail to empirically examine how 

communicative actors influence such values. Therefore, a model of sport communication should 

build upon and extend Lee et al.’s original concept to include communicative actors (e.g., 

coaches) and a negative attitude towards sport in order to further assess athlete development.  

Moreover, the development of a more comprehensive model of sport communication is 

necessary for several reasons. First, a model of sport communication will explain and predict 

athletes learning in sport that is yet to be explored from a communication lens. Second, the 

model will provide coaches the knowledge necessary to make meaningful adaptions to their 

communication with athletes. Last, as previously mentioned, this model answers a call made by 

both sport disciplines (i.e., sport psychology, sport communication) to assist in the further 

development of each field. As such, this dissertation proposes a new model that looks at how 

coaches influence an athlete’s values, how values are associated with attitudes as mediated by 

goal orientation, and how attitudes relate to athlete’s perceptions of having learned life lessons 

through sport.
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 2 Literature Review

2.1 Overview 

Aspects of sport such as values (Lee & Cockman, 1995; Lee et al., 2000), achievement 

orientation (see Lochbaum et al., 2016 for review), and pro and antisocial attitudes (Lee et al., 

2007; Vallerand et al., 1997) have been explored at great lengths in sport psychology research. 

Exploring this line of athlete development has highlighted that the communication from 

communicative actors significantly influences an athlete’s development and overall sport 

experience (Bruner et al., 2021; Gould & Carson, 2008; Newman et al., 2020; Riley & 

Anderson-Butcher, 2012; Santos et al., 2019; Šukys et al., 2015). These interactions can have a 

meaningful impact on an athlete both during and after their sport experiences (Holt et al., 2009; 

Santos et al., 2019; Turnnidge et al., 2014).  

Athletes also indicate that communicative actors influence their development in sport and 

the skills they learn and apply to contexts outside of sport later in life (Chinkov & Holt, 2016). 

Although sources illustrate these connections, less known is how communicative actors influence 

athlete development within the same study (Gould & Carson, 2008). Not only is there a gap in 

the literature, but sport researchers often cite these relationships as important factors in 

understanding the development of athlete’s psychosocial outcomes (i.e., athlete development) 

and the lessons they learn. Yet, empirical research neglects to include them in their models (e.g., 

Holt et al., 2017; Lee et al., 2008). Failure to incorporate communicative actors into these models 

could be because the study of these influences, while vital to gaining a better understanding of 

the sport experience, is outside the realm of sport psychologists foci.  

Although there is evidence to indicate that athlete development may include both explicit 

and implicit lessons, the lack of theoretical understanding as to how this influences athlete 
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development and to what extent is less known (Danish et al., 2004; Gould & Carson, 2008; 

Newman, 2020; Smoll et al., 2011). As Gould and Carson (2008) forward, “given the infancy of 

the scientific study of life skills development through sport, there is a need for more and better 

research” (p. 68). In their proposal for ways to improve this line of research, they specifically 

identify the need for quantitative research, the development of valid measures, the importance of 

studies to focus on theoretical explanations for the relationship between athlete development and 

sport participation, and the ability to identify if the learned lessons transcend sport (Gould & 

Carson, 2008). Simply put, the process in which development occurs and if athletes, later in life, 

perceive sport as something they learned from is understudied. As Gould and Carson (2008) 

state, 

a review of the current literature on life skills development through sport reveals an area 

that lacks extensive theoretical explanations. This deficit weakens the area, as few 

overarching ideas exist to guide research and explain why life skills do or do not develop 

through sport participation. (p. 67)  

Indeed, less known is how athletes develop while playing sports and how this development leads 

to using lessons that were implicitly taught through sport in athletes’ lives today.  

Therefore, in line with the goals of this research, in the pages that follow, the review of 

literature will demonstrate how the proposed model fills the current gap by extending the sport 

psychology literature and taking a uniquely communicative view to addressing how these human 

interactions influence psychological outcomes and athlete’s perception of their learning life 

lessons through sport. The communication from communicative actor (i.e., coach), one’s 

individual values (i.e., competence, morals, status), achievement orientation (i.e., task and ego), 

sportspersonship (e.g., attitudes; Lee et al., 2008), and learned lessons will be discussed, and 
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pertinent literature reviewed. Since the model itself hinge on communication with 

communicative actors, we will begin with explaining their influence in the process. 

2.2 Communicative actor 

Within sport, athletes have communicative actors who heavily impact their experience. A 

communicative actor is an individual who interacts and communicates with the athlete (Chu & 

Zhang, 2019). For athletes, coaches play a significant role in shaping their experience due to the 

amount of time spent with one another (Backman, 1985; Beets et al., 2006; Bruner et al., 2021; 

Sheridan et al., 2014; Vallerand et al., 1997). An athlete’s values towards sport will reflect their 

experience, relationship, and communication with their coach. 

Athletes often create meaningful connections with their coach as some argue that coaches 

are the most influential in regard to athlete development (Amorose & Anderson-Butcher, 2007; 

Chelladurai, 1984; Raabe & Zakrajsek, 2017). Due to the amount of time spent with one another, 

athletes indicate that coaches can have a strong influence on their individual self-worth and 

overall memory of their athletic development such as enjoyment (Bell, 1997; Wang et al., 2009). 

Specifically, the communicative interactions inherently contribute to an athlete’s perception of 

psychosocial outcomes and overall development. For example, Pennington (2019) posits that a 

coach can enhance or hinder the social and character development of an athlete while under their 

care. Davis et al. (2019) echoes this assertion highlighting the meaningfulness of a coach’s 

communication to relationship with their athletes to teach psychosocial outcomes such 

interpersonal knowledge regarding relationships and intrapersonal knowledge such as 

motivation, values, attitudes, and other valuable life skills. Similarly, because of a coach’s 

position to provide experiences that promote lessons that transcend sport, a coach’s 

communication has a unique influence on the athlete’s social, cognitive, and emotional 
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development (Becker, 2009; Camiré et al., 2011; Côté et al., 2010; Cranmer & Brann, 2015). 

Specifically, athletes often desire to play for a coach who motivates them, increases their affect 

for the sport, who they can form a positive relationship with, and who improves their self-

efficacy within the sport (Rey et al., 2022; Vella et al., 2011).  

Coaches are often expected to teach athletes skills that transcend sport and become 

personal assets in other aspects of life (e.g., school, home, work, community) (Gould & Carson, 

2008; Pierce et al., 2017). As forwarded by Turnnidge et al. (2014), this can happen explicitly or 

implicitly. Explicitly means that the coach specifically and intentionally creates an environment 

that athletes can learn and practice life skills in and outside of sport (e.g., a coach signing the 

team up for a sport development program that teaches the athletes what skills they can learn from 

sport that will be applicable later in life). Implicitly using sport to teach life skills indicates that a 

coach creates a climate that may later resonate with the athlete as a life skill building moment, 

but it may or not be the coach’s intentions to provide that type of instruction to the sport 

environment (e.g., explaining to athletes the value in being early to practice and this lesson 

teaching them the value in being early to their job later in life). Regardless, both approaches 

indicate that athletes learn valuable lessons (Chinkov & Holt, 2016; Weiss et al., 2016). 

Previous literature has demonstrated that coaches are also an essential factor in fostering 

athlete motivation (Buning & Thompson, 2015; Fransen et al., 2018; Wang et al., 2009). For 

instance, when coaches effectively use their power (e.g., Power Bases; French & Raven, 1959) 

an athlete’s motivation to play the sport also increases (Martin et al., 2009; Rey et al., 2022). 

Similarly, athlete development is influenced by their coach’s ability to both effectively motivate 

and challenge them (Larson, 2006). To motivate and challenge an athlete, a coach must be able 
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to push their athlete to play at a desired level, provide constructive criticism, and express 

encouragement when the athlete succeeds (see Cranmer & Brann, 2015; Cranmer et al., 2017). 

In previous literature has been identified as the motivational climate (Hollembeak & 

Amorose, 2005; Martin et al., 2009; Turman, 2003). As demonstrated above, a motivational 

climate refers to the affective and social conditions created by interpersonal relationships (Ames, 

1992; Hollembeak & Amorose, 2005). Coaches are often tasked with creating these 

environments for their teams through the relationships they develop with their athletes (Duda & 

Balaguer, 2007).  

Important to note however, is that not all athletes are motivated the same way. As 

demonstrated by Mageau and Vallerand (2003), some ways that coaches can motivate their 

athlete is to acknowledge the athlete’s perspectives and feelings, provide constructive feedback, 

or explain the logical reasons behind a specific task, rule, or limitation. Indeed, an athlete’s 

perception of the type of communication a coach is using is one of the most influential factors in 

stimulating motivation (Buning & Thompson, 2015). These types of communication include 

verbal feedback, open, clear, and direct communication, as well as the absence or avoidance of 

communication (Buning & Thompson, 2015). Coaches who provide verbal feedback 

communicate encouragement, corrective instruction, and praise. A coach’s communication that 

is open, clear, and direct often informs the athlete of their expectations and goals for both the 

broad team and environment, but also the individual. When a coach is absent in regards to 

communicating with their athlete or avoids speaking with them, they will fail to provide 

feedback, clarity, or acknowledgement. Simply put, a coach’s communication can significantly 

influence an athlete’s motivation in the sport. These findings parallel Cranmer et al. (2017) who 

examined coaching confirmation.  
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From a broad communicative lens, confirming communication has the ability to make 

adolescents and young adults feel supported, connected, valued, and recognized in a particular 

area (Dailey, 2009). From a more specific sport communication lens, coaching confirmation is 

built on Dailey’s work and when used appropriately can lead to improved coaching effectiveness 

(Gilbert & Côté, 2013) and increased motivation in athletes (Cranmer et al., 2016). Specific to 

this study and building off Cranmer and his colleagues, coach confirmation refers to the 

“transactional process by which coaches communicate to players that they are endorsed, 

recognized and acknowledged as valuable, significant individuals” (Cranmer & Brann, 2015, p. 

195). Cranmer and Brann (2015) offer six different communicative themes that reflect coach 

confirmation: individual communication (e.g., when a coach confirms you in a unique way 

specific to your communication style), personal communication (e.g., when a coach discusses 

topics with you outside of sport), recognition (e.g., when a coach highlights your performance or 

perceives you to have contributed to the success of the program), improvement (e.g., when a 

coach challenges the athlete to improve in a specific skill), encouragement (e.g., when a coach 

demonstrates that they have confidence in what you will be able to accomplish in the future), and 

investment (e.g., when a coach invests time or resources on you or the team). Cranmer et al. 

(2018) found that athletes like to be confirmed in challenging ways that push them to improve 

while recognizing their potential, while also providing acknowledgement when the athlete 

performs well. Coaching confirmation has proven to be valuable in highlighting a specific 

communicative action a coach can incorporate into their regimen to create psychosocial 

outcomes and improve athlete development. 
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2.3 Values 

Values have been defined as learned beliefs obtained through interactions with one’s 

social groups and through personal experiences that help individuals decipher which goals and 

behaviors are most preferable given a certain context (Rokeach, 1973; Schwartz, 1994). Of 

specific interest to the current discussion are the values athletes hold within a sport environment. 

Often, these values are reflective of their interactions with parents, coaches, and teammates 

because they are inherently taught through the communicative process (Danioni & Barni, 2019; 

Dixon et al., 2008; Harter, 1978). According to Lee et al. (2008), salient values for athletes 

include competence (i.e., perceptions of playing well, achievement, and skill), moral (i.e., 

playing fair, obedience), and status (i.e., winning, public image). These values represent the 

principles or standards athletes consider important which innately influence one’s attitudes and 

behaviors in sport (Lee et al., 2008; MacLean et al., 2008). Unfortunately, athletes are not always 

judged based on the values they hold but more so their performance, “players are often evaluated 

based on the outcomes of their actions rather than the means through which they achieve them” 

(Boardley & Kavussanu, 2007). This indicates that on a societal level, performance outcomes 

(i.e., winning) outweighs overall athlete development. More recently, as more attention is being 

paid to the psychosocial development of the athlete, researchers have started to draw attention to 

the importance of values, and their influence on these psychosocial outcomes (Danioni et al., 

2017; Lee et al., 2008; Lucidi et al., 2017). 

Competence values refers to the reasons athletes play sport and the importance of these 

reasons in driving such decisions (Lee et al., 2008). Often, this includes decisions that emphasize 

achieving goals and improving skills (Danioni et al., 2017). Furthermore, perceived competence 

is an athlete’s own evaluation of their ability and what they find important while performing 
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their sport (Lee et al., 2000; Lee et al., 2008). As Harter (1978) predicts, these perceptions can be 

influenced by one’s coaches, parents, and peer support. This influence from stakeholders may 

lead to higher or lower levels of perceived competence as the conversations are either positive or 

negative in nature (Allen & Howe, 1998; Harter, 1978; Mertens et al., 2018). Research further 

demonstrates that high levels of perceived competence influence higher levels of motivation, 

commitment, respect for social conventions, and persistence (Adell et al., 2019; Danioni & 

Barni, 2019; Lee et al., 2008; Rottensteiner et al., 2015).  

 Moral values refer to the extent that an athlete believes it is important to demonstrate 

fairness, honesty, and obedience while engaging in sports (Lee et al., 2008). Specifically, sports 

are highly credited for developing moral values due to athletes’ engagement with communicative 

actors (Stanger et al., 2018). Often, this is examined by exploring how athletes conduct 

themselves while competing in their sport (Lucidi et al., 2017). For example, there is evidence to 

support that athletes are more willing and likely to enact behaviors, such as unfair play, if they 

perceived their teammates to be likely to do the same (Romand et al., 2009; Traclet et al., 2015). 

Decisions that athletes make often stem from interactions with coaches and teammates who may 

encourage and provide environments conducive to specific moral behaviors (Stanger et al., 2018; 

Traclet et al., 2015). As such, moral values have been noted to directly predict prosocial and 

antisocial sportspersonship behaviors. For example, Adell et al. (2019) and Lee et al. (2018) 

found that those high in moral value demonstrated prosocial sportspersonship and those low in 

moral values demonstrated antisocial sportspersonship behaviors. Additionally, literature 

identifies moral values as a strong influence in an athlete’s decisions related to sportspersonship, 

cheating, and listening to direction (Lee et al., 2008; Traclet et al., 2015; Vallerand et al., 1997).  
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Status values refer to the importance that athletes give to their image and performance in 

relation to others (Lee et al., 2008). Researchers exploring athletes’ values, while competing in 

sports, indicate that status values are often the least important to athletes (Goggins, 2015). 

However, this does not indicate that they are not present, it is just to say that competence and 

moral values are strongly associated with their decisions and behaviors in sport (Danioni et al., 

2017; Goggins, 2015; Lee et al., 2008). One way that researchers have tested status values is as 

an antecedent to achievement orientation such as ego orientation (Lee et al., 2008; Saldanha et 

al., 2020). Their results indicate that status is the strongest predictor of ego orientation (Lee et 

al., 2008; Saldanha et al., 2020). Communicative actors also influence an athlete’s status value. 

When pressure to perform or win is the focus of communication from communicative actors, 

athletes report higher levels of perceived status value (Danioni et al., 2017, Dorsch et al., 2015). 

This means that athletes are more interested in winning, proving they are better than others, their 

individual performance more than how the team does, learning, or long-term development. 

Overall, the values an athlete develops are influenced by the communication they have with 

various communicative actors such as parents, coaches, and teammates (Kremer-Sadlik & Kim, 

2007). As demonstrated by previous literature, an individuals’ values underpin their achievement 

orientation (i.e., motivation) within the sport context (Lee et al., 2008). 

2.4 Achievement Orientation 

Achievement orientation is defined as one’s cognitive approach to an activity that may 

influence their motive to engage in and respond to the activity (Amorose & Horn, 2000; Weiner, 

1986). Studied in various contexts including organizational, instructional, and sport settings, 

achievement orientation is a construct labeled to reflect the motivational process under 

investigation (Dweck & Leggett, 1988). For example, previous researchers have referred to the 
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achievement orientation construct as the difference between learning goals versus performance 

goals (e.g., Elliott & Dweck, 1988), task-orientation versus ego-orientation (e.g., Weber, 2003), 

and mastery goals versus competitiveness (e.g., Roberts & Balague, 1991). Pertinent to this 

discussion, achievement orientation will be defined as task and ego orientation within the context 

of sport.  

Built on the assumption that individuals are goal-driven and intentional, task and ego 

orientations guide ones’ decisions and behaviors in a sport context (Lee et al., 2008; Roberts et 

al., 1998). As Mageau and Vallerand (2003) postulate, athletes may be motivated to compete in 

or complete an activity to demonstrate mastery (e.g., task orientation) or for personal success 

(e.g., ego orientation). Task orientation is what motivates an athlete to complete a task. Often, 

task-oriented athletes’ predisposition is to focus on improvement and hard work when 

performing an activity. This approach often leads to greater affect for the activity and can lead to 

mastery of a task (Jagacinski & Nicholls, 1984; Roberts et al., 1998). The concept of ability is 

not pertinent to the disposition because task-oriented athletes perceive that the activity will help 

them become better at the skill than when they started (Nicholls et al., 1989; Roberts et al., 

1998). Additionally, task orientation has been related to the communication and endorsement of 

sport later in life (Roberts et al., 1989). This is an important facet of the orientation as Roberts et 

al. (1998) explains that “when the participants were task oriented, they generally endorsed 

personal development and lifetime skills as purposes of sport, motivation or effort as the cause of 

success, and mastery experiences as sources of satisfaction” (p. 342). This finding demonstrates 

that athletes who are task oriented may communicate about the psychosocial outcomes, and 

athlete development they experienced, later in life. 
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Ego orientation is the predisposition to focus on completing an activity to establish 

dominance or superiority over another (Jagacinski & Nicholls, 1984). Athletes who are ego 

oriented often attempt to use the least amount of effort required and focus on the goal of winning 

above anything else (O’Rourke et al., 2013; Roberts et al., 1998). Ego oriented athletes are 

concerned with being better than their opponent as a means to gain recognition, awards, 

approval, and are willing to do so with a win at all costs mentality (Amorose & Horn, 2000; 

Roberts et al., 1998). Furthermore, ego orientation has been positively related to antisocial 

sportspersonship outcomes, negatively related to long-term achievements, and negatively related 

to positive psychosocial outcomes such as persistence and hard work (Amorose & Horn, 2000; 

Lee et al., 2000; Lee et al., 2008; Roberts et al., 1998). This means that athletes who are ego 

oriented are more likely to cheat and show poor gamesmanship, are less likely to continue 

playing their sport long term, and are less likely to perceive that they learned life lessons.  

Task and ego orientation are also learned from the communicative actors athletes socialize with 

(Duda et al., 1991; Harter, 1978; Lee et al., 2007; Roberts et al., 1998). As such, one’s 

motivation towards sports can be stimulated by the conversations athletes have with 

communicative actors. For instance, research indicates that if communication from parents, 

coaches, and teammates indicates that winning is valued over development, the athlete will likely 

demonstrate ego-oriented decisions and behaviors (Pennington, 2019; Roberts et al., 1994). 

Amorose and Horn’s (2001) results indicated that a coach’s communication can significantly 

influence an athlete to approach sports with a task-oriented disposition. Moreover, Lee et al. 

(2007) indicate that task and ego orientation mediate the relationship between individual values 

and sportspersonship. 
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2.5 Sportspersonship 

The definition of sportspersonship has evolved through the years (Giebnink & McKenzie, 

1985; Haskin, 1960; Kistler, 1957; Kroll, 1976; Shields & Bredemeier, 1995; Weiss & 

Bredemeier, 1986). Originally, sportspersonship represented a general attitude toward certain 

sport behaviors, a positive prosocial interaction related to game play, a demonstration of respect 

for rules, a demonstration of moral reasoning, or the pursuit of success in sports in ethical and 

moral ways. However, Vallerand et al. (1996) argued that the definition of sportspersonship was 

not well defined and that without a clear definition it would be impossible to continue research 

on this topic. As such, Vallerand et al.’s (1996) research examined and defined sportspersonship 

as: 

A general or core tendency toward the respect of and the concern for the sport 

environment, the rules, and its participants (coaches, teammates, referees and officials, 

and the opponent), and a concomitant avoidance of a negative win-at-all-costs approach 

toward participation in sport by putting the emphasis on the social component of 

sportsmanship… (pp. 96-97) 

There are five dimensions offered by Vallerand et al. (1996), meant to provide a more 

holistic understanding of how athletes demonstrate sportsmanship. First, athletes can 

demonstrate sportsmanship by displaying commitment for the sport. This means that athlete’s 

work hard, acknowledge mistakes, and strive for improvement. Second, athletes exemplify 

respect for the social conventions within sport by engaging in handshakes with opponents after 

games, losing well, and recognizing talented others. Third, athletes have respect and concern for 

the rules of their sport and those who officiate even when they disagree with calls. Fourth, 

athletes will demonstrate true respect and concern for their opponents. An example of this is 



22 

allowing an opponent to play even if they are late, sharing equipment if necessary, and assisting 

injured opponents instead of taking a competitive advantage. Last, Vallerand et al. (1997) assert 

that athletes can also develop a negative approach towards sportsmanship. This is characterized 

by athletes who exhibit a poor attitude and approach sports with a win-at-all-costs mentality, 

become visibly angry after making a mistake, and compete for individual prizes or recognition. 

Vallerand et al. (1997) postulate that athletes learn what sportspersonship is and what it is not 

through their interactions with communicative actors such as parents, coaches, and teammates as 

well as contextual situations.   

Vallerand and his colleagues notably highlight that by providing a multidimensional 

definition for sportspersonship, it allows researchers to separate the dimensions (Vallerand et al., 

1996; Vallerand et al., 1997) thereby allowing researchers to investigate how specific facets 

influence the personal and contextual determinants of individuals behaviors (Vallerand et al., 

1996). This last point made by Vallerand et al. (1996) is significant to the current discussion of 

the development of the athlete. As stated earlier, because of the ubiquitous nature of youth sports 

in this country, sport has the potential to have a significant impact on the development of the 

individuals that participate in them.  

This means that athletes can develop a positive or a negative attitude towards sports. In a 

context that finds more than 21 million youths participating in each year, such as sports, the 

current discussion of sport is less concerned with youth athletes learning the social conventions 

and even the rules of a given sport, and is more centered on how these athletes learn some of the 

positive social-emotional outcomes of sport such as the value of hard work, acknowledging 

mistakes, and striving for improvement (the first dimension of Vallerand et al.’s model called 

commitment). As such, if not managed appropriately, sport appears to be a context where youth 
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participants can learn negative outcomes such as a need for recognition and an inability to learn 

from mistakes (Vallerand et al.’s last dimension called negative). Therefore, it is the first and 

fifth dimensions of Vallerand et al.’s model of sportsmanship that is the main concern to this 

discussion of the development of the athlete.  

To further clarify, commitment reveals a positive attitude towards one’s engagement with 

sport that often aligns with one’s task orientation and competence values (Lee et al., 2008; 

Lemyre et al., 2002; Lochbaum et al., 2016). For example, an athlete who perceives themselves 

to be skillful and finds meaning in the effort it takes to perform a task (e.g., to improve their 

skills) will demonstrate stronger commitment attitudes towards the sport. A negative approach is 

a negative attitude towards one’s engagement with sport. This behavior is often predicted by ego 

orientation and status values (Lee et al., 2008; Lemyre et al., 2002; Lochbaum et al., 2016). For 

example, if an athlete is playing their sport to show that they are better than others and are more 

concerned with winning than anything else, they will have a negative approach towards the sport. 

As demonstrated, one’s values, orientation, and sportspersonship are closely aligned (Chantal et 

al., 2013; Guo et al., 2021).  

Recently, studies have examined sportspersonship and behavioral intentions (see 

Çağlayan et al., 2021; Guo et al., 2021). Guo et al.’s (2021) examined how sportspersonship 

mediated the relationship between achievement orientation and doping intentions. Their results 

indicate that there were both direct and indirect effects on athlete’s achievement orientation and 

doping intentions. Specifically, task and ego orientations had significant influences on 

sportsmanship and doping intentions. Furthermore, Çağlayan et al. (2021) examined the 

relationship between sportspersonship and communication skills (i.e., communication principles, 

self-expression, active listening and non-verbal, and willingness to communicate). Their findings 



24 

indicate that sportspersonship significantly relates to individuals’ willingness to communicate, 

active listening, nonverbal communication, and self-expression. Overall, these studies are 

necessary to address because they draw attention to sportsmanship’s ability to predict behaviors 

one enacts in other contexts outside of sport. 

2.6 Lessons Learned in Sport 

Researchers within the area of sport forward that the different experiences athletes 

encounter affect their overall development and promote skills and behaviors that are transferable 

to contexts outside of sport (Barber et al., 2005; Danish, 2002; Larson, 2000). Through the years, 

researchers have identified skills that athletes hone while playing sports and the psychosocial 

outcomes associated with being an athlete (e.g., Gould & Carson, 2008; Hodge et al., 2013; 

Moote & Wodarski, 1997; Newman et al., 2020). For instance, Moote and Wodarski (1997) 

conclude that an athlete’s ability to control their emotions, demonstrate high levels of self-

efficacy, problem-solve, communicate honestly, and gain and maintain social support from 

others are skills that can be enhanced through sport and are transferable to the rest of an athlete’s 

life. Gould and Carson (2008) support this notion when they write that athlete’s learn “those 

internal personal assets, characteristics and skills such as goal setting, emotional control, self-

esteem, and hard work that can be facilitated or developed in sport and are transferred for use in 

non-sport settings” (p. 60).  

While researchers in the realm of sport discuss how athletes develop, they also draw a 

distinction between lessons that are learned via explicit means versus implicit means (e.g., Bean 

et al., 2017; Gould & Carson, 2008; Turnnidge et al., 2014). When researchers or coaches use 

explicit means to teach athletes lessons, they often do so by incorporating a specific life skills 

program alongside a sport experience. In other words, explicit-based learning involves 
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implementing workshops and curriculums designed to teach athletes about valuable life skills 

and the ability to transfer these lessons to contexts outside of sport. This design uses sport as a 

medium to gain the participation and attention of participants to complete the program (e.g., after 

school program, camps, etc.). It is important to note that investigations into the benefits of sports 

often focus on the athlete’s development through these explicit-based learning programs as 

opposed to looking at what the athlete learns or gains through sport participation itself (e.g., 

Allen et al., 2014; Allen & Rhind, 2019; Hodge et al., 2013; Hodge et al., 2017; Newman, 2020; 

Newman et al., 2020; Pepitas et al., 1992). Youth complete these programs in addition to, and 

outside of, their normally scheduled practice (Hodge et al., 2017; Newman et al., 2020). For 

instance, Hodge et al. (2017) integrated the Sports United to Promote Education and Recreation 

(SUPER) curriculum alongside the Hockey is For Everyone (HIFE) ice hockey workshop 

designed for local Boys and Girls Club members. Each day after practice, participants completed 

one of eleven sessions with trained staff, designed to target Positive Youth Development (PYD). 

Their results indicate that both participants, and their parents, recognized the lessons learned 

during these sessions (e.g., goal setting, seeking help, managing emotions, confidence, etc.) 

applied to contexts outside of their camp.  

Similarly, Newman and his colleagues examined PYD using a similar program 

(Newman, 2020; Newman et al., 2020). They integrated a sport-based PYD program with a 

Learning in Fitness and Education through Sports (LiFesports) summer camp provided for 

underserved urban youth (Newman, 2020; Newman et al., 2020). At the end of the four-week 

summer program interviews with youth athletes revealed that they learned, developed, and 

applied both intrapersonal and interpersonal skills learned through the program into other aspects 

of their lives (e.g., school, relationships, other sports) (Newman, 2020). These included 



26 

interpersonal lessons such as communication skills, as well as intrapersonal lessons such as 

controlling their emotions, giving maximum effort, persistence, resiliency, teamwork, respect 

towards others, developing relationships, social responsibility learning personal responsibility 

(Newman, 2020).  

Newman and his colleagues have also examined the ways parents and staff may influence 

underserved urban youths’ development (Newman et al., 2020). During this 4-week, 19-day 

summer camp, participants played sports for 99 hours and participated in the LiFEsports 

program for 15 hours. Staff who ran the program were members of the community (e.g., 

teachers, students, etc.) and trained over a two-day period. Participants’ parents attended a two-

hour orientation that explained the program to them and encouraged them to discuss and 

reinforce what their children learned throughout the program while at home. At the end of the 

program, participants not only responded to questions regarding the development of the life skills 

mentioned above, but they also provided feedback concerning their perceptions of their 

staff/coach and parent’s support during the program. Such programs indicate that individuals 

with supportive staff and parents will experience higher levels of development in skills such as 

effort, teamwork, social responsibility, social competence, and transfer of learning (Hodge et al., 

2017; Newman et al., 2020). 

While the results presented above focus on programs that train the individual, similar 

results have been found when assessing supplemental sport programs that focus on athletic team 

development. For example, programs such as the United States Olympic Committee’s (USOC) 

Career Assistance Program for Athletes (CAPA) have been used to help athletes understand how 

they can transfer their skills from sports into future endeavors. Pepitas et al. (1992) held eight, 

one-day workshops, in several locations for athletes to learn how to manage their transition out 
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of sport, increase their awareness and understanding of the attributes they had to assist in the 

transition and future goals, and teach them about life outside of sport. Moreover, coaches are 

encouraged to explicitly promote athlete development by including activities into their training 

sessions that encourage the transfer of skills beyond sport into other contexts (e.g., Camiré et al., 

2018; Pierce et al., 2017). For example, Newman, Black, et al. (2020) highlight that coaches can 

explicitly encourage athlete development by teaching, discussing, creating, encouraging, and 

promoting opportunities to learn and apply their skills inside and outside of sport.  

Much of the aforementioned literature illustrates the benefits of using sport as a vehicle to 

explicitly encourage positive youth development, although scant, researchers do indicate that 

athletes develop from implicit means as well while engaging in sport (e.g., Barton, 2011; Holt, 

Tink, et al., 2008; Jones & Lavallee, 2009; Turnnidge et al., 2014). Implicit learning occurs when 

athletes develop life skills as a result of the actual participation in sport. In other words, the 

opportunities for growth and development occur naturally as a result of the situations the athlete 

experiences without these lessons being overtly pointed out. Here, the athlete is not consciously 

trying to learn and develop life skills that that transcend the sport context, they just simply play 

and learn from the experience (Bean et al., 2018; Turnnidge et al., 2014). Turnnidge et al. (2014) 

highlight that the implicit lessons do “not focus on employing intentional strategies to promote 

the transfer of these skills. The basis of the implicit approach is that the values and skills that are 

taught in sport are not different from those required in real life” (p. 209). In other words, 

individuals learn lessons as a result of their in-sport experiences. For instance, an individual may 

learn the value of hard work through first-hand experience of preparing for an event and reaping 

the benefits of their hard work, such as winning or playing time. Research by Chinkov and Holt 

(2016) demonstrates that athletes often believe that they learn valuable life lessons implicitly 
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through their sport participation. Specifically, they found that when Brazilian Jiu-Jitsu athletes 

reflected upon their experiences within that sport, they feel that that they learned respect for 

others, self-confidence, healthy habits, and perseverance. Furthermore, these athletes reported 

that these lessons transcended to outside the sport context and influenced their everyday life.  

Holt, Tink, et al. (2008) conducted interviews and field work with high school athletes 

and found further support for the assertion that that these athletes developed life skills implicitly 

through sport participation. Participants reported believing that they learned integrity, respect, 

and responsibility from playing and participating in sports. Moreover, athletes emphasized the 

implicit nature of their development by indicating that it was through their interactions with 

coaches and peers through training and competing that led to many of these lessons.  

While development occurring from explicit means should not be ignored, it is often the 

lessons that are learned through the more implicit means that seem to stay with athletes after the 

conclusion of their playing days. Specifically, athletes have indicated that sports helped them 

develop skills that they are now able to implement into different contexts outside of sport such as 

their careers, emphasizing the benefits of sport experiences that implicitly taught them valuable 

lessons (Barton, 2011; Jones & Lavallee, 2009; Kendellen & Camiré, 2015, 2017). Jones and 

Lavallee (2009) conclude that it may be more beneficial to athlete development to allow them to 

learn through their lived experiences within sport than to explicitly focus on athlete development 

pertaining to the transferability of skills outside of sport. In other words, athletes often indicate 

that the lessons they learn come from being an athlete rather than specific lessons designed to 

teach them these skills. Although it is important to ensure that athletes learn in sport, explicitly 

designing lessons and programs to do so is not necessary (Turnnidge et al., 2014).  
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Simply put, the lessons learned from sport resonate, are often viewed as by athletes as 

more valuable, and transcend the sport context when they are implicitly introduced through their 

engagement with communicative actors and their experiences in sport than when they are 

explicitly introduced (Barton, 2011; Chinkov & Holt, 2016; Jones & Lavallee, 2009). In 

summary, the aforementioned literature demonstrates the role communicative actors have in 

athlete development specific to athletes’ values, achievement orientation, sportspersonship, and 

perceptions of learned lessons in sport. Moving forward, this study will provide a further 

rationale for the proposed study, hypotheses, and a methods section outlying how the study will 

be conducted. 

2.7 Rationale and Research Design 

To date, neither sport communication, sport psychology, or sport sociology research has 

proposed a model that explicitly explains and describes how communication shapes psychosocial 

outcomes and perceptions of learning. Although not always empirically tested within their 

research, sport psychologists and sociologists indicate that communication is inherent in sports, 

and particularly in athlete development (Coakley, 2016; Holt et al., 2017; Lee et al., 2007, Lee et 

al., 2008; Vallerand et al., 1997). Simply stated, there is yet to be a holistic examination of the 

athlete development process from a communication specific lens. As such, this study builds off 

work by Lee et al. (2008) and Holt et al. (2017) and proposes a communicative based sport scale 

and model that looks to advance the field of sport communication. Specifically, it postulates a set 

of constructs (i.e., communicative actor, values, achievement orientation, sportspersonship, 

learned lessons) and their relationships with one another to be able to explain the phenomenon of 

athlete development.  
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As previously discussed, although researchers posit that athletes learn lessons that 

transcend the context of sport, there is a lack of empirical evidence to support these assertions. 

This missing element in the research literature is of interest, and concern, since so many sport 

researchers espouse the development of transferable lessons as one of the main advantages to 

sport participation (Coakley, 2013). One possible explanation as to the lack of tangible evidence 

for this outcome is due to the lack of a validated measure to assess whether former athletes 

believe that the skills they learned as an athlete have had a discernable effect on their lives 

outside of sports. Without an appropriate measurement instrument, researchers are unable to 

verify if, and how, the athlete develops in this regard through sport participation. Therefore, in 

addition to forwarding the proposed theoretical structure discussed to gain a better understanding 

of athlete development, the current proposal calls for the development and validation of measure 

assessing an athlete’s belief that the lessons they learned in the sport context have transferred and 

impacted other aspects of their life.  

Former athletes are a valid population for this study pertaining to inclusion criteria. 

Notably, former athletes include individuals who have played a sport at the high school level for 

at least one season—either for a high school team or outside of high school or travel or club—

and are not currently participating in a sport at either the college or professional level. Sampling 

from individuals no longer involved in sports is appropriate because as Bean et al. (2018) and 

Bronfenbrenner (1999) have indicated, the life skills learned through sport are not always readily 

apparent to the current athlete. This means that lessons learned may be better recognized later in 

life as athletes reflect and resonate on their sport experiences and development. As such, 

retrospective data is appropriate in this context.  
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Therefore, this manuscript forwards a three-part study. As previously discussed, although 

researchers often postulate that athletes learn lessons that transcend the context of sport, there is 

a scarcity of research that provides this assertion with empirical support. One reason why there 

might be a lack of research in this area is due to the lack of an appropriate measure for this 

concept. Without suitable measurement, it is difficult for researchers to observe a clear 

understanding of how the athlete develops through sport and how sport plays a significant role in 

providing athletes with lessons that are beneficial outside of sport. Therefore, Study One and 

Two looks to develop and validate the Learned Lessons in Sport (LLS) scale. The purpose of this 

measure will be to assess athlete’s perceptions that participating in sports led to their learning 

valuable skills that transcend the sport arena. Upon using factor analytic techniques to determine 

a cogent factor structure, the LLS will then be used to test the forwarded model. 

Study three will then employ the newly designed and validated LLS measure to test the 

model outlined previously examining the meaningful impact coaching communication has on 

athlete development. A model such as this will serve to demonstrate the inherently 

communicative nature of sport and athlete development and identify the intersection of 

individual development and human growth that is the effect of playing sports. In the chapters that 

follow, each study will have an introduction into the research design, participants, procedures 

and instrumentation, results, and a small summary. After all three studies are provided, the 

following chapter will discuss the meaningfulness of the results pertinent to each chapter before 

addressing implications, limitations, and future directions. 
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 3 Study One: Exploratory Factor Analysis 

In Study One, items were created to appropriately assess athlete’s perceptions that they 

learned lessons in sport that later transfer into other contexts of their lives and to determine a 

factor structure of those items. Data were then collected subjected to factor analytic techniques to 

determine if a cogent factor structure could be detected with those items. Since a central aim of 

sport is to promote lessons that transcend the boundaries of sport (Becker, 2009; Camiré et al., 

2011; Côté et al., 2010), it is important to examine if the lessons learned in the sport context 

transfer to other contexts of an athlete’s life. Unfortunately, scant amount of research has 

effectively measured the implications of sport in one’s life or sports ability to teach lessons that 

are identifiable in athletes after their sporting experience (e.g., after a high school career). The 

importance of identifying this transfer of information is because lessons that are used outside of 

the context in which they are learned, demonstrates a transfer of learning (Newman, 2020). 

Although the concept of learning is new to sport communication, it is not in the field of 

instructional communication. Within the instructional context, learning indicators are the “certain 

behaviors or activities that students perform when they were involved in learning content” 

(Frymier et al., 1996, p. 193). Often, when an individual learns something, they self-disclose to 

others about their experience and encourage others to feel similar towards the event (i.e., 

affinity) (Frymier, 1994). Several factors can influence learning such as content relevance, state 

motivation, confirmation, and affective learning (Ellis, 2000, 2004; Frymier & Houser, 1999; 

Goodboy & Myers, 2008) These studies highlight some of the antecedents to learning and draw 

attention to the similarities between instructional and sport communication literature.  

Since the act of coaching is very similar to the behaviors demonstrated by instructors, 

instructional measures are often encouraged for use in a sport setting (Kassing et al., 2004; 
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Martin et al., 2009; Rey & Johnson, 2021; Turman, 2003; Turman & Schrodt, 2004). As such, 

sport communication researchers have found value using constructs and theories from 

instructional communication literature to help make sense of sports (e.g., Kassing et al., 2004; 

Martin et al., 2009; Rey et al., 2022; Turman & Schrodt, 2004). Thus far however, from our 

knowledge, there is still a limited amount of literature in sport communication pertaining to how 

athletes demonstrate that they use the lessons they learn while competing in sports in other 

contexts. Therefore, it is important for research to measure if lessons learned in sports transcend 

to other contexts. 

3.1 Item Generation 

Consistent with previous literature and standard procedures for scale development 

(DeVellis, 2012), an initial pool of items were created based on a thorough review of the 

literature, a method used in previous sport communication research (Basinger, 2020). The foci of 

items created was to represent cognitions and behaviors that indicate individual’s perceptions 

that they learned life lessons through the sporting context. More specifically, the 

conceptualization of the measure being created is thoughts and behaviors that indicate 

perceptions of learning through sport. Operationally, the Frymier and Houser (1996) Learning 

Indicators scale served as a model in item generation. This decision seemed to make conceptual 

sense since the Frymier et al. measure assesses behaviors that represent learning in the classroom 

and the current measure attempts to assess behaviors that represent learning through sport. For 

example, sport psychologists and sport communication scholars often discuss how athletes 

display learning outside of the realm of sport. Literature by Danish et al. (2004), Gould and 

Carson (2008), Chinkov and Holt (2016), and Smoll et al. (2011) propose that athletes, and 

former athletes exhibit positive psychosocial outcomes and behavior and often attribute it to the 
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lessons they learned through sport. These include higher levels of self-esteem, responsibility, the 

ability to effectively set goals, healthy habits, and perseverance (see Appendix A). Item 

generation resulted in 20-items, 5 which were inversely worded (e.g., don’t, rarely) to avoid 

acquiescence bias. 

To demonstrate face validity, a method utilized by LaBelle and Johnson (2018) was 

utilized. First, the initial items were shared with outside experts in the field, who indicated that 

the items adequately represent behaviors and conversations one would have had they learned 

lessons during their sporting experience. Second, the items were shared with former athletes, 

who agreed that the items were consistent with conversations and behaviors they have 

demonstrated as a result of learning lessons while playing sports. As such, it was determined that 

the items demonstrated face validity and could be used to measure learning in sports. 

3.2 Participants 

As part of a larger dataset, participants were recruited from Amazon Mechanical Turk 

(MTurk) and Cloud Research Prime Panels (Cloud Research) (Chandler et al., 2019). Before 

combining the datasets, an independent sample t-test was conducted to test for significant 

differences between the two samples. Results indicate that there is not a significant difference (t 

(411) = .46, p = .64) between Cloud Research (M = 3.82, SD = .76) and MTurk (M = 3.78, SD = 

.74). Inclusion criteria required participants to pass a captcha designed to eliminate robots, 

indicate that they played sports during high school (e.g., for the high school team, club, travel, 

etc.), currently live in the U.S., and provide consent that they were 18 years or older and could 

recall their sporting experiences to be eligible to complete the survey. Upon completion of the 

survey, participants received compensation (¢75, Mturk; $1.25, Cloud Research). The final 

sample included a nationwide community sample of 207 individuals (n = 59, MTurk; n = 148, 
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Cloud Research), 92 (44.4%) who identified as male, 113 (54.6%) as female, and 2 (1%) as non-

binary. The mean age of the sample was 39.97 (SD = 14.93) and ranged from 18 to 78. A 

majority of participants identified as white/Caucasian (n = 162; 78.3%), black/African American 

(n = 24; 11.6%), Asian (n = 9; 4.3%), Hispanic/Latina/Latino (n = 6; 2.9%), Native American (n 

= 4; 1.9%), and 2 (1.0%) who identified as prefer to self-describe. When asked which sport they 

played, participants reported baseball (n = 260; 9.7%), basketball, (n = 48; 23.2%), cheer (n = 

10; 4.8%), cross country (n = 11, 5.3%), dance (n = 4; 1.9%), football (n = 22; 10.6%), 

gymnastics (n = 2; 1.0%), lacrosse (n = 4; 1.9%), soccer (n = 17; 8.2%), softball (n = 18; 8.7%), 

tennis (n = 8; 3.9%), track and field (n = 8; 3.9%), volleyball (court) (n = 15; 7.2%), and other (n 

= 20; 9.7%). Participants currently reside in 41 different states with a majority (n = 21; 10.1%) 

living in California and reported on 35 different states where they played the sport during the 

time they reported on with a majority (n = 25; 12.1%) playing in California. The highest level of 

competition played included 5 (2.4%) recreationally, 5 travel (2.4%), 139 (67.1%) high school, 

10 (4.8%) community college, 40 (19.3%) 4-year university, 5 (2.4%) semi-professionally, and 3 

(1.4%) other (i.e., military, university’s club team, Olympics). To the best of their knowledge, 

the coach they reported on identified as male (n = 130; 62.8%), female (n = 76; 36.7%), and 1 

(.5%) non-binary/third gender. Participants stopped playing their sport due to aging out (n = 125; 

60.4%), quitting (n = 46; 22.2%), being cut (n = 8; 3.9%), or other (n = 28; 13.5%). Their roles 

on the team included being a starter (n = 144; 69.6%), non-starter (n = 54; 26.1%), and a captain 

(n = 29; 14.0%). When referring to their sporting experience, on average, participants had been 

away from their sport for 18.02 years (SD = 15.07) and ranged from 0-60 years removed. 

Personal education levels included High School degree (n = 76; 36.7%), Associates degree (n = 
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25; 12.1%), Bachelor’s degree (n = 78; 37.7%), Master’s degree (n = 17; 8.2%), Ph.D. (n = 5; 

2.4%), JD (n = 1; .5%), and other (n = 5; 2.4%). 

3.3 Procedures and Instrumentation 

After obtaining approval by the university’s Institutional Review Board (IRB), the survey 

was posted on both Mturk and Cloud Research. Participants were able to complete the survey on 

their own time, confidentially, voluntarily, and were screened for previous sporting experience. 

Data collected from these platforms is known to be as reliable as data collected from more 

traditional methods such as college student samples and laboratory settings (e.g., Buhrmester et 

al., 2011; Casler et al., 2013; Hauser & Schwarz, 2016). Before answering the questions on a 5-

point Likert scale ranging from (1) strongly disagree to (5) strongly agree, participants were 

prompted with:  

Please take your time moving forward as you answer the following questions. As a 

reminder, there are no right or wrong answers. Please keep in mind your experiences as 

an athlete and what you learned from participating in sports and answer the following 

questions to the best of your ability. Base your responses on your sport experience and 

your perceptions of it today unless otherwise indicated.  

3.4 Results 

In order to complete Study One, a series of exploratory factor analyses (EFA) were 

conducted. This is an appropriate analysis as an EFA’s general purpose is to examine the 

pairwise relationships between the individual variables to extract latent factors from the 

measured variables as a dimension reduction tool (Osborne, 2015). In line with suggestions 

provided by Hatcher (1994), with 20 items, a minimum of 100 participants were required. 

Therefore, a sample size of 207 far surpasses the recommendation of “5 times the number of 
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variables being analyzed” (Hatcher, 1994, p. 73). To begin, assumptions were checked. 

Factorability was determined by looking at the anti-image matrix which was >.5. The Kaiser-

Meyer-Olkin (KMO) measure of sampling (.93) and Bartlett’s test of sphericity (χ2 (190) = 

2875.04, p < .001) also indicated that a factor analysis was appropriate for the data in the 

preliminary item pool. To be retained, a factor had to meet the following criteria: (1) be above 

the “break” in the scree plot, (2) obtain an eigenvalue above the value obtained while conducting 

a parallel analysis, (3) have primary factor loadings at, or greater than .50, (4) a secondary 

loading less than .20 between the primary factor loadings, and (4) account for at least 5% of the 

variance (Hatcher, 1994; Weber et al., 2011).   

Results of an EFA using maximum likelihood extraction method with orthogonal 

varimax rotation as recommended by DeVellis (2012) for item deletion resulted in 6 rounds of 

item removal. Using the criteria stated above, the final iteration consisted of 11 of the original 20 

items and produced 2 dimensions accounting for 61.53% of the variance. Finally, after reviewing 

the items that remained, two ad hoc decisions were made prior to running the confirmatory factor 

analysis as seen in Study Two. First, item 4 was removed because it did not conceptually fit with 

the rest of the items. Specifically, item 4 asked participants what they thought others do, while 

the remaining items referenced what the participants themselves do. As a result, item 4 was 

removed for conceptual clarity even though it fit empirically. The second ad hoc decision made 

was to condense the 2 factors produced in the EFA into a unidimensional scale. This decision 

was made based on three pieces of evidence. First, the second factor consisted of the three 

negatively worded items. Second, results of the factor transformation matrix value (.57) indicates 

that the two factors are highly correlated. Third, the eigen break appears below the break on the 
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scree plot. The final 10 items obtained a reliable Cronbach’s alpha (α = .90; M = 3.72; SD = .75) 

and were used for Study Two. 

Table 3-1: EFA Factor Loadings for Learned Lessons in Sport Scale. 

Items Factor 1 Factor 2 M SD 
1. I often have conversations with others about the lessons I

learned while playing sports
.82 .11 3.28 1.07 

2. I explain the value of sport to others .80 .26 3.59 1.06 
3. I often think about the lessons I learned while playing sports .77 .34 3.55 1.07 
4. I volunteer my opinion about the value of being an athlete 

with others 
.76 .21 3.43 1.04 

5. I like to talk about my sport experience(s) with friends and 
family 

.70 .30 3.71 1.04 

6. I believe that because I played sports, I communicate 
honestly with others 

.59 .26 3.48 .91 

7. In the past as an athlete, I actively participated in discussions 
with teammates about strategies and how to be better as a 
team 

.57 .25 3.88 1.00 

8. I don't believe that my time playing sports has taught me 
valuable life lessons 

.30 .79 4.05 1.07 

9. I don’t see any value in playing sports when it comes to 
personal development 

.13 .78 4.33 .87 

10. I don’t apply the lessons I learned in sports to non-sport 
settings. 

.45 .73 3.94 .96 

Note. Maximum Likelihood with Varimax Rotation. Bold font indicates primary 
factor loadings 

3.5 Summary 

The purpose of Study One was to establish an instrument that effectively measured if the 

lessons that athletes learn in sport transfer to other contexts. After demonstrating face validity, 

data was collected and analyzed. The results of an EFA reduced the initial item pool from 20- to 

10-items and demonstrate a unidimensional instrument. As indicated above, this instrument is

appropriate to use moving forward in Study Two.



39 

 4 Study Two: Confirmatory Factor Analysis 

The purpose of Study Two was to confirm the factor structure found in Study One and 

demonstrate preliminary degrees of validity for the proposed scale. To demonstrate validity, 

evidence that the instrument is measuring the construct it claims to measure (Kerlinger, 1986), a 

number of concepts were measured along with the previously developed scale.  

4.1 CFA 

The unidimensional structure found in Study One was tested with data collected from 

different participants and was subjected to confirmatory factor analytic techniques (CFA). A 

CFA provides empirical validation for the given measurement for an a priori model based on 

theoretical assertions or previous research and is used to test the correlation structure of the data 

set against the hypothesized structure to rate its goodness of fit (Hatcher, 1994; Kerlinger, 1986; 

Kline, 2011). For this study, based on the results of Study One’s EFA and the theoretical 

assumptions of a CFA (DeVellis, 2012), the following hypothesis is proposed: 

Hypothesis 1: The unidimensional instrument produced in Study One will be confirmed 

via a CFA. 

4.2 Criterion-related Validity 

4.2.1.1 Concurrent Validity 

One way to demonstrate validity is with criterion-related validity. Criterion-related 

validity can establish how a new instrument matches up with previously established measures of 

outside criteria. Specifically, concurrent validity, indicates the amount of agreement between two 

different assessments occurring at the same time (DeVellis, 2012; Kerlinger, 1986). Specific to 

learning lessons that transcend sport, previous literature in sport communication research has 

measured affect (Rey et al., 2022; Turman & Schrodt, 2004). When reviewing all of the potential 
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criterion variables that could be associated with the transfer of learned lessons in sport to other 

contexts, participants’ affect is a reasonable outcome to consider. This is because affect 

demonstrates one’s attitudes towards a concept or behavior and as forwarded and measured by 

Turman and Schrodt (2004), athletes are encouraged to demonstrate what they learn through 

participating in sports in other areas of life, often measured as affect. Specifically, affect has 

been associated with attitudes towards teammates, coaches, the sport, the likelihood of using the 

skills learned in sports in other contexts, and the likelihood of returning to sports (Rey et al., 

2022; Turman & Schrodt, 2004). In other words, affect should be correlated with lessons in sport 

albeit not isomorphic. Therefore, the following hypothesis was forwarded:  

Hypothesis 2: Athletes’ perceptions of lessons learned in sports will be positively related 

to their affect. 

4.3 Construct Validity 

4.3.1.1 Convergent and Discriminant Validity 

Another way to demonstrate validity is by providing construct validity. Construct validity 

concerns the theoretical relationship between two variables and consists of convergent and 

divergent validity. Convergent validity is when a construct is related to theoretically related 

variables (DeVellis, 2012). Demonstrating convergent validity indicates that the construct being 

measured really exists. As such, one particular construct that should be related to learned lessons 

in sport is participants evaluation of the sport environment (Bruner et al., 2014; Eys et al., 2009). 

The sport environment consists of both task and social cohesion. Task cohesion refers to the 

extent to which athletes perceive that they and their teammates work together towards a common 

goal. Social cohesion reflects athlete’s perceptions that they enjoy the company of and get along 

well with their teammates in a social environment. The sport environment has been related to life 
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lessons for athletes as researchers indicate that teamwork is often one of the first lessons athletes 

learn (Lower et al., 2017) which is influenced by the social ties athletes have with one another 

(Bruner et al., 2014).  

Discriminant validity is interested in being able to empirically differentiate between two 

similar constructs as well as highlight where the two instruments diverge in relatedness 

(Kerlinger, 1986). Although it is important to illustrate how concepts are related to one another 

in scale development, it is equally important to distinguish between like constructs. Given that 

the perception of learning life lesson is related to one’s sporting experience, it is reasonable to 

assume that a perceived learned lessons and the sport environment would be similar, yet different 

from as demonstrated by not reaching isomorphism, a correlation of .70, at which point the 

measures are no longer reflecting distinct constructs (Dembrowski, 1968, Weber & Patterson 

2000). Therefore, in line with the construct, the following hypothesis is proposed: 

Hypothesis 3: Athletes’ perceptions of lessons learned in sport will be positively, but not 

isomorphically, related to their perceptions of the sport environment they played in.  

4.4 Participants 

As part of a larger dataset, participants were recruited from Amazon Mechanical Turk 

(Mturk) and Cloud Research Prime Panels (Cloud Research) (Chandler et al., 2019). The final 

sample included a nationwide community sample of 206 individuals (n = 58, Mturk; n = 148, 

Cloud Research). Inclusion criteria required participants to pass a captcha designed to eliminate 

robots, indicate that they played sports during high school (e.g., for the high school team, club, 

travel, etc.), currently live in the U.S., and provide consent that they were 18 years or older and 

could recall their sporting experiences to be eligible to complete the survey. Upon completion of 

the survey, participants received compensation (¢75, Mturk; $1.25, Cloud Research). The final 
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sample included those who identified as male (95; 46.1%), female (107; 51.9%), and non-binary 

(4; 1.9%). The mean age of the sample was 40.46 (SD = 15.32) and ranged from 18 to 82. A 

majority of participants identified as white/Caucasian (n = 139; 67.5%), black/African American 

(n = 35; 17.0%), Asian (n = 10: 4.9%), Hispanic/Latina/Latino (n = 12; 5.8%), Native American 

(n = 2; 1.0%), who prefer to self-describe (n = 7; 3.4%). When asked which sport they played, 

participants reported baseball (n = 26; 12.6%), basketball, (n = 41; 19.9%), cheer (n = 13; 9%), 

dance (n = 2; 1.0%), football (n = 19; 9.2%), gymnastics (n = 6; 2.9%), hockey (n = 1; .5%), 

lacrosse (n = 2; 1.0%), soccer (n = 18; 8.7%), softball (n = 18; 8.7%), tennis (n = 5; 2.4%), track 

and field (n = 12; 5.8%), volleyball (sand) (n = 1; .5%), volleyball (court) (n = 21; 10.2%), and 

other (n = 12; 5.8%). Participants currently reside in 41 different states with a majority (n = 19; 

9.2%) living in California and reported on 42 different states where they played the sport during 

the time they reported on with a majority (n = 21; 10.2%) playing in California. Highest level of 

competition played included 12 (5.8%) recreationally, 8 travel (3.9%), 133 (64.6%) high school, 

13 (6.3%) community college, 32 (15.5%) 4-year university, 2 (1.0%) semi-professionally, and 4 

(1.9%) other (i.e., military, university’s club team, Olympics). To the best of their knowledge, 

the coaches they reported on identified as male (n = 14; 68.0%), female (n = 64; 31.1%), and 2 

(1.0%) preferred not to answer. Participants stopped playing their sport due to aging out (n = 

113; 54.9%), quitting (n = 36; 17.5%), being cut (n = 5; 2.4%), or other (n = 52; 25.2%). Their 

roles on the team included being a starter (n = 127; 61.7%), non-starter (n = 48; 23.3%), and a 

captain (n = 53; 25.7%). When referring to their sporting experience, on average, participants 

had been away from their sport for 18.81 years (SD = 16.40) and ranged from 0-68 years 

removed. Personal education levels included High School degree (n = 90; 43.7%), Associates 
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degree (n = 34; 16.5%), Bachelor’s degree (n = 48; 23.2%), Master’s degree (n = 21; 10.2%), 

Ph.D. (n = 2; 1.0%), and other (n = 11; 5.3%). 

4.5 Procedures and Instrumentation 

After obtaining approval by the university’s Institutional Review Board (IRB), the survey 

was posted on both Mturk and Cloud Research. Participants were able to complete the survey on 

their own time, confidentially, voluntarily, and were screened for previous sporting experience. 

Data collected from these platforms is known to be as reliable as data collected from more 

traditional methods such as college student samples and laboratory settings (e.g., Buhrmester et 

al., 2011; Casler et al., 2013; Hauser & Schwarz, 2016). For the present study, participants had to 

pass a captcha designed to eliminate robots, indicate that they played sports during high school 

(e.g., for the high school team, club, travel, etc.), currently live in the U.S., and provide consent 

that they were 18 years or older and could recall their sporting experiences to be eligible to 

complete the survey (see Appendix B). Participants completed the questionnaire that consisted of 

the learned lessons, perceptions of their coach’s use of verbal aggression, affect towards the 

sport, and sport environment.  

4.5.1.1 Learned Lessons 

Learned lessons that transcend sport was operationalized with the 10-item instrument 

created in Study One. Participants’ responses to the items were recorded using a 5-point likert 

scale from (1) strongly disagree to (5) strongly agree. Items included, “I like to talk about my 

sport experience(s) with friends,” “I often have conversations with others about the lessons I 

learned while playing sports,” and “I explain the value of sport to others.” This instrument 

performed reliably in the previous study (α = .90) as well as the current study (α = .91, M = 3.89, 

SD = .76). 
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4.5.1.2 Affect 

Affective learning for sport was operationalized using an adapted version of Andersen’s 

Affective Learning Scale (1979) to measure affect for sport in athletes. The 20-item scale is 

measured on a 5-point sematic differential format anchored by two bipolar adjectives (e.g., 

bad/good; valuable/worthless; unlikely/likely; would/would not). Items included, “I feel my 

teammates were,” “I feel my coach was,” “I feel that playing my sport was overall,” “The 

likelihood of me using the skills I’ve learned from participating in my sport is,” and “The 

likelihood of me telling others to participate in sport is.” The adapted scale has performed 

reliably in previous literature (α = .95; Turman & Schrodt, 2004) and performed reliably in this 

study (α = .93, M = 4.33, SD = .68). 

4.5.1.3 Sport Environment 

Participants were asked about their perceptions of the sport environment using Eys et al., 

(2009) 18-item Youth Sport Environment Questionnaire (YSEQ). Specifically, the two 

dimensions measure task cohesion (e.g., “We all shared the same commitment to our team’s 

goals”) and social cohesion (e.g., “I kept in contact with my teammates after the season ended”). 

Each dimension included 8 items measured on a 5-point Likert scale ranging from (1) strongly 

disagree to (5) strongly agree. Both dimensions have performed reliably in the past (e.g., task 

cohesion, α = .91; social cohesion, α = .92) and performed reliably in this study (i.e., task 

cohesion, α = .92, M = 4.17, SD = .72; social cohesion, α = .95, M = 3.93, SD = .92). 

4.6 Data Analysis 

The first hypothesis regarding the structure of the 10-item learned lessons instrument was 

examined with a CFA using Stata/SE 17.0. The CFA was evaluated using the model χ2 , normed 

χ2 (χ2/df), Steiger-Lind root mean square error of approximation (RMSEA), Bentler’s 
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comparative fit index (CFI), Tucker-Lewis index (TLI), and standard root mean square residual 

(SRMR). Criteria for an acceptable model fit was based on Hu and Bentler (1999) which include 

(1) a low, ideally nonsignificant χ2, (2) RMSEA < .08, (3) a CFI > .90, (4) TLI > .90, and (5)

SRMR < .09. The remaining hypotheses were examined via a series of two-tailed Pearson 

correlations.  

4.7 Results 

The first hypothesis predicted that the unidimensional instrument would be confirmed. 

The 10 items retained from study one were subjected to a CFA based upon the criteria outlined 

above. All 10 items were loaded on to a single factor and the error terms from the three 

negatively worded items were correlated as a result of the evidence previously discussed in study 

one. Results supported the unidimensional nature of the measure, χ2 (32) = 72.78, p < .001; 

normed χ2 = 2.27; RMSEA = .08; CFI = .97; TLI = .95; SRMR = .05. 

Figure 4-1 LLS – Confirmatory Factor Analysis 

The second hypothesis predicted that athletes’ perceptions of using lessons learned in 

sports in other contexts of their lives would be positively related to their affect. Results of a two-

tailed Pearson correlation revealed that lessons learned are positively related to affect (r = .54, p 

= 0.01). This hypothesis was supported. 

The third hypothesis predicted that athletes’ perceptions of using lessons learned in sport 

in other contexts of their lives would be positively related to their perceptions of the sport 

environment they played in. Results of a two-tailed Pearson correlation revealed that lessons 
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learned are positively related to the sport environment (i.e., task cohesion, r = .47, p = 0.01; 

social cohesion, r = .56, p = 0.01). This hypothesis was supported. 

Table 4-1: CFA Correlation 

α M SD 1 2 3 4 
1. Learned Lessons .91 3.89 .76 - 
2. Affect .93 4.33 .68 .54** - 
3. Task Environment .92 4.17 .72 .47** .65** - 
4. Social Environment .95 3.93 .92 .56** .51** .74** - 
Note. ** Indicates that the correlation is significant at the 0.01 level (2-tailed). 

4.8 Summary 

The purpose of the second study was to confirm the factor structure identified in Study 

One and demonstrate criterion-related and construct validity. Results of study two provide 

further evidence for the unidimensional 10-item measure. Additionally, the performance of the 

measure with theoretically related constructs and measures provides evidence that it is accurately 

assessing the variable in question; lessons learned in sports. These results argue that future sport 

communication researchers can have confidence in using the measurement to obtain significant 

findings when empirically examining this instrument with other constructs, should those 

constructs also be reliable (DeVellis, 2012). As such, this instrument will be used in the 

following study. 
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 5 Study Three: Learned Lessons in Sport 

5.1 Hypotheses 

Building off Studies One and Two, and given the aforementioned importance of values, 

orientation, and sportspersonship in learning lessons in sports, the purpose of study three was to 

examine the relationship between these constructs via serial mediation analysis using StataSE/SE 

17.0. As stated, coaches are influential communicative actors in an athlete’s life, often credited 

with influencing athletes’ values and teaching them lessons that transcend the sporting 

environment (Becker, 2009; Camiré et al., 2011; Stupuris et al. 2013). A coach’s ability to 

appropriately challenge their athletes has been found to increase perceived competence, moral, 

and status values (Larson, 2006; Pennington, 2019). One way that researchers have established 

proper challenging techniques is through coaching confirmation (Cranmer et al., 2017). Given 

the logical relationship between coaching confirmation and athlete’s values, the following 

hypothesis is presented: 

Hypothesis 4: Higher levels of coaching confirmation will be positively related to a) 

competence values, b) moral values, and be negatively related to c) status values. 

As previous literature has indicated, an individual’s values are often associated with their 

attitudes (Lee et al., 2008). Lee et al. (2008) specifies this relationship between values and 

attitudes to be specific to one’s attitudes towards sportspersonship. Due to the differing 

operationalizations of sportspersonship (see Lee et al., 2007; Lee et al., 2008; Vallerand et al., 

1997), this study will use the aforementioned position of Vallerand et al. (1997)—that 

sportspersonship orientations should reflect the current situation being investigated—to 

understand how values influence commitment (e.g., positive attitude) to the sport and negative 

approach (e.g., negative attitude) to the sport as mediated by achievement orientation. Moreover, 
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moral values will be directly related to commitment and negative approach as literature does not 

forward a meaningful relationship between moral and achievement orientation. Furthermore, 

because the study is interested in athletes learning during their sport experiences and how their 

attitudes may be an indicator of such development, dimensions that measure orientation towards 

oppositions, referees, or cheating will not be included as they do not exemplify development 

orientation. Vallerand et al.’s (2016) position on using sportspersonship situationally supports 

the use of the negative approach subscale. Specifically, as supported by previous literature, 

commitment is often associated with competence values as mediated by task orientation and a 

negative approach is associated with status values as mediated by ego orientation (Lee et al., 

2008; Lemyre et al., 2002). As a result of the assertions that attitudes are associated with values 

through motivation, the following hypotheses are forwarded: 

Hypothesis 5: The relationship between competence values and commitment will be 

mediated by task orientation 

Hypothesis 6: Moral values will be a) positively associated with commitment and b) 

negatively associated with negative approach 

Hypothesis 7: The relationship between status values and negative approach will be 

mediated by ego orientation  

Although researchers have identified the association of values, motives, and attitudes 

with one another, there is still a gap in the literature that fails to examine how the process of this 

influence lessons learned in sports. Scholars in the sport realm continue to assert that playing 

sports can have an impact on athletes later in life (Holt et al., 2017; Vierimaa et al., 2018), but to 

our knowledge, none have empirically tested this relationship (Coakley, 2011). Moreover, while 

much of the sport literature discusses the importance of a coach creating a positive learning 
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environment for their athletes, but less attention has been given to if athletes actually learn and 

use these lessons outside of sport (Gilbert and Trudel, 2004). Therefore, given the assumption 

that lessons are learned through the sporting experience, the way one’s attitudes dictates their 

orientation for the sport (i.e., commitment and negative approaches) should be associated with 

perceived lessons learned in sport. As such, the following hypothesis is proposed: 

Hypothesis 8: Commitment will be a) positively associated with lessons learned and 

negative will be b) negatively associated with lessons learned 

Given the previous rationale for each hypothesis, as a result of the proposed relationships, 

the following hypothesis is presented:   

Hypothesis 9: The data will demonstrate good fit for the model. 

Figure 5-1 Hypothesized Proposed Model
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5.1.1.1 Alternative model 

Additionally, an alternative model is proposed to include the climate that athletes develop 

in. Communication climate is the communication from one individual to another that 

demonstrates openness, support, and respect (Johnson, 2009) (see Figure 5-2). Once again, 

building off instructional communication literature that examines student-student interactions 

(Johnson, 2009), teammate-teammate interactions may have a significant influence on outcomes 

such as learned lessons that translate to contexts outside of sport. This is because sporting 

environments significantly influence athletes’ sport behaviors and overall experience (Lavoi & 

Stellino, 2008).  

Figure 5-2 Alternative Model 

For teachers, when a positive climate is created, students feel more connection with their 

peers which leads to stronger friendships and enjoyment in the course (Dwyer et al., 2004). 

Given the similarities between classmates and teammates (Turman & Schrodt, 2004), it is 

warranted to assume that the climate created in sports would influence athletes in a similar 

manner. This assumption is also supported by the notion that athlete’s engagement with 

teammates has also been linked to athlete development, due in part to the relationship teammates 
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build and the behavior modeling athletes engage in (Benson & Bruner, 2018). Therefore, 

together, coaches can create a climate between teammates that is beneficial or harmful to an 

athlete’s experiences and the lessons they learn. Prior research has concluded that supportive 

climates significantly influence students’ experiences (Sollitto et al., 2013), but less examined is 

how climate influences athletes in a sport context. The proposed alternative model is similar to 

the previous one with only an additional variable and added routes. As such, the following 

hypotheses are forwarded.  

Hypothesis 10: Higher levels of coaching confirmation will be positively related to 

perceived climate. 

Hypothesis 11: The relationship between a) coach and task orientation and b) coach and 

ego orientation will be mediated by climate 

Hypothesis 12: The data will demonstrate good fit for the model. 

Figure 5-3 Hypothesized Alternative Model 
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5.2 Participants 

Participants included 636 individuals collected from Cloud Research (Chandler et al., 

2019) and included 47 different states in the United States. Inclusion criteria required 

participants to pass a captcha designed to eliminate robots, indicate that they played sports 

during high school (e.g., for the high school team, club, travel, etc.), currently live in the U.S., 

have not participated in the previous study uploaded to Cloud Research, and provide consent that 

they were 18 years or older and could recall their sporting experiences to be eligible to complete 

the survey. Upon completion of the survey, participants received compensation ($1.50). The final 

sample included those who identified as male (222; 34.9%), female (411; 64.6%), non-binary (1; 

.2%), and prefer to self-describe (2; .3%). To the best of their knowledge, the coach they 

reported on identified as male (419; 65.9%), female (206; 32.4%), non-binary/third gender (6; 

.9%), and prefer to self-describe (5; .8%). The mean age of the sample was 33.97 (SD = 9.28) 

and ranged from 18 to 70. A majority of participants identified as white/Caucasian (n = 459; 

72.2%), black/African American (n = 86; 13.5%), Asian (n = 19: 3.0%), Hispanic/Latina/Latino 

(n = 48; 7.5%), Native American (n = 10; 1.6%), 13 (2.2%) prefer to self-describe. As previously 

mentioned, participants currently reside in 47 different states with a majority (n = 73; 11.5%) 

living in California and reported on 47 different states where they played the sport during the 

time they reported on with a majority (n = 72; 11.3%) playing in California. Highest level of 

competition played included 36 (5.8%) recreationally, 14 travel (2.2%), 423 (66.5%) high 

school, 43 (6.8%) community college, 80 (12.6%) 4-year university, 13 (2.0%) semi-

professionally, 19 (3.0) professionally, and 8 (1.3%) other (i.e., military, university’s club team, 

Olympics). Participants stopped playing their sport due to aging out (n = 348; 54.7%), quitting (n 

= 162; 25.5%), being cut (n = 31; 4.9%), or other (n = 95; 14.9%). When referring to their 
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sporting experience, on average, participants had been away from their sport for 15.23 years (SD 

= 9.86) and ranged from 0-50 years removed. Their roles on the team included being a starter (n 

= 410; 64.5%), non-starter (n = 162; 25.5%), and a captain (n = 155; 24.4%). Personal education 

levels included High School degree (n = 296; 46.5%), Associates degree (n = 93; 14.6%), 

Bachelor’s degree (n = 130; 20.4%), Master’s degree (n = 70; 11.0%), Ph.D. (n = 9; 1.4%), MD 

(n = 5; .8%), JD (n = 4; .6%), and other (n = 11; 5.3%). 

5.3 Procedures and Instrumentation 

Following approval from the Institutional Review Board (IRB), participants over the age 

of 18 were recruited from Cloud Research. Participants were able to complete the survey on their 

own time, confidentially, voluntarily, and were screened for previous sporting experience. As 

stated previously, data collected from this platform is known to be reliable. For the present study, 

participants had to pass a captcha designed to eliminate robots, indicate that they played sports 

during high school (e.g., for the high school team, club, travel, etc.), currently live in the U.S., 

and provide consent that they were 18 years or older and could recall their sporting experiences, 

and could not have participated in the previous studies to be eligible to complete the survey (see 

Appendix C). Cloud Research provides the ability to only recruit participants who have not taken 

previous studies associated with your account. Participants completed the questionnaire that 

consisted of coaching confirmation, values, climate, orientation, sportspersonship, and lessons 

learned.  

Once participants were informed as to the main objectives of the study (to better 

understand athletic experiences and how athletes develop1), they were then asked to reflect on 

their previous athletic experience and their relationship with their coach and teammates at this 

1 Participants were not informed that we were interested in learning in order to minimize acquiescence bias. 
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time. Allowing participants to self-select their coach and teammates elicited the most meaningful 

and influential experiences in their athletic career. Furthermore, they were informed throughout 

the survey to that there is no right or wrong answer. Before completing the questionnaire, 

demographic questions were collected.  

5.3.1.1 Coaching Confirmation 

Coaching confirmation was measured using Cranmer et al.’s (2016) Coach Confirmation 

Instrument. In an unpublished manuscript, the 15-item CCI measure was reduced using scale 

reduction techniques into a 9-item measure. The 9-item, two-dimensional measure, assessed 

participants’ perceptions of coaches’ use of challenge (5-items; e.g., “my coach continually 

pushed me to get better”) and acceptance (4-items; e.g., “my coach acknowledged when I 

performed well”) behaviors of confirmation. Responses were recorded on a 5-point Likert-type 

scale that ranged from never true (1) to always true (5). This scale has performed reliably in 

previous research (e.g., challenge α = .93; acceptance α = .88; Cranmer et al., 2018). For this 

study, the two dimensions were made into a composite measure to account for coaching 

confirmation. Higher scores indicate more confirmation. This scale performed reliably as two 

dimensions and together (i.e., challenge α = .89, M = 4.02, SD = .83; acceptance α = .90, M = 

4.08, SD = .83; composite α = .94, M = 4.06, SD = .81). Moreover, since this was the first time 

the short form of the scale was used, a CFA was performed with the nine-items loading onto the 

appropriate 2-factors. Results indicate that the data provided a good fit for the 2-factor model (χ2 

(26) = 151.16, p < .001; normed χ2 = 5.81; RMSEA = .09; CFI = .91; TLI = .96; SRMR = .03, r

= .96.) 
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Figure 5-4 CCI – Confirmatory Factor Analysis 

5.3.1.2 Values 

Participants’ values were assessed using the Youth Sport Values Questionnaire-2 (Lee et 

al., 2008). This 13-item scale has three dimensions: competence values (4-items; e.g., I use my 

skills well), moral values (5-items; e.g., “I help other people when they need it”), and status 

values (4-items; e.g., “I show that I am better than others”). Participants responded to the prompt, 

“When I play my sport, it is important to me that…” using a 5-point Likert-type scale ranging 

from (1) the opposite of what I believe to (5) extremely important to me. This scale has 

performed reliably in previous research (e.g., competence values α = .82; moral values α = .83; 

status values α = .72; Goggins, 2015) and performed reliably in this study (competence values α 

= .78, M = 4.30, SD = .70; moral values α = .76, M = 4.33, SD = .61; status values α = .75, M = 

3.34, SD = 1.01). 

5.3.1.3 Achievement Orientation 

Achievement orientation was measured using the Perceptions of Success Questionnaire 

(POSQ; Roberts et al., 1998). This 12-item, two-dimensional measure assessed task orientation 

(e.g., “I succeed at something I could not do before”) and ego orientation (e.g., “I am clearly 

better”). Participants read the prompt often used when measuring task and ego orientation (see 

Duda & Nicholls, 1992; Lee et al., 2008; Roberts et al., 1998), “In my sport I feel successful 

when…” before completing the 5-point Likert scale ranging from (1) strongly disagree to (5) 

strongly agree. In line with Lee et al. (2008), one item was added to task orientation (i.e., “I learn 
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something new to me”) and ego orientation (i.e., “I do things more easily than others”). This 

scale has performed reliably in the past (e.g., task α = .95; ego α = .89; Lee et al., 2008) and 

obtained a reliable Cronbach’s alpha in this study (task α = .86, M = 4.38, SD = .55; ego α = .91, 

M = 3.50, SD = .95).  

5.3.1.4 Multidimensional Sportspersonship 

Participants attitude towards sportspersonship were measured using Vallerand et al.’s 

(1997) Multidimensional Sportspersonship Orientation Scale. Two subscales from this 25-item 

measure were used: commitment (6 items; e.g., “I do not give up after mistakes”) and negative 

approach (4 items; e.g., “I criticize coach’s instructions”). Using specific subscales is a 

commonly used practice in sport psychology research (e.g., Chantal et al., 2013; Lee et al., 2008) 

as it relates to sportspersonship literature and therefore it is warranted to only use two of the five 

dimensions. Participants responded on a 5-point Likert scale ranging from (1) strongly disagree 

to (5) strongly agree. This scale has performed reliably in the past (e.g., commitment α = .70, 

Miller et al., 2004; negative approach α = .72; Vallerand, 1996). Commitment orientation 

performed reliably in this study (i.e., α = .81, M = 4.23, SD = .63). Upon running the reliability 

analysis, the negative dimension failed to achieve an acceptable reliability (i.e., α = .68, M = 

2.67, SD = .88). However, after reviewing the Item-Total Statistic, by removing the item, “I 

competed for personal honors, trophies, and medals,” the Cronbach alpha for this dimension 

performed reliably (i.e., α = .79, M = 2.36, SD = 1.04). Moving forward with the analyses, 

negative approach consists of 3-items2.  

2 Note: a CFA was not performed on the remaining 3-items as a three-item scale would result in a saturated model 
where the number of free parameters equals to the number of elements in the variance-covariance matrix resulting in 
a degree of freedom value of zero (Schumacker & Lomax, 2004).  
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5.3.1.5 Climate 

Climate was measured using Johnson’s (2009) Connectedness Classroom Climate 

Inventory measure and adapted to ask participants to assess their perceptions support, 

cooperation, and connectedness they perceived between them and their teammates. This 13-item, 

unidimensional scale was measured on a 5-point Likert scale ranging from (1) strongly disagree 

to (5) strongly agree. Items included, “I felt a strong bond with my teammates,” “the players on 

my team praised one another,” and “the players on my team were supportive of one another.” 

This scale has performed reliably in the past with 18-items (α = .93; Sollitto et al., 2013) and as a 

13-item measure in this study (α = .94, M = 4.13, SD = .67).

5.3.1.6 Lessons Learned 

To measure if athlete’s lessons learned in sport translate into other context later in life, 

this study used the Lessons Through Sports scale. This 10-item unidimensional instrument 

measures if athletes use the lessons they learned in sports in other contexts outside of sport. 

Participants’ responses to the items were recorded using a 5-point Likert scale from (1) strongly 

disagree to (5) strongly agree. Items included, “I like to talk about my sport experience(s) with 

friends,” “I often have conversations with others about the lessons I learned while playing 

sports,” and “I explain the value of sport to others.” This instrument performed reliably in study 

one and two, obtaining a Cronbach’s alpha of .90 and .91, respectively. This instrument 

performed reliably in this study (α = .89, M = 4.03, SD = .69). 

5.4 Data analysis 

Hypotheses were tested simultaneously via serial mediation with maximum likelihood 

estimation using Stata/SE 17.0. This is a common procedure in communication research (Ball & 

Wozniak, 2021; Donnelly et al., 2021; Fontana et al., 2021). Model fit was evaluated using the 



58 

model χ2, normed χ2 (χ2/df), Steiger-Lind root mean square error of approximation (RMSEA), 

Bentler’s comparative fit index (CFI), Tucker-Lewis index (TLI), and standard root mean square 

residual (SRMR). Criteria for an acceptable model fit was based on Hu and Bentler (1999) which 

include (1) a low, ideally nonsignificant χ2, (2) RMSEA < .08, (3) a CFI > .90, (4) TLI > .90, and 

(5) SRMR < .09. Before running the serial mediation analysis, assumptions were checked. The

scatterplot demonstrated no issues with homoscedasticity. Next, the histogram and P-P plot were 

checked and were normally distributed. Outliers were checked using a box and whisker plot 

which indicated that one participant (participant 507) needed to be removed. The obtained 

Durbin-Watson (1.84) was checked for independence and was not violated. One issue regarding 

multicollinearity was raised (VIF = 2.93, Tolerance = .34, lowest Eigenvalue = .005). Notably, 

the lowest Eigenvalue denotes the probable issue of multicollinearity, however, the variance 

proportions of variables were not associated with this value and thus, there is no evidence of 

collinearity among the variables (Shrestha, 2020). Mediation for the respective were tested using 

Zhao et al. (2010) and Monte Carlo simulation for resampling (Preacher & Selig, 2012; Selig & 

Preacher, 2008) using a syntax via do-file editor (see Appendix D).  

5.5 Results 

The fourth hypothesis forwarded that higher levels of coaching confirmation would be 

positively related to a) competence values, b) moral values, and be negatively related to c) status 

values. Results indicate that coaching confirmation is positively related to a) competence values 

(β = .46, SE = .03, p < 0.001, 95% CI [.40, .52]), b) moral values (β = .42, SE = .03, p < 0.001, 

95% CI [.36, .48]), and c) status values (β = .29, SE = .04, p < 0.001, 95% CI [.22, .36]). This 

hypothesis was confirmed.  
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The fifth hypothesis posited that the relationship between competence values and 

commitment would be mediated by task orientation. Results of the indirect effects indicate that 

competence values to commitment through task orientation is significant (B = .29, β = .33, SE = 

.03, p < 0.001, 95% CI [.24, .34]). Results of mediation indicate that competence values 

influences commitment attitudes through task orientation (B = .28, SE = .03, z = 8.55, p < 0.001, 

95% CI [.21, .34]. Using the commentary that is provided below the table (Iacobucci et al., 

2007), routes c (competence à commitment; B = .28, p < 0.001), a (competence à task; B = 

.53; p < 0.001), and b (task à commitment; B = .58, p < 0.001) as well as Monte Carlo’s (B = 

.31, SE = .03, z = 11.75, p < 0.001, 95% CI [.26, .36]) significantly demonstrate mediation. 

Furthermore, RIT = a*b/(a*b) + c indicates that 52% of the effect of competence on commitment 

is mediated by task and RID = a*b/c forwards that this mediated effect is about 1.1 times as large 

as the direct effect of competence on commitment. The second hypothesis was supported. 

Hypothesis six stated that moral values would be a) positively associated with 

commitment and b) negatively associated with negative approach. Results indicate that moral 

values are a) positively associated with commitment (β = .09, SE = .04, p = 0.03, 95% CI [.01, 

.17]) and b) negatively associated with moral values (β = -.35, SE = .03, p < 0.001, 95% CI [-.41, 

-.28]) This hypothesis was supported. 

The seventh hypothesis forwarded that the relationship between status values and 

negative approach would be mediated by ego orientation. Results of the indirect effects indicate 

that status values to negative approach through ego orientation is significant (B = .16, β = .15, SE 

= .04, p < 0.001, 95% CI [.08, .24]). Results of mediation indicate that status values influence 

negative approach through ego orientation (B = .07, SE = .06, z = 1.17, p = .24, 95% CI [-.05, 

.19]. Using the commentary that is provided below the table (Iacobucci et al., 2007), routes c
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(status à negative; B = .07, p < 0.24), a (status à ego; B = .71; p < 0.001), and b (ego à 

negative; B = .23, p < 0.001) as well as Monte Carlo (B = .17, SE = .05, z = 3.59, p < 0.001, 95% 

CI [.08, .25]) significantly demonstrate mediation. Furthermore, RIT = a*b/(a*b) + c indicates 

that 70% of the effect of status on negative is mediated by ego and RID = a*b/c forwards that 

this mediated effect is about 2.4 times as large as the direct effect of competence on 

commitment. This hypothesis was supported. 

Hypothesis eight stated attitudes such as commitment would be a) positively associated 

with lessons learned and that attitudes such as negative would be b) negatively associated with 

lessons learned. Results indicate that commitment is a) positively associated with lessons learned 

(β = .55, SE = .03, p < 0.001, 95% CI [.49, .61]) and that negative attitudes are b) negatively 

associated with learning lessons (β = .01, SE = .04, p = 0.86, 95% CI [-.06, .07]). This hypothesis 

was partially supported.  

5.5.1.1 Initial Model 

The ninth hypothesis forwarded that the data would demonstrate a good model fit. 

Results indicate that the data is not a good model fit, χ2 (23) = 727.26, p < .001; normed χ2 = 

31.62; RMSEA = .22; CFI = .75; TLI = .62; SRMR = .19, r2 = .56. This hypothesis was not 

supported. 
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Figure 5-5 Serial Mediation on Initial Model 

5.5.1.2 Alternative Model 

The tenth hypothesis posited that higher levels of coaching confirmation would be 

positively related to perceived climate. Results indicate that coaching confirmation is positively 

related to perceived climate (β = .33, SE = .03, p < 0.001, 95% CI [.26, .40]). This hypothesis is 

supported. 

The eleventh hypothesis forwarded that the relationship between a) coach confirmation 

and task orientation and b) coach confirmation and ego orientation would be mediated by 

climate. Results of the analysis for indirect effects indicate that coach confirmation to task 

orientation through climate is significant (β = .35, SE = .02, p < 0.001, 95% CI [.20, .28]) and b) 

that coach confirmation to ego orientation through climate is significant (β = .25, SE = .04, p < 

0.001, 95% CI [.22, .37]). Results of mediation indicate that coaching confirmation influences 

task orientation through climate (B = .20, SE = .03, z = 7.80, p < 0.001, 95% CI [.15, .25]. Using 

the commentary that is provided below the table (Iacobucci et al., 2007), routes c (coach à task; 

B = .20, p < 0.001), a (coach à climate; B = .41; p < 0.001), and b (climate à task; B = .28, p < 
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0.001) as well as Monte Carlo (B = .12, SE = .02, z = 7.53, p < 0.001, 95% CI [.09, .15]) 

significantly demonstrate mediation. Furthermore, RIT = a*b/(a*b) + c indicates that 37% of the 

effect of coaching confirmation on climate is mediated by task orientation and RID = a*b/c 

forwards that this mediated effect is about .6 times as large as the direct effect of coaching 

confirmation on task orientation. Results of the serial mediation indicate that coaching 

confirmation influences ego orientation through climate (B = .21, SE = .05, z = 4.09, p < 0.001, 

95% CI [.11, .31]. Using the commentary that is provided below the table (Iacobucci et al., 

2007), routes c (coach à ego; B = .21, p < 0.001), a (coach à climate; B = .41; p < 0.001), and b 

(climate à ego; B = .31, p < 0.001) as well as Monte Carlo test (B = .13, SE = .03, z = 4.67, p < 

0.001, 95% CI [.07, .19]) significantly demonstrate mediation. Furthermore, RIT = a*b/(a*b) + c 

indicates that 38% of the effect of coaching confirmation on climate is mediated by ego and RID 

= a*b/c forwards that this mediated effect is about .6 times as large as the direct effect of 

coaching confirmation on ego orientation. This hypothesis was supported.  

Hypothesis twelve stated that the data would demonstrate a good fit for the model. 

Results indicate that the data is not a good model fit, χ2 (24) = 844.80, p < .001; normed χ2 = 

35.20; RMSEA = .23; CFI = .74; TLI = .51; SRMR = .19, r = .43. This hypothesis was not 

supported. 
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Figure 5-6 Serial Mediation on Alternative Model 

5.5.1.3 Revised Initial Model 

Changes to the model were made according to modification indices. First, error terms 

were correlated between competence values and both moral and status values. Correlating error 

terms is appropriate if there is probable cause for acquiescent response, if correlated items are 

worded similarly, or if the questions relate to the same topic (Brown, 2015). Theoretically 

examining the wording of these variables indicated that it was appropriate to correlate 

competence’s error with moral and status values. Goodness of fit indicated a better fitting model, 

although still not acceptable, χ2 (20) = 328.24, p < .001; normed χ2 = 16.41; RMSEA = .16; CFI 

= .89; TLI = .80; SRMR = .10. Changes were once again made according to modification 

indices. Additional paths were recommended and added one by one until model fit was obtained, 



64 

χ2 (17) = 109.97, p < .001; normed χ2 = 6.47; RMSEA = .09; CFI = .97; TLI = .93; SRMR = .06, 

r2 = .34. 

Figure 5-7 Serial Mediation on Revised Initial Model 

Note. Black lines indicate original proposed model. Dashed lines indicate additional paths 
according to modification indices. The path from Negative to Lessons was not statistically 
significant (p = .94) and therefore is light gray.  

5.5.1.4 Revised Alternative Model 

Once again, changes to the model were made according to modification indices. First, 

error terms were correlated between competence values and both moral and status values. As 

previously mentioned, correlating the error terms is appropriate for this model. Goodness of fit 

indicated a better fitting model, although still not acceptable, χ2 (22) = 457.16, p < .001; normed 

χ2 = 20.78; RMSEA = .18; CFI = .86; TLI = .72; SRMR = .15. Changes were once again made 

according to modification indices. Additional paths were recommended and added one by one 

until model fit was obtained, χ2 (17) = 93.53, p < .001; normed χ2 = 5.50; RMSEA = .09; CFI = 

.98; TLI = .94; SRMR = .05, r2 = .39. 
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Figure 5-8 Serial Mediation on Revised Alternative Model 

Note. Black lines indicate original proposed model. Dashed lines indicate additional paths 
according to modification indices. The path from Negative to Lessons (p = .82) and Coach 
Confirmation to Ego Orientation (p = .30) were not statistically significant and therefore are light 
gray.  

5.6 Summary 

In summary, the third study used the scale developed in Study One and Study Two to 

hypothesize how communication from coaches to athletes influences athlete’s perceptions that 

what they learned in sports transfers to other contexts. More specifically, it built off two models 

previously presented and presents meaningful discussion and implications to future research 

empirically examining this phenomenon. As such, discussion of the three studies, theoretical and 

practical implications, and limitations and future directions are discussed.  
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 6 Discussion 

The purpose of this dissertation was two-fold. First, it was to develop and validate a 

reliable measure to assess an athlete’s perception of their learning life lessons through sport. The 

construction of this measurement was based upon previous literature that indicates that sports 

teach athletes lessons such as how to work hard, control their emotions, and problem-solve 

among many others (Danish, 2002; Larson, 2000, Moote & Wodarski, 1997). The second 

purpose was to provide an empirical explanation and model to discern and assess how coaches’ 

communication affects a set of variables acting on learned lessons in sport via serial mediation 

analysis. To address these two purposes, three studies were conducted. This chapter provides a 

collective discussion of the three studies, followed by theoretical and practical implications, 

limitations, and future directions for research. 

6.1.1.1 Scale Development 

Addressing the first purpose of this dissertation involved creating a pool of items that 

assessed if individuals, who no longer play competitive sports, believe that they learned valuable 

lessons playing as they are identifiable and addressed in other contexts later in life. As mentioned 

previously, the notion that sports teach athletes valuable life lessons has been forwarded; 

however, measuring the notion of learned lessons as a product of sport participation has not been 

examined. Therefore, the initial pool of 20-items was created. Data was then collected from 207 

participants and subjected to exploratory factor analytic techniques resulting in a unidimensional 

10-item measure. The final 10-items measures individuals’ perceptions that they learned lessons

that transcend the sporting environment into their current lives. 

In study two, this measure was then tested and validated using a separate second data set 

(n = 206) via confirmatory factor analytic methods. Results of study two confirmed the 



67 

unidimensional nature of the measure. These results provide evidence that the Learned Lessons 

in Sport (LLS) scale assesses individuals’ perceptions that sports provide valuable life lessons 

that they are able to apply to other contexts, and that they are able to communicate these lessons 

to other people. This last part is particularly interesting as the measure indicates that not only do 

athletes perceive sports to teach them lessons, but that as part of learning lessons in sports, 

athletes then communicate this with others. This finding is in line with previous instructional 

research that posits that self-disclosure to others about one’s experiences, and encouraging others 

to feel similar, indicates learning (Frymier, 1994). Notably, the representativeness of these 

factors to previous literature provided in this study establishes content validity. Content validity 

is often demonstrated via a CFA’s goodness of fit as it indicates that the measure is 

representative of the content it is intended to measure (Kerlinger, 1986). 

Validity for the measurement was also supported in hypotheses two and three. The 

second hypothesis indicated that the relationship between the LLS scale and affect learning 

provide criterion-related, concurrent validity. In previous literature, affective learning has been 

used to measure athletes’ attitudes towards a concept or behavior specific to the sport 

environment such as one’s coach, teammates, or the sport. Therefore, it was reasonable to 

propose that the current measurement would relate to affective learning. Indeed, results indicated 

that the LLS relates to Andersen’s previously established Affective Learning Scale (1979) and 

furthermore demonstrates an acceptable amount of agreement between the two assessments. 

Overall, achieving concurrent validity supports that the developed measure relates with a 

previously established measure of the same or related underlying constructs assessed at the same 

time.  
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The third hypothesis demonstrates construct validity as it provides evidence to support 

the idea that the LLS scale is both similar yet distinctly different from the sport environment. 

Because the sporting environment examines the extent to which athletes perceive their 

teammates and them have common goals (i.e., task cohesion) and that they spend time with and 

enjoy their teammates, it was reasonable to assume that these constructs would relate to one 

another albeit be distinctly different. Indeed, results indicated that the sport environment and the 

LLS scale are similar, however it also provides support that the two constructs diverge as well 

since the relationship between the two did not reach levels often associated with isomorphism 

(Dembrowski, 2068).  

Overall, the results of the scale development provide evidence that the LLS scale is a 

unidimensional measurement that assesses an individual’s perception that they learned lessons. 

To our knowledge, this study is the first to develop an instrument that can empirically examine if 

athletes learn lessons in sport. Specifically, the scale demonstrates appropriate psychometric 

properties to argue for its validity in order to assess athlete’s perceptions of learning through 

sport. By providing a means to be able to measure learning, it moves the notion of learning in 

sport from simply anecdotal support to a tangible construct.  

Furthermore, the development of the LLS scale answers a call put forth by Gould and 

Carson (2008) who proposed that a valid measure within the field of sport would help improve 

this line of research. It is important to draw attention to the fact that using measures from 

disciplines such as instructional communication and organizational communication is warranted 

and valuable; however, in order to grow the field of sport communication, the importance of 

measuring phenomenon specific to the sporting environment is imperative. The successful 
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development of the LLS scale now provides a measure specific to sport and the ability to indicate 

that athletes learn lessons from playing sports.  

6.1.1.2 Model of LLS 

The purpose of study three was to provide and test a proposed model that would 

demonstrate how coaches’ communication may significantly affect a set of variables, such as 

values, orientation, and attitudes, that act on learned lessons in sport via serial mediation.  

6.1.1.2.1.1 Hypotheses 

Coaches were the appropriate communicative actor for this model as the literature often 

identifies a coach as the most influential individual in the sport context for athletes (Amorose & 

Anderson-Butcher, 2007; Chelladurai, 1984; Holt et al., 2018; Raabe & Zakrajsek, 2017). In fact, 

Larson and Pennington’s (2019) assertion that a coach’s ability to appropriately confirm (i.e., 

challenge and accept) their athlete leads to the development of competence, moral, and status 

values. The significant relationship found in the fourth hypothesis further supports this claim and 

highlights the importance of coaching communication.  

This finding also provides evidence for sport psychology research which often imply the 

influence communicative actors (e.g., coaches) have on and athlete’s development, but fail to 

empirically test (Lee et al., 2007; Vallerand, 1994). As Danioni and Barni (2019) forwarded, 

values are inherently taught through the communicative process. From our knowledge, this is the 

first study to examine and support the relationship between communication from a coach and its 

significant association with an athlete’s values.  

When further examining the strength of the relationships between coaching confirmation 

and values, it is meaningful to note that coaching confirmation has the strongest relationship with 

competence values (β = .46, p < 0.001; moral values β = .42, p < 0.001; status values β = .29, p < 
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0.001). Competence values may have the strongest association with coaching confirmation 

because this dimension conceptually examines how important it is to an athlete that they 

improve, set goals, and use what they learn. It is reasonable to assume that when a coach 

confirms an athlete (e.g., tells them that they are capable of performing up to the coach’s 

expectations, points out mistakes to help them improve and become a better player) that it would 

significantly predict higher levels of competence.   

Next, the results of the two mediation analyses (i.e., hypothesis five and seven) examined 

the mediating role of orientation on values and attitudes. First, task orientation mediated the 

relationship between competence and commitment (i.e., hypothesis five). This is in line with Lee 

et al.’s (2008) work that also found similar results. Therefore, these findings provide further 

support for the pro-social development of values, orientation, and attitudes in sport and shed light 

on the notion that athletes who thought it was important to improve in their sport (i.e., possess 

competence values) and who have felt successful when they were improving (i.e., task 

orientation) were more likely to be committed to their sport participation.  

The other mediation analysis (i.e., hypothesis seven) indicated that ego orientation 

mediates the relationship between status values and negative attitudes. Similar to Lee et al.’s 

(2008) literature which examined status to ego, they then explored ego on antisocial attitudes 

such as cheating and gamesmanship instead of a negative attitude towards sport itself. For this 

study, this mediating variable highlights that when athletes find meaning (e.g., status values) in 

demonstrating how good they are, it does not always lead to a negative attitude towards the sport. 

In fact, this study provides supportive evidence to indicate that an athlete has to establish status 

values and focus on more ego-oriented drives to reach a negative attitude towards sports. This 

finding is noteworthy as it demonstrates that being competitive (i.e., the desire to win in 
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interpersonal situations; Gill et al., 1988) does not lead to negative outcomes. Simply put, 

athletes must believe that it is important to demonstrate this level of competitiveness and also 

perceive themselves as successful when they accomplish such an orientation.  

The sixth hypothesis examined how moral values relates to a committed attitude towards 

the sport and a negative attitude towards the sport. Interestingly, the path from moral values to 

commitment, although significant indicates a weak relationship β = .09. However, the path from 

moral values to negative approach, was significantly stronger (β = -.36). Although it made 

theoretical sense, building off of previous literature, to assume the relationship between moral 

values and commitment, a valid explanation as to why this relationship was not as strong as 

previous research supports is because Lee et al. (2008) treated commitment as a dimension of a 

larger operationalization for pro-social attitudes. In this investigation, commitment was isolated 

from the rest of Lee et al.’s conceptualization which includes a dimension called ‘conventions’. 

The conventions aspect of Lee et al.’s pro-social attitudes concept refers to athletes following 

social norms such as shaking the oppositions hand after an event and congratulating the other 

team even after a loss or for playing well. This conventions dimension was removed and 

commitment was isolated for the current investigation because the model presented here was 

more interested in the actual attitudes toward sport that are developed through sport rather than 

one’s following of social norms which was believed to be influenced by several other factors 

extraneous to this discussion. 

Hypothesis eight forwarded that a committed attitude would be positively related to 

learned lessons and that a negative attitude would be negatively associated with learned lessons. 

Only the path from commitment to learned lessons was statistically significant, indicating that 

when athletes’ attitudes towards sport demonstrate commitment (e.g., not giving up when losing, 
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going all out) that it will be positively related to perceptions that they learned lessons while 

playing sports. One reason for this significant relationship may be that participants who are 

committed to the sport end up playing longer, providing more opportunities for them to learn 

lessons (Fraser-Thomas et al., 2008). In contrast, the path between negative attitudes and lessons 

learned was unfortunately not significant. It is possible that the fault lies in the operationalization 

of negative attitudes, As was discussed in the method section, this measurement was problematic 

and its psychometric properties could be responsible for the measures inability to perform as 

predicted. The surprising and disappointing nature of this result is discussed a greater length 

when discussing the model fit results below.   

The results for the tenth hypothesis parallel similar findings in instructional literature. For 

example, Pitts (2022) identified that confirming communication from academic advisors 

positively influences perceptions of a supportive and connected climate. The fact that the result 

of this study are similar to current instructional research is not surprising. As previously 

mentioned, the sport environment, in many ways, shares like constructs in an environment that 

parallels one another (Turman & Schrodt, 2004). It is meaningful to find support of this 

relationship in sport communication research as it illustrates the importance of coaching 

confirmation and its relationship with the climate it creates.  

Last, the eleventh hypothesis forwarded that climate would mediate the relationship 

between coaching confirmation and both task and ego orientation. The results demonstrated a 

significant mediation for both. To our knowledge, this is the first study to look at climate as it 

mediates coaching confirmation to orientation. Notably, the significant findings demonstrate that 

the climate created from the communicative influence coaches have, influences athletes’ 

orientation towards the sport. This means that if an athlete is being adequately confirmed from 
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their coach, the athlete is more likely to perceive the environment as open, supportive, and 

respectful, influencing their orientation. 

Overall, it was important to address the findings of the hypotheses as their relationship 

are foundational to understanding the models proposed. Moving forward, the next section will 

address the how the models performed, how modification indices produced models that fit the 

data well, and the meaningfulness behind these results.  

6.1.1.2.1.2 Model 

Initially, two models were proposed to assess how coaches’ communication influences a 

set of variables that via serial mediation, relate to learned lessons in sport. To address the 

findings, two main points will be discussed. First, this section will go over both model fits, 

highlighting that neither provided a good fit for the data. The five modifications that were 

implemented will be reviewed and discussed. Second, a deeper dive into the revised models will 

be provided and further reasoning to why the models fit as indicated will be discussed. After 

discussing the key facets of this section of the study, implications will be provided before 

addressing limitations and future directions.  

Study Three’s two proposed models did not produce a good model fit. The first model 

(i.e., Initial Model; IM – hypothesis 9) looked to assess coaching confirmation on athlete’s 

values, orientation, attitudes, and learned lessons. The second model (i.e., Alternative Model; 

AM – hypothesis 12) included the same constructs but added both another variable (i.e., climate) 

and several additional direct paths. For both models, five modification indices were applied 

before they demonstrated a good fit3. Each decision was based on the empirical 

recommendations from modification indices provided by Stata/SE 17.0, and theoretical support 

3 Four modification indices for the IM and AM were the same. Notably, the IM and AM each required one original 
modification.  



74 

for the additional paths suggested. In other words, there were additional modifications suggested 

by the modification indices that would have resulted in greater model improvements that were 

ignored due to a lack of conceptual or theoretical support. However, it is important to note that 

even though these model modifications resulted in acceptable model fit statistics, all 

modifications were added post hoc and therefore do not represent support for either model or the 

hypotheses presented.  

The first modification applied included correlating the error terms between competence 

and morals as well as competence and status. Although correlated error terms are often not 

recommended, Brown (2015) supports this modification when there is probable cause for 

acquiescent response or if correlated items are worded similarly. Examining the items, they all 

use the same prompt and therefore there may be shared variance of participants response to the 

prompt. As such, correlating these error terms makes theoretical sense.  

Next, the second modification included creating a direct path from coaching confirmation 

to lessons learned. Previous literature supports this decision as it provides a rationale that a 

coach’s communication significantly influences like constructs (i.e., affective learning) (e.g., 

power bases and affect learning; Rey et al., 2022; leadership and affect learning; Turman & 

Schrodt, 2004). Therefore, this path is supported both empirically and theoretically. The 

inclusion of this path indicates that in addition to the effect that coaches can have on lessons 

learned through values, orientation, and attitudes, coaches can also have a direct effect on lessons 

learned. This assertion is consistent with literature found in instructional and organizational 

communication that indicates that teachers and supervisors can have direct and indirect effects 

on students and subordinates outcomes (Kassing, 2000; Kim et al., 2019; McCroskey et al., 

2006; Myers et al., 2014; Sollitto et al., 2016). 
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The third modification proposed a direct path between competence and lessons learned. 

Once again, instructional research supports this relationship. For example, Houser and Frymier 

(2009) forward that learner empowerment (i.e., “meaningfulness, competence, and impact”) is 

related to affective learning (p. 36). Furthermore, competence has been associated with a sense 

of meaningfulness (Weber & Patterson, 2000). This latter statement offers both support and 

explanation to the theoretical relationship found in the model between competence and lessons. It 

furthermore demonstrates that when athletes want to improve and set goals for themselves within 

the realm of sport (i.e., competence values) that they are more likely to then when reflecting back 

on the lessons learned in sport, that the meaningfulness posited by Weber and Patterson (2000) 

may elucidated feelings of learning.  

The fourth modification was only included in the IM as the path was originally included 

in the AM. Specifically, it consisted of creating a direct line from moral values to task 

orientation. One reason this makes theoretical sense is because literature forwards that “values 

underpin achievement orientations, which, by their nature, illustrate personal theories or 

worldviews about achievement context” (Lee et al., 2008, p. 604). As previously stated, with 

competence and moral error terms correlated, it demonstrates the similarity between these 

variables. As such, it is plausible then that similar to competence’s relationship with task, that 

moral values influence one’s task orientation as well.  

Next, both modification indices indicated that attitudes of commitment towards the sport 

and negative attitudes towards the sport should have a direct path. As such, a path from 

commitment to negative was applied. As mentioned in chapter one, the reasoning in choosing 

two opposite variables to represent attitudes—and draw distinction from Lee et al., (2008) 

model—is because they should be related to one another but also represent two different sides of 
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a continuum when assessing attitudes towards sports. One should address a prosocial approach 

(i.e., commitment) where the other should demonstrate an antisocial approach (i.e., negative). 

Regardless however, these two measures are similar in that they measure one’s attitudes towards 

sport. Therefore, it is logical to assume that if an individual demonstrates commitment to the 

sport, they are unable to simultaneously demonstrate a negative attitude.  

Last, a direct path from climate to learning was recommended by modification indices for 

the AM. A significant relationship between these two constructs reveals that the climate created 

for athletes significantly influences their perceptions of learning. A viable explanation for this 

may be that when athletes feel support, cooperation, and connectedness (Johnson, 2008) in the 

sport environment, they will be more likely to perceive those moments as ones that taught them 

lessons. For example, if an athlete plays poorly and their teammate is able to support them in 

such a way that they feel a bond with them, later in life they may believe they learned a lesson in 

perseverance and social support. This also implies that there might be additional communicative 

actors that influence the climate other than coaches such as parents and teammates.  

Overall, by adding these additional paths to the two models, each reached a good level of 

fit. One major difference between the revised IM and AM however, is that the revised AM 

includes all of the modifications suggested for the original model, plus direct and indirect effects 

of climate on lessons, as well as all of the original hypotheses forwarded such as additional direct 

effects between coach confirmation, and orientation and values to the orientations. Although 

modification indices were able to alter the models in order to fit the data, these revised models 

should not be seen a validated theoretical explanation of this phenomena at this time. While the 

paths added and discussed here make theoretical sense and find support in pre-existing research, 

these structures need to be tested on unique datasets before any conclusions can be asserted as to 
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their validity. As such, the results of study three did indeed fail to provide data that represents a 

good fit for the model.  

One possible explanation as to why the current data failed to provide an acceptable fit to 

either of the two proposed models is that the negative attitude variable did not work as it was 

intended. When examining the mean (M = 2.36) and standard deviation (SD = 1.04) for this 

construct, it is apparent that participants responses were skewed towards strongly disagree. For 

the entire scale, 78% of participants failed to even slightly agree that they might have had a 

negative attitude (mean of the negative scale above 3). Moreover, literature contradicts these 

findings as it forwards that athletes often discuss the issues they have about their coaches and 

address and assign blame on the coach for topics regarding performance in practice or games, 

feedback, schedules, and performance (Cranmer et al., 2018; Rey & Johnson, 2021, Wachsmuth 

et al., 2018). Therefore, in regard to previous literature, the variability—or lack thereof—of the 

measure is surprising. Social desirability bias may help explain why this occurred. Participants 

who completed the survey may have not wanted to admit that they had a negative attitude when 

playing sports. As both models demonstrate, the path from negative to learning is not significant 

and may be largely influencing the poor model fit.  

A second possible explanation of the poor model fit of the original models is that the 

results indicate that moral values have a significantly low association with commitment, and that 

modification indices indicate that instead, moral values should relate to commitment through 

task. This is surprising given results presented by Lee et al. (2008). However, this apparent 

conflicting result seems to make more sense when we examine the different measurements used 

between the two studies. Specifically, Lee et al., (2008) combines prosocial attitudes to include 

both commitment and conventions. When theoretically examining the items for conventions, it is 
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worth addressing the similarities between moral values and conventions. Conceptually, moral 

values examine the extent to which athletes believe it is important to demonstrate fairness, 

honesty, and kindness to oppositions. Similarly, conventions also examine kindness towards the 

opposition. The lack of support for the relationship between moral values and commitment in the 

current study as opposed to Lee et al.’s (2008) model may be because morals related more 

toward the commitment side of prosocial attitudes than conventions. Because the current study 

desired to look specifically at attitudes towards the sport and not obligations to sport (e.g., 

shaking the other team’s hand, congratulating others when they succeed) it did not use 

conventions and therefore, morals may have no longer had a similar construct to relate with. 

Simply put, removing conventions altered the influence that moral values had on the model.   

Lastly, another possible explanation for the lack of fit for both models is that coaches 

may not be the only influence these relationships. Indeed, parents, teammates, and an 

individual’s own personality characteristics may also prove to be significant predictors of these 

relationships. For instance, within sport, athletes may have several communicative acots who 

heavily impact their experience. A communicative agent is an individual who interacts and 

communicates with the athlete within the sporting environment (Chu & Zhang, 2019). For 

athletes, their parents, coaches, and teammates all play significant roles in shaping their 

experience due to the amount of time spent with one another (Backman, 1985; Beets et al., 2006; 

Bruner et al., 2021; Sheridan et al., 2014; Vallerand et al., 1997). As such, it is warranted to 

assume that an athlete’s values towards sport will reflect their relationship with these 

communicative actors. 

The effect a parent can have on a child’s sporting experience is due to the unique 

opportunity of being able to engage in conversations and interactions with their children 
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(Tamminen et al., 2017). Parents can have many different types of conversations that will 

influence an athlete’s perception of their experience in sport. These include performance-based 

discussions (Dorsch et al., 2015; Gould et al., 2006), health-related conversations (Boneau et al., 

2020; Tallapragada & Cranmer, 2020; Knight et al., 2020), and sport-based participation 

(Brustad, 2011; Turman, 2007). Furthermore, teammates are often discussed in the literature as 

influential as well and could help further support the proposed model. Grounded in social 

interaction, sports provide athletes an opportunity to engage and interact with peers, often with 

the ability to claim membership with such groups (Benson & Bruner, 2018). In particular, 

teammates often have one of the most meaningful impacts on an athlete’s development (Holt et 

al., 2009). Additional findings highlight that teammate interactions significantly influence an 

athlete’s motivation, well-being, interpersonal development, emotional display, and ability 

(Evans et al., 2013; Raabe & Zakrajsek, 2017).  

In addition to these other communication actors, the individual’s pre-existing personality 

characteristics may also assist in being able to explain and predict the relationships forwarded in 

the model. As forwarded by Holland et al. (2010), one characteristic an athlete has is their 

personal desire to succeed. Personal characteristics such as such as motivation, 

conscientiousness, and need to learn are positively related to athletic performance and 

satisfaction and may help explain an athlete’s personal drive (Amorose & Horn, 2000; Durand-

Bush & Salmela, 2002; Orlick & Partington, 1988). Indeed, due to the nature of sport, personal 

characteristics as well as communicative actors (Buning & Thompson, 2015; Côté et al., 1995; 

Côté & Hay, 2002) may influence the relationship between values, orientation, attitude, and 

learning.  
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6.2 Implications 

One significant result of the data presented in this manuscript is that it provides a 

measurement that can be used in sport communication research to assess athletes’ perceptions of 

the life lessons learned through participating in sports. This answers the call of sport researchers 

for measures specific to sport (Cranmer, 2019; Cranmer et al., 2022; Wenner, 2021). 

Particularly, this study answers Wenner’s (2021) call for a more phenomenological and socio-

psychological approach to create empirical measurement specific to sport. While this study does 

not argue for the support of the previous hypotheses related to the proposed model, theoretically, 

the revised model may provide meaningful support for the development of learned lessons in 

sport and should be tested via additional data sets to see if the results are an artifact of the data 

collected or if there is indeed, a theoretical argument and sense for these relationships. Moreover, 

as this study suggests, communicative actors such as parents and teammates may influence these 

relationships and may provide theoretical reasoning either individually in the model or all 

together as part of a larger model.  

Heuristically, researchers can use this measurement to further their understanding of 

concepts influenced by lessons learned in sport. For example, research can include this 

instrument to evaluate the importance of sport participations in childhood development. Future 

research can look at how lessons learned through sport relate to outcomes in other aspects of the 

athlete’s life such as the work environment (e.g., organizational assimilation; Benson et al., 

2014; Sollitto & Cranmer, 2019; Waldeck et al., 2004) or the educational environment (e.g., 

persistence [Chittum & Jones, 2017] and instructional dissent [Goodboy, 2011]). Investigations 

such as this, using the newly developed LLS scale allows sport researchers to add empirical 

support to the anecdotal assertions that athlete’s learn life lessons through sport. Practically, this 
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study provides evidence that when sporting environments provide confirming communication 

and supportive environments, athletes will learn lessons that transcend the sport environment. 

Addressing the sport environment further demonstrates the value in not just winning, losing, skill 

development for success, but focuses on the development of the individual and the environments 

that should be created by communicative actors. These findings prove meaningful for 

stakeholders invested in creating meaningful environment for athletes as it highlights the 

influence communicative agents have on the environment and athlete’s overall development.  

6.3 Limitations and Future Directions 

A significant issue that arose in the model testing portion of this research relates to the 

performance of the negative attitude measure. From a psychometric standpoint, the original 4-

item measure was unable to achieve a satisfactory alpha as a measure of its internal reliability 

(.68). A review of the reliability analysis revealed that the measure was significantly influence by 

one problematic item. A review of the actual item led to the determination that it was measuring 

something conceptually different from the rest of the scale and it was deleted. However, while 

the deletion of this item led to an acceptable internal reliability, the 3-item scale still performed 

questionably. Specifically, the overwhelming majority of the sample failed to report on their own 

possible negative attitudes while participating in sport. Regardless of the reasoning for this 

result, the lack of variability in this measurement represents a significant empirical hurdle for 

either of the proposed models to overcome. Future research that looks to assess athlete’s negative 

attitudes might need to provide or propose different ways to operationalize this variable. 

Possibly, to overcome the potential social desirability bias found here, future research should 

consider asking athletes to reflect on how others may interpret their attitude or the attitudes they 

have encountered in their teammates. Athletes may be more willing to discuss the negative 
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attitudes of their teammates more so than their own, providing a more meaningful insight into 

athlete’s negative attitudes towards sport. 

Another limitation is the amount of time participants have been removed from the sport. 

For example, for the third study, participants on average, had been away from their sport for 

15.23 years (SD = 9.86) and may demonstrate a recall bias. Future investigators should conduct 

studies at differing periods of time in relation to exiting the sport as recognizing the lessons 

learned in sports may not always be readily apparent to the current athlete (Bronfenbrenner, 

1999). Meaningful results and conclusions may be drawn from being able to indicate when the 

lessons one learns in sport become recognizable.  

Furthermore, this study failed to collect data regarding when the participant had the coach 

they reported on. For example, a participant may have stopped playing their sport in their 

twenties, and yet reported on an influential coach they had when they were 12. Data collected 

moving forward should ask participants when they had the coach, if they continued playing after 

their experience with that specific coach, and moreover, further information regarding why they 

chose to report on that coach. Qualitative data regarding why participants choose a specific 

coach may be valuable in that it will provide further information as to how coaches 

communicatively influence athletes in both positive and negative manners.  

Another limitation is that this study did not identify if participants had engaged in a 

workshop designed to teach lessons via the sporting environment (e.g., Holt et al., 2017). Future 

research should include this in their data collect and possibly analyze differences between groups 

who go through workshops and those who learn lessons by simply participating in sports. These 

results would also inform researchers if they should focus on supporting explicit or implicit 

lessons taught by communicative agents.  
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Moving forward in this line of research, it would be meaningful to parallel this measure 

and model with specific learned lessons or enactment of lessons outside of sport. By examining 

how lessons learned in sport may be related to more detailed and specific lessons often discussed 

by athletes (e.g., group work, resilience, argumentativeness, etc.), results may be able to measure 

how lessons learned in sport are viable and used in different contexts. The model should be 

further examined in another dataset. Upon analysis, if it adequately reflects the phenomenon of 

learning lessons in sport, it should then expand to include differing communicative actors, 

scenarios, and contexts. Implementation of the model to examine the sport environment and 

learned lessons would provide meaningful results that can assist in improving the sport 

environment for athletes. Specifically, this could be creating workshops for communicative 

actors to learn how to properly confirm, support, and create environments that encourage 

learning. Overall, despite the limitations, this study provides meaningful results that can be 

further incorporated into studies moving forward. 

6.4 Conclusion 

The field of sport communication is still in its infancy with the room and ability to 

continue growing (Wenner, 2021). The results of this study contribute to aforementioned 

growing field as they provide a valid instrument for measuring perceptions of learning and a 

preliminary model that highlights the importance of communicative agents influence in athlete’s 

learning. It is the hope of this dissertation that sport communication researchers will draw 

meaning and inspiration from these findings and continue to conduct research pertaining to sport 

communication and the athlete. Ultimately, without the athlete, sports would be nonexistent, and 

as such, the importance of understanding and supporting athletes should be a priority of sport 

communication researchers. 



84 

References 

Abbott, A., & Collins, D. (2004). Eliminating the dichotomy between theory and practice in 

talent identification and development: Considering the role of psychology. Journal of 

Sports Sciences, 22(5), 395–408. https://doi.org/10.1080/02640410410001675324 

Abrahamsen, F. E., Roberts, G. C., Pensgaard, A. M., & Ronglan, L. T. (2008). Perceived ability 

and social support as mediators of achievement motivation and performance 

anxiety. Scandinavian Journal of Medicine & Science in Sports, 18(6), 810-821. 

https://doi.org/10.1111/j.1600-0838.2007.00707.x 

Adell, F. L., Castillo, I., & Álvarez, O. (2019). Personal and sport values, goal orientations, and 

moral attitudes in youth basketball. Revista de Psicologia Del Deporte, 28(3), 100–105. 

Allen, J. B., & Howe, B. L. (1998). Player ability, coach feedback, and female adolescent 

athletes’ perceived competence and satisfaction. Journal of Sport & Exercise Psychology, 

20(3), 280-299. https://doi.org/10.1123/jsep.20.3.280 

Allen, G., & Rhind, D. (2019). Taught not caught: Exploring male adolescent experiences of 

explicitly transferring life skills from the sports hall into the classroom. Qualitative 

Research in Sport, Exercise and Health, 11(2), 188-200. 

https://doi.org/10.1080/2159676X.2018.1519717 

Allen, G., Rhind, D., & Koshy, V. (2014). Enablers and barriers for male students transferring 

life skills from the sports hall into the classroom. Qualitative Research in Sport, Exercise 

and Health, 7(1), 53-67. https://doi.org/10.1080/2159676X.2014.893898 

Al-Yaaribi, A., Kavussanu, M., & Ring, C. (2016). Consequences of prosocial and antisocial 

behavior for the recipient. Psychology of Sport and Exercise, 26, 102-112. 

https://doi.org/10.1016/j.psychsport.2016.06.012 



 

85 

Ames, C. (1992). Achievement goals and the classroom motivational climate. In D. Schunk & J. 

Meece (Eds.), Student perceptions in the classroom (pp. 327–349). Hillsdale, NJ: 

Erlbaum. 

Amorose, A. J., & Anderson-Butcher, D. (2007). Autonomy-supportive coaching and self-

determined motivation in high school and college athletes: A test of self-determination 

theory. Psychology of Sport and Exercise, 8(5), 654–670. 

https://doi.org/10.1016/j.psychsport.2006.11.003 

Amorose, A. J., & Horn, T. S. (2000). Intrinsic motivation: Relationships with collegiate 

athletes’ gender, scholarship status, and perceptions of their coaches’ behavior. Journal 

of Sport and Exercise Psychology, 22(1), 63–84. https://doi.org/10.1123/jsep.22.1.63 

Amorose, A. J., & Horn, T. S. (2001). Pre- to post-season changes in the intrinsic motivation of 

first year college athletes: Relationships with coaching behavior and scholarship status. 

Journal of Applied Sport Psychology, 13(4), 355–373. 

https://doi.org/10.1080/104132001753226247 

Angelhoff, C., Sveen, J., Alvariza, A., Weber-Falk, M., & Kreicbergs, U. (2021). 

Communication, self-esteem and prolonged grief in parent-adolescent dyads, 1–4 years 

following the death of a parent to cancer. European Journal of Oncology Nursing, 50, 

101883. https://doi.org/10.1016/j.ejon.2020.101883 

Azimi, S., & Tamminen, K. A. (2019). Parental communication and reflective practice among 

youth sport parents. Journal of Applied Sport Psychology, 34(1), 109-132. 

https://doi.org/10.1080/10413200.2019.1705433 



 

86 

Backman, C. W. (1985) Identity, self-presentation, and the resolution of moral dilemmas: 

Toward a social psychological theory of moral behavior. In B. R. Schlenker (Ed.), The 

self and social life. New York: McGraw-Hill. (pp. 261-289). 

Ball, H., & Wozniak, T. R. (2021). Why do some Americans resist COVID-19 prevention 

behavior? an analysis of issue importance, message fatigue, and reactance regarding 

COVID-19 messaging. Health Communication, 1-8. 

https://doi.org/10.1080/10410236.2021.1920717 

Barber, B. L., Stone, M. R., Hunt, J. E., & Eccles, J. S. (2005). Benefits of activity participation: 

the roles of identity affirmation and peer group norm sharing. In L.L. Mahoney, R.W. 

Larson & J.S. Eccles (Eds.) Organized activities as contexts of development (pp. 185-

210). Mahwah, NJ: Lawrence Erlbaum Associates. 

Barton, G. B. (2011). Career success and life skill development through sports. [Dissertation, 

Boston University]. Proquest Publishing 

Basinger, E. D. (2020). Testing a dimensional versus a typological approach to the communal 

coping model in the context of type 2 diabetes. Health Communication, 35(5), 585–595. 

https://doi.org/10.1080/10410236.2019.1573297 

Bean, C., Kramers, S., Forneris, T., Camiré, M., & Bean, C. (2018). The implicit/explicit 

continuum of life skills development and transfer. Quest, 70(4), 456–470. 

https://doi.org/10.1080/00336297.2018.1451348 

Becker, A. J. (2009). It's not what they do, it's how they do it: Athlete experiences of great 

coaching. International Journal of Sports Science & Coaching, 4(1), 93-119. 

https://doi.org/10.1260/1747-9541.4.1.93 



 

87 

Beets, M. W., Vogle, R., Forlaw, L., Pitetti, K. H., & Cardinal, B. J. (2006). Social support and 

youth physical activity: The role of provider and type. American Journal of Health 

Behavior, 30(3), 278–289. http://doi.org/10.5993/AJHB.30.3.6 

Bell, M. (1997). The development of expertise. Journal of Physical Education, Recreation & 

Dance, 68(2), 34-38. https://doi.org/10.1080/07303084.1997.10604893 

Benson, A. J., & Bruner, M. W. (2018). How teammate behaviors relate to athlete affect, 

cognition, and behaviors: A daily diary approach within youth sport. Psychology of Sport 

and Exercise, 34, 119–127. https://doi.org/10.1016/j.psychsport.2017.10.008 

Benson, A. J., Evans, M. B., & Eys, M. A. (2016). Organizational socialization in team sport 

environments. Scandinavian Journal of Medicine & Science in Sports, 26(4), 463-473. 

https://doi.org/10.1111/sms.12460 

Berg, B. K., & Warner, S. (2019). Advancing college athlete development via social 

support. Journal of Issues in Intercollegiate Athletics, 12, 87-113. 

Boardley, I. D., Kavussanu, M. (2007). Development and validation of the moral disengagement 

in sport scale. Journal of Sport & Exercise Psychology, 29(5), 608–628. 

https://doi.org/10.1123/jsep.29.5.608 

Boneau, R. D., Richardson, B. K., & McGlynn, J. (2020). “We are a football family”: Making 

sense of parent’s decisions to allow their children to play tackle football. Communication 

and Sport, 8(1), 26–49. https://doi.org/10.1177/2167479518816104 

Bronfenbrenner, U. (1999). Environments in developmental perspective: Theoretical and 

operational models. In S. L. Friedman, & T. D. Wachs (Eds.), Measuring Environment 

across The Life Span: Emerging Methods and Concepts. American Psychological 

Association. 



 

88 

Bowker, A., Boekhoven, B., Nolan, A., Bauhaus, S., Powell, T., & Taylor, S. (2009). Naturalistic 

observations of spectator behavior at youth hockey games. The Sport Psychologist, 23(3), 

301-316. https://doi.org/10.1123/tsp.23.3.301 

Bruner, M. W., Boardley, I. D., & Côté, J. (2014). Social identity and prosocial and antisocial 

behavior in youth sport. Psychology of sport and exercise, 15(1), 56-64. 

https://doi.org/10.1016/j.psychsport.2013.09.003 

Bruner, M. W., McLaren, C., Swann, C., Schweickle, M. J., Miller, A., Benson, A., Gardner, L. 

A., Sutcliffe, J., Vella, S. A. (2021). Exploring the relations between social support and 

social identity in adolescent male athletes. Research Quarterly for Exercise and Sport, 

92(3), 566–572. https://doi.org/10.1080/02701367.2020.1737629 

Brustad, R. J. (2003). Parental roles and involvement in youth sports: Psychosocial outcomes for 

children. In Malina, R. M. and Clark, M. A. (Eds). Youth Sports: Perspectives for a New 

Century, 127-138. Monterey CA 

Brustad, R. J. (2011). Enhancing coach-parent relationships in youth sports: Increasing harmony 

and minimizing hassle. International Journal of Sports Science and Coaching, 6(1), 33–

35. https://doi.org/10.1260/1747-9541.6.1.33 

Buning, M. M., & Thompson, M. A. (2015). Coaching behaviors and athlete motivation: Female 

softball athletes’ perspectives. Sport Science Review, 24(5-6), 345. 

https://doi.org/10.1515/ssr-2015-0023 

Çağlayan, B., Coşkun, S., & Yilmaz, B. (2021). Relationship between sportsmanship behavior 

and communication skills: A study on university student-athletes. International Journal 

of Recreation and Sports Science, 5(1), 83-89. https://doi.org/10.46463/ijrss.982984 



 

89 

Camiré, M., Forneris, T., Trudel, P., & Bernard, D. (2011). Strategies for helping coaches 

facilitate positive youth development through sport. Journal of Sport Psychology in 

Action, 2(2), 92-99. https://doi.org/10.1080/21520704.2011.584246 

Camiré, M., Kendellen, K., Rathwell, S., & Felber Charbonneau, E. (2018). Evaluation of the 

pilot implementation of the Coaching for Life Skills program. International Sport 

Coaching Journal, 5(3), 227-236. https://doi.org/10.1123/iscj.2018-0006 

Camiré, M., Trudel, P., & Forneris, T. (2012). Coaching and transferring life skills: Philosophies 

and strategies used by model high school coaches. Sport Psychologist, 26(2), 243–260. 

https://doi.org/10.1123/tsp.26.2.243 

Chantal, Y., Bernache-assollant, I., Schiano-lomoriello, S., & Limoges, D. (2013). Examining a 

negative halo effect to anabolic steroids users through perceived achievement goals, 

sportspersonship orientations, and aggressive tendencies. Scandinavian Journal of 

Psychology, 54(2), 173-177. https://doi.org/10.1111/sjop.12028 

Chelladurai, P. (1984). Discrepancy between preferences and perceptions of leadership behavior 

and satisfaction of athletes in varying sports. Journal of Sport and Exercise 

Psychology, 6(1), 27-41. https://doi.org/10.1123/jsp.6.1.27 

Chinkov, A. E., & Holt, N. L. (2016). Implicit transfer of life skills through participation in 

Brazilian jiu-jitsu. Journal of Applied Sport Psychology, 28(2), 139-153. 

https://doi.org/10.1080/10413200.2015.1086447 

Chittum, J. R., & Jones, B. D. (2017). Identifying pre–high school students’ science class 

motivation profiles to increase their science identification and persistence. Journal of 

Educational Psychology, 109(8), 1163. https://doi.org/10.1037/edu0000176 



 

90 

Chu, T. L., & Zhang, T. (2019). The roles of coaches, peers, and parents in athletes’ basic 

psychological needs: A mixed-studies review. International Journal of Sports Science 

and Coaching, 14(4), 569–588. https://doi.org/10.1177/1747954119858458 

Coakley, J. (2016). Burnout among adolescent athletes: A personal failure or social problem? 

Sociology of Sport Journal, 9(3), 271–285. https://doi.org/10.1123/ssj.9.3.271 

Collins, W. A., & Laursen, B. (2013). Parent-adolescent relationships and influences. In 

Handbook of Adolescent Psychology (pp. 331–361). 

https://doi.org/10.1002/9780471726746.ch11 

Costello, A. B., & Osborne, J. W. (2005). Best practices in exploratory factor analysis: Four 

recommendations for getting the most from your analysis. Practical Assessment, 

Research and Evaluation, 10(7). https://doi.org/10.7275/jyj1-4868 

Côté, J., Bruner, M., Erickson, K., Strachan, L., & Fraser-Thomas, J. (2010). Athlete 

development and coaching. Sports coaching: Professionalisation and Practice, 63-84. 

Cote, J., & Hay, J. (2002). Family influences on youth sport performance and participation. In J. 

M. Silva and D. E. Stevens (Eds.), Psychological Foundations of Sport (pp. 503-519). 

Boston, MA: Allyn & Bacon. 

Côté, J., Turnnidge, J., & Evans, B. M. (2014). The dynamic process of development through 

sport. Kinesiologia Slovenica, 20(3), 14–26. 

Coté, J., Saimela, J., Trudel, P., Baria, A., & Russell, S. (1995). The coaching model: A 

grounded assessment of expert gymnastic coaches’ knowledge. Journal of Sport and 

Exercise Psychology, 17(1), 1-17. https://doi.org/10.1123/jsep.17.11 



 

91 

Cowan, J., Slogrove, C. L., & Hoelson, C. N. (2012). Self-efficacy and social support of 

academy cricketers. South African Journal for Research in Sport, Physical Education and 

Recreation, 34(2), 27-39. https://hdl.handle.net/10520/EJC128156 

Cranmer, G. A. (2019). Athletic coaching: A communication perspective. Peter Lang 

Incorporated, International Academic Publishers. 

Cranmer, G. A. (2021). The organizational processes of athletic coaching. Communication and 

Sport, 83–102. https://doi.org/10.1515/9783110660883-005 

Cranmer, G. A., & Brann, M. (2015). “It makes me feel like I am an important part of this team”: 

An exploratory study of coach confirmation. International Journal of Sport 

Communication, 8(2), 193–211. https://doi.org/10.1123/ijsc.2014-0078 

Cranmer, G. A., Brann, M., & Anzur, C. K. (2016). Putting coach confirmation research into 

practice: How to confirm youth and high school athletes and coach more effectively. 

Strategies, 29(6), 25–29. https://doi.org/10.1080/08924562.2016.1231098 

Cranmer, G. A., Brann, M., & Weber, K. (2017). Quantifying coach confirmation: The 

development and preliminary validation of the coach confirmation instrument. 

Communication and Sport, 5(6), 751–769. https://doi.org/10.1177/2167479516660037 

Cranmer, G. A., Brann, M., & Weber, K. D. (2018). “Challenge me!” Using confirmation theory 

to understand coach confirmation as an effective coaching behavior. Communication & 

Sport, 6(2), 239-259. https://doi.org/10.1177/2167479516684755 

Cranmer, G. A., Rey, R. T., & Mikkilineni, S. D. (2022) Coach-athlete communication and 

implications for health. In J. Sanders & M.R. Weathers (Eds.) Health communication and 

sport: Connections, applications and opportunities (pp. 79-94). Lanham, MD: Rowman 

& Littlefield 



 

92 

Dailey, R. M. (2009). Confirmation from family members: Parent and sibling contributions to 

adolescent psychosocial adjustment. Western Journal of Communication, 73(3), 273-299. 

https://doi.org/10.1080/10570310903082032 

Danioni, F., & Barni, D. (2019). Parents’ sport socialization values, perceived motivational 

climate and adolescents’ antisocial behaviors. Europe’s Journal of Psychology, 15(4), 

754–772. https://doi.org/10.5964/ejop.v15i4.1598 

Danioni, F., Barni, D., & Rosnati, R. (2017). Transmitting sport values: The importance of 

parental involvement in children’s sport activity. Europe's journal of psychology, 13(1), 

75-92. https://doi.org/10.5964/ejop.v13i1.1265 

Danish, S. J. (2002). Teaching life skills through sport. In M.J. Gatz, M.A. Messner & S.J. Ball-

Rokeach (Eds.) Paradoxes of youth and sport (pp. 49-60). Albany, NY: State University 

of New York Press. 

Danish, S., Forneris, T., Hodge, K., Heke, I. (2004). Enhancing youth development through 

sport. World Leisure Journal, 46(3), 38-49. 

https://doi.org/10.1080/04419057.2004.9674365 

Davis, L., Jowett, S., & Tafvelin, S. (2019). Communication strategies: The fuel for quality 

coach-athlete relationships and athlete satisfaction. Frontiers in psychology, 10:2156. 

https://doi.org/10.3389/fpsyg.2019.02156 

Deci, E. L., & Ryan, R. M. (2000). The" what" and" why" of goal pursuits: Human needs and the 

self-determination of behavior. Psychological inquiry, 11(4), 227-268. 

https://doi.org/10.1207/S15327965PLI1104_01 



 

93 

DeFreese, J. D., & Smith, A. L. (2013). Teammate social support, burnout, and self-determined 

motivation in collegiate athletes. Psychology of Sport and Exercise, 14(2), 258-265. 

https://doi.org/10.1016/j.psychsport.2012.10.009 

DeVellis, R. F. (2012). Scale development: Theory and applications (3rd ed.). Los Angeles, CA: 

Sage. 

Dixon, M. A., Warner, S. M., & Bruening, J. E. (2008). More than just letting them play: 

Parental influence on women’s lifetime sport involvement. Sociology of Sport 

Journal, 25(4), 538-559. https://doi.org/10.1123/ssj.25.4.538 

Donnelly, S., Jorgensen, T. D., & Rudolph, C. W. (2021). Power Analysis for Conditional 

Indirect Effects: A Tutorial for Conducting Monte Carlo Simulations with Categorical 

Exogenous Variables. 10.31234/osf.io/35768 

Dorsch, T. E., Smith, A. L., & Dotterer, A. M. (2016). Individual, relationship, and context 

factors associated with parent support and pressure in organized youth sport. Psychology 

of Sport and Exercise, 23, 132-141. https://doi.org/10.1016/j.psychsport.2015.12.003 

Dorsch, T. E., Smith, A. L., Wilson, S. R., & McDonough, M. H. (2015). Parent goals and verbal 

sideline behavior in organized youth sport. Sport, Exercise, and Performance 

Psychology, 4(1), 19–35. https://doi.org/10.1037/spy0000025 

Duda, J. L., & Balaguer, I. (2007). Coach-created motivational climate. In S. Jowett & D. 

Lavallee (Eds.), Social psychology in sport (pp. 117–130). Champaign, IL: Human 

Kinetics. 

Duda, J. L., & Nicholls, J. G. (1992). Dimensions of achievement motivation in schoolwork and 

sport. Journal of Educational Psychology, 84(3), 290–299. https://doi.org/10.1037/0022-

0663.84.3.290 



 

94 

Duda, J. L., Olson, L. K., & Templin, T. J. (1991). The relationship of task and ego orientation to 

sportsmanship attitudes and the perceived legitimacy of injurious acts. Research 

quarterly for exercise and sport, 62(1), 79-87. 

https://doi.org/10.1080/02701367.1991.10607522 

Dunn, J. S., Kinney, D.A. & Hofferth, S. L. (2003). Parental ideologies and children’s after-

school activities. American Behavioral Scientists, 46(10), 1359-1386. 

https://doi.org/10.1177/0002764203046010006 

Dweck, C. S., & Leggett, E. L. (1988). A social-cognitive approach to motivation and 

personality. Psychological review, 95(2), 256-273. https://doi.org/10.1037/0033-

295X.95.2.256 

Elliott, E. S., & Dweck, C. S. (1988). Goals: An approach to motivation and 

achievement. Journal of personality and social psychology, 54(1), 5-12. 

https://doi.org/10.1037/0022-3514.54.1.5 

Ellis, K. (2000). Perceived teacher confirmation: The development and validation of an 

instrument and two studies of the relationship to cognitive and affective learning. Human 

Communication Research, 26, 264-291. https:/doi.org/10.111/j.1468-2958.200.tb00758.x 

Ellis, K. (2004). The impact of perceived teacher confirmation on receiver apprehension, 

motivation, and learning. Communication Education, 53(1). 

https://doi.org/10.1080/0363452032000135742 

Erickson, K., & Côté, J. (2016). An exploratory examination of interpersonal interactions 

between peers in informal sport play contexts. PLoS ONE, 11(5), 1–12. 

https://doi.org/10.1371/journal.pone.0154275 



 

95 

Evans, B., Eys, M., & Wolf, S. (2013). Exploring the nature of interpersonal influence in elite 

individual sport teams. Journal of Applied Sport Psychology, 25(4), 448-462. 

https://doi.org/10.1080/10413200.2012.752769 

Fontana, J., Cranmer, G. A., Ash, E., Mazer, J. P., & Denham, B. E. (2021). Parent–child 

communication regarding sport-related concussion: An application of the theory of 

planned behavior. Health communication, 1-12. 

Fontana, J. L., Cranmer, G. A., & Sollitto, M. (2021). “Next person up”: Understanding 

collegiate student-athletes’ socialization experiences with teammate exit. Communication 

and Sport, 9(2), 308–329. https://doi.org/10.1177/2167479519859864 

Fransen, K., Boen, F., Vansteenkiste, M., Mertens, N., & Vande Broek, G. (2018). The power of 

competence support: The impact of coaches and athlete leaders on intrinsic motivation 

and performance. Scandinavian Journal of Medicine and Science in Sports, 28(2), 725–

745. https://doi.org/10.1111/sms.12950 

Fraser-Thomas, J., Côté, J., & Deakin, J. (2008). Understanding dropout and prolonged 

engagement in adolescent competitive sport. Psychology of sport and exercise, 9(5), 645-

662. https://doi.org/10.1016/j.psychsport.2008.08.003 

Freeman, P., Coffee, P., & Rees, T. (2011). The PASS-Q: The perceived available support in 

sport questionnaire. Journal of Sport and Exercise Psychology, 33(1), 54–74. 

https://doi.org/10.1123/jsep.33.1.54 

French, J. R. P., & Raven, B. (1959). The bases for social power. In D. Cartwright (Ed.), Studies 

in Social Power (pp. 150–167). University of Michigan Press. 

Friesen, A. P., Lane, A. M., Devonport, T. J., Sellars, C. N., Stanley, D. N., & Beedie, C. J. 

(2013). Emotion in sport: Considering interpersonal regulation strategies. International 



 

96 

Review of Sport and Exercise Psychology, 6(1), 139-154. 

https://doi.org/10.1080/1750984X.2012.742921 

Frymier, A. B. (1994). A model of immediacy in the classroom. Communication Quarterly, 

42(2), 133-143. https://doi.org/10.1080/01463379409369922 

Frymier, A. B., & Houser, M. L. (1999). The revised learning indicators scale. Communication 

Studies, 50(1), 1–12. https://doi.org/10.1080/10510979909388466 

Frymier, A. B., Shulman, G. M., & Houser, M. (1996). The development of a learner 

empowerment measure. Communication Education, 45(3). 

https://doi.org/10.1080/03634529609379048 

Gaudreau, P., Blondin, J. P., & Lapierre, A. M. (2002). Athletes' coping during a competition: 

relationship of coping strategies with positive affect, negative affect, and performance–

goal discrepancy. Psychology of Sport and Exercise, 3(2), 125-150. 

https://doi.org/10.1016/S1469-0292(01)00015-2 

Gershgoren, L., Tenenbaum, G., Gershgoren, A., & Eklund, R. C. (2011). The effect of parental 

feedback on young athletes’ perceived motivational climate, goal involvement, goal 

orientation, and performance. Psychology of Sport and Exercise, 12(5), 481-489. 

https://doi.org/10.1016/j.psychsport.2011.05.003 

Giebink, M. P., & McKenzie, T. L. (1985). Teaching sportsmanship in physical education and 

recreation: An analysis of interventions and generalization effects. Journal of Teaching in 

Physical Education, 4(3). 167-177.  

Gilbert, W. D., & Trudel, P. (2004). Role of the coach: How model youth team sport coaches 

frame their roles. The sport psychologist, 18(1), 21-43. 

https://doi.org/10.1123/tsp.18.1.21  



 

97 

Gilbert, W., & Côté, J. (2013). Defining coaching effectiveness: A focus on coaches’ knowledge. 

In P. Potrac, W. Gilbert, & J. Denison (Eds.), Routledge Handbook of Sports Coaching 

(pp. 147–159). Routledge. 

Gill, D. L., Dzewaltowski, D. A., & Deeter, T. E. (1988). The relationship of competitiveness 

and achievement orientation to participation in sport and nonsport activities. Journal of 

sport and exercise psychology, 10(2), 139-150. https://doi.org/10.1123/jsep.10.2.139 

Goggins, L. P. (2015). The role of parents in youth sport values [Master’s thesis, University of 

Exeter, Exeter, United Kingdom].  

Goldsmith, D. J. (2004). Communicating social support. Cambridge University Press. 

https://doi.org/10.1017/CBO9780511606984 

Goodboy, A. K. (2011). Instructional dissent in the college classroom. Communication 

Education, 60(3), 296–313. https://doi.org/10.1080/03634523.2010.537756 

Goodboy, A. K., & Myers, S. A. (2008). The effect of teacher confirmation on student 

communication and learning outcomes. Communication Education, 57(2), 153-179. 

https://doi.org/10.1080/03634520701787777 

Gould, D., Lauer, L., Rolo, C., Jannes, C., & Pennisi, N. (2006). Understanding the role parents 

play in tennis success: A national survey of junior tennis coaches. British Journal of 

Sports Medicine, 40(7), 632–636. https://doi.org/10.1136/bjsm.2005.024927 

Gould, D., & Carson, S. (2008). Life skills development through sport: Current status and future 

directions. International Review of Sport and Exercise Psychology, 1(1), 58–78. 

https://doi.org/10.1080/17509840701834573 



 

98 

Gourley, M. M., Valovich McLeod, T. C., & Bay, R. C. (2010). Awareness and recognition of 

concussion by youth athletes and their parents. Athletic Training & Sports Health 

Care, 2(5), 208-218. https://doi.org/10.3928/19425864-20100524-03 

Grimm, M. X., Dorrance Hall, E., Dunn, C. R., & Dorsch, T. E. (2017). Parent-child 

communication in sport: Bridging the gap between theory and research. Journal of 

Amateur Sport, 3(3), 1–19. https://doi.org/10.17161/jas.v3i3.6513 

Guo, L., Liang, W., Baker, J. S., & Mao, Z. X. (2021). Perceived motivational climates and 

doping intention in adolescent athletes: The mediating role of moral disengagement and 

sportspersonship. Frontiers in Psychology, 12, 1–11. 

https://doi.org/10.3389/fpsyg.2021.611636 

Hanin, Y. L. (2007). Emotions and athletic performance: Individual zones of optimal functioning 

model. In D. Smith & M. Bar-Eli (Eds.), Essential Readings in Sport and Exercise 

Psychology (pp. 55–73). Human Kinetics. 

Harter, S. (1978). Effectance motivation reconsidered. Toward a developmental model. Human 

Development, 21(1), 34-64. https://doi.org/10.1159/000271574  

Hartley, C., & Coffee, P. (2019). Perceived and received dimensional support: Main and stress-

buffering effects on dimensions of burnout. Frontiers in Psychology, 10, 1-10. 

https://doi.org/10.3389/fpsyg.2019.01724 

Haskins, M. J. (1960). Problem-solving test of sportsmanship. Research Quarterly. American 

Association for Health, Physical Education and Recreation, 31(4), 601-606. 

https://doi.org/10.1080/10671188.1960.10613114 

Hatcher, L. (1994). A step by step approach to using the SAS system for factor analysis and 

structural equation modeling. Cary, NC: SAS Institute Incorporated. 



 

99 

Hellstedt, J. C. (1987). The coach/parent/athlete relationship. The Sport Psychologist, 1(2), 151–

160. https://doi.org/10.1123/tsp.1.2.151 

Hodge, C. J., Kanters, M. A., Forneris, T., Bocarro, J. N., & Sayre-McCord, R. (2017). A family 

thing: Positive youth development outcomes of a sport-based life skills program. Journal 

of Park & Recreation Administration, 35(1). 34-55. https://doi.org/10.18666/jpra-2017-

v35-11-6840. 

Hodge, K., Danish, S., & Martin, J. (2013). Developing a conceptual framework for life skills 

interventions. The Counseling Psychologist, 41(8), 1125–

1152. https://doi.org/10.1177/0011000012462073 

Hollembeak, J., & Amorose, A. J. (2005). Perceived coaching behaviors and college athletes' 

intrinsic motivation: A test of self-determination theory. Journal of Applied Sport 

Psychology, 17(1), 20-36. https://doi.org/10.1080/10413200590907540 

Holt, N. L., Black, D. E., Tamminen, K. A., Fox, K. R., & Mandigo, J. L. (2008). Levels of 

social complexity and dimensions of peer experiences in youth sport. Journal of Sport 

and Exercise Psychology, 30(4), 411-431. 

Holt, N. L., Deal, C. J., & Pankow, K. (2020). Positive youth development through 

sport. Handbook of Sport Psychology, 429-446. 

https://doi.org/10.1002/9781119568124.ch20 

Holt, N. L., Neely, K. C., Slater, L. G., Camiré, M., Côté, J., Fraser-Thomas, J., MacDonald, D., 

Strachan, L., Tamminen, K. A. (2017). A grounded theory of positive youth development 

through sport based on results from a qualitative meta-study. International Review of 

Sport and Exercise Psychology, 10(1), 1–49. 

https://doi.org/10.1080/1750984X.2016.1180704 



 

100 

Holt, N. L., Tamminen, K. A., Black, D. E., Mandigo, J. L., & Fox, K. R. (2009). Youth sport 

parenting styles and practices. Journal of Sport and Exercise Psychology, 31(1), 37–59. 

https://doi.org/10.1123/jsep.31.1.37 

Holt, N. L., Tamminen, K. A., Black, D. E., Sehn, Z. L., & Wall, M. P. (2008). Parental 

involvement in competitive youth sport settings. Psychology of Sport and Exercise, 9(5), 

663–685. https://doi.org/10.1016/j.psychsport.2007.08.001 

Holt, N. L., Tamminen, K. A., Tink, L. N., & Black, D. E. (2009). An interpretive analysis of life 

skills associated with sport participation. Qualitative Research in Sport and 

Exercise, 1(2), 160-175. https://doi.org/10.1080/19398440902909017 

Holt, N. L., Tink, L. N., Mandigo, J. L., & Fox, K. R. (2008). Do youth learn life skills through 

their involvement in high school sport? A case study. Canadian Journal of 

Education/Revue 281-304. https://doi.org/10.2307/20466702 

Houser, M. L., & Frymier, A. B. (2009). The role of student characteristics and teacher behaviors 

in students’ learner empowerment. Communication Education, 58(1), 35-53. 

https://doi.org/10.1080/03634520802237383 

Iacobucci, D., Saldanha, N., & Deng, X. (2007). A meditation on mediation: evidence that 

structural equation models perform better than regressions. Journal of Consumer 

Psychology, 17, 140-154. https://doi.org/10.1016/s1057-7408(07)70020-7 

Ishak, A. (2017). Communication in sports teams: A review. Communication Research Trends, 

36(4), 4–38. 

Jagacinski, C. M., & Nicholls, J. G. (1984). Conceptions of ability and related affects in task 

involvement and ego involvement. Journal of Educational Psychology, 76(5), 909–

919. https://doi.org/10.1037/0022-0663.76.5.909 



 

101 

Johnson, Z. D., & LaBelle, S. (2016). Student-to-student confirmation in the college classroom: 

An initial investigation of the dimensions and outcomes of students’ confirming 

messages. Communication Education, 65(1), 44–63. 

https://doi.org/10.1080/03634523.2015.1058961 

Johnston, K., Wattie, N., Schorer, J., & Baker, J. (2018). Talent identification in sport: A 

systematic review. Sports Medicine, 48(1), 97-109. https://doi.org/10.1007/s40279-017-

0803-2 

Jones, M. I., & Lavallee, D. (2009). Exploring perceived life skills development and 

participation in sport. Qualitative Research in Sport and Exercise, 1(1), 36-50. 

https://doi.org/10.1080/19398440802567931 

Jowett, S. (2017). Coaching effectiveness: The coach–athlete relationship at its heart. Current 

Opinion in Psychology, 16, 154-158. https://doi.org/10.1016/j.copsyc.2017.05.006 

Kassing, J. W. (2000). Investigating the relationship between superior‐subordinate relationship 

quality and employee dissent. Communication Research Reports, 17(1), 58-69. 

https://doi.org/10.1080/08824090009388751 

Kassing, J. W., Billings, A. C., Brown, R. S., Halone, K. K., Harrison, K., Krizek, B., Mean, L. 

J., Turman, P. D. (2004). Communication in the community of sport: The process of 

enacting, (re)producing, consuming, and organizing sport. Annals of the International 

Communication Association, 28(1), 373–409. 

https://doi.org/10.1080/23808985.2004.11679040 

Kendellen, K., & Camiré, M. (2015). Examining former athletes’ developmental experiences in 

high school sport. Sage Open. https://doi.org/10.1177/2158244015614379 



 

102 

Kendellen, K., & Camiré, M. (2017). Examining the life skill development and transfer 

experiences of former high school athletes. International Journal of Sport and Exercise 

Psychology, 15(4), 395-408. https://doi.org/10.1080/1612197x.2015.1114502 

Kendellen, K., & Camiré, M. (2019). Applying in life the skills learned in sport: A grounded 

theory. Psychology of Sport and Exercise, 40, 23-32. 

https://doi.org/10.1016/j.psychsport.2018.09.002 

Kerlinger, F. N. (1986). Foundations ofbehavioral research (3rd ed.). New York, NY: Holt, 

Rinehart, & Winston. 

Kim, M., Kim, A. C. H., Newman, J. I., Ferris, G. R., & Perrewé, P. L. (2019). The antecedents 

and consequences of positive organizational behavior: The role of psychological capital 

for promoting employee well-being in sport organizations. Sport Management 

Review, 22(1), 108-125. 

Kistler, J. W. (1957). Attitudes expressed about behavior demonstrated in certain specific 

situations occurring in sports. Annual Proceedings of College Physical Education 

Association, 60, 55-58. 

Kline, R. B. (2015). Principles and practice of structural equation modeling. New York, NY: 

Guilford Press 

Knight, C. J., Rouquette, O. Y., & Furusa, M. G. (2020). The role of parents in promoting the 

welfare of children involved in sport. In Routledge Handbook of Athlete Welfare (pp. 

303-313). Routledge. 

Kremer-Sadlik, T., & Kim, J. L. (2007). Lessons from sports: Children's socialization to values 

through family interaction during sports activities. Discourse & Society, 18(1), 35-52. 

https://doi.org/10.1177/0957926507069456 



 

103 

Kroshus, E., Babkes Stellino, M., Chrisman, S. P., & Rivara, F. P. (2018). Threat, pressure, and 

communication about concussion safety: Implications for parent concussion 

education. Health Education & Behavior, 45(2), 254-261. 

https://doi.org/10.1177/1090198117715669 

Larson, R. W. (2000). Toward a psychology of positive youth development. American 

Psychologist, 55(1), 170-183. https://doi.org/10.1037/0003-066X.55.1.170 

Larson, R. W. (2006). Positive youth development, willful adolescents, and mentoring. Journal 

of Community Psychology, 34(6), 677-689. https://doi.org/10.1002/jcop.20123 

LaBelle, S., & Johnson, Z. D. (2018). Student-to-student confirmation in the college classroom: 

The development and validation of the student-to-student confirmation scale. 

Communication Education, 67(2), 185–205. 

https://doi.org/10.1080/03634523.2018.1427879 

LaBelle, S., & Johnson, Z. D. (2020). The relationship of student-to-student confirmation and 

student engagement. Communication Research Reports, 37(5), 234–242. 

https://doi.org/10.1080/08824096.2020.1823826 

Lavoi, N. M., & Stellino, M. B. (2008). The relation between perceived parent-created sport 

climate and competitive male youth hockey players' good and poor sport behaviors. The 

Journal of Psychology, 142(5), 471-496. https://doi.org/10.3200/JRLP.142.5.471-496 

Lee, M. J., & Cockman, M. (1995). Values in children's sport: Spontaneously expressed values 

among young athletes. International Review for the Sociology of Sport, 30(3-4), 337-350. 

https://doi.org/10.1177/101269029503000307 



 

104 

Lee, M. J., Whitehead, J., & Balchin, N. (2000). The measurement of values in youth sports: 

Development of the youth sport values questionnaire. Journal of Sport & Exercise 

Psychology, 22(4), 307–326. https://doi.org/https://doi.org/10.1123/jsep.22.4.307 

Lee, M. J., Whitehead, J., & Ntoumanis, N. (2007). Development of the attitudes to moral 

decision-making in youth sport questionnaire (AMDYSQ). Psychology of Sport and 

Exercise, 8(3), 369–392. https://doi.org/10.1016/j.psychsport.2006.12.002 

Lee, M. J., Whitehead, J., Ntoumanis, N., & Hatzigeorgiadis, A. (2008). Relationships among 

values, achievement orientations, and attitudes in youth sport. Journal of Sport and 

Exercise Psychology, 30(5), 588–610. https://doi.org/10.1123/jsep.30.5.588 

Lemyre, P. N., Roberts, G. C., & Ommundsen, Y. (2002). Achievement goal orientations, 

perceived ability, and sportspersonship in youth soccer. Journal of Applied Sport 

Psychology, 14(2), 120–136. https://doi.org/10.1080/10413200252907789 

Lloyd, R. S., & Oliver, J. L. (2012). The youth physical development model: A new approach to 

long-term athletic development. Strength & Conditioning Journal, 34(3), 61-72. 

https://doi.org/ 10.1519/SSC.0b013e31825760ea 

Lisinskiene, A., Guetterman, T., & Sukys, S. (2018). Understanding adolescent–parent 

interpersonal relationships in youth sports: A mixed-methods study. Sports, 6(2). 

https://doi.org/10.3390/sports6020041 

Lochbaum, M., Kazak Çetinkalp, Z., Graham, K. A., Wright, T., & Zazo, R. (2016). Task and 

ego goal orientations in competitive sport: A quantitative review of the literature from 

1989 to 2016. Kinesiology, 48(1), 3–29. https://doi.org/10.26582/k.48.1.14 

Lucidi, F., Zelli, A., Mallia, L., Nicolais, G., Lazuras, L., & Hagger, M. S. (2017). Moral 

attitudes predict cheating and gamesmanship behaviors among competitive tennis 



 

105 

players. Frontiers in Psychology, 8(APR), 1–11. 

https://doi.org/10.3389/fpsyg.2017.00571 

MacLean, J., & Hamm, S. (2008). Values and sport participation: Comparing participant groups, 

age, and gender. Journal of Sport Behavior, 31(4), 35-367.  

Mageau, G. A., & Vallerand, R. J. (2003). The coach–athlete relationship: A motivational 

model. Journal of Sports Science, 21(11), 883-904. 

https://doi.org/10.1080/0264041031000140374 

Martens, R. (1987). Science, knowledge, and sport psychology. The Sport Psychologist, 1(1), 29-

55. https://doi.org/10.1123/tap.1.1.29 

Martin, E. H., Rudisill, M. E., & Hastie, P. A. (2009). Motivational climate and fundamental 

motor skill performance in a naturalistic physical education setting. Physical Education 

and Sport Pedagogy, 14(3), 227-240. https://doi.org/10.1080/17408980801974952 

Martin, L. J., Wilson, J., Evans, M. B., & Spink, K. S. (2015). Cliques in sport: Perceptions of 

intercollegiate athletes. The Sport Psychologist, 29(1), 82-95. 

https://doi.org/10.1123/tsp.2014-0003 

Martin, M. M., Rocca, K. A., Cayanus, J. L., & Weber, K. (2009). Relationship between coaches' 

use of behavior alteration techniques and verbal aggression on athletes' motivation and 

affect. Journal of Sport Behavior, 32(2), 227-241.  

McCrea, M., Hammeke, T., Olsen, G., Leo, P., & Guskiewicz, K. (2004). Unreported concussion 

in high school football players: Implications for prevention. Clinical Journal of Sport 

Medicine, 14(1), 13–17. https://doi.org/10.1097/00042752-200401000-00003 



 

106 

McCroskey, J. C., Richmond, V. P., & Bennett, V. E. (2006). The relationships of student end-

of-class motivation with teacher communication behaviors and instructional 

outcomes. Communication Education, 55(4), 403-414. 

McLaren, C. D., Boardley, I. D., Benson, A. J., Martin, L. J., Fransen, K., Herbison, J. D., 

Slatcher, R. B., Carré, J. M., Côté, J., & Bruner, M. W. (2021). Follow the leader: 

Identity leadership and moral behaviour in social situations among youth sport 

teammates. Psychology of Sport and Exercise, 55. 

https://doi.org/10.1016/j.psychsport.2021.101940 

Mertens, N., Boen, F., Vande Broek, G., Vansteenkiste, M., & Fransen, K. (2018). An 

experiment on the impact of coaches’ and athlete leaders’ competence support on 

athletes’ motivation and performance. Scandinavian Journal of Medicine and Science in 

Sports, 28(12), 2734–2750. https://doi.org/10.1111/sms.13273 

Miller, B. W., Roberts, G. C., & Ommundsen, Y. (2004). Effect of motivational climate on 

sportspersonship among competitive youth male and female football 

players. Scandinavian Journal of Medicine & Science in Sports, 14(3), 193-202. 

https://doi.org/10.1111/j.1600-0838.2003.00320.x 

Moote Jr, G. T., & Wodarski, J. S. (1997). The acquisition of life skills through adventure-based 

activities and programs: A review of the literature. Adolescence, 32(125), 143-167.  

Myers, S. A., Goodboy, A. K., & Members of COMM 600. (2014). College student learning, 

motivation, and satisfaction as a function of effective instructor communication 

behaviors. Southern Communication Journal, 79(1), 14-26. 



 

107 

National Collegiate Athletic Association. (2000, August). NCAA Recruiting Facts. 

https://ncaaorg.s3.amazonaws.com/compliance/recruiting/NCAA_RecruitingFactSheet.p

df 

Newman, T. J. (2020). Life skill development and transfer: “They’re not just meant for playing 

sports”. Research on Social Work Practice, 30(6), 643-657. 

https://doi.org/10.1177/1049731520903427 

Newman, T. J., Anderson-Butcher, D., & Amorose, A. J. (2020). Examining the influence of 

sport program staff and parent/caregiver support on youth outcomes. Applied 

Developmental Science, 24(3), 263-278. https://doi.org/10.1080/10888691.2018.1467762 

Newman, T. J., Black, S., Santos, F., Jefka, B., & Brennan, N. (2021). Coaching the 

development and transfer of life skills: A scoping review of facilitative coaching 

practices in youth sports. International Review of Sport and Exercise Psychology, 1-38. 

https://doi.org/10.1080/1750984X.2021.1910977 

Nicholls, J. G. (1989). The competitive ethos and democratic education. Harvard University 

Press. 

O’Rourke, D. J., Smith, R. E., Smoll, F. L., & Cumming, S. P. (2011). Trait anxiety in young 

athletes as a function of parental pressure and motivational climate: Is parental pressure 

always harmful? Journal of Applied Sport Psychology, 23(4), 398–412. 

https://doi.org/10.1080/10413200.2011.552089 

O'Rourke, D. J., Smith, R. E., Smoll, F. L., & Cumming, S. P. (2012). Parent-initiated 

motivational climate, self-esteem, and autonomous motivation in young athletes: Testing 

propositions from achievement goal and self-determination theories. Child Development 

Research, 2012. https://doi.org/10.1155/2012/393914 



 

108 

O’Rourke, D. J., Smith, R. E., Smoll, F. L., & Cumming, S. P. (2013). Parent-initiated 

motivational climate and young athletes’ intrinsic-extrinsic motivation: Cross-sectional 

and longitudinal relations. Child & Adolescent Behavior, 1(2), 1–8. 

https://doi.org/10.4172/jcalb.1000109 

Papaioannou, A. G., Ampatzoglou, G., Kalogiannis, P., & Sagovits, A. (2008). Communicative 

actors, achievement goals, satisfaction and academic achievement in youth sport. 

Psychology of Sport and Exercise, 9(2), 122–141. 

https://doi.org/10.1016/j.psychsport.2007.02.003 

Pedersen, P. M., Laucella, P. C., Miloch, K. S., & Fielding, L. W. (2007). The juxtaposition of 

sport and communication: Defining the field of sport communication. International 

Journal of Sport Management and Marketing, 2(3), 193-207. 

https://doi.org/10.1504/IJSMM.2007.012400 

Pennington, C. G. (2019). Creating and confirming a positive sporting climate. Journal of 

Physical Education, Recreation and Dance, 90(4), 15–20. 

https://doi.org/10.1080/07303084.2019.1568936 

Pepitas, A., Danish, S., McKelvain, R., & Murphy, S. (1992). A career assistance program for 

elite athletes. Journal of Counseling & Development, 70(3), 383-386. 

https://doi.org/10.1002/j.1556-6676.1992.tb01620.x 

Pierce, S., Gould, D., & Camiré, M. (2017). Definition and model of life skills transfer. 

International Review of Sport and Exercise Psychology, 10(1), 186–211. 

https://doi.org/10.1080/1750984X.2016.1199727 



 

109 

Preacher, K. J., & Selig, J. P. (2012). Advantages of Monte Carlo confidence intervals for 

indirect effects. Communication Methods and Measures, 6(2), 77-98. 

https://doi.org/10.1080/19312458.2012.679848 

Raabe, J., & Zakrajsek, R. A. (2017). Coaches and teammates as communicative actors for 

collegiate athletes’ basic psychological need satisfaction. Journal of Intercollegiate 

Sport, 10(1), 67–82. https://doi.org/10.1123/jis.2016-0033 

Rees, T., & Hardy, L. (2000). An investigation of the social support experiences of high-level 

sports performers. The Sport Psychologist, 14(4), 327-347. 

https://doi.org/10.1123/tsp.14.4.327 

Rey, R. T., Cranmer, G. A., Browning, B., Sanderson, J. (2022). Sport knowledge: The effects of 

Division I coach communication on student-athlete learning indicators. International 

Journal of Sport Communication. https://doi.org/10.1123/ijsc.2021-0062 

Rey, R. T., Johnson, Z. D. (2021). “Detrimental to the team dynamic”: Exploring college 

student-athlete dissent. Communication & Sport, 1-17. 

https://doi.org/10.1177/21674795211001938 

Riley, A., & Anderson-Butcher, D. (2012). Participation in a summer sport-based youth 

development program for disadvantaged youth: Getting the parent perspective. Children 

and Youth Services Review, 34(7), 1367-1377. 

https://doi.org/10.1016/j.childyouth.2012.03.008 

Roberts, G. C., & Balague, G. (1991). The development and validation of the Perception Success 

Questionnaire. Paper presented to the FEPSAS Congress, Cologne, Germany 



 

110 

Roberts, G. C., Treasure, D. C., & Balague, G. (1998). Achievement goals in sport: The 

development and validation of the perception of success questionnaire. Journal of Sports 

Sciences, 16(4), 337–347. https://doi.org/10.1080/02640419808559362 

Roberts, G. C., Treasure, D. C., & Hall, H. K. (1994). Parental goal orientations and beliefs 

about the competitive-sport experience of their child. Journal of Applied Social 

Psychology, 24(7), 631–645. https://doi.org/10.1111/j.1559-1816.1994.tb00604.x 

Rokeach, M. (1973). The nature of human values. New York: The Free Press. 

Romand, P., Pantaleon, N., & Cabagno, G. (2009). Age differences in individuals’ cognitive and 

behavioral moral functioning responses in male soccer teams. Journal of Applied Sport 

Psychology, 21, 43–63. https://doi.org/10.1080/10413200802383055 

Romo, L. K., Davis, C., & Fea, A. (2015). “You never know what’s gonna happen”: An 

examination of communication strategies used by college student-athletes to manage 

uncertainty. Communication & Sport, 3(4), 458-480. 

https://doi.org/10.1177/2167479514549371 

Rottensteiner, C., Tolvanen, A., Laakso, L., & Konttinen, N. (2015). Youth athletes’ motivation, 

perceived competence, and persistence in organized team sports. Journal of Sport 

Behavior, 38(4), 432–449.  

Saldanha, R. P., Barbosa, M. L., Balbinotti, M. A., & Balbinotti, C. A. (2020). Values and 

attitudes in social sport: A test of the explanatory model of values and attitudes of sport. 

Journal of Human Sport and Exercise, 15(1), 57-70. 

https://doi.org/10.14198/jhse.2020.15.proc1.07 

Sanderson, J. (2013). Social media and sport communication: Abundant theoretical 

opportunities. In Routledge Handbook of Sport Communication (pp. 70-79). Routledge. 



 

111 

Sanderson, J. (2021). From the living room to the ball field: A communicative approach to 

studying the family through sport. In M. Butterworth (Ed.), Communication and 

Sport, (pp.121-136). Berlin, Boston: De Gruyter https://doi.org/10.1515/9783110660883 

Santos, F., & Callary, B. (2021). Lifelong learning and transfer of psychosocial attributes across 

adult sport: can we move beyond youth sport? Sports Coaching Review, 1–20. 

https://doi.org/10.1080/21640629.2021.1920154 

Santos, F., Strachan, L., Gould, D., Pereira, P., & Machado, C. (2019). The role of team captains 

in integrating positive teammate psychological development in high-performance 

sport. The Sport Psychologist, 33(1), 1-11. https://doi.org/10.1123/tsp.2017-0135 

Schumacker, R. E., & Lomax, R. G. (2004). A beginner's guide to structural equation modeling. 

Routledge. 

Schwartz, S. H. (1994). Are there universal aspects in the structure and content of human values? 

The Journal of Social Issues, 50, 19–45. 

Sheridan, D., Coffee, P., & Lavallee, D. (2014). A systematic review of social support in youth 

sport. International Review of Sport and Exercise Psychology, 7(1), 198–228. 

https://doi.org/10.1080/1750984X.2014.931999 

Shields, D. L. L., & Bredemeier, B. J. L. (1995). Character development and physical activity. 

Human Kinetics Publishers. 

Shields, D. L. L., & Bredemeier, B. J. L. (2007). Advances in sport morality research. In G. 

Tenenbaum & R. C. Eklund (Eds.), Handbook of Sport Psychology (pp. 662–684). John 

Wiley & Sons, Inc.. 

Shrestha, N. (2020). Detecting multicollinearity in regression analysis. American Journal of 

Applied Mathematics and Statistics, 8(2), 39-42. https://doi.org/10.12691/ajams-8-2-1 



 

112 

Smith, A. L., & McDonough, M. H. (2008). Peers. In A. L. Smith & S. J. H. Biddle (Eds.) Youth 

Physical Activity and Sedentary Behavior: Challenges and Solutions (pp. 295-320). 

Human Kinetics.  

Smoll, F. L., Cumming, S. P., & Smith, R. E. (2011). Enhancing coach-parent relationships in 

youth sports: Increasing harmony and minimizing hassle. International Journal of Sports 

Science and Coaching, 6(1), 13–26. https://doi.org/10.1260/1747-9541.6.1.13 

Snyder, E. E. (1990). Emotion and sport: A case study of collegiate women gymnasts. Sociology 

of Sport Journal, 7(3), 254-270. https://doi.org/10.1123/ssj.7.3.254 

Sollitto, M., & Cranmer, G. A. (2019). The relationship between aggressive communication 

traits and organizational assimilation. International Journal of Business 

Communication, 56(2), 278-296. 

Sollitto, M., Johnson, Z. D., & Myers, S. A. (2013). Students' perceptions of college classroom 

connectedness, assimilation, and peer relationships. Communication Education, 62(3), 

318-331. 

Sollitto, M., Martin, M. M., Dusic, S., Gibbons, K. E., & Wagenhouser, A. (2016). Assessing the 

supervisor-subordinate relationship involving part-time employees. International Journal 

of Business Communication, 53(1), 74-96. 

Stanger, N., Backhouse, S. H., Jennings, A., & McKenna, J. (2018). Linking motivational 

climate with moral behavior in youth sport: The role of social support, perspective taking, 

and moral disengagement. Sport, Exercise, and Performance Psychology, 7(4), 392–407. 

https://doi.org/10.1037/spy0000122 

State of Play 2021. (2021). Project play Aspen institute. https://www.aspenprojectplay.org/state-

of-play-2021/ages-13-17  



 

113 

Stupuris, T., Šukys, S., & Tilindienė, I. (2013). Relationship between adolescent athletes’ values 

and behavior in sport and perceived coach’s character development competency. 

Education, Physical Training, Sport, 4(91), 37–45. 

Šukys, S., Lisinskiene, A., & Tilindiene, I. (2015). Adolescents’ participation in sport activities 

and attachment to parents and peers. Social Behavior and Personality, 43(9), 1507–1518. 

https://doi.org/10.2224/sbp.2015.43.9.1507 

Sutcliffe, J. T., Herbison, J. D., Martin, L. J., McLaren, C. D., Slatcher, R., Benson, A. J., Van 

Woezik, R., Boardley, I. D., Carré, J. M., Côté, J., Bruner, M. W. (2021). Exploring 

parent-athlete sport related communication outside of the sport environment with the 

Electronically Activated Recorder. Psychology of Sport and Exercise, 54. 

https://doi.org/10.1016/j.psychsport.2021.101919 

Tallapragada, M., & Cranmer, G. A. (2020). Media narratives about concussions: Effects on 

parents’ intention to inform their children about concussions. Communication & 

Sport. https://doi.org/10.1177/2167479520944549 

Tamminen, K. A., & Bennett, E. V. (2017). No emotion is an island: An overview of theoretical 

perspectives and narrative research on emotions in sport and physical activity. Qualitative 

Research in Sport, Exercise and Health, 9(2), 183-199. 

https://doi.org/10.1080/2159676X.2016.1254109 

Tamminen, K. A., Gaudreau, P., McEwen, C. E., & Crocker, P. R. (2016). Interpersonal emotion 

regulation among adolescent athletes: A Bayesian multilevel model predicting sport 

enjoyment and commitment. Journal of sport and Exercise Psychology, 38(6), 541-555. 

https://doi.org/10.1123/jsep.2015-0189 



 

114 

Tamminen, K. A., Poucher, Z. A., & Povilaitis, V. (2017). The car ride home: An interpretive 

examination of parent–athlete sport conversations. Sport, Exercise, and Performance 

Psychology, 6(4), 325–339. https://doi.org/10.1037/spy0000093 

Thomas, A., & Güllich, A. (2019). Childhood practice and play as determinants of adolescent 

intrinsic and extrinsic motivation among elite youth athletes. European Journal of Sport 

Science, 19(8), 1120–1129. https://doi.org/10.1080/17461391.2019.1597170 

Traclet, A., Moret, O., Ohl, F., & Clémence, A. (2015). Moral disengagement in the legitimation 

and realization of aggressive behavior in soccer and ice hockey. Aggressive 

Behavior, 41(2), 123-133. https://doi.org/10.1002/ab.21561  

Turman, P. D. (2003). Coaches and cohesion: The impact of coaching techniques on team 

cohesion in the small group sport setting. Journal of Sport Behaviour, 26(1), 86-104. 

Turman, P. D. (2006). Athletes’ perception of coach power use and the association between 

playing status and sport satisfaction. Communication Research Reports, 23(4), 273–282. 

https://doi.org/10.1080/08824090600962540 

Turman, P. D. (2007). Parental sport involvement: Parental influence to encourage young athlete 

continued sport participation. Journal of Family Communication, 7(3), 151-175. 

https://doi.org/10.1080/15267430701221602 

Turman, P. D., & Schrodt, P. (2004). New avenues for instructional communication research: 

Relationships among coaches’ leadership behaviors and athletes’ affective learning. 

Communication Research Reports, 21(2), 130–143. 

https://doi.org/10.1080/08824090409359975 



 

115 

Turnnidge, J., Côté, J., & Hancock, D. J. (2014). Positive youth development from sport to life: 

Explicit or implicit transfer? Quest, 66(2), 203–217. 

https://doi.org/10.1080/00336297.2013.867275 

Vaeyens, R., Lenoir, M., Williams, A. M., & Philippaerts, R. M. (2008). Talent identification 

and development programmes in sport. Sports Medicine, 38(9), 703-714. https://doi.org/ 

0112-1642/08/0009-0703 

Vallerand, R. J. (1994). A social psychological analysis of sportsmanship, I: Theoretical 

perspectives. Unpublished manuscript, Universite du Quebec a Montreal. 

Vallerand, R. J. (2000). Deci and Ryan's self-determination theory: A view from the hierarchical 

model of intrinsic and extrinsic motivation. Psychological Inquiry, 11(4), 312-318. 

http://www.jstor.org/stable/1449629 

Vallerand, R. J., Briere, N. M., Blanchard, C., & Provencher, P. (1997). Development and 

validation of the multidimensional sportspersonship orientation scale. Journal of Sport & 

Exercise Psychology, 19(2), 197–206. 

https://doi.org/https://doi.org/10.1123/jsep.19.2.197 

Vallerand, R. J., Deshaies, P., Cuerrier, J. P., BriÈre, N. M., & Pelletier, L. G. (1996). Toward a 

multidimensional definition of sportsmanship. Journal of Applied Sport Psychology, 8(1), 

89–101. https://doi.org/10.1080/10413209608406310 

Vella, S. A., Oades, L. G., & Crowe, T. P. (2011). The role of the coach in facilitating positive 

youth development: Moving from theory to practice. Journal of Applied Sport 

Psychology, 23(1), 33-48. https://doi.org/10.1080/10413200.2010.511423 

Vella, S. A., Oades, L. G., & Crowe, T. P. (2013). The relationship between coach leadership, 

the coach-athlete relationship, team success, and the positive developmental experiences 



 

116 

of adolescent soccer players. Physical Education and Sport Pedagogy, 18(5), 549–561. 

https://doi.org/10.1080/17408989.2012.726976 

Vierimaa, M., Bruner, M. W., & Côté, J. (2018). Positive youth development and observed 

athlete behavior in recreational sport. PLoS ONE, 13(1), 1–14. 

https://doi.org/10.1371/journal.pone.0191936 

Wachsmuth, S., Jowett, S., & Harwood, C. G. (2018). On understanding the nature of 

interpersonal conflict between coaches and athletes. Journal of sports sciences, 36(17), 

1955-1962. 

Waldeck, J. H., Seibold, D. R., & Flanagin, A. J. (2004). Organizational assimilation and 

communication technology use. Communication monographs, 71(2), 161-183. 

Wang, C. J., Koh, K. T., & Chatzisarantis, N. (2009). An intra-individual analysis of players' 

perceived coaching behaviours, psychological needs, and achievement 

goals. International Journal of Sports Science & Coaching, 4(2), 177-192. 

https://doi.org/10.1260/174795409788549472 

Weber, K. (2003). The relationship of interest to internal and external motivation. 

Communication Research Reports, 20(4), 376–383. 

https://doi.org/10.1080/08824090309388837  

Weber, K., Martin, M. M., & Myers, S. A. (2011). The development and testing of the 

instructional beliefs model. Communication Education, 60,51–74. 

https://doi.org/10.1080/03634523.2010.491122 

Weiner, B. (1986). An attributional theory of motivation and emotion. New York: Springer. 



 

117 

Weiss, M. R. (2008). 2007 C. H. Mccloy lecture: “Field of dreams”: Sport as a context for youth 

development. Research Quarterly for Exercise and Sport, 79(4), 434–449. 

https://doi.org/10.1080/02701367.2008.10599510 

Weiss, M. R., & Bredemeier, B. (1986). Moral development. In V. Seefeldt (Ed.), Physical 

activity and well-being (pp. 373-390). Reston, VA: American Alliance for Health, 

Physical Education, Recreation and Dance. 

Weiss, M. R., Bolter, N. D., & Kipp, L. E. (2016). Evaluation of The First Tee in promoting 

positive youth development: Group comparisons and longitudinal trends. Research 

Quarterly for Exercise and Sport, 87(3), 271-283. 

https://doi.org/10.1080/02701367.2016.1172698 

Wenner, L. A. (2021). Playing on the communication and sport field: Dispositions, challenges, 

and priorities. Handbook of Communication and Sport, 23-42. 

https://doi.org/10.1515/9783110660883-002 

Westre, K. R., & Weiss, M. R. (1991). The relationship between perceived coaching behaviors 

and group cohesion in high school football teams. The Sport Psychologist, 5(1), 41-54. 

https://doi.org/10.1123/tsp.5.1.41 

Williams, A. M., & Franks, A. (1998). Talent identification in soccer. Sports Exercise and 

Injury, 4(4), 159-165. 

Williams, A. M., & Reilly, T. (2000). Talent identification and development in soccer. Journal of 

Sports Sciences, 18(9), 657-667. https://doi.org/10.1080/02640410050120041 

Zhao, X., Lynch Jr, J. G., & Chen, Q. (2010). Reconsidering Baron and Kenny: Myths and truths 

about mediation analysis. Journal of consumer research, 37(2), 197-206 

  



 

118 

Appendices 

Appendix A. 
 
Learned Lessons in Sport – Initial Items 
 
Please take your time as you answer the following questions. As a reminder, there are no right or 
wrong answers, we are simply interested in learning more about your experience. Please keep in 
mind your experiences as an athlete and what you learned from participating in sports and 
answer the following questions to the best of your ability. You will be asked a series of questions 
about your experiences playing sports. Base your responses on your overall sport experience. 
 
Moving forward, you will be asked a series of questions about your experiences playing sports. 

Base your responses on your sport experience and your perceptions of it today unless otherwise 
indicated.  
  

1. I see the connections between what I learned playing sports with what I go through in 
life. 

2. I often hear from others who played organized sports how they do not believe they 
learned anything from being a part of sports 

3. I see the relationship of what I learned from playing sports from one day to the next in 
my life now 

4. I often ask others who played sports the lessons they learned as an athlete 
5. I actively participated in discussions with teammates about strategies and how to be 

better as a team 
6. I don’t see any value in playing sports when it comes to personal development 
7. I like to talk about my sport experiences with friends and family 
8. I explain the value of sport to others 
9. As an athlete, I rarely discussed with teammates strategy and training methods to help 

become better as a team 
10. I volunteer my opinion about the value of being an athlete with others 
11. I see/saw improvement in my understanding of sport throughout my athletic career 
12. I often think about the lessons I learned while playing sports 
13. I don't believe that my time playing sports has taught me valuable life lessons 
14. I often apply the lessons I learned as an athlete to other contexts of my life 
15. I often have conversations with others about the lessons I learned while playing sports 
16. I believe that because I played sports, I can more effectively problem solve in other 

contexts of my life 
17. I believe that because I played sports, I can more effectively control my emotions in other 

contexts of my life 
18. I believe that because I played sports, I communicate honestly with others 
19. As a result of playing sports, I often set goals for myself in non-sport settings 

Strongly 
Disagree Disagree Neutral Agree Strongly  

Agree 
1 2 3 4 5 
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20. I don’t apply the lessons I learned in sports to non-sport settings. 
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Appendix B. 
 
Study One and Study Two Questionnaire. 
 
Please take your time as you answer the following questions. As a reminder, there are no right or 
wrong answers, we are simply interested in learning more about your experience. Please keep in 
mind your experiences as an athlete and what you learned from participating in sports and 
answer the following questions to the best of your ability. You will be asked a series of questions 
about your experiences playing sports. Base your responses on your overall sport experience. 
 
Moving forward, you will be asked a series of questions about your experiences playing sports. 
Base your responses on your sport experience and your perceptions of it today unless otherwise 
indicated.  
 

1. I see the connections between what I learned playing sports with what I go through in 
life. 

2. I often hear from others who played organized sports how they do not believe they 
learned anything from being a part of sports 

3. I see the relationship of what I learned from playing sports from one day to the next in 
my life now 

4. I often ask others who played sports the lessons they learned as an athlete 
5. I actively participated in discussions with teammates about strategies and how to be 

better as a team 
6. I don’t see any value in playing sports when it comes to personal development 
7. I like to talk about my sport experiences with friends and family 
8. I explain the value of sport to others 
9. As an athlete, I rarely discussed with teammates strategy and training methods to help 

become better as a team 
10. I volunteer my opinion about the value of being an athlete with others 
11. I see/saw improvement in my understanding of sport throughout my athletic career 
12. I often think about the lessons I learned while playing sports 
13. I don't believe that my time playing sports has taught me valuable life lessons 
14. I often apply the lessons I learned as an athlete to other contexts of my life 
15. I often have conversations with others about the lessons I learned while playing sports 
16. I believe that because I played sports, I can more effectively problem solve in other 

contexts of my life 
17. I believe that because I played sports, I can more effectively control my emotions in other 

contexts of my life 
18. I believe that because I played sports, I communicate honestly with others 
19. As a result of playing sports, I often set goals for myself in non-sport settings 
20. I don’t apply the lessons I learned in sports to non-sport settings. 

 

Strongly 
Disagree Disagree Neutral Agree Strongly  

Agree 
1 2 3 4 5 
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Please answer the following questions now reflecting back on your sport experience and how 
you feel TODAY. Each statement has 4 parts for you to answer, please answer each of them. The 
closer to the word you pick, the more you agree with that side. 
 

21. I feel my teammates were: 
a. Bad -- Good  
b. Valuable -- Worthless  
c. Unfair -- Fair  
d. Positive -- Negative  

22. I feel my coach was: 
e. Bad -- Good  
f. Valuable -- Worthless  
g. Unfair -- Fair  
h. Positive -- Negative  

23. I feel that playing my sport was overall: 
i. Bad -- Good  
j. Valuable -- Worthless  
k. Unfair -- Fair  
l. Positive -- Negative  

24. The likelihood of me using the skills I’ve learned from participating in my sport is:  
m. Unlikely -- Likely  
n. Possible -- Impossible  
o. Improbable -- Probable  
p. Would -- Would not   

25. The likelihood of me telling others to participate in sports is: 
a. Unlikely -- Likely  
b. Possible -- Impossible  
c. Improbable -- Probable  
d. Would -- Would not  

  
Next, we would like to know more about your relationship with your teammates. Please keep in 
mind one team as you answer the following questions. The team should reflect the one that was 
the most influential in your sporting experience. As a reminder there is no wrong or right answer, 
we are only interested in your experience. 
 

 
26. Please give your team a nickname and provide it below: _________________ 
27. We all share the same commitment to our team’s goals 
28. I invite my teammates to do things with me 
29. As a team, we are all on the same page 
30. Some of my best friends are on this team 
31. I like the way we work together as a team 
32. I do not get along with the members of my team 

Strongly 
Disagree Disagree Neutral Agree Strongly  

Agree 
1 2 3 4 5 
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33. We hang out with one another whenever possible 
34. As a team, we are united 
35. I contact my teammates often (phone, text message, internet) 
36. This team gives me enough opportunities to improve my own performance 
37. I spend time with my teammates 
38. Our team does not work well together 
39. I am going to keep in contact with my teammates after the season ends 
40. I am happy with my team’s level of desire to win 
41. We stick together outside of practice 
42. My approach to playing is the same as my teammates 
43. We contact each other often (phone, text message, internet)  
44. We like the way we work together as a team  

 
Thank you for your patience through this questionnaire. These are our last questions but still 
vitally important. Please answer them to the best of your ability. 
 

45. Your sex: Male | Female | Non-binary | Prefer to self-describe 
46. Your age: __________ 
47. What sport did you play? 
48. Baseball | Basketball | Cheer | Cross Country | Dance | Football | Gymnastics | Hockey | 

Ice Skating | Lacrosse | Soccer | Softball | Tennis | Track and Field | Volleyball (Indoor) | 
Volleyball (Sand) | Other:____________ 

49. What is your ethnicity? 
Asian | Black/African American | Hispanic/Latina/Latino | Native American | Pacific 
Islander | White | Prefer to self-describe 

50. What state are you currently located in? 
a. Drop down of all 50 states 

51. What state were you located in while playing the sport you reported on? 
b. Drop down of all 50 states 

52. What is your highest level of education? 
High School Degree | Associates Degree | Bachelors Degree | Masters Degree | PhD | 
EdD | MD | JD | Other: ___________________ 

53. What was the highest level you competed at? 
Recreation | Travel | High School | Community College | 4-Year College | Semi-
Professional | Professional | Other:|__________ 

54. To the best of your knowledge, how did the coach you reported on identify? Male | 
Female | Non-binary | Prefer to self-describe 

55. When you exited from playing the sport competitively (this pertains to the level you 
reported above), what was the reason for you leaving? 
Quit | Was Cut | Aged Out | Other:___________ 

56. How many years has it been since you exited the sport (in reference to the question 
above)? ___________ 

57. What was your role on your team? (Check all that apply) 
Starter | Non-starter | Captain 
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Appendix C.  
 
Study Three Questionnaire. 
 
Please answer the following questions with one coach in mind. As a reminder there is no wrong 
or right answer, we are only interested in your experience. Please keep in mind one coach as you 
answer the following questions. The coach should reflect the one that was the most influential in 
your sporting experience (good or bad). Whichever coach you choose, please answer all of the 
following questions with that one coach in mind.  
 

Please provide the initials for your coach below: ________________________ 
 

1. My coach told me I was capable of performing up to his or her expectations 
2. My coach told me they believed in me 
3. My coach continually pushed me to get better 
4. My coach spent time trying to help me improve 
5. My coach expressed that he or she believed I could improve 
6. My coach acknowledged when I performed well 
7. My coach told me “good job” I did well 
8. My coach praised me when I executed our game plan 
9. My coach told me when I was performing up to his or her expectations 

 
Please answer the following questions regarding your experience playing your sport and your 
relationship with your team overall. Please remember this is you as a youth athlete, not how you 
feel about sports today.  
 

10. I had a common ground with my teammates 
11. I felt a strong bond with my teammates 
12. he players on my team shared stories and experiences with one another 
13. The players on my team were friendly with one another 
14. I felt included in team discussions on my team 
15. The players on my team praised one another 
16. The players on my team were concerned about one another 
17. The players on my team smiled at one another  
18. The players on my team engaged in small talk with one another 
19. The players on my team laughed with one another 
20. The players on my team were supportive of one another 
21. The players on my team cooperated with one another 
22. The players on my team felt comfortable with one another 

Not at All Seldom True Sometimes True Often True Extremely So 
1 2 3 4 5 

Strongly 
Disagree Disagree Neutral Agree Strongly  

Agree 
1 2 3 4 5 
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Please answer the following questions regarding your experience playing your sport and how much 
the following statements were important to you as an athlete. Please remember this is you as a 
youth athlete, not how you feel about sports today.   

 
When I played my sport, it was important to me that… 
 

23. I became a better player 
24. I used my skills well 
25. I set my own targets 
26. I improved my performance 
27. I did what I am told 
28. I showed good sportspersonship 
29. I helped other people when they need it 
30. I always played properly 
31. I tried to be fair 
32. I showed that I am better than others 
33. I was a leader in the group 
34. I won or beat others 
35. I looked good 

 
Next, the following questions are in regard to what made you feel successful as an athlete. Please 
remember this is you as a youth athlete, not how you feel about sports today. 
 
Please answer the following questions regarding how strongly you disagree or agree with the 
following statements: 

 
In my sport I felt successful when… 
 

36. I reached a target I set for myself 
37. I overcame difficulties 
38. I succeed at something I could not do before 
39. I tried hard 
40. I really improved 
41. I performed to the best of my ability 
42. I learned something new to me  
43. I beat other people 
44. I was clearly better 
45. I was the best 

The Opposite of 
what I Believe 

Slightly 
important 

Somewhat 
Important 

Moderately 
Important 

Extremely 
Important to Me 

1 2 3 4 5 

Strongly 
Disagree Disagree Neutral Agree Strongly  

Agree 
1 2 3 4 5 
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46. I did better than others 
47. I accomplished something others cannot do 
48. I showed other people I was the best 
49. I did things more easily than others  

 
Please answer the following questions to the best of your ability. 
 

 
Reflecting back, I realize that while playing 
 

50. In competition, I went all out even if I was sure to lose 
51. I didn’t give up even after making many mistakes 
52. I thought about ways to improve my weaknesses 
53. It was important to me to be present at all practices 
54. During practice I went all out  
55. I competed for personal honors, trophies, and medals. 
56. I criticized what the coach made me do 
57. After a competition, I used excuses for a bad performance 
58. When my coach pointed out my mistakes after a competition, I often refused to admit that I 

made that mistake 
 
Please answer the following questions to the best of your ability. You will be asked a series of 
questions about your experiences playing sport. base your responses on your sport experience 
and your perceptions of it today unless otherwise indicated.  
 

 
59. I like to talk about my sport experience(s) with friends and family 
60. I don’t see any value in playing sports when it comes to personal development 
61. I explain the value of sports to others 
62. I volunteer my opinion about the value of being an athlete with others 
63. I often think about the lessons I learned while playing sports 
64. I don’t believe that my time playing sports has taught me valuable life lessons 
65. In the past as an athlete, I actively participated in discussions with teammates about 

strategies and how to be better as a team 
66. I often have conversations with others about the lessons I learned while playing sports 
67. I believe that because I played sports, I communicate honestly with others 
68. I don’t apply the lessons I learned in sports to non-sport settings 

 
Thank you for your patience through this questionnaire. These are our last questions but still 
vitally important. Please answer them to the best of your ability. 

Strongly 
Disagree Disagree Neutral Agree Strongly  

Agree 
1 2 3 4 5 

Strongly 
Disagree Disagree Neutral Agree Strongly  

Agree 
1 2 3 4 5 
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69. Your sex: Male | Female | Non-binary | Prefer to self-describe 
70. Your age: __________ 
71. What sport did you play? 
72. Baseball | Basketball | Cheer | Cross Country | Dance | Football | Gymnastics | Hockey | Ice 

Skating | Lacrosse | Soccer | Softball | Tennis | Track and Field | Volleyball (Indoor) | 
Volleyball (Sand) | Other:____________ 

73. What is your ethnicity? 
Asian | Black/African American | Hispanic/Latina/Latino | Native American | Pacific 
Islander | White | Prefer to self-describe 

74. What state are you currently located in? 
a. Drop down of all 50 states 

75. What state were you located in while playing the sport you reported on? 
b. Drop down of all 50 states 

76. What is your highest level of education? 
High School Degree | Associates Degree | Bachelors Degree | Masters Degree | PhD | 
EdD | MD | JD | Other: ___________________ 

77. What was the highest level you competed at? 
Recreation | Travel | High School | Community College | 4-Year College | Semi-
Professional | Professional | Other:|__________ 

78. To the best of your knowledge, how did the coach you reported on identify? Male | Female 
| Non-binary | Prefer to self-describe 

79. When you exited from playing the sport competitively (this pertains to the level you 
reported above), what was the reason for you leaving? 

Quit | Was Cut | Aged Out | Other:___________ 
80. How many years has it been since you exited the sport (in reference to the question above)? 

___________ 
81. What was your role on your team? (Check all that apply) 

Starter | Non-starter | Captain 
  

  



 

127 

Appendix D.  

Syntax. 

Hypothesis 5: scc install medsem; sem (Commitment<-Task Competence) (Task<-Competence), 
nocapslatent; medsem, indep(Competence) med(Task) dep(Commitment) mcreps(500) rit rid zlc  
 
Hypothesis 7: sem (Negative<-Ego Status) (Ego<-Status), nocapslatent; medsem, indep(Status) 
med(Ego) dep(Negative) mcreps(500) rit rid zlc 
 
Hypothesis 11: a) sem (Task<-Coach Climate) (Climate<-Coach), nocapslatent; medsem, 
indep(Coach) med(Climate) dep(Task) mcreps(500) rit rid zlc. 
   b) sem (Ego<-Coach Climate) (Climate<-Coach), nocapslatent; medsem, 
indep(Coach) med(Climate) dep(Ego) mcreps(500) rit rid zlc. 
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