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1 INTRODUCTION

Language learning is not only limited to classrod&wen though looking at learning of
languages beyond the classroom is not a new phemmas such, the number of
studies conducted on language learning beyondl#ssroom is growing at present, as
interest in independent learning and autonomy haseased, and, new environments
are constantly opening up for language educatiangBn 2011: 5, 8). The linguistic
environment of language learners has changed wignify during the past decades
because of several factors, such as globalisatieninternet, social media and the many
new forms of information technology (Pitkédnen et2dl11: 7). The growing importance
of language learning beyond the classroom hasd#isequestion of, for example, how
to bridge the gap between learning beyond the rdass and learning at school. For
example, the practices connected with school ofifier from those connected with
learning beyond the classroom, and, there are differences between the media
practices of teachers and students, for instanceikita et al. 2008). For example,
information technology is still often used rathasgively in teaching English: teachers
show students materials in English on the Interbet, interactional opportunities
provided by games or the social media are not mazke of (Opettaja 2011: 5).
Moreover, students seem to connect the conceptashihg with school and do not
seem to value their engagement with languages beyloa classroom as learning
(Nikula and Pitkanen-Huhta 2008, Kalaja et al. 2012011b). Thus, the growing
importance of learning beyond the classroom isngoortant resource and challenge at

the same time.

In Finland, many studies have been conducted on Fiownish students use and learn
English and Swedish beyond the classroom. Pralstiedll pupils in comprehensive
schools (grades 1-9) and upper secondary schomslgg 10-12) study English and
Swedish in Finland (Suomen kieltenopettajien liitk®10). However, these two
languages have a fairly different status (KalajaleR011la). English does not have an
official status in Finland, but it is in many waysesent in people’s everyday lives and it
is also employed aa lingua franca a language of communication for people who do
not speak it as their first language. Swedishyin,tis a national language of Finland, in
addition to Finnish, and has long roots in thedmstof Finland. Moreover, these two
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languages are surrounded by different discoursesnfpulsory” Swedish is contrasted
with usefulness of English. Even though English 8mgdish have a different status in
Finland, they both are present in the media andvieryday life. However, students
often seem to fail to look for and make use ofdfferdances to learn Swedish (Kalaja
et al. 2011a, 2011b). In addition, there is greatiation in how students know the
Swedish media, for instance (Green-Vanttinen 2@8): By contrast, the studies have
shown that learning English beyond the classroomwiten incidental, that is, it takes
place without an effort, and can even serve asmapowering experience for some
students as they become experts in specific afdasguage use (Nikula and Pitkanen-
Huhta 2008). Lately, for example, the contributainvideo games for learning English
has been paid attention to, as nhowadays boys edtier Imarks in the test of English as
part of the matriculation examination, and this lh@gen shown to be partly due to
playing video games (Opettaja 2011: 5). Thus, iditaxh to having a different status
and being surrounded by different discourses, thezedifferences in how English and
Swedish are learnt beyond the classroom: especiallijow the affordances to learn

these languages are made use of.

In the present study, learning of English and Ssledieyond the classroom will be
approached from a novel viewpoint: the perspectiveactivity theory, and, more
precisely, the human activity system model (En@estrl987, 1999). The human
activity system model (Engestrom 1987, 1999) haslyabeen employed in second
language research, and, the few studies employiegrodel have focused either on
macrostructures of learning, such as the effectsuaficular reforms (Kim 2008 and
Ahn 2009), or, on motivation (Kim 2009, 2011, All&010). In activity theory,
language learners are seen as agents, who aatimedyruct the terms and conditions of
their own learning (Lantolf and Pavlenko 2001: 148)e human activity system model
(Engestrom 1987, 1999) has its foundation in thmany tenets of activity theory: it
emphasises that goal-orientedness and artifactatesbliess are fundamental features of
human activity, and, highlights that human actestiare social and collaborative in
nature (Kim 2008: 29-30). The human activity systemdel (Engestrom 1987, 1999)
illustrates the components that are essential fwndn activity, and, analysing these
components in students’ learning and using of Bhgland Swedish beyond the

classroom enables exploring their activities systigally.



8

Thus, in the present study, upper secondary sdtodénts’ activity systems in learning
English and Swedish beyond the classroom will szdeed within the human activity
system model (Engestrom 1987, 1999). The studyistsnef six cases of third-year
students in upper secondary school (grades 10fh2).aim is to find out whether they
can be characterised predominantly as learnersens wf English and Swedish, what
kind of differences there are between their agtigystems in learning English and
Swedish and what kind of factors enhance or redtnir learning of these languages

beyond the classroom, that is, what kind of reasloaie are for being active or passive.

The present study will consist of eight chapterfieAthis introductory chapter, in
Chapter 2, history of activity theory will be oumdid and some central concepts within
the theory discussed, as these form the foundé&tiothe human activity system model
(Engestrom 1987, 1999) which, in turn, will be désed in detail in Chapter 3. In
Chapter 4, the concept of learning beyond the ass will be looked at in order to
find out what it involves. In addition, earlier dias on learning English and Swedish
beyond the classroom as well as one study whergeth@o are compared will be
described. In Chapter 5, the focus will move frdme theoretical background to the
present study and the research design will be itbestrin Chapter 6, the results will be
presented. In Chapter 7, these findings will becuised by the research questions.
Finally, in Chapter 8, the methods employed in shely will be evaluated and some

suggestions for further research provided.

2 ACTIVITY THEORY

Activity theory has its roots in the work of L.Sy§btsky, A.N. Leontiev and A.R.

Luria, who laid the foundation for socioculturakétry in the 1920s and 1930s
(Engestrom and Miettinen 1999: 1). Later on, sdwaaolars, such as Davydov,
Engestrom, Wertsch and Zinchenko, have contribigtedirrent thinking on the theory
(Lantolf and Pavlenko 2001: 143-144). From the pective of activity theorysecond
language (L2) learnings not merely acquisition of forms, because, idithoin to that, it
is also developing or not being able to develop meys of mediating ourselves as well

as our relationships to others and to ourselveah{dlf and Pavlenko 2001: 145). Thus,
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as Lantolf and Pavlenko (2001: 145) illustraterheas are seen as “more than
processing devices that convert linguistic inpt vell-formed (or not so well-formed)
outputs”. Instead, they are seen as people, assagdm actively construct the terms

and conditions of their own learning.

Researchers have different views on the definivibactivity theory, and, therefore, the
first section of this chapter will aim at definiagtivity theory by exploring how it
relates to sociocultural theory and what its esakf@atures are. After that the
development of activity theory from the original ke of Vygotsky to the third
generation activity theory will be described. le thst section, the conceptsaativity,
mediationandagencywill be looked at, because they are essentialolerstanding the

principals of activity theory.

2.1 Defining activity theory

Before starting to define what activity theoryiisis necessary to look at sociocultural
theory, where the foundation of activity theory ikantolf (2004: 30-31) characterises
sociocultural theoryas follows: “despite the label ‘sociocultural’ thieeory is not a
theory either of the social or of the cultural agpeof human existence...it is, rather,
...a theory of mind...that recognizes the central rblat social relationships and
culturally constructed artifacts play in organiziagiquely human forms of thinking”.
Individual cognition is, thus, regarded as inseplerfrom its social and cultural context
(Lantolf and Thorne 2006: 1). Therefore, Vygots&g summarised by Lantolf 2000: 3)
proposed that higher mental activities should helistl on four genetic domains: 1)
phylogenetic domajrwhich refers to how human mental activity becambe different
from mental processes in other forms of life beeaws mediational means, 2)
sociocultural domainwhich is focused on how the kinds of mediatiom @ninking
which are favoured change over historyp8jogenetic domainyhere the interest is in
how children take mediational means, especiallguage, into their thinking as they
grow, and 4)microgenetic domainwhere the development of mediation is looked at
over a short period of time, for example, whenneay a word As it can be seen, what
is central in sociocultural theory is the concefpinediation, which will be described in

greater detail later. However, it is important ®abin mind that there, actually, is not
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one sociocultural research paradigm, instead, masgarchers, such as Alex Kozulin,
James Wertsch and Michael Cole have developedhédweyt further (Alanen 2003: 55).

As activity theory is part of sociocultural theotliere are, consequently, many features
that they share (Daniels 2001: 1). Firstly, botprapches originate from the work of
Lev Semyonovich Vygotsky, and, thus, describe dgvakent and learning as mediated
processes. Secondly, both perspectives aim atisivegpand producing methodological
tools which help at examining the historical, sbaad cultural factors that influence
the processes which in turn affect human functignirast, but definitely not least, they
both also acknowledge that human beings themselkesctive and shape the forces
that shape them. Thus, the concept of mediatikimdanto account the role of context
and recognising the agency of human beings areatessgues also in activity theory, in

the same way as in its foundation, socioculturabtkj.

Now the question arises of what, then, actuallgtimguishes activity theory from
sociocultural theory, that is, what makes it neags$o have activity theory as its own
theory? To answer the question, it is useful tklabthe definitions of activity theory,
in turn. However, defining activity theory is notsample task either. Firstly, some
researchers argue that activity theory is by noma@aunified theory (Holzman 2006: 5-
6), and, secondly, there are also differences wm activity theory is seen in relation to
sociocultural theory. The complexity of definiragtivity theory can be seen, for
example, in the variety of names employed fosuth asthe cultural-historical theory
of activity, cultural historical activity theory (€AT), socio-cultural psychology,
cultural historical psychology and cultural psycbgy (Holzman 2006: 5, Prenkert
2010: 641). Furthermore, referring to the diffiguttf defining the theory, Mitchell
(2011: 686) even describes activity theory as “a@imis” and “elusive”. Lantolf
(2000:8) has defined activity theory simply as tafied account of Vygotsky’s original
proposals on the nature and development of humbavimur’. He, thus, defines it as
fairly synonymous with sociocultural theory. Ddri€2001: 1), by contrast, calls
activity theory “a near relative” of socioculturdieory, whereas Lantolf and Thorne
(2006: 224) describe the current activity theoryodisws:
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The current approach seeks to understand colleatitien, individuals and goal-directed activitytae
focus of analysis and the key to transformation @mgbvation. From the analyst’'s perspective,
constructing an activity system as a research olnjwolves defining the roles that people, instdos,
and artifacts play in moment-to-moment practice This framework privileges human agency while
understanding it as mediated and constrained limttogies (for example, computers, books and vgitin
instruments), semiotic tools such as language iteréhdies, pedagogical frameworks and conceptiéns o
learning, by the relevant communities, and by tiséohical and emergent rules and divisions of |ahai
structure the ongoing activity.

It is, thus, emphasised by Lantolf and Thorne’0@®24) that the focus of analysis in
activity theory is, in addition to collective aati@nd individuals, on the goal-directed
activity, and it is, actually, that specific difearce in emphasis which separates activity
theory from sociocultural theory. As Daniels (20Q}).:points out, the main difference
between sociocultural theory and activity theorythat in sociocultural theory the
emphasis is on semiotic mediation and particulanspeech, whereas in activity theory
the main emphasis is on the activity itself. In s@ven though there are many features
that sociocultural theory and activity theory haveommon and some researchers even
regard them as nearly synonymous, the main difterdies in emphasis: in activity

theory, the goal-directed activity is central.

As it can be seen from the complexity of definingiaty theory, there are several
perspectives on activity theory and consequentiferdint names employed for it, but
the ideas behind them more often overlap than #fereht (Holzman 2006: 6).
Importantly, all perspectives on activity theorycdis on studying human mind in its
historical and cultural contexts. Culture, andcofirse, dialectical human activity are
placed in the centre when attempting to understanmdan nature. Furthermore, the
central principles within the studies are “the &rehical structure of activity, object-
orientedness, internalisation/externalisation, towdiation and development”. Thus,
the focus is not on the individual, but rather ‘te interaction between an individual,
systems of artifacts and other individuals in hisedly developing institutional
settings”. In sumgcultural and historical context, mediation, objemtientation and
activity itself are central in all approaches to activhedry. In the following section,
the development of activity theory through threaeagations to the present situation will

be described.
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2.2 Development of activity theory: three generatios

Engestrom (2001: 133-137) has divided the developroé activity theory into three
generations. Correspondingly, Daniels (2001: 85+¢ distinguished between three
generations, but, in a slightly different way. Wées Engestrom (2001) regards the
work of Vygotsky as the first generation, for Ddgi€2001: 85-94), Leontiev’s original
works form the basis of the first generation, whichturn, are the second generation
for Engestrém (2001). However, both Daniels (2@8:94) and Engestrém (2001: 133-
137) agree on that Engestrom’s model of activitgotly is part of the second
generation, and that dealing with multiple perspestforms the foundation of the third
generation. In the following the three generatiohsctivity theory will be reviewed,
mostly according to how Engestrom (2001: 133-128) tistinguished between them.

The first generationof activity theory was based on the work of the $aus
psychologist L. S. Vygotsky (1896-1934) who oridipdaid the foundation for the
theory in the 1920s and 1930s (Engestrom 2001: K82ulin 1998: 1). He introduced
and explained the idea of mediation through hisodiasrtriangular model (see Figure 1),
in which a complex, mediated act replaces the ¢mmaid direct connection between
stimulus and response, that is, the simple stimidaponse process (Engestrom 2001.:
134, Vygotsky 1978: 40). Engestrom (2001: 134) soout that the idea of mediation
was revolutionary because “the individual couldiormger be understood without his or
her cultural means; and the society could no lobgeunderstood without the agency of
individuals who use and produce the artifacts”.wideer, he states that the limitation of

the first generation was that the unit of analysisained focused on the individual.

Mediating artifact

Subject

¥ > Object

X

Figure 1. Vygotsky’s model of mediated act andctsnmon reformulation (adopted
from Engestrom 2001: 134)
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The second generatiowas centred around the work of Vygotsky’'s colleagand
disciple Alexei Leontiev, and was able to overcothe limitations of the first
generation by expanding the analysis beyond thgidwhl (Engestrém 2001: 134-135).
Engestrom (2001: 135) points out that the moverfrent focusing on the individual to
analysing the complex interaction between the indial subject and his or her
community meant a huge step forward in developimg ¢oncept of activity. Most
importantly, Leontiev argued that one activity eparated from other activities by its
objects (Leontiev 1978, as cited in Daniels 2008). 8However, during the second
generation, in the Soviet Union, the researcheraded mostly on looking at play and
learning among children, and contradictions of\aigtiwere not dealt with in detail
(Engestrom 2001: 135). As a result, during the desdollowing World War Il activity
theory was mostly developed within the psycholo@yplay, cognition, learning and
child development. It was also employed in researth .2 learning and experimental
development of instruction, but mostly in the comtef schools and other educational
institutions (Engestrom and Miettinen 1999: 2). €kg the Soviet Union, a great
number of the publications related to activity thyeavere scattered and difficult to
obtain, and, therefore, still in 1999, Engestrond amiettinen (1999: 1-2) described
activity theory as “a well-kept secret”.

From the 1970s onwards, activity theory spread itlte west, where it was
recontextualised, and as a result, new domainsegpep for research (Engestrom 2001:
135). From the 1960s to the 1980s, the works wenmeskated into English and other
languages (Holzman 2006: 6-7). After the collaptéhe former Soviet Union, in the
1990s, many more original works by Vygotsky andduleagues have been uncovered,
translated and analysed, and the work of a grougirofish scholars, Yrjo Engestrom,
Reijo Miettinen and Raija-Leena Punamaéki, has drattention (Kim 2005: 309).
Altogether, the research became broader in the sl98@ 1990s, and started to
encompass also fields such as development of wainkitaes, use of new cultural tools
such as computer technology and issues of theapgestrom and Miettinen 1999: 2).
Late in the second generation of activity theosoabkes place the pioneering work of
Yrj6 Engestrom (Lantolf and Thorne 2006: 222-224hose human activity system
model will be described later. Importantly, now ttea of internal contradictions as the
driving force of development and change in thevégtisystem started to become the

guiding principle of empirical research (Engestr2001: 135).
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However, as activity theory became more and mdeznational, it faced the challenges
of diversity and dialogue between multiple perspest and traditions, and it is these
challenges thathe emerging third generationas had to deal with (Engestrém 2001:
136). Therefore, multivoicedness and dialogicaltgrted to be taken into account
(Bakthin 1981, as quoted in Kim 2005: 310). Engesathas suggested a model for the
third generation activity theory as well (Engestra@01: 136). In it, the basic model of
the second generation human activity system madekpanded to consist of at least
two interacting activity systems (see Figure 2)ughthe artifact-mediated activity is
not merely a result of the interaction between itidividual subject and the related
elements, such as community, rules and divisiotalobur, but, instead, two or more
objects or proximal goals are continuously beingatiated, and they can be redefined

as a new object as a result (Daniels 2001: 90-94).

Mediating Mediating
artifacts Object, Objects artifacts
Object Object;
7
Subject Subject
Rules Community Division I Division Community Rules
of labor of labor
Objects

Figure 2.Two interacting activity systems as a minimal moidelthe third generation

of activity theory (adopted from Engestrom 20016113

To sum up, activity theory has its roots in the iBbWnion in the 1920s and 1930s and
in the work of Vygotsky and his colleagues. Latar ib has been developed further by
several researchers. However, the central condepiediation has remained from the
early days of the theory. The theory has also lheered to reflect its time, which can

be seen, for example, in the third generation #dgtthheory and its response to the fact
that theory has become more international: mulfgaespectives need to be taken into
account. In recent years, activity theory has bec@mwell-established approach to
contemporary research in the fields of applieddiatics, human-computer interaction,
psychology, cognitive science, anthropology, comications, workplace studies and

education, for example (Lantolf and Thorne 200&®)20Qantolf and Thorne (2006: 210)
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conclude that even though has also been used iagraodtic framework for descriptive
and analytic purposes, its essence is to looksdtuation or a condition, and transform
it in order to create something new. However, atbgr, in L2 classroom research,

activity theory has not been employed much (MitcBell1: 687).

2.3 Key concepts within activity theory

In this section, the key concepts within activiteory will be looked at. They are the
concepts o&ctivity, mediatiorandagency

2.3.1 Activity

The first key concept of activity theory to be leokat,activity, is the unifying element
and fundamental unit of analysis within the the@rgntolf and Thorne 2006: 209).
Lantolf and Thorne (2006: 233) point out that teet ‘activity’ is used differently in
everyday language and within the cultural-histdritradition. Within the cultural-
historical tradition, they define activity as “aiuof analysis for understanding and
illuminating the historical, mediated and emerggumlities of human change”, whereas
Davydov (1999: 39) defines the teautivity as follows:

Activity is a specific form of the societal existenof humans consisting of purposeful changing of
natural and social reality. --- Any activity cadi®ut by a subject includes goals, means, the psocE
molding the object, and the results. In fulfillite activity, the subjects also change and develop
themselves.

Thus, Davydov (1999: 139) stresses the importahgeals, means, change and results
as necessary features of an activity. Furthernmoagydov (1999: 45-46) argues that the
word activity as the English equivalent of the original Russiamddeyatelis too broad
and too inclusive, because activeness cannot albagefined as activity: instead, what
can really be defined as activity must be linkethva change of the reality. To sum up,
the definitions of the ternactivity provided both by Davydov (1999: 45-46) and by
Lantolf and Thorne (2006: 233) emphasise the ingmae of change as a crucial feature
of activity.
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Leontiev's work on the concept of activity has besgnificant for activity theory.
According to Leontiev (1978, as cited by LantolfORO 8), activity is not only doing
something. Instead, it is motivated either by ddgal need, for example, hunger, or,
by a culturally created need, such as being abledd. Needs become motives when
they are directed at specific objects, for examplenger becomes a motive when
someone decides to search for fobtbtives in turn, are realised througtttions and
carried out under specificonditions which are dependent on space and time, and
through appropriatenediational meansLeontiev illustrated the structure of activity

with his famous example of hunting:

When members of a tribe are hunting, they indiviigubave separate goals and they are in charge of
diverse actions. Some are frightening a herd ofhals towards other hunters who kill the game, and
other members have other tasks. These actions ihawediate goals, but the real motive is beyond
hunting. Together these people aim at obtaining faed clothing — at staying alive. To understang wh
separate actions are meaningful one needs to uaddrghe motive behind the whole activity. Activisy
guided by a motive. (Leontiev 1978: 62-63, as citeDaniels 2001: 87)

Consequently, Leontiev (as summarised by Lantadf Binorne 2006: 216-218) divides
human activity into three hierarchical levels: watyi, action and operations. The
taxonomy of activity types was produced in orderiniprove the analytic power of
activity theory. Firstly, thectivity level is the broadest level and always conneaiea t
motive, biological and/or social/societal need esice, even though sometimes the
actor or actor-collective may not consciously malit. The second levehn action
realises the motive through goal-directed behavidte third level operations refers

to automatized or habituated actions that workeisponse to the surrounding social-
material conditions. Wells (1999, as cited in Ldinémd Thorne 2006: 216) points out
that the levels can be employed as different aicalyperspectives on the same event.
However, they can also be seen as embedded odresgéts (Lantolf and Thorne 2006:
216). Block (2003: 102) illustrates the levels faBows: “motives are about why
something is done; action is about what is dond;@eration is about how something
is done”. A significant consequence of the struetaf activity is that one activity is
distinguished from another by its object (Leontl&#8, as cited in Daniels 2001: 86).
Thus, to realise the same activity different actiamd different mediational means can
be employed, because it is objects and motives diffgrentiate activities, not their
concrete realisations as actions. Correspondirigl/,same actions can have different

motives.
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The significance of the object in specifying adtes can also be seen in Coughlan and
Duff's (1994: 174-175) definition of activity. Theyghlight the distinction between a
task and an activity. They propose thataskis a sort of “behavioural blueprint” that is
given to subjects of a study in order to get listyai data. It is motivated by the
objectives of the research and restricted by tingeather practical considerations. For
example, long passages of speech involving theofigbe past tense are a way of
collecting data, and, the task is, thus, what #wig@pants of the study are asked to do
in order to elicit that sort of datAn activity in turn, refers to the behaviour that takes
place when individuals or groups perform a tagk.sum, an activity is the process and
outcome of a task looked at in its socioculturatteat. It has no objectives in itself:
instead, participants act according to their owfedives, and the objectives of the
researcher. Thus, from Coughlan and Duff's pointvew, what make an activity
special are the objectives that participants govét,tand the definition in this way is

linked to Leontiev’s (1978) formulation.

In the present study, the concept of activity igpamant, because it is the focus of
analysis within activity theory. For instance, imgamtly, on the action level, the
students may perform actions beyond the classrobiohvware rather similar to surface,
such as watching TV or listening to music, in ortketearn English and Swedish, but
they may have different goals for their actions.

2.3.2 Mediation

The second key concept of activity theory to bel@ga is mediation Traditionally,
social and behavioural sciences have tended totamaithe division of labour between
the individual and the surrounding socioeconomicde (Engestrom 1999: 19). Even
though the significance of the social environmeas bbeen acknowledged in some
approaches, they have, however, failed in builditigk between the individual and the
social surroundings, and, consequently, in progdnframework where this dialectic
and important link would be present (Lantolf andnGeg 2002: 176). According to
Engestrom (1999: 29), the notion of mediatibneaks down the Cartesian walls that
isolate the individual mind from the culture anaisty”. The notion of mediation, thus,

serves as a link between the individual and satiattures.
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The notion of mediation is based on the fundamesitain of Vygotsky’'s thinking that
higher forms of human mental activity, such as mgmattention, rational thinking,
emotion, learning and development, are mediatecuiurally constructed auxiliary
means (Lantolf and Thorne 2006: 59). Thus, humamdns seen amediated people
do not act on the physical world only, but relytonls insteadLantolf 2000: 1-2). As
activity theory is based on the tenets of Vygotslsaciocultural theory, it emphasizes
that “human activity is fundamentally artifact-matdid and goal-oriented”, that is,

people use physical and symbolic artifacts to reaelr goals (Johnson 2009: 78).

There are two kinds dbols physical and symbolic (or psychological) (Lanta@f00: 1-
2). According to Vygotsky (1960/1981, as cited iariels 2001: 15), psychological
tools are “devices for mastering mental procesdes’ example, mnemonic techniques,
diagrams, schemes, algebraic symbols and, natutatiguage are psychological tools,
because all of them act as mediators for a persoeistal activity (Lantolf and Appel
1994: 8). They are artificial and of originatedsocial relations rather than produced
individually (Vygotsky 1960/1981, as cited in Dasi€001: 15). Furthermore, tools can
be either external and visible to an observer, sagla hammer used in nailing, or
invisible and non-observable, such as inner spékahtolf and Thorne 2006: 63).
Moreover, the social context in the form of inditnalised structures mediates action
(Engestrom 1987). People mediate and are mediatetiebsocial relationships they
have with others, instead of functioning individyabr independently of others
(Johnson 2009: 78).

Both physical and symbolic (or psychological) toal® artifacts (Lantolf 2000: 2)
They are created by human culture or cultures gears and are passed on from one
generation to the succeeding ones (Lantolf and App@4: 8). Thus, each generation
may make its modifications to them, because th&aet$ have to meet the needs of the
communities and individuals who use them, which banllustrated, for example, by
the rapid development of computers. As artifacts@eated under specific cultural and
historical conditions, they, as a result, refldot tharacteristics of the culture. They
serve as means by which people act upon, but, aglsneans by which they are acted

upon, and behind artifacts are social, cultural laistbrical factors (Daniels 2001: 14).
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The concepts afool and artifact need to be looked at for claafion. In a number of
books and articles, the tertool is used instead oartifact, that is, as a synonym
(Daniels 2001: 14) For example, in his study orrimé¢t tools, Thorne (2003) makes no
distinction between the terms. By contrast, CoB9@l as cited in Daniels 2001: 14, 17)
proposes that the concept of tool should be corsidas a subcategory of artifact. In

the present study, a tool and an artifact will lIsgalssed synonymously.

Importantly, the idea of mediation and self-congtinn through and with physical and

psychological tools emphasises that individuals actve agents in development
(Daniels 2001: 15). In addition, it highlights theportance of the context: those tools
are employed that are present “at a particular @tna particular place”. Furthermore,

the same tools can have different meanings foewdfft people: for example, e-mail can
be for some people a medium employed only for wetlted issues, whereas some
people may use it for free time (Thorne 2003: 40hus, people may use the same

mediational means for different purposes, as meatcarlier.

Mediational means include also beliefs. Alanen @@L, 66-67) argues thhtliefsare

“a very specific type of mediational means, or eatimediational-means-in-the-
making”. In her study, she views beliefs as “a fjgetype of cultural artifact” that
mediates human activity in a way that is similarsigns, myths, symbols and tools.
Thus, also beliefs regulate problem-solving ag#sitlearning and thinking. Moreover,
beliefs are constructed in social interactions arelconnected with the specific context
of activity. As Alanen (2003: 66) illustrates, faild does not interact with another child
or adult alone but also with goals and mediatiom&ans, information, values and
problems that are provided to him or her by othepgbe and the context of activity,
and, beliefs are constructed through this intepactvith the several factors in his or her
environment. In her study, Alanen (2003: 66) assuthat if the beliefs constructed in
this way are appropriated and internalised by cbild they become part of their
knowledge reservoir and can be used to regulateitees, for instance. To conclude,
also in L2 learning, learners’ beliefs about, faample, usefulness of a language or
ease of learning L2 are affected by the contextahdr people.
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In the field of L2 learning, more and more studimese focused on what kind of tools
(or often calledmediational meanssecond language learners use and on the ways in
which they use them (Kalaja, Alanen and Dufva 2Q0#9). Moreover, some studies
have examined how the type and nature of a taskatesdearning or its results (Kalaja,
Alanen and Dufva 2008: 189). For example, Palfrayn(2006) studied a group of
female students in the United Arab Emirates andoegd what kind of resources were
available to them in learning and using Englishsmlg the university, which of these
resources the students usually employed and to etant they acted as resources to
others. Furthermore, Thorne (2003) introduced thcase studies of intercultural
contacts mediated by Internet communication todlse cases show that Internet
communication tools cannot be considered as neutstkad, they are influenced by the
users’ previous individual and collective experendhus, mediational means have
been the target of interest in many studied whanguage learning has been looked at

from the perspective of activity theory, or socilbaral theory.

2.3.3 Agency

The last of the key terms of activity theory tolbeked at isagency.The concept of
agency has been associated with a long list of gersuch asmotivation, will,
intentionality, purposiveness, freedom, creatiatyd choice(Emirbayer and Mische
1998: 962). It has also been connected with coscspth asolition, intentionality,
initiative, intrinsic motivation and autonomiyan Lier 2008: 171). Van Lier (2008:
171) argues that all of these terms refer to “va@myilar phenomena” and can even be
regarded as synonymous, if “agency” is used aswarella term. However, Emirbayer
and Mische (1998: 962) point out that despite theety of terms connected with

agency, the term agency itself has seldom recedysi@matic analysis.

Ahearn (2001) has defined agency from the perspedaif sociocultural theory. In
Western theories on agency, agency has traditiobakn assumed to be an individual
property (Wertsch, Tulviste and Hagstrom 1993: 338; as cited in van Lier 2008:
163). However, from the sociocultural perspecti&bearn (2001: 112) defines agency
as “the socioculturally mediated capacity to acThe definition highlights that
historical and cultural factors affect agency, ath@t agency is not defined as
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“competence”, or, “an individual possession”, bather as “action potential”, which is
mediated by interactional, social, cultural, indtdnal and other contextual factors (van
Lier 2008: 163-164). The notion of mediation ibug, central in connection with
agency, because it provides individuals with agendyich enables them to control
their own mental and physical activity, “from thatside” (Lantolf and Genung 2002:
176). Learning is no longer dependent on the ingavided by teacher or textbook,
instead, it depends on the learner’'s activity aniiative, even though texts and

teachers, of course, have the essential mediatiagrr learning (van Lier 2008: 163).

Moreover, from the sociocultural perspective, agemng both “intermental* and
“intramental”, that is, instead of being merelyiadividual feature or activity, agency is
“a contextually enacted way of being in the worldhd, therefore, agency never takes
place in emptiness, instead, it is always a sq#i@homenon, and, at least, interpreted
or motivated socially (van Lier 2008: 163-164). thermore, Lantolf and Thorne
(2006: 143) emphasise that agency is not merelyuhtary control over behaviour”,
but it also involves “the ability to assign releeanand significance to things and
events”. As agency is always “situated in a patdccontext”, (van Lier 2008: 171), it
is also connected with temporal aspects. For exanihirbayer and Mische 1998: 962
conceptualise agency as follows:

a temporally embedded process of social engageimémtined by the past (in its “iterational” or haal
aspect) but also oriented toward the future (gsrajéctive” capacity to imagine alternative podilei)

and toward the present (as a “practical-evaluativapacity to contextualise past habits and future
projects within the contingencies of the moment)

They, thus, argue that agency has connectionsthatipast, where it has its roots, with
the present, where it takes place, and with therdéutwhere it in a way gets its

inspiration from.

Some dimensions that agency can takeirad&vidual and collaborative agencgn the
one hand, andctive-passiveon the other hand. Firstly, agency can take ptexte on
the individual level and within a group: in a classn, for example, students can act

individually or in groups, and, thus, it is possilfbr them to speak from “I” or “we”
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perspective (Lantolf and Thorne 2006: 143, van R@d8: 164). These forms of agency
are referred to asdividual and collaborative agendyan Lier (2008: 169) Secondly,
van Lier (2008: 178-179) argues that engagementahaentral role in agency, but he
still points out that "also some forms of withdrdveand other indications of lack of
willingness to communicate could be seen as anesg@n of agency”. Thus, the
second and the most obvious dichotomy concerniren@gis that ofactive-passive
(van Lier 2008: 171-172). Learners can be activpassive, but there are many ways
and degrees of being it. Some ways of being actisg not be favourable for learning,
whereas some forms of being passive may resuktaming: for example, there is no

evidence to show that a quiet student might beakerestudent.

To sum up, van Lier (2008: 172) proposes the falhgvihree core features of agency:

1) Agency involves initiative or self-regulation byetkearner (or group)

2) Agency is interdependent, that is, it mediates asmdmediated by the
sociocultural context

3) Agency includes an awareness of responsibilityoloe’s own actions vis-a-vis

the environment, including affected others.

Moreover, importantly, how learners exercise tlagency has a great significance for
their actions. Lantolf and Pavlenko (2001: 146)estthat human agency is closely
linked with the significance that people give téfetient things and matters, and hence,
agency links motivation with action. What this meds that different learners have
different motives and goals, and, therefore, evethey were completing the same
activity, they cognitively are not necessarily eggh in the same activity. Furthermore,
agency shapes also learners’ use of strategiebegswiork to pursue their goals in
response to contextual changes (Gao 2010: 21). Agj& et al. (2011a, 2011b)
describe, agency is also extremely closely condegi¢h the question of what is the
relationship between the individual language leamieh his or her affective, cognitive

and social self and the context.

The concept of affordance is closely related whita ¢oncept of agency. The concept of

affordancewas originally coined by the psychologist Jamelss@Gin and it refers to the
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“relationship between properties of the environmamid the active learner”, as
described by van Lier (2000: 252-253, 257). An @fémce is a specific part of the
environment that is of relevance to an individaald, thus, it depends on the individual,
what he or she does, wants and finds useful, wkeabrbes an affordance. In L2
learning, an active and engaged learner will pgecknguistic affordances in his or her
environment and employ them. Thus, “informationns passively received by the
learner, --- rather affordances are actively pickgdby the learner in the pursuit of
some meaningful activity” (van Lier 2008: 176). ¢onclude, a L2 learner uses his or
her agency in noticing the affordances in his ardmironment.

Now that the principles of activity theory have besplored, in the following chapter,
the focus will be on the human activity system m@Bagestrom 1987, 1999), which is
based on the principles of the theory. The mod#lserve as the analytical framework

of the present study.

3 HUMAN ACTIVITY SYSTEM MODEL

During the second generation of the developmemitct¥ity theory, Engestrom (1987,
1999) extended Vygotsky’s and Leontiev’'s modeladivity into a model of a human

activity system. As Engestrom’s model has its fatimh on the primary tenets of
activity theory, it, consequently, emphasises thatlamental features of human activity
are goal-orientedness and artifact-mediatedness,naoreover, highlights that human
activities are social and collaborative in natukeénm( 2008: 29-30). Especially the

emphasising of the social and collaborative natadractivity distinguishes the human
activity system model (Engestrom 1987, 1999) frdra models of first generation
activity theory: in the human activity system modEngestrom 1987, 1999) the
original triangular representation of the activilystem $ubject, mediating artifacts,

objec) has been expanded to include also the elemertnuhunity, rulesnddivision

of labour (Daniels 2001: 89). In addition, the importanceanflysing their interaction

with each other is highlighted. Altogether, analgsiactivity systems helps to
understand individual activity in relation to itertext, and, furthermore, the ways in
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which the individual, his or her activities and tbentext are affected by each other

(Yamagata-Lynch 2010: 1).

In the following sections, the human activity systsodel (Engestrom 1987, 1999) and
how it has been employed as an analytical framewalkbe looked at. Firstly, the

structure of the human activity system model weél lboked at. In addition, it will be

explored how the different components of the maadel be applied to research on L2
learning. Secondly, the different types of contcéidns which serve as the driving force
within activity system will be explored. Finallyose studies on L2 learning and
teaching which have employed the human activityesysas an analytical framework

will be described.

3.1 The structure of the human activity system modend L2 learning

The human activity system model (Engestrom 198991 %see Figure 3) illustrates the
elementsor componentghat are essential for human activity. They subject, object,
instruments or mediating artefacts or tools, rulesmmunity and division of laboun
this section, the elements of the human activisteasy model will be defined according
to the web pages of Center for Activity Theory ddedvelopmental Work Research

(2003) and illustrated with examples from L2 leaghand teaching.

Instruments
A

Subject * _ . Object * Outcome

Y
- - - -
- - - -

Rules Community Division of Labor

Figure 3. The human activity system model (adofrieh Engestrém 1999: 31)
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Firstly, the subjecbf an activity system is the individual or subgronhose agency is
looked at in the analysis. In the case of L2 leagniit could be looked at how an
individual teacher engages in a certain goal-daecictivity, such as communicative
language teaching in a particular learning contextinstance (Johnson 2009: 78). The
subject can also, simply, be a L2 learner (Kim 2084). Secondlythe objectis “the
problem space” or “raw material”, where the aciggtare directed at. For instance, the
L2 can be the object (Kim 2009: 274). Thirdly, thigject is shaped and transformed
into an outcome.Fourthly, the outcome, in turn, is shaped rogdiating artifacts
Fifthly, a communityconsists of several individuals and/or subgroup® \whve the
same general object and who see themselves asategeym other communities.
Sixthly, division of labouris defined as the horizontal division of taskswesn the
people in the community. It, thus, refers to the/wawhich object-oriented actions are
divided among members of the community (Kim 200B56)2 It also shows how power
and status have been divided among them. In additichighlights how individuals
need to work in collaboration with others, becailsr actions are incomplete without
it (Kim 2008: 31). Finally,the rulesconsist of the explicit and implicit regulations,
conventions and norms which regulate both actionsiateractions within the activity
system. Importantly, the components of the humativigc system model are not
separate, instead, they affect each other botlettyirand indirectly, which is illustrated

by the multidirectional arrows between the compaésmé@nthe model (Kim 2008: 32).

Prenkert (2010: 652-654) illustrates the humanvagtisystem model further by
dividing it into a top sub-triangleand a lower sub-triangleas well as intahe core
elementsandthe mediatory element3he top sub-triangle consists of subject, object
and mediating artefacts, and, thus, representouiextualised action. The lower sub-
triangle, in turn, refers to how the interactionivibeen subject and object is mediated
also by the rules and division of labour, thatrief merely by artefacts. The whole
activity system, the upper sub-triangle and lowerb-Biangle together form
contextualised collective activity. As a consequenerenkert (2010: 656) points out
that mediation occurs in two levels: “the de-conteksed subject-level” and
“contextualised collective level”. Furthermore, Rkert (2010: 654-655) divides the
components of the model into two groups: on thelwarel, there are the core elements:
subject, object and community, and, on the otherdhahere are the mediatory

elements: instrument, rules and division of labdavery advanced human activity
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includes the core elements, apart from individwioa which is treated as a separate
instance. The relationships between the core elsrae mediated by the mediatory
elements. To conclude, the illustrations highligie essential features of the human
activity system model by emphasising the sociaumatof human actions and the

important role of mediation.

In addition, Engestrom (1999: 381) stresses theortapce of separating between
objects and goals. The difference between goalsoajetts is thagoalsare connected
with specificactions Actions are rather short-lived and have cleanysoof beginning
and ending. Goals are formulated and reformulatethd the actionObjects in turn,
are in the distance and are never completely reladierause they are connected with
how activitiesand activity systems develop within a long timarspand, as a result, it is
difficult to say where the beginning is and whdre &nd is. Consequently, Kim (2009:
277) argues that it is necessary to operation#étieeobject into a goal or a set of goals,
because these are easier to deal with. He stateththobject of L2 learning may vary,
but, usually, it is the ultimate attainment of Llls that the learner is satisfied with. In
order to reach the distant object, a learner ndedset him- or herself “proximal,
specific and moderately difficult goals”. Therefoeven though it is not visible in the

triangle model, goals also mediate between theestibnd the object.

Importantly, Engestrom (1987) points out that attigystem is meant to be looked at
as a whole, that is, not merely as separate caonsctThus, only when examined
together with other elements does an individual pave a specific meaning (Kim
2005: 309). Cole (1996, as cited in Kim 2005: 364l)s thisa relational view which
means that a factor which is classified as one efgnm one activity system may at the
same time be another element in another activitstesy. Kim (2005: 309-310)
illustrates this by the following example: in a classroom, a native L2 teacher may
employ the L2 as the medium of instruction, andsthihe L2 serves as an instrument or
artefact. However, from the learners’ point of vjethhe L2 can be classified as the
object or the learning goal. Thus, factors withaicle element of the activity system may
get new positions if the focus of analysis is clegh@im 2010: 10-11).
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To sum up, in L2 learning, the human activity syst@model (Engestrom 1987, 1999)
can be illustrated as follows (Kim 2009: 275-27@y, example. Within the framework,
a L2 learner (subjec} who aims at acquiring sufficient skills in L2 @bjec) uses
many differentmediating artifacts(= instruments The learner lives in a variety of
different language communities: L2 schools, famiygrk and peers Gommunity,
which also bring about external demands on thenégaHe or she needs to learn to
follow the unique rules of learning and using L2ules) and to co-operate with other
L2 learners and usersdiwision of labou). The double arrows in the model illustrate
that it is possible that elements oppose one anotiied, as a resulttensions
(=contradiction$ may arise. L2 learning, when looked at over alperiod time, is a
process of experiencing and overcoming these tegsibtensions remain, L2 learning
does not progress, but if the learner is able heesihe tensions, better L2 skills can be
achieved.

3.2 Contradictions as the driving force within actvity system

An important concept for understanding activityteyss it that of contradiction, or, as
Kim (2009) calls themtensions According to Engestrom (1987: 82, 9¢yntradictions
are more than merely inevitable features of agtiviiistead, solutions to them create
new stages and forms of activity, and, thus, caintteons can be seen “the source of
dynamics and development in human activity”. MomovEngestrom (1995: 411)
argues that contradictions should also be intezdretith regard to their history, that is,
by taking into account their historical evolutiomdethe developmental potential that the
particular activity system has. Engestrom (198%: @Stinguishes between four levels
of contradictions within the human activity systermpsmary, secondary, tertiary and
quaternary.

Firstly, primary inner contradictiongake placewithin each component of an activity
system (Engestrom 1987: 89). For instance, a teachg face a contradiction between
his or her role as a person who supports childrgrosvth to becoming healthy adults,
on the one hand, and, as a teacher preparing theexdminations, on the other hand
(Kim 2008: 35). In this example, the primary inmentradiction, thus, emerges within
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the subject, but, of course, primary inner conttoins may take place within any

component of the activity system.

Secondly, secondary contradiction®ccur between the components of the central
activity (Engestrom 1987: 89). Engestrom (1987)uagythat they are the key in
describing an activity system. Secondary contramist usually, take place when “a
strong novel factor” is introduced into any of tbemponents of an activity system
(Engestrom 1993: 72, as cited in Kim 2008: 35). &ample, in L2 learnindhe object
of teaching for the teacher may be to improve sitgleoverall communicative
proficiency, but the students may need to passgh-$tiakes grammar and reading
comprehension test (& mediating artifadgt and, therefore, the outcome may be that
they similarly as before attend to grammar and bolay rather than advance their
overall communicative proficiency (Johnson 2009). 7However, the new factor
becomes “the moving force behind disturbances andviation, and eventually behind
the change and development of the system” (Engast@®3: 72, as cited in Kim 2008:
35). Importantly, as Kim (2008: 35) sums up, wharaativity system attempts to solve
the secondary contradictions it faces, the actigijggtem develops into a new form.
Therefore, it is necessary to look at secondaryradittions in order to understand the
activity system (Kim 2008: 35).

Thirdly, there ardertiary contradictionsbetween “the object/motive of the dominant
form of the central activity and object/motive of@aturally more advanced form of the
central activity” (Engestrom 1987: 89). These axdeen a “culturally more advanced
activity system”, the government or other admiitgirs, for example, orders a new
objective or procedures, again “a novelty factaranother activity system (Engestrom
1987: 90, Kim 2008: 36). Engestrom (1987: 90) pomiit that these novel factors may

be formally taken into action, but still seen asoselary and they may be resisted.

Finally, quaternary contradictionsccur between the central activity and its ‘neminb
activities’ in their interaction (Engestrom 19878-80). These ‘neighbour activities’
include four kinds of activities: 1pbject-activities, in which “the immediately
appearing objects and outcomes of the central ipciwe embedded” 2nstrument-
producing activities such as art and science, which give the centt@lity with its
most important instruments, 3ubject-producing activitiessuch as education of the

subjects of an activity system and rije-producing activitiessuch as, for instance,
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rules and laws. In addition, also central actigitighich are in connection to a given
central activity for a longer or shorter time candeen as neighbour activities, and may
produce hybrids of themselves in their interactidim (2008: 36) illustrates quaternary
contradictions by an example of a contradictionchhappears between a teacher and a
subject-producing activity, in-service teacherrtinag programme, when the teacher is

not satisfied with the programme.

To sum up, contradictions are inevitable withiniagt systems and bring about
changes in it. Thus, it is necessary to look amntiaen analysing activity systems.

3.3 Earlier studies based on the human activity syam model in L2 learning

Originally, Engestrom (1987: 27, 81) suggested thathuman activity system model
should be applied, particularly, when looking at thfe practices of adults and
adolescents, and, especially, in exploring theticeiahips between work and learning.
He argued that the model helps in analysing awigctnd its inner dynamic relations
and the historical changes it goes through. Thes,ntodel is a productive framework
for mapping and transforming the complexity of sbgractices in many fields of life

(Lantolf and Thorne 2006: 222).

However, activity theory has also been criticideok example, Marjamaki and Pekkola
(2006: 4) point out that activity theory as suclehallenging to apply into practice and,
therefore, it is often used in connection with sastieer theory. In addition, the human
activity system model has been criticised for, dgample, that the concept of tools or
mediating artifacts does not encompass all newntolgies, because a computer
application, for instance, can be defined more ms@vironment than as a system
(Kaptelinin and Nardi 2006: 255). Furthermore, Blan(2010: 232) has questioned if
community, rules and norms are, actually, a swfitirepresentation of the social
context of activities. Critics have also claimedtthanalysis of activity would be

inadequate for examining human psychology and miltéor instance (Yamagata-

Lynch 2010: 27).
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The human activity system model (Engestrom 198891 %as rarely been applied to
L2 learning research as such. However, it has begrioyed as a framework in studies
on the effect of macrostructures on L2 learning],an studies where motivation has
been looked at from the perspective of human agtsgystem model. In the following,

the studies by Eun-Ju Kim (2008) and Kyungja AhG0@ who have illustrated the

effect of the curricular changes in South Koreahyploying the human activity system
model will be described. After that, the studiesTae-Young Kim (2009, 2011) and
Heather Willis Allen (2010), which have employede thuman activity system in

studying L2 learning motivation, will be looked at.

3.3.1 Studies on macrostructures

Studies concentrating on macrostructures of L2nlegr which have employed the
human activity system model (Engestrom 1987, 198&)e often looked at the
operating of teachers and what kind of inner cali¢teons are included in the activity
systems related to them. Johnson (2009: 79, 94dparthat activity theory is a powerful
analytical framework for this kind of analysis, bese, on the one hand, it makes it
possible to capture how each component in theigcgystem affects the others either
directly or indirectly, and, on the other handsipossible to look at the situated activity
system as a whole. The model, thus, serves adal leses through which to look at the
macrostructures of L2 learning, because it is adblélustrate the activity system that
teachers are operating in, and identify withinh¢ tcontradictions which are working
against the object and outcome, or, those contradgwhich are changing the stated

object and outcome altogether.

Eun-Ju Kim (2008) studied the power of educatior@drm policies in South Korea by
employing the human activity system (Engestrom 198999) as a theoretical
framework. In South Korea, English has mainly bstrmied in order to get high scores
on entrance exams to university, and because tie coatent of the exam is grammar
and translation, the basis of teaching has beemrmea-translation approach and
audiolingualism. These practices resulted in pgeeaking skills, and as English
became a lingua franca, the inability to commumicat English was regarded as

problematic in business life, politics and scients, instance. The importance of
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English skills was highlighted, and, as a resutmmunicative language teaching

(CLT) and teaching English through English (TETEgrev introduced to the South

Korean curriculum. Kim (2008) examined how Koreaadhers perceived these current
curricular reforms, how these reforms impactedrtteaching practices, and, how their
students perceived the teachers’ instructionaltjpes

The participants in Kim’s (2008) study were two di& school English teachers and
seven students from thd grade. One of the teachers, Mi-Ra, had eightesmsyof
teaching experience and was teaching a low-proifigieclass, whereas the other
teacher, Hee-Won, had two years of teaching expegieand was teaching a high-
proficiency class. There were four students fronw-foficiency class and three
students from high-proficiency class in the stublye data was collected through semi-
structured interviews, stimulated recall interviewslassroom observations and
documents about the curricular reforms. In ordetate historicity into account, the
teachers’ histories of learning and teaching Ehglsere described, as well as the
students’ backgrounds as learners of English.

Firstly, Kim (2008) found out that the most notabtetradiction appeared between the
new curriculum and how the teachers implementead their teaching. Even though
both teachers agreed with the goals of the newctilmm, they did not implement it
extensively. Hee-Won resorted to mechanical pradied rote memorisation, because
of her own experience of how to do well on examsnethough she believed that
communicative activities were the best way to impraommunicative competence.
Moreover, there was a secondary contradiction bEtw@mmunicative activities as
mediating artifacts and school exams as Hee-Woligcti because learning in
communicative activities was never measured in exahe was uncertain about their
use. In addition, there occurred many contradistibatween Mi-Ra and the curricular
reforms as well. For instance, in spite of her kiealge about the continuing discussion
on CLT, and in spite of training and new materials; teaching did not change much:
grammar-translation and audiolingualism were $ti#é primary mediating artifacts in
her teaching. This was partly due to her beliefsuallanguage learning and teaching,
because she believed that mastering grammar anabwlagy is a prerequisite for

communication. In addition, large group sizes, ¢®v@n low proficiency in English, and
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the importance of controlling classroom prevented tiom applying new methods.
Altogether, the teachers’ views about new curricylalicies reflected their personal

beliefs and experiences in their context.

Secondly, with regard to the students in the studgm (2008) found out that their

backgrounds in learning English were fairly similaut their thoughts about learning
English and their teacher’s instructional practice$ered because of their personal
learning styles, strategies and attitudes. Shetidted the learning activity systems of
high-proficiency students as one group and theniegr activity systems of low-

proficiency students as the other group. In bothugs, exams were important for the
students, being the object of high-proficiency stid and the most important
mediating artifacts of low-proficiency students. Asresult, they did not regard
communicative learning activities as crucial or essary. For the high-proficiency
group, the most powerful mediating artifact wastigbook, because it helped them to
pursue their most important goal, passing the dcksams. However, they also
employed many other mediating artifacts: group waogkiizzes and lectures, for
instance. Both in the high-proficiency class and litw-proficiency class, division of

labour was rather traditional: the teacher wasdhe providing knowledge and the

students were recipients.

Correspondingly, in the context of L2 learning ioudh Korea as well, Kyungja Ahn
(2009) studied how the CLT -oriented curricularoreis concerning teaching of
English were supported in pre-service teacher dducathat is, how pre-service
teachers were able to internalise the principles, @ what extent they are able to
include them in their teaching practices duringrtipeacticum. The participants of the
study were two teams. Team A consisted of the maeeswher Mrs. Ma and the student
teachers, Sora and Yuna, Team B was formed by #r@anteacher Mr. Baek and his
student teachers, Bohee and Jubin. The data irtluderviews, team conferences,
classroom observations, student teachers’ jourtedspn plans, and curricular reform
documents, and it was collected during a four-weekcticum. Grounded content
analysis was employed in analysis. The practicutivipcsystems of both teams and
the instructional activity systems of the studeeachers were described and the

contradictions within them were identified.
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The student teachers in team A, Sora and Yuna,rstudel the benefits of the curricular
reforms and aimed at employing learner-centred hiegcand TETE-policies, but

despite it, resorted to teacher-controlled lessspsaking Korean frequently during the
lessons and emphasising correct grammatical folis Was partly due to their mentor
teacher, Mrs Ma, who socialised Sora and Yuna mastio non-communicative

methods. Several contradictions on many levels wibtes, observed. Firstly, a primary
contradiction was that even though Sora knew thmefite of teaching in English, she
still resorted to using mainly Korean as the lamgguaf instruction. Secondly, there
were secondary contradictions between Sora (thejed)ib and the students

(community), for example. The students remainedipgas even though Sora expected
active participation. These secondary contradistismere not solved and, thus, hardly
any change was made. Thirdly, a quaternary comfiadi occurred between Sora’

instructional activity system (a central activitghd her coursework at university
(neighbouring activity), because she thought thagatwshe had learnt at university was
too theoretical for being applied in teaching prach. In sum, the student teachers in
team A realized the benefits of curricular refortmgt because of their personal beliefs,
experiences and contextual factors were not ablgutathem in practice during their

practicum.

In team B, Bohin and Jubin were fluent speakersEafjlish and had positive
experiences of learning and teaching English udimg communicative methods.
Furthermore, Mr. Baek was not as controlling as .Mv&, and was more open to
student teachers’ ideas. Thus, even though BoldnJahin sometimes felt that they did
not get enough support, they were able to intesadhe curricular reforms more deeply
than the students in team A, and could implemeatnthn their teaching as well.
However, there were contextual constraints, whichlat be seen in the contradictions
within their activity systems. Primary contradict® occurred between their frequent
use of English as the language of instruction dmeddoubts that lack of participation
from low level students was possibly caused byé&condary contradictions occurred
for example between Bohin (subject) and her peedestt teachers (community),
because she thought that communicative activitiesild be game-like and enhance
participation, whereas some of her peer studemh#za thought that they should be
more serious and produce something tangible, sachiexes of writing. Secondary
contradictions appeared also between the activitiSnglish that Jubin employed in

the lessons and the noise that that the studensedaHowever, Jubin tried to solve the
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problem with new classroom management techniquéesgéther, the Ahns’s (2009)

study shows that the mentoring that the studetsved had a significant role.

In sum, the studies on the macrostructures of laZniag have illustrated activity
systems of students and teachers, and identifiedradtictions within them. Both
studies (Kim 2008 and Ahn 2009) showed that belkafs cause many contradictions:
for example, they can make it difficult to implenbdéime curriculum, and, thus, appear as
a secondary contradiction between communicativevines as the object and school
exams as the mediational means. In the next se¢herfocus will be on studies where

the model of activity system was employed in cotioaovith motivation.

3.3.2 Studies on motivation

Tae-Young Kim (2005, 2010, 2011) argues that L2rnies motivation can be
reanalysed from the perspective of activity thedkgcording to Kim (2010: 9), the
main difference between activity theory and otlieoties of L2 motivation lies in the
focus of research. The other theories of L2 matwahave not looked equally at the
individual, on the one hand, and at the environnagik affordances, on the other hand.
Activity theory, in turn, aims at understanding tiverld as “an open system”, where
both the individual and the cultural act togethed &rm the same interacting system
(Kim 2010: 9, Daniels 2001: 84).

When motivation is looked at from the perspectiveadtivity theory, L2 learners are
seen as “subjects with their own agency” and ithisught that the elements in the
human activity system model affect the motivatidrL® learners, as Kim (2005: 312-
313) illustrates. For instance, teachers can bardeg as mediating artifacts, because
learners promote their learning through them, asda consequence, L2 teachers act as
instruments that mediate L2 learners (subject)taed.2 (object). Thus, teachers may
promote learning motivation, but the motivationabgess in a classroom is, actually,
bi-directional: also teachers have their teachingtivation. Simultaneously, teachers
may have a significant role in the division of laboThe role distribution in the
classroom affects learners’ motivation and is dioeked with learners’ and teachers’

beliefs about their desired roles in their contdéxdrthermore, teaching methodology
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and techniques, which can be defined as rules nvalstivity system, affect learners’
performance in the L2 classroom (Kim 2005: 313,2®D-21). In addition, a learner’s
community has an effect on motivation (Kim 2010).Hor instance, two different L2
learner groups, such as international L2 studendsiammigrants, may form different
communities: for the students, the community cdssi$ a L2 classroom, and for the
immigrants of a workplace community, for instantheir willingness to integrate into
these communities may be different as well. The roamty may either promote or
inhibit L2 learning. However, the most crucial facits how the learner perceives the

community.

Research focusing on L2 learning motivation frora gherspective of activity theory,

however, has been scarce in number in applied iBtiga (Kim 2011: 96), but there

have been studies on how motivation develops dwistay abroad, in a country where
the target language is spoken. In the following #tudies by Lantolf and Genung
(2002), Kim (2009, 2011) and Allen (2009) will heoked at.

Lantolf and Genung (2002) looked at the motivatwdrPG, an American PhD student
of applied linguistics and a successful learnelaofuages, who enrolled in a summer
Chinese language course in order to fulfil a progre requirement, but also with a
purpose of learning the language. However, shenbedaustrated with the teacher-
centred and grammar-focused programme of the coassé was working against the
principles of the department, and, as a resultl taechange the nature of the course, but
these attempts failed. Because of frustration, ir@ly had to abandon her long-term
goal of learning the language and focus on theopmidnce that satisfied her instructors.
Thus, the study indicated that L2 learners are alde to change their goals if they

consider it necessary.

In a case study, Kim (2009) examined cases of twave&n English as Second
Language (ESL$tudents, Joon and Woo. Both were university stisdm their mid-

20s and had come to Toronto with the purpose ahieg English. The data for the
study was collected by interviews, picture-cued alledasks, ESL classroom

observations and language learning autobiograpfibs. semi-structured interviews
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received the most research attention in the arsalysicomputer programme, NVivo,
was used in analysis and a qualitative thematidysisawas employed. The activity
systems of Joon and Woo were illustrated and tidradictions, which Kim (2009 and

2011) calls tensions were identified.

In Kim’s (2009) study, the focus was on lookingle relationship between the subject,
goals and community. Joon aimed at a job whereigimglould be used. He was not
only interested in learning English, but also abtravelling and spending time with
other people in Canada. Thus, he had formulateddifferent goals in studying the
English language to reach the object: firstly, &b g job in South Korea, and, secondly,
to socialise with English-speaking people. Theadlistbject, in turn, was to acquire
English proficiency. The goal of being able to stise with English-speaking people
was daily confirmed in interactions with Englisheagers, and, therefore, there was no
tension between the goal and the subject. Howeher,job-oriented goal was less
internalised by Joon, and, in addition, he didtage part in any preparation courses in
Toronto and, thus, no support from the communitg @i@en. There was thus a tension
between the subject and the goal. By contrast, , Wwoother participant of the study,
wanted to work in a steel exporting company in 8dkibrea, and his motivation to
learn English was connected with this goal only.ribg his stay in Toronto, Woo
developed a close relationship with his Englishagpeg homestay owner, who can also
be defined as the community of his activity systemg was really thankful for her
support in learning English. In Woo’s activity syst, the relationships among the
subject, the goals and the community overlappesicbmmunity patrolled and guided
his motivation in learning, and his only goal igeimalised. There were, thus, no
significant tensions between the goals and the aomityn To conclude, the support
from community is essential for a positive self-ggaand for working towards the

goals.

Kim (2011) also applied activity theory to the lamginal study of L2 motivation of

two Korean immigrant ESL learners in their thirfi®aul and Sandra, in Toronto. Paul
had come to Toronto in order to get a doctoral eegn one of the major universities in
Canada. However, his attempts to start an acadeanger failed again and again, and,

consequently, his beliefs about English as a toolaf better job diminished as well.
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There was, thus, a tension between English as @atieethl means and the community
he was living in. The other participant of the gtu@andra, in turn, had arrived in
Canada mostly because of her desire to enrichifieeby living in a foreign country.
She aimed at finding a job in Canada and her lengrgoal for learning English was to
ensure getting a job. She actively took part ifedént communities where English was
used, such as different courses and part-time vaor#,enjoyed these possibilities. The
tensions in Sandra’s activity system were smallantthose in Paul's, and were mostly
connected with her wanting to get more correcteedback. In conclusion, the results
of the study showed that even though two L2 learmesre located in similar contexts,
the improvement of L2 motivation cannot be guaradténstead, much depends on the
L2 learner and how he or she sees the efficacy eanmngfulness of L2 learning

activities.

Allen (2010) studied the development of languagenimg motivation during a short-
term stay abroad programme. The participants wigrAmeerican students with English
as their first language who participated in a seelw programme in France. The data
was collected mostly through questionnaires, inésvs and learner blogs. The results
of the study highlight the dynamic nature of matiea and how it is dependent on
factors internal and external to learners. Two &irmd motives for learning French
emerged: firstly, primarily linguistic motives, suas becoming fluent, and, secondly,
pragmatic motives, which highlighted the benefitshaving a French minor for their
future jobs. The motives were connected with whrethe motivation increased during
the stay: if the motives were lower-level cognitivetives, such as getting a minor
subject, the motivation was not increased. The gjoahich the students described
before the programme, were separated from motinels divided into three groups:
linguistic, cultural and social goals. However, gtedents often were unable to specify
their goals and their realisation. Conflicting goamerged and some goals needed to be
prioritized. In addition, agency played a signifitarole in the development of
motivation. Altogether, Allen (2010) suggests tlla¢ way in which an individual
controls and engages in language learning acthaty an impact on the context rather

than context has on the learner.
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In the next chapter, the focus will be moved fractivéty theory and the human activity
system model (Engestrom 1987, 1999) to how learBimgjish and Swedish beyond the

classroom has been studied earlier.

4 LEARNING ENGLISH AND SWEDISH BEYOND THE CLASSROOM IN
FINLAND

Language learning that takes place outside théitadl classroom is not a new area of
research, because studies in the field have bestucted over the years (Benson and
Reinders 2011: 5) and the first steps in the figlte taken already in the 1980s and
1990s by Krashen (1981) and Ellis (1994). Firsyashen (1981:1) distinguished
between the concepts t#arning a language andcquiring a languageLearning a
language takes place in the presence of formaluictsdn and is a conscious process
that produces conscious knowledge about the lamgueduiring by contrast, is a
subconscious process, which demands natural, ngfahimteraction where the
speakers concentrate on communication insteadrof. fBor example, a child acquires
his or her first language. Rather similarly, E[i®994: 12) made a distinction between
instructedand naturalistic language learningnstructed language learningcludes a
formal setting, and instruction or guidance fronok& whereasaturalistic learning
refers to learning through communication in refd-Bituations. To sum up, the earliest
distinctions between formal and informal languagarhing were connected with the
context where the learning takes place and possihfly the consciousness about
learning. However, for instance, the strict didiime between learning and acquiring
has been criticised and many researchers have gadpline terms interchangeably
(Block 2003: 95).

Learning beyond the classroom has traditionallynbeennected with adults and their
language learning, for example, in the workplasenethough young people’s learning
takes place outside the institutionalised enviromsieas well (Nikula and Pitkanen-
Huhta 2008: 171-172). At present, the number oflisti conducted on language
learning beyond the classroom is growing, which lsaexplained, for example, by the
interest in independent learning and autonomy,henoine hand, and by the interest in

gualitative case studies where the lives of languagrners are looked at, on the other
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hand (Benson 2011: 8). In addition, new environmere constantly opening up for

language education. It is important to look at infal learning, because as Benson
(2001: 203) states that studies on learning oudlads reveal us also something about
how learning in class fits into students’ learniag a whole. However, examining

language learning beyond the classroom is not sinff@cause as Nikula and Pitkdnen-
Huhta (2008: 171-172) point out, language learrbegond the classroom is “an all-

pervasive phenomenon”. Therefore, it is closely tieth everyday life and a person’s

interests, and, actually, it may not even be reisgghas learning at all. In addition, the
boundaries between school and out-of-school pesticay not always be clear-cut.

The aim of the first section of this chapter isdfine what is actually meant with the
term language learning beyond the classrqobecause there are a great number of
terms employed in connection with it. In the secand third sections, earlier studies
conducted on learning English and Swedish beyordctAssroom in Finland will be
looked at. Finally, a study where learning Enghsid Swedish beyond the classroom in

Finland have been compared will be described.

4.1 Defining language learning beyond the languaggassroom: four dimensions

Defining the concept of language learning beyordldmguage classroom is not simple,
as there are a variety of terms which researchave lused in connection with it.
Benson (2011: 9) employs the tetanguage learning beyond the classro@s an
umbrella term for all of these, and, groups thenteconnected with language learning
beyond the classroom into four dimensions accordmgvhat the focus is in their
definitions. The four dimensions distinguished bgnBon (2011: 9) ardocation,
formality, pedagogy and locus of contrathich are summarised in Table 1 and which

will be illustrated in this section.
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Table 1. Different terms connected with learningdrel the classroom grouped based
on the focus of definitions, according to Bensodl(2 9-12)

Dimension Terms included The focus of definitions
Location Out-of-class, out-of-school, Where does the learning take
after-school, extracurricular and place?
extramural learning
Formality Non-formal and informal learning How independemtrieng is

from organised courses resulting
in formal qualifications?

Pedagogy Self-instructed, non-instructed and | What kind of pedagogy is
naturalistic learning involved in learning beyond the
classroom?
Locus of control Independent, self-directed and Who decides about learning?

autonomous language learning

The first dimensionlocation includes the concepts obit-of-class, out-of-school,
after-school, extracurricular and extramural leang (Benson 2011: 9-10). In all of
them, the focus is on the location or setting aféng, and, the learning is usually seen
as supplementary to classroom learning and teachimg termsout-of-school learning
andout-of-class learningre often employed in describing non-prescribetvities that
learners carry out on their own in order to get enknowledge of a subject, whereas
after-school, extracurricular and extramural leangi usually include additional
programmes organised at school which are less fotlmaa usual lessons and which
students themselves may organise. It is impor@mtotice thatout-of-class language
learningmay, in fact, take place at school as well. Fetance, in Hong Kong, English-
language activities, such as debates and schoobzimes, are popular at school.
Different kinds of tutorials can also be seemastof-school activitiesFurthermore, a
person who participatesut-of-class, out-of-school, extracurricular andtrexnural

learningusually attends classes of some kind as well.

The second dimensiofgrmality, encompasses the conceptaoh-formal and informal
learning (Benson 2011: 10-11). They can be contrasted witm&l language learning.
Eaton (2010: 15-16) defines these three terms Bowk Firstly, formal language
learning takes place in an educational institutisnbased on a curriculum and has
trained teachers to instruct, assess and credlests! progress. Secondly, non-formal
language learnings placed at work or in freely organised groupsetitutions. It is led
by a tutor or someone who has more experienceitamaddapted to learners’ goals and
needs. Thus, non-formal learning is classroom-cbiogl-based, but a learner takes it

because of his or her own interest and it doesnohide tests or qualifications (Benson
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2011: 10). Thirdly, informal language learnintay take place anywhere and anytime,
and, it occurs spontaneously in everyday situatieitis family, peers, interest groups
and even strangers, without teachers or instru¢ason 2010: 17). Informal language
learning involves also learning through media. hgstone (2006: 211), in turn, states
that informal learning refers to “anything people tb gain knowledge, skill or
understanding from learning about their health obbies, unpaid or paid work, or
anything else that interests them outside of oggghcourses”. Informal learning, thus,
can be “non-institutional programmes or individlerning projects” (Benson 2011:
10) as well. Nikula and Pitkdnen-Huhta (2008: 172jldefine informal learning rather
loosely as “contacts with the language in everygkings that arise from the needs and
interests of the language users”. Benson (2011:slif)s up that the essence of the
second dimension, formality, is in looking at howdependent learning is from

organised courses resulting in formal qualificasion

However, Benson (2011: 10-11) points out that laggulearning beyond the classroom
may, in fact, include also tests and qualificatjias many students complete studies for
qualifications independently, without educatiorradtitutions, and, in addition, it is not
free of teaching either. Benson (2011: 10-11) ssgge¢hat the concept qiublic
pedagogy(Giroux 1994) which has seldom been employed inds2arch may turn out
to be useful when looking at the role of teachingdarning beyond the classroom.
Sandling, Schulz and Burdick (2010: 2, as citedBenson 2011: 10) illustrate that
public pedagogy focuses on “informal spaces ofniear such as popular culture, the
internet, public spaces such as museums and pamkispther civic and commercial
spaces, including both old and new social movemeRigblic pedagogy, thus, shows
that learning, teaching and curricula also takeseloutside the school. Benson (2011:
10-11) points out that, public pedagogy refers tmysvin which learners of foreign
languages are being “taught” when watching TV ovi@® or using the Internet.

The third dimensionpedagogyincludes the concepts sélf-instructed, non-instructed
and naturalistic learningcontrasted withnstructed language learnin@Benson 2011:
11). The focus in on the type and role of pedagbgy is involved in learning beyond
the classroom. It is important to distinguisistruction from teaching when learners

watch, for example, a soap opera on TV in a foréagiguage, it would not be said that
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the show ignstructingthem, it is, rathetteachingthem. However, if learners started to
watch a programme which is especially designedldoguage teaching purposes, it
could be called instruction. Thus, Benson (201):defines instruction as “a particular
kind of pedagogy, involving formal processes, sashsequencing of material, explicit
explanation and testing”Self-instructionoften implies that a person learns something
on his or her own, but it can also be understoothag deliberate effort by the learner
to acquire or master language content or skillsgn®n 2001: 62). Furthermore, in
self-instruction, the role of the classroom instouds taken on by specially designed
TV and radio broadcasts or books, and, importathiy,learner has “a strong intention
to learn”, whereas imaturalistic learning, by contrast, no instruction or materials
designed for the purpose are present, and theelehas no intention to learn (Benson
2011: 11). Naturalistic may take place through dimmunication with the users of
the target language, but it can be extended tatsis where a person only works with
texts on the foreign language (Benson 2001: 62jvéver, Benson (2011: 11) argues
that naturalistic learning may, in fact, be “a hipmical state”, and, as a consequence,
introduces the concept sélf-directed naturalistic learnintp illustrate the more typical
situation: a learner has the intention of learnmntanguage and sets up a naturalistic
learning situation, but during the situation thecu® switches to enjoyment,

communication or even learning something else thatanguage (Benson 2011: 11).

Finally, the fourth dimensiorpcus of contral includes the concepts ofdependent
self-directedandautonomousanguage learningBenson 2011: 12). Sometimes, these
terms are used to refer to learning that takeseplaithout a teacher, but in a wider
sense, they are used in connection with the questfowhether it is the learner or
someone else who mostly decides about learningeswhing. For example, for being
able to characterise learning without a teacheawsnomous, the decision to learn
without a teacher must be made by the learner bimherself, and she or he can choose
an instructed or taught course as well. There &urally, great variation in the
underlying conditions for autonomous learning: ygem people usually follow the
compulsory school curriculum, whereas adults mgmeodunities to choose. It is also
necessary to notice that there does not exist plsinelationship between where the
learning is located, in or out of class, and loofiontrol, because there is a great

interest in learner autonomy inside the classroblimwever, the connection between
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language learning beyond the classroom and locu®miiol is clear: many decisions

are demanded from learners themselves in non-olasssettings.

Importantly, the four dimension of location, forntyl pedagogy and locus of control
interact (Benson 2011: 12). Benson (2011: 12)til&iss this interaction by saying that
learners often, while learning in out-of-classisgti, choose self-instructional materials
with a high level of formality and content that ca@ defined as instructional. In this
way, they, actually, move the locus of control aviiayn themselves. Locus of control
can be moved back to learners, if they gain mordidence in their abilities to learn to

learn language in more informal and naturalistigsva

4.2 Learning English beyond the classroom in Finlash

The role of English in Finland has changed dramallyicluring the past decades: it has
developed from a language that is used primarily fioreigners into a language used
asa lingua franca a common language of communication. Still frora 960s to the
1980s, English was for Finns a foreign languageclwhvas studied for being able to
communicate with foreigners (Leppanen and Nikul®&016). However, today, as
Leppanen and Nikula (2007: 343) point out, everugioEnglish is still officially a
foreign language in Finland, in certain domains aetlings, such as media, education
and business, it is often officially or unofficialichosen as the only language of
communication. There are domains in today’s sociMtgre English is used in addition
to Finnish and Swedish even though people couldval$ use their first language
(Leppadnen and Nikula 2008). English is, thus, notnaore used only when
communicating with foreigners, but also in everydig in the home country.
Therefore, there has even been discussion if EHnglmild be called the third native

language,’ kolmas kotimainen’ (Leppanen and Nilk20a8).

There is a variety of historical, political, econieirsocial and cultural processes behind
the unique role and status of English in Finlanepi&nen and Nikula 2007: 339). The
structural changes in the society, internalisationhanisation, efficient language
training and the opportunities provided by the infation and communication
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technology, to mention but a few, have contributedhe present situation (Leppanen
and Nikula 2008: 16, 20-21). Importantly, the spred English received a boost in the
1960s when Finland gradually started to associs¢df imore with the Western, Anglo-
American world, that is, its politics, values, walylife and popular culture (Leppénen
and Nikula 2007: 339). Especially TV series and m®Whave brought English into the
everyday life of Finns, because in Finland theyraredubbed into Finnish or Swedish.
Furthermore, the growing role of English has alyesithice the 1960s been seen in the
youth media, advertising, job announcements, priodad company names, and also in
Finnish words and phrases (Lepp&nen and Nikula :2Q08 The attitudes towards
English and its importance are mostly positive kndwing the language is considered
important (Leppéanen et al. 2009). However, the extbpas also created debates. The
opposing views are mostly connected with seeinglifimg@s a threat to one’s own
language and culture (Leppénen and Nikula 2007)9-1

The most extensive study on Finns’ use of EnglssNational survey on the English
language in Finland: Uses, meanings and attitu@esiducted by the Jyvaskyla unit of
the Centre of Excellence for the Study of Variati@ontacts and Change in English in
cooperation with Statistics Finland in the autunfn2607 where 1,495 Finns aged
between 15-74 answered a questionnaire about tisarof, attitudes towards and
perceptions of the English language in Finland i&ey@n et al. 2009: 101, 103, 112). It
was found out that in free time, the most commonte&xs of using English were
listening to music and watching TV shows and mawvi#kall age groups, respondents
aged 15-24 were the most active in using produdtimguage skills in English: writing
stories and poems, writing web texts and expressaggtive feelings and speaking with
friends who have the same native language. Theg alep the most active in using the
Internet on general: especially visiting web pagaaying games and chatting. For

respondents aged 15-24 English was, thus, a ngtarabf everyday life.

Luukka et al. (2008: 179, 182-184, 237) studiedtthe and media use of Finnisf' 9
grade pupils and their Finnish and English teacheth at school and in free time in
2006. The media practices of the pupils in freestimere multilingual. Even though the
first language was used the most in media pract@®gper cent of pupils mentioned

English as the first foreign language to be usechédia contacts. About three per cent
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of media use in languages other than the firstduagg was in Swedish. However, the
traditional print media was read mostly in the vatianguage, whereas the most
popular media practices used in English were ptagmmputer games and visiting web
pages in addition to e-mail and chatting. Playiogputer games was popular among
boys, especially: there were only 13 - 15 per céitoys who had not played computer
games at all, whereas the corresponding rate fisr\gas 43 - 60 per cent, depending on
the type of the game. In addition, pupils and teestwere also asked whether they
considered gaming and discussion forums usefuL2olearning. Most of the teachers
regarded them as useful. The boys were slightlyenparsitive about their usefulness
than the girls. Importantly, altogether, the tertlanedia practices of the pupils and
teachers were different. The world of texts whdre pupils lived was multimodal,
interactive and social, and, the Internet was tisedearching for information, relaxing,
spending time and keeping up connections with @iserior the teachers, by contrast,
reading books as well as newspapers and magativatss, traditional printed media,
was an important part of everyday life, and, thternmet was mostly employed for

sending e-mails and browsing web pages.

In their study, Nikula and Pitkanen-Huhta (20085,1¥77, 181, 184-185) explored the
role of English in Finnish teenagers’ lives beyahd classroom by asking them at first
to take photographs of the situations where Endlism their point of view had had

some significance, and later, by discussing witbnthabout the photographs. They
found out that the students told fairly similarrgge of English in their everyday lives.

Learning English at school was associated with r@oyuand grammatical correctness,
whereas beyond the classroom the emphasis was d&mgnaneself understood.

However, also beyond the classroom, English was)eded with tools of learning

employed in formal education, such as books, bokbavere read differently at school
and in spare time. In addition, the practices learriormal settings, such as checking
words in a dictionary, were taken to informal sef. Moreover, learning beyond the
classroom appeared to be incidental: English wasieffortlessly, the students simply
“ended up speaking English”, for example, in cotioes with their hobbies, such as
skateboarding. For some students, informal learmhdgnglish was an empowering
experience, as they became experts of a partieuka of language use. However,
altogether, although the students regarded everpdagtices as meaningful sites for

informal learning, they did not actually value thgiactices as learning.
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Linnakyla (2010: 9, 44-45, 59-60, 66, 90-95) stddinnish &' graders’ experiences of
learning and using English informally in literacsaptices that were interesting and
meaningful in their lives. A mixed methods approaas applied: first, pupils

answered a survey questionnaire, and, later omadles group of pupils were
interviewed. The literacy practices that the pufolsnd as most useful were
entertaining and multimodal, such as watching Towah movies and YouTube videos
in English, and listening to music. Slightly sugpnigly, the activities that were regarded
as most useful were actually passive and pupile wemipients. Pupils found these
practices as useful because of their narrativeetnémotionality, humor, easy
availability and closeness to life. However, tramtill printed media was read seldom.
Different subgroups were identified among the muilregard to interests and
experiences: the film and TV viewers, the gamérs,music and social media users, the
multimedia actives and the face-to-face communisafbhe pupils felt that they had
learnt mostly everyday language and language thatg people use, pronunciation,
special vocabulary, clause structures and diffenays of using the language through
their informal practices. Furthermore, the girlsontad read books had also learnt
writing, written language and spelling. Howeveg tinly literacy practices which were
in connection to a better grade in English werdirganews, manuals and books.

Moncrief (2011: 111-112, 114, 116) studied how ensity students taking Advanced
English Academic and Professional Skills coursethen University of Helsinki learn
English beyond the classroom or academic settingtwé-part questionnaire was
employed. In the first questionnaire, the studeariswered an open-ended question
about how they were able to use and learn Engksforid the classroom or academic
setting. In the second questionnaire, the studeete provided with a list of ways in
which they might use English in their everyday $vend they were asked to estimate
how useful they were. Almost all students felt ttrety had learnt English in their free
time, and, altogether, the students had activelgated and made use of the
opportunities to learn English beyond the classrodhe ways of learning mentioned
most frequently were reading, watching TV shows armavies and speaking, whereas
writing was the least frequently mentioned way eérhing. As in the study by
Linnakyla (2010), passive activities, such as wiaigiTV and reading, were considered
more useful than the more active ones. Altogetter activities that the students most

often had participated in had also been thosettiegt had found most useful. However,
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only a few students regarded their free time awdwiaslearning instead, some
students equated them wiilm, whereas learning only took place in academicnggstt
Despite not considering free time activities asriew, the students felt that they had
gained insights into cultural specificities, suchthe vernacular use of language that
would not have been possible to access otherwise.

In sum, it can be seen from the studies on learb@ypnd the classroom in Finland that
English is often a part of everyday life and selaradiational means are employed in

learning. However, these practices are not ofteageised as learning.

4.3 Learning Swedish beyond the classroom in Finlah

The Swedish language has long roots in the histbRmland, because Finland was part
of Sweden for six centuries, until 1809, and, $oll decades after that Swedish was
used as the main administrative language (McRa&:2D4). In 2010, about 280.000
Finns, which is 5.5 per cent of the population,kgp8wedish as their native language
(Statistics Finland 2011). Swedish is centralisedartain areas, because most Swedish-
speaking people live on the coast in Southern aedt®vn Finland (Folktinget 2011).
However, Swedish is present in the media all okrerdountry: on the radio, on TV, in

literature and newspapers (Luckan 2010).

According to the Constitution of Finland (Constitut of Finland 1999: 3-4) Finnish
and Swedish are the national languages of Finl&hd. public authorities, thus, must
take care of the cultural and societal needs oh Bohnish-speaking and Swedish-
speaking population equally. For that it couldgo@ranteed, everyone has to study the
other national language as a part of basic edugaitiespective of whether the native
language is Finnish or Swedish (Perusopetuksernusg@innitelman perusteet 2004:
44). Swedish was made a compulsory school sulbje@968 in connection with the
school reform (Palviainen 2011: 13, 52). Moreoearier, the test of Swedish was also
a compulsory part of the matriculation, but in 20@5~vas made voluntary, and after
that, the number of students taking the examinatias diminished, most drastically
from 2005 to 2009, when the number of students @bk the test of Swedish as part of
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the matriculation examination diminished from 90 pent to 68 per cent. However,
there are differences between boys and girls asregions and schools in how often
the test is taken. Girls take the test more oftem tboys: for example, in 2009, 81 per
cent of the girls and 51 per cent of the boys tthekexam. The proportion of students
taking the exam varied in different schools betw2émer cent and 100 per cent.

People have different opinions about the Swedisguage and the fact that Swedish is
a compulsory subject at school continuously creakelsate in Finland: it is often
discussed as “pakkoruotsi”, compulsory Swedish. @iseussion about the role of
Swedish involves many aspects: relationship betiesguage and culture, cooperation
in the Nordic countries, historical and culturakiteye and usefulness of language in
personal life and working life, to mention but avfdKalaja et al. 2011a: 64-65).

Furthermore, it has often been contrasted with iEhglhich is perceived as useful.

Teaching and learning of Swedish in comprehensolas (grades 1-9) all over
Finland was explored in a research profgeenska i finska grundskol@dniversity of

Helsinki 2012). The data was collected by obsen8mgedish lessons and interviewing
teachers, for example. Alsd"@raders conceptions of learning and teaching Sshedi
were looked at. The study indicated that the migjaf pupils had a positive attitude
towards studying Swedish. Only 20 per cent of tlilp had a negative attitude
towards studying Swedish. However, many pupils wals® fairly neutral in their

attitudes. The study indicated that the teachingooimunicative skills was emphasised
in schools, which could be observed in both ansvisrdhe pupils and classroom
observations. The pupils hoped especially that theyld learn to communicate in
Swedish and they seemed to be fairly pleased Wwé skills: 73 per cent of the pupils
felt that they were able to communicate in SwedMbreover, the pupils hoped that
more culture and authentic material, such as videew/spapers and online material,
were included in teaching. Altogether, the impoctarof teachers was highlighted.
Learning beyond the classroom was also looked athien study: even though
opportunities for speaking were scarce beyond tlassmom, pupils in Northern
Finland, for example, had been creative in findoymportunities to speak, such as
speaking Swedish among friends or using SwedishFatebook. The study, thus,

indicated results that partly were controversidhvdiscussion on compulsory Swedish.
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With regard to upper secondary school studentsidgs 10-12) learning of Swedish,
Green-Vanttinen, Korkman and Lehti-EKklund (2010:-68} examined teaching of
Swedish in seven Finnish upper secondary scholotat Finland where the results in
the Swedish language in the matriculation exanonatiad been good. The data was
collected through interviews from principals, teach and students as well as by
observations of lessons in Swedish. The study atdd that the role of teachers was
significant and it was important that they had esgpt varying methods and materials,
and, furthermore, provided students with opportesitto use Swedish beyond the
classroom. Most of the students in the study wamtetbarn Swedish and had also
themselves been active in trying to learn Swedesyohd the classroom, even though
most schools were not located in Swedish-speakiegsaof Finland. The students had
been creative: they had spoken Swedish with th@migh-speaking friends, “just for
fun”, chosen Swedish as the operating languagldin tnobile phones or written text
messages in Swedish, used Swedish subtitles whishinwg DVDs, or used Swedish in

the social media, such as on discussions forurrsanline games.

However, Green-Vanttinen et al. (2010: 65-66) foond that there was great variation
in the students’ use of media in Swedish: somé&efstudents were not able to identify
any media, whereas some listened to the radio ed&,Radio X3M as often as every
morning. The students in Western Finland were nfanaliar with the Swedish media
than students in Eastern Finland. The best-knowdian@mong the students were the
Finnish newspapéddufvudstadsbladeandFST, a Finnish TV channel for programmes
in Swedish. Some students mentioned the onlineioreysof Swedish newspapers
Aftonbladetand Dagens Nyheterbut reading newspapers in Swedish from Finland,
such asHufvudstadsbladetonline was not mentioned. Some students read zirega
connected with their hobbies in Swedish. When askieether the students listened to
Swedish music, watched films or read books, musas wientioned most often, and
artists such aBo KaspersEva DahlgrenandKent were named. Some students were
interested in detective series, such\falanderandBeck Few students had read books
in Swedish. Altogether, it seemed that upper seagndchool students did not know
the Swedish media well, even though, for exampie, docial media offers plenty of

material in Swedish.
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The students in the study by Green-Vanttinen gRall0: 66-67) were also asked about
how they were going to maintain their skills in Sligh in the future. The students
seemed to be aware that they would need Swedishraikeir future studies, and, many
of them said that they would maintain their skidks reading newspapers and books as
well as by watching news and TV shows. Actuallylyseven students of a total of 84
participants in the study said that they would awh at maintaining their skills in
Swedish at all, either because of wanting to fotigetlanguage, or because they felt that
they would forget it when they were not using itlto§ether, the students were
interested in keeping up their skills in Swedighg,anany of them wanted to have more
contacts with Swedish-speaking people or use Sweftis example, in the working life
and when travelling. Thus, also these findingseméfld the positive attitudes of the

students.

4.4 Learning English and Swedish beyond the classsm in Finland compared

As part of a longitudinal projeétrom Novice to ExperKalaja, Alanen, Dufva and
Palviainen (2011a, 2011b) studied the role of agamcl context in learning English
and Swedish both in the classroom and beyond #ssi@dom. Palviainen (2012) also
analysed the data concerning Swedish from the petisp of nexus analysis. In the
following, the results of the study will be lookatin order to highlight what kind of
differences were observed between learning EnglishSwedish.

In the study (Kalaja et al. 2011a, 2011b, Palviaig@12), first-year university students
majoring either in English or Swedish were askefiltan a questionnaire where they
were asked questions about their experiences afifgpEnglish and Swedish when
they still were at school, that is, they were as&bdut their past experiences back in
comprehensive school (grades 1-9) and upper segosdhool (grades 10-12). The
responses revealed that there were differenceswnthe students had exercised their
agency, and, as a result, in how they had beentaldeize the learning opportunities,

especially in their free time.
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At school, learners of both English and Swedislléeinto see themselves as consumers
of textbooks and more as learners than as useadafguage. Social resources of the
classroom, teachers and peers, were hardly medtidiee focus of learning at school
had been on formal aspects of language, that is,g@mmar and vocabulary.
Altogether, the experiences of school learning wkaiely similar in English and
Swedish. However, there were differences betweerstihdents in whether school was
considered an important context of learning: whemsame learners of English argued
that they had learnt nothing at school, learnerSwédish admitted that they had learnt
“at least something”.

More differences appeared when learning English Swedish beyond the classroom
was looked at. In both languages, the studentddaadt mostly vocabulary beyond the
classroom. Learners of both English and Swedishtioreed watching TV and movies,
and listening to music and radio in their free tirhat learners of Swedish were more
precise in describing these: they mentioned narhagists and TV shows, for instance.
In addition, they mentioned product packages, sagmilk cartons and labels, which
have texts in Swedish as well, as sources of legrr@nd, for some students, these had
been the only way of learning Swedish beyond tlasstbom (Palviainen 2012). The
Internet was mentioned only once in connection \Bifedish: visiting fashion blogs in
Swedish (Palviainen 2012). Altogether, the learmegarded themselves as recipients -
readers or listeners - of the Swedish languageduetive users of language, for

example, speakers, they had been only occasiomaligps or at summer jobs.

By contrast, learners of English felt that they Inad opportunities to use the language
also in real situations, with real need for commoation, which had increased their

confidence in their language skills. They had adfivemployed material resources,

such as TV shows, radio, movies and music, forams#, and also social resources,
other people, in their learning. Thus, the learmérisnglish saw themselves not only as
learners, but also as users of English. Howevem ¢vough the learners of English said
that they had learnt English in their spare tirheré was variation in whether school or

free time activities were considered the most irtgrdrlearning context.
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Perhaps most importantly, the students emphashsgdtiey had been required special
effort and being active for being able to learn 8isle beyond the classroom. Some of
the students, in fact, said that they had actulb#gn passive in learning Swedish
beyond the classroom and had not made use of {hertopities to learn. At the same
time, some students complained that there had eext enough opportunities to learn.
Many students explained their minimal learning belthe classroom by the location
of their home in an area where one does not headiStv often, for example, in Eastern
Finland. Thus, it seemed that the students wereahlat to make use of the multiple
opportunities of learning Swedish in Finland, aedded to explain that they had not
learnt much Swedish beyond the classroom for laclopportunities to learn. As

potential reasons for being passive in finding opputies to learn Swedish Kalaja et
al. (2011a: 72-73) suggested the following: negatititudes towards the Swedish
language, the position of English as a lingua faanmetter confidence in skills in

English and that the students are not instructed fschool well enough to find

materials in Swedish.

5 RESEARCH DESIGN

In the previous chapters, activity theory and theman activity system model
(Engestrom 1987, 1999) as well as some studiesagingl the model were discussed.
In addition, learning languages beyond the clagsre@s looked at as a concept and
some studies conducted on learning English and iStvdakyond the classroom in
Finland were viewed. In this chapter, the resea®es$ign of the present study will be
outlined. First, motivation for the present studydathe research questions will be
presented. Next, the participants of the presemtysand the method of collecting data
will be described. Finally, the method of data sl will be explained.

5.1 Motivating the study and research questions

As discussed in Chapter 3, the human activity systeodel (Engestrom 1987, 1999)
has seldom been employed in research on L2 leartagthermore, the studies

conducted from the perspective of the model havstiméocused on macrostructures of
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learning and teaching L2 (Kim 2008, Ahn 2009), @m, L2 learning motivation (Kim
2009 and 2011, Allen 2010). In the present stughpen secondary school students’
learning of English and Swedish beyond the classrodll be looked at from the
perspective of the human activity system model @&hgm 1987, 1999). Thus, the
present study employs a novel way of approachiagnieg and using English and

Swedish beyond the classroom.

The human activity system model allows taking irocount the individual, the

environment and affordances at the same time (KIt029), and, therefore, suits the
present study well, because the aim is look asthdents’ activity systems in learning
English and Swedish beyond the classroom in Finléinelse two languages have a
different status in Finland and people have difierbeliefs about them, as was
discussed in Chapter 4. Therefore, much dependseoimdividual and how he or she is
able to make use of the affordances in the enviemmmas was emphasised, for
example, in the study by Kalaja et al. (2011a, 2)1Thus, the human activity system
serves as a useful analytical framework in exptprihese issues, and, enables
observing differences between learning and usingliéin and Swedish beyond the

classroom in a systematic way.

In Chapter 4, some earlier studies on learning iBhghnd Swedish beyond the
classroom were described, and, they had partigpahb were of different ages and on
different levels of schooling: teenagers (Nikulad ditkdnen-Huhta 2008, Linnakyla
2010) university students (Moncrief 2010), or unsity students who were looking
back on their school years (Kalaja et al. 2011)p&fpsecondary school students were
the focus of study merely in the study by Greenitfden (2010). In the present study,
the participants will be third-year students in epsecondary school (grade 12).
Exploring their views on learning will also providasights into the role of the
matriculation examination, a high-stakes test ia Einnish school system, in their
activities beyond the classroom. They also hawnd#d school for about eleven years
and are, thus, also otherwise able to reflect enré@hationship between learning in the
classroom and beyond the classroom. The differbete@een students’ and teachers’
free time activities has been acknowledged, foramse, in the study by Luukka et al.

(2008: 238), and, therefore, the study in its pait provide teachers with practical
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information about free time activities of studenEurthermore, as students do not
always regard their practices as learning (Nikuld Ritkanen-Huhta 2008), it is also
necessary to discuss whether they can be chasstepredominantly as learners or

users of English and Swedish beyond the classroom.

The present study has six participants and is adreduas a case study, which enables
looking at the students’ activity systems in detail comparing the students’ activity
systems in English and Swedish. In a case stugypibssible to focus on an individual
in a way which usually is not possible when studygmoups (Mackey and Gass 2005:
171-172) and a very thorough analysis can be cdadu(Duff 2008: 43-44). In
traditional L2 case studies, profiles of prototyitgood” language learners have been
created (Duff 2008: 62) and in the present stuldg, descriptions and illustrations of
learners’ activity systems can be regarded as degmmofiles. Furthermore, importantly,
conducting the present study as a case study enekj#oring some possible reasons
for why students are active or passive in findingpartunities to learn English and
Swedish beyond the classroom, which is a questiochnwhas been asked for example
in the study by Kalaja et al. (2011a: 72-73).

Thus, the aim of the present study is to shed lmhtthe upper secondary school
students' learning and using of English and Swebisjond the classroom from the
perspective of the human activity system model @shgm 1987, 1999). The aim is to
describe the students’ activity systems and thet matgble contradictions within them

in order to answer the research questions. Thamaseguestions are the following:

1. Can the students be characterised predominasitlgarners or users of
English and Swedish beyond the classroom?

2. How do the students’ activity systems differl@éarning English and

Swedish beyond the classroom and what kind of antigs are there?

3. What kind of factors enhance or restrict thearhing and using English
and Swedish beyond the classroom, that is, what éirmeasons there are

for being active or passive agents?
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In the present study, Benson’'s (2011) conceptlaniguage learning beyond the
language classroonwill be employed to refer to upper secondary strstodents’
learning of English and Swedish when they are hetlool, and, there is no need to set
more limitations, as the students themselves vafictibe the experiences. Moreover,
the definition by Nikula and Pitkanen-Huhta (2003:1-172) of informal learning as
“contacts with the language in everyday settingd #rise from the needs and interests
of the language users” is also relevant for thaelystas it emphasises that learning
beyond the classroom is closely connected with yelasr life and person’s own
interests, thus, highlighting the roles of botlearher and a context.

5.2 Collection of data: participants and the method

The data for the present study was collected bynsi@h semi-structured interviews.
Altogether six students, three girls and three baged 18, were interviewed. The
interviewees were third-year students (grade 12jannupper secondary school in
Jyvaskyla, which is located in central Finland. &Bkyla is in a Finnish-speaking area
of Finland and the proportion of the Swedish-spaglkiopulation is 0.2 per cent. Third-
year students were chosen because they have exqeedélearning Swedish already for
about six years and of learning English about &sry on average, and thus, are able to
reflect on their experiences of learning these Uaiggs at school and beyond the
classroom. Moreover, they were approaching the icoddtion examination and they
are also planning their future studies and camgbich may be important for their goals

and objects.

The participants were contacted with the help efrtteacher who asked for volunteers.
The original aim was to get students with differlaviels of achievement at school, but,
in the end, there were students who mostly had snfaokn 8-10, and, only two students
had received marks under that: Perttu who had 7Tamd who had 5 in Swedish. The
starting of studying English and Swedish, the tatearks they have received at school
in these languages, on the scale from 4-10, as agelparticipating in the exams in
matriculation examination are listed on the follogitable (see Table 2). All the names

introduced here and employed in the analysis agadmsyms.
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Table 2. Participants of the study
Name | Started | Started | The The Test of Test of
studying | studying | latest latest English in Swedish in
English | Swedish| markin | markin | the the
English | Swedish | matriculation | matriculation
examination | examination
Liisa Grade 3 | Grade 7| 10 10 Autumn 2011  Autumn 2011
Roope | Grade 3 | Grade 7 9 Spring 2012 Autumn 2011
Janita | Grade3 | Grade 7| 8 9 Spring 2012 Autumn 2011
Perttu | Clubsin | Grade 7 | 8 7 Spring 2012 No
pre-
school,
grade 3
at school
Netta | In pre- Grade7 | 9 8 Autumn 2011  Autumn 2011
school
Toni Grade 3 | Grade 58 5 Autumn 2011| No
or7

The data was collected by employing semi-structuoeé-on-one interviews. The

interviews were conducted in the end of Novembetl2@nd in the beginning of

December 2011. All participants filled in the comiséo the study (Appendix 1). The

interviews took place at school after school dayswing the day when students had
free time, because this procedure was easieshéopdrticipants. Each interview lasted
for about 40 minutes. All interviews were conduciiedrinnish. Interviews provide the

subjects with an opportunity to tell their opinioas freely as possible and to let them
create meanings (Hirsjarvi, Remes and Sajavaarf: Zb), and, in the present study,
the purpose was to hear the students’ voice as msigdossible and let them talk about
issues that are meaningful for them. An intervidverefore, served the purposes of the
present study well. Furthermore, Benson (2001: 208pests that interviews are useful
for gaining a better insight into why the studech®ose particular activities and what
kind of value they attach to them, instead of emiplp a questionnaire, which can be
employed to find out what kinds of activities lears engage in. In addition, interviews

have often been employed as one part of a varifetgethods of collecting data (Kim
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2009 and 2011, Kim 2008, Ahn 2009 and Allen 20X0jlustrating activity systems.
In semi-structured interviews, a written list ofegtions is used as a guide, but the
researcher still has a chance to ask for morenmdtion (Mackey and Gass 2005: 173).
Thus, there were questions which everyone was adiet] when necessary, the
interviewer asked additional questions, for exampte elicit clarification or more

reflection on the issue.

The interview schedule consisted of two main paldsrning English beyond the
classroom and learning Swedish beyond the classr(gea Appendix 2 for the
interview questions). In addition, there were twaestions concerning the difference
between learning English and Swedish beyond thssmam. The questions about
learning English and Swedish beyond the classromreviocused on the different
components of the human activity system mosehject, mediating artifacts, outcome,
rules, goals, community and division of labodmere were the same questions
concerning English and Swedish, because the aitleo$tudy was to illustrate activity
systems in both of the languages. The interviewtestawith English, and, learning
Swedish beyond the classroom was discussed ongy #ie questions concerning
English had been dealt with. This enabled focusimgne language at a time and, thus,

aimed at avoiding contrasting the two languagepuwrpose.

All interviews were audio-recorded and transcribBd the analysis. A broad
transcription was employed (see Appendix 3 for ithierview transcription notes),
because it was not necessary to provide a deta@ecription, as the focus of the

analysis was on the content, not on conversatiafysis.

5.3 Analysis of data

The data was analysed by content analysis. In nbmatealysis, the aim is to organise
the data into a clear verbal description of thenpingenon that is being studied, without
losing the information it contains (Tuomi and Sarej 2009: 110). In the present study,
the transcribed data set of each student wassatréiad through for grasping a general
overview of each case. After that, the transcridath set of each student was read
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carefully by employing the human activity systemdalo(Engestrom 1987, 1999) in
order to code the data according to which compowoérthe human activity system
model they belonged. The coding of the data waslypguided by the interview
guestions, because the interview questions had laemnged according to the
components of the human activity system model,thigt was not strictly followed: if
data on, for exampleputcome, appeared in responses to questions about other

components, it was coded under the compooettiome

After coding, the categorisation of the data acitmydo which component of the human
activity system they belonged was done in a sepdilaton the computer, and, at this
stage, the choices made in coding could be cheél@dexample, many factors, such as
foreign friends, could be categorised under bothliateng artifacts and community,

and, there were many other factors that could Hawen categorised into many
components. Furthermore, the limits of the two ewmt#, classroom and beyond the
classroom, overlapped: teachers, the matriculatiwamination and what had been
learnt at school could be characterised as belgngmthe student’s activity systems in
learning English and Swedish at school. Howevezy tere included in the activity

systems beyond the classroom, because they wergreait significance to the

participants also in their activities beyond th@assfoom. For example, what the
students had learnt for the matriculation examamatas included in the component of

outcome

After coding and categorisation, meaning condeosawas employed. In meaning
condensation, meanings expressed by the partisipinthe study were abridged into
shorter formulations where the main sense of tiginal expression was rephrased in
only few words (Kvale 1996: 192). In the presenidgt meaning condensation made
comparing the different components and activitytays more simple. After that, the
illustrations (triads) were created for each sttideactivity systems in English and

Swedish separately. This helped in analysing thigigcsystems as entities.

The second research question about whether theerdtudcan be characterised

predominantly as learners or users of English andd&h beyond the classroom was
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answered by looking at each student’s activity eayst in English and Swedish
separately. Attention was paid especially to theigipants’ contacts with the language
and the reasons for them and how they describeeake or difficulty of learning the

languages beyond the classroom.

Next, the contradictions within the activity systemvere identified by comparing the
different components of the activity systems inrtgagy English and Swedish
separately. In identifying theontradictions each component of the activity systems
was at first looked at individually in order to m#y possible primary inner
contradictions After that the other components of the activiygtem were compared
with each other in order to identify other contcdidins. Analysing the contradictions
contributed to answering the third research questioout the reasons for being active
or passive in learning English and Swedish beydwmdclassroom. Even if there were
not many contradictions, it helped in analysing tiad of factors made the person put
more effort into learning English or Swedish, otesversa, because, on the one hand, it
was possible to look at the components in detdividually, and, on the other hand, it

enabled analysing the relationships between them.

Finally, the activity systems of each student comog English and Swedish were
compared with each other, and, the differencessandarities between them analysed.
In analysing these, each component of the actsystems was compared individually:
for example, the mediating artifacts employed irglisth were compared with those in
Swedish. Through this procedure, the second rdsegtestions concerning the

differences and similarities between the systensamswered.
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6 RESULTS: SIX CASE STUDIES

The aim of the present study was to shed lighterupper secondary school students'’
learning and using of English and Swedish beyoedthssroom from the perspective
of the human activity system model (Engestrom 19889). Through analysing their
human activity systems and the most notable coictrads within them, the purpose
was to find out whether they can be characterisedgminantly as learners or users of
these languages beyond the classroom, what kiddfefences and similarities there

are between their activity systems in learning Eshghnd Swedish beyond the
classroom, and what kind of factors enhance, dricegheir learning of these languages
beyond the classroom, that is, why they are adiyeassive in learning these languages

beyond the classroom.

In this chapter, the findings from six case studvdkbe reported. Each case will be
looked at individually. First, the student’s selfaluation and some background
information will be provided. Next, the activitysgem in learning English beyond the
classroom will be described and an illustrationhaf student’s activity system provided.
In addition, the contradictions within the activétystem will be described. After that,
the activity system in learning Swedish beyonddiassroom will be looked at in the
same way. Finally, the differences and similaribesveen the activity systems are
described, and, a short characterisation of thitcp@ant as a learner or user of these
languages provided. After all cases have been thakan the final section of the

chapter, a summary of the results according togkearch questions will be provided.

The findings will be illustrated with extracts imnRish from the interviews. All extracts

are numbered and the English translations canu@fon Appendix 4.

The first two cases to be looked at will be Liisal &oope, who were mostly active
users of English and who had been motivated bynidgiculation examination to put
effort into learning Swedish beyond the classrosmwall. The third case to be
described will be Janita, who was an opposite hemparticipants of the study: for her,



61

learning Swedish was easier and more natural #emihg English. The fourth case

will be Kasper who had primarily used English oa thternet and whose mother’s
family was mostly Swedish-speaking. The last tweesaNetta and Toni, resemble each
other in that they both clearly expressed theisjesfor the English language, on the
one hand, and their dislike of the Swedish languagehe other hand.

6.1 Liisa: English daily, Swedish for the matriculgion examination

The first case to be looked at is Liisa. Liisa \@dsigh-achiever in English and Swedish
at school, as her latest marks at school in thresgubges had been 10. She had taken
the tests of English and Swedish as part of theicoddtion examination the autumn the
interview was conducted. Liisa was fairly confidenher skills both in English and
Swedish (see Table 3). However, she wanted to e confidence in her skills in
speaking in both languages, and, she pointed atietten though she was able to
handle basic situations in Swedish and knew a giegtof grammar and vocabulary,
she felt uncertain of her skills, because she ladth@ard much Swedish beyond the
classroom. In listening, by contrast, she was tbfellow what was said, and, in
English the fact that she has listened to the radiped her in listening comprehension.
Liisa, thus, connected her skills with how she tised the languages beyond the
classroom. In writing, she felt that in English stes able to use structures variably, but
she still wanted to become better. In both langaatpe felt that she was able to get the

main points when reading a text, and, thus wasspteavith her reading comprehension.

Table 3. Liisa’s self-evaluation of her skills

Speaking Writing Listening Reading
English 9 8 9o0r10 9or 10
Swedish 8 9 9 9




62

The structure of the activity system in learning Blish beyond the classroom

Liisa had used and encountered English througlkrifitmediating artifactsFirstly,

her encounters with English had included many #@&s/connected with entertainment,
such as watching TV shows and movies, listeningusic and radio programmes in
English, and reading articles and newspapers omtbmet. These encounters with the
media had been frequent, every day or at least @neeek depending on the activity, as

Liisa illustrates in Extract 1.

(1) ihan paivittéin ja monta kertaa, etta joskus kulemtéhan radiota englanniks. sita tulee ainakin
viikottain tehtya ja tietysti telkkaria paivittakatottua ja jotain nettiartikkeleita tai lehtia tuea
ihan paivittain.

Secondly, she had used English for communicatirtly kner foreign friends on the
Internet about once or twice a month. English heehtmost likely employed as a

lingua franca, because her friends were from Geymad France, for instance. She had
also talked with her relatives in the USA using @kyThirdly, her sister, who was
studying to become a translator in English, hadrofirought phrase books and novels
in English to Liisa and encouraged her to learnliEhg Thus, fourthly, books had been
an important mediating artifact beyond the classrdor Liisa. Altogether, the

mediating artifacts that Liisa had employed in learning had enabled her to be both a

recipient and producer of English.

Watching TV shows and communicating with foreigerids had been the most useful
mediating artifacts. They had had different funesiohowever: communicating with
friends had given Liisa more confidence, whereawaiching TV shows she had learnt
new things the most, for example, words. In addjtghe had learnt about the culture
and everyday life in English-speaking countriesMagching documentaries, cooking
programmes and TV series. When asked why TV shaadbken useful, Liisa also
referred to her auditory learning style: becauselsarnt best by listening, it was
possible for her to learn sentence structures arméa expressions from TV, as is
evident from Extract 2.
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(2) musta tuntuu et mun oma oppimistapa on semmoneafka)kuulokeskeine eli sielta jaa sitten
paahan, esimerkiks kieliopista niinku lauserakeateisimerkiks et mikd kuulostaa oikeelta.

When looking at theutcomeof learning, Liisa felt that she had really leagmglish

and, especially, vocabulary beyond the classrooorebver, Liisa felt that she had
been able to utilise at school what she had ldseyond the classroom and that she had
learnt vocabulary and cultural knowledge which badn necessary in the matriculation
examination as well. In fact, Liisa did not consitearning at school as sufficient. On
her own it had been possible to learn skills, sacidiomatic language, which had not
been possible to learn at school because of lacksolurces. She felt that it was
probably impossible to achieve the best marksemtlatriculation exam only based on
the learning at school, and, thus, learning orolaar was needed, as is she describes in
Extract 3.

(3) eihan se oppi tarttuis jos pelkastdan koulussasigétu) sen paria tuntia viikossa (...) et sitten
kun sita oppimista jatkaa koulun ulkopuolella ritesi ne tulokset vasta alkaa néakya ja just ei
ylioppilaskirjoituksissa varmaan niihin parhaisérvosanoihin paase jos pelkastaan silla koulun
opilla mennaan etta siella kylla vaaditaan aikgopesellaista omaa, omaa oppimista.

With regard to theules learning English beyond the classroom had betheraasy

for Liisa and it had occurred without consciousiyiag at learning, as a by-product of
everyday activities. Liisa often described how Esfgljust had stuck to her”, as is
illustrated in Extracts 4 and 5.

(4) Se on aika helppoo, se tulee aika itsestaan ksiltekee téllasia arkielaman juttuja ja viihdyttaa
elokuvilla ja tallasilla ni ei siin& ajattele etinpanyt englantia, se niinku tulee, tulee aika
luonnostaan.

(5) joo, totta kai, sita (englantia) tarttuu mediaska galjon.

However, learning beyond the classroom had hadrfesiof intentional or conscious
learning as well. For example, if Liisa had endeved new words when reading a
book, she had checked their meaning in a dictioaadyconsidered it a good way of

learning, as is illustrated in Extract 6:

(6) ja sitten jos esimerkiks lukee jotain kirjoja (..gtanniks ja jos siité tulee jotain vieraita sanoja
ja niita alkaa tarkastelemaan vaikka sanakirjassiitia oppii hyvin.
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Furthermore, Liisa felt that the foundation forrleag beyond the classroom had been
laid down at school and expanded later. If she f@dattended lessons at school, she
would not have been able to learn from TV, foramste, as much as she was learning at
the moment, and, there were many exceptions igrdm@mar, such as tenses, which she
had not noticed or internalised without school.tkRemmore, a great number of words

had been learnt at school, and Liisa said thatg tecause at school one had to study

for vocabulary tests, and in this way, emphasikedale of tests at school.

The objects and goais learning English beyond the classroom were cotauewith
Liisa’s future plans, achieving fluency and passhmgmatriculation examinatiohiisa
was sure that she would need English in the workie@nd everyday life. Her object
was to have as good as possible competence insBnglit she pointed out that she was
ready to invest only a reasonable amount of woik iBhe wanted to become fluent,

but recognised that it required effort. When askiedut what she did beyond the
classroom in order to reach her goals, she merdiozaing books and completing
homework assignments, but emphasised that leausnglly takes place without

conscious effort.

Thecommunityin learning English beyond the classroom includedsister, parents,
teachers, Finnish friends, foreign friends, andsidder sister had had a significant role
as a supporter and a provider of books and othé&grrabs in English. In addition,

Liisa’s parents had highlighted the importanceaniguage skills and encouraged her to
study also other languages than English and Swellighacts 7 and 8 show how Liisa

described the support from her family.

(7)  joo, ja mulla on semmonen kannustin etté sisko on myds, opiskelee englannin k&antajaks
han kannustaa koko ajan, tuo mulle aina kaikkipjdrja sellasta ni siind saa aina jotenki
itelleenki sitéa puhtia, puhtia sitten oppia.

(8) aitijaisa (...) jos on joskus tullut ep@ba etté en jaksa enaa opiskella, en osaa onsin
autettu sen mukaan etta jatkais eteenpain.

In addition, the teachers had encouraged studeigsatn English beyond the classroom
by advising them to take part in writing competiscand to watch DVD films without
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subtitles. The activities they had had at schoaladalso be continued and expanded at
home, such as watching documentaries and the TWssbbJamie Oliver. Thus, Liisa
perceived a connection between the activitieslaacand the activities beyond the
school. The Finnish friends had positive attitutbegards learning English, even though
they had not practiced English together. In addijtldisa had earlier had idols whose
Tweets she had read, and, in this way she hadfbesad to practice her English skills.
In sum, the community supported Liisa’s learningdrel the classroom in multiple

ways.

To sum up, Liisa’s activity system in learning Beglbeyond the classroom is

illustrated in Figure 4.

Mediating artifacts: TV, movies, music,
radio, Internet, foreign friends, sister,

books 4
Outcome:
vocabulary and
Goal/object: * cultural knowledge

Subject: Liisa - -

\ working life and

everyday life / fluency

L -~

il;leez'f learning Community: sister, Division of labour:
English, the parents, teacherg, speaking with foreign
foundation laid Finnish and foreign friends, teachers and
down at school friends, idols parents support, sister
brings books and

materials

Figure 4. lllustration of Liisa’s activity system iearning English beyond the classroom

There were no significawbntradictions because the different parts of the activity
system seemed to support Liisa’s learning beyoadldissroom: her free time activities
provided her with opportunities to use the language her goals supported learning. In
addition, Liisa was pleased with the connectiomien learning at school and beyond
the classroom: at school, she could make use dof stteahad learnt of English beyond

the classroom, and, she was also encouraged toEeglish beyond the classroom.
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The structure of the activity system in learning 8dish beyond the classroom

Liisa had used Swedish beyond the classroom lessEhglish. The most important
mediating artifacthad been music, newspapers in Swedish, TV, moaresradio.

Liisa had encountered the Swedish language inveyeay life about once a week and
mostly as a recipient. The most useful mediatinidgat had been music, because it was
mostly through music that she had encountered Shednd, furthermore, her auditory
learning style made learning from music easiessd_had learnt listening
comprehension and speaking by listening to muserbst. TV, in turn, had been
useful for learning speaking and culture, in therf@f royal weddings, for instance.
She had learnt reading comprehension the mostdayng Hufvudstadsbladet, the
major newspaper in Swedish in Finland. She hadiaarknow her own skills best
when she had had courage to speak Swedish whegllitigun Sweden, and these were
actually the only situations where she producedahguage, as she had never written
anything in Swedish beyond the classroom. Liisa avlisle uncertain of her skills in

Swedish, as can be observed from Extract 9:

(9) no joskus jos tulee kaytya vaikka ruotsisteilylla tai viikonloppureissulla ni ehka siindg
uskaltautuu kayttamaan sitad ruotsia vaikka niinkimerkiks kaupassa tai talleen nain ni siina
kylld huomaa sitten, omia rajojaan.

In order to prepare for the matriculation examiortiLiisa had put more effort into
learning Swedish beyond the classroom than ususitig.had searched for Swedish
music that she liked on YouTube, rent films, anchetmes listened to radio on the
Internet in Swedish. She had watched movies witHriends - for the purpose of
learning, in particular. In Extracts 10 and 11 &igescribes how she had prepared for

the matriculation examination.

(10) no ehka nyt ku oli yo-kirjoitukset ni niituli enemman satsattua niin ku koulun ulkopualell
siihen oppimiseen..

(11) no ma netista hain,, niinku ruotsinkielisifisieja ja kuuntelin youtubesta, sitten sen kaléttén
hakemaan enemman musiikkia mika sitten niinku inbéglytti, mink& tyyppinen musiikki, ni (---)
sitten vuokrasin elokuvia ruotsiks ja katoin nif@itaisin joskus ruotsia kuunnella
nettiradioistakin.
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Theoutcomeof learning consisted of what Liisa had learnttfoe matriculation
examination and what she had learnt overall. Uamdjencountering Swedish beyond
the classroom before the matriculation examinatiad helped her to “get to grips with
Swedish” and she had also learnt some vocabulamgrad, Liisa was slightly doubtful

of what she had learnt concerning the Swedish aggeyond the classroom. She felt
that she had learnt almost everything at schooharat she had learnt beyond the
classroom had merely reinforced what had already bearnt at school. However, by
listening to music she maybe had learnt word oathel pronunciation. Furthermore, she
had gained some fluency and confidence in hersslahd, thus, having at least some
contacts with Swedish beyond the classroom had medschool work easier, as is

evident from Extract 12;

(12) mmm, no, ma en tiid oonko ma niin hirveastian uutta oppinu koulun ulkopuolella ruotsista
mutta kylla se varmuus ja se sujuvuus, siita ortyéy8itten, et on ees vahan ollu tekemisissa
niinku koulun ulkopuolella ni helpottaa sitd koyléta.

Concerning theules learning Swedish beyond the classroom had béghtlgl
challenging for Liisa, because she had heard Swedtker little. She emphasised that
hearing Swedish required her own effort : thereewet may programmes in Swedish
on TV and she would not watch them merely for éatement purposes. Instead, if she
watched them, it would be more because of wanbrigdrn. She pointed out that in the
capital region of Finland it would be easier to geknow Swedish-speaking people. In
addition, she had not regarded as necessary to $@edish beyond the classroom,
because she had thought that it would be possibatn the language at school.
However, Liisa hoped that Swedish was more stropgdgent in her everyday life and
that there were more TV series on interesting tleeim&wedish, because it would
make learning Swedish beyond the classroom easiemare natural. Extracts 13 and

14 illustrate Liisa’s beliefs.

(13) noo, se on vahan haastavaa koska aika vahgan, tulee kuultua kieltd koulun ulkopuolelladet
ei tuu hirveesti ainakaan televisiosta tietddksa&inioishan kattoa jotain ruotsinkielisia kanavia
tietysti mutta niité ei ehka tuu katottua niinku @ntai siis silleen niinku iha muute vaan. et niita
kattois sit varmaan enemman sen takia etta tabpp& sita kieltd. ni se on vahan haastavaa koska
sitd ei itsestadn niinku hirveasti kuule ellei it ite.

(14) no ehka siihe ei 0o kokenu niin hirveeta titeveaikka se tietysti hyvin tarkeeta oiski, nigoki
sen on kokenut ettd sen kielen pystyy oppimaaltéidieulussaki vaikka se saattaaki olla vahan
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harhakuvitelma, mutta se ehké vaatis ehka jotemk@mman ponnistelua, ja, sitd oma-
aloitteisuutta sen kielen hakeminen et englangiguliin paljon enemmaén niinku itestaan etta
enemman on tarjontaa englanniks.

Concerningheobjectsandgoals Liisa thought that she would need Swedish in the
working life and that knowing Swedish would helgearning other languages. Her aim
was to get basic skills in Swedish and she dichagt a need for a high fluency.

The communityncluded family, Finnish friends and teachers. diisceived support
and encouragement from home, such as the subseoriptiHufvudstadsbladet. With her
friends, Liisa had watched movies in Swedish, btiterwise, they had not practiced
Swedish together, and, none of them made a speftoal to get in contact with
Swedish, perhaps, because of the limited suppligeoSwedish language, or, maybe,
because they simply could not search for matettiaswould interest them. Because
there was a great supply of the English languamyeeXample, in movie theatres,
English had been natural and Swedish had recenesddcond place. At school,
teachers had played music that one would prob#t#ytd listen in one’s free time as
well. They had also had visitors and teachers nadwaged to follow their life on the

Internet, for instance.

Liisa’s activity system in learning Swedish beydhd classroom is characterised in

Figure 5.
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Mediating artifacts: newspapers, TV,

movies, radio, r‘nusic, travelling, Internet Outcome: word
order,
pronunciation

Goals/object: *
Subject: Liisa -

> working life, learning other
\ languages through
Swedish, the matriculation
examination / basic skills

- -

Rules: hearing Swedish Community: teachers, Division of labour: support from
required her own effort, sister, parents, Finnish teachers and home (parents

almost everything learnt at ~ friends subscribed Hufvudstadsbladet),
school watching movies with friends before

the matriculation examination

Figure 5. lllustration of Liisa’s activity system iearning Swedish beyond the

classroom

Contradictionscould be identified. Firstlyprimary inner contradiction®ccurred

within Liisa as thesubjectof the activity system. Even though Liisa had bseccessful

in her studies, she was insecure of her skilladdition, even though she had a positive
attitude towards studying Swedish in general, stterfot had a need to learn Swedish
beyond the classroom, as she had felt that negessayuage skills could be obtained at
school. Secondly, there wassecondary contradictiobetween the encounters with
Swedish which Liisa had hathédiating artifactsand what Liisa thought she had
learnt putcomg. Even though Liisa had searched for opportuntbdsarn Swedish,

she felt that she had not learnt anything new.gstber, there were contradictions, but
it seemed that Liisa had somehow learnt to soleettAlthough she felt that learning
Swedish beyond the classroom had required effloetysas able to make use of the
mediating artifacts when she felt it necessaryhsaswhen preparing for the
matriculation examination. However, otherwise stienbt otherwise search

opportunities for learning, because it would haaguired extra effort.
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Comparison of the activity systems in learning Ergl and Swedish beyond the
classroom

There were differences, but also similarities befwkiisa’s activity systems in learning
English and Swedish beyond the classroom. FiratlpEnglish and Swedish were
encountered and used differently. What they hasbmmon was that movies, TV
shows, music and radio were employed to learn Batjlish and Swedish, and, Liisa
referred to her auditory learning style in bothgaages when choosing the most useful
mediating artifacts. However, tineediating artifactemployed in Swedish mostly
promoted receptive skills, whereas Liisa also poedEnglish. For instance, the
Internet was employed in Swedish for listening mdiree radio stations and music on
YouTube, but in English it was used for communieapurposes as well. Importantly,
the most significant difference was in how Liisagae#ved the mediating artifacts were
available. English was employed naturally for etaiement purposes, whereas
watching TV shows in Swedish would be for the psgof learning, not for the
purpose of enjoying. As a result, English was nydsthrnt as a by-product of everyday
activities and often unconsciously, whereas legr$wedish required more conscious

effort.

Secondly, Liisa thought that in both languageddlidation for learning had been laid
down at school, and, thus, she regarded schobkgsrimary context of learning.
However, regarding English she emphasised thatilggabeyond the classroom was
necessary for achieving good results, whereas gd& she had thought that learning
at school would be enough, even though she recedtit it might be a
misconception. In addition, in English she thoutait she had been able to expand her
knowledge beyond the classroom, whereas in Swédistd mostly reinforced the

knowledge learnt already at school.

Thirdly, there were differences in the role of thatriculation examinatiorgtommunity
andgoals Preparing for the matriculation had made Liisaub more effort into
learning Swedish beyond the classroom more thamalty, whereas the same was not

reported in English. In both languages, the comiguipported learning beyond the
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classroom, but foreign friends enabled communigatireal life, and the support and
inspiration from the sister was probably more digant regarding English than
Swedish, and she had not practiced Swedish witlfrieeids beyond the classroom. In
addition, Liisa’s objects in the two languagesehi#ld slightly. The object in English
was set higher than in Swedish.

Based on the illustration of Liisa’s activity systén learning English, she can be
described as an active user of English, who masttpnsciously, but also intentionally,
learns English through different activities whiale @art of her everyday life, thus
having features of a learner as well. In Swedikh,is mostly a learner of the language,

as she mostly was in contact with the Swedish laggudor the purpose of learning it.

6.2 Roope: listening and writing in English, occasnal encounters with Swedish

The second case to be looked at is Roope. Hid lai@dk in both English and Swedish
had been 9. He had taken the test of Swedish asfghe matriculation examination

the autumn the interview was conducted and theofdShglish would be the following
spring. Roope evaluated his skills to be bettétnglish than in Swedish (see Table 4).
He was pleased with his skills in the English laanggy but he thought that he should
develop his skills in listening comprehension. Rartnore, speaking was sometimes
demanding, because he had not often faced sitsattbere he would have needed to
speak, and, in addition, the themes of the disounssiould not be known beforehand.
Writing was easier, because, having time to thimkidéed using more complex
structures. In Swedish, he felt that the differebeveen speaking and writing was not
as significant as in English, but writing was easie€Swedish as well. Importantly,

when evaluating his skills, he also referred torttegks he had been given at school: he
pointed out that his skills in English would eararn9, because it was the mark he had
usually been given at school, and, his evaluatfdnsoskills in listening comprehension
in the Swedish language was based on his achiexem#re matriculation

examination.
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Table 4. Roope’s self-evaluation of his skills

Speaking Writing Listening Reading
English 8 9 8 9
Swedish 8 8 7 8

Activity system in learning English beyond the ctaisom

Roope had employedediating artifactsvhich had enabled him to be both a producer
and a recipient of English beyond the classroorhhbihad not often spoken the
language as his encounters had involved mosthniisg and writing. He had learnt
English the most from TV, because the majorityhaf TV shows he watched, such as
the Friends, were in English. In addition, Roopéehad read different kinds of texts and
music reviews on the Internet, and communicateBamebook with his foreign friends,
from the Nordic Countries and Japan. In additioththree most important mediating
artifacts, that is, TV, the Internet and foreigiefids, Roope mentioned playing the
Alias game in English with her sister, helping ietg who had asked for the directions

on the streets and learning English from the books.

When asked about tfeitcomeof learning English beyond the classroom, Roope
answered that he had mostly learnt pronunciati@hpdmases. He emphasised
especially the role of TV in learning pronunciatiamd thought that he had mostly
learnt pronunciation from TV, as is illustratedERrtract 15.

(15) (---) no varmaan just naista telkkariohjiita ni just se &antaminen siit se varmaan dtkalp
tulee et vaik koulussa sité opetetaan ni kylla sifé kuulee niin paljon telkkarissa esimerkiks et
siitd sen varmaan eniten ottaa sen adantamisen .

Roope had also learnt listening comprehension laadeiatures of the culture in
English-speaking countries from TV, and, improvesidkills in reading comprehension
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and writing by reading texts on the Internet. Hegre he had had opportunities for
speaking merely with a Japanese exchange studeomWRoope met in connection
with hobbies. Speaking with him had helped Roopentmwv what he actually could do

with the language and where his limits were.

However, Roope was doubtful about thécomeof his learning in writing skills and

for the matriculation examination. He had writtemunents in English on Facebook,
but was not sure about whether he had learnt argjtbr, if he merely had used what
he had learnt already earlier, and, thus, he regeaiftese activities as rather
insignificant for learning, or, perhaps he hadmeaiised that they had possibly involved

learning as well, as Extract 16 shows.

(16) (---) sita on tullut niité jossain faceboolkidsrjoiteltua mutta siina nyt ei ehka oo ihan kgt
oppinut valttamatta, etté siina nyt on sitten kéiytanitd on sattunu osaamaan.

Furthermore, Roope was doubtful about what he éaht beyond the classroom
concerning the matriculation examination, becabhseskamination was focused mostly

on grammar, which could better be learnt bettexchbol, as is illustrated in Extract 17.

(17)  (--) se on kuitenkin semmone kielioppinudteine ehka se yo-kirjoitus ja niita kieliopgiuja
ehka sit koulussa enemman tulee ku muualla siyti ke varmaan koulussa paremmin (---)

Concerning theules learning English beyond the classroom had bedy &asy for
Roope, because the language was present everyaindreonsequently, he could not
avoid learning it. At the same time, using Engligyond the classroom was more
demanding than at school, because it was more @apeotis, but something that he
could learn a lot from. Beyond the classroom heluke theoretical issues learnt at
school, such as grammar and most of the vocabuixtyact 18 illustrates Roope’s
beliefs about how learning English beyond the ctams differed from learning in the

classroom:
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(18) no just tietenki sillei et ei oo niin paljeoriajuttuja ni siind just niinku kaytetdan aimita on
koulussa oppinut, (---), pitda ite tehd enemmargllaan, niinku just siind puhumisessa, etta ku ei
mitaan tiettya tilannetta vaikka niinku koulussangt puhukaa tasta vaan pitéé niinku ite puhua
misté nyt sattuu sitten puhumaankaan, se on ehkEnvdemmosta vaikeempaa, mut samalla siina
ehka oppii sitten paljon.

Roope’sgoalsincluded the need for English in the working Bified in personal life
when communicating with friends and travelling aatpand hi®bjectwas to achieve
language skills which were as good as possiblevéteplanning to work in the field of
business or communication, and was ready to patteffto learning to understand and
write English in the future, however, speaking wasst difficult. He had not yet
consciously put much effort into learning Englighybnd the classroom in order to
reach his goals, apart from sometimes watching ids without subtitles for the

purpose of learning.

Thecommunityincluded teachers, sister, parents and foreigndseRoope was pleased
with the support he had received from his teach#vey had encouraged the students to
learn and get into situations where they might rieeglish, but not interfered too much
with what they should do in their free time. Roapparents wanted him to learn
English and his sister had given advice for therimaation exam. With foreign friends
he had had opportunities to use English. All himish friends had positive attitudes
towards English, and, actually, many of them com®d learning at school too
theoretical and longed for more speaking, and,, teferred independent learning.
Roope did not have any specific idols who wouldenbhad an effect on his learning, but
he had read the lives of interesting sportsmemigligh in Wikipedia. When looking at
thedivision of labouy Roope took the initiative, and, the community ooty supported
but also made Roope to use and encounter the lgagocemmunicating with foreign
friends forced him to use English and his sister &sked him to play Alias, for

instance.

In sum, Roope’s activity system in learning Engliyond the classroom can be

illustrated as in Figure 6.



75

Mediating artifacts: TV/Internet/foreign

friends/books/Alias with sister Outcome:

4 pronunciation,
phrases

Goals/object: *

> work and personal

N life / skills that are

as good as possible

Subject: Roope

L

- -

Rules: learning English ~ Community: teachers, Division of labour: teachers

sister, parents, foreign support, parents want him to

and Finnish friends learn English, sister gave tips
for the matriculation exam and
played Alias with him,
communicating with foreign
friends

both easy and
demanding, grammar
and most words learnt at
school

Figure 6. lllustration of Roope’s activity systemleéarning English beyond the

classroom

The different components of the activity systempuped Roope’s learning beyond the
classroom, busecondary contradictionsould be observed betwettie mediating
artifactsandthe outcome of learnindRoope had used and encountered English in many
ways, but he was uncertain of what he had leamthi® matriculation examination,
because it had mostly focused on grammar. In anhdikie did not value his experience

of writing English on the Internet as learning.

Activity system in learning Swedish beyond the sla®m

Roope had seldom encountered or used Swedish evérgday life, perhaps once in a
half year and mostly as a recipient of the langusigedid not usually speak or write
Swedish, but sometimes heard it on TV or read itheninternet. The situations where
he had spoken Swedish were limited to the trifSweden, but he had used English
there as well. He had written Swedish beyond thestbom only once: when writing a
comment to a Swedish person on the Internet. Ilaik@h he had not often encountered
the Swedish language and had never been asketefdirections in Swedish, for
instance. However, he had played the Alias gamdrauito speak Swedish with his

sister. In order to prepare for the matriculati@araination, Roope had watched
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cartoons in Swedish. Altogether, Roope pointedioait the Internet and TV were the
only mediating artifactshrough which he had actually learnt Swedish, bsedis
contacts with Swedish were scarce otherwise, évaugh he had Swedish-speaking

relatives, for instance, as he describes in Extract

(19) ruotsinkielisia lehtia saatavilla mut eitodlu hommattua sellasia, eikd oo mitaan kavereita
sukua, no sukulaisia ois, suomenruotsalaisia, imitteen kanssa oo hirveesti tullu oltua, ja nekin
kuitenkin osaa suomea ni ei 0o tullu puhuttuakaasemmosta, ei vaan semmosia tilanteitakaan
oikeen tuu.

Consequently, Roope felt that thetcomeof learning beyond the classroom had not
been significant, mostly some separate words aaggs that he had been able to make
use of in the conversation exercises at schoolhandas also doubtful about his
learning for the matriculation examination. Howeves had learnt reading
comprehension by reading Swedish web pages and eataran YouTube videos. He
had also improved his listening skills by watchaagtoons, and, learnt about the culture
when visiting Sweden and by watching TV and newmd@rning the matriculation
examination, his sister had advised him to reachgrar and prepare for the themes,

such as visiting a doctor, which may be in thegassents in the exam.

Thus, with regard to theules Roope felt that he had learnt almost everythimguathe
Swedish language at school, all grammar and mostsyfor instance. Extract 20
shows what Roope answered when asked about winaichiearnt at school:

(20) no, about kaiken. ((naurahdus)) ei sitéd®sti oppinu siella muualla, ni varmaan ne kad«ki
melkein koulussa tullut, tietenki kaikki kieliopja suurin osa sanoista. (---)

Roope regarded learning Swedish beyond the classasaather demanding, as there
had not often been situations where he would haeeled the Swedish language.
However, he pointed out that if one wanted to legrtmere would be no obstacles for
it, as materials in Swedish were easily availablg,he had not regarded learning
beyond the classroom as important for himself #metefore, he had not put much
effort into it. Extracts 21 and 22 illustrate théxsdiefs:
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(21) no aika, vaikeeta, silla tavalla ku sersiadilanteita ei tuu hirveesti missa sita tanttigtta sité

haluais opiskella, ite ei 0o ehka niin tarkeenanyéikita sitten. et sité ois ruvennu sen enempaa.

(22)  (--) ku sita suomessa kuitenki jossa@mpgpuhutaanki ja suomalaiset kaikki on sita jomktran
opiskellu ja jokainen sita jonku verran osaa riesitsemmosia lehtia ja kirjoja ois helposti
saatavilla ja on ruotsinkielinen kanava ja radiakaa et kylla sité voi niinku kuulla ja lukea ja
vaikka mita jos haluaa.

Roope was not sure about whether he would nee8wieelish language in the future,
but he thought that it would be useful when tramglin Sweden and that being able to
speak Swedish would make a good impression in tdr&place if there were Swedish-
speaking people. He also said that people paytatteto the mark in Swedish in the
matriculation examination, but was not sure whethereant that the Swedish language
was needed. Extract 23 illustrates how Roope wasrtain of the role of the Swedish

language in his future, even though he could sedémefits of it as well.

(23) jaa, paha sanoo, saattaahan sité jodsdliaihan siité jotain hyotya on etta sitd on kay@y) yo-
numero katotaan mutta eihén se nyt periaatteedszittaet sité tarttis missdan mutta jos nyt
joskus tulee taas ruotsissa kaytya kylla sita&ietika tarttee ja voihan sité jossain kyllahan ehka
jonkinnéakdisen vaikutuksen jos sitd osaa jos vaikikauotsinkielisia ihmisia jollain tydpaikalla
tai jossain ni osais sitten niien kanssa puhuusiaogi siitd varmaan haittakaan oo mutta ei sita
oikeen voi tietda tuleeko semmosia tilanteita.

Roope’sobjectwas to get good “basic” language skills in Swedisd he did not aim at
a “perfect” command of Swedish, but he pointedtbat he wanted to know it better
than Finns on average. He had not put conscioost @fto learning Swedish beyond

the classroom in order to reach his goals, bedaa¢ed felt that he did not have energy

for it, in addition to learning at school.

Thecommunityincluded sister, parents and teachers. His sigteparents had been the
most important people in learning Swedish beyomrdctassroom. His parents had
encouraged Roope, and he had had a chance toraskvioe from them and his sister.
Teachers had also encouraged him. Some of higifierre not interested in learning

Swedish, whereas the others were, but, he hadractiged Swedish with his friends.
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To sum up, Roope’s activity system in learning Ssletbeyond the classroom is

illustrated in Figure 7.

Mediating artifacts: TV, Internet, travelling,

playing the Alias game with his sister, cartoons Outcome:

separate
words or
phrases

Goals/object: *

Subject: Roope - travelling in Sweden,

\ making a good impression

on a workplace / good
basic skills

F

¥

- -

Rules: learning Swedish o Division of labour: sister and parents
Community: had helped him and answered his

te.achers., pa}rents, questions, teachers had encouraged
sister, Finnish

friends

would require his own
effort, almost everything
learnt at school

Figure 7. lllustration of Roope’s activity systemleéarning Swedish beyond the

classroom

There weresecondary contradictionsithin Roope’s activity system in learning
Swedish beyond the classroom. Firstly, there wsecandary contradiction between the
use ofmediating artifactsaand therules of learningbecause Roope knew that there
were many mediating artifacts available for leagn8wedish, but he had not made use
of them, because learning Swedish beyond the casshad not been important for

him and he had not had energy for it, in additmse¢hoolwork. Secondly, there was a
secondary contradiction between thediating artifactsand theoutcome of learning
because even though Roope had prepared for theutation examination beyond the

classroom, he was doubtful about whether he hadtlaeaything.

Comparison of the activity systems in learning Ergl and Swedish beyond the

classroom

With regard to the use ofiediating artifactsRoope had had significantly more
encounters with English than Swedish. He knewttie would be affordances to use
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Swedish, but he had not actively made use of thiewas probably because he had not
considered it important and learning Swedish abschad caused enough work.
Secondly, in both languages, TV and the Interneewenployed. However, in English,
the Internet was used more for communicative pwposven though Roope was aware
of the opportunities for communicating in Swedishagll. Altogether, the encounters
with English enabled producing the language, esfigcivriting, whereas in Swedish
the scarce encounters were mostly receptive, rgamtifistening. However, there were
not many opportunities for talking either of thadaages, and, as a consequence,
Roope found speaking difficult in both languages.

Concerning th@utcomeof learning, Roope felt that in Swedish he hag/ dadrnt some
separate words and phrases, whereas he point¢lbbiie had learnt the pronunciation
in English especially from TV, not from school atf)s, the learning beyond the
classroom had been significant for him. Howevehoth English and Swedish, Roope
was doubtful about the outcome of learning conegrtine matriculation examination,
which was probably due to his beliefs about theartgmce of grammar in the

examination.

In addition, there were differences in th@alsandobjects Roope regarded English as
important for his future career, whereas he wasum of the need for Swedish, even
though he did not consider it totally useless eithreaddition, the object was set higher
in English. What was in common was that in botlglaages Roope denied that he
would intentionally put much effort into learningyond the classroom in order to reach
his goals. However, Roope pointed out that he stlidiso German, but English and
Swedish were his strongest languages. Thus, hedtigdiad a positive attitude towards
learning them also beyond the classroom, becaesththat he could make progress
in them promoted his motivation, as is illustraitedxtract 24.

(24) enkku ja ruotsi periaatteessa on niinka diglppoja kielia, senkin takia niita vois niiténhiu
opetella télleen koulun ulkopuolella itekin (--{itenkin ruotsissa ja enkussa ois niinku
mahollisuuksia kehittya niinku aika hyvin.

In sum, Roope had encountered and used Englislamny mvays beyond the classroom,

for entertainment and communication, even thoughateseldom spoken it. He felt that
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learning beyond the classroom had been usefuéXample, for learning pronunciation,
but he can mostly be characterised as a user ¢dnigeage, Concerning Swedish,
Roope can be characterised as a learner when here@ering for the matriculation
examination, whereas he usually was a recipiettiefanguage, who did not often
actively search for opportunities to use and entaudwedish.

6.3 Janita: more confidence in skills in Swedish #n in English

The third case to be discussed is Janita, whorddféom the other cases, because she
had a more positive attitude to Swedish than tdiEimgHer latest mark in English had
been 8 and in Swedish 9. She had taken the t&teflish as part of the matriculation
examination the autumn the interview was conduatetiwas going to take the test of
English the following spring. She had more confioeem her skills in Swedish than in
English (see Table 5). She emphasised her diffattitiides and beliefs considering

these two languages, as is illustrated by Extract 2

(25) (---) mul on jotenkiin nii eri suhteet naihin kiietta se on ihan hassua.

Especially, listening comprehension was more difficn English than in Swedish. In
addition, she had more courage in speaking Sweldahspeaking English: even
though pronunciation was not difficult in Englishywas sometimes demanding to

express herself spontaneously.

Table 5. Janita’s self-evaluation of her skills

Speaking Writing Listening Reading
English 8 8 6or7 8
Swedish 9 8 9 9
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Activity system in learning English beyond the cémeom

Janita had not used English much beyond the classrprimarily, when talking with
her godson’s father and in connection with her lypldlancing. She had at least once
been asked for the directions in the street in iEhgbut, usually, she had not faced
situations like that, and, as a reason for thafpsbeided the location of her home in

Central Finland, as can be seen from Extract 26.

(26) kuitenkin taalla ku ollaan keskisuomessain@alla valttamatta tuu niin helposti, ei seltétsin
ettd englanninkielisia ((tilanteita arkielaméassa))

Furthermore, Janita had seldom read any kindsxts te English, but she had
sometimes watched movies with English subtitleslmteined to music. In addition, she
had occasionally chatted with her foreign friendglee Internet in English. Altogether,
the situations where Janita had used English hed searce, but they had enabled her

to be both a producer and recipient of the language

When looking at theutcomeof learning beyond the classroom, Janita felt shat had
not learnt much. She compared herself with henfi$e who had learnt more English in
connection with their free time activities, watafpimovies and playing computer
games. She described how English had always b#euldifor her, because her
teacher in grades 7-9 had not focused on teacheng/i¢aker students. As a result,
Janita had lagged behind in learning English, arngtades 10-12 she had been forced
to study hard in order to keep up with the othgrsdading revision books and
rehearsing with her little sister, for instancee $fad also bought a grammar book.
Thus, also the books which were connected with@ackerved asnediating artifactsn
her learning beyond the classroom. In additionitdamas doubtful about whether she
had learnt anything for the matriculation examimatbecause it was more focused on
the theoretical aspects of the language, which werdied at school more. However,
she thought that listening to music had been goadtige for the listening
comprehension test, and, when practicing readingpeehension part she had been able

to remember some words from songs.
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Even though Janita felt that she had not learntmiitrglish, she recognised that she
had learnt pronunciation and expressions which wezaningful for her: necessary
words connected with dancing and everyday langaagdeslang from movies. She had
learnt words the most by listening to music. Ateahshe had been able to make use of
the vocabulary in listening comprehension exerc¢ifgexample. Altogether, she
appreciated the situations where she had learn¢tbamg, and, they had created

positive emotions, as Extracts 27 and 28 illustrate

(27) tietysti aina sillon kun joutuu kohtaamgankun kanssa ja puhumaan englantia ni tottaikans
niissa vahan aina kuitenki oppii sillei.

(28) ku on kuullut jossain elokuvissa ku jotkuthuu ni saattanut napata jotain sanoja siitéittin
kuunnellut kun ne tanssinopettajat kertoo meillakui jotain kehoon liittyvia juttuja ni niistékin
on saanut aina semmosen hyvan kun on ymmartangtmaipuhuu ni se on ollut tosi kiva.

However, when Janita was asked about where shiehad to know what she could in
English, she mentioned situations where she hadewher own limits, as can be seen
from Extract 29. It also illustrated how the insetyuof her skills seemed to be an
important factor in her learning, and, how she tiedit she should put more effort into

learning.

(29) ehka niissa tilanteissa ku ei ymmarra nistaia taas ettd omat taidot ei 0o niin hyvat @ etku
asia jad epaselvaksi ni se aina harmittaa, pitéserén ite opiskella.

Janita’s beliefs about her poor skills in Englisim @lso be seen in thales of her

activity system: learning English beyond the classr was rather difficult. She felt that
she had not been active enough in searching opptesifor learning, which, in turn,
depended on her feeling of not being good at Engsée felt that her free time
activities did not support learning English, as ditenot like playing games, watching
movies or reading newspapers in English. She poiot¢ that she should start watching
movies, for instance, in order to prepare for tregrioulation examination. Extract 30

illustrates these thoughts:

(30) no se on aika vaikeeta. tai se tietygiptiu paljon siitd miten aktiivinen ite on mutta t# en oo
koskaan joutunu tai en oo koskaan tykanny pelatg@missa on englantia tai tykanny lukee
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lehtia tai mitdan just sen takia ku tuntuu ettéiteo niin hyvéa englannissa niin sitte on se niink
aika vaikeeta ainakin mulle ollut mut jos ite oktilinen ja kattois elokuvia ja kaikkee mita
varmasti pitaa ruveta tekemaan nyt ku kevaallaigaitukset ni oppis sitaki kautta (---)

At school Janita had learnt grammar and a greatodeacabulary, such as words
connected with art and science. She regarded Huobkcontext as the primary context
for learning: important things had been learntchio®l, whereas everyday and practical
language had been learnt beyond the classroors easdent from Extract 31:

(31) no se on ehkd enemman semmosta arkipaijgktytannollista mité oppii koulun ulkopuolella
ku koulussa kaydaén just naa kieliopit ja mikankéetd mutta se on enemmaén sitten semmosta
elamaa mita oppii koulun ulkopuolella.

Janita’sgoalswere connected with her need for English in tharkitShe was
interested in politics and influencing other peoperobjectwas to learn to speak
English effortlessly and naturally, without stregsabout it. Therefore she felt that she
should put more effort into learning beyond thesstaom, for example, by watching
movies without subtitles or with subtitles in Emsjij or by taking part into international
activities where she would a chance to speak BngHswever, she pointed out that
there were time constraints as well, and learningliEh required more patience than

learning Swedish.

Thecommunityincluded Janita’s godson'’s father, Finnish friertdachers, parents and
visiting dance teachers. The most important pefopl@anita had been her godson’s
father, and a Finnish friend of hers who had sentéxt messages in English in order
to give her practice in the language. Altogeth@mish friends supported her learning
in many ways: they had watched a movie togethealme of the language, her friends
had helped her with her homework and a friend o$ had translated lyrics for her. Her
family, in turn, had not especially encouragedihdearning English, but Janita thought
that there had not been a need for that eithegusecshe had always been determined
herself. The teachers at school had encouragedrgtitb learn English also beyond the
classroom, but, had not given any concrete insoust Instead, the text books often
provided recommendations about interesting booksaxies. However, Janita pointed

out that more support from the school might beuwlsehd, teachers could suggest
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translating lyrics or watching movies which havegaage that is easy to understand, as
it was difficult to get started with movies whiatcluded special vocabulary, as is
described in Extract 32.

(32) oishan se ihan hyodyllista jos vaikka ogattenemman kannustais vaikka et lahde liikkeglia,
yritd suomentaa biiseja, tai katot naita helpptpieria koska se on vaikeeta lahtea niinku
katotaanpas harry potteria ku sit ei ymmarré sanaghikkee tylypahkaa ja mita kaikkee muuta
siella on.

In addition, she mentioned the language workshogamised at her school, where
students had an opportunity to get help with theimework or do listening
comprehension exercises, or anything that may pretheir own learning. Janita had

not yet participated in it, but thought it might bseful as well.

To conclude, Janita’s activity system in learninggsh beyond the classroom is

characterised in Figure 8.

Mediating artifacts: godson's father, Finnish
friends, visiting dance teachers, music, movies,
books, foreign friends, Internet

A

Outcome:
pronunciation,
Lo . . expressions,
Subject: Janita Goals/object: *Vocabulary
o politics / speaking
\ 7 English effortlessly
¥

- -

Rules: learning English Community: Division of labour:
difficult, grammar and a godson's father, ) . : )
great deal of vocabulary Finnish friends, Wat.chmg movies with friends,
learnt at school (e.g. art, visiting dance a fr1end. sends text messages
science) teachers, teachers, in Enghsb, more support from
parents school might be useful

Figure 8. lllustration of Janita’s activity systemlearning English beyond the

classroom

Contradictionswere identified. There wasprimary inner contradictionvithin Janita
as thesubjectof the activity system: she recognised the impmeeof learning English

beyond the classroom, but she did not put enougit @fito it, because she felt that
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English was difficult for her. In addition, shetféhat her free time activities did not
support her learning, even though she had visdangce teachers, her godson’s father
and friends as social resources. There was alsonany inner contradiction in how
Janita perceived the support from her teachershatod. they had encouraged her, but,
perhaps, in a wrong way, because they had emplogedemanding materials. In
addition, there waa secondary contradictiobetween theutcomeof learning English
for the matriculation examination and the naturenefliating artifactsbecause Janita
found the examination theoretical and, therefararring at school was the most useful
way of preparing for it, instead of preparing foon her own.

Activity system in learning Swedish beyond the sla®m

When Janita was asked if she had used or encodrii@&redish beyond the classroom,
she mentioned, at first, the location of her hom€entral Finland as a factor which
had restricted learning, and, especially, oppotiemior speaking. However, she had
had contacts with Swedish-speaking people alreadg she was small, as her
childhood neighbours had been Swedish-speakingedd@r, her participation in the
youth council in her home town and her hobby wiieey sometimes had had Swedish-
speaking dance teachers had enabled her to hatectowith Swedish-speaking people
about four times a year. In addition, she had Sstedpeaking friends in Finland,
whose Facebook status updates she had read alweuincaweek or two. Furthermore,
she had sometimes ended up watching TV shows,aBtJU-klubben on FST5 and
listening to the radio, YLE Vega. She had alsodhad in Sweden. In order to prepare
for the matriculation examination, she had watdedMoomins, listened to Swedish
music and sometimes talked Swedish with her Firgpdaking friends. Extracts 33, 34

and 35 illustrate Janita’s contacts with the Swethsiguage:

(33) (---) tuntuu et ku jyvaskyla on niin keskelidikkee et taalla ei tuu niin puhuttua ei mita@én&aa
tai ruotsia, mutta ehka kun ma kuulun nuorisovataan, ni sitten meil on semmosia tapaamisia
mis on my@s suomenruotsalaisia. (---)

(34) (---) meilla kay just noita (---) vierailevi@pettajia niin nekin saattaa siind keskendan pubhotisia
ja siind tulee ymmarrettya ja valilla voi itekinrkonentoida jotain. on mulla yks
suomenruotsalainen kaveri joka saattaa niinkuljagtaa jotain jag saknar dig, ja ite on sillee,joo
kuin my@s.

(35) (---) ehka joskus radiosta ku selaa kanawdtaa tulla vaikka joku yle vega tai just ku katjotain
vaikka BUU-klubbenia valilla,vaan sattuu kanavaliggg--)
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Thus, Janita was mostly a recipient of the languagder encounters with Swedish
involved mostly listening and reading. However, shete to her friends on the Internet
and also spoke sometimes, even though not often.

As Janita had used the Swedish language more thglisk beyond the classroom, she
felt that she had also learnt it more. Moreoveg, Ishd had a better teacher in Swedish
than in English in grades 7-9, and, therefore Jémmming had been effective right from
the beginning. In addition, she felt that everybads supposed to know English,
whereas in Swedish some students were weakerhawithg a good command of

Swedish gave her confidence.

When looking at theutcomean greater detail, Janita had learnt especiallyysiay
vocabulary from Facebook profile updates and fromsé@ries. Concerning the
receptive language skills, she had learnt readimgpcehension by reading Aftonbladet
or other newspapers when travelling in Stockholnal, &y comparing the safety
instructions in Swedish and Finnish on the cruteeStockholm, and listening
comprehension mostly from TV, the radio or songSwedish. Furthermore, she had
learnt about the culture in Sweden by visiting 8tamdm and by watching the news. In
productive skills, she had not had many opportesitor speaking, but writing with
Finnish Swedish-speaking friends on the Interndtlieen useful because she had
received instant feedback on her production (Ex3&J:

(36) no valilla just jos vaikka kirjoittelee @menruotsalaisten kavereiden kanssa ja miettiimjdku
asia sanotaan ruotsiks (---) kyl se toinen ainan@ni@é ja sanoo sitten suomeks hei toi ei menny
oikein, pitas olla tolleen noin. ehka niissa sitteoppinu enite. kirjoittelee sellaisia pienia
arkipaivaisia juttuja ni niissa.

Encounters with Swedish had further reinforceddugrfidence in her skills in Swedish.
She had often remembered words in Swedish, bunrienglish. At school, she had
been able to make use of the vocabulary, sugioath counciland other difficult words
in Swedish learnt beyond the classroom. Concerthi@gnatriculation examination,

Janita had learnt especially listening comprehensimrds and phrases, and, she felt
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that especially the fact that she had heard Swdxsligbnd the classroom had helped her

in the listening comprehension test.

Therulesfor the learning were formed by beliefs that Jahad about ease or difficulty
of learning Swedish beyond the classroom and byt Waa been learnt at school. Janita
said that because English was present everywleamihg it would be easier than
learning Swedish. However, she emphasised thaitmlanguages, English and
Swedish, much depended on her own effort: if shet@hto learn the languages it
would be possible, even though encountering anthuswedish was more difficult in

Central Finland than in the capital region (EXtr3ic}:

(37)  kylla nyt ruotsiakin jos ite viiittii vamalukea tai kuunnella ni kylla sitd oppii, mut sdraa se on
englannissakin, jos ite viittis jotain teha nisittppis mutta on se nyt varsinkin taalla
keskisuomessa niin paljon hankalampaa ku vaikkéai@unkiseudulla missa siihen kuitenkin
térmaa paivittain. ettd etta. siella kuitenkin Kaikyltitkin on monella kielella mutta taalla ku.ei

Janita had learnt practical and everyday aspe@svetlish beyond the classroom,
whereas at school she had learnt grammar and tthiagsvere necessary in the
matriculation examination. She had also learnthbsl idioms and phrases which she

had not realised otherwise, as they were diffaredifferent languages.

The goalswere connected with her desire to use the Swéalgjuage also in the future
and hemwbjectwas to get language skills which enabled her toaga in everyday life.
She felt that she would manage well also in an etezre the skills in Swedish that
were above average were needed. In order to readjolls and object, she had tried to
maintain her skills in Swedish also after the nealation examination by reading
newspapers on the Internet, for example. Extra¢ti@lights also the importance of

the matriculation examination:

(38) (---) varsinkin nyt ku ei enaa lukiossarootsia, ni koittaa pitaa kuitenkin kielitaitoa &hylla (--
-) et ny ei kaikki meee hukkaan mita on pantanrksgit varten hirveen innokkaana (---)
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Janita’s community consisted of her Swedish-spegkiands, childhood neighbours,
parents, sister, Finnish friends and teachers.mds important people had been
Janita’s Finnish Swedish-speaking friends and h#dltood neighbours who had
spoken Swedish as well. Her teachers had for instancouraged the students to get a
job in Sweden via the Nordjobb-organisation. Jasii@her had not studied Swedish at
school and sometimes pointed out that Swedishsab@ol subject was not necessary,
but it had not had an effect on Janita who likeel$fwedish language. Janita, her sister
and mother had sometimes also used Swedish aseh Iseguage. Janita had talked
Swedish with her Finnish-speaking friends in ortdepractice for the matriculation

examination, but otherwise their attitudes varegély.

In sum, Janita’s activity system in learning Swhdsyond the classroom is

characterised in Figure 9.

Mediating artifacts: youth council meetings, visiting

dance teachers, Swedish-speaking friends in Finland,
Internet/TV/radio/newspapers/travelling/music

Fy Outcome:
vocabulary,

Subject: Janita Goals/object: walp- listening
comprehension

desire to use
\ Swedish also in the

future / good skills

L 4

Division of labour:
communicating with Swedish-
Swedish-speaking friends in speaking friends, Swedish as a
Finland, Finnish-speaking  secret language for Janita and her

Rules: much depends on Community:
her own activity,
grammar and aspects that
are necessary in the

matriculation friends, parents, sister, sister and mother, teachers have
. teachers encouraged her

examination learnt at

school

Figure 9. Janita’s activity system in learning Sishdeyond the classroom

There were no observabt®ntradictions Even though Janita pointed out that much
depended on her own activity, her contacts with @stespeaking people engaged her

in learning Swedish. Furthermore, her confidendeenskills supported her learning.
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Comparison of the activity systems in learning Ergil and Swedish beyond the

classroom

As Janita herself pointed out as well, her perosgtiof learning English and Swedish
beyond the classroom differed. Firstly, the mogtontant difference was that Janita
had better confidence in her skills in Swedish timBnglish. Her judgement of her
skills in English was based on her experienceslaiad and on comparing herself with
her friends. The discussion in the media aboutifefulness of playing online games
for learning English could be observed in Janitebefs: that she had not played games
like many of her friends was one of the reasons lwhgning English had been difficult
for her. Furthermore, the situations where shedmmuntered English had made her
recognise her limitations, whereas the encountéts Swedish had reinforced her
confidence in her skills. She also emphasisedadtation on her home in central
Finland as a factor that hindered learning in batiguages. However, importantly, in

both languages, she emphasised that much dependet own effort and will.

Secondly, Janita felt that she had learnt more &keatlan English beyond the
classroom. However, in both languages, she hadtleapecially vocabulary that was
needed in everyday life or that was somehow cordegith her interests. At school, in
turn, she had learnt grammar and things that wecessary in the matriculation

examination.

Thirdly, thecommunitysupported Janita’s learning in both languages, kewéehe
support from the Finnish-speaking friends and flmme was even stronger for the
English language. For instance, her friends hapdaeher in learning English in many
ways, but in Swedish, the support from Swedish4spgdriends had been more
important. She had also encountered negative @sttowards Swedish from her

friends, as is evident from Extract 39.

(39) (--) osa on niinku sita just et kavin pHiset kurssit, keskiarvo on vitonen ja en varmpshu
sanaakaan enaa. Just se mun kaveri joka pista@ragtenninkielisia tekstiviesteja ni vaikka ma
vastaisin sille ruotsiks ni ei varmaan vastais ené#ie sen jalkeen, on niinku silleen et ruotsia El
El, El, ei todellakaan halua puhua. (---)
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In sum, Janita had used English beyond the classhbmih as a producer and recipient,
but the situations had been scarce, and becauskdshet have confidence in her skills,
she had often not actively searched for opportesiid learn. She actually wanted to
become a more active learner of English. In Sweamsturn, Janita had confidence in
her skills, and she used Swedish because of héaaten In both languages, Janita was
both a learner and a user, because she needethtjuabes in her activities, but also
intentionally aimed at learning. However, altogeflsiie had used the Swedish

language more than English.

6.4 Perttu: English on the Internet and listening to Svedish-speaking relatives

The fourth case to be discussed is Perttu. Histlatark in English had been 8 and in
Swedish 8. He was going to take the test of Engisspart of the matriculation
examination the following spring, but was not gotadake the test of Swedish at all.
He had more confidence in his skills in Englishntiva Swedish (see Table 6). His
strongest skills in both languages were in listgrdamprehension, partly, because he
had listened to English and Swedish also in his firee. Reading comprehension was
difficult in Swedish, because there were a great dewords he did not know, and, also
in English it was sometimes difficult for him toderstand special vocabulary.
Concerning the productive skills, he felt that heesvable to produce basically
understandable written text in Swedish, even thdwghointed out that he did not have
“an ear for language” in the same way as in Enghslal, consequently, he sometimes
made grammatical errors. Speaking in English wialy faatural, except if he had not
spoken it for a while. He pointed out that hislegoSwedish was not as rich as his

spoken English.

Table 6. Perttu’s self-evaluation of his skills

Speaking Writing Listening Reading
English 8 8 9 8
Swedish 6or7 7 8 7
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Perttu’s activity system in learning English beyotde classroom

Perttu had used and encountered English beyondabgroom in ways that had enabled
him mostly to be a recipient of the language, buheatimes also a producer. The
Internet had been the most importargdiating artifactOn the Internet, Perttu had used
English a couple of times a week by following fordiscussions and reading the news
that had not been published in Finnish. In addjtioe had spoken English with his
foreign friends when he had met them. Even thougllid not use English every day,

he had heard it much on TV. He had also watchedeson English.

The outcomeof learning English beyond the classroom includepeeially listening

comprehension and conversational skills. Perttu sa® that the fact that he had
listened to English a great deal also beyond tlasscbom would help him in the
matriculation examination, and, it had already beseful in listening exercises at
school. In fact, Perttu felt that he had learrteléng comprehension mostly beyond the

classroom, instead of school, as is evident fromma€k 40:

(40) no joo kylla ainaki toi kuuntelupuoli melkekokonaan opittu jossain muualla ku koulussastiiju
television ja tammosten kautta. (---)

The most useful mediating artifacts in learningeieng comprehension had been TV
and movies. Learning listening comprehension héshafccurred without even

noticing it, as is illustrated in Extract 41:

(41) varmaan just sillee huomaamatta jostaikielista ja muista, sieltd on tullut oikeestaan se
kuuntelupuoli vaan ehké kaikkein vahvimmin. (---)

In addition, reading the news on the Internet haehtuseful for improving reading
comprehension, also in the matriculation examimat@md he had learnt to know
English-speaking culture from TV and other media.had also visited London twice.
He had practiced his productive skills when talkivith his foreign friends and from

writings on discussion forums. Communicating wiilerids had also offered him
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opportunities to test what he could do with theglzage. Altogether, Perttu felt that it
had been useful in all courses and tests at sthabhe had learnt English also

independently.

Concerning theules Perttu pointed out that if he wanted to learn|BEhgproperly
beyond the classroom it would be rather challengmegause there would not be

support from the teacher, as he describes in Ex4tac

(42) novarmaan just jos haluu oikeesti opatell oppia ni se voi olla oikeesti aika vaikesitd ei 0o
periaatteessa kukaan opettamassa ku sita pitasteldén osata opettaa. se voi olla vahan
haastavampaa ku koulussa. kyl sita tietysti helpomnoppii ku joku opettaa ne asiat mita pitaa

oppia.

However, beyond the classroom he had had a charearh what he wanted and
employ learning methods not usually employed absiisuch as watching movies.
Learning at school, in turn, was mostly centredeamning theoretical aspects:
structures and rules, which had not been learndikyhe school merely by “an ear for
language”. In addition, at school he had learndiregacomprehension and vocabulary

as well.

Regardinggoalsandobjects Perttu was sure that he would need English in dniser,
probably in customer service, and in his studied, l@s object had been set high as he
wanted his English to be on the same level witiHm&ish. Extract 43 illustrates

Perttu’s objects and goals:

(43) no ma haluun et se on semmosta sujuviaatian semmosta et sita voi vaikka puhuu samalla
tavalla ku suomeekin. et ois hyva hallita kakstkisilleen, vaikka just suomi ja sitten englanti
yhté vahvasti, ettad voi puhuu kummalla haluaa

Perttu felt that in order to reach his object itubbe necessary to put effort into
learning English also beyond the classroom by usialyvays when it was possible. He

also mentioned that achieving his goals at sctasolyell, had demanded a great deal of
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work also beyond the classroom, and in this waysdmnected learning beyond the

classroom with learning at school.

Thecommunityincluded Perttu’s teachers, Finnish friends amdi¢m friends. Perttu
regarded his teachers as the most important peopis learning of English beyond the
classroom, because they had actively encouragddrgtito learn also in their free time
and especially to make use of the possibilitietheninternet. They had, indeed,
emphasised that it was crucial to get in touch WithEnglish language also beyond the

classroom, as Extract 44 shows.

(44) kylla ne aina painottaa ettd se on oilewste asian ydin etta se ei jaa pelkastaan rkioldwun
se opiskelu vaan pitdd muuallakin opiskella, natjgn ku mahollista.

Perttu’s Finnish friends also had targets set mdharning English and considered
good skills in English as extremely useful, evesutih they had not practiced English
together with Perttu, whereas with foreign friehéshad had opportunities to speak as
well. Altogether, the community highlighted the ionfance of learning also beyond the
classroom, and thus, supported Perttu when heitaitdtive in order to use the

language.

In sum, Perttu’s activity system in learning Eniglizeyond the classroom can be

characterised as in Figure 10.
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Mediating artifacts: Internet, foreign friends, TV,
movies

A Outcome:
listening

Subject: Perttu . comprehension,
Goals/object: conversation

- ot work and studies /

\ English on the same

level with Finnish

4

- - - -

Rules: challenging Community: teachers, Division of labour: teachers
to learn English foreign and Finnish have encouraged him to learn,
beyond the friends communicating with foreign
classroom, friends

theoretical aspects
learnt at school

Figure 10. Perttu’s activity system in learning Estgbeyond the classroom

No significantcontradictionswere identified. The components of the activitgtsyn
seemed to support Perttu’s learning beyond thesmam, and he had motivation for it,
as he considered it necessary in order to reaaholais, even though he pointed out that
he had learnt English without even noticing it. wéwer, he felt that learning English
beyond the classroom alone would be difficult, ahds, highlighted the importance of

the school context as well.

Perttu’s activity system in learning Swedish beyadih@ classroom

Perttu had not used the Swedish language much Hekgerclassroom, even though he
had had a close contact with Swedish-speaking peb@ mother’s family was mostly
Swedish-speaking. He had seldom met his relatindsadnen they had met the
language of communication had been Finnish. In Retttu was slightly regretful for

not having learnt much Swedish through these ctsjtas can be seen from Extract 45:

(45) se on ehka vahan harmittanut mua ettdomsudllut periaatteessa valmiudet oppia aika hyvin
ruotsia mutta se on aina vaan tullut suomea puauiten oo sitten oppinut sita niin hyvin.

Even though Perttu had not used the Swedish largoiden, he had watched FST5

sometimes, because there had been good TV shomellaand listened to the radio in
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Swedish. In addition, he had listened to the stamdomedians such asdré

Wickstrom. He had spoken Swedish when travellin§weden or in the Swedish-
speaking areas of Finland. Thediating artifactdhat Perttu had employed beyond the
classroom were, thus, mostly the ones that endtabedo be a recipient of the
language, a reader or a listener, and, in fagboireted out that he had probably never

written anything in Swedish beyond the classroom.

Even though Perttu felt that he probably had natrieSwedish as much as he could
have, he regarded the contacts with his Swedishkapg relatives as somewhat useful;
actually, they were the only mediating artifactotigh which he had actually learnt
Swedish at all. He had learnt some new words apkaally listening comprehension
when listening to his relatives speak. The Swedistaking relatives had also served as
a gateway to the traditions of the Swedish-speagomulation in Finland, such as the
ways of celebrating Midsummer, whereas Perttu bacht to know the culture in
Sweden when travelling there. However, Perttu lt@dusually spoken Swedish with
his relatives, and, Perttu also felt that he wasyoeod at producing the language
himself. He had spoken Swedish merely sometimeswiagelling in Sweden or in the
Swedish-speaking areas of Finland. To concludef Whetu had learnt the most
beyond the classroom was listening, in particidad, because he had heard Swedish
also beyond the classroom, it had been fairly easghool as well.

Perttu was not going to take the test of Swedigbaaisof the matriculation
examination, but the thought that it would haveiwated him to put more effort into
learning Swedish if he had participated. He wowddehpracticed, especially, writing
and reading comprehension. However, he had notegdntput more pressure on him
with the examination, and he had chosen the subifkat suited him better. Extracts 46
and 47 illustrate how Perttu felt that he wouldogrthe freedom of Swedish no longer
being compulsory in the exam and how the exam wbalee demanded systematic

preparation for it:

(46) no ma nyt ajattelin nauttia siitd vapaudestta sita ei tarvii enaa kirjoittaa. mulla 16ytyt
sopivammat aineet mita kirjottaa ni en aikonut evi@a ylimaaraista stressia. etta oisin viela
ruotsin lisannyt sinne.

(47) varmaan ne ois motivoinut ehka sitten @bethaan (---) , no se oin sit ollut sit&, et oisipyt ihan
jarjestelmallisesti Iahted opettelemaan. (---)
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With regard to theules Perttu considered learning Swedish beyond tresabam

rather difficult, because it would have demandedencontact with the Swedish-
speaking relatives, and, in this way highlighteavstrongly he connected learning the
Swedish language with his relatives. He did notehitne motivation for that, partly,
because he was not going to take the test of Stvedipart of the matriculation
examination, and, in addition, because he did apsicler knowing Swedish necessary,

as it was almost always possible to use Englisis agident from Extract 48:

(48) (---) en esimerkiks justiin kirjoita sitéotsia ni en tiia niinku niin hirveesti mihin médisin sita
tarviimaan. kyllahan niinku sité nyt tietysti saattaina taalla suomessa tarvita joissain paikoissa
mutta tietda etta englannilla enimmékseen parj@i oo vaan jotenkin tullut opeteltua puhumaan
niin hyvin ruotsia.

In addition, learning Swedish beyond the classremuld have required systematic
learning, because it was not as strongly presebBhgish was. However, somewhat
controversially, Perttu felt that compared withrfeag at school, learning Swedish
beyond the classroom had usually occurred withonscious effort, as is demonstrated
by Extract 49.

(49) no se on semmosta, ainakin mun osalta, tatkatonta oppimista etta niitten sukulaistentkaut
vaikka just. ni sita on vahingossa vaikka oppimitajn juttuja. niinku vaik ei 0o varta vasten
lahtenyt opettelemaan mitédén. koulussa se oppinondaas semmosta etta opetellaan ku pitda
opetella.

At school, by contrast, Perttu had learnt espsciatlting, vocabulary, and sentence

structures that he would have not learnt otherwise.

When looking at thgoalsandobjects Perttu thought he would need Swedish only in
some occasional situations in the future, and liddamot imagine himself a situation
where knowing English would not be enough. bligectwas to know the basics, and he
did not have a need to know Swedish as well asifinghd Finnish. Learning Swedish
beyond the classroom had not been necessary fdringghis goals, as he had been able

to reach his goals, basic skills, already at sghamls evident from Extract 50:

(50) musta tuntuu et aika lailla tulee koulusaavutettua ne tavotteet mita on itelle asettatiduedt
oikeestaan koulun ulkopuolella tuu hirveemmin mitaa
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Thecommunityconsisted of Perttu’s teachers, family, Swedistakmg relatives and
Finnish-speaking friends. The most important pedmid®erttu had been his Swedish-
speaking relatives. The teachers had encouragddrgtuto learn Swedish beyond the
classroom. At home, Perttu talked Finnish withrhgther, and he did not know why he
had not been spoken Swedish at home. HoweveruRidthot consider it a problem,
because he felt that he was not going to needwaiSh language in the future and he

had already reached his goals as Extracts 51 asti®:

(51) kyllahén sitéd kun nyt jalkeenpéain ajattadeéeishan se ollut kiva oppia ihan pienesta pitsién
ruotsia puhumaan mut en ma nyt tieda. nyt kun sitdp oppinu oikeestaan muuta kuin koulussa
ite kayttamaan ni, ei kyl tuu mieleenkaan et endgvaisuudessa tarviis, ni en ma tiia oikeestaan
sitten.

(52) niin, ni ei sitd tulevaisuudessa tarvke®n sita tukea enaa, sita kielta ei tas tulevdisssa enda
tarvii, osaan perusjutut ni se riittdd mulle hetkdhtasesti.

Perttu pointed out that those of his friends wha taken the test in Swedish as part of
the matriculation examination had been motivatestidy it also beyond the classroom,
nearly in the same way as English, as their gaadisdeen set high. Perttu described that
they had watched movies with the subtitles in Saledind listened to radio stations in

Swedish, as is illustrated in Extract 53:

(53) kaverit on aika paljon kirjottanut sita tsi@ nytten ja kirjottaa viela ens kevaéna ni neietysti
esimerkiks, aika usein jos on vaikka autolla menrj@bonkin, ni jotkut on sanonut etté laita
vaikka ruotsinkielinen kanava péaélle ja muuta eiiféon ollut enemman motivaatioo opiskella
Sita.

To conclude, Perttu’s activity system in learnirmge8lish beyond the classroom is

illustrated in Figure 11.



98

Mediating artifacts: Swedish-speaking relatives,
TV, movies, radio, travelling, stand-up comedians

4 QOutcome:
listening
foct: comprehension,
Subject: Perttu Goals/object: * worgs

- > no need for Swedish

\ in the future / basic

skills

L

- L - -

Rules: difficulty of learning Community: Swedish- Division of labour: the significance

Swedish, lack of motivation, speaking relatives, of Swedish-speaking relatives
theoretical aspects learnt at  teachers, family, Finnish controversial, teachers encouraged
school friends him, the friends who were going to

take Swedish as part of the
matriculation exam were motivated

Figure 11. Perttu’s activity system in learning Estgbeyond the classroom

Somecontradictionswere identified. There wasprimary inner contradictionvithin
thecommunityor the use ofmediating artifactsbecause Perttu had had contacts with
Swedish-speaking people, but he had not made ubes#. It can be speculated what
had caused it: was it because of the communityeoalise of Perttu’s motivation. In
addition, there was a primary inner contradictiathim Perttu as theubjectof the
activity system: on the one hand, he had learntd&hevithout even noticing it, but, on
the other hand, he felt that learning Swedish regua great deal of effort.

Comparison of the activity systems in learning Ergl and Swedish beyond the

classroom

There were significant differences between Pertiotsvity systems in learning English
and Swedish beyond the classroom. Firstly, the wiogbus difference was in Perttu’s
goals and objects the two languages: he considered English nacg#s his future
and wanted his English skills to equal his Finrgkitls, whereas he thought that he
would not need Swedish in the future, and thatdwediready reached his goal of
achieving basic skills. This had led to better wation in English than in Swedish, as
Perttu himself put it (Extract 54):

(54) (---) mulla on ainakin henkilokohtasesthen ((englantiin)) paljon enemmaéan motivaatioo.
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Consequently, Perttu felt it necessary to learnliEnglso beyond the classroom in
order to reach his goals, whereas the same wasegessary in Swedish. In addition, he
highlighted that in English he had had to put gffioto learning also beyond the
classroom in order to reach the goals he had seahschool, but the same was not said
about Swedish. Furthermore, Perttu was going te tla test of English as part of the
matriculation examination, whereas not the teSwédish. Perttu pointed out that if he
had taken Swedish in the exam, he would have peat®wedish more systematically

beyond the classroom.

Secondly, when looking at tlmeediating artifactsthe Internet was employed to learn
English, but in the connection with learning Swadtsvas not mentioned at all. TV
and movies were present in both languages. Impbytahe role of Perttu’s relatives as
a mediating artifact, as a social resource andpastaof thecommunityis difficult to
estimate: on the one hand, the contacts had b#®r scarce and the language which
Perttu had used with his relatives had been Finiist) on the other hand Perttu
regarded those contacts as useful for learningniis comprehension and culture.
Perttu felt that he had not learnt Swedish as nasdhe could have, but it is difficult to
say what it had depended on: was it because afureunding community had not
provided him with any opportunities to learn ortRehimself had not made use of the

affordances, or possibly both.

Thirdly, in both languages, Perttu felt that beydimel classroom he had learnt mostly
without intention of doing so. He had mostly nahad at learning, but simply learnt in
connection with watching interesting TV shows, iftstance. However, in contrast,
learning beyond the classroom was also ratheretgilig, but for different reasons in
English and Swedish: in English, the support fromnteacher was missing and in
Swedish, he did not have the motivation for seaglior more opportunities to learn
the language. However, in both languages, he hadlyriearnt listening
comprehension beyond the classroom. He had beeri@abiake use of that skill at
school also. Concerning English, he pointed outhleehad mostly learnt listening
comprehension beyond the classroom, instead obsdHowever, in neither of these
languages, especially in Swedish, had he had mgpgrtunities for producing the

language himself.



100

In conclusion, Perttu was mostly a user of languadmth languages, even though he
mostly used the languages receptively. He had miestint as a by-product of his
contacts with the languages, even though he edlydoi&nglish also had searched for
opportunities to learn. However, the greatest thffiee was in goals and objects, and as

a consequence, in his motivation.

6.5 Netta: novels and music in English, stand-uppmedies in Swedish

The fifth case to be looked at is Netta, whosestatgark in English had been 9 and in
Swedish 8. However, Netta pointed out that thehteahad said that her skills in

English would earn 10, but because she had notédsaearm in the lessons the mark was
9. She had taken both the test of English ande$ieof Swedish as part of the
matriculation examination the autumn the intervieas conducted. Netta was confident
with her skills in English, but more doubtful abdwr skills in Swedish (see Table 7).
She felt that her pronunciation in English was gand, altogether, that she was good at
speaking. Writing in English was, actually, moréunal for her than writing in Finnish.
In addition, she was able to understand even caatplil texts. She trusted in her skills
in listening as well: because she had listenedusicra lot, she could distinguish
between different accents and understand alssp@sich. In Swedish, by contrast,
especially reading was difficult, and, sometimes lsad had to read texts, especially on
difficult themes, in the textbooks, many times rder to understand. Furthermore, in
writing, word order and conjugations were sometimedlematic. Listening was also
more difficult than in English, because she hadhsaird Swedish much beyond the

classroom.

Table 7. Netta’s self-evaluation of her skills

Speaking Writing Listening Reading
English 9or10 9or10 9or10 9or10
Swedish 7o0r8 8 7o0r8 7
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Netta’'s activity system in learning English beyotite classroom

The mediating artifactthrough which Netta had encountered English werstin
connected with entertainment: listening to musitydaatching movies and TV shows
and reading books. In addition, she had writtena@sto her French friend in English
about once or twice a week. She had not watchedhiivh, but the TV shows and
movies she had watched had usually been in En@isé.had read almost all kinds of
books in English, such as Harry Potter book seneksbooks by Jane Austen. Netta’s

mediating artifacts, thus, mostly enabled practjcieceptive skills.

When looking at theutcomeof learning English beyond the classroom, Netta wa
positive about what she had learnt. Most imporjausthe had learnt vocabulary by
listening to music. She had also learnt writingririd the most, because she had read
lyrics at the same time as she had been listeningusic. Extract 55 shows what Netta
answered when she was asked from where she had \la#@ing the most:

(55) jaa, varmaan aika yhteisvaikutus, koskakuulee ne asiat ja nékee kirjotettuna, ni sitigé s
pystyy niinku vetaa sen yhteyden etta nda asigutaan nain ja oppii sen oikeinkirjoituksen siina.

Thus, she showed signs of intentional learning @& Wowever, TV shows and movies
had been the most useful mediating artifacts, lexthe combination of picture and
sound had helped her to learn. Furthermore, theengpeakers on TV had been useful
for learning how words are pronounced. Reading bpiokturn, had helped her to
improve her skills in reading comprehension, esgbgiif she had read the same book
both in English and in Finnish. Netta had alsocestiher development in the English
language through the mediating artifacts connesfddentertainment: she had learnt
to comprehend some lyrics she had not comprehdmefede, and she no longer needed
subtitles when watching movies in English. Thus, éhcounters with English had been

rewarding for Netta.

At school, Netta had been able make use of the sMeaint beyond the classroom.
When preparing for vocabulary tests, there had beene familiar words (or words the
meanings of which she had been able to infer) temnwords. Thus, Netta had not

needed to learn so many words, as is evident fretra&t 56:

(56) sanasto (---) sen osaa tavallaan jo visniii ei tarvii niitakaan opetella niin paljon
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For the matriculation examination, Netta had leaspgecially listening comprehension
beyond the classroom. She had familiarised hevg#ifdifferent accents and it had

helped her to understand different kinds of speaslis illustrated in Extract 57.

(57) ma pystyn kuitenkin ymmartaan sindnséa hiakalaakin puhetta, (---) esimerkiks skottiak8ant
oon yrittanyt opetella.

Learning English beyond the classroom had beenfeafetta, because she had had a
good basis on which to build, by adding new vocatylfor instance. Moreover,
learning beyond the classroom had been free andshantrolled as learning at school.
Learning had occurred without the intention of dpso. Extracts 58 and 59 illustrate
Netta’s beliefs:

(58) (---) mulla on siis aika vahva pohja miidatee rakentamaan ja sitten siihen on tosi heligfa ja
ymmartaa jotain esimerkiks sanastoa (---). etyteetvaik jotain yksittdisid uusia sanoja ni ne
pystyy paattelemaan aika helposti lauseyhteydesi&iktda ne muut ja silleen nii.

(59) ku koulussa pitaé ehka opetella jotainitssimutta sitten vapaa-ajalla ne vaan oppii ((pigtiu)),
tajuaa yhtakkia et nyt ma tajuan tan, ma ymmarria t&s sanotaan, (---) eik& se 0o niin ohjattua
ku koulussa.

Netta was sure that she would need English inuterd studies and career, because her
goalwas to study English at university in Finland, @study something abroad,
possibly in Britain, and she wanted to get an madonal job. Hepbjectin her English
skills was set high: she wanted to achieve natkesdkills. Netta emphasised that she
had put effort into learning English in order tach her goals also beyond the
classroom in connection with the activities whdre bad used or encountered English,

and aimed at learning especially new words andrasce

The communityncluded Netta’'s teachers, family, Finnish frienaldtiend in France

and idols. The teachers had encouraged her to leaglish beyond the classroom to
some extent, but she could not remember any cantipst At home, she had been
encouraged to learn English. With her Finnish file\etta had read the same books in
English and discussed English used in the movieg hlad watched together. The
attitudes of her friends were, thus, positive, trey wanted to learn English, because it
was a world language. However, the most importanpfe for Netta in learning

English beyond the classroom had been the bandartists whose music she had
listened to, because they had contributed to la@nieg, as she had been willing to find
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out what was said in the songs. Altogether, Neiztthiat she was able to learn English

independently as well, and, did not seem to neee spport.

To conclude, Netta’s activity system in learninggiish beyond the classroom is

illustrated in Figure 12.

Mediating artifacts: music, TV, movies,
books, Internet

A
Qutcome:
vocabulary
Subject: Netta Goals/object:
x v studying English at
\ university or studying
abroad, an
mternational job
¥
Rule.S: case O.f Community: . Division of labour: Netta's
learning Enghsh, }dplsge?achers/famﬂy/a teachers and parents had
an cmpowermg rendm - . encouraged her, she had read the
experience, France/Finnish friends same books in English with her
grammar learnt at friends and talked about the
school

language in the movies, her idols
had been important

Figure 12. Netta’s activity system in learning Esiglbeyond the classroom

No significantcontradictionswere identified. The components of the activitytegs
supported Netta’s learning. She had used and etex@dnEnglish, and learnt it in
connection with these activities, but also activatyed at learning English

independently as well, because it was importantdaching her goals.

Netta’'s activity system in learning Swedish beydhd classroom

When Netta was asked whether she had used Swealishdthe classroom, the answer
was a strict “no”, and the reason for that was begiause she lived in Central Finland,

there had not been any need for using Swedisls, @gdent from Extract 60:

(60) ku ei taalla tarvii missaan oikeestaani sité tuu kaytettya.
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However, when Netta was asked about the possilleueters she had had with the
Swedish language, she mentioned that she had vda¥ahel ube videos of some
Swedish-speaking stand-up comedians, such as Axitiéstrom, in order to prepare
for the matriculation examination, and that she $@metimes listened to Swedish
music. She also had second cousins who spoke batish and Finnish, but she had
not often met them. Altogether, Netta's encountgth the Swedish language had been

scarce and she had been mostly a recipient oatiguage.

Looking at theoutcomeof learning Swedish beyond the classroom, NettdaHat she

had not learnt much, if at all, but possibly sonmepse things connected with
vocabulary or pronunciation. However, the most uisaftifacts had been listening to
music and watching stand-up comedies. Watchinglst@ncomedies on the Internet
had been useful for improving listening comprehemsbecause the language had been
rather simple. In addition, she had learnt aboabpnciation. The Swedish spoken by
the Finnish stand-up comedians had been easibefdo understand than if the
Swedish had been spoken by people from Swederfeglieat she had not learnt about
reading comprehension, writing or culture at alfdred the classroom. However, she
had noticed that her skills had developed, butasanhuch as in the English language. In
all, Netta felt that she had not learnt that muwt she could have made use of it at
school, and, concerning the matriculation examimatshe had learnt some words and

listening comprehension but not much.

With regard to theules learning Swedish beyond the classroom had bekarra
difficult for Netta, because it had required motfer, as the Swedish language had not

been as strongly present in her everyday life agi€ln as is illustrated in Extract 61:

(61) aika vaikee. just koska siihen pitda néiti@ivaivaa enemman.

Learning Swedish beyond the classroom had also fta¢le@r minimal, as she had
worked on her Swedish more at school than beyomadldssroom. At school, she had
learnt grammatr, in particular, which she thoughs wapossible to learn elsewhere, as

people’s speech was not always grammatically correc

Concerning thgoalsandobjects Netta hoped that she would not need the Swedish

language in the future and felt that being ables®e Swedish when travelling in Sweden
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would be enough. As can be seen from Extract G2psimted out that she did not like
the language or regard it as useful, mentioningitiveas only used in Sweden, and,
therefore, she would rather put more effort intrteng English and French, which can

be used in many more situations:

(62) koska ma en oikeen tykkaa ruotsista,silisen, ku ruotsia ei kuitenkaan puhuta ku rustsisi se
on vahan jotenkin tavalla pienet piirit sinAnsaméluummin suuntautuu jonnekin englannin ja
ranskan puolelle et milla on selkeesti enemmaritééy
Because Netta had not regarded the Swedish lan@sageeresting as the English
language, she had not had similar goals in it, Hretefore, it had not been necessary to
learn much Swedish beyond the classroom in ordexach the goals. Consequently,
Swedish had always felt “compulsory”, not as ndtasaEnglish had been. Extracts 63

and 64 illustrate these thoughts:

(63)  (---) ruotsi ei 00 niin mielenkiintosta lenglanti (---) ei siind oo niinku semmosia tat@fakaan.
(64) (--) se on aina tullut etta ruotsia @klpo oppia (---) onhan englantiakin pakko oppiat sit&
tulee niin paljon muualtakin, se on kuitenkin sieiéan tavallaan luonnollinen (---)

Thecommunityconsisted of Netta’s teachers, family, Finnishrfde and stand-up
comedians. The teachers had encouraged studdotskttor music in Swedish and
emphasised that it was possible to read texts wittrminimal language skills. Netta’s
parents, by contrast, had noticed that she hatle®t interested in the Swedish
language and had not put the pressure on her.ftlihalas of her friends towards
learning Swedish beyond the classroom varied fluosd who had liked it, found it
easy and read magazines in Swedish in their fnee td those who had not wanted to
study it more than was compulsory at school. Sanmestj Netta had received
recommendations of interesting Swedish songs frenirfends. When beings asked
about important people, Netta mentioned André Wicks, whose stand-up comedies
she had enjoyed watching, but pointed out thatdteriot been extremely significant for
her learning of Swedish. Importantly, Netta felttsupport from the community which
would increase her motivation for learning Swedigght be useful, because it would
help her to maintain the language skills she ajréwdl in Swedish. However, it was
difficult to define what it might be, as is eviddram Extracts 65 and 66:

(65) jotain mika sais sen ruotsin niinku tuntumaan kiistavammalta ja hyddyllisemmalta.

(66) just jotain semmosta arkipédivasta ettddgsys jotain ruotsinkielistd musiikkia mistd méakin
tykkaisin ni joo.,ois hyva. mut sita ei, en oo &aan ite térmanny niihin.
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She, thus, longed for more support in order todase her motivation, but also longed

for support for finding opportunities to encoundeid use Swedish.

In conclusion, Netta’s activity system in learniBgedish can be characterised as in
Figure 13.

Mediating artifacts: stand-up comedy on
YouTube, music, Swedish-speaking second cousins Outcome:

) rather minimal:
vocabulary and

. pronunciation
Subject: Netta Goals/object: e
no need for
\‘\ Swedish / being
able to use Swedish
when travelling

4

- » - »

Rulgs: difﬁcul.ty of Community: teachers, Division of labour: her

learning Swedish, family, Finnish friends teachers had encouraged her,

required her own effort, parents had not put pressure on

grammar leamt at her, friends had varying

school attitudes towards Swedish,
support that would increase
motivation would be useful

Figure 13. Netta’'s activity system in learning Swsadeyond the classroom

There were not mangontradictions Instead, the different components were mostly in
line with each other. On the one hand, Netta hadidered learning Swedish beyond
the classroom difficult, because finding opportasitfor it would have required effort.
On the other hand, she had not considered leaBweglish beyond the classroom
necessary for her, as she had not set her godisahaydid not like the language. Thus,
all factors supported Netta's in being passiveearming Swedish beyond the classroom.
However, in order to prepare for the matriculaxamination, she had put effort into
learning. Howevera secondary contradictionad occurred between tbatcomeof
learning Swedish for the matriculation examinatmal themediating artifactsNetta

felt that she had not learnt much.
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Comparison of the activity systems in learning Ergil and Swedish beyond the

classroom

Netta’s activity systems in learning English ande8lish were notably different from
each other. Firstly, Netta had used and encountEreglish through many different
mediating artifacts, especially, connected withegminment, whereas the encounters
with the Swedish language had been scarce. SecoNdlya was positive about the
outcomeof learning English, whereas she felt that she matdlearnt much Swedish.
Thirdly, learning English beyond the classroom me@n easy and natural, whereas
learning Swedish had been difficult and would hasquired a great deal of effort.
Fourthly, and, perhaps, most importantly, theals and object were set higher in
English, as the English language was going to feavémportant role in her life. In
addition, Netta did not like the Swedish languag#thly, the members of her
communitywere more supportive regarding English and thenéiin France enabled her
regular use of the language. Thus, the activityesys were different, and, Netta also

often contrasted the two languages.

However, some similarities could be observed as$iwelonnection with the mediating
artifacts, the outcome of learning and communitybdth languages, music had been a
useful mediating artifact, even though it was memgloyed in connection with

English. Concerning the outcome, Netta felt thaioth languages she had learnt
especially vocabulary. Thirdly, in both languageport from her friends would have

probably been available.

To sum up, Netta was active in searching for opputies to learn English also beyond
the classroom. She was both a user and a leamsgngaalso intentionally aimed at

developing her language skills. Her goals suppdtiedactivities. By contrast, she had
not actively searched for opportunities to learre8sh and she had not regarded it as

necessary either. However, before the matriculagiamination she had been a learner.
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6.6 Toni: English sometimes more natural than Finrsh, passive in Swedish

The sixth case to be discussed is Toni. His laesk in English at school had been 8
and in Swedish 5. He had taken the test of Engléspart of the matriculation
examination the autumn the interview was condubtédvas not going to take the test
of Swedish. With regard to his skills in the Enlgllanguage, Toni felt that both his
reading and listening skills were good: there heldan been a text he would have not
understood (see Table 8). His writing was also gboatihe should pay more attention
to checking the details. Speaking was difficultvés not spontaneous and he felt that
his pronunciation was not good. In Swedish, speakias also difficult: words were in
the wrong order and his speech was not spontaneaupronunciation was probably
the only area that was fine. He felt that he wae pbor at writing, as he did not know
grammar or words. Listening comprehension wasdaiiffifor not knowing enough
words, but reading was his strongest area as hedwdable to infer meanings of
words. Altogether, Toni evaluated his skills todearly better in English than in
Swedish.

Table 8. Toni's self-evaluation of his skills

Speaking Writing Listening Reading
English 7 8or9 9 9
Swedish 50r6 6or7 6 6 or7

Toni’s activity system in learning English beyonbé classroom

Toni had used and encountered English through mrediating artifactdeyond the
classroom, both as a producer and a recipienteofaiiguage, and the encounters had
been daily. Especially, computer games had beenriiauit for him. He had also often
watched TV shows and movies without subtitles.ddigon, he had often read different
kinds of product reviews on the Internet and TopiGéagazine in English, as Top
Gear was one of his favourite TV shows. He alsoa&itend in Sweden with whom he
had spoken English on the Internet. In additiomi’® mother was an English teacher
and they had sometimes had small conversationagtidh at home. Moreover, he

pointed out that he used to mix English words aqutessions into his Finnish, because
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he liked the English language very much and sonmgshwvere easier for him to express
in English than in Finnish, as Extract 67 shows:

(67) ma tykkaan englannin kielesta hirveest) §lilla se tuntuu paljon luontevammalta sanaeayj
asia englanniksi kun suomeks ni ma valilla sananesglanniks.

With regard tooutcomeof learning English beyond the classroom, Tonitledtt he had
learnt especially words and sentence structurefidddearnt many words that the
classmates had not known, and, thus, learning lekffanclassroom had been an
empowering experience for him, as is evident frottr&ct 68:

(68) huomaa et muut ei tiid mut ite tietaa.

Toni estimated that at least a half of his learrmh&nglish beyond the classroom had
been based on playing computer games, and, the kiaofg of texts in the games had
enabled learning vocabulary, dialogues and questasis evident from Extract 69. In

addition, he had learnt reading comprehension ttergames.

(69) no, veikkaan et se on aika pitkalti seasdo koska siella on monenlaisia teksteja (---9maika
pitkalti mita siella on naitd tehtavia, aina semeesitys mita pitaa teha (---) siella on aikaqualj
erilaisia sanoja ja ne on niin monipuolisia mihingaattaa liittya ni sieltd se varmaan ja dialogeja
kay ni saattaa keksia et mitéd ne sanoo, ni kingittgust samalla lailla sieltd suoraan (---)

Also the product reviews he had read on the Intdrad been important for his
learning. However, Toni pointed out that the beayor him to learn English had been
watching TV and movies without subtitles, becalgeldanguage in them had been
versatile. He also considered them the best wisarm listening comprehension and
pronunciation. He had also learnt about the culiiuiEenglish-speaking countries from
them. Talking with his Swedish friend on the Inttrhad required knowing a wide
vocabulary, because they had discussed also difflemes. However, Toni pointed
out that he had not had many opportunities to lspaaking beyond the classroom,
apart from the small conversations at home, andéglhthat he had learnt to know his

weaknesses and strengths in English only at school.
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At school, Toni felt that learning English beyome tclassroom and the special skills
acquired there could be seen only in essays, hetwise. With regard to the
matriculation examination, by contrast, Toni coesétl learning English beyond the
classroom useful. In order to prepare for theristg comprehension part it had been
useful to learn to listen also English which waskgm quickly. In addition, he had been
able to make use of the phrases learnt from compataes, and, by reading the
reviews on the Internet written by the native Esiglhe had learnt phrases which had
given fluency into his texts. For example, he hemembered some questions from the
games and got confirmation for his answers. Exdr@abtand 71 illustrate these

thoughts:

(70) varmaan esseissa se sitten nakyy jos tyistdi tAmmosta osaamista, mutta ei se oikein temuu
(71) varsinkin nyt kun siina yyoossa oli ettfi mtain haastatella, niin maa mun mielesta saeno

niista jostain pelista, et ma muistelin miten ded& kysymaan niita tiettyja asioita, sain siité
niinku varmistusta et kylla se tulee talleen.

Learning English beyond the classroom had beenfeadyni: it had been more
relaxed than learning at school, because nobodydneed him to do it, and, thus, it
had been motivating. He had simply heard new, @sterg words and acquired them.
Extracts 72 and 73 illustrate Toni’'s beliefs ablooy it felt to learn English beyond the

classroom:

(72) no se on just sitd rennompaa, spontaaniniaa tulee niinku itestdén se motivoitumirmikaan
ei pakota sua tekemdaan sita.

(73) siella tulee kaikkia uusia sanoja, ne oalemikiintosia, sen vaan omaksuu.

However, he felt that the great amount of knowlepigevided by school had been more
condensed and explained in nature, and, theraftaomk more time to make progress
when he was learning English beyond the classrdote did not regard it as a
problem, because as Extract 74 illustrates, ithesh learning little by little:

(74) on se ((koulun ulkopuolella oppiminen)) vaemaidasta mutta pikkuhiljaa.
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With regard to thgoalsandobjects Toni was sure that he would need English in his
future career as an engineer in the car induségalbse he was planning to move to

Britain for better career prospects, as he dessiib&xtract 75:

(75) autoalalle varmaan tahtaan ja suomessa b siika pientd, ni se on varmaan britteihin mién
pyrin toihin, eli sielld tulee todenndkdisesti sglanti kayttoon.

His object was to achieve language skills neatdhel of a native speaker. In order to
reach the object, he had continuously aimed atldpwey his language skills also
beyond the classroom: by watching TV shows, anécking his language, as he had
wanted his writing to be good also beyond the ctasg, as Extracts 76 and 77
illustrate:

(76) : kun ma kirjotan englanniks ni ma pyrin kaijan siihen, et se on oikein.

(77) ja korjaan heti jos tulee virheita siina.

Toni’s communityincluded his mother, Finnish friends, foreign fids and idols. His
mother had supported him in learning English aksgobd the classroom. Toni felt that
he did not need more support, since he had beert@bkt a teacher’s support

whenever he had needed it, as is evident from Ex7igé:

(78) jos ma tartteen jotain, ma kysyn meidaitaidaiti tietda lahes oikeestaan niin hyvin kolla ja
VOi siité asiasta,

Toni had also travelled abroad with his family dnel importance of good language
skills had always been highlighted. Extract 79 shitww also the people in the TV
show Top Gear had been significant for how his leagg skills had developed:

(79) mita méa nyt oon tata top gearia kattorka gialjon ni sieltd varmaan ne henkil6t aika paljon
vaikuttanut tahan miten englanti kehittyy.

Moreover, the attitudes of Toni’s Finnish friendsltbeen mostly positive towards
English, but they had practiced English on theinolWowever, as a whole, the
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community supported learning, but Toni also strgrigbk own initiative to learn
English.

To sum up, Toni’s activity system in learning Esglbeyond the classroom can be

characterised as in Figure 14.

Mediating artifacts: computer games, TV, movies, product
reviews on the Internet, Top Gear magazine, foreign friends, Outcome:

mother 4
vocabulary,

sentence
Subject: Toni Goals/object: * structures

- ol

\ need for English in
the career in car
industry, living in
Britain / native-like
- > - - skills in English

Rules: case of learning Community: mother, .. e
. . . Division of labour: his mother
English, but progress was slow foreign and Finnish .
: . . . had supported him, parents had
compared with learning friends, idols

higlighted the importance of
good language skills when
travelling, had not practiced
English with Finnish friends, Top
Gear important

English at school

Figure 14. Toni’s activity system in learning Esgjlibeyond the classroom

There were no majarontradictionsin Toni’s activity system in learning English
beyond the classroom: his goals and community stggdis learning. However, there
wasa secondary contradictiobetween the use ofiediating artifactandoutcomeof
learning. Even though Toni had learnt English imgnaays, he felt that he had not
been able to make use of it at school, apart fromesessays. In addition, he pointed
out that he had not had many opportunities to speajtish beyond the classroom.

Toni’s activity system in learning Swedish beyorme tclassroom

Toni had seldom used Swedish beyond the classrbatrall. The situations where he
had used Swedish had been limited to the discusswith his Swedish friend, but they



113

had usually spoken English and used Swedish pedragesin a half year. When Toni
was asked why it had been so he answered thatthkaehe could not speak Swedish

well enough to make a conversation possible, disistrated in Extract 80:

(80) just sen takia kun mé en osaa paljon raatsei me saatas aikaseks mitdan keskusteluapitiam
kayda kattomassa kaikki sanat jos ma yrittaisinuauh

Otherwise, using Swedish beyond the classroom bBad minimal. Toni had sometimes
read texts on the Internet. In addition, he haddh&avedish on TV.

With regard to theutcome Toni felt that he had not learnt much Swedisholpelythe
classroom: perhaps, some words from the textsoar fris friends, and some reading
comprehension. In addition, reading texts writtgrother people on the Internet had
taught him something about writing. However, he dasbtful about whether he had
learnt anything in other areas of language slslish as listening comprehension, as is
illustrated by Extract 81:

(81) sita ei varmaan ollenkaan, en usko, jastgoku 0o jossain teeveeohjelmassa puhunu ryatsia
en ma varmaan, varmaan ymmarra siitdkdan yhta&aéméanaa.

Toni was not going to take the test of Swedishaas @f the matriculation examination,
because he felt that he was not good at Swedishh@ulid not have the motivation for
it. He felt that knowing Swedish was not necessdry.attitude towards Swedish had
its roots in grades 7-9, where he had lagged behitehrning, and, consequently, in
upper secondary school it would have required atgteal of effort to do well in
Swedish, as is illustrated by Extract 82.

(82) ma koen sen vaan et se on turha ja yldsestedut (---) pitkalti semmonen asennoitumindrse
on turhaa eiké sitd kukaan jaksa opiskella ni seepsita saa taalla lukiossa mitenk&an kiinngéet
vaan parjaa siing, koska taalla menee asiat vasda mopeemmin eteenpdin, sa et vaan pysty
kuromaan sita kiinni jos et sa tekis hirveestidd&en eteen.
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In addition, Toni felt that he had not learnt amythbeyond the classroom that would

have been useful in the matriculation examination.

Toni described that his skills in the Swedish laaggiwere mostly based on what had
been taught at school and learning Swedish beymndlassroom had been difficult for
him, because he had not had the motivation orasten it, and, thus, he was unwilling

to learn Swedish voluntarily, as Extract 83 shows:

(83) se on vaikeaa, ku ei mulla oo motivaatidtzes, ei oo kiinnostusta ni se on aika pakon e@gssa
ma& jotain yritan oppia.

As a result, learning Swedish beyond the classroathbeen minimal and unsuccessful,

and meaningless for Toni, as is evident from Extgdc

(84) (---), se on vahasta ja se on yhtd hup@ed , se on aika merkityksetdnta ei se vailaiteestaan
mihink&aan.

With regard to thgoalsandobjects,Toni hoped that he would not need Swedish in the
future, but as Extract 85 shows, admitted that lghtmeed Swedish in his work in the
car industry when meeting Swedish people, or peshiagp might even end up working

in Sweden:

(85) varmaan sielléa tydssé tulee varmastifotsalaisiin torméttya jossain vaiheessa,téitié
vaikka ruotsiin paatysin toihin, siella varmastifosin kayttamaan kielia.

Toni’s object was to achieve language skills whaalabled managing in everyday life
in Sweden and he did not have a specific goalhenldad not put effort into learning

Swedish beyond the classroom in order to reachdats, as is evident from Extract 86:

(86) ei oo oikeestaan tavotetta. kuhan nytigislvuotsin maalla. jotain just jos silleen ettiytaa
jonkun bussiaseman ja téllanen, ku ne selviaa nit&a.

Thecommunityincluded Toni’s teachers, parents, Swedish friamdiEnnish friends.

Toni’s teachers and parents had supported and eageihim in learning Swedish also
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beyond the classroom. His teachers had encourageeinsgs to read different kinds of
texts and listen to Swedish, and, his parents tedl to motivate, even put pressure on
him. However, the efforts had been rather meanssgier Toni as Extracts 87 and 88

illustrate:

(87) on ne ((opettajat)) varmaan jotain sanonii jetiin kannattais tehd mutta en oo sitten tehny

(88) kylla ne ((vanhemmat) yrittaéd painostaa, ratla ja perustella miks se ois hyva opiskella jsitéa
talleen nain, antaa kylla kaikkensa jos sita ysitippiskella etta.

By contrast, the attitudes of Toni’s friends towsastudying the Swedish language had
been varying. He had not studied Swedish withiesfls beyond the classroom, but he
thought that if he had wished support from hisrfdg it possibly would have been
available. In addition, with his Swedish friendled, at least sometimes, had
opportunities to speak Swedish. In sum, in the camnity, Toni's parents and teachers

had been supportive, whereas his friends had had waoying attitudes.

In sum, Toni’s activity system in learning Swedisdyond the classroom can be

illustrated as in Figure 15.

Mediating artifacts: a Swedish friend, Internet, TV A
Outcome:

i
not much,

vocabulary
Subject: Toni Goals/object: -

- Lt

‘\\ possibly need for Swedish

in the working life /
managing in everyday life

- - - -

Division of labour: his

Rules: difficulty of Community: parents, teachers had ted hi
learning Swedish beyond teachers, Finnish friends, a ~ '°8c1eTs had supported him
e e Swedish friend and 'parent's had' tried to
e k,'ll . motivate him, friends had
Isno 1(\17? }110{)1, s 5 s m bt b varying attitudes, sometimes
h“;{el 1sh base En ‘;V at he communicating with the
ad learnt at schoo Swedish friend

Figure 15. Toni's activity system in learning Swskdbeyond the classroom
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There was @econdary contradictiobetween thenediating artifacteand the
community Even though his parents and teachers had enamiifagni to learn he had
not done so. Otherwise, the different componenth@fctivity system were in

harmony, and supported Toni’'s passiveness in legr@wedish beyond the classroom.

Comparison of the activity systems in learning Ergl and Swedish beyond the
classroom

There were major differences in Toni’s activity teyss in learning English and

Swedish beyond the classroom. Firstly, there wdferdnces in the use of the

mediating artifactsToni had encountered and used English in manyswagth
productively and receptively, and his interestsddgththese contacts, but in Swedish

the mediating artifacts had not been as versatiletlae encounters with had been scarce

in number, whereas English was a part of everyifiayds Toni describes in Extract 89:

(89) englantia opiskelen lahes joka paiva, josidiee kaikkea, ruotsia en ollenkaan, se onceiie
siina.

Secondly, there were differences in thecome and rulesf learning. Toni felt that he
had learnt especially vocabulary in English arfthid improved his confidence in his
skills, as he had learnt words the others did noik In the matriculation examination,
he had been able to make use of what he had Ida®tvedish, by contrast, he felt that
he had not learnt much. Altogether, learning Eingtisyond the classroom had been
easy and Toni had had motivation for it, whereasnieg Swedish had been difficult,

mostly because he lacked the motivation for it.

Thirdly, there were significant differences in th@alsandobjects Toni was going to
have a career in the car industry in Britain ahdst this goal supported his learning
and motivated him, whereas he was not sure if leegeing to need Swedish in the

future, and had not set his object high. The dffiee in goals certainly had a significant
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role in his learning and motivation. Importanthitwregard to English, Toni had also

had his mother and the stars of Top Gear as signifipeople in his learning.

To sum up, Toni was an active user of English sdvieryday life, who also
intentionally aimed at developing his languagelsk#dpart from the fact he had not had
many opportunities to speak, which can also be feemhis self-evaluation. His goals
and community supported his learning. By contréshi seldom used Swedish and did
not actively search for opportunities to learriat, many reasons: lack of motivation,
lagging behind in learning in grades 7-9 and neirwahis future plans connected with

it. Thus, he can characterised as a passive tiSavexish.

6.7 Summary of the findings

In the earlier sections, the findings of the présémdy were described one case at a
time. The aim of this section is to draw the restdgether and sum up the main
findings. The findings of the present study, basedhe descriptions and illustrations of
the activity systems are summarised by the reseprestions in Table 9. Firstly, the
table summarises the findings about whether thaesiis can be characterised
predominantly as learners or users of English ameld&h beyond the classroom.
Secondly, it shows where the main differences betvibe activity systems could be
identified: for instance, in learning English begahe classroom, the participants were
both producers and recipients of the language, @asain learning Swedish they were
mostly recipients. Thirdly, it shows the major damities between the activity systems,
that is, what the activity systems of the studemtenglish and Swedish often had in
common. Fourthly, it displays the factors that erdea learning English and Swedish
beyond the classroom and, thus, shows the reaspmd the students had been active
in learning these languages. Finally, the factioas testricted learning, that is, the
reasons for being passive are showed. As Janfeelif from the other cases, some
points concerning her are included in the tableraadked with (Janita).
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Table 9. The findings of the study summarised

Learning and using
English beyond the
classroom

Learning and using
Swedish beyond the
classroom

Can the students be
characterised
predominantly as
learners or users?

- Mostly users: English used fo
entertainment and
communication

- Also learners: e.g. checking
words from dictionaries,
watching TV shows and movie
without subtitles

r - Mostly learners, exception:
Janita who used Swedish with h
Swedish-speaking friends
- Many students were passive ir
using Swedish

5

The main differences
between the activity
systems in learning
English and Swedish
beyond the classroom

- Both producers and recipient
- Mostly positive about the
outcome of learning: sometime
an empowering experience

- Learning is easy and natural
- Need for English in the
working life

- Object: as good as possible
skills

- Learning beyond the
classroom necessary for
reaching good results

- The role of the matriculation

5 - Mostly recipients
- Doubts about whether they ha
slearnt anything
- Learning is challenging and
requires more effort
- Varying beliefs about the need
for the language in the future
- Object: basic skills
- Many students felt that they
could reach their goals at schoo
- The role of the matriculation
examination significant

examination not highlighted

o

Major similarities
between the activity
systems

- In both English and Swedish,
the classroom

- Some doubts about learning for the matriculatigamination
- At school: grammar, vocabulary, foundation fartang

especially vocabulleaynt beyond

Factors that enhanced
learning

- English present everywhere
- Goals and objects

- Community

- English as part of the identity

- The matriculation examination
was a significant motivator

- Connections with the Swedish;-
speaking people in Finland
(Janita)

- Confidence in one’s own skills
(Janita)

Factors that restricted
learning

- Insecurity of one’s own skills
(Janita)

- negative experiences of
learning English at school
(Janita)

-It required effort to find
interesting materials in Swedish
- Insecurity of one’s own skills

- Lack of motivation

- Beliefs about “compulsory

Swedish”

Thus, overall, the students in the present studybeacharacterised as active users of

English who also intentionally aimed at learningdo&d the classroom by watching

movies without subtitles or by checking words frdictionaries. In Swedish, they were

mostly rather passive in using Swedish and findipgortunities to learn, even though

many of them were more active learners especiallgre the matriculation

examination.
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Furthermore, the present study indicated thattindesits’ activity systems in learning
English and Swedish differed significantly from leaxher. In five of the six cases,
English was encountered and used more than Sweeisind the classroom, the goals
and objects were set higher in English, and, tmeige attitudes towards learning
English beyond the classroom were more positive tbevards learning Swedish
beyond the classroom. However, there was variatimong the cases. For example,
Liisa had encountered both Swedish and Englistutiiranany mediating artifacts
beyond the classroom, whereas Netta and Toni gleadressed their negative attitude
towards Swedish on the one hand and their passidaniglish on the other hand. The
contrast to the five other cases was Janita, wdaikad Swedish more than English

beyond the classroom and had more confidence igHilés in Swedish.

Based on the students’ activity systems and coictrads within them, an attempt can
be made to analyse reasons for being active ovgaisslearning English and Swedish
beyond the classroom. The reasons for why the stadeen active in learning English
beyond the classroom were fairly similar, wheré&sd was more variation in the
reasons why the students had not been as actigarimng Swedish beyond the

classroom.

In the following chapter these findings of the gmsstudy will be discussed.

7 DISCUSSION

The aim of the present study was to shed lighterupper secondary school students’
learning of English and Swedish beyond the clagarfsom the perspective of the
human activity system model (Engestrom 1987, 19B8¢. purpose was to find out by
analysing the students’ activity systems and thetmotable contradictions within
them, whether they can be characterised predoniyrastearners or users of English
and Swedish beyond the classroom, what kind oéifices and similarities there were
in their activity systems in learning English angeslish beyond the classroom, and,
also to make an attempt to answer what kind obfaatnhanced or restricted learning,



120

that is, why the students had been active or passilearning these languages beyond

the classroom.

The human activity system model (Engestrom 198991 8as not been employed in
connection with L2 learning in Finland earlier. Tprevious studies employing the
model have focused on the effects of curriculangea in the context of South Korea
(Kim 2008, Ahn 2009), or, on motivation of studeatsammigrants who move to a
foreign country (Kim 2009 and 2011, Allen 2010) cBase the earlier studies have
been conducted on different themes and in diffecentexts compared with the present
study, there are not any studies that could beitjreompared with the present one.
The findings of the present study will, therefdye,mostly compared with the earlier
studies conducted on learning English and Swedtgbrd the classroom in Finland,
which, however, have different theoretical backgisi Moreover, it must be
remembered that the participants of the presedysuere in grade 12, and, many of the
earlier studies have participants who are in déffiielevels of education compared with
them, such as teenagers (Luukka et al. 2008, NéuodaPitkanen-Huhta 2008 and
Linnakyla 2010), university students (Moncrief 2Dt university students of English
and Swedish looking back at their experiencesahiag English and Swedish during
their school years (Kalaja et al. 2011a and 201T#. study by Kalaja et al. (2011a and
2011b) is the study that mostly resembles the ptesady, because it compares
learning of English and Swedish beyond the clagar@ven though the school context

was taken into account in it as well.

In the following sections, the findings of the pretstudy will be discussed in more
detail and compared withe earlier research, when possible. The resultbwi
discussed in order of the research questionsirgjaxith discussing whether the
students can be characterised as predominantlydesaor users, succeeding to the
differences between activity systems in English @nedish, and, finally, trying to
answer what kind of factors enhanced or restritaching. After that, the implications

of the study will be discussed.
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7.1 Learners/users

Based on the illustrations of their activity sysgenme subjects of the present study can
be characterised predominantly as users of Endlighwho also intentionally aimed at
learning English beyond the classroom (Table 9gyTiad used English in many ways
in their everyday lives: for entertainment, seanghor information and communicating
with their foreign friends. Learning had usuallycared incidentally as a by-product of
these activities. However, their learning of Engliead also had intentional features, as
they had watched movies without subtitles or withtgles in English, with the purpose
of learning the language. In addition, Janita, Mdwnd learning English difficult, had
employed revision books and grammar books, théoisks usually connected with
formal settings (see Kalaja et al. 2011a). Evenghahe students pointed out that they
had learnt without even noticing it, many of thempdasised that they continuously put
effort into developing their skills. To conclude)dtish was both used and learnt
actively beyond the classroom.

By contrast, there was much more variation wittardgo Swedish: from Toni who had
been passive in finding opportunities to learnlémguage to Perttu and, especially,
Janita, who can be defined as users of Swediséit alfben recipients. Somewhere in
between these extremes were Roope, Liisa and Whtidhad not usually made use of
the affordances available, but in order to prefparéhe matriculation examination had
put more effort into learning Swedish also beydmeld¢lassroom. Liisa aptly illustrated
the thoughts of many students by saying that shddvmot watch TV shows in Swedish
for entertainment purposes, but, instead, in ai@éarn the language. Altogether it,
thus, seems that the encounters with Swedish had fa@ly occasional, such as ending
up watching FST5, or, connected with the purpodearhing.

Moreover, the results indicated that the schootedrand the context of beyond the
school coincide in students’ learning and using&wglish and Swedish beyond the
classroom. In the study by Nikula and Pitkédnen-ldyB008: 39), students took
practices learnt in formal settings to informalkisgfs, and, it could be seen in the
present study as well, especially in connectiom\Eihglish: employing dictionaries and

correcting errors in one’s writing were mentionedrthermore, for example, Liisa
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pointed out that many of the activities they had aaschool could be continued beyond
the classroom as well. Thus, several of the am#/ihe students had been inspired by
the school and teachers, such as watching TV shativeut subtitles. Especially this
could be seen in Swedish: a number of studentsiomaat stand-up comedians and the
Moomins, and, these probably had been activitieghich they had been encouraged

by teachers. This highlights also the importancthefsupport from the teacher.

However, it must be remembered that the studerttseipresent study had different
beliefs about what can be defined as languageansk thus they did not regard all their
activities as using the language. Actually, it sedrthat many of them regarded only
producing the language, speaking or writing, aguage use. This could be seen in that
some of them asked the interviewer if watching Duld be regarded as language use.
Thus, the students even themselves were not awatktleir contacts with English and
Swedish and what they had learnt from them. Alsthvénstudy by Nikula and Pitkénen-
Huhta (2008: 185), students regarded everydayipescas meaningful sites for

informal learning, but did not value their praciaes learning. In addition, the four
dimensions of informal learning by Benson (2011)Idde seen: learning languages

beyond the classroom had had versatile forms.

7.2 Differences and similarities

The first major difference between the activityteyss was that beyond the classroom,
the students had used and encountered Englishynlesiligh mediating artifactghich
had enabled them to be both producers and recgpagrthe language, whereas with
regard to Swedish, they had been mostly recipi¢ms,is, readers or listeners (Table
9). The results of the students as users of Enghishrecipients (or consumers) of
Swedish agree with the study by Kalaja et al. (207D). Furthermore, the role of
English as a lingua franca could be seen in thegmtestudy as well: English had been
mostly employed in contacts with non-native speskeven with Swedish-speaking

people.

However, it seemed that in both languages, theestschad not had many possibilities

to speak. Boys, especially, pointed out that thexy mot had many opportunities for
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speaking English and it could also be seen inttiet found speaking difficult.
Communication in English had, in fact, often invedwvriting on the Internet, even
though the language use there can also be seemiasuae of written and spoken
language, and, thus, cannot be strictly charaei@ias written language. This finding of
communicating often by writing is slightly differefitom the study of Kalaja et al.
(2011a: 70), where the students of English had bsestly speakers.

By contrast, speaking Swedish had been clearlyduitio trips to Sweden and Swedish-
speaking areas of Finland, as in the study by Kaapl. (2011: 70), and, many
students said that they had never written anythmrgwedish beyond the classroom. In
the study by Kalaja et al (2011a: 71), the respotglead not mentioned their contacts
with the Swedish-speaking population of Finland, buthe present study, even Perttu
who had had regular contacts with his Swedish-spgaklatives in Finland pointed

out that he had seldom produced the language (eflgepeech) in these contacts. The
reason for this can be speculated and Perttu didmoaw it either: was it because of
lack of confidence, ease of using Finnish as thguage of communication, lack of
support from the community, or, had there beentaratason for it. Thus, even the
contacts with Swedish-speaking did not always nthg&estudents speak, which could
be seen also in that, for example, Roope mentitmeche had spoken English when
travelling in Sweden and Toni said that he had spdknglish with his Swedish friend,

instead of speaking Swedish.

The fact that English was used more productivelyic¢dalso be seen in the use of the
Internet. The Internet had been one of the mosbrtapt mediating artifacts in both
languages, but in Swedish it was mostly employeddading and listening, whereas in
English it had been used for communicative purpasesell. However, it was
interesting that the Internet was mentioned bgtaitlents except one in the present
study. In the study by Kalaja et al. (2011a) In&trwas mentioned hardly at all in
connection with Swedish, which can be explainethieyfact that the students were
looking back on their years at school. The studeate, thus, become more aware of
the opportunities provided by the Internet, andythave also been encouraged by the

teachers to use it also for finding materials ireSish.
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The second major difference was that the studeats mostly positive about what they
had learnt beyond the classroom about English, edsethey were often doubtful about
whether they had learnt anything at all about Ssledin the study by Nikula and
Pitkdnen-Huhta (2008) becoming an expert in ongquéar area of language use was
seen as an empowering experience, and, in thentretsely, learning words had also
been an empowering experience for some studemisr f@ords to study for vocabulary
tests and knowing words that the others did notkro addition, school had not been
the primary context of learning for some skillsEnglish: Roope claimed that he had
learnt pronunciation mostly from TV and Perttu télt listening comprehension had
been learnt beyond the classroom. Thus, even thilnagstudents did not regard all
their activities in English as learning either thead recognised that they really had
learnt something. These results are also in lirtk thie study by Kalaja et al. (2011a:
71).

The third major difference was that the studentslig described how easy and natural
learning English had been, whereas they emphakm&dearning Swedish would have
required more effort, as the mediating artifacts hat been as easily available. With
regard to Swedish, they highlighted that it wasaoee their home town, Jyvaskyla, is
located in Central Finland, and some of them pdiotégt that learning Swedish would
have been easier in the capital region, for exanples also agrees with the study by
Kalaja et al. (2011): opportunities for learningeflish were regarded as scarce, and
they were thought to be available mostly in Swedigbaking areas. The students were
aware of the opportunities for learning Swedislt,lad not made use of these
affordances for many reasons which will be discdssere in detail in the following

section.

The fourth major difference was that the goals @njécts for learning these languages
were different. As the objects were set highermglish, many students felt that it was
necessary to learn the language also beyond thsrotam in order to reach the goals,
whereas in Swedish, it would be possible to oltaendesired language skills at school.
Thus, the students seemed to regard the schooégsimary context of learning

Swedish, whereas their objects in English couldbeoteached at school alone.
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The fifth major difference was the significancettod matriculation examination for
learning Swedish beyond the classroom. The madticul examination had made many
of the students put more effort into learning Swhdilso beyond the classroom,
whereas in English it was not highlighted in thensavay. This confirms how English
had been naturally present in everyday life androkearnt as a by-product of it,
whereas contacts with Swedish had often been éoptinpose of learning. However,
the role of the matriculation examination altogetivas slightly controversial: at the
same time, in both languages, there were also d@ldwtut whether it was possible to
learn much for the matriculation examination beytmelclassroom, as it is focused on
grammar, which was learnt more at school. Thussthéents regarded it as necessary
to prepare for the matriculation also beyond tlssioom, but were not sure whether

they could make use of what they had learnt.

However, there were also three major similaritiesveen the activity systems in
learning English and Swedish beyond the classréarstly, TV or movies were
considered the most useful mediating artifactsoitin languages by many students,
which agrees with the findings by Linnakyla (2020 Moncrief (2011) that the ways
of learning that the students find the most usafalactually those that favour receptive
language skills. The reason could be, in additiothéir easy availability, that the
students always did not regard productive actiwiie learning. For example, Roope
had written comments in English on Facebook, bt eaubtful about whether he had
learnt anything new. In addition, Liisa highligtitthe difference between
communicating with friends and watching TV by stgtthat from TV she had learnt
new things the most, whereas communicating wignfis had given her more
confidence. Thus, productive activities are propabfarded as reinforcing what had

already been learnt.

Secondly, the division between what had been ledrsthool, and, what had been
learnt beyond the school was fairly similar. BailEnglish and Swedish, the students
felt that they had learnt especially vocabularghsas necessary words connected with
their interests, beyond the classroom. In additibay had learnt reading
comprehension and listening comprehension for thticulation examination. Many

of them referred to the importance of learningelisihg comprehension beyond the
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classroom: because they had heard English or Swbkdignd the classroom a great
deal, it has also been easy at school. By congestymar, but also a great deal of
words, had been learnt at school. This divisios slzown also in the study by Kalaja et
al. (2011: 68).

Thirdly, many students emphasised that also iniEimglhe foundation for learning had
been laid down at school, and this knowledge w#g wsed and expanded beyond the
classroom. However, they estimated that in the o&&mglish, something new was
probably learnt as well. None of the students enghesent study felt that he or she
would have learnt everything about English beydrdiassroom, as some students felt
in the study by Kalaja et al. (2011a: ). Thus,ghalents in the present study seemed to
value their learning at school as well, and, onthefn emphasised that it probably
would be impossible to learn English properly os divn. However, the school context
seemed to be much more important for Swedish, me students highlighted that now
that they had finished their courses in Swedisdthool, it was necessary to maintain
the language skills beyond the classroom, whicle @gain shows how they had mainly

connected the language with the school context.

7.3 Reasons for being active or passive

The aim of looking at the factors that enhancedrastticted learning English and
Swedish beyond the classroom was to make an attenfiptl out the students had been
active or passive in using and learning EnglisBwedish beyond the classroom. One
of the core principles of activity theory is thairhan agency is closely linked with the
significance that people give to different itemnsl anatters (Lantolf and Pavlenko
2001: 146) and it could clearly be seen in the amswhow ready a student was to put
effort into learning English or Swedish depended tyeat extent on what kind of
significance the language had for him or her, dhenigh, for instance, confidence in
one’s own skills was also a significant factor whregulated the encounters with the
language. As in the studies by Kim (2008) and A200Q) beliefs about learning were
significant factors in being active or passivecdh be argued that fairly similarly with

the study by Allen (2010), it often seemed thatvlag in which an individual engaged
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in language learning activity had on impact ondbetext rather than the context had on

the learner.

The reasons for being active in learning Englishewairly identical: mediating
artifacts had been easily available, the commumaty supported learning and most
importantly, the students’ goals had been set Highause they regarded English as
important for their future (Table 9). Two of thewea mentioned that they wanted to
achieve near-native skills, and, one wanted hidi&m¢p be on the same level with his
Finnish. The importance of goals highlights the that the goals mediate between the
subject and the object as well (Kim 2009: 277):éwample, Toni was planning a career
in Britain, and, this goal motivated him to putaetfinto learning English also beyond
the classroom, in order to reach the distant olgEnear-native pronunciation. For
Netta and Toni, English also seemed to be a pahtenf identity: sometimes using
English felt more natural than Finnish. Both Nettel Toni had clear goals and they
were committed to them. To sum up, the factorseéhétinced learning English
included the beliefs about the ease of learnindifimgsupport from the community and
having the goals set high. This is in line with K{g909): motivation for learning
seemed to increase if the community patrolled andegl motivation, and the goals

were internalised.

By contrast, in learning Swedish beyond the classrdhe matriculation examination
was the major factor that had made the studentsffirt into finding opportunities to
learn Swedish. Thus, it was an important goalteirtlearning of Swedish, also beyond
the classroom. It can be compared with the rok@fchool exams for students in the
studies by Kim (2008) and Ahn (2009). In the Sekititrean context, the ultimate goal
of learning English was passing school exams, idn be argued that the
matriculation examination had a similar role fornrpatudents in the present study: the
matriculation examination was, actually, the gdaheir activities connected with
Swedish, which, of course, is at the same timenaestment in the future, and, thus, in

connection with the working life, for instance.
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The reasons why the students had been passivarmrig Swedish beyond the
classroom were more versatile. Kalaja et al. (20I3ahave speculated what kind of
factors have an effect on whether the studentactree or passive in making use of the
affordances available, and, in the present stu@nynof them could be observed.
Firstly, the students believed that learning Swedisyond the classroom was not
necessary for them personally, as they had fetiutd be learnt at school or that their
goals could be reached at school. Secondly, samdests also felt that they would not
need it in the future or referred to the beliefewicompulsory Swedish that they had
learnt during the grades 7-9. Thirdly, sometimas a lack of confidence in their skills
had prevented the students from communicating iadsst. In addition, the students
had the goals set high in English and invested #féarts into it, instead of Swedish.
Thus, the reasons were versatile and reflectetehefs of the individuals and

surrounding community.

However, Janita had different relations to the taagges than the others, and analysing
her activity systems indicated some important factbat affect whether a learner is
active or passive. Importantly, for her the conimecbetween the goals, community and
subject was not as straightforward, as, for exapplthe study by Kim (2009). Janita
had not been active in finding opportunities farleng English and felt that learning
English had been difficult, even though her comrtyuhad supported her in learning in
many ways and she felt that she would need Engl&hin her future, if not at work, in
connection with her interest, politics. The maiasen for this seemed to be her lack of
confidence in her skills, which had its roots ie tiegative experiences of learning
English, as she had lagged behind in learningadeg 7-9. She also compared herself
with her friends who had learnt more English inmmection with their free time

activities, such as watching movies or playing catepgames. Because Janita was not
interested in those activities, she felt that iswat easy for her to learn English. Thus,
the beliefs about the ease of learning English béybe classroom had, actually, turned
against Janita: because she was not learning Bragisnuch as others, she had felt
inferior. In addition, the case of Janita highlghbw the experiences of learning a
language at school have an effect on how willirsgualent is to continue learning

beyond the classroom.
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By contrast, learning Swedish beyond the classrbathbeen an empowering
experience for Janita: as there were students vere weaker in Swedish, having a
good command of Swedish gave her self-confidenud she felt that she had been able
to make use of what she had learnt beyond therolassalso at school. Her learning
had been promoted by many factors: positive agydontacts with Swedish-speaking
people through her hobbies and participation imtla¢riculation examination and her
desire to use Swedish also in the future. Furthezmmportantly, she felt she had a
good foundation on which to build as her learnih@wedish had been effective right
from the beginning. She had maintained her wiletrn Swedish despite the negative
attitudes that some members of her community hadrids the Swedish language.
Moreover, like the successful learners in the staglsreen-Vanttinen et al. (2010), she
had also been creative in finding opportunitieketon, also in the context of Jyvaskyla:
she had sometimes talked Swedish with her Finrpglalang friends. Altogether, she

had been able to make use of the affordances biafiar learning Swedish.

7.4 Implications of the study

Overall, the present study indicated that theresvgggnificant differences between
learning English and Swedish beyond the classrdmtnalso similarities, and thus,
confirmed the findings of the study by Kalaja et(@D11a and 2011b). The study
indicated that learning English and Swedish beybedclassroom is affected by several
individual, social and educational factors, andreely strongly by the beliefs that
learners have about the languages and learning thetis section, some of the most

important factors that were evident in the studly be discussed further.

Firstly, most students in the present study had Ineere active in making use of the
affordances to use and learn English than to I8aredish. They emphasised that
finding opportunities to learn Swedish beyond tlesgsroom would require effort, and,
for many reasons, had not been ready to put that @fito learning Swedish also
beyond the classroom. This, naturally, raises thestion of how to motivate students to
use Swedish also beyond the classroom. One waf/ésurse, to inform students about
different possibilities of learning Swedish, asaemed that the mediating artifacts
mentioned by the students had been rather sirkanever, the students seemed to be
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aware of the affordances, but had not made udseset Thus, the question of affecting

beliefs behind these decisions is a more diffiquistion.

Secondly, the case of Janita and how she perc&aening English beyond the
classroom as difficult raised the question of suppg weaker students in learning
English beyond the classroom, so that they codd hve feelings of success in their
contacts with English beyond the classroom. Formgpte, Janita had found some of the
materials that her teachers had recommended ah&blenging. In addition, Janita felt
that as she had not liked playing computer gamegatrhing movies in English, she
had not learnt English as much as her friends ket ylom classroom. Thus, popular
beliefs about the ease of learning English andwvdngs in which it is learnt best beyond
the classroom may reduce some students’ motivadistudy it beyond the classroom.
Therefore, students should be helped to find theim ways of learning, because
learning beyond the classroom provides excellessipdities for this and builds a

foundation for life-long learning.

Thirdly, the study also indicated that the gap leetwthe classroom and the activities
beyond the classroom is not completely bridged. Sthdents did not always appreciate
their experiences as learning. Even Toni, who hehlactive in using English beyond
the classroom and for whom learning English hachdne=n an empowering
experience, felt that at school the special skitisld only be made use of in composing
essays. Thus, more ways to bring school and legiinione’s free time closer to each
other should be found. For example, by bringing time activities into the classroom
in different forms: also free time activities, whipromote productive skills would be
important in Swedish, where the language has mbstiy used receptively beyond the

classroom.
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8 CONCLUSION

The aim of the present study was to shed lighterupper secondary school students’
learning of English and Swedish beyond the clagarfsom the perspective of the
human activity system model (Engestrom 1987, 19B8¢. purpose was to find out by
looking at their activity systems, firstly, whethteey can be characterised
predominantly as learners or users of English ameld&h beyond the classroom,
secondly, what kind of differences and similaritiesre were in their activity systems
in learning English and Swedish beyond the clagar@md, thirdly, also to make an
attempt to answer what kind of factors enhanceaesiricted learning. The data
consisted of six semi-structured interviews and aradysed by the means of
qualitative content analysis. Overall, the findirmfshe present study indicated that
Finnish upper secondary school students learn asadunglish and Swedish in different
ways beyond the classroom, even though they litkarsame town, and, basically,

have the same affordances available.

In the present study, learning English and Swebesfond the classroom was
approached from a new perspective, as the humamtyaslystem model (Engestrom
1987, 1999) has not been employed in connectiom i&#rning L2 beyond the
classroom earlier. The human activity system mealads into account personal, social
and institutional factors, and, thus, sees learaggn entity. This was its strength and
weakness at the same time: on the one hand, emgldywvas rather challenging as
several factors had to be taken into account asdhee time, but, on the other hand, it
served as an analytic framework which enabled airagythe phenomenon
systematically. The present study would have beeremoncise and a more in-depth
analysis would have been possible, if it had fodumelooking at the relationship
between, for example, goals and mediating artifadiss would have made it possible
to describe these in more detail and also the adittions within them could have been
explored more extensively. However, according ®dhginal idea by Engestrom
(1987), the human activity system is meant to lo&dd at as whole, not merely as
separate connections, and, furthermore, in theeptetudy the aim was to give a
holistic picture of the phenomenon, and, thus Ioglkat all components of activity

system suited the purpose.



132

The data was collected through semi-structuredhiiges. Interviewing was a good
way of collecting data for the present study, amite an opportunity to make clarifying
guestions and ask for elaborations. The particgpameire willing to reflect on the issues,
and, as a result, a great deal of data was calle€tee data collected through interviews
enabled illustrating activity systems as the sttglperceived them. However, in order
to make the descriptions of activity systems mam@rehensive, it would have been
good to make use of also other ways of collectiaign.dThe earlier studies employing
human activity system (e.g. Ahn 2009) have madeotiseultiple ways of collecting
data, and interviews have been only one part ohthe the present study, it might have
been useful to employ a short questionnaire irbdggnning of the interview, where the
participants would have been asked about theiractsitvith English and Swedish
beyond the classroom. It would have activated theethink about their use of English
and Swedish, and, probably, helped them to proswd® more in-depth answers. Use
of journals may have been another useful way décthg data, where the participants
would have daily written down what kind of encoustthey had had, and these would
have been discussed in the interviews. Also Be(®001: 203) has suggested keeping
journals of activities and feelings as an alter@atiData triangulation would have also
increased the reliability and internal validitytbe study (Merriam 1998: 27

Interviews as a method of collecting data also ttisadvantages. Because the
interview situation does not allow anonymity, ifigssible that the participants tried to
present themselves in a better light (Dérnyei 20@B-144), and were not willing to
describe their negative attitudes, experiencesdirfgs. It can be that the students were
not willing to express their opinions about theeEnglish and Swedish in their life
freely as the interviews were conducted in schoeinises. In addition, retrospective
interviews include a risk that the nature of theehéng experience may be changed over
time (Benson 2001: 203). For example, some of grgqgipants had already finished
their courses in English and Swedish at school, #nsl might have made it difficult to

reflect on the advice from teachers, for instance.
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Moreover, it must be noted that the participantthefstudy may have been from socio-
economically privileged backgrounds and there wetemany weak students in the
study. However, in case studies, having many ppaiits increases the sense of
representativeness or variation among cases (D08:22, 36), and, in the present
study, six cases were looked at and, thus, thesealga variation in their experiences

and beliefs.

Furthermore, learning languages beyond the classies@a complex matter to be
studied. It can be difficult for students to dissuer example, the outcome of their
learning, as learning beyond the classroom maypaaécognised as learning at all. In
addition, the term “using a language” can be urtdedsdifferently and, this may have
an impact on the validity of the study. Howeverthe present study, also “encounters
with the language” were discussed in addition tirfg a language”, and, if the
participant was hesitating, some prompts were ginender to get the participant think
about even the most minimal encounters. Furtherptrglish and Swedish have a
different status and historical background in Fiudla The discourses around them are
different: useful English is often contrasted witbmpulsory Swedish”. Thus, there
was a risk that the participants would have coteéchthem strongly in the interviews as
well, and, thus, could not focus on reflecting ore ¢anguage at a time. In order to
avoid this, the interview frame was planned so timt language was discussed at a

time.

The data was analysed by means of content analyglse analysis, the data was
classified based on which components of the agtsystem they belonged. This made
the analysis challenging. There was not a modelabla for identifying the different
components of the activity system, and, this gnogiad to be made with the help of
earlier studies which have been conducted on éiftethemes (Kim 2008, Ahn 2009,
Kim 2009 and 2011) and many of the categorisatwer® based on the researcher’s
own ideas. The issues were complicated furthehbyadct that the same issues may
belong to several components. Moreover, it proweful to include also the
matriculation examination, teachers and what hagh lbearnt at school into the activity
systems, because they were factors of great signife. In addition, identifying the

contradictions was challenging, because it wasalvays clear which components
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where in contradiction with each other. Thus, sam@radictions may have been
missed in the analysis. Furthermore, the inexpeeef the researcher might have had
an effect on the analysis of the data by increaiegsubjectivity which is a general
concern in analysing qualitative data. To prevemlenty of excerpts from the
interviews were provided. In order to increaserdimbility of the findings, the method

of analysing the data was explained in detail wihescribing the research design.

The present study was conducted as a qualitatse stady, and, therefore, the aim was
to provide an in-depth analysis of the phenomehtaving a small number of
participants enabled analysing their activity systendividually and thoroughly. In

case studies, it is possible to focus on an ind&fidh a way which usually is not
possible when studying groups (Mackey and Gass:2006172). The study
succeeded in illustrating in detail how upper selewy school students encounter
English and Swedish as learners and users beyeraassroom as well as what kind of
differences, but also similarities there are inrthetivity systems in learning these two
languages. The study also shed light on the reagsbpstudents are active or passive in
learning these languages beyond the classroomfiAdiags raise many questions of
relevance for language teachers, for instance,taugporting students in learning
these languages beyond the classroom and aboubhadge the gap between
activities at school and beyond the classroom.heamore, applying the human activity
system model (Engestrém 1987, 1999) also provideglxaway of approaching the
issue. As the model has not been employed in Finganlier, the way in which it was
employed in the present study will also give idiemghe possible further research on
the model. In the present study, the model helpahalysing the versatile and wide

phenomenon systematically.

In the future, there is a great need for more stidn learning English and Swedish
beyond the classroom. It would be interestingrnd hut about how learners in
Swedish-speaking areas of Finland see these laaguag addition, it would be useful
to look at how students who are low-achievers mgleages at school perceive learning
these languages beyond the classroom, as therenbilleen many studies on this yet.
The human activity system model (Engestréom 198991 8as seldom been employed

in connection with L2. It would also be an intenmegtchallenge to look at motivation in
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learning languages from the perspective of the muacéivity system model, for
example, by focusing of the analysis on the refetigp between subject, goals and
community, as in the study by Kim (2009). Furtherep@specially the connections
between learning in the classroom and beyond #ssidom should be explored more
in order to find ways to bridge the gap betweemthand, thus, it might be beneficial to
compare activity systems at school and beyondl#ssimom, and what kind of

contradictions there might be between these systems
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APPENDIX 1: Consent to the study

TUTKIMUSLUPA
Hei!

Opiskelen englannin ja ruotsin opettajaksi Jyvéaakylliopistossa. Teen pro gradu -
tutkielmaani lukiolaisten englannin ja ruotsin k&#l oppimisesta koulun ulkopuolella.

Tutkimuksen aineisto keratdan haastatteluilla. Haidut nauhoitetaan. Haastatteluissa
annettuja tietoja kaytetddn ehdottoman luottamiikesti. Haastateltavien

henkildllisyys ei paljastu missaan vaiheessa tutlkisen tekoa eikd myoskaan
raportoinnin yhteydessa. Haastattelussa anneitigget kaytetaan ainoastaan
tutkimustarkoituksiin.

Kiitos osallistumisestasi haastatteluun!

Jos Sinulla on kysyttavaa tutkimukseen liittyerstaan mielellani kysymyksiin.

Ystavallisin terveisin,
Tarja Fagerlund

tarja.fagerlund @jyu. fi

TUTKIMUSLUPA

Mina suostundtimhsun ja siihen, etta
haastattelu nauhoitetaan. Annan myos luvan kalaastattelussa antamiani tietoja
tutkimustarkoituksiin.

Haastatteluissa annettuja tietoja kaytetaan ehaartiduottamuksellisesti.

myo6skaan raportoinnin yhteydessa. Haastattelugsettaqa tietoja kaytetdén ainoastaan
tutkimustarkoituksiin.

Paivamaara ja paikka Allekirjoitus
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APPENDIX 2: Interview schedule

HAASTATTELURUNKO

Haastattelussa on samat kysymykset koskien englappuimista koulun ulkopuolella
ja ruotsin oppimista koulun ulkopuolella. Aloitamraeglannilla.

Englannin oppiminen koulun ulkopuolella

Haastateltavan taustatiedot (subject)

Minka ikainen olet?
Milloin olet aloittanut englannin opiskelun?
Aiotko kirjoittaa englannin ylioppilaskirjoituksia® Milloin?

Oppimisessa kaytetyt valineet (mediating artifacts)kokemukset opitusta
(outcome)

Kaytatkd englantia koulun ulkopuolella? Missa? Kairusein? Huomioi
pienetkin kohtaamiset.
Oletko mielestasi oppinut englantia koulun ulkomlial?
Millaisia asioita olet oppinut koulun ulkopuolella?
Miten olet oppinut englantia eniten, eli mik&a otubhyodyllisinta oppimisen
kannalta? Miksi?
Miten olet oppinut eniten

0 luetunymmartamistd, kuullunymmartamistda, puhumistgitusta,

kulttuurintuntemusta, omien taitojen tuntemusta?

Mitd asioita olet oppinut englannin tunneilla kogda, joita et olisi oppinut
koulun ulkopuolella?

Oppimista edistavat ja rajoittavat tekijat (rules)

Onko sinusta helppoa vai vaikeaa oppia englantigukoulkopuolella? Miksi?
Millaista koulun ulkopuolella tapahtuva englannppominen on verrattuna
oppimiseen koulussa?

Tavoitteet kielen oppimiselle(goals)

Tarvitsetko tulevaisuudessa englannin kieltd? Missa
Millaisen kielitaidon haluat saavuttaa?

Pyritkd kehittdmaan kielitaitoasi koulun ulkopuddesaavuttaaksesi tavoitteesi?

Miten?

Oletko oppinut jotain koulun ulkopuolella ylioppslarjoituksia ajatellen? Mita,

anna esimerkkeja.

Yhteis6 (community) ja tydnjako (division of labour)

Ovatko opettajat kannustaneet tai ohjanneet engiapiskeluun koulun
ulkopuolella? Miten?

Oletko voinut hyodyntaa koulun ulkopuolella oppimsideoulussa? Anna
esimerkkeja.
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Tuetaanko kotonasi englannin opiskelua koulun ulikdgla? Miten?

Ovatko kaverisi mukana englannin opiskelussa koulkapuolella? Miten?
Asenteet?

Ketkéa ovat olleet tarkeita henkil6itd, kun ajattedaglannin oppimista koulun
ulkopuolella? Voit mainita myds julkisuuden henkidd

Vastaa viela seuraaviin kysymyksiin englannin osadt

Kasitykset itsesta: Arvioi itseasi englannissa kasteikolla 4-10 ja perustele
valintasi.

1. puhujana. 2. kirjoittajana 3. lukijana 4. kuuntahg
Mika on viimeisin kouluarvosanasi englannissa?

Ruotsin oppiminen koulun ulkopuolella

Haastateltavan taustatiedot (subject)

Milloin olet aloittanut ruotsin opiskelun?
Aiotko kirjoittaa ruotsin ylioppilaskirjoituksissadilloin?

Oppimisessa kaytetyt vélineet (mediating artifacts)kokemukset opitusta
(outcome)

Kaytatko ruotsia koulun ulkopuolella? Missa? Kuinksein? Huomioi
pienetkin kohtaamiset.
Oletko mielestasi oppinut ruotsia koulun ulkopulal@|
Millaisia asioita olet oppinut koulun ulkopuolella?
Miten olet oppinut ruotsia eniten, eli mika on olhyodyllisintd oppimisen
kannalta? Miksi?
Miten olet oppinut eniten

0 luetunymmartamista, kuullunymmartamista, puhumistggitusta,

kulttuurintuntemusta, omien taitojen tuntemusta?

Mit& asioita olet oppinut ruotsin tunneilla koulasgita et olisi oppinut koulun
ulkopuolella?

Oppimista edistavat ja rajoittavat tekijat (rules)

Onko sinusta helppoa vai vaikeaa oppia ruotsiakoulkopuolella? Miksi?
Millaista koulun ulkopuolella tapahtuva ruotsin appen on verrattuna
oppimiseen koulussa?

Tavoitteet kielen oppimiselle(goals)

Tarvitsetko tulevaisuudessa ruotsin kielta? Missa?

Millaisen kielitaidon haluat saavuttaa?

Pyritkd kehittdmaan kielitaitoasi koulun ulkopuddetaavuttaaksesi tavoitteesi?
Miten?

Oletko oppinut jotain koulun ulkopuolella ylioppslarjoituksia ajatellen? Mita,
anna esimerkkeja.

Yhteis6 (community) ja tydnjako (division of labour)

Ovatko opettajat kannustaneet tai ohjanneet ruotsiskeluun koulun
ulkopuolella? Miten?
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- Oletko voinut hyédyntaa koulun ulkopuolella oppirsideoulussa? Anna
esimerkkeja.

- Tuetaanko kotonasi ruotsin opiskelua koulun ulkdelles? Miten?

- Ovatko kaverisi mukana ruotsin opiskelussa koulkopuolella? Miten?
Asenteet?

- Ketka ovat olleet tarkeitad henkil6itd, kun ajatteleotsin oppimista koulun
ulkopuolella? Voit mainita myds julkisuuden henkid

Vastaa viela seuraaviin kysymyksiin ruotsin osalta:

- Kasitykset itsesta: Arvioi itseasi ruotsissa kostedolla 4-10 ja perustele
valintasi.
1. puhujana. 2. kirjoittajana 3. lukijana 4. kuuniaha
- Mika on viimeisin kouluarvosanasi ruotsissa?

Lopuksi viela molemmista kielista yhteisesti

- Onko englannin ja ruotsin oppimisessa vapaa-agatifa? Anna esimerkkeja.
- Mistd mahdollinen ero mielestasi johtuu?
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APPENDIX 3: Interview transcription notes

full stop (.) = a longer pause, end of a speectiaec

comma (,) = short pause, question

three full stops in brackets (...) = there has bgmesh before or after the extract
(xx), (xx) = unclear speech

((nauraa)) = clarifications by the interviewer
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APPENDIX 4: English translations for the interview extracts

(1) It's daily and many times a day, sometimessieln to the radio in English, that’s
what | do at least every week, and, of course,ttwaV daily and read some articles or
newspapers on the Internet as often as every day.

(2) 1 think that my way of learning is (---) quitgentred on hearing. When 1 listen,
things stick to my head, such as sentence stesfuom grammar, and, what sounds
right, for example.

(3) You wouldn’t learn if you just sat at school-J-a couple of hours a week (---). It's
only after you continue learning beyond the classravhen you first begin to see the
results, and, in the matriculation examinationisiprobably impossible for you to get
the best marks if you merely rely on what you hbeant at school, learning on your
own is needed pretty much there.

(4) It's fairly easy, it happens just by itself, &h I'm doing everyday things and
entertaining myself with movies and such. I'm nainking that “o, now I'm learning
English”. It just happens, quite naturally.

(5) Yes, of course, quite much English sticks tofroe the media.

(6) And when | for example read some books (---Emglish and come across some
new words and start to check them in dictionariesiin well in that way.

(7) Yes, and | have a such source of motivation mhma sister is studying to become a
translator in English and she encourages me altithe, brings me books and other
things, so that gives also to me energy for legnin

(8) Mom and dad (---) if I have sometimes been deste and felt that | have no longer
energy for studying and that | am not good athieythave always helped me so that |
can move on.

(9) Well, sometimes if I'm on a cruise to Swedenoora weekend trip in Sweden, |
may have had courage to use Swedish for exampte shop and that's when I've
noticed where my limits are.

(10) Maybe when | had the matriculation exam, | pubre effort into learning
((Swedish)) beyond the classroom.

(11) Well, | searched on the Internet for artistsowsing in Swedish and listened to
music on YouTube, | started to search for the mtisa¢ | liked in that way (---). | rent
movies in Swedish and watched them, and maybeollstened to Swedish on online
radio channels.

(12) 1 don’t know if | have learnt anything newaait Swedish beyond the classroom,
but probably | have got some confidence in my skahd fluency, so having at least
some contact with the Swedish language beyond lHssroom has made schoolwork
easier.

(13) Well, it's pretty challenging because | helae tanguage rather little beyond the
classroom. There’s not much Swedish on TV as far laww, or, of course, | could
watch Swedish-speaking TV channels, but | don’tclwahem simply for fun, | would
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watch them more because of wanting to learn. It&fty challenging, because | don't
hear it much unless | search for it myself.

(14) Maybe | haven't felt a great need for it, ewough it would be important.
Somehow | have felt that is possible for me toridae language at school as well, even
though it might be an illusion, however, learningedish would require more effort, so
English comes more by itself, there’s more suppligmnglish.

(15) I have acquired pronunciation probably mosthyn TV shows, even though it is
taught at school as well. | hear it so much on DBVits mostly from there that I've
acquired it.

(16) I've written in English on Facebook but | feékat | haven’t learnt much from it. |
have only used the skills I've got.

(17) (---) The matriculation exam is focused onngma@ar and you come across those
grammatical issues more at school than elsewhergos probably learn them better at
school.

(18) Well, of course, so that there are not so nthegretical things, you just use what
you've learnt at school. (---) You sort of needdo more by yourself, for example,
when speaking, you don’t have a special situatik@ &t school that “now talk about
this”, instead, you talk about whatever happenthéotopic. Maybe it's more difficult,
but at the same time you learn a lot.

(19) Newspapers in Swedish are available but I'eeen bought those. | don’'t have
many ((Swedish-speaking)) friends or relativesaotually | do have Swedish-speaking
relatives, but | haven’t met them often, and, beeahey can speak Finnish anyway, we
haven't had conversations in Swedish, there jusiplsi aren’t so many situations
((where 1 would need Swedish)).

(20) Well, about everything ((laugh)), | haven'tatat it much elsewhere, so I've
probably learnt everything at school, such as gramand most words, of course.

(21) Well, pretty difficult, because there are nmny situations where | would need it,
but it would be possible to learn it if | wanted tbere are no obstacles for it, it's not
that difficult, if | just wanted to learn it, | juraven’t considered it so important that |
would have done it more.

(22) People anyway also speak it somewhere in ikihdand all Finns have studied it for
some time and everyone can it to some extent amsgpeapers and books would be
easily available and there’s a TV channel in Swedisd radio stations, so that it would
be possible to hear it and read it and whateviewdnted to.

(23) Well, it's hard to say, maybe | need it someveh It's anyway useful that I've
studied it. (---) People check the mark that I'& ffom the matriculation exam but it
does not mean that | would need it anywhere, butvisit Sweden some time, | will
probably need it there, and it makes a good imprest| can it, for example, if there
are Swedish-speaking people on the work place, thed, | could speak Swedish with
them. It doesn’t do any harm, but you never knothéfre will be situations like that.

(24) English and Swedish are quite easy languagegwinciple and also therefore |
could learn them also beyond the classroom (--Brglish and Swedish | would have a
really good possibility to develop my skills.
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(25) I've got somehow so different attitudes tovgtigese languages that it’'s silly.

(26) Because we are, anyway, here in central Fihldrere are not so many situations
in English and Swedish ((in everyday life))

(27) Of course, every time | have to meet someowespeak with him or her, | learn at
least a little.

(28) I may have grasped some words when listermnqmeople speak in movies or then |
have listened to the dance teachers tell us somgsttabout the human body. It has
always been really nice to understand what thegayeg.

(29) Maybe in those situations when | haven’'t usttexd something, | have
remembered that my skills aren’'t so good, or, ikesame frustrated when something
remains unclear. It makes me think that | shouldgimore.

(30) Well, it’s quite difficult, or, of course, depends much on how active you are, but |
have never ended up or liked playing games in Bhgir reading magazines or
anything because | feel that I'm not good at EtgliEherefore, it has been difficult for
me, but if | was active and watched movies andghiike that which | probably should
start doing now as | will have the matriculatioraexin the spring, | would learn.

(31) Well, maybe what you learn beyond the clagsr@more everyday and practical,
whereas at school you go through grammar and wimpertant, but it's more about
life that you learn beyond the classroom.

(32) It would be useful if, for example, teachermwd encourage that “start in this way,
try to translate lyrics into Finnish, or watch teesasy movies” because it’'s difficult to
get started by watching Harry Potter movies, wham gon’t understand the
vocabulary, such as Hogwarts, and all the othedw/thrat there are.

(33) | feel that Jyvéaskyla is so in the middle eémgthing that you don’t need to speak
Swedish or Russian here, but because I'm in théhyoauncil, we have meetings with
Finnish Swedish-speaking people.

(34) We have those (---) visiting teachers so tmay speak Swedish and | understand
them and maybe comment on something too. | alse a&dwedish-speaking friend in
Finland, who always says to things like “jag sakaigi'((I miss you)) and I'm always
like “miss you too”.

(35) (---) Maybe sometimes on the radio when | lewhrough the stations, | may stop
at YLE Vega or sometimes | watch BUU-klubben, feample, just when | end up on
that TV channel.

(36) Well, sometimes when I'm chatting with my Hisim Swedish-speaking friends and
think about how to say something in Swedish (--y)frrend always understands me
and says in Finnish if it wasn’t correct and teflis how it should be. Maybe that's how
I've learnt the most. By writing small everydayrigs.

(37) I would learn also Swedish if | put a littl#aet into reading or listening it, but of
course, the same is true about English as welput more effort into learning it, |
would learn it, but it is especially here in Ceh&aland more difficult than, for
example, in the capital region where you everyataye across it. There are also all
signs on the streets in many languages but not here
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(38) Especially now when I no longer have lessarSwedish at school | have to try to
maintain my language skills (---) for that everyidpithat I've eagerly studied for the
matriculation examination in the autumn wouldn’twgasted.

(39) (---) Some of them are like “I took the comguuly courses, my average mark was
five and I'm not going to say a word in Swedish”frlend of mine who always texts
me in English would no longer text me if | replidher in Swedish. She is always like
“Swedish NO NO NO, | really don’t want to speak it”

(40) Well, I've learnt listening comprehension abhoompletely beyond the classroom,
from TV, for example.

(41) Maybe without noticing from movies, for instan that's where the listening skills
have mostly been learnt from.

(42) Of course, if you really wanted to study arkeit, it would be really quite
difficult. Nobody is teaching you and you need tmW how to teach it to yourself. It
can be a bit more challenging than at school. @fs® you learn more easily, if you
have someone to teach you.

(43) Well, I want it to be fluent and have suchlskhat | can speak it in the same way
as Finnish. It would be good to master two langsafge example Finnish and English,
equally well, so that | could speak the languageat.

(44) They always emphasise that it's the crux efrtiatter that learning is not limited to
school, instead, you need to learn it also elsesytees much as possible.

(45) I've been maybe a bit sad for not learningmeah because, principally, | would
have had good possibilities to learn it well, bt mave always just spoken Finnish,
and, therefore, | haven't learnt it so well.

(46) Well, I thought 1 would enjoy the freedom daftrbeing forced to take the test. |
found the subjects that suit me better and | didwent to have any extra stress by
adding the test of Swedish there.

(47) Maybe it would have motivated me to learrf-i) Well, | would have needed to
start systematically to learn it.

(48) (---) Because | don'’t take the test of Swedistpart of the matriculation exam, |
don’t know where | would need Swedish. Well, | nmed it somewhere here in
Finland, but | know that | can mostly manage welEnglish, and, therefore, | haven't
aimed at learning to speak Swedish so well.

(49) Well, it's, at least for me, quite unintentabearning, for example, from the
relatives. | have learnt some things by accidargnghough | hadn’t especially aimed
at learning. Learning at school can be characase'studying because you have to
study”.

(50) I feel that I've reached the goals I've setseifalready at school and, therefore, |
don’t need to put much effort into it beyond thassroom.

(51) Now as | think about it afterwards, it woulave been nice to learn to speak
Swedish ever since | was little, but | don’t knoloat it actually, because as | have
only used to using it at school, | don’'t see a reedt in the future.
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(52) Well,  won't need support in the future anymmdecause | won’'t need Swedish in
the future, | know the basics and that's enoughrfer

(53) My friends have taken the test of Swedishas$ @ the matriculation exam lately
and will continue next spring, and, for examplegwhve’ve driven somewhere in my
car, some of them have said that “choose a Swesglisaking radio station” and things
like that, so, they have more motivation for stungyit.

(54) | personally have more motivation for studyinf(English)).

(55) It's probably a combination of hearing the mwmnd seeing the lyrics written, so in
that way | can make the conclusion that these waregronounced in this way and at
the same | learn the spelling.

(56) Vocabulary (---) I sort of know it already beéhand, |1 don’t need to study it so
much.

(57) I kind of understand pretty difficult speechwveell (---) | have tried to learn
Scottish accent, for instance.

(58) (---) I've got a quite strong basis on whiohbuild and it is easy to connect more
words on it and understand words on that basig.I{+encounter new words, it is easy
to infer their meanings from the context and so on.

(59) At school, | have to study some things, butes time | justearn ((emphasised))
them. [ just realise that now | understand thimderstand what is said here (---) It is
not as instructed as at school.

(60) Because you don't need it here, you don't @mdising it here.
(61) Quite difficult, especially, because you néz@ut more effort into it.

(62) Because | don't actually like the Swedish lzeqge, as Swedish is spoken only in
Sweden, and, therefore, it has a limited use inesaay, so | rather aim at learning
English and French, which have clearly more use.

(63) Swedish is not as interesting as English) [don’t have similar goals in the
Swedish language as in the English language.

(64) (---) It has always been so that you mustié&awedish. (---) You must learn
English too, but you hear it so much also beyomrdcthssroom, it is in a way natural.

(65) Something that would make the Swedish language interesting and useful.

(66) Something practical, so that if there wouldfoe example, music in Swedish that |
would like. It would be good, but at least | havesricountered it.

(67) I like the English language so much. (---) ®times it feels much more natural to
say something in English than in Finnish so | semet say it in English.

(68) I notice that the others don’t know but | know

(69) Well, I think it's mostly vocabulary, becausere are many kinds of texts. There
are mostly different tasks, always an introducttdbmhat you need to do. (---) There are
quite many different words and they can be conmlewith many things, so I've learnt
words from there, and, when I'm taking part in d@gales, | may guess what they might
say, and, | would say it exactly in the same way.
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(70) Special skills can probably be seen only sags, not otherwise.

(71) Especially, when there was an assignmentaredam where | had to interview
someone, | think that | remembered some of the arsstkom the games, that is, | tried
to remember how some questions had been formulatbé game and so | got
confirmation that my answer was correct.

(72) It's more relaxed and more spontaneous, amd easily become motivated,
nothing is forcing you to do it.

(73) There are all kinds of new words and theyiateresting, | just acquire them.
(74) Learning beyond the classroom is probably slawt little by little.

(75) | probably aim at car business and as itestpismall-scaled here in Finland, | will
probably search for a job in Britain, so that’'s whelikely will make use of the English
language.

(76) When I'm writing in English, I aim all the temat it would be correct.
(77) And | always correct when there are mistakes.

(78) If I need something, | ask my mum, she knowerghing as well as it's possible
about that.

(79) I've watched Top Gear and the people there led an effect on how my skills in
English have developed.

(80) It's exactly because | don’'t know the Swedatguage much. We would not be
able to have a conversation, as | would have targbcheck every word if | tried to
speak.

(81) Not at all, I think, unless someone has spdkerdish on TV, but I'm not sure, |
think | wouldn’t understand anything about it anymeither.

(82) I just feel it's not necessary. Since grad€s fve had the attitude that it's not
useful and nobody has energy to study it. You cas@th the others here in the upper
secondary school ((grades 10-12)), if you havedddgehind in learning it earlier, you
just can’t do well in it, because here everythinggon so fast, you can’t reach the
others unless you work very hard for it.

(83) It's difficult, 1 don’'t have the motivation fat, | have no interest in it. | study it
only if someone forces me to do it.

(84) (---) It's minimal and equally bad (---) Itfairly meaningless, it does not have an
effect on anything.

(85) I will probably meet Swedish people in my gdmeday, you never know if |
ended up working in Sweden and there | would neadé the languages.

(86) I don't actually have a goal. If | just gobab in Sweden somehow, like that |
would find a bus station and such, if | just gatrag, it would be enough.

(87) Yes, they ((the teachers)) have probably setlit might be good to do something,
but | haven't done it.
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(88) Yes, they ((the parents)) have put a pressumae, motivated and told me why it
would be good to study it and such, they would gverything they've got if | just
tried to study it.

(89) I study English every day, hear all kindshohgs from somewhere, the Swedish
language not at all, that’s the major difference.



